1+1

NatiooalUbr'ary

~~Tnalionale

~~rvicesBrand'

des seMces bibliograptliques

~ca_

395Wdlgbl~

"'""""'"
Kl"'~

DitecliOndesacqui:sitionset

~~I
"'~-

NOTICE

AVIS

The quality ot this microform is
heavily dependent upon the
quality of the original thesis
submitted
for
microfilming.
Every effort has been made to
ensure the highest quality of
reproduction possible.

La qualita de cette microforme
depend grandement de la qualite
de
la these
soumise au
mlcrofilmage. Naus avans tout
fait pour assurer une qualita
superieure de reproduction.

If pages are missing, contact the
university which granted the
degree.

S'il manque des pages, veuillez
communiquer avec I'universile
qui a confara Ie grade.

Some pages may have indistinct
print especially if the original
pages were typed with a poor
typewriter ribbon or if the
university sent us an inferior

La qualite d'impression de
certaines pages peut laisser ill
desirer, surtout si les pages
originales
ont
eta
dactylographiees ill I'aide d'un
ruban use ou si I'universite naus
a fait parvenir une photocopie de
quallte inferieure.

photocopy.

Reproduction in full or in part of
this microform is governed by
the Canadian Copyright Act,
R.S.C. 1970, c. C·30, and
st:Jbsequent amendments.

Canada

La reproduction, meme partielle,
de celte mlcroforme est soumlse
la Lol canadienne sur Ie droit
d'auteur, SRC 1970, c. C-30, et
ses amen dements subsequents.

a

THEORY AND PRACTICE OF WHOLE LANGUAGE:
CRlTERlA FOR EVALUATING WHOLE
LANGUAGE TEACHING

by

Doreen Dearing B.A. (Ed.), B.A.

A thesis submitted 10 the School of Graduate Studies
in partial fulfillment of the requirements
for the degree of

Master of Education

Faculty of Education
Memorial University of Newfoundland

August 1994

St. John's

Newfoundland

.....

NathlalUbralY

:b~nallonale

==Ca~rvicesBranch

Oirecliondes acquisilionset
desservicesbibNographiques

395We1ng1DnSlree\
OIlIlwlI,Ol'II:ario

395,NlIWe!mglon
oa-(Qnlar\(lj
K1A(N4

oIa.~'l8da

K1A(t14

THE AUTHOR HAS GRANTED AN
mREVOCABLE NON-EXCLUSIVE
LICENCE ALLOWING THE NATIONAL

L'AUTEUR A ACCORDE UNE LICENCE
IRREVOCABLE ET NON EXCLUSIVE
PERMEITANT A LA OffiUOTHEQUE

LmRARY OF CANADA TO

NATIONALE DU CANADA DE

REPRODUCE, LOAN, DISTRIBUTE OR

REPRODUIRE, PRETER., DlSTRIBUER

SELL COPIES OF IllSIHER THESIS BY

OU VENDRE DES COPIES DE SA

ANY MEANS AND IN ANY FORM OR

THESE DE QUELQUE MANlERE ET

FORMAT, MAKING TIllS THESIS

SOUS QUELQUE FORME QUE CE SOIT

AVAILABLE TO INTERESTED

POUR METIRB DES EXEMPLAIRES DE

PERSONS.

CETTE THESE A LA D1SPOSITlON DES
PERSONNE INTERESSEES.

TIlE AurnOR RETAINS OWNERSIllP

L'AUTEUR CONSERVE LA PROPRJETE

OF TIlE COPYRIGIIT IN 1llS/HER

DU DROIT D'AUTEUR QUI PROTEGE
SA TIJESE. Nt LA THESE Nt DES
EXTRAITS SUBSTANTIELS DE CELLEC1 NE DOIVENT ETRE IMPRIMES au
AUTREMENT REPRODUlTS SANS SON
AUTORISATION.

TIlESIS. NEITHER TIIE THESIS NOR
SUBSTANTIAL EXTRACTS FROM IT
MAY BE PRINTED OR OTHERWISE
REPRODUCED WITHOUT mSIHER

PEro.fiSSION.
ISBN

Canad~

0-315-96078-7

Dedicated to my mother and father.

The main focus of this Sludy was whole language teaching amongst primary
teachers, grades kindergarten to three, within the Conception Bay South Integrated
School District. The litemture was examined with respect to detailed descriptions of
whole language philosophy, both in theory and practice. A field sUlVey was conducted
with a select group of primary teachers to ascertain their level of knowledge of whole
language philosophy and how this knowledge translates into leaming experit.'tlces for
children.
Scheduled intelViews were conducted with the provincial primary consultant with
the Department of Education, the language arts program coordinator with the Conception
Bay South Integrated School Board, and five primary teachers from schools within the
Conception Bay South Integrated School District. A mailed questionnaire was di:;tributed
to the 49 primary teachers within the five primary/elementary schools under the
Conception Bay South Integrated School Board. Thiny·eight or 78 percent of the
questionnaires were completed and returned to the examiner.
The many advantages and benefits which a whole language philosophy of teaching
and learning can offer to teachers and children alike, were strongly evident from the
literature. The literature illustrated also, many activities, approaches, and procedures
which have the potential to fit a whole language framework.
Findings from the study revealed that the Department of Education articulates a
whole language philosophy in its primary language curriculum guide, and the Conception
Bay South Integrated School Board includes a whole language philosophy in its goals for

iii

the school district. The results af the survey indicated that the teachers are working
within a whale language framework or are heading in that direction. This is not ta say
that they are textbook examples af whole language teachers; bawever, they engage in
many practices which are consislent with and reflect a whole language philosophy. lbose
woo indicated that they are whale language teachers are well awart: of the benefits whale
language can affer ta children and ta themselves, but are equally aware af the prablems
associated with it, if teachers are not well informed. Concerns were expressed,
particularly with respect la support thraugh inservice and other type sharing sessians,
deemed essential in the advancement af knowledge af whole language, and in the
successful development of whole language teachers.

Based on findings from this study, rccommendatians were made for additional
support and assistance in the area of whole language, and for further research.
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CHAPTER I
INTRODUcnON
Nature of the Stgdy

For years the teaching of reading was dominated by a basal reader skills

approach, which viewed reading as a series of discrete sequential skills

(0

be taught

(Beebe, 1990). Beebe pointed out thai during the 1970's and 1980's researchers such as

Yetta and Kenneth Goodman and Frank Smith shifted emphasis from a skills approach
to teaching reading and began to look al reading as a highly complex, multi-faceted, and

integrated process. They became concerned with understanding how children learn, as
opposed to what comprehension and decoding skills should be taught.

At this same time, according to Reutzel and Hollingsworth (1988), there was a
growing dissatisfaction amongst teachers and researchers concerning the amount of time

spent on actual reading and writing in the classroom. A definite neglect in these areas
was noticed. Reutzel and Hollingsworth noted that skills worksheets and tests were

proliferating al such an alarming rate that more and more time was being devoted to
them, with less and less time given to reading and writing. Anderson, Hiebert, Scott and
Wilkinson (1985) stated that "an estimate of silent reading time in the typical primary

school class is seven or eight minutes per day, or Jess than ten percent of the 10tai time
devoted to reading" (p.76). They noted, also, that ·Students spend up to seventy percent
of the time allocated for reading instroction in independent practice, or 'seatwork'·
(p.74).

Concerns regarding the effectiveness of skills approaches to teaching reading,
discussed by Beebe (1990), and concerns with the amount of time spent on actual reading
and writing in sc~ools. discussed by Reutzel and Hollingsworth (1988), caused both
teachers and researchers to look in new directions for ideas surrounding the way children
should be taught. In their atlemptlO understand how children leam to read researchers
Smith (1973) and K. and Y. Goodman (1979) began toeltplore the reading process. They
believed that because reading was a language process, it could be learned in the same
way as learning to speak. Thus, as Beebe pointed out,

emp~asis

shirted from a skills

approach, where reading involved simply leaming how to identify words and letters in
a particular order, to a language approach, where reading involved combining prior
knowledge with knowledge of letter-sound relationships in order to construct meaning
from print. In addition, she pointed out that advocates of this new approach stressed (he
imponance of keeping children's language whole in the promotion of teaching reading,
thus rejecting the earlier tr.l.dition of fragmenting language into letters, words, phrases,
and sentences for purposes of teaching. Based on these new ideas teachers and
researchers alike began to look at teaching from a ·whole language- perspective.
Whole language has become a visible and strong movement in instruction in
recent years (Fagan, 1989; McConaghy, 1988). According 10 Fagan, there are numerous
self-professed whole language teachers, yet, there is considerable disagreement amongst
them as to what whole language is and what it entails. Also, teachers' knowledge
regarding whole language philosophy ranges from very minimal to advanced levels. This,

Fagan believes, has serious implications for the children entrusted to them. Whole
language teachers, he feels,

requir~

an advanced level of knowledge.

Much has been written about whole language and there are as many definitions
as there are individuals who claim to be whole language educators (Fagan, 1989;
Gunderson & Shapiro, 1987). It has been termed an approach (Froese, 1990), an attitude
(Rich, J985), a set of beliefs (Allwerger, Edelslcy & Flores, 1987; Weaver, 1990), a
perspective (Allwerger et aI., 1987; Watson, 1989), a philosophy (Fagan, 1989;
Haycock, 1989; Newman, 1985; Weaver, 1990), a process of language learning and
teaching (Gambell, Newton & Roberts, 1989), and a way of bringing together a view (If
language, leaming, and people (K. Goodman, 1986). The problem is, however, that
much of what people have to say reflects a serious lack of understanding of what whole
language is really all about (Newman & Church, 1990).
Newman and Church (1990) discuss a number of myths and misconceptions
surrounding whole language which are causing confusion and anxiety amongst both
educators and the public. The following is an abbreviation of some of these widespread
myths, as well as the realities of whole language:

I.

Myth: You don't leach phonics in whole language.
Reality: Whole language teachers teach phonics but not as
something separate from actual reading and writing.

2.

Myth: You don't teach spelling or grammar in whole language.
Reality: As children use language they learn about it,
discovering much on their own. When appropriate, the teacher
might provide information through short focused lessons.

3.

Myth: Wbole language means literature-based curriculum.
Reality: Many whole language teachers plan the curriculum
around math, science, and social studies. They capitalize on
the interests of the students.

4.

Myth: Whole language is a way of teaching language am; it
doesn't apply to other subject areas.
Reality: Whole language philosophy underlies the entire
curriculum.

5.

Myth: In a whole language classroom, you don't have 10 teach.
Reality: Whole language teachers collect materials, initiate
learning .lCtivities, suggest explorations, observe, and ask
questions··all are inlegral aspects of leaching.

6.

Myth: A whole language classroom is unstructured.
Reality: A whole language classroom is highly struclured with
both teachers and students contributing to the organization.

7.

Myth: There's no evaluation in whole language.
Reality: Teachers with a whole language perspective observe
and interact with students to discover not only what but how
they're learning. The evaluation is ongoing.

8.

Myth: Whole language teachers deal just with process not
product.
Reality: Whole language teachers are very concerned about the
quality of student's efforts, but they also value the process that
produces projects.

9.

Myth: All you need for whole language is a ·whole language·
commercial program.
Reality: There is nothing intrinsically wrong with these
materials, but they do not, in themselves, create a whole
language learning environment.

10. Myth: Whole language is a methodology.
Reality: Whole language is a philosophy of teaching and
ll'aming,

II. Myth: Giving teachers a few whole language tips makes them
whole language teachers.
Reality: Helping people become whole language teachers
means helping everyone engage in serious and ongoing
examination ofpedagogica1 beliefs and instructional practices.
12. Myth: You need only a few in-service sessions to change
teaching practice.
Reality: Traditional one-shot in-services may give teachers a
few new ideas but leave them without any analytic tools to
figure out where to go next or why. (pp.2o-24)
In an area of such importance, as the teaching of children, whole language
teachers need an advanced level of knowledge of whole language philosophy. For Rich

(986) teachers reach this advanced level when

~they

read, question the theories 'out

there', question personal assumptions about learning and begin to develop personal
theories about the way in which learning goes- (PA). Teachers need to be well informed
and assisted in arriving at this advanced stage of knowledge through teacher education
programs, inservice programs, department and school board consultants, conferences and
professional readings.
Definllion of Tenn

For purposes of this study whole language is defined

~as

a philosophy of emergent

literacy and how children leam n (Haycock, 1989, p.22).

The purpose of this study was two-fold. It sought to:
1. Examine the literature with respect to detailed descriptions of whole language
both in theory and plactice.

2. Gather information with respect to educators' level of knowledge of whole
language philosophy and how their ideas and understanding of this philosophy translated
into learning experiences for children.

The answers to three major questions were sought:
1. Do educators feel knowledgable and competent in ·who.~ language"?
2. Are individuals receiving adequate support and assistance in their development

as whole language educators?
3. Are the activities and procedures within the classrooms of those who claim 10

be whole language educators consonant with whole language philosophy?
Data was collected by means of a field survey. The survey illCluded:
A.

A questionnaire which was administered to the 49

prire:..ry teachers, grades

kindergarten to three, within the five primary/elementary schools under Ihc
Conception Bay South Integrated School Board. The questionnaire focused
on the following:
(i) the extent to which the teachers in Ihe sample felt (a) knowledgeable and
(b) competent in the area of whole language;
(ii) the extent to which professional sapport and as:lislance

was offered in

enhancing the development of individuals as whole language educators;
(iii) the attitudes of the !eal..(';rs with respect to whole language, particularly

as thcy related to (a) its effectiveness and (b) its appeal to teachers and

students; and

(iv) the types of activities and learning experiences which children were
exposed to in the

c1a~;.loom.

(v) the biographical data of the teachers.

B.

Scheduled interviews with:
(i)

The provincial primary school consultant, Department of Education,
St. John's, Newfoundland.

(ii)

The language arts program coordinator, Conception Bay South
Integrated School Board, Manuels. Newfoundlalld.

(iii) it. ~roup of five primary school teachers, from three of the five

primary/elementary schools in the Conception Bay South Integrated
School Districl.
Need ror the Study

Whole language is a rapidly growing movement and is leaving its imprint on
students and educators from Australia to the United States and Canada (Watson, 1989).

According 10 Moss and Noden (1994), for many teachers, it is the innovation of choice
for the 1990s. Its implementation, they believe, is spurred by the need for personal
growth and disenchantment with

traditio~al

basal instruction. On a smaller plane it is a

visible and growing movement within Newfoundland and labrador.

~

Language' A Primary Language Curriculum Gujde, published by the Government of
Newfoundland and Labrador, Department of Educa!ion (1991), describes the philosophy

of tile primary language program as follows:

II is governed by a whole language philosophy which advocates lhat
language learning is child-centred. nol teacher dominated; that language
is integrated, not fragmented; chat children learn by being actively
involved in authentic language activities that is·-they learn by talking and
doing rather than through passive listening; as well, they learn to read and
write as they engage in experiences with literature and writing instead of
isolated drill and workbook exercises, and that children learn best in c0operative interactive, problem solving situations. (p.14)
The Program of Studjes for Newfoundland and Labrador (1993-94) states that the
primary language program:
1.

reneets a whole language philosophy in any method or practice
used in the language classroom. (Language is purposefully and
meaningfully used for communication. learning and
enjoyment).

2.

refleets the integration of the language arts (reading, writing,
listening, speaking) and language across the curriculum.

3.

emphasizes that children learn language by becoming users and
producers of language.

4.

uses the whole 10 part method of instruction by beginning with
the largest unit of meaning (Ihe whole selection) and
proceeding to smaller units (paragraph, sentence, word, word
parts, and phonic units).

5.

makes evaluation an integra} part of each lesson.

6.

assures that skill instruction is context based.

7.

uses various types of flexible class groupi~gs based upon
children's needs, interests, and abilities.

8.

is reflected in a physical classroom environment which
facilitates communication and the meaningful use of language.
A drama stage, an author'~ . :'1", a comfortable reading
comer, a listening centre, a 'f.
~ntre, and various other
work spaces which promote colJau....al.ion and cooperation are
evident in all primary language classrooms.

9.

has a record-keeping component. Writing folders or large
envelopes with samples of children's written work; re:tding
logs which record the books children read; an anecdotal
records of children's growth in language are kept and used for
evaluation purposes and for teaeher-<:hild and teacher-parent
conferences. (pp.23-24)

According 10 Newman and Church (1990) there has been quite an extensive
literacy discussion regarding what whole language is, with contributions coming from
teachers, school adminiSlJalors, researchcrs, theoreticians, and parents. Howcvcr many .
of thc beliefs and ptaetices which go by the namc whole language arc not consistent with
a whole language philosophy. Obviously therc are some serious misunderstandings
amongst educators as 10 what whole language is really about. These misunderstandings
materialize in the learning eltpcriences which self-professed whole language lea",uers offer
to children. Teachers need

10 evaluate

whether or not the procedures and activities within

their ·whole language· classrooms are in harmony with a whole language philosophy.
According to Walmsley and Adams (1993) "adopting a whole language
[philosophy] involves making fundamental changes in the ;vay teachers view children and
themselves, and many teachers are unable or unwilling 10 contemplate these changes,
especially without support· (p.279). Whole language teachers require an advanced level
of knowledge and understanding of wholc language philosophy. They cannol, however,

be CJlpected 10 reach this level independently. Much assistance is required on Ihe path to
becoming a whole language leacher.
In light of the Department of Education's stand on whole language philosophy as
it related 10 primary language programs and the misconceptions regarding whole language

10
alluded to in the literature, it was important to ascertain the level of knowledge of whole
language philosophy that teachers possessed.
Llmitatiom

or the Siudy

There were a number of limitations to this study with respect to data collection.

1.

Random sampling was not used in the selection of ample subjects. 1berefore,
generalizations can not be made beyond lhe schools in which the study was
conducted. The results may not be representative of the province's primary
teacher population as a whole.

2.

The sample was relatively small because it involved the primary teachers from

3.

The participating school board, in the study, represented a thriving young

onc school board only.

community with a growing population. There was no multi-grading within the
schools. Proportionately different results may have been obtained (rom schools
with declining populations and multi-grade classrooms.
4.

Not all of the primary teachers completed the questionnaire. A higher percentage
of responses may have Jed to findings somewhat different from those obtained.

S.

Interviews were not representative of all
board.

.rade levels and schools within the
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CHAPI'ER D

REVIEW OF mE LITERATURE
The literature review presents a brief overview of the roots of whole language,
and of the history of its movement. Next, lhe theoretical and research base, in which
whole language is solidly rooled is eX"mined. A number of learning and language

development theories, including the psychoIinguistic theory efhow children learn 10 read,
are explored in Ihis section. Finally, whole language is addressed from a practical
perspective of how it becomes actualized in the classroom. Various activities and
procedures which can be characterized as whole language, along with a rationale for

each, are discussed.
HlitoricaJ Perspective

To fully understand whole language it is important to examine its roots and the
history of its movement. An early use of the term ·whole language- dates back 10 the

nineteenth century and 10 the most eminent educator of the time, lehn Amos Comenius.
Comenius (cited in Y. Goodman, 1989) wrote in 1887, regarding the first picture book
made for children:

It is a little Book, as you may see, of no great bulk, yet a brief of the
whole world, and a whole language: full of Pictures and Nomenclatures
and Descriptions of things...
We have filled this first book... with the grounds of the whole world, a..d
the whole language, and of all our understanding about things. (p.ll3)
Comenius's concept of whole language, although somewhat different from that
of today, shared some important characteristics with whole language as we now know
it. According 10 Y. Goodman (1989) Comenius believed that ·children discover new

12

inConnation by being introduced to what is familiar to them within their life experiences.
by being able to nl3l'lipulate the concrete objects being studied. and by using their native

language to talk about what is being learned- (pp.1 lJ.-114). In order for learning to occur
children need to enjoy their learning experiences and all learning must be rr. . .U1ingful.
Comenius believed that teachers should blow their students well enough to ensure clear
and distinct teaching that encompassed learning experiences which built on the

background and experience of the leamer.
The ideas of Comenius closely resemble those Ilcld by whole language advocates.
His ideas reflected a leamer-centrett or a child-centred curriculum in which the leamer,
rather than the content of the material being studied, was the main focus. This did nol
minimize the imponance of contetlt, but held the belief that content could only be

understood when learners were actively involved and interested in learning. Learners
must be active partiCipants in the learning process with teachers acting as co-leamers
with the students. (Y. Goodman, 1989)
A number of twentieth century the.orisll have influenced our thinking about whole
language. The philosopher Dewey (J963), placed the learner at the centre of the process
of curriculum development. He believed that students should participate in their own

learning by solving reoJ problems thai were relevant to the moment. He emphasized the
importance of the integration of language with all olher studies in thecurriculurn. Dewey

envisioned a classroom with the materials alld tools to allow students to create, construct,
and actively inquire. Language was viewed as being one of those tools. He stated:
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l1le child who has a variety of materials and facu wants 10 talk about
them, and his language becomes more refined and full, because it is
controlled and informed by realities. Reading and writing, as wdl as the
oral use of language. may be taught on this basis. It can be done in a
related way, as the outgrowth of the child's social desire to recount his
experienceS and get in return the experiences of others. (p.S6)
The epistemologist Piaget (cited in Y. Goodman 1989), also influenced the whole

language movement lhrough his work. He and his co-researchers showed how

('~ildren

are actively involved in understanding their world and in answering the questions and
solving the problems the world poses 10 them. Children, he established, learn through

their own activity with external objects. They COnslruct their own categories of thought
and organize their world. They do not wait for knowleda;e to be transmitted 10 them,

rather they are active participants in their own learning.
The Rus:ian psychologist Vygotsky (1967) aided whole language educators
through his exploration or the relation between the learning or the individual student and

the influences or the social context. He emphasized the important role or the teacher in
students'learning, despite the understanding that students were ultimately responsible ror
their own conceptual development. Other important social aspects explored by Vygotsky
included the role or peers and the role or play in the child's development. Both were
perceived as having a significant role. Learning, he believed, did not take place in
isolation but required suppon rrom a social environment such as a school.
The integration of the language am and other subject areas in the development
of the whole language curriculum was influenced by systemic linguist M.A.K. J-l.alliday
(cited in Pinnel & Haus.sler, 1988). According to hilT', as learners are using language,

they are learning language and they are learning through language and about language.
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Halliday (1977) developed a system of language use that related the study of language

to the context of the situation, the actions within the situation, and the relationship of the

persons involved. He identified seven language functi<:ms which he labelled instrumental,
regulatory, interactional, personal, heuristic, imaginative, and representational.
In addition to theorists. a number of educationists have contributed much to the

field of education and to the issues discussed among whole language advocates. Some of
the beginnings of whole language are linked with research into the reading process as

early
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the 1960's. Especially influential in this area was the work of Smith and K.

Goodman (1971) into the psycholinguistic method of teaching reading. Through their
psycholinguistic theory they established a view of a unified reading process as the
interaction between the reader, the text, and the language.
Rosenblatt (1968), also an educationist, drew upon John Dewey's concept of
reading and literature. She described reading as the transaction between the reader and
the text··a transaction which allowed readers the right to their own meanings. Whole
language, influenced by Rosenblatt, incorporated the term transaction to represent the
complex and important relationship between the reader and the text (Y. Goodman, 1989)
The views held by K. Goodman, Smith, and Rosenblal! on the reading process
provided a strong rationale for the literature and language·experience based reading
programs which were developed and popularized before the 1960's. 1bese programs
which immersed children in reading real books (trade books as opposed to basal readers),
were based on the seemingly simplistic notion that children Jearn to read by reading; and
reading success can be attained by having children read their own language materials,
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written about experiences relevant to their own daily lives. Allen (1976), a strong
proponent of the language experience approach, summed up the theory behind the

language experiences from the point of view of the young reader. He expressed this view
as follows: -What I can think about, I can talk about; What I can talk about, I can write
about; What I can write, I can read; and I can read what other people write for me to
","'. (p.51-52).

Y. Goodman (1989), on discussing the language experience approach, emphasized .
the "all round development of the child" which immersed children in a wide variety of

learning experiences. These experiences were to be accompanied by language activities
that would result in the generation ofcharts, lists and books--all of which became reading
material for the children. Children were largely involved in dictating their experiences
while the teacher acted as scribe,
The language experience approach to reading was, in some ways, similar to and
compatible with whole language. Similarities include: (a) both paint a print-rich
environment, (b) fme children's literature is used extensively, (C) the real life experiences
of the children are emphasized, (d) language learning takes place in relation to a wide
variety of experiences, and (e) children are interested in and excited about what they are
leaming. (Altwerger et aI. 1987; Y. Goodman, 1989)
Despite these similarities, however, Altwerger et aI. (1987) pointed out several
major differences between the two. One primary difference concerned the relation of oral
and written language. Under language experience written language presented itself as a
secondary system derived from oral language. Whole language, on the other hand,
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recognizes the two systems as being structurally related without one acting as an alternate
rendition of the other. Moreover oral language is not a prerequisite for learning written
language.

Another difference, pointed OUI by Altwerger el aI. (1987), involved the amount
of dictation which the teacher took from the students. Language experience teacr!'rs

planned for this frequently; whereas whole language teachers are less involved in taking

dictation and usually do it unly at the request ora child. Whole language teachers engage
children in their own writing, as opposed to having them dictate what they wanllo say.

Penton (cited in Y. Goodman, 1989) staled that a major and lasting influence on
the teaching of reading in the whole language movement, resulted from the holistic and
progressive educational policy adopted by New zealand. Literature-base£! reading

instructional programs that immersed children in reading books and magazines were
promoted and became commonplace throughout the country. Holdaway (1979) developed
a concept of the "Shared Book Experience Mwhere children were read

10

over and over

again from teacher-produced MBig Books". Reading instruction such as this, which
focuses on the growing market of trade books for children, as tools of instruction, is
representative of reading instruction in whole language classrooms today.
Other influences on whole language have come from the field of composition.
Burrows, in They All Wan! To Write (Burrows, Jackson and Saunders, 1984),
established that children need to write as soon as they begin schooling and this writing,
according to her, should centre around children's own experiences. The views held by
Burrows were supported by the research of Donald Graves during the 1970's. Graves
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(1983) suggested that children leam to write and will continue to write when

opportunities are provided in a supportive en 'Jironment.
Since the 1960's research into the fields of reading and composition have enriched
whole language. According to Y. Goodman (1989), whole language educators have

capitalized on the integrntion of all the language areas and have attempted to study and
understand the relationship amongst them.
From Ihis historical perspective of whole language it is evident thai it is not a new
idea or something thai has come about only in recent years; rather it has roots dating

back 10 at least the nineteenth century. Comments made by Joseph Rice in 1893 (cited
in K. Goodman. 1989) regarding the conclusions of his studies to determine the extent
to which contemporary school practice renected the best knowledge, sound as if they
could have been written today as an endorsement to whole language. Rice stated:
In schools conducted upon the principles of unification, language is
regarded simply as a means of expression and not as a thing apart from
ideas. Instruction in almost every branch now partakes of the nature of a
language·lesson. The child being led to learn the various phases of
language in large part incidentally while acquiring and expressing ideas...
And strange as it may seem, it is nevertheless true that Ihe results in
reading and expression of ideas in writing are, at least ill the primary
grades, by far the best in those schools where language in all its phases
is taught incidently. (p.213)
There has been, it would seem, a progression (rom the concerns for children and
learning of the nineteenth century educator John Amos Comenius, and from the
conclusions reponed by Joseph Rice regarding contemporary school practice in 1893, to
the whole language support groups and the innovative practices within the whole
langll3ge classrooms of today.

'8
Theorellcal fel'SJJN1lve

Whole language is a grass roots movement that is solidly rooted in theory and
research. Its key theoretical premise, as stated by Altwerr.er et al. (1987), is that:

The world over. babies acquire a language through actually using it. not
through practicing its separate parts until some laler date when the parts
are assembled and the totality is finally used. The major assumption is that
the model of acquisition through real use (not through practice exercises)
is the best model for thinking about and helping with the leaming of
reading and writing and with learning in general. (p. 145)
Language acquisition in both oral and written form is a naturally occurring
prOCdS. It is natural, not in the sense that it is all innate or an inevitably unfolding

process, but in that it is learned incidently when it is an integral part of the functioning
of a community and is used in and around wilh neophytes (Ferreiro & Teberosky. 1982).
Smith and K. Goodman (1971) have established a psycholinguistic theory of how
children learn to read. Their theory of the reading process provided a basis for the whole
language movement.
Psycholinguistics, as diuussed by Smith and X. Goodman (1971), is a field of
study that lies at an intersection of psychology and linguistics. From the linguistic aspect
are derived insights into the language system, and the competence which is acquired as
people become nuentlanguage users. Learning to speak is accomplished not by imitating
adult sentences, but through learning a system of language rules--rules of grammar.
These rules must be learnt, however they cannot be taught, as no one, not even linguists,
can adequately describe what they are. Linguistic analysis reveals two levels of language-a surface SUlicture and a deep structure. The surface sUlicture encompasses the sounds
and written representations of language and the deep structure encompasses the meaning.
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The meaning of a sentence is generated not through the individual words but through the

interaction of the words together.
The psychological aspect of psycholinguistics offers insight into how language
must be learned and used. Jt identifies the limitations on the amount of surface structure

which users can process to comprehend language. The human memory is so constrained
that speech or writing could not possibly be comprehended if it were necessary to analyze
individual words. (Smith & K. Goodman, 1971)
According to Smith and K. Goodman (1971), psycholinguistic research confirms
that Janguage is produced at deep structure levels where meanings are remembered as
opposed to individual words. Based upon these insights it is clear that reading is not a

process of combining letters into words and words into sentences with meaning springing
in automatically. Ralher, the deep structure level of jticntifying meaning either precedes
or eliminates the need for identifying individual words.
The child learning to read, like the child learning to speak, must be exposed to
and allowed to examine a large sample of language. The child experi~nces the significant
elements of written language lhrough exposure to a wide range of choices.
K. Goodman (1986) emphasized the wholeness of language and ils use in context
through a strong theory of learning and a theory of language, which firmly suppon whole
language. He outlined a number of imponant points under the heading MLearning
TheoryM which he believes allow language and literacy to develop naturally and easily.
His points are as follows:
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1.

Language learning is easy when it's whole, real, and relevant;
when it makes sense and is functional; when it's encountered
in the context of its use; when the learner chooses to use it.

2.

Language is both personal and social. It's driven from inside
by the need to communicate and shaped from the oUl$ide
toward the norms of the society. Kids are Sl) good at learning
langLLage that they even overcome counter-productive school
programs.

3.

Language is learned as pupils learn through language and about
language, all simultaneously in the context of authentic speech
and literacy events. There is no sequence of skills in language
development. Teaching kids about language will not facilitate
their use of language. The notion that

~first

you learn 10 read

and then you read to learn" is wrong. Both happen at the same

time and support each other.
4.

Language development is empowering: the learner "owns' the
process, makes the decisions about when to 'J:"'~ it, what for
and with what results. Lileracy is empowering too, if the
learner is in control of what's done with it.

5.

Language learning is learning how to mean: how to make sense
of the world in the context of how our parents, families, and
cultures make sense of it. Cognitive and linguistic development
are totally interdependent: thought depends on language and
language depends on though!.

6.

In a word, language development is a holistic personal-social
achievement. (p.26)

In addition to his learning theory, ii.. "'Xldman (1986) baseli whole language on
scientific knowleJge and theories about language. According to him, it is understood by
whole language teachers that language cannot exist without symbols and a system.
Dialects of every language have register and grammar. Those who

spea~, differently

are

not lacking in any linguistic sense. Whole language includes all languages and dialects
irrespective of their status in a partkular society. Whole language is whole.
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K. Goodman (1986) views language as inclusive and indivisible. It cannot be

divided up into words, sounds, letters, phrases, clauses, sentences and paragraphs to be

studied. Language that is sepamted into its constituent parts is no longer language. It
exists as laJlguage only when it is whole. The minimal functional unit is the whole text,
or connected discourse in the context of speech or a literary event. If parts of language,
such as words, phrases or sentences, are to be studied it should be done in the context

of whole real language texis that are part of children's real language experience. Having'
already dealt with the whole, students are better able to deal with and analyze the parts

that comprise it, such as the spedfic language skills important to reading and writing
development.

K. Goodman (1986) encompassed the dynamic and constructive processes of
reading and writing into his theories of language. Real writers must have something to

say--a purpose--and musl have a sense of audience. The writer must decide how much
information to provide to enable the reader 10 infer and recreate .... hat has already been
cruted by the writer. Readers require real texts, not merely something put together to
fit a vocabulary list or a phonics sequence. They bring their previous experiences, their
values, and their knowledge of the lext to make sense of what has been written.
According 10 K. Goodman (1989) both oral and written language are learned best
and most easily in authentic speech acts and literacy events that serve real functions.
Learning to read and write can be accomplished in the same natural way that children
learn to speak, if children are immersed in a meaningful language-rich environment
which affords the opportunity 10 explore and model the communication processes.

22
Children leam language in holistic Conn, not in the bits and pieces of a language that hn
been broken apart. The whole is always greater than the sum of iu parts and the value
of any part can only be learned within the whole, such as a whole utterance in a real

speech event or a whole text.
Similar to the views held by K. Goodman are those of Edelsky, Altwerger and
Flores (1991). They discussed whole language in terms of it weaving together a

theoretical view of language, language learning, and learning into a particular stance on
education. Their view of language incorporales all language modes (oral, written, and

sign) as a means of communicating meaning, Neither language mode is a basis for, or
a secondary representation of the other. While all three are different in their own
constraints and opportunities, all share certain similarities of characteristics. All are

social. Language is used to communicate meaning either through talking with others,
reading texIS wrinen by others, or through signing with others. Even if one writes only
for oneself the language use is still social, in the sense that the conventions of wriling are
shared with other people, and there are always associations with other texts, contexts or
people. All models of language are composed of interdependent and inseparable
subsystems. These include the

phonolo~ical

in oral language, the graphic and

graphophonic in written language, the syntactic, the semantic, and the pragmatic. In any
instance of real language use all of t:;ese subsystems are present and are interdependent.
If systems are removed artificially, such as stripping away the syntactic system in flash

cards, language which may still look like l.mguage no longer is language, Words
presented in isolation do not constitute language. All language is predictable. The
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interdependent subsystems of language w"fldng together simultaneously make it so. Cues
are offend through these systems which narrow down the po.osibiJities. Predictability,

however, is not a characteristic of language fragments; it requires the whole text.
Edelsky's et al. (1991) view of language development is based on the premise that
language is learned through actual use, nol through practice of its separate parts. Babies
do not require or wail for mastery of the various subsystems of language before using
it. Their approximations, although unadultJike, accomplish their meaning making task.
Language learning, then ir; hath natural and social. From the day they are born, babies

observe language in use and always in a social context. In learning language they are also
learning the relationships embedded in laJ1guage.

Just as oral language is a social and a natural process so then, according to
Edelsky el aI. (1991), is written language. When written language is used RrOund and
with the learner it too will gain use. Thus reading and writing are learned through real
reading and writing. Drills and exercises on isolated skills and language fragments do not
qualify as reading and writing.
Reading, from Erlelsky's et al. (1991) whole language perspective, is a process
of generating hypotheses in a meaning-making context. A reader uses the cues provided
by the print and the knowledge which he or she brings to construct an interpretation of
what is being read. Meaning may vary from one reader to another, depending upon the
purposes for reading and the expectations in the reading event. Similarly, writing too
promotes the discovery of new meanings. Writers are continually revising their ti,~ughts,
meanings, and linguistic expressions as they read their own text. Writers are making
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meaning for purposes of their own and are using all the language cuing syslC:ms in this
effort. Reading and writing must be done for I purpose. When a language is not UKld (or

;. purpose it doc5 not count as languace.
The: third component of the theoretical framework of whole language, discuucd

by Edelsky et at (1991), is a view of learning-not just language learning, but all
learning across the curriculum. Like language learning, learning in general occurs in
social contexts and is thus a social process involving social relationships.
According to Edelsky et aI. (1991) whole language theory contends that students
are best served by an education that accounts for the following three ideas:
(I)

that the context for learning should take advantage of people's
propensity to doIthinklknow more when they are part of

learning communities;
(2)

that planning for learning and teaching has to account for the
social relationships in which the learning and teaching will be
embedded; and

(3)

that what is learned should have some sensible and imminent
connection to what it is learned for. (p.24)

Learning is best achieved through manipulation, engagement, and eJ:perience. Students
should not be treated as passive recipients of Icnowledge transmitted by teachers. 'They

are

not empty vessels to be filled by teachers. Rather, learning requires active

participation with students doing science as scientists do and history as historians do. It
is not enough to offer students only what textbook writers have to say about what other
scholars have learned. Learning must be purposeful and void of empty exercises.

The work of Halliday (1911), also provided a theoretical basis for the

development of whole language. According to him the child develops an awareness very
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early in life that language can serve various functions which were fonnerly served by
physical means. The child's understanding of language is determined by the particular
needs which have been satisfied by language. The child uses language to communicate
material and intellectual

need~. to

relationships, to express feelings, to

direct and engage others, to establish personal
fan~uize

or pretend. and SO on. Children establish

these different uses of language in their daily interactions with other children and with

adults. As opportunities for communication arise children selectively use language; thus
expanding their knowledge of what language can do, and establishing an awareness that
language has many functions which affect them personally. Hilliday (1971) staled that
-Ianguag.: is, for the child, a rich and adaptable instrument for the realization of his

intentions; there is hardly any limit to what he can do with it- (p.2).
Halliday (1977) described seven models of language which are used by the child
before reaching school age. These models of language represent what a very young child
can do with language as an expression of meaning. The simplesl of Ihe models and Ihe
firslto evolve is the Instrumenlal. The child uses language as a means of getting things
done; it is the 'I want' function. Closely related to Ihis is the Regulatory model. As. the
name suggests, language is used to exercise control over or to regulate the behaviour of
others; it is the 'do as I tell you' function. Still wilhin this social context is the
lnteractional language model, where language is used in the inlerac~on between the self
and olhers. It is the 'me and you' function. The Personal model plays an important role
in the development of personalily. Language is used in the expression of individualily and
in the awareness of self; it is the 'here I come' function. The Heuristic model refers to
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language that is used as a means of investigating one's environment-a. way of leaming
about things. 11 is the 'tell me why' function. The Imaginative model relates tJ\c: child to

ms or her environment also, but in a rather different way than does the Heuristic. Here
the child l1SCS language to create hislher own environment. Siories. poems, rhymes.

riddles and dramatic games reinforce this 'lei's pretend' function.

~alliday's

final

language mode! is the Representational. Language, in addition 10 its other uses, is a
means of communicating about something or conveying a message. Through this 'I've
gOI something to tell you' function, onc informs, describes and ex-presses ideas. The
Representational is the only model of language used by many adults. From the

perspective of a child, however, this is a very inadequate model.
Halliday's (1977) seven

langua5~

models provide us with the understanding thaI

the child defines language according to its uses; it is doing something therdore it has
meaning. It is essential that teachers redefine their own notion of meaning to include all
the functions of language, ootjustlhe Representational or the content function. Education

failure, according to Halliday, can be equated with language failure. A child who has not
had accessibility to all language functions and has

not

mastered certain essential aspects

of language ability, may not meet with success in school. If one does not know ho.¥ to
properly use language to learn, one cannot be laught successfully. It is important,
therefore, that teachers take into account each child's linguistic experiences in choosing
educational approaches and instructional methods. Opponunities for language experience
which c'dend over thc whole range of functions should be provided for.
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Halliday (cited in K. Goodman, 1989) contended that as learners use language

they learn language. They learn through language and about language. According to K.
Goodman (1989) the whole language curriculum, a dual curriculum in which every

activity and experience is an opportunity for both linguistic and cognitive development,
builds on this conclusion. Language and thinking develop al the same time that

knowledge is developed and concepts and schema are built. The whole language
classroom p,ovides opportunities for both these curricula.

Dixon (1967), like Halliday, held a view of language development that was
determined by children's experiences with language and through language. Dixon

summed up that "language is learnt in operations, not by dummy runs· (p.13). Language
and its meaning belong to the student. The student gains new insights into the self, as
creator of his/her own world through language.
In his book Growth Through English, Dixon (1967) defined "English" as "a
description of the activities we engage in through language" (p.7). The writing, drama,
and talk lhat goes on in English lessons and other SUbject areas affect our attitude
towards, our experience with, and our personal growth in language. Through sharing
experiences with others, one is using language to make the experience real to one's own
self. Language is used, here, to bring the experience to life as it really

was; imaginative

work is involved. Dixon stated "if we could observe all the occasions when a child uses
language in this way, and put them together, we should have a glimpse of a
representational world that the child has buill up to fit reality as he knows it" (p.6).
Language belongs to the public world and an English classroom is a place where students
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meet to share experiences, to talk about people and situations, and to gather satisfyin&
new experiences. The student takes what one can and what ont needs from these

experiences and builds them into one's own work!.

AnoUIer major influence on language growth in the primuy and elementary
grades, has been the work of James Britton. He too directed our focus on students and

their language experiences. According to Britton (1970), language as a representation of
the world is inlerwoven with other forms of representation. The things we say sugp:tst
that we may use words to support morc general WAyS of classifying and representing
experience.

Britton (1970) defined lhree main function categories of language: (a) the

expressive, (b) the transactional, and (e) the poetic. In relation to these (unctions, he
distinguishes two modes of behaviour. These are the role of pa.1icipant and the role of

spectator. -Operating in the actual world- involves the role of participant. Language is
used to get things done by participants in the world affairs. The role of spectator is

conoemed with events

not

presently taJdng place-past or imagined events. 11lere is

involvement in the recounted experience, but the events involved are distanced from
events in the present, and language is not a means 10 an end.
Britton's (1970) expressive function of language defines expressive

s~h

as

language close to the speaker, freely verbalized and unrehearsed. As one presents one's
view of things or one's commentary upon

th~

world, one ultimately presents one's self.

A verbalization of the speaker's consciousness is presented. It is through this use of
language that people tnuy get

10

know one another. Through expressive language one
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offers one's own unique identity and offers and accepts both what is common and what
differentiates onc from others. This form of speech is the principal means of
communicating opinions, attitudes and beliefs in face·to-face situations. The expressive

language function straddles both the participant and the spectator distinctions.
Britton's (1970) tmuactionaI language function basically involves language to get

things done or functional language; the desired end is outside of the self. Transactional
language is divided into two main sub-divisions: (a) the informative, involving the Civing

and seeking of information; and (b) the conative, involving instruction and persuasion.
For language to be truly conative in its function there must be deliberate and
recognizable intent on the part of the speaker to change the listener's behaviour,

opinions, or attitudes··recognizable to an observer, that is, but deceptive to a victim. The
individual within the transactional function; : operating from the role of participant. lie
or she is acting upon the actual world, using language to inform, teach, make plans,
solicit, :. ~p. or achieve some practical outcome.
The poetic language f<lnction discussed by Britton (1970) is concerned with
structured or patterned language, as opposed to the unstructured language of the
expressive function. Within this function, one is presented with a patterned verbalization
of the writer's feelings and ideas in the form of a poem, a short story, a play, or any of
the verbal arts. The individual within the ~tic is operating from the role of spectator
and, in so being, is able to see events in a broader contellt, and is able to relate events
more amply to a broader spectrum of values than the panicipant.
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Britton's (1970) three functiocu of lanttuage can be used as a basis for looking at

and considering -language across the curriculum-. There are a number of diverse
linguistic demands placed on childr= as they move throulhout the curriculum. It is
imponant that teachers look at the interrelatedness of these demands. Expressive
language, for example, according to Britton, should play a key role in all areas of

learning, from the most subjoct oriented areas to Jeaming how 10 use language itself.
Ringler and Weber (1984) pointed out that expressive writing is very much like
cltpressive speech; it is a primary means of communication. It serves as a base for

specialized and differentiated writing such as (a) tran:-.actional writing, which includes Ihr.
writing of intellectual disciplines, common to school texts; and (b) poetic writing,

through which writers share feelings and ideas through their heightened awareness.
According to Britton (1970), much of students' writing is somewhere on a

continuum between the expressive and transactional or the expressive and poetic
functions.

Martin, O'arcy, Newton and

Par~

(cited in Ringler &. Weber. 1984) stakd:

The move out of an eJl:pressive use of language in either direction, towards
the poetic or to the transactional, invol"es a heightened degree of

organizing thought and shaping it. But the diU(:tion taken will deeply
affect the nature of that organization. In the transactional function the
emphasis is toward a linear, logical set of connections-an inductive or
deducu"e hierarchy of points. In the poetic function •..the pattern is not
discursive; the connections are implicit and themselves provide the
suucture which renders the whole inseparable from the parts. (p.392)
Ringler and Weber (1984) discussed that as children move throughout these
\'3rious writing fooos they show growth in their ability to understand and present
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themselves to the needs of varied audiences. By understanding the three general functions
that writing 5ef\les they are able to answer the questions -Why am I writing this?" and
"Who will read what I write?". Children come to understand the differing viewpoints,
background experiences, and feelings which individual readers bring to the reading.

Britton (cited in Ringler & Weber, 1984) stated, "As children expand their underslMlding
that writing has direct functions and that they may direct their own writing to different

audiences, they increase their competence as writers" (p.393). Therefore it is important
that teachers provide a variety of real audiences for students' writing experiences.

Britton's understanding of language development, which stressed the importance

of Jangaage across

~1e

curriculum and its key role in all areas of learning, closely relates

to whole language education.

The various theories surrounding Jangu3f<.'. and learning have lead educators to a
greater understanding of the power of language in learning, and the way that language
develops in the classroom, The whole language philosophy has grown out of this greater
understanding. Children enter school having a functional comprehension of language, as
a means of communication in real situations, Whole language builds upon the internalized
language which children already have and extends it to the less developed modalities of
reading and writing. This is accomplished through authentic speech acts and literacy
events that serve real functions, and through real and natural language that is whole,
interesting and relevant to the leamer. Language that is broken down into bits and pieces
is made dull, uninleresting and irrelevant. Children, like adults, try to make sense out
of the world around them. This natural tendency is inhibited by language that is
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fJactionated; thus whole language rejC':tS completely part-t&;whole views of liter.lcy
development. Learning to read and write is accomplished through real reading and

writing, not through exercises about

readin~

and writing.

Practjtal PU!UJutlvc

FIISt it is importa:,t to emphasize that whole language is not un approach or a
pmcticc per se. Rather, it is a philosophy or belief system about the nature of language
and learning and how it can be fostered in classrooms and schools. There is no single set
of activities or a prepackaged program that can be defined as whole language; however,

some activities can be characterized as whole language because they are consonant with
and reflect a whole language philosophy. (Weaver, 1990)
Weaver (1990) recognized a number of key features as being consistent with this
philosophy, as it is actualized in whole language classrooms:
1.

Children are expected to learn to read and write as they
learned to talk-that is gradually, naturally, without a great deal
of direct insttUction, and with encour:agement of constant
correction.

2.

Learning is emphasized more than teaching: the teacher makes
detailed observations of the children's needs, then assists their
development accordingly. It is assumed that the children will
learn to read and write, and the teacher facililates that growth.

3.

Children read and write everyday-and they are not asked to
read artificial or simplified or contrived languag~, or to write
something that does not have a Mreal- purpose and a receptive
audience.

4.

Reading, writing and oral language are not considered separate
componenlS of the curriculum or merely ends in themselves;
rather they permeate everything the children are doing in
science and social studies, and they are integrated with the so
called creative arts.
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5.

There is no division between first -learning to read- and later
-reading to learn-. From the very beginning, children are
presented with predictable and repetitive whole texts and are
encouraged to compose whole texts of their own, however
brief-real language written for real purposes and a real
audience. (p.6)

Perhaps of greatest significance 10 the whole language philosophy is that language

is kept whole (K. Goodman, 1986; Weaver, 1988). Proficient readers and writers use all
the systems of language to create meaning, rather than isolate and master one aspect or .
system of language at a time. Language. according to Weaver, has two major parts.
These are (a) the linguistic part, which is made up of the semantic, syntactic and
grapho/phonemic systems of language; and (b) the pragmatic part, which has to do with
the context in which the language is used and the past experiences and knowledge
(schema) that relate to the language event. In real situations where children are learning
language, the two are always kept whole and ;ogether. Likewise in a whole language
program the pragmatic and the linguistic aspects of language are never separated.
The whole language philosophy becomes actualized in the whole language
classroom through various activities and procedures. These program components along
with a rationale for e~h are discussed in the sections that follo\l'.
Studen'.eentn:d Curriculum

'The whole language curriculum is a student-centred curriculum which offers
ownership, choice and relevance to the students it serves. According to K. Goodman
(1986), placing students at the heart of the curriculum provides them with a sense of
ownership that activities are their own. What they are doing through language is useful,
interesting and fun for them personally. They are not, merely completing tasks for the

34
teacher. Oldfather (1993) in an inquiry of student motivation in the whole language

classroom found the power of choice 10 be a very strong motivating factor. Students who

were allowed many choices within the weU established structures and requirements of the
classroom attributed their motivation to learn to their power of choice.
Whole language teachers inquire about students' interests, abilities, and needs,
and then use this infonnation in the planning of the curriculum and in their choice of

instructional procedures. Weaver (1988) outlined a number of literacy events involving
teachers and stuJents which can be undertaken to help them learn about each olher.

These include: (a) students are encouraged 10 draw and write about themselves and their
families, (b) questionnaires are compiled to help teachers Jearn about students' interests
and backgrounds in reading, (e) students interview each other and present their interviews
to classmates and teachers, and (d) students are invited to bring favourite books and
magazines to school and to talk about why they like them. As students talk and write
about themselves, teachers keep notes concerning individual and class interests and
needs. This infonnation can powerfully influence the curriculum plan.

Demark: Units
"Whole language teaching focuses on all aspects of language (speaking, listening,
reading, and writing) in an interrelated way as the child learns to read and write" (Beebe,
1990, p.1S9). This is usually accomplished, according to K. Goodman (1986), through
the use of themes which integrate the whole or a large pan of the curriculum. Themes
can centre around science units, social studies units, literature units, or units which
integrate all three, as well as the humanities and physical education. The unit of study
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provides a focal point for inquiry, opportunities for language use, and cognitive

development. Pupils are actively involved in the planning of the units and they are given
choices of authentic and relevant activities within productive studies.
Once a particular topic of study has been agreed upon, steps are taken to find out
students' present knowledge about the subject Through a process of brainstorming

students discuss not only what they already know bUI also what they want to find out. In

this way misconceptions are also explored. The students' ideas are written down on the
chalkboard or on chart paper (or reference throughout the unit. Students are active
participants in gathering theme related resources, such as films, videos, books,

magazines. stories, and poetry.
Uttntun:=Bagd Curricylum

Literature, with all its values, benefits and purposes, is at the heart of the whole-

Janguageclassroom. Froese (1990) defines whole language as -a child-eentred, literature-

based approach to language teaching thai immerses students in real communication"
(p.2). By liter:ilture-based it is meant that poetry and books ranging from fiction to

infonnational or nonfiction are used as teaching tools. Real communication reCers to
genuine audiences or interested listeners, which children are surrounded by whenever
possible.
Fine literature, including picture books, poems, plays, expository texts, and
novels are used extensively in the whole language classroom. These natural or authentic
leJl.ts are books written for purposes other than instruction, but which can be, and are,

used (or such pmposes. Texts written solely for instruction are unauthentic-the language
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is presented in an unnatural manner. Basal readers and the workboolcs which accompany
them are excellent examples of unauthentic texts. Their artificial use of language does
not prepare children for real and purposeful reading in the reaJ world outside of the

classroom. (Johnson, 1988)
Given its position of priority in the whole-language classroom, then, lileTalure
plays a number of roles. It provides pleasure for children, stimulates the imagination,

enables children 10 acquire a sense of story, encourages children 10 read for meaning,

teaches literacy skills, enhances language development, anei promotes creative expression
(Froese, 1990; Huck, Helper, & Hickman. 1987).

Good literature in the whole language classroom stimulates and nurtures children's
imagination. According to Brown (1980) "literature unlike science or hislory, is nOI
concerned with facts or information. It is a product of the imagination and its primary

contribution is to the development of the imagination" (p.2). Children are provided with
opportunities for imaginath,-e play th:oogh various role playing activities. TIley assume
the identity of storybook characters and act out stories they have heard. Fairy tales

present excellent examples of literalure which nunure children's imaginatton. They offer
to the imagination new dimensions which would be impossible for children 10 discover

independently.
The literature-based program teaches children to read for meaning. Learning to
read means much more than merely learning the words. Gambell et aI. (1989) say that
it involves extracting meaning from what is read. According to Burchby (1988) basal
readers with their less than compelling leJI:ts and illustrations and their suggested teaching
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methods and supplementary activities, often times ·undennine the process of malting

meaning, which should be central to the act of reading- (p.IIS). She goes on to point out

that unlike basal reading programs, literature programs do not require one hundred

percent word accuracy. If an error does not interfere with the comprehension of a
sentence or story, it need not be corrected. Emphasis in literature-based whole language
instruction is on reading for meaning rather than on word accuracy.

In the whole language classroom where word perfect oral reading is not
emphasized in reading instruction children participate in reading in a variety of ways.

These, discussed by Freppon and McIntyre (1993), include (a) reading pictures with text·
like language, (b) inventing lext, and (e) combining a number of similar reading actions.
The whole language teacher. according to Gambell et aI. (1989), uses a variety of good
literature to leach children 10 read. Children are encouraged 10 respond to the literature
through (a) discussion of the thoughts and feelings invoked by a pa:ticular story, (b)
discussion of interpretation of a story, and (c) written

follow~up

activities, such as

writing another version of a specific story. These activities encourage and assist children
in reading for meaning.
According to Cochran (1989) literature-based reading instruction emphasizes
experiencing the entire story. This is in opposition to basal instruction where the story
is viewed in relation to its parts and the opportunity it presents for skills teaching.
Literature is, however, used to teach the same skills that were traditionally taught
through basal reade:s, but with a difference. Throvgh literature, skills are taught in
context, whereas through basals they were tallJ;ht as fragmented pans in isolation.
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Children must gain cooltol over a particular story or poem before its parts

eatl

be

considered (or other purpoxs. such as skills teaching. Burchby (1988) poinled out that

phonics teaching wiD make more sense if one looks

at known

words. She stated that

-once a word is known, it is fairly simple to break down into its sepan.te dements. But

the application of phonics rules to an unkno'Nn word is a very inexact process- (p. I16).
Weaver (1988) illustrated thai through literature various skills are taught and

phonics know-how is devdoped. Letter-sound relationships and sight vocabulary are
enhanced as teachers share books orally with young children. Prediclable books. where
children can quickly foretell what the print or what the author is going to say, perhaps

best develops these two skills in beginning readers. Being able 10 predict what will
happen next gives children a sense of confidence and skill which allows them to deal with
unknown texts. Children gain confidence about alphabet possibilities through the language
of nursery rhymes, or rhyming refrains common to fa.iry laJes. Teachers can play wilh
language in such a way as 10 show the many possible pallems that exist, In deVeloping
phoniC! know·how, teachers, according to Weaver, select reading materials which

contain alliteration, rhyme, and onomatopoeia. Selections whidt contain alliteration can
be used to teach initial consonant sounds. Rhyme can .be used to teach vowel and

consonant patterns that occur in lhe middle or at the end of words, and onomatopoeia can
be used in emphasizing these and other aspects of letter/sound associatiOfls.

The lIterature-based program which teaches skills in context allows the time
allotted for reading to be spent on exactly that--reading. The basal program, on the other
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hand, which teaches skills in isolation, engages students in skill-<lriented seal work for
as much as seventy percent of the time allOlted for reading. (Anderson et al., 1985)

Liter.J,!ure supports and enhances the language development of young children.

MFor many children the first beautiful language they ever hear comes from

th~

pages of

a good children's book- (Froese, 1990, p.52). Froese (1990) discussed children's

appreciation of word pictures, such as thosecrealed by Tressel! (1947) in his book IDue.
Snow Bright Snow. From the word pictures children gain a first understanding of'
linguistics or the ordering of words in sentences. This poetiC prose enables older children

to identify metaphors and similes.

Froese (1990) pointed out, also. that children are responsive to the sound of
language. They delight in rhythm and movement. Thus, authors who are sensitive to

rhythm and sound provide children with opportunities for both appreciative and creative
experiences. Repetition of phrases and rhythms, provide enjoyment for children and
encourages them to participate in lhe reading. Through hearing poetry read aloud
children, in addition to experiencing pleasure, develop a sensitivity to the sound and
meaning of words.
As well, acc•.·.Jing to Froese (1990), children gain a sense of tbe pattern of
language r":rc.ugh exposure to literature. Repetition (If detail in some traditional stories,
such as in The HoUse Thai Jack BuUt (GaJdone, 1961), enable children to see how a
pattern of evenlS become a completed story. Such cumulative stories encourage children
to make predictions about what will happen next. Also, because lhe stories are
predictable, listeners are inviled 10 participate in the reading.
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Literature supports language development by reinforcing children's vocabulary.
Sharing several books on the same topic or sharing the same book several times is an

excellent way of reinforcing vocabulary in a particular area.
Literature also plays an important rolt., in the whole language classroom. in its

influence on children's writing. It provides an excellent model for wl:ting. According 10
Graves (1983):
All children need is literature. Children who are authors need it even
more. Because the children write daily and across the curriculum. their
need for information is increased significantly. They need to be
surrounded with poetry, stories, biographies, science, imaginative and
factual books. The children need to hear, speak and read literature.
Literature provides more than facts. It provides drama, problem solving
and precise language. Children's literature covers vinually the entire span
of human experiences and knowledge. (p.67)

Almost all reading activities in the whole language classroom lead into writing activilies.
For very young children. pattern and predictable books provide lilerary models for
composition. Children experiment with and emulate these paltcrns in their creativc
writing.
Finally, literature provides children with a base of information and excellent
examples of well-written language (Froese. 1990). Hoskisson <cited in Froese. 1990),
emphasizes. for children, an important link between hearing quality literature and being
able to comprehend the reading process. He stated:
Children willieam to read only to the degree they are able to make sense
out of the written language materials they are given. By being given
stories, whole written language, not bits and pieces. they have the
environment needed to make sense out of written languagc... Childrcn
must be immersed in stories when they learn to read, just as they were
immersed in language in contextual situations when they learned to speak.

(p.57)
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An important part of the whole language curriculum involves teachers reading to
or telling stories to

stul..~ts

everyday. Weaver (1988) stated that "through the sharing

of stories we celebrate and preserve our literary heritage, and we show children that

literature is at the heart of their reading program- (p.241). Through sharing literature we
are portraying to students that oral and written stories, poems, books and articles hold
a place of respect and importance in the curriculum.
Students are encouraged to listen to storics in a relaxed, yet active way. They ace

invited to discuss and make ties wilh the language and with the messages. Through

listening to good storytellers studel1ls relive history, and their imaginations are sparked
as they create pictures and images which

CGIl

be later drawn upon in the writing and

telling of their own stones. (Weaver, 1988)
Anderson (1984) summarized the benefits of reading aloud to children as follows:
(a) It develops in children a motivation 10 read independently and books are perceived
as being a fun and enjoyable activity; (1)) Language development is enhanced, listening
and speaking vocabularies are extended, and syntactic structures are developed as
different language is heard; (c) Children's prior knowledge and experiences are
assimilated with new experiences and knowledg'" as they are read to from a variety of
books, or are told a variety of stories; and (d) The information which children gain
through listening to storics can help them in their own reading and writing. According
to Burchby (1988) children are encouraged to see themselves as readers and to act as
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such; however they are not pushed into the role of reader, but are all~ 10 develop and
refine lheir ability gradually, over time.
Students Rgdioc Eym Day

The whole language classroom is -littered with literacy- (Weaver, 1988). It is

ftlJed with meaningful reading and writing for its occupants. Materials range from student
authored to professionally authored literature. There are resource books, newspapers,
magazines, games, globes, maps, greeting cards. environmental print including such
things as photographs of street signs, bumper stickers, and banners, and other out of

school print such as brochures. menus, television schedules, posters, and cartoons.
Student reading, according to Weaver. in this literary environment is accomplished

through supportive language materials, literature groups, sustained silent reading and
assisted reading.
<a) Supportive Iann'l« mattrials. Supportive language materials that can be
read easily because of their familiarity and situational context or because of their

predictability, are used with young children. Weaver (1988) pointed out that predictable
and supportive language occurs when there are repetitious lines, cumulative lines,
rhyming or alliterative words, stories in which a picture or a certain concept will occur
on the next page, and stories in which the characters and plots are familiar. Also, stories
which the children write themselves are supportive. Because children are familiar with
the concepts they are able to reconstruct and read back what they have written.

Familiar poctr:y, cham, rhymes, and fingerplays are displayed around the
classroom and are used with individuals or groups of children. The language is made
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easy because it is familiar; it is supported by the context and the text is predictable. Once
children become familiar with the language it can be used as a discussion point for

teaching various skills, i.e. sound/symbol relationships. (Weaver, 1988)
Holdaway's (1979) "Shared Book Experience", involving books with such

supportive features as rhyme, patterned language, interlocking structure and cumulative
text, is used extensively to support the natural reading development of children. Large
?versir.ed books, or "Big Books". are used in the ·Shared Book Experience" to promote
early reading. The teacher points out the illustrations and text during the reading.

Eventually the children join in the reading.
Many important aspects of reading can be learned through the "Shared Book
Experience". These, outlined by Weaver (l990), include (a) the conventions of print,

such as reading is done from top to bottom, left to right, words are read, not pictures,

what a word is, what a letter is, and what punctuation is; and (b) reading strategies such
as using meaning as the first and most important clue to getting words, predicting, and
self-correcting. As well, sight vocabulary is developed and sound/symbol relationships
are pointed oul and discussed during "Shared Book: Experiences" with "Big Books".
Within the "Shared Book: Experience", "the phonics knowledge needed for reading is
'laught' in two ways: indirectly, by exposing children to literature from which they can
absorb letter/sound knowledge, anu directly, by focusing children'sattenlion on particular
letter/sound associations" (Weaver, 1990, p.ISI).
(b) Litemlure groups. In whole language classrooms children are often immersed

in fine and valued literature through literature group activities. The teacher selects several
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books which the children can relate to, introduces the books, and then assembles groups
of five or six children who have shown interest in the same book. Weaver (1988) points

out that it is essential for each person in the literature group 10 have a personal copy of
the book, to promote reading and to ensure thai the reader can attend. and is attending,
to the print.

According to Weaver (1988) -the concepts of reflection and dialogue are at the
heart of Literature Groups· (p.254). Once children have read for personal meaning, for
enjoyment, and learning, they are encouraged to reflect upon their personal and unique
experiences with the literature, throughjoumaI writing and through entering into dialogue
with the members of the group. Discussions can be lead by the teacher or by a student.
Talking, discussing and sharing experiences with literature stimulate interest in
reading and develop, in students, literate voices. According to Viliaume and Worden
(1993), in literature discussions where all members are expected to participate by
providing and elaborating on personal responses to literature, literate voices will develop.
Villaume and Worden recognired teachers zs essential models in this development.
Teachers demonstrate initial personal response 10 Ihe personal responses of other students
by sharing their own literate voices. They act as facilitators by encouraging students to

expand on their personal responses to literature.
(e) Sustained silent reading. In past years, as was pointed out by Reutzel and
Hollingsworth (1988), !cachers have spent too much time on teaching the skills of
literacy and not enough time on real reading. If children are to become readers, they
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require ample time and opportunity for reading in school. Becoming fluent readers is
dependent upon practicing reading from real books.

In whole language classrooms there is a period of time set aside every day for
sustained silent reading (Anderson, 1984; Weaver, 1988). During this time both teacher
and students read books of their own choosing. Children are encouraged to have two or
three pieces of reading material in their desk at all times to ensure that maximum use is
made of the sustained silent reading time. In the beginning the period should run for
approximately len minutes per day and should be gradually increased depending upon the

group of children. Primary age children may benefit more from paired reading than from
independent reading, A great deal can be learned from discussing and sharing books with

peers.
(d) Assisted reading. The assisted reading discussed by Anderson (1984) and

Weaver (1988) is often used in the whole language classroom with children who are at
the acquisition stage of reading developmenl, or with children who are having difficulty
with beginning reading. The experience is very similar to that of parents and children
reading together. The child is assisted into reading, in a totally supportive way, a book
that is of mterest 10 him/her. The procedure usually involves the child and the teacher
reading together. A somewhat slower pace is set than would normally be expected in oral
reading, but in no way is the text distorted. The child usually chimes in after the teacher,
or helshe may move ahead of the teacher if the lext is highly predictable. It is important
thaI the child attend to the text during the assisted reading, to establish the connection
belween letters and sounds.
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Weaver (1988) pointed out that assisted readinC can also be accomplished through
-Read Along B001dapes-. Children listen to tape recorded stories as they follow along

with the written text. This less penonal method is usually used with older more

proficient readers.
Students Writing ETC" Day

An integral part of the whole language classroom involves children engaging in

some form of purposeful writing everyday, from the very earliest grades. Graves (1981)
told us that children want to write. They come 10 school, he said, already knowing

something about the writing process. They have had experiences with paper I crayons,
and pencils, and they have seen their parents and older siblings write. Children realize
that writing is done for a reason, i.e. to make a grocery list, to write a letter I to leave

a note, and so forth. Children come to schoollcnowing that real writing has meaning and

is always meant to be read either by the author or by someone else.
In whole language classrooms children are invited to write something meaningful
on the first day oflcindergarten. Th..'V may be invited to draw a picture of themselv:s and
write their name or somelhing about themselves underneath. This informs the teacher,
immediately, at which stage of writing development, from scribbling to invented or
functional spelling, each child is, Jt separates the linguistic risk takers from those who

feel Ihey can'l write because they can't spell or make letters. (Weaver, 1988)
According 10 Farris and Kaczmarski (1988) writing in the whole language
ClilSSrooffi is a social activity. Writers write for many purposcs, on topics reJevanll.O
themselves, and for their own audience. Being able to choose lheir own topics makes the
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range of topics exceedingly broad. Children who have not had the opportunity to write

on a

~gular

basis may require some help in generating topics to write about. Whole

language teachers who know their students' interests and abilities are able to suggest
lOpics to them. When children decide what they want to write about themselves and write
for their own purposes, the wriLing is authentic.
Different fonns of writing are learned in whole langll2gc classrooms by studef1ts

actually using them. To learn Jetter writing. for example, mail boxes are set up in the
classroom and children are encouraged to write to onc another, to relatives. to authors

and to various companies, thus providing opportunities for writing with different
purposes in mind. (Farris & Kaczmarski, 1988)

Farris and Kaczmarski (1988) pointed out that beginning writers are encouraged
to lake risks just as beginning readers are. When they write, children are encouraged 10
sound out the words they need, spelling the best they can and inventing jf ncccssary; all
spelling approximations are readily accepted. Initially, the teacher will model, with the

whole class or with a group who seem ready for such help, how to spell a word using
only the sounds ihat can be heard. At first children spell using mainly the consonants,
but represent more sounds as they gain experience with segmenting words into sounds.
This approach, according to Rastall (1993), emphasizes that freedom ofexpression should
not be hampered by a too early insistence on correctness. Newman (1985) believed that
the technical aspects of writing (spelling accuracy, punctuation, and neat handwriting)
should be viewed as being less important than the meaning that the writer is trying to
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convey. These technical aspects can be dealt with during teacher/pupil conferences and

Juring the editing and revising proces.s.
Rather than telling children how to write, Farris and Kacunarski (1988) pointed
out, whole language teachers show them how to write. They demonstrate writing 10 their
students and act as partners in the creating prooess. Whole language teachers write along
with students and very often share what they have wrinen with them, thus providing
excellent models of the writing process.
Children express their ideas through writing by keeping journals, conducting
research, doing free writing, and silent writing. Rehearsal. drafting, publishing, and

sharing written ideas with others are all a part of the process of learning to write by

writing. (Ferguson, 1988)
Kids HelDing Kids
According to W~ver (1988) the socialization of the members of the class play
a major role in the vitality of the whole language c1auroom. Vygotsky's (1978) ideas
about how learners influence each other's learning are reiterattd in the whole language
classroom, where as Weaver stated, -kids can make each ~.er look better, do belter,
and be better- (p.261}. Children are encouraged to cooperate rather than compete, to
read with a partner, to do research with someone with similar interests, and to asJc fellow
students for revision and editing suggestions. All are resource persons wilh teachers
acting as consultants and guides to their student partners in reading and writing. Students
collaborate on math and science problems, making sure all contribute and understand.
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When wo..;; is done in small groups, grouping is always done on the basis of need and
interest and not on the basis of ability, thus keeping everyone's self-esteem intact.

When thinking about whole language evaluation three categories, according to K.
Goodman, Y. Goodman, and Hood (1989), have proved very useful. These are: (a)

Observation, which includes examining what students are doing while the teacher stands
on the sidelines or moves around the classroom. Formal observations involve keeping
anecdolal records of a specific nature; (b) Interaction, which includes teacher/pupil
conferences, participation in discussions, interactions in journals, and questioning
students to discover not only what they know but 10 challenge them 10 explore further;

and (e) Analysis of what students know about language and how they show development

in their language use through their reading, writing and speech. Often teachers keep
portfolios of students' work for use in Ihe analysis.
Whole language teachers, according 10 K. Goodman (1986), are concerned with
helping learners build underlying competence. They are not interested in getting students
to behave in predctcrmined ways in class and on tests. Much of the evaluation of students
in whole language classrooms is accomplished through "kid-watching" and teacher/pupil
conferences. K. Goodman refers to whole language teachers as constant "kid watchers".
They realize thai much more can be learned about students by carefully watching them
than by testing them formally. Teachers evaluate informally as they watch children write,
lislen to group discussions, engage in casual conversations with students. and observe
them playing.
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"Kid-watching". discussed by K. Goodman (1986), serves as a basis for the
ceaching plans and instructional modifications. TeachefS are constantly evaluatinc
themselves and their teachin., as they evaluate their llu<!cIlU. Through "lrid·watching"

teachers gain a sense of the progress students have made in their growth, and a sense of
the nte.fs which the students have.
In addition to "kid-watching., whole language teachers have their pupils keep

portfolios containing samples of their own writing, records of reading experiences, and
example.~

of other types of learning activilies (K. Goodman, 1986). This assortment of

student work is useful in the ev:,lualion process.
K. Goodman (1986) pointed out, also, that more formal evaluation takes place in

one-lO-Oneconferences with students about their reading and writing. The whole language
teacher engages in many brief mini-eonferences with students, throughout the day, to
provide help in their reading and writing activities. A good deal of direct leaching takes

place in more extensive and periodic one-to-one conferences which comhine assessment
and insb'UCtion. The teacher makes anecdotal records of what is observed.
Teachers assess children's literacy growth during the individual conferences and
plan the instructional situation on the basis of the child's strengths and needs. Knowing
the harmful effects of :ound·robin reading, teachers listen to children read during the
one·tCH>ne conference, assessing how well they coordinate Jetter/sound knowledge with
other cues to construct meaning. The teacher looks at the miscues made by an individual
child and helps him/her develop strategies to deal with the problem. The strategy Jessons

II
are usually Iaught duriag the conference, thus providing i:nmediate feedback 10 the child.
f'Nt1J.Vtf,

1988)

The review of the literature revealed that whole language is not a new KIea. The
tenn and the ~ have been used and debated for at lease several hundred years.

Prominent educators like Yetta and Kenneth Goodman, Frank Smith, Carole Edelsky,

Michael Halliday lohn Dixon, and James Brilton support the theory that language'
I

aCQuisition, both oral and written, is accomplislled through actual use and not through

practice of its separate parts. Language is 10 be dealt wilh as a whole and is not to be
fragmented. The many and varied functions of language should be understood by teachers
and sbould be used 10 enhance the entire cUTriculum.

-Whole Wiguagc can't be packaged in a tit or bound between the covers of
tulboob or workbooks. It certainly can't be iCripced" (K. Goodman, 1986, p.63).

Aa:ording to Moss and Noden (1994) its succ::es.s depends on teachers and students
knowing what works best for them and not on a specific sequence of opert identified
behaviors within a prescriptive program. Certain activities and procedures, however,

such as use of thematic units, use of literature, reading aloud to children, engaging

children in real reading and writing, and confereocing with children can all be classified
as whole language because they are consonant with and reflect its philosophy.
The whole language classroom is studenl-c:entred and language-based. The
curriculum is not compartmentalized into neat subject areas and blocks of time. Language
learning is not restricted to language arts period, but is occurring right across the
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curriculum. The classroom is a reflection of reality where llie contenl to be learned :..
related to the real life experiences and the concerns of the child. In the words of Dewey

(1967), -education in order to accomplish its end both for the individual learner and

society must be based upon experience-which is always the actual life-experience of
some individual-(p.89).
Whole language offers a refreshing contrast in methodology and emphasis to the
restrictive and unnatural basal reading programs and traditional methods of teaching
language, by keeping language whole. Emphasis is on the natural purpose of language--

communicating meaning,

S3

CHAPTERm
ME11IOOOLOGY
1be purpose of this chapter is to present the rationale for using a field survey, to

describe the data collection instruments used, and to discuss the procedure and sample.

"Survey research is a distinctive research methodology that owes much of its
recent development to the field of sociology· (Borg &. Gall, 1989, p.416). Twentieth-

century sociologists, Laxarfeld, Hyman and Stouffer (cited in Borg & Gall, 1989), linked
data collection lools, such as questionnaires and interviews, to logic and to statistical

procedures for analyzing data.
Borg and Gall (1989) pointed out that various types of information can be

collected by surveys. As a resu!t surveys are frequently used among the scientific

disciplines and among researchers in anthropology, psychology, economics, and public
health. In addition. studies involving surveys account for a significant portion of the
research done in the area of education. A wide amy of problems in education

~,.

be

investigated through survey research. The utilization of survey instruments and methods
allow the researcher to study relationships, effects of treatments, longitudinal changes,
and comparisons between groups.
Fowler (1988) described three important characteristics of surveys:
(I)

The purpose of the survey is to produce statistics-·
that is quantitative or numerical deSCriptions of
some aspects of the study population.

,.
(2)

The main way ofcollecting infonnation is by asking
people questions; their answers constitute !he data
to be analyud.

(3)

Generally, information is collected about only a
fraction of the population-that is a sample-rather
than from every member of the population. (p.9)

In survey research the questionnaire and the intervi,.;.,. are the most common

instruments of data. collection.

The questionnaire is a series of predetermined questions that can be either se1f-

administered, administered by mail, or administered by an interviewer. Its use in
research. according to Herdic, Anderson and Niebuhr (l986), is based on the underlying
assumption that each individual question will work-meaning that the respondent will be
both willing and able to give truthful answers.
Berdie et aI. (1986) pointed out also, that the well-designed questionnaire is

reliable and valid, in as much as it contains items which are reliable and valid. Reliable
qlJe100nnaire items consistently convey lhe same meaning 10 all people in the sample

being surveyed, while valid items provoke accurate and relevant data. Questionnaire
items should be determined by the purpose and objcctives of the study and should be
designed to meet specific goals. Oppenheim (1966) stated:
A questionnaire is not just a list of questions or a form to be filled out. It
is essentially a scientific instrument for measurement and for collection of
particular kinds of data. Like all such instruments, it has to be designed
according to particular specifications and with specific aims in mind. (p.2)
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The questionnaire is a popular and widely used instrument in educational research.

McKay (1968), in surveying studies since 1900, found it to hold a two-to-one numerical
edge over other methods. It has certain inherent advantages, discussed by Borg and Gall
(1989), such as the inexpensiveness and expediency with which it can be administered
and interpreted. Also. the questionnaire allows researchers to direct questions toward

areas of particular interest to themselves.
There are, however, a number of disadvantages to this method. Borg and GaIl

(1989) directed attention to the questionnaire's lack of immediate feedback and the
shallowness of questionnaire studies which fail to probe deeply enough to provide a clear

or true picture of feelings and opinions. Purves and Beach (1972) pointed out that

subjects may respond in ways that investigators expect them to respond, or their choices
may be influenced by what the school and family has provided.
~

The interview as a research methcxl in survey research involves data collection
fhrough direct verbal interaction between individuals. If was defined by Stewart and Cash
(1978) as ~a process of dyadic communication with a predetermined and serious purpose
designed 10 interchange behaviour and involving tht; asking and answering of questions

ft

(p.3). The word dyad means that the interview is a person-to-person interaction between
two parties. There can be more than two people involved in the interview, however,
there cannot be more than two parties·-the interviewer party and the interviewee party.
At least one of the two parties comes to the interview with a predetermined purpose or

goal in mind.
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The interview, as a research lechnique, has a number of advantages, discussed
by Borg and Gall (1989). Perhaps its greatest advantage, according to them, is its

adaptability. The interviewer can use the responses of the subject to alter the interview
situation. The interview allows one 10 follow-up leads and thus obtain greater quantities

and clarity of data, and much greater depth is permitted through the interview situation
than through other research data collection methods. As well, the interview tends to yield
more complete data and data that would probably not be revealed under any other

circumstances.
Despite these very important advantages, however, Borg and Oall (1989) pointed
out several definite limitations of the interview as a research tool. Because it is relatively
easy to ask questions, the interview is often misused to collect quantitative data that could
be more accurately measured by tests, observations, or some other method. Another
important limitation of the interview involves subjectivity and possible bias in some

research situations. Factors contributing to the

bia~ing

of data obtained from the

interview might include (a) the eagemess of the respondent to please the interviewer, (b)
vague antagonism between the interviewer and the respondent, and (c) the tendency of
inteJviewers to seek out answers that support their preconceived notions.
Data Collection Instnlments
Data for this study was obtained through a field survey, involving questionnaires
and structured interviews. The questionnaire consisted of 52 items using both closed and
open questions. The items were formulated using the guidelines of Borg and Gall (1989,
pp.423-432). The

questionnair~

contained sections pertaining to:
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(a)

Biographical data

(b)

Professional data

(e)

Teaching conted

(d)

Teaching practices and attitudes

(e)

Support for whole language philosophy

To ensure the validity and reliability of the questionnaire items and to locale

ambiguities within items a thorough pretest of the questionnaire was conducted before .
using it in the study. For the pretest, permission was sought from the superintendent of
the Avalon Consolidated School Board (Appendix A). This prelest was then conducted

with a sample of approximately twenty primary teachers. The pretest of the quer.tionnaire
allowed space for the respondents to make comments about the questionnaire itself, so

that they might indicate whether some questions were ambiguous to them, whether

provisions should be made :0 include other questions deemed necessary by them, and any
other points that could lead to improving the questionnaire (Appendix 0).
Eleven, or 55 percent, of the questionnaire~ were completed and returned to the
examiner. The pretest exercise proved highly beneficial in the design of the final
questionnaire. The pretest results including the respondents' comments were studied and
changes and improvements were made to the questionnaire accordingly. Changes included
adding and deleting categories from certain items, rewording of questions, and the
additioll of directions. These alterations resulted in the revised questionnaire used in this
study (Appendix D).
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A letter accompanied by a copy of the revised questionnaire was sent 10 the

superintendent of the Conception Bay South Integrated School Board explaining the
nature of the study and requesting permission and support for the administration of the
questionnaire and structured teacher interviews (Appendix A). A package was delivered
to each school with a covering letter 10 the principal explaining the nature of the study
and requesting cooperation and support (Appendix B). The principals were asked to

distribute the questionnaires to all the primary teachers within their

res~"CCtive

schools

and to collect the completed questionnaires before an assigned date, for pick up by the

researcher. Each teacher questionnaire was accompanied by a covering letter explaining
the nature of the study. asking for cooperation in completing the questionnaire, and
requesting permission to conduct a tape-recorded interview (Appendix C). The

questionnaires were coded to identify those who did not respond in order to facilitate a
follow-up.
To compliment the findings from the questionnaire and to obtain a more
c!'mprehensive view of whole language philosophy, structured interviews were
conducted. Letters requesting permission to conduct a tape-recorded interview were sent
10 the primary school consultant at the Department of Education and to the language arts
program coordinator at the Conception Bay South Integrated School Board (Appendix E).
Interview schedules are included in Appendix F.
Procedure and Sample

The Government of Newfoundland and Labrador, Depanment of Education (199 J)
has stated that the primary language arts program is governed by and -reflects a whole
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language philosophy [where] language is purposefully and meaningfully used for

communication, learning, and

enjoyment~

(p.16). The Conception Bay South Integrated

School Board has a Strategic Plan for its schools for 1993·94. Goal number eight of this
plan promotes "an approach to language instruction which blends aspects of a whole
language philosophy with direct teaching of skills and

strategjes~.

Considering the

position of the Department of Education and the Conception Bay South Integrated School
Board il was necessary to obtain information of whole language philosophy as il related
to teaching and learning in schools. In order to obtain this information a thorough study
of whole language philosophy and implementation within the Conception Bay South
Integrated School district was carried out.
The Conception Bay South Integrated School Board is not a large board as it

encompasses only five primary/elementary schools. On this basis it was decl..:::;l iliat all
primary teachers within the board be used in the study. Therefore, the population sample
is small and random sampling was not used.
A list of aJl the primary teachers with the Conception Bay South Integrated School
Board was obtained from the board office. The revised teacher questionnaire was
distributed to the 49 primary teachers, grades kindergarten to three, identified by the list.
The initial contact produced responses from 29, 59 percent, of the sample subjects. All
nonrespondents were then contacted through a follow-up telepbo,le call. The follow-up
produced an additional 9 responses, 19 percent, (or a total respunse o( 38 or 78 percent.
A decision was made to omit one questionnaire from the study on the basis that only
eight o( the possible 52 items were responded to. This respondent indicated that the
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questionnaire did not apply to her as her teaching duties involve primarily physical
I

education, grades kindergarten to silt.
The population sample for the structured interviews included:
(a)

The provincial primary consullaJlt, Department of

(b)

The language arts program coordinator, ConC(ption

Education, St. John's, Newfoundland.

Bay South Integrated School Board, Manuels,

Newfoundland.
(c)

A group of five primary school teachers from three

of the five primary/elementary schools in the

Conception Bay South Integrated School District.
An edited transcript of each of the scheduled interviews is included in Appendix G.
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CHAPTERJV
ANALYSIS AND DISCUSSION OF DATA

The purpose of this chapter is to present and discuss the results of the data

collc:ctcd during the survey. Data was obtained through a field survey involving teacher
questionnaires and stnJctured interviews with a primary consultant. a program
coordinator, and five primary teachers. The findings from each are analyzed and
discussed separately. Where relevant, comparisons of the findings from these sources
of data are made.
ADply:ds of the Questionnaire Responses

Data from the questionnaires are presented as frequency distributions and
percentages in table form and are analyzed. It should be noted that the total number of

responses presented in some of the tables is fewer than the total number of completed
questionnaires (37). This is due to the fact that not all respondents completed every

questionnaire item. In order to facilitate discussion of responses to groups of similar

questionnaire items, the sequence of items as presented in the questionnaire is frequently
allCred.

Items 1-8 refer 10 bi~raphical data about the respondents. Items 1-3 refer to the

academic qualifications of the respondents. The responses to items 1·3 are presented
separately in Tables 1-4, and are discussed together.
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Item 1
What are your academic qualifications?

B.A.
B.A. (Ed.) Primary
B.A. (Ed.) Elementary
8.Ed. Primary
8.Ed. Elementary
M. &I.
Other, pl~se specify

_

Table 1
Academic Q!!aljfjca1jons

Qualifications

Respondents

Percent

21

56.8

B. A.

B. A. (Ed.) Primary

18.9

B. A. (Ed.) Elementary

18.9

B. Ed. Primary

10.8

B. Ed. Elementary

0.0

M. &I.

18.9

Other

16.2
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1_2
Have you completed university counes in which whole language has been discussed?
Yes
No
If yes, please specify how many. _ _

Table 2
Whole Language Courses Completed

Whole language

Respondents

Percent

com'"
Yes

21

58.3

No

15

41.7

To<aJ

36

100.0
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Table 3
Number of Whole Language Courses ComoJeted

Number of courses

Respondents

Percent

IS

41.1

completed

zero
One

5.5

Two

11.1

Three

13.9

Four

8.3

Five

2.8

More than five
Total

16.7

36

100.0

Item 3
When did you last enroll (or a university course?
Within the past year
1-5 yean ago
6-10 years "10
11-IS years agn
1~20 yean ago

Table 4
Enrollment in a University Coyrse

Enrollment
Within the past year

Respondents

Percent

6

16.2

1·5 years ago

17

46.0

6-10 years ago

II

29.7

II-IS years ago

2

5.'

16-20 years ago

I

2.7

Tala!

37

IOIJ.O

In item I (Table I), it is possible to give more (han one answer. It can be seen that

the greatest percem ..:e o( the 37 respondents (70.3 %) possess a degree in primary
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education, with 56,8 percent holding a B. A. (Ed.) Primary, 10.8 percent holding a B.
Ed. Primary, and 2.7 percent holding a B. S. in Primary Education, as indicated in the
category 'other', Only 18.9 percent of the respondents are elementary tJained, with a

B. A. (Ed.) Elementary degree. Other qualifications represented in Table I include a B.
A. which is held by 18.9 percerlt and a M. Ed. which is held by 18.9 percent also. The
final category itemized as 'other' comprises 16.2 percent of respondents and includes
those leachers who have a Diploma in Learning Resources or a degree in Spt".cial

Education.
Table 2 indicates that 58.3 percent, or 21, of the respondents have completed

courses in which whole language was discussed. Of the 21 respondents 41." percent have
completed three or more courses (Table 3). According to Table 4, 91.9 percent of the
respondents have taken university courses within the past 10 years and, in fact, 62.2
percent of those have taken courses within the past five years,

Items 4-7 of the questionnaire requests information regarding respondents' age and
teaching experience. Data from these items are presented in Tables 5·8, and are
discussed together.
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Item 4
To what age group do you belong?

25 years and under
26-35 years
36-45 years
46-55 years
Over 55 years

Table 5
Age Distribytion

Respondents

Percent

25 years and under

0

0.0

26-35 years

14

37.8

36-45 years

19

51.4

46-55 years

4

10.8

Over SS years

0

0.0

Total

37

Age

100.0
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hem 5

For how many }

~:\rS

have you taught, including this

p~1

year?

1 year or less
2·5 years

6-10 years
11-15 years
16-20 yean

More than 20 years

Table 6
Number of years Teaching

Number of years

Respondents

Percent

I year or Jess

0

0.0

2-5 years

3

8.1

6-10 years

S

13.5

IHS

ye<:S

9

24.3

16-20 years

7

19.0

More than 20 years

13

35.1

Total

37

100.0
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Item 6

For how many years have you taught primary?
I year or less
2·5 years
6-10 years
ll-tS years
1&-20 years
More than 20 years

Table 7

Years Teaching

Primary

Yean teaching

Resp;mdents

Percent

primary
1 year or less

2

5.1

2·5 years

7

19.0

6-10 years

3

8.1

11-15 years

9

24.3

16-20 years

5

13.5

More than 20 years

11

29.7

Total

37

100.0
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Item?
How many years have you taught with the Conception Bay South Integrated School
Board7
_

Table 8
Years Teaching with Conception Bay SQuth In1egljllerl Schoo! Board

Years leaching

Respondents

Percent

with C. B. S.
Les~

0.0

than I yl2f

5.4

1-3 years

16.2
7-10 years

24.3

11-14 years

10.8

15·-i.8 years

8.1

19-22 years

21.7

23-25 years

10.8

2.7

26-28 years
Total

37

100.0
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Table 5 indicates that the majority of teachers (89.2 $) involved in this study are

between the ages of 26 and 45 years and 62.2 percent of those are 36 yeiI.n or older.
There are no teachers in the age category 2S and under. Table 6 shows a broad range of
years ()f teaching experience, with the greatest number of respondents having taught for
16 or more years (54.J

~).

Only 21.6 percent have taught for 10 years or less.

According to Table 7, 75.6 percent o(the teachers surveyed have Iaught in the area

of primary for six years or more. However, a significant proportion of 24.6 percent have
taught in this area for five years or less and, in facl, 5.4 percent of those have worked
in primary for one year or less. Approximately onc·half or 45.9 percent of the
respondents, as indicated by Table 8, have taught with the Conception Bay South

Integn.ted SChool Board for 10 years or less.

Item 8 deals with the professional groups or organizations to which respondents
belong. The data from this item are presented in Table 9 and are discussed.

Item 8
To which 01 the following professional groups do you belong'? (You may select m....re
than one item.)
Primary Special Interest Council
Elementary Special Interest Council
Reading Special Interest Council
Special Education Interest Council
Other, please specify

_

Table 9
Membership in Professional Organizations

Professional affiliation
Primary Special Interest Council

Respondents

Percent

II

78.6

Elementary Special Interest Council
Reading Special Interest Council
Special Education Interest Council
Other

In item eight (Table 9) it is possible to give more than one response. It

7.1

64.3
0.0
21.4

~llould

be

noted that only 14 of the possible 37 respondents did indeed answer this itP.m. Of the 14
respondents the majority belong to either the Primary Special Interest Council (78.6 %)
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or the Reading Special Interest Council (64.3 %). An additional 28.5 percent indicate
membership in other organizations.

Items 9, 10, 13, 14 and 21 refer to lhe teaching context of the respondents. Findings
from these items are presented separately in Tables 10-15, and are discussed together.
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ltem9

How many children are in your primary class?

Fewer than 20
20-25
26-30

31-35
More than 35, please specify

_

Table to

Class size

Respondents

Percen!

Fewer than 20

14

37.8

20<~5

23

62.2

26-30

0.0

31-35

0.0

More than 35

0.0

Tola!

37

100.0

7S

Item 10

Which primary grade{s) do you teach1
K
1

n
JU

Multi-grade, please specify grades

_

Table 11
Grade Prnscolly Teaching

Respondenls

Percent

8

21.6

1

10

27.0

n

10

27.0

III

9

24.3

Multi-grade

0

0.0

Total

37

100.0

Grade

K
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Item 13

How many ocher tead1en are there taching the same tr* as yoo?
None
One
Two
11uoe

Four
More than four
Table 12
NumlH;r of Other Tq'hs;r§ in Same Gljlde as vou

Number of teachers

Respondents

Percent

None

I

2.7

One

19

51.4

Two

10

27.0

11uoe

6

16.2

F"'"

0

0.0

Mere than four

1

2.7

To,,"

37

100.0
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Ilem 14

If there are other Il:aChers teaching the same grade with you, do you do:
(a) Team planning?

Yes
No

(b) Team teaching'!

Yes
No

Table 13

Team planning

Yes

Respondents

Percent

34

94.4
S.6

No

Total

36

100.0
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Table 14
~

Team teaching

Responden~

Per='

Yes

11

31.4

No

2.

68.6

Total

35

100.0
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Item 21
Approximately how much preparation time do you have during the regular teaching
week?
None
I hour per week
1.5 hours per week

2 hours per week
More than 2 hours per week

Table 15
Time for Curricutwn..11annin&

Time for curriculum

Respondents

Percent

planning
None

0.0

I hour/week

8.1

1.5 hours/week

8.1

2 hours/week

13

35.2

More than 2 hours/week

18

48.6

To""

3?

100.0
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Table 10 indicates that the entire sample population has class sizes not exceeding
25 pupils. Appro:dmately one-third (37.8 %) of these ffiipondents, in fact, teach fewer

than 20 pupils.
Table II cleariy shows that the respondents are fairly evenly dislributed throughout

the primary grades (kindergarten to three), with no multi-grading, thus allowing for equal
representation of the four primary levels being studied.
An examination of Table 12 indicates that all but one respondent teach in schools

where there is more than one teacher working at a grade level. The majority of
respondents (51.4 %) work in two stream schools. However, a high percentage of

respondents (43.2 %) work in three and four stream schools.
Table 13 confirms a very high incidence (94.4 %) of team planning amongst
leachers. Surprisingly however, learn teaching, shown in Table 14, is not nearly as

widely utilized. Only 31.4 percent of the teachers surveyed respond affirmatively and a
number of these indicate that team teaching is done only with the Special Needs Teacher
or with the Teacher Librarian.
Table 15 indicates that the greatest number of respondents (48.6 %) have more than
tv. .... hours of preparation time per week, or six day cycle l\S is indicated by teachers (rom
some schools. No teacher has less than one hour of preparation time per teaching cycle.
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Items II, IS. 38, 16, 12, and 27 refer to program and c.lassroom organization.
Findings from these items are presented separately in Tables 16-21, and are discussed
together.

Item 11

Which of the following best describes your program?
Informal program
Formal program
Mixture of formal and informal

Table 16
Type of Prortilm

Pn>gnm

Respondents

Pe"""l

Tnformal program

3

8.3

Formal program

0

0.0

Mixture of formal

33

91.7

36

100.0

and informal
Tol>1
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Item 15

Which best describes the seating anangement of your classroom?
Rows

Semicircle, circle, or square
Small groups
Other, please specify

_

Table 17
Seating ATT3ngement

Seating arrangement

Respondents

Percent

Rows

0.0

Semicircle, circlt, or square

5.4

Small groups

35

fotal

94.6

0.0

Other
37

100.0

I
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Item 38
What type of grouping do you do in your rlassroom1

Ability grouping
Mixed ability grouping
Inten:stgrouping
Sometimes mixed ability and sometimes interest grouping
Other, please specify

_

Table l8
Grouping Arrangemen! of Pupils

Grouping arrangement

Respondents

Ability grouping
Mixed ability grouping

0.0
14

Interest grouping
Sometimes mixed ability and

Percent

40.0

0.0
18

jl.4

35

100.0

sometimes interest grouping

Other
Total

8.6
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Item 16
How often are your children in informal arrangements such as sitting or lying on the

noor?
Always

Frequently
Occasionally
Never

Table 19
IDfonna! Amngements

Informal

Respondents

Percent

34

91.9

arrangemenlS

Always
Frequently

0.0

Occasionally

8.1

Never

0.0

Total

37

100.0
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Item 12

What type of scheduling is most often used in your classroom?
Flexible
Fixed
Mixture of flexible and fixed

Table 20
Type

of Scheduling

Scheduling

Respondents

Flexible

22.2

0.0

Fixed

Mixture of flexible

Percent

28

77.8

36

100.0

and fixed
Total

86
Jtml27

In your teaching, do you integrate subject areas (for example, math and science) or are
they toIaIly separate areas of instruction?
Integrate

Scpante
Integrate and separate

Table 21

Respondents

Percent

Integrate

13

35.1

Separ.lfe

0

0.0

Teaching style

Integrate and separate

2.

64.9

Tolal

37

100.0

Item 11 (fable 16) is somewhat dependent upon the respondents' interpretation of
what constitutes a formal or informal program. However, it is encouraging to note that,
irrespective of interpretation, the entire group of respondents have programs with some
degree of informality. The majority of these (91.7 %) indicate having programs which

can be best described as a mixture of formal and informal. Informality within the
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physical setting of the classroom is demonstrated through Table 17. which clearly shows
all respondents using an informal seating arrangement. The vast majority (94.6 %)

indicate having their students seated in small groups as opposed to structured rows. These
groups, shown in Table 18, are somewhat flexible and are dependent, to a large exlent,
upon the particular learning activity or learning situation. Most respondents (51.4 %) use
both mixed ability and interest grouping, within their classrooms, at different times.

Surprisingly though, 40 percent of respondents indicate using only mixed ability grouping'
amongst their students. In addition 10 the seating and grouping amlJlgements, some 91.9

percent of the teachers surveyed indicate that their students are frequently engaged in
very informal arrangements such as silting or lying on the floor (fable 19).

Table 20, depicting type of scheduling, reveals the greatest number of respondents
(77.8 %) using a mixture of flexible and fixed scheduling, with no one using fixeJ
scheduling only. Table 21 portrays all respondents using some measure of integration of
subject matter in their teaching. While only 35.1 percent use a totally integrated
approach, the remaining 64.9 percent integrate subject areas at times. One teacher
pointed oul during the interview that often times a particular discipline, such as math or
science, does not fit into the theme being studied and is thus taught separately. However,
she went on to point out that wherever possible subject areas are integrated (Appendix
Gj.

Items 24·26 and item 28 refer to book resources used in the classroom. Responses
to these items are presented separately in Tables 22·26, and are discussed together.
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Item 24

How is the textbook regarded in your classroom?
As a major source
As a framework to be used along with other resources

Table 22
How Textbook is Regarded

How textbook is regarded

Respondents

0.0

As a major source
As a framework to be used along

Percent

29

100.0

29

100.0

with other resources
Total

89
Item 25
Do you use a basal reading series?

Yes
No

Table 23
Basa! Reading Series jn Use

Basal reading

Respondents

Percent

23

82.]

series in use

Yes
No
Total

17.9

28

100.0
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Item 26

lfyes:
(a) Which series do you use?
Networks
Other, please specify

_

(b) How do you use it?

As a major source

As a framework to be used along with other resources

Table 24
Name of Basal Readjng Series

Name of basal

Respondents

Percent

reading series
Networks

22

100.0

22

100.0

Other
Total

0.0
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Table 2S
How Bag) Rl'..jldjng Series is Used

How basal reading

Respondents

",,"",

series is used
0.0

As a major source
As a framework to be used

22

100.0

22

100.0

along with other resources
Total

92
ltern 28

How is literature used in your c1assroom7
As a primary teaching tool
As a teaching tool in conjunction with a basal reading series
As an extra activity when other work is complete

Table 26
How I Uerature is Used

Respondents

Percent

As a primary leaching tool

17

45.9

As a teaching tool in conjunction

20

54.1

How literature is used

with a basal reading series

As an extra activity when other

0.0

work is complete
Total

37

100.0

The kindergarten teachers, of which there are six, were difCot.ted to omit items 24-26
since textbooks and basal readers arc nol used at this level.
It is clearly evident from Table 22 tbat all those responding view the textbook as a

framework to be used along with other resources. A large number of respondents (82.1

93
%), however, still use a basal reading series (Table 23), specifically

~

(Table

24). Like the text, though, respondents' regard the basal as a framework to be u5l.:d in

conjuliction with other resources and oot as a major source (Table 25).
The responses to items 24-26 suggest reliance on other resources. Table 26 depicts
a significant other resource--children's literature. All respondents indicate using literature
in their classroom, either as a primary h";\Ching tool (45.9 %) or as a teaching 1001 in

conjunction with

l:.

basal reading series (54.1 %).

Items 17-18 deal with classroom and schoollibrnries. Responses to these items are
presented separately in Tables 27-29, and are discussed together.
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Item 17

Do you have a classroom library'?
Yes
No

If yes, approximately how many trade books and magazines does it contain?

50 or less
SHOO
lOH50
151·200
More than 200

Table 27
Classroom J jbmO' Facility

Classroom

Respondents

Percent

library
Yes

36

100.0

No

0

0.0

Total

36

100.0

9S
Table 28
Number pfBqokS and Magazjne,s in

Number of

C~

Respondents

Percent

50 or less

0

0.0

51-100

&

22.9

100-150

9

25.7

books

151·200

S

14.3

More than 200

13

37.1

Total

3S

100.0
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Item 18
Is there a library in your school?
y",

No
If yes, how useful is the library when you are looking for whole language
materials (Le. trade books, magazines, audiO""visual materials) ?

Very useful
Somewhat useful

DElimited use
Not useful at all

Table 29
School! jbrarv Facjlity

School library

Respondents

Percent

y",

Very useful

22

59.5

Somewhat useful

15

40.5

Of limited use

0

0.0

Not useful at all

0

0.0

No

0

0.0

To""

37

100.0
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The total number of teachers responding to items 17 and 18 indicate having both
a classroom library (fable 27)

an~

a school library (fable 29). For the most part. the

classroom libraries, shown in Table 28, are relatively well stocked, with n.l percent of
the respondents having books and magazines in excess of 100. In addition to the

classroom libraries, school libraries too are portrayed positively. Data presented in Table
29 clearly depicts school libraries as being useful when looking for resources to use in

a whole language classroom.

Items 29-37 and items 19-20 deal with the various components of the language
program, including oral language. reading, and writing. The findings from these items
are presented separately in Tables 30-40, and are discussed together.

Item 29
How is the oral language of your students promoted and developed within your
classroom? (You may select more than one item.)
Shared reading
Sharing time
Author's chair

Book discussions
Questioning techniques
Class presentations
Cooperative learning groups
Other, please specify

_
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Table 30
How Oral Language

is Promoted

How oral language

Respondenls

Percent

is promoted

Shared reading

37

Sharing time

32

86.5

Author's chair

15

40.5

Book discussions

30

81.1

Questioning techniques

28

75.7

97.3

Class presentations

23

62.2

Cooperative learning groups

32

865

Other

0.0
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Item 30

How do you teach phonics? (You may select more than one item.)
Not 9,t all
As fnl.gmented skills in isolation

In the context of a whole teltt
Short focused lessons

Table 31
HQw

Phonics is Taught

How phonics is laught

Respondents

Percent

Not at all

0.0

As fragmented skills in isolation

5.4

In the context of a whole text

36

97.3

Short focused lessons

26

70.3

100

Item 31
How

do you teach spelling and gr.a.mmar? (You may select more than one hem.)
NolataIl
As fragmented skills in isolation
In lhe context of a whole text
Short focused lessons

Table 32
How Spe!ljog and Grammar are Taugh!

How spelling and grammar

Respondents

Percent

are taught
Not alall

0.0

As fragmented skills in isolation

5.4

In the context of a whole text

36

97.3

Shon focused lessons

26

70.3
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Item 32
Approximaldy how often do you read with your students?

Once daily
Twice daily
Thme times daily
Morc than three times daily

Table 33

EL'5II,I".ok:i.J,r Rc.ading with Students

Frequency of reading

Respondents

Percent

19

Sl.4

with students
Once daily
Twice daily

18.9

Three times daily

16.2

More than three times daily

13.S

Total

37

100.0
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Item 33

How is student reading accomplished in your classroom? (You may select more than one
item.)

Sustained silent reading
Shared reading (with a peer)
Buddy reading

Assisted reading (with a teacher)
Literature groups
Home reading program
Other, please specify

_

Table 34
Types of Student Reading

Respondents

Percent

Sustained silent reading

28

75.7

Shared reading (with a peer)

35

94.6

Buddy reading

31

83.8

Assisted reading (with a teacher)

35

94.6

34

91.9

Types of student

reading

Literature groups
Home reading program

Other

18.9

10.8
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Item 34

How oftt:n are your students engaged in sustained silent reading?

Daily
2-3 times per week
Weekly
Not at all

Table 3S
Frequency

of Sustained Sjlent

Reading

Respondents

Percent

Daily

16

44.4

2-3 times per week

II

30.6

Frequency of sustained

silent reading

Weekly

16.7

8.3

Not at all
Total

36

100.0
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Item 35
How often are your students engaged in buddy reading?
Daily
2-3 times per week
Weekly
Not at all

Table 36
Frequency Qr Buddy Reading

Frequency of buddy

Respondents

Percent

reading
Daily

1

2.8

2-3 times per week

4

11.1

Weekly

26

72.2

Not at all

5

13.9

Total

36

100.0
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ltem36

How often are your student!. engaged in shared reading with a peer?
Daily
2·3 times per week
Weekly
Not at all

Table 37
Frequency of Shared Reading

Frequency of shared

Respondents

Percent

reading
Daily

10

27.8

2-3 times per week

19

52.8

19.4

Weekly

0.0

Not at all
Total

36

100.0
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Ite.m37
How often are your students engaged in some form of meaningful writing?

1-2 times per week
3-4 times per week

Daily

Table 38
FreqUenCY of Meaningful Writing

Frequency of meaningful

Respondents

Percent

writing

1--------------1-2 times per week

11.1

34 times pe! week

II

30.6

Daily

21

58.3

Tow

36

100.0

\07

Item 19
Do you arrange field trips for your class?

Y"
No

If yes, approximately how many per year?

.5 or fewer
More than 5

Table 39

Field trips

Respondents

Percent

37

100.0

Yes

5 or fewer

0.0

More than 5

0.0

No
Total

37

100.0

lOll

Item 20
Approximately how orten do guest speakers come into your classroom?
Once a week
Once a month
Once every two months
Once every tum
Not at all

Table 40

Guest speakers

Oncc:a week

Respondents

P.....t

0

0.0

Oneta month

1

2.8

Once every two months

5

13.9

Once every term

2S

69.'

Not at all

5

13.9

Tow

36

100.0

Item 29 specifies thai respondents are permitted more than one selection. It is
evident from Table 30 that most respondents made sevem choices. While all of the
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suggested methods of oral language promolion are used to some degree by the

respondents, there are, of course, prefcned choices. These include shared reading (97.3
%), sharing time (86.5 %), book discussions (81.1 %), and cooperative learning groups
(86.5 %).
Tables 31 and 32 present how specific skills are taught. Here again the 37

respondents are permitted more than one choice. An overwhelminr ·17.3 percent feellhat
phonics, grammar, and spelling should be laught in the context of the whole

feltt.

Some

70.3 percent indicate thai shan focused skill lessons are necessary also. The issue of

skills teaching is discussed at some length by all interviewees and the powerful message
that is corning through is thai skills must be laught and cannot be left to chance
(Appendix G).

Items 32·36 deal with the reading component of the language arts. Table 33 shows
81.1 percent of the respondents reading with their students twice or more daily. The
remaining 18.9 percent read at least once daily. Table 34 suggests a variety or means by
which student reading can be accomplished. The 37 teachers responding to this item are
encouraged to select as many methods as they involve their students in. Practically all
of the suggested methods are utilized by the majority of respondents. The least response
(18.9 %) is given to literature groups.
Three specific means of accomplishing student reading are identified in Tables 35-37
and the frequency of which students are engaged in each is presented. Table 35 indicates
that the largest number of respondents, 44.4 percent, engage their students in sustained
silent reading daily, while an additional 30.6 percent do so two to three times per week.
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Buddy reading (Table 36), which is usually accomplished by pairing a primary class with
a class of a highu grade kvel, takes place most often on a weekly basis (12.2

~).

Shared reading (Table 37), on the other hand, which is generally accomplished by
grouping students within a class. occurs more mquently. The majority of res....ondents
(80.6

~)

indicate that they engage their students in this

daily 10 two 10 three times

Table

38

r.,rm of reading anywhere from

per week.

represents

yet

another

language

component-student

writing.

Encouragingly, the majority of respondents, 58.3 percent. indicate involving their
students in some form of meaningful writing daily. An additional 30.6 percent indicate

having their students write three to four times per week.
Still in the context of language development, it is mativaLing 10 note that all
respondents arrange field trips for their students (fable 39). It is equally encouraging to
note that the vast majority of respondents (86.1 ") invite guest speakers into their

classroom at least once every term also (Table 40).
Man)' of these same language development activitie.s are reiterated b)' the teachen
interviewed (Appendix G).

Hems 22·23 are concerned with pupil evaluation. The data from these items are
presented separatel)' in Tables 4142, and are discussed together.
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Item 22

How do you evaluate the progress of the children in your class? (YOll may select more
than one item.)

Standardized tests

Teacher made tests
Teacher observation

Teacher/pupil conferences
Student projects and reports
Student journals or learning logs
Portfolio of student's work

Other, please specify

_
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Table 41
Methods of Pupil Evaluation

Respondents

Percent

Teacher made tcs15

22

59.5

Teacher observation

37

100.0

Teacher/pupil conferences

35

9'.6

Student projects and reports

29

78.'

Methods of
evaluation

16.2

Standardized tests

Student journals or learning logs

25

67.6

Portfolio of student's work

3'

91.9

Other

8.1
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Item 23
How do you record the progress of the children in your class? (You may select more
than one item.)
Checklists
Anecdotal records

Running records
Daily record book
Weekly records
Frequent short notes from observations
Portfolio of student's work

Other, please specify

_
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Table 42
Recorrls of Pupil EyalyatjoD

Records of Evaluation

Respondents

Percent

Checklists

29

78.4

Anecdotal records

33

89.2

Running records

17

Daily record book

45.9

24.3

Weekly records

21.6

Frequent short notes from observation

35

94.6

Portfolio of student's work

30

81.1

Other

0.0

As indicated by items 22 and 23 it is possible for respondents to select more than
one answer. Upon examination of Table 41 it is evident that the 37 teachers responding

10 this item utilize a variety of evaluation techniques that are informal and unstructured.
The most widely used amongst respondents include teacher observation (100.0 %),

teacher/pupil conferences (94.6 %), and portfolio of student's work (91.9 %). In
conjunction with methods of evaluation is the means by which teachers record the

liS
progress of their students. Table 42 portrays respondents as using many record keeping
devices, with the most favorable being frequent short notes from observations (94.6 %).
anecdotal records (89.2 %). portfolio of student's work (81.1 %), and checklisLS (78.4

%). Those teachers interviewed, identify these same methods of evaluation and means
of recording evaluation data (Appendix G).

Hems 39-41 refer to the availability of support for teaching. Responses to these items
are presented separately in Tables 43-46. and are discussed together.
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Item 39
Does the principal at your school show an active interest in and support for the
progrvns and/or approaches utiliu.d in your clas.sroom1

Yr:;
Somewhat

No

Table 43
Support of Principal

Support of

Respondents

Percent

Yes

28

75.7

Somewhat

8

21.6

principal

No

Tolal

I

37

2.7

100.0
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Item 40
Does your school board offtce offer any hdp/support which directly affects yoor work

in the classroom?
Yes
Somewhat
No

tryes, what kind of support is offered you? (You may select more than one item.)
Inservice sessions
District collections of materials
Help with development of themes
Technical help (i,e. computers)

Bibliographies
Other, please specify

_

Table 44
Supoort of School

Board

Support of school

Respondents

",<tenl

boaro
Yes

13

3'.1

Somewhat

20

".1

No

4

10.8

Total

37

100.0

1I8

Table 45
lyres of SupPOrt

Types of support

Respondents

Percent

Inservice sessions

25

15.8

District collections of materials

11

51.5

22

66.7

Help with deveJopment of themes
Technical help (i.e. computers)

Bibliographies
Other

12.1

15.1

3.0
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Item 41

Are the school board consultants easily accessible when you need them?

Yes
Somewhat

No

T~ble

46

AccessjbjJjty of Schoo! Boarrl Consultants

Accessibility of school

Respondents

Percent

Yes

19

543

Somewhat

16

45.7

board consultants

0.0

No
Total

35

100.0

It can be seen from Table 43 that the vast majority of respondents, 75.7percent. feel

that the principal at their school shows an active interest in and support for the programs
and/or approaches utilized within their classroom. An additiona121.6 percent view the
principal as being somewhat interested and supportive.
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Equally important is the support provided by the school board office. Table 44

reveals that 89.2 percent recognize the board office as offering SOffie help and support.
However, the amount of recognized support varies. with the greatest number of
re~pondents (54.1

§i) viewing the school board as being somewhat supportive. The 33

respondents who see the school board as offering some support indicate that support is
most often offered through inservice sessions (75.8 %), technical help (66.7 %),

especially with computers, and through district collections of materials (51.5 %) (fable
45), School board consultants, themselves,

art

viewed as being accessible for the most

part (Table 46). However, here again, a large group of respondents (45.7 %) feellhat

they are somewhat accessible as opposed to just accessible. Participants in the interviews
stress the need for a supportive administration in their development as whole language
teachers (Appendix 0).

Items 42-47 deal with teachers' advancement of knowledge regarding whole
language. The findings from these items are presented separately in Tables 47-53, and
are discussed [ogethec.
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Item 42
Have you received any workshops or inservice sessions regarding "whole language"'?

Yes
No

If you have had inservice, please specify the exact topics dt-:'..Jt with.

The majority of responses given 10 the open ended section of this item are
categorized and presented in Table 48. It should be noted that the total number of

respondents is 17. and in some instances more than one response is given.

Table 47
Inservjce

Related IQ Whole Language

Inservice related to

RespondenlS

Percenl

21

81.8

33

100.0

whole language
Yes

18.2

No
Total

122

Table 48
InscOliecTopjCJ

Inservice topics

Respondents

Percent

A general overview of whole language

52.9

Spelling in whole languag..:

29.4

Using children's literature across the

5.9

curriculum

Teaching skills through poetry

11.8

andliter.tture

Writing

11.8

Conferencing

5.9

Integration of music and physical education

5.9

inlo the whole language curriculum

Theme development

5.9
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IIC:m43
Does your school subscribe to any professional journals?
Yes
No

Table 49
School Subscription to Professional Journals

School subscription to

Respondents

Percent

professional journals
Yes

36

No

Tot>!

100.0
0.0

36

100.0
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Item 44
Approximalely how often do you read professional literature?
Ne.,."
Weekly

Monlhly

Table 50
Fwmency of Reading Pmfe.'iSjQual I itcIjltllre

Frequency of reading

Respondents

Percent

professiona1literature
Never

0.0

Weekly

13

38.2

Monthly

21

61.8

Total

34

100.0
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Item 4S

From where do you obtain professional literature? (You may select more than one item.)
Subscnlle to personally
SChool library
Public libraries
Queen Elizabeth U Ubmy (MUN)

Table 51
Wbere Professional LUc@lure is Obtained

RespondenlS

Percent

Subscribe to personally

12

32.'

School library

33

89.2

Where professional literature

is obtained

Public libraries
~

Elizabeth II Libr>ry (MUN)

SA
13.S
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Item 46

How many articles about whole language have you read?
None
1-3
4-7
8-10

More than 10

Table S2
Number Qf Art'c1 es Read 00 Wbole Language

Respondents

Percent

None

0

0.0

1-3

1

2.8

4-7

5

13.9

8-10

2

5.5

Number of articles read
on whole language

More than 10

28

77.8

Total

36

100.0
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Item4?
How many books about whole language have you read?

None

Doe
More than one

Table 53
Number of Books Read on Whole Language

Number of books read

Respondents

Percent

I

2.7

on whole language
None

Doe

2

5.4

More than one

3'

91.9

Total

37

100.0

Table 47 indicates that 81.8 percent of the teacher respondents have received at
least some inservice relating to whole language. The specific topics dealt with during

these sessions have covered a range of curriculum areas (Table 48). However, only 17
teachers identify the exact inscrvice topics dealt with and the percentage of respondents
indicating having attended any particular session is relatively low.

128
Encouragingly, all of the schools surveyed subscribe 10 professional journals (Table
49) and all respondents indicate that they read profcssionalliterature either weekly or
monthly (Table 50). The majority of ~ndents, 89.2

percent, not surprisingly, obtain

their professional reading materials from their school library (Table SI). Approximately
one-third (32.4 ") of the respondents subscribe to professional liwature· personally.

According to Tables 52 and 53 most respondents have read in excess of ten articles (T7.8
") and several books (91.9 ") on the topic.

Items 48·50 deal with what whole language is perceived 10 be. The findings from
these items are presented separately in Tables 54·56, and are discussed together.
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Item 48

How would you define whole language?
As an approach
As a practice
As a philosophy

Table 54
How IQ Define Who!e J,anguage

RespondenLS

Percent

As an approach

19

S4.3

As a practice

I

2.9

As a philosophy

15

42.8

Total

35

100.0

How to define whole
language
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Item 49
Is whole language limited to the language arts?

Yes
No

Table 55
Wbole language I jmjled 10 Lanpuage Arts

Whole language limited

Respondents

Percent

to language arts

Yes

0.0

No

36

100.0

Tola1

36

100.0
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Item SO

Can whole language extend across all curriculum areas?

Yes
No

Table S6
Whole Language Acron tbe Cyrriculum

Whole langup.ge across

Respondents

Percent

35

100.0

thecurricuJum

Yes

0.0

No
Tola!

35

100.0

Table 54, clearly shows the largest number of respondents (54.3 %) defining whole
language as an approach rather Ihan a philosophy. Tables 55 and 56 represent two

basically rhetorical questions regarding the scope of whole language across the
curriculum. All respondents to both items indicate that they do not see whole language
as being limited to the language arts but see it as extending acroS!: all curriculum areas.

This is emphasized also, in the interviews with primary teachers (Appendix G).
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Items 51 and 52 (a-j) deal specifically with the whole language teacher and the

whole language classroom. The findings from these items, including the infonnation

galhered from the open ended responses, are presented separately in Tables 57-66, and
are discussed together.

Item Sl
Do you consider yourself to be a whole language teacher?

Yes
No

TableS?
Whole I.anguage Teacher

Respondents

Percent

Yes

36

100.0

No

0

0.0

36

100.0

Whole language
teacher

Total
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Item 52

If yes:

(a) How important do you feel it is to have clearly staled objectives for the learning
experie:JteS you provide?
Very important

Somewhat important
Not Important

Table 58
Importance of Clearly Stated Objectives

Importance of clearly

Respondents

Percent

34

94.4

stated objectives
Very important
Somewhat important

5.6

Not important

0.0

Tor.!

36

100.0
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Item 52(b)

Where do you oblain your objectives'? (You may select more than one item.)
Textbooks

Curriculum guides
StlJdent needs
Professional literature
Olher. please specify

_

TableS9
Wbsre Objectives are Obtained

Respondents

Percent

Textbooks

15

40.5

Where objectives

are obtained

Curriculum guides

34

91.9

Student needs

33

89.2

ProfessiOllalliterature

10

27.0

Other

13.5
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ItemS2(c)

Indicate whether or notlhe following teaching strategies are used by you in your whole
language classroom. (You may selecl more than one item.)

Them"
Leaming Centres
Team Teaching
SmaIl Group Work

Cooperative Learning Groups

Table 60
Strntegjes Ihe<!

hy Wbole I,a0guage Teachers

Strategies used by whole

Respondents

Percent

language teachers
Them"

31

100.0

Learning centres

31

100.0

Team teaching

24.3

Small group work

36

91.3

Cooperative learning groups

33

89.2

136
Item S2(d)

How comfortable are you with your status as a whole language teacher?
Very comfortable
Comfonable

Uncomfortable
Very ullCO.nfortable

Table 61
Comfort with Wbole Language Teacher Status

Respondents

Percent

Very comfortable

15

40.5

Comfortable

21

56.8

Comfort with whole language
teacher status

Uncomfortable

I

2.7

Very uncomfortable

0

0.0

To...

37

100.0
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Items 52 (e-j ) provide opponunity for open ended responses.

Item 52(e)

What is your role as a whole language teacher?

The majority of responses gi'/en to this item are categorized and presented in Table
62. It should be noled that the total number of respontlents to this item is 33. and in

some instances more than one response is given.
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Table 62
Role; geWhol'

li!OruaV'~

Role of whole language teacher

To guide or facilitate leaming

Respondents

Percent

16

48.5

18.2

To motivate, encourage, stimulate,
and challenge

12.1

To instruct

9.1

To expose children to qUality literature

15.1

To detemline student needs

and meet them
To expose children to a variety of

21.2

oral and written language

To be a resource person for students,

18.2

offering a wide variety of

activities and materials
To be a learner along with students

3.0

To make learning r::eaningful and interesting
Other

12.1
10

30.3
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Item 52(f)
What is the students' role in your whole language classroom'?

The majority of RSpOIlscs given to this item are categorized and presented in Table
63. It should be noted that the total number of respondents to this item is 32, and in

some instances more than one response is given.
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Table 63
Role of Student in Whole Language ClaSSroom

Role of student in whole

Respondents

Percent

language classroom

To progress at own rate of development
To actively participate in learning

To bring personal experiences into play

21.9
14

43.7

12.5

in the classroom
To work to one's greatest potential
To enjoy learning

6.2
3.1

To provide the basis for instruction

12.5

To be a decision maker

15.6

To learn to read and write by reading and

6.2

writing and to see oneself as a
reader and writer
To be a risk taker

9.4

To interact with olhers and with a variety

9.4

of resources in the learning process
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Role of student in whole

Respondents

Percent

language classroom

To become an effective communicator

3.1

To question and manipulate

6.2

Other

9.4

Item 52(g)
What are the benefits for you as a whole language teacher?

The majority of responses given to this item are categorized and presented in Table
64. It should be noted that the total number of respondents to this item is 31, and in

some instances more than one response is given.
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Table G4
Bt:nt;fil$ for

Whole I an,uI,e Tcacber

Benefits for whole language teacher
Flexibility

Respondents
12

Percent

38.7

Use of a variet), of resources

29.0

Greater control over the curriculum

19.3

Better able to accommodate the

19.3

individual differences of students
Continual growth for teacher and students

9.7

Rich learning environment

6.'

Leamer as well as teacher

3.2

Continual student evaluation

9.7

Able to tie together the man)' subject

9.7

areas in a meaningful way
Satisfying experience

9.7

Item 52(»
What are the benefits for the students involved in your whole language classroom?

The majority of responses given to this item are categoriud and presenled in Table

65. It shouk! be noted that Ihe total number of respondents to this item is 32, and in

some instances more than one response is given.
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Table 65
Benefjl$

for Students jn Whole l.anguage gamQQm$

Benefits for students in whole

Respondents

Percent

language classrooms
Meaningful Iwning ellperiences

21.9

Language learning across the curriculum
Open ended activities allow students to

15.6

14

43.7

progress at own rale
Self-esteem is boosted

Exposure to a variety of resources

12.5

9.4

and teaching methods

Learning is fun
Self-motivated to learn

15.6
9.4

Confident and responSible learners

12.5

High interest materials make learning

28.1

interesting and stimulating

28.1
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Item 52(i)
Are you receiving adequate assislmlce and support in advancing your understanding and

knowledge of whole language?

The majority of responses given to this item are categorized and presented in Table
66. It should be noted that the total number of respondents to this item is 30. and in

some instances more than one response is given.

Table 66
Receiving Adequate Sypport and Assistance in Advancing KDQwledgeQfWholel"jlnguage

Receiving adequate support and assistance in

Respondents

Percent

12

40.0

advancing knowledge of whole language
Yes
Yes, to a degree, but continued

20,0

assistance needed
No
Total

12

40.0

100.0
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Item 520>
What support do you see as essential in ensuring your successful developmem as a whole

language teacher?

The majority of responses given to this item are categorized and presenled in Table
67. It should be noted that the total number of respondents to this item is 29, and
some instances more than one response is given.

jp
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Table 67

type, of Syppon Needed

Types of support needed

Respondents

Percent

Resources

10.3

Expert modelling of new techniques

10:3

Sharing sessions with other

17

58.6

19

65.5

teachers/peer support

InserviceJrnini-c.,urses on current topics
Financial

13.8

Administrative/school and board

27.6

Province wide communication

3.4

Current literature

27.6

Primary coordinator

13.8

Ongoing evaluation of programs

6.9

Skill drvelopment

20.7

Other

13.8
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Table 51 shows that all respondents consider themselves to be whole language
teachers. Table 58 points out the recognized importance amongst whole language teachers
of having clearly stated objectives. Some 94.4 percent view this as being very important.

Teachers look to a number of sources when determining the required objectives for their
students. Table 59, in which it is possible to select more than one response, reveals most
respondents using a combination of cUlriculum guides (91.9 9Ii) and student needs (89.2
%) when making this determination. The curriculum guides are prepared and distributed

by the Department of Education and include objectives which are in keeping with a whole
language philosophy. The category itemized as 'other' draws attention to a list of
objectives compiled for grades one to three, by the past primary coordinator with the
Conception Bay South Inregraled School Board. These objectives are felt to be very
useful by several respondents.
In Table 60 respondents are able to make a number of selections regarding the types
of strategies used by them in their whole language classroom. All 37 respondents indicate
utilization of themes and learning centres and a large percentage indicate use of small
group work (97.3 %) and cooperative learning groups (89.2 %). The vast majority of the
teachers surveyed (97.3 %) feel quite comfortable with the status of a whole language
teacher (Table 61).
Data from Table 62 indicates that the respondents to item 52 (e) view the role of the
whole language teacher as being multi-dimensional. It ranges from the teacher assuming
the role of instruct"! to the teacher assuming the role of student, where he/she becomes
a risk taker along with the students. The greatest number of respondents (48.5 %)
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describe the teacher's role as being that of a guide or facilitator of learning. This idea

come! through strongly in the interviews with primary teachers also (Appendix G). The

following are some of the comments concerning the role of the teacher Included in the
category labelled 'other':

- to work with parents

- 10 promote a positive attitude towards reading and writing
- to promote independence in students
- to offerchoiees

Table 63 represents how respondents view the role of students in the whole language
classroom. The greatest proportion of these (43.7 'Xi) see students in a role of active

participation in their learning. Some (15.6 %) view students as decision makers; some
(12.5 %) see them bringing personal experiences into play in the classroom; and for
others (21.9 %), students are allowed to progress at a personal rate of development in

the whole language classroom. The teachers interviewed stress many of these same points
regarding the role of the student (Appendix G).
An examination of Table 64 reveals a number of benefits, as perceived by the
respondents, for whole language teachers. Many (38.7 %) view the

fleJCibilit~

which a

whole language philosophy pennits to be a major benefit. Some (19.3 %) fet:l .;,atthey
are better able to accommodate the individual differences of students, working from a
whole language perspective. The variety of resources which one uses in a whole language
classroom makes the learning morc intcresting and enjoyable and is seen by many (29.0
%) as a benefit. Also, it is felt that the whole language teacher is benefitted by the
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greater control which he/she ultimately has over the curriculum (19.3 %). The provincial

primary consultant and the school board primary coordinator, in interviews, reiterate
many of these same benefits (Appendix G).
Corresponding to Table 64, Table 6S identifies the respondents' ideas regarding
benefits (or students in the whole language classroom. The benefit recognized by the

greate31 number of respondents (43.7 %) is that the use of open ended activities, which

are common place in whole language classrooms, allow students to progress at their own
rate. Other widely recognized benefits include meaningfulleaming experiences (21.9 %),
learning is fun (15.6 %), and high interest materials, used in whole language instruction,
make leaming interesting and stimulating (28.1 %). Apan from those listed in the table,
the category 'other' includes such benefits as:

• child-centred classroom

• students' develop an appreciation of literature
- skills taught in context
• discovery learners and explorers
• decision makers
Here again, many of these same benefits for students are recogr:i1-:d and identified by
the primary consultant and program coordinator during their interviews (Appendix G),
Data from Table 66 shows that 60 percent of the respondents feel that they are
receiving adequate support and assistance in advancing their knowledge of whole
language. However, 20 percent of these specify the need for continuous assistance. A
disturbine "'..0 percent feel that they are not receiving the necessary support and
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assistance.

It is pointed out in several interviews that very little has been done in

relation to whole language in the past couple of years, especially since the elimination
of the position of primary coordinator two years previously (Appendix G).
Respondents identify, in Table 67, several types of support which they feel to be

essential in ensuring their successful development as whole language teachers. Inservice
sessions and mini-<:ourses on current topics are felt necessary by 65.5 percent of the

respondents. Other frequently suggested types of support include sharing sessions with
other teachers (outside of onc's own school) (58.6 %), school administrative and school

board support (27.6 %), and the availability of literature on current topics (27.6 'NI). The
teachers interviewed recognize the need for these supports, also (Appendix G).
A Discussion of the Interviews with
!l

Consullant Bnd a CoordinatQr

Seven scheduled interviews were conducted, one with each of the following: (a) the
provincial primary consultant with the Department of Education, (b) the language arts
program coordinator with the Conception Bay South Integrated School Board, and (c)
five primary teachers, grades kindergarten, one, and three, from three of the five
primary/elementary schools within the Conception Bay South Integrated School District.
The interviews were strictly voluntary; as a result the researcher was unable to obtain
representation from each primary grade level or from each school involved in the
survey.
The ensuing section is a presentation and discussion of the significant points from

all interviews. Interviews with the consultant and coordinator are discussed together,
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followed by a discussion of the interviews with primary teachers, Where reJevant

comparisons are made with responses from all interviews.
The consultant and coordinator are first asked to define their role. The provincial
primary consultant describes her role as involving a couple of areas, including early
childhood education (preschool) and primary education (kindergarten to grade three). In
terms of !Irimary education, she indicates involvement with curriculum development,

curriculum implementation. and with the j.:lentification of resources. Primary teachers and
program coordinators, she points out, work closely with her through committees in these
areas. The language aJ1.s program coordinator describes her role as involving more than

one area also. Her responsibilities include language arts, kindergarten to gr..de twelve.
as well as French, music, and art. In addition to her curriculum responsibilities, she has
many administrative responsibilities, as a result of her diverse role. In the nea of
primary education her role involves reinforcing what has already been established by the
previous primary coordinator, and clarifying language instructional practices, for
teachers, in carrying out the provincial curriculum guide, Experiencing l;mguage. Also,
it is her responsibility to make teachers aware of new research and to assess the needs
within the school district.
The provincial primary consultant and the language outs program coordinator are
next questioned about the policy of the Department of Education and the Conception Bay
South Integrated School Board, respectively, regarding whole language philosophy and
how this poliey gets into the classroom. The provincial primary consultant points out that
the provincial curriculum document for primary, Experiencing l.anguagc, articulates a
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whole language philosophy. How this policy actually gets into the classroom,

hOWL.~r.

she feels to be somewhat of a contentious issue. It should, she indicates. come from the
Department of Education to primary coordinators at the district level and from there to
teachers within the schools. However I a breakdown in the transmittal of information from
one level to another is alluded to by her. She feels that lhis breakdown has serious

implications for teachers and students within the province's schools. According to the
language arts program coordinator, the Conception Bay South Integrated School Board'

has no policy, as such, regarding whole language philosophy, but whole language, she
points out, is included in the Board's Strategic Plan for 1993-94. Recently revised goal
number eight of the plan ensures an approach to language instruction that includes the

direct teaching of skills and strategies as an integral part ofa whole language philosophy.
This, she feels 10 be the closest to policy, concerning whole language philosophy, that
the board bas. The goals of !he board are assembled in booklet fonn and are distributed
to each teacher within the board. II is the responsibility of program coordinators and

school principles to clarify these goals for teachers.
The next question asks both the consultant and the coordinator to discuss the benefits
of whole language for teachers and students. Both recognize many benefits. They fed
that whole language allows teachers (a) ownership over instruction, (b) flexibility to make
use of personal knowledge about the way children learn, (c) development of their own
programs and curriculum in meeting the needs of their students, and (d) movement away
from a subject-oriented curriculum towards one that is more holislic, integrated, and in
keeping with the way children learn. Benefits for students in the whole language
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cJas.sroom, identified by the consultant and coordinator include, (a) a program which fits
students' needs, (b) active engagement of students in their learning experiences, (e) a

social context for learning which involves intcr.lCtions with olhen and with a variety of

materials, and (d) meaningfulleaming experiences.
Another question posed to both the consultant and coordinator addresses the degree

of focus placed on supporting and implementing programs that are consistent with whole
language philosophy. Differing views regarding Ihis issue are derived from the two
respondents. The provincial primary consultant is adamant in her response that there is
too little focus and emphasis placed on implementing programs, province wide, that are

consistent with whole language philosophy. She emphasizes, what she believes to be,

inadequate inservice for teachers in the area of whole language. The language arts
program coordinator, on the other hand. indicates a large degree of focus on whole
language 'programs' wiU1in her board, by w:.y of inservice sessions, grade levd
meetings, and through the development of cuniculum guides and objective booklets.
However, she points oul that the majority of this information transmission occurred prior
to two yean ago at which time there was a full time primary coordinator and before
inservice days were turned over to individual schools. At present, she indicates, support
exists form lhe perspective that there are people at lhe board 10 talk to and the goals of
the board have been written down for teachers, but not from Ihe perspective of inservice.
The provincial primary consultant is asked 10 comment on the extent to which she
works willi primary coordinators in the interest of Ihe primary grades and in improving
the quality of instruction. The language arts program coordinator is asked to comment
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on her interactions with the consultant, also. The provincial primary consullant, being

relatively new to the position (January 1994), answers as would normally be the case fM
a person in her position. The consultant, she points out, is involved with inservicing
primary coordinators when new programs are coming on stream, or when there is a
change in philosophy. The consultant looks to coordinators for periodic feedback
regarding the needs of teachers, programs, and schools. As well, the consultant and

primary coordinators worle closely through committees in developing programs for the
primary grades. The language arts program coordinator reiterates many of these same

points regarding her interactions with the provincial primary consultant. Despite this
however, she indicates that interactions between program coordinators and the provincial
primary consultant are very limited.
The interview with the provincial primary consultant seeks 10 determine, also, the
extent to which primary coordim.tors are involved in provincial curriculum planning and
the extent to which the consultant and coordinators work together to develop programs
that can be characterized as whole language. The consultant indicates extensive
involvement of coordinators in both of these areas. According to her, in the area of
curriculum planning, coordinators are involved initially in the needs assessment, then in
the development of a philosophy and a curriculum, and later in piloting the program in
their schools. With respect 10 interactions between the consultant and coordinators in the
development of prograrr ~ characterized as whole language, she points Oul that primary
coordinators had been involved in the development of the curriculll'Il guide, ~
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Also, she indicates that coordinators are involved in identifying resources that

are conducive to and in keeping with whole language.
The final question posed to the provincial primary consultant concerns the degree
of direct contact she has with primary teachers. She indicates thai generally the primary

consultant moves through the district person, who is the primary coordinator or somoone
filling that role. However, she points out that a line of direct communication is possible

between the consultant and primary teachers when, and if, particular needs are identified.
The language arts program coordinator is questioned also, concerning the extent to
which she works with primary leachers. She discusses her involvement in this area as

being very limited since, as was discussed previously, her many and diverse

responsibilities allow very little time for anyone area. She is questioned also regarding
her involvement with inservice sessions on topics pertaining to whole language
philosophy. She indicates some inservice involvement, but adds that it had occurred some
five or six years previously.
Finally, the language arts program coordinator is asked to discuss what, if any, she
feels to be the major problem(s) in motivating teachers to adopt a whole language
philosophy ofeducation. She suggests that the past primary coordinator could best answer
this question, but adds that she feels lack of understanding of whole language philosophy,
amongst teachers. to be the greatest problem. On discussion of this issue with the past
primary coordinator with the Conception Bay South Integrated School Board, several
problems are identified (Appendix G, p.291). She feels that teachers lost confidence in
their teaching when whole language was first introduced because they were teaching in

IS7

ways considered by whole language ~Vocates, as being negative. Teachers were getting

a lot of mixed messages (rom different speakers and from talking to one another. 11lese
mixed messages resulted in many misconceptions regarding what should and should not
be taught. A major misconception developed surrounding the teaching of the gr:a.pho-

phonemic language system. Teachers felt somewhat demoralized because they no longer
knew what was in favor. She points out also, that with such a drastic change in

philosophy from traditional teaching to whole Illliguage leaching it took leachers a long
lime to understand it and trust il.

A Djf.£lIsslon or the Interviews wltb Primary Teachers

During the interviews with primary teachers they are initially asked to discuss their
understanding of whole language. Many similarities are noted amongst their responses.
Several indicate that whole language represents a holistic approach to language learning
which involves moving (rom the whole to the part, thus making language learning more
meaningful. Many soc it encompassing all areas ofJanguage (Iisterling, speaking, reading,
writing) and exl~ding language learning across the curriculum. The various SUbject areas
are taught as an integrated whole, where possible, rather than as separate disciplines, two
teachers point out. Whole language teachers, one respondent indicates, begin with the
children's needs and from there establish where they are headed. Another discusses
whole languagc as being a philosophy of how children learn language.
Next, the primary teachers are asked to discuss their opinions regaluing the role of
the teacher and the role of the student in the whole language classroom. With respect to
the role of the teacher respondents overwhelmingly refer to the teacher as a facilitator
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or guide of learning, The teacher sets up the learning experiences, monitors student
progress, and intervenes where necessary. Respondents indica(." that it is the teachers

responsibility to expose children to numerous and varied language experiences, by
providing opportunities for listening, speaking, reading, and writing. They point out also,
that the teacher in his/her role acts as model or demonstr.ator of the learning experiences.
Opinions regarding the role of the student in the whole language classroom, include: (a)

students are decision makers, because they are given choices; (b) students are active
participants in their learning; (e) students are socialleamers, interacting with others; (d)

sludents progress at their own rate of development; (e) students have greater control over
their leaming and take responsibility for it; and (f) students enjoy learning.
The primary teacl1ers are asked 10 describe some of the types of activities they
involve their students in. A vast array of language learning activities are discussed. Use
of themes whereby the curriculum objectives are met through focus on a particular topic
or unit of study of interest to the children is described. The independent subject areas are
integrated within the thematic units. The teachers indicate use of learning centres and
cooperative learning groups within their classroom. These, they feci, foster oral language
development and independence in their students. A varie.ty of reading activities using
children's literature and children's own writing are described. These include (a) reading
for skills, (b) reading for enjoyment, (c) buddy reading with an older child, (d) sustained
silent reading, (e) shared reading with a peer, (0 assisted reading with

.1

teacher, (g)

home reading, and (h) group strategy or guided reading with the teacher, using ftBig
Books-. The teachers indicate also that their students are involved in some form of
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writing daily. Writing is done with the whole class, with the teacher acting as scri"e and
modelling the writing process. Jt is done by small groups or pairs of children working

IOgether, and it is done independently in journals or learning logs. In addition 10 these
activities, several teachers identify a group sharing or circle time during which children
are encouraged to express themselves orally, literature is explored, skills ~ taught, and

the reading and writing processes art modelled.

The primary teachers are questioned as 10 their opinion regarding the teaching of'
phonics, spelling, and gmmmar. All respondents seem to agree that the three must be

taught and can not be left to chance. They indicate though, Ihal these skills which. were
once taught as fragmented parts in isolation, are now taught in the context of a whole,

whether it be a whole word or a whole reading passage. Where necessary. short focused
skill lessons are used to leach a particular skill. but the drill and worksheet activities of
the past are no longer a pan of the instruction. A concern however, is raised by the
I~chers

regarding the teaching of skills in whole language. They fed that with the

advancement of whole lartguage, at ItaSt in the early stages, many teachers developed the
misconc;:ption that phonics, spelling, and grammar no longer need to be taught. The
provincial primary consultant and the language arts program coordinator voice a similar
concern in their interviews.
Another question presented to the primary teachers requests that they discuss their
evaluation of student growth and progress. The teachers point out that they view
evaluation as an ongoing and continuous process. The most widely used methods by
them, include conferencing with students, observation, and samples of students' work.

160
Miscue analysis, as a means of evaluation is mentioned by two teachers also. In

recording evaluation information the teachers identify use of checklists, short notes from
observation, anecdotal records, and tapes of individual students' oral reading.
The next question asks whether the primary teachers consider themselves to be

whole language teachers. All of the teachers interviewed indicate that based upon their
understanding of whole language, they do indeed consider themselves whole language
teachers. They are asked, also, to comment upon the degree of comfort they feel with

having this status. Everyone indicates feeling quitt comfortable as whole language
teachers and with the types of activities taking place within their whole language

classrooms.
Finally, the primary teachers are requested 10 discuss the support and assistance they
are receiving in the advancement of lheir understanding and knowledge of whole
language. Most indicate that they are nol receiving adequate support in this arta. Their
only support, they feel, comes from their school administration anrl from colleagues
withln their school. A number of necessary types of support, as perceived by the primary
teachers, are identified during the interviews. These include (a) a supportive
administration; (b) insenoice, including a refresher each year to accommodate new
teachers; (c) sharing sessions with teachers through district wide grade level meetings;
(d) clear and concise reading materials on current issues; (e) university courses; and (f)
a primary coordinator at the board level. Much concern is felt over the elimination of the
position of primary coordinator, two years previously. Several teachers feel that prior to
the elimination of this position, the necessary support and assistance were available.
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The previous primary coordinator with the Conception Bay South Integrated School
Board, who is now working as a primary teacher, is one of the five teachers interviewed.
She indicates, in her interview, that during her six years as primary coordinator she did
a great deal with primary teachers regarding whole language. According to her. teachers
were involved in a number of inservice sessions, including sessions on

~

l.A!WlW. the provincial curriculum document for primary. and the licJ.lmtks. language
arts program, when they were first introduced to the schools. In addition to inscrvice

sessions she indicates that teachers were involved ;11 school based and district wide grade
level meetings. Also, articles on whole laJ'lguage were distributed. by the coordinator to
primary teachers, A whole language spelling document was developed by a group of
primary teachers, headed by the primary coordinator. And finally, a list of whole

langauge strategies and objectives for grades one, two, and three were compiled under
one cover, by the coordinator, and was distributed to all primary teachers in the district.
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CHAPI'ER V
SUMMARY. CONCLUSIONS, AND RECOMMENDAnONS

The purpose of this chapter is to summarize the study, present the conclusions drawn

from it. and make certain recommendations.
Summary and Condusjom

The main focus of '.his study was to ascertain the level of knowledge of primary
teachers under the Conception Bay South Integrated School Board, regarding whole
language philosophy and how their ideas and understanding of this philosophy translaled

into learning experiences for children. An examination of the relevant literature identified
the historical background of whole language and revealed whole language to be solidly
rooled in both theory and practice. Its key theoretical premise is that children learn to
read and write through real use, just as they learned to talk. While there are no whole
language programs, as such, literature suggests a number of classroom activities and

procedures which can be characterized as whole language, simply because they are
consistent with and reflect the philosophy. Some such procedures include use of thematic
units, use of literature as a primary teaching tool, reading aloud to children, engaging
children in purposeful reading and writing daily, and using observation techniques and
pupil/reacher conferences as the basis for evaluation. Language learning in the studentcentred, language-based, whole language classroom occurs right across the curriculum.
To examine the extent to which primary teachers within the Conception Bay South
Integrated School District are knowledgeable of whole language philosophy and how their
ideas and understanding of this philosophy translates into learning experiences for
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children, and the extent to which these teachers are receiving adequate

SUppoit

and

assistance in their development as whole language educators, a field survey was

conducted. The survey included the following:
1. A questionnaire was distributed to the 49 primary teachers, grades kindergarten
to three, within the five primary/elementary schools under the Conception Bay South

Integrated School Board. The teacher questionnaire sought to determine (a) the extenl to
which teachers felt knowledgeable and competent in the area of whole language: (b) the
extent

10

which professional support and assistance was offered in enhancing the

development of individuals as whole language leachers; (c) the attitudes of the teachers

with respect to whole language, particularly as they related to its effectiveness and appeal
to teachers and students; (d) the types of activities which children were exposed to in the
classroom.
2. Scheduled interviews were conducted with the provincial primary consultant with
the Department of Education, the language ans program coordinator with the Conception
Bay South Integrated School Board, and five primary teachers, grades kindergarten, one,
and three from three of the five schools involved in the study. It was hoped that the
interview sample of primary teachers w(luld include a representative from each primary
grade level and from each of the five schools involved. However, there were no willing
participants from the grade two level or from two of the schools. All interviews were
taped (see Appendix G for edited transcripis).

Thirty eight or 78 percent, of the questionnaires were rclUmed to the examiner. One
questionnaire was omitted from the study on the basis that only eight of the possible 52
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ilems were responded to. The major findings from the field survey are summarized in

the following section.

Of the teachers responding to the survey, the majority (70.3 lJ(,) possess a degree in
primary education. It is positive to see that the majority of the teachers are teaching in

the area designated by the degree which they hold, however there is some misassignment

of teachers at the primary level within the Conception Bay South Integrated School
District.
A significant proportion (91.9 %) of respondents indicated that they have taken

university courses within the past ten years. More than one-half (58.3 %) of the

respondents have completed courses in which whole language was discussed. Sinc,e whole

language is a relatively new idea to this province, the likelihood of being exposed 10 it

through university collrses is greater amongst those who have taken courses in recent
yean.
The majority (89.2 %) of those responding to the survey are between the ages of26
and 45 years with 62.2 percent of those being 36 years or older. More than one-half
(54,1 %) of them have taught for greater than 16 years. This is reflective of -a constant
aging of the teacher workforce- within Newfoundland ":lld Labrador since the early
1970's (press, 1990, p.31). Press also indicates that declining enrollments have resulted
in reduced hiring practices and fewer opportunities for change within schools. This has
negative implications for schools and staffs which are being deprived of the fresh ideas
and recent qualifications young teachers bring with them.

165
While many of the teachers, in the slirvey, have taught in the area of primary for
six years or more, a significant proportion (24.6 %) have taught in Ihis area for fewer
than six years. In addition, nearly one·half(45.9 %) of the respondents have taught with

the "'onception Bay South Integrated School Board for to years or less. A number of Ihe
teachers, then, are relatively new to primary teaching and to the board. In light of these
findings, inservice sessions and various other methods of uansmining knowledge and
information, regarding new developments and program innovations, are desirable for·
those teachers. These findings further underlie tile need for support and assistance from
program coordinators. The position of primary coordinator, had it not been elimiMted
two years ago, would prove highly beneficial in Ihis area.
The item requesting information regarding membership in professional groups is
responded to by only 14 of the possible 37 respondents. This leads one to conclude that
the remaining 23 do not hold membership in any professional organizations. It is lIot
surprising though that the majority of respondents who belong to organizations belong
to either the Primary Special Interest Council or the Reading Special Interest Council.
Both of these organizations focus on issues relating to whole language and relevant to
primary teachers. In fact, one of the primary teachers indicates during the interview that
some of the best inservices she attended were presented by the Primary Special Interest
Council.
The entire population of teachers in the survey have class sizes not exceeding 2S
pupils and one-third have fewer than 20 pupils. This seems to confirm the province's
movement towards reduced class size, especially amongst the primary grades. It is also
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a reflection of article 30.01 of the Provincial Collective Agreement (1991·93) between
the School Boards. the Government of Newfoundland and Labrador, and the
Newfoundland Teachers' Association which states:
In die interest of educa.tion, and in order to promote effective teaehing and
learning conditions, the SChool Board will endeavor 10 establish class sizes
appropriate to the teaching situation involved within regula.tory and legislative
restrictions. To this end. the School Board shall establish a committee not later
than OCtober 30th in each calendar year, which will meet regularly thereafler
at the call ora person designated by the School Board who shall be chairperson,
and accept representations and make recommendations 10 the board regarding
the minimum and maximum number of students appropriate for the various

classroom situations. (p.30)
With the exception of onc, all respondents teach in two, three, and

fOUf

stream

schools and practically all engage in team planning. This group planning lime affords
teachers opportunity to share and discuss ideas, as well as concerns. One can assume that
the variety of activities and possible learning experiences which can be generated during
team planning far exceeds what can be derived independenUy. Team teaching, on the
other hand is utilized by only a small percent<t~e (31.4 ") of the respondents. It is
difficult 10 speculate as 10 \lIhy this is so.
All of the teachers have, al leasl, some preparation time during the teaching cycle.
This is especially important for teachers operating from a whole language philosophy,
since they are largely responsible for dc-signing and developing the curriculum-somelhing
which requires unlimited amounts of time. As was pointed out by K. Goodman (1986),
"Whole language can't be packaged in a kit or bound between the covers of texlbooks
or workbooks. It cenainly can't be scripted- (p.63). Obviously a great deal of after
school planning is necessary in addition to the allotted prepanttion time.
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With respect to program and classroom organization the study reveals that the
majority of primlll}' teachers in the sample: (a) have programs that can best be

characterized as a mixture of formal and informal; (b) use both flexible and fixed
scheduling; (e) integrate and separate subject areas for instruction; (d) have flexible

seating arrangements, which are conducive to the social and cooperative learning and to
the oral language development of students; and (e) use a combination of mixed ability
and interest grouping. While the majority indicate use of both mixed ability and interest
grouping, however, 40 percent indicate use of mixed ability grouping only. This is

somewhat distressing since, certainly some degree of interest grouping is consistent with
w"'11e language (W.:,aver, 1988). With respe.;.' to scheduling, totally flex.ible scheduling
in many classrooms may be impeded by the fixed scheduling of physical education and
music periods and by the infusion of the Special Needs Teacher into the classroom. It is
positive though, that there is at least a degree of flexibility amongst all those responding
to the survey. The program and classroom organization of the teachers in Ihe survey is
reflective, to a degree, of whole language philosophy. However, the vast majority of
them seem to be somewhere in the middle between traditional teaching and whole
language teaching.
Encouragingly, the study reveals a lessened reliance on the text, by teachers. All
indicate that they view textbooks, including basal readers, as a framework to be used
along with other resources. A large percentage (45.9 %) of respondents use literature,
in their classroom, as a primary teaching toot, while the remainder use it in conjunction
with a basal Sl,:ries. S lrne 82.1 percent of the respondents continue to use a basal reading
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series. specifically ~. This is not overly surprising though, since ~ is
portrayed in its planning guide for teachers, as being -a child-eentred language progmn

based on well-established knowledge about child growth and development, and shaped
by a comprehensive understanding of classroom pr.teticc" (McInnes. 1987, p.ll), which
in essence is very similar to whole language philosophy. While there is definitely a

movement away from the confines of texts and formalized

in~truction.

towards an

informal wbole language 'approach' which is in no way predetermined by texts or set
programs, the majority of the leachers in tbe survey do not seem ready 10 completely

relinquish the security of a textbook base.
Not surprisingly, all of the teachers in the sample indicate that they have both a

classroom library and a school library. In whole language classrooms where quality
children's literature, various Olher forms of print. and audio-visual matr:rials play such

a significant role, bolh a classroom library and a school library are essential components.
Aaxnding to Lamme and Ledbetter (1990), libraries are at the heart of whole language.
The study reveals that !he llrimary teachers engage their students in numerous
language development activitie.s, encompassing all components of the language program.

11le oral language development of students which, according to Staab (1994), plays a
major role in the whole

languar~

classroom, is emphasized by the teachers. Whole

language tr'.achers, the literature suggests, read with their students often and provide
many opportunities for student reading, both independently an'J with others (Anderson,
1984; Weaver, 1988). The respondents read to their students daily and provi~':
opponunities for student reading through such activities as sustained silent reading,
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shared reading, buddy reading, and assisted reading with a teacher. Literature groups are
not extensively used by the teachers, possibly because of the young ages of the pupils
involved. It is likely that literature groups would be more widely used with older
children. Many opportunities for student writing are provided also. As with reading,
whole language teachers engage their students in some form of meaningful writing

everyday (Weaver, 1988), More than one-half (58.3 %) of the teachers indicate doing
just that. and another one-third (30.6 %) indicate doing so three to four times per week,
The various language skills, inCluding phonics. spelling, and grammar :>..re taught
by the vast majority of respondents in the context of the whole text or through short

focused skill lessons. such as were discussed by Newman and Church (1990). The
teachers feel strongly that skills must be taught. They believe that it is how they teach
skills, not whether they teach them, that makes their teaching whole language. Still in
the conWxt of language development, all respondents arrange field trips for their students
and many (86. I %) invite guest speakers into the classroom. While field tri}S and

gu~st

speakers do not, in and of themselves, constitute an improved program, they are in an
whole language classroom an invaluable learning resource. They extend learning beyond
the confines of the classroom to the larger community and provide a necessary link
between the school and the community. The nu:nber of field trips indicated by all
respondents as being fewer than five, is in all probability a direct result of the province's
and individual school board's focus on loss of instructional time and their attempts to
alleviate this perceived problem. All of these languaee develoilment activj{ies, utilized
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by the teachers in the survey, are consistent with and reflect a whole language philosophy
(Anderson, 1984; K. Goodman, 1986; Weaver, 1m).
It is clearly evident froll1 the study that the population sample of primary teachers

is moving away from traditional methods of evaluation such as paper and pencil tests,
towards informal and unstructured evaluation which relies heavily on Observation.
teacher/pupil conferences, and samples of students' work. These are recognized by whole
language advocates as being suitable methods of evaluation. K. Goodman. Y. Goodman,
and Hood (1989), in the Whole Language Evaluation Book, firmly support these

techniques.
Extremely important to the success of innovative teaching styles, used by teachers
within their classrooms, is the encouragement and suppol1 of the school administration
and the school board office. Literature sources dealing with the successful
implementation of whole language stress tlte importance of the active support of the
school district, particularly the building principal (MacDonald & Courtland, 1992; Moss,
1992). The vast majority of tl,e teachers in the study indicate some support from the

school prinCipal and tlte sc:hool board. However 54.1 percent and 45.7 percent of the
respondents, respectively, consider the school board som.t"what supportive and school
board consultants somewhat accessible as opposed to just supportive and accessible-·
leading one to assume that they are not as supportive and accessible as one would like.
Many respondents (75.8 %) indicate that support from the district office most often takes
the form of inservice sessions.

171
The adv2Ilcement of knowledge of whole language, according to Fagan (1989), is
crucial if teachers are to become competent and comfortable with the philosophy.
Knowledge can be gained through teacher inservice and by individuals reading

professional literature and books on the topic. A large percentage (81.8 %) of the teacher
respondents indicate that they have received some inse-rvice related to whole language.
However, very few respondents (45.9 %) identify the ellact topics dealt with. I. is highly
probable that the teachers simply can not recall the ioservice topics covered. In

interviews with the language arts program coordinator and a primary teacher, who for
six years served as the primary coordinator with the Conception Bay South Integrated
School Board, it is pointed oul that prior to two years ago, much had been done in Ihe

area of whole language, through ioservice sessions and through

djsl";~1

wide grade level

meetings.
All of the schools in the survey subscribe to professional journals and the vast
majority of the u:aehers have read a number of articles and books relating to whole
language. It seems that the teachers surveyed are indeed advancing their knowledge of
whole language. Despite this however, in defining whole language some degree of
misunderstanding is demonstrated, Many experts in the area of whole language have
defined it in tenns of a philosophy of langl''ilge and learning (Haycock, 1989; Newman,
1985; Weaver, 1990). There are, of course, approaches which can be characterized as
whole language, simply because they are consistent with the philosophy. However, whole
language is no(, in and of itself, an approach (Edelsky et al., 1991; Weaver, 1990),
More than one-half (54.3 %) of the respondents define it as an approach, as opposed to
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a philosophy. It is nol surprising though that teachers would think of whole language in
terms of a concrete approach to use within the classroom, as opposed to an abstract

philosophy or set of ideas, since they already indicated utilization of many approaches
within their classrooms, such as (a) shared and independent reading (Anderson, 1984),
(b) daily meaningful wliting (Weaver, 1988), and (c) informal evaluation (K. Goodman,

1986), which have the pot::nlial to fit a whole language framework.
All of the respondents indicate thai they do not see whole language as being limited
to the language arts, but see it as extending across all curriculum areas. This is

representative of whatlhe literature has to say on this issue (Goodman, 1986).
There was an overwhelmingly positive response to the item concerning the teachers
perceptions of themselves as whole language teachers. In fact, the entire sample

popul2ition consider themselves to be whole languag~ teachers. Again, Otis is not overly
surprising, since it has already been shown that there is a definite movement amongst the
teachers, away from the formalizr.d, ted directed instruction of the past. A large
percentage of them utilize procedures considered to be whole language. For instance,
many practice flexible scheduling, informally arrange children, integrate subject areas
for instruction, evaluate based upon observation and teacher/pupil conferences, regard
the textbook as a frame to be used along with other resources, use literature extensively,
and engage students in meaningful reading and writing everyday.
The study indicates that those who consider themselves to be whole language
teachers recognize the importance of having clearly staled objectives. If a program,
whole language or otherwise, is to be effective in meeting the needs of students, it musl
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be firmly ~ASed upon clear objectives. Whole language teachers, who largely design and

develop their own curriculum, need to be conscious of this at all times. The various

curriculum guides developed by !he Department of Education stress the imponance of

objectives and include objectives which are in keeping with a whole language philosophy.
Indeed, lheva.>t majority of respondents (91.9 %) look 10 these guides in determining the
objectives for their students.
The teachers use a number of strategies in their whole language classrooms which
indicate a positive move from uaditional rmthods of instruction towil'ds a more multi-

faceted approach. These include use of themes, learning centres, small group work, and
cooperative learning groups. The study indicates that the teal,,;\crs feel comfortable with

tllcir whole language status. One can only conclude from this, that if teachers are
comfortable wilh the direction 111(;1 are moving in with regard 10 teaching and student
learning, they will continue in this direction,
Trachers who are working in a whole language framework recogr.ize lhe changing
role of both teachers and students. The teacher in the whole language classroom, mUffies
the role of guide or facilitator of learning, while the students' role becomes one of active
participant and decision maker in the learning process, Teachers are aware of the benefits
'....hole language can offer to children as well as to t:,emselves, They feel thai they are
better able 10 accommodate the individual differences of students, and through usc of a
variety of resources and high interest materials make learning stimulating and el'ljoyable,
working from a whole language perspective. The ideas and perception, of the teacher'
regarding the roleofteachets and studen15and thebenefi15 for leachers and students in

!7'
whole language classrooms, closely resemble those held by whole language experts, such
as K. Goodman (1986), Weaver (1990), and Edelsky et aI. (1991). It is clear also, that

whole language teachers recognize the imoortance of a strong understanding of whole
language if, as teachers, they are 10 provide the maximum benefits for the students in
their tare. A disturbing 40 percent of the teachers surveyed feel that they are receiving
less than adequate support and assistance in advancing their understanding and knowledge
of whole language. This may be due, in part at least, 10 the loss of the position of
primary coordinator two years previously. It is pointed out by '>alh the past primary

coordinator and the language arts program coordinator that very little has been done in
this area during the past two years. The teach<"rs feel that several support services are:

nect'.wry if they are to be successful in their development as whole language teachers.
More specifically they recognize a need for inservice sessions and mini-courses on
current topics, sharing sessions with teachers outside of their own school and school
tiistricl, and available literature on relevant and current issues. Literature suggests that
all of the supports mentioned are necessary for Ihe development of knowledgeable and
well jnfonned whole language teachers (Fagan, 1989).
Primary education in the Province of Newfoundlancl and Labrad~r has changed quite
extensively over
adopt

l'.

th~

past few years. These changes have required primary teachers to

new philosophy of education. The provincial primary consultant describes the

philosophy of the primary language program, articulated in Experiencing Language- A
£ri.nIin..Laoguage Curriculum Guide (1991), as being ftgovemed by a whole language
philosophy which advocates that language learning is child-centred, not teacher
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dominated" (p.14). She expresses concern thai this whole language philosophy has not
been effectively promoted and inserviced province wide, and as a result, she believes,

a number of different versions of the philosophy are operating throughout the province.

This, she feels, may lead to some less than positive experiences for children.
This field study reveals, however, that within the Conception Bay South Integrated
Schc('l Board, which includes a whole language philosophy in its educational goals,

efforts have been made 10 educate teachers regarding whole language philosophy. Both
the language arts progmm coordinator and the previous primary coordinator identify a

number of whole language activities which were undertaken to assist teachers in
becoming knowledgeable of the topic. However, they point OUI that much of this

infonnation sharing occurred prior to two years ago.
The le;\Cher questionnaire responses and the interviews with primary teachers suggest
that the teachers perceive themselves as whole language teachers and that they are
working wiL'lin a whole language framework, or are heading in that direction. The
teachers seem to be comfortable with the direction primary education is moving in. They
recognize whole language as benefitting both themselves and thdr students. The
responses reveal, also, that teachers see a need for continuous support and assistance if
they are to be successful in implementing programs within the classroom, which reflect
a whole language philosophy.
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Ree:ommendatjons
Based upon the findings of this study the following recommendations are made:

1.

It is recommended that there be increased emphasis on whole language philosophy

in the undergraduate degree program for primary teachers at Memorial University
of Newfoundland.

2.

It is recommended that school board primaryllanguage arts coordinators be
effectively inserviced when new programs are coming on stream.

3.

It is recommended that school boards continue to provide inservice training in the

area of whole language for primary teachers and their principals.
4.

It is recommended that inservice be provided, and possibly repeated, on a yearly

basis to accommodate new teachers.
5. It is recommended that sharing sessions through district wide grade level meetings
be provided for primary teachers.

6.

It is recommended that the position of primary coordinator be reinstated in the

7.

It is recommended that further research be undertaken in the area of ""hole language,

Conception Bay South Integrated School District.

ideall)' on a province wide scale. Such a stud)'
sample and would allow for

ran~om

would.in('~ude

a much larger teacher

sampling. Also, it would include small schools

and multi·grade classrooms. The study might investigate whole language throughout
the entire primary area or at one particular grade level.
8. It is recommended that further research be undertaken to study outcomes of students
who have gone through the school system since the introduction of whole language.

In

Some changes should be made 10 the questionnaire if further research is 10 be
undertaken using this data collection instnlment.
9.

It is recommended fual the items be arranged according to their discussion in
Chapter IV.

10. It is recommended that items 13 and 40 of the questionnaire be reworded in an effort
to clarify them for respondents. Item 13 should slate 'Including yourself, how many

teachers are teaching at your grade level?' and item 40 should stale 'What kind o(

support is offered you?'.
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Doreen Dearing
clo Ms. J. Dymond
Faculty of Education
G.A. Hickman Building
Memorial University of Newfoundland
51. John's, Newfoundland AlB 3X8
Dear Mr. Lee:

I am a graduate student in tlle Department of Education at Memorial University.
I am working under the supervision of Professor Jean Dymond. As part my Master's
degree program in education, I am hoping to undertake a survey of the 49 primary

teachers, grades kindergarten to three, under the Conception Bay South Integrated School
Board, with respect to whole language as it relates to teaching and learning. The study
deals with (a) the extent to which teachers feel knowledgeable about and competent with
whole language, (b) Ihe amount of support and assistance provided to teachers in their

development as whole Ia.,&uage educators, and (c) the types of activities and procedures
or learning experiences in which children are involved, in the primary classroom.
Data for this study will be collected through a questionnaire. To ensure the
validity and reliability of the questionnaire items a pretest of the questionnaire must be
carried out. At this time J would like to ask for your permission to administer the pretest
of the attached questionnaire to 20 teachers within your school district.
Participation in the pretest of the questionnaire is voluntary. Subjects may
withdraw without prejUdice at any time and may refrain from answering any qUe.5tions
they prefer to omit. All information gathered in the pretest is strictly confidential. The
results will be reported on a group basis only and at no time will an individual teacher
or school be identified. The results of my research will be made available to the subjects
and the board upon request. This study has received the approval of the Faculty of
Education's Ethics Review Committee.
[f at any time you wish to speak with a resource person not associated with the
study, please contact Dr. Patricia Canning, Associate Dean, Research and Development,
Memorial University.
I am hoping to administer the pretest of the qUe.5tionnaire during the spring of
1994. As time is a crucial factor, a response to my request as soon as possible would be
greatly appreciated. Thank you for your consideration of this request.
Yours sincerely,
Doreen Dearing

187
Doreen Dearing
c/o Ms. J. Dymond
Faculty of Education

G.A. Hickman Building
Memorial University of Newfoundland
St. John's, Newfoundland AlB 3X8
Dear Mr. Dawe:

I am a graduate student in the Department of Education 3t Memorial University.
I am working under the supervision of Professor Jean Dymond. As part of my Master's
degree program in education, I am hoping 10 undertake a survey of the 49 primary
teachers, grades kindergarten 10 three, under the Conception Bay South Integr:>ted School
Board, with respect to whole language as it relates to teaching and learning. The study
deals with (a) the clttenl to which teachers feel knowledgeable about and competent with

whole language. (b) the amount of support and assistance provided 10 teachers in their
development as whole language educators, and (e) the types of activities and procedu.:es
or learning experiences in which children are involved, in the primary classroom.
At this time I would like to ask for your permission and support to administer the
atlached questionnaire within your school district. As well I would like to conduct a tape
recorded interview with approximately 10 teachers involved in the survey.
Participation in the questionnaire and interview is voluntary. Subjects may
withdraw from this study without prejudice at any time and may refrain from answering
any questions they prefer to omit. All information gathered in this study is strictly
confidential. The results will be reported on a group basis only and at no time will an
individual teacher or school be identified. The results of my research will be made
available to the subjects and the board upon request. This study has received the approval
of the Faculty of Education's Ethics Review Committee.

If at any time you wish to speak with a resource person not associated with the
study, please contact Dr. Patricia Canning, Associate Dean, Research and Development,
Memorial University.
I am hoping to administer the questionnaire and carry out the interviews during
the spring of 1994. As time is a crucial factor, a response to my request as soon as
possible would be greatly appreciated. Thank you for your consideration of this request.
Yours sincerely,
Doreen Dearing
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Doreen Dearing

c/o Ms. J. Dymond
Faculty of Education
G.A. Hickman Building
Memorial University of Newfoundland
St. John's, Newfoundland AlB 3X8

""'----I am a graduate student in the Department of Education at Memorial University.
I am working under the supervision of Professor Jean Dymond. As part my Master's
degree program in education, I am undertaldng a survey of the 49 primary teachers,
grades kindergarten 10 three, under the Conception Day South Integrated School Board, .
with respect to whole language as it relates to teaching and learning, The study deals
with (a) the extent 10 which teachers feeJ knowledgeable about and competent with whole
language, (b) the amount of suppon and assistance provided to teachers in their
development as whole language olducators, and (c) the types of activities and procedures
or learning experiences in which children are involved, in the primary classroom.

Data for this study is being collected through a questionnaire. To ensure the
validity and reliability Jf lhe questionnaire items a pretest of the questionnaire must be
carried out. The pretest will require approximately 30 minutes to complete. The consent
of the superintendent of the Avalon Consolidated School Board has been secured to
proceed with this pretest in your school. As well, this study has received the approval
of the Faculty of Education's Ethics Review Committee.
Participation in the pretest of the questionnaire is voluntary and subjects may
withdraw without prejudice at any time Of may refrain from answering any questions they
prefer to omit. All information gathered in the pretest is strictly confidential. TI,e results
will be reponed on a group basis only and at no time will an individualte.acher or school
be identified. The results of my research will be made available to you upon request.
If you have any questions or concerns please do not hesit'lte to contact me at
home, 738-0269, after 5:30 pm. If at any time you wish to speak with a resource person
not associated with the study, please contact Dr. Patricia Canning, Associate Dean,
Research and Development, Memorial University.
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I would be grateful if you would disuibute an envelope containing a copy of the
attached questionnaire to each of the primary teachers in your sd;ool. The teachers are
requested to complete UIC questionnaire and return it 10 you in a sealed envelope. before

=Thank-.--y-,-ou...,!.or-cyou"....,r.."ti."me,..and=.."as'sf~~~ time I will drop by your school to collect them.
"tours sincerely,

Doreen Dearing
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Doreen Dearing
clo Ms. J. Dymond
Faculty of Education

G.A. Hickman Building
Memorial University of Newfoundland
St. John's, Newfoundland AlB 3X8
0""

_

I am a graduate student in the Department of Education al Memorial University.
I am working under the supervision of Professor Jean Dymond. As part of my Master's
degree program in education, I am undertaking a survey of lhe 49 primary teachers,

grades kinderganen It> three, under the Conception Bay South Integrated School Board,
with respect to whole language as it relates to teaching and learning. The s1udy deals
with (a) the extent to which teachers feel knowledgeable about and competent with whole

language, (b) the amount of support and assistance provided to teachers in their

developmenl as whole language educators, and (e) the types of activities and procedures
or learning experiences in Hhich children are involved, in the primary c1as.~room.
The survey involves questionnaires and tape recorded interviews, each of which will
require approximately 30 minutes to complete. Participation :n both is voluntary and
subjects may withdraw from this study without prejudice at any time or may refrain from
answering any questions they prefer to omit. All infonnation gathered in this study is
strictly confidential, The results will be reported on a group basis only and at no time
will an individual teacher or school be identified. The results of my research will be
made available to you upon request.
This study has received the consent of the superintendent of the Conception Bay
South Integrated School Board and the approval of the Faculty of Ehcation's Ethics
Review Commitlee.
If you have any questions or concerns please do nol hesitate to contact me at home,
738..Q269, after 5:30 pm. If at any time you wish 10 speak with a resource person not
associated with the study, please contact Dr. Patricia Canning, Associate Dean, Research
and Development, Memorial University.

1 would be grateful if you would distribute an envelope containing a copy of the
attached questionnaire to each of the primary teachers in your school. The teachers are
requested 10 complete the questionnaire ant: return it to you in a sealed envelope, before
Thursday, April 28, 1994 at which time 1 will drop by your school to collect them.
Thank you for your time and assistance.
Yours sincerely,
Doreen Dearing
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Doreen DearinJt
clo Ms. J. Dymond
Faculty of Education
G.A. Hickman Building

Memorial University of Newfo..ndland
St. John's, Newfoundland AlB 3XB
Dear fellow teacher,
I am a graduate student in the Department of Education at Memorial Ur.;versity.
I am working under the supervision of Professor lean Dymond. As part rn)' Master's
degree program in ed!lcation. I am undertaking a survey of the 49 primary teachers,
grades kindergarten to three, under the Conception Bay South Integrated School Board.
with respect to whole language as it relates to teaching and learning. The sluciy deals
with (a) the extent to which teachers. feel knowledgeable about and competen~ with
whole language. (b) the amount of support atId assistance provided to teachers in .heir

development as whole language educators, and (c) the types of activities and procedures
or baming experiences in which childrt",n are involved, in the primary classroom.
Data for this study is being collected through a questionnaire. To ensure the validity
and reliability of the questionnaire items a pretest of the questionnaire must be carried
out. I would be grateful if you would participate in this pretest activity by completing the
attached questionnaire. It will require approximately 30 minutes to complete. The consent
of the superintendent of the Avalon Consolidated School Board has been secured 10
proceed with this pretest in your school. As well, this ~t.udy has received the approval
of the Facully of Education's Ethics Review Committee.
Participation in the pretest of the questionnaire is voluntary and you may withdraw
without prejudice at any time or may refrain from answering any questions you prefer
to omit. All information gathered in the pretest is strictly confidentiaL The results will
be reported on a group basis only and at no time will an individual teacher or school be
identifid. The results of my research will be made available 10 you upon request.

If y.>u have any questions or concerns please do nol hesitate to contact me at home,
738-0269. after 5:30 pm. If at any time you wish to speak with a resource person not
associated with the study, please contact Dr. Patricia Canning, Associate Dean, Research
and Development, Memorial University.

194

Upon completion of the questionnaire please place it in the envelope provided; seal
lhe envelope and pass it a101lg to your principal.This should be. done on Of before

"'Than=.'"',.=oul"",'"'""='"'time=,, : :id' e~o~h:~hC::I:U;~I~~::U:~~~1 to pick il up.
Yours sinc:erely.
Doreen Deilring
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Dorten Dearing

c/o Ms. J. Dymond
Faculty of Education
G.A. Hickman Building
Memorial University of Newfoundland
St. John's, Newfoundland AlB 3X8
Dear fellow teacher I
I am a graduate student in the Department of Education at Memorial University.
I am working under the supervision of Professor Jean Dymond. As part of my Master's
degree program in education, I am undertaking a survey of the 49 primary teachers,
grades kindergartell to three. under the Conception Bay South Integrated School Board•.
with respect to whole language as it rclates to teaching and learning. The study deals
wilh (a) the extent 10 which you, the teacher, feel knowledgeable about and competent
with whole language, (b) the amount of support and assistance provided to you in your

development as a whole language educator, and (c) the types of activities and procedures
or learning experiences in which children are involved, in your classroom.
I would be grateful if you would complete the attached questionnaire. It will require
approximately 30 minutes to complete. In addition to the questionnaire I wish to conduct
a tape recorded interview with primary teachers. The interview will involve questions
pertaining to whole language teaching and learning. An additional 30 minutes will be
required should you agree 10 an interview.
Participation in this study is voluntary and you may withdraw without prejudice at
any time or may refrain from answering any questions you prefer to omit. All
infonnation gathered in this study is stricUy confidential. The results will be reported on
a group basis only and at no time will an individual teacher or school be identified. The
results of my research will be made available to you upon request.
This study has received the consent of the superintendent of the Conception Bay
South Integrated School Board and the approval of the Faculty of Education's Ethics
Review Committee.
If you have any questions or concerns please do not hesitate to contact me at home,
738-0269, after 5:30 pm. If at any time you wish to speak with a resource person not
associated with the study, please contact Dr. Patricia Canning, Associate Dean, Research
and Development, Memorial University.
Upon completion of the questionnaire please place it in the envelope provided; seal
the envelope and pass it along to your principal. This should be done on or before
Thursday, April 28, 1994 at ;'Jhich time I will drop by your school to pick it up. Thank
you for your time and effon in completing this questionnaire.
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If you are willing to grant a tape recorded interview, upon request, p!e;lSe complete
and return, along with your questionnaire, the bottom portion of this sheet. Please nole
that the tape will be edited by the re~cher and erased after the data has been compiled.
When I have received your consent I will contact you to arrange a convenient interview

time.
Thank you for your consideration of this request.

Yours sincerely,
Doreen Dearing

I
(primary teacher) hereby consent to participate in this study
by granting a tape recorderl interview 10 Doreen Dearing. I understand that participation
is entirely voluntary and that I can withdraw my permission at any time. All information
is strictly confidential and no individual will be identified.

Date

Teacher's Signature

Name of School
School Telephone Number
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PRETEST QIJESTIONNAIRE
As you complete this questionnaire please make note of (a) any questions which are
ambiguous, (b) any additional qucstions you feel should be included, and (e) any points
you feel could lead to improving this questionnaire. Notes can be writlf'.n alongside
individual questions or in the space provided at the end of the questionnaire.
Please answer the following questions by circling a number at the right.
1.

What are your academic qualifications?
B.A. (Ed.) Primary
B.A. (Ed.) Elementary
B.Ed. Primary
8.Ed. Elementary

Oth,;..l, please specify

2.

discussed?
Yes
No

If yes, please specify how many. _ _

3. When did you last enroll for a university course?
Wilhin the past year
1·5 years ago
6-10 years ago

IH5 years ago
16-20 years ago
4.

_

Have you completed university courses in which whole language has been

To what age group do you belong?
25 years and under

26-35 years
36-45 years
46-55 years
Over 55 years
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5. For how many years have you taught, including this present ycar7
I year or Jess

2-5 l='
6-lOyeacs
11~15 years
16-20 years
More than 20 years

6. For how many years have you taught primary?
1 year or less
2-5 years
6-10 years
ll-lS years
16-20 years

More than 20 years
7.

How many yean have you taught with the Avalon Consolidated School Board?

8. To which of the following professional gJ'OlJPS do you belong?
Primary Special Interest Council
Elementary Special Inltrest Council
Reading Spet:ial Interest Council
Special Education Intert.5t Council
00"" please ,p.dfy
9.

_

How many children are in your primary class?
Fewer than 20

2(}-25
26-30
31-35
More than 35, please specify

_
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10. Which primary grade(s) do you teach'?
K
I

II
III

Multi-grade, please specify grades

_

11. Which of the following best describes your program?

Infonnal program
Fonnal program
Mixture of fonnal and informal

12. What type of scheduling is used in your classroom?
Flexible
Fixed
13. How many other teachers are there teaching the same grade as you?

None
One

Two
Thr..
Four
More than four

14. If there are other teachers teaching the same grade with you, do you do:
(a) Team planning?
Ves
No
(b) Team teaching'?

Ves
No
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IS. Which best describes the seating llmll1gement of your classroom?
Rows
Semicircle or circle

SmaIl groups
Other, please specify

_

16. How often are your children in informal arrangements sLlch as sitting or lying
on the floor?
'
Always
Frequently

Occasionally
Never

17. Do you have a classroom library?

y"
No

If yes, approximately how many uade books and magazines does it contain?
50 or less
51·\00
101-150
151·200
More than 200

18. Is there a library in your school'?
y"
No

If yes, how useful is the library when you are loo1cing for whole language
materials (i,e. trade books, magazines, audio-visual materials) '1
Very useful
Somewhat useful
Of limited usc
NOluseful alaIl
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19. Do you arrange field trips for your class?
Yes
No
If yes, approximately ilow many per year?
Fewer than 5
More than 5

20, How often do guest speakers come into your classroom'?
At least once a week
Once a month
Once every term
Not at all
21. How much preparation time do you have during the regular teaching day?

None
Approximately I hour per week
Approximately 2 hours per week
Morc than 2 hours per week
22. How do you evaluate the progress of the children in your class? (You may
select more than one item.)

Standardized tests
Teacher made tests

Teacher observation
Teacher/pupil conferences
Other, please specify

_

23. How do you record the progress of the children in your class? (You may select
more than one item.)
Daily record book
Weekly records
Frequent short notes from observations
Portfolio of children's work

Other, please specify
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24. How is the tcxlbook regarded in your classroom"!
As a major source
As a framework to be used along with other resources

25. Do you use a basal reading series?
Yes
No

26. If yes:
(a) Which series do you use?

Networks
Other, please specify

_

(b) How do you use it?

As a major source
As a framework to be used along with other resources

27. In your teaching, do you integrate subject areas (for example. rna::. and science)
or are they lo'.a1ly separate areas of instruction?

Integrate
Separate
28. How is literature used in your classroom?

As a primary teaching tool
As a teaching tool in conjunction with a basal reading series

As an extra activity when other work is complete
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29. How is the oral language of your students promoted and developed within your
classroom? (You may select more than one item.)

Author's chair
Book discussions

Questioning techniques
Oral reports
Class prec;entations
Cooperative learning groups

Other, please specify

_

30. How do you teach phonics?
Notal all
As fragmented skills in isolation

In the context of a whole text

31. How do you teach spelling and grammar?
Not al all

As fragmented skills in isolau,,"
In the context of a whole text

32. How often do you read to your students?
Once daily

Twice daily
Three times daily
More than three limes daily
33. How is student reading accomplished in your classroom? (You may select more
than one item.)
Sustained silent n:ading

Shared reading (with a friend)
Assisted reading (with a teacher}
Literature groups
Other, please specify

_
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34. How often are your students engaged in sustained silent reading or buddy
reading?

Daily
2-3 times per week
Weekly
35. How often are your students engaged in some (onn of meaningful writing?

1-2 times per week
34 times per week
Daily
36. What type of grouping do you do in your classroom?

Ability grouping
Interest grouping
Other, please specify

_

37. Does the principal al your school show an active interest in and support for the
p.ograms and/or approaches utilized in your classroom?
Ye,
No

38. Does your school board office offer any help/support which directly affects

your work in the classroom?
Y",
No

If yes, what kind of support is offered you? (You may select more than one item.)

Inservice sessions
District collections of materials
Help with development of themes
Technical help (i.e. computers)

Bibliographies

Other, please specify

_
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39. Are the school board consultants easily accessible when you need them?
Ye,
No
40. Ha'y'e you received any workshops or inservice sessions regarding ·whole

language"?

Yes
No

If yOll have had inservice, please specify the exact topics deall with.

,'I. Does your school subscribe to any professional journals'?

Yes
No
42, How often do you read professional literature?

Never
Weekly
Monthly
43. From where do you obtain professional literature?

Subscribe to personally
School1ibrary
Public libraries
Queen Elizabeth II Library (MUN)
44. How many articles about whole language have you read?

None
1-3
4-7
8-10

More than 10
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45. How many books about whole language have you read?

None
0",

More than one
46. How would you define whole language'?
As an approach

As a practice
As a perspective on learning
As a belief system, or a philosophy
47. Is whole language limited to the language arts?

y"
No

48. Can whole language eltlend across all curriculum areas?
Yes
No
49. Do you consider yourself to be a whole language teacher?

y"
No

50. If yes:

(a) How important do you feel it is to have clearly stated objectives for
the learning experiences you provide?
Very important
Somewhat important

Not Important
(b~

Where do you obtain your objectives? (You may select more than one item.)

Textbooks
Curriculum guides

Student needs

Other, please specify

_
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(e) Indicate whether or nlot the following teaching strategies are used by

you in your whole language classroom. (You may seloct more than
one item.)

Themes
Learning Centres
Team Teaching
Small Group Work

Cooperative Learning Groups
(d) How comfortable are you with your status as a whole language teacher?
Very comfortable
Somt'what comfortable

Somewhat uncomfortable
Very uncomfortable
(e) What is your role as a whole language teacher?

(I) What is the students' role in your whole language classroom?

(g) What are the benefits for you as a whole language teacher?

(h) What are the benefits for the students involved in your whole language
classroom?
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(i) Are you receiving adequate assistance and support in advancing your
understanding and knowledge of whole language?

(j) What support do you see as essential in ensuring your successful

development as a whole language teacher?

Ambiguities, concerns and suggestions.
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QUFSTIONNAIRE
Please answer the following questions by circling
indicated, you may circle more than one number.
1.

~

number at the right. Where

What are your academic qualifications?
B.A.

B.A. (Ed.) Primary
B.A. (Ed.) Elementary
B.Ed. Primary
B.Ed. Elementary
M. Ed.
Other, please specify
2.

_

Have you completed university courses in which whole language has been

discussed?
Yes
No

If yes, please specify how many.
3.

Within the past year
1-5 years ago
6-10 years ago
11-15 years ago
16-20 years ago
4.

_

When did you last enroll for a university course?

To what age group do you belong?
25 years and under
26-35 years
36-45 years
46-55 years
Over S5 years
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S.

For how many years have you taught, including this present year?
1 year or less
2-5 yean
6-10 years
11·15 years
16-20 years

More than 20 years
6.

For how many years have you taught primary?

I year or less
2-5 years
6-10 years
11-15 years
16-20 years
More than 20 years
7.

How many years have you taught with the Conception Bay South Integrated
School Board'
_

8.

To which of the following professional groups do you belong? (You may select

more than one item.)

Primary Special Interest Council
Elementary Special Interest Council
Reading Special Interest Council

Special Education Interest Council
Other, please specify

9.

_

How many children are in your primary class'?
Fewer than 20
20-25

26-30
31-35
More than 35, please specify

_
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10. Which primary grade(s) do you teach?
K
1

11
111

Multi-grade, please specify grades

_

11. Which of the following best describes your program?

Informal program

Fonnal program
Mixture of formal and informal

12. What type of scheduling is most often used in your classroom?
Flexible

Fixed
Mixture of flexible and fixed
13. How many other teachers are there teaching the same grade

~

you?

None
One

Two
Three
Four
More than four
14. If there are other teachers teaching the same grade with you, do you do:
(a) Team planning?

Yes
No

(b) Team leaching?

Yes
No
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15. Which best describes the seating arrangement of your classroom'?
Ro...
Semicircle, circle, or square

SmaIl groups
Other. pleasespc:cify

_

16. How often are your children in informal arrangements such as silting or lying
on the floor'!

Always
Frequently
Occasionally
Never
17. Do you have a classroom librnry?

y"
No

If yes, approximately how many trade books and magazines does it contain?
50 or less
SI-IOO
IOI-ISO

151-200
More lhan 200
18. Is there a library in your school?

y"
No

If yes, how useful is the library when you are looking for whole language
materials (i.e. tnJ,de books, magazines, audio-visual materials) '1

Very useful
Somewhat useful
Of limited use
Not useful at all
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19. Do you arrange field trips for your class?

Yes
No

If yes, approximately how many per year?
5 or fewer
More than 5
20. Approximately how often df) guest speakers come into your classroom?

Once a week
Once a month

Once every two months
Once every term
Not at all
21. Approximately how much preparation lime do you have during the regular
teaching week?
None
1 hour per week
1.5 hours per week

2 hours per week
More than 2 hours per week
22. How do you evaluate the progress of the children in your class? (You may
select f1lore than one item.)
Standardized tests
Teacher made tests

Teacher observation
Teacher/pupil conferences
Student projects and reports
Student journals or 1eamin5 : "JS

Portfolio of student's work

Glher. please specify

_
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23. How do you record the progress of lIIe children in your class? (You may select
more than one item.)

Checklists
Anecdotal records
Running records
Daily record book
Weekly records
Frequent short notes from observations
Portfolio of student's work

Other, please specify

_

Kindergarten teachers omit questions 24, 25, and 26.
24. How is the textbook regarded in your classroom?

As a major source
As a framework to be used along with other resources

25. Do you use a basal reading series?
y",
No

26. If yes:
(a) Which series do you use?

Networks
Other, please specify

_

(b) How do you use it?

Asa

m~orsource

As a framework 10 be used along with other resources
27. In your teaching, do you integrate SUbject areas (for cXQmple, math and science)

or are they totally separate areas of instruction?
Integrate
Separate

Integrate and separate
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28. How is literature used in your classroom'?

As a primary teaching tool
As a teaching tool in conjunction with a basal reading series

As an extra activity when other work is complete
29. How is the oral language of your students promoted and developed within your
classroom? (You may select more than one item.)

Shared reading
Sharing time
Author's chair

Book discussions
Questioning techniques

Class presentations
Cooperative learning groups
Other, please specify

_

30. How do you teach phonicst (You may select more than one item.)
Not at all
As fragmented skills in isolation
In the context of a whole text
Short focused lessons

31. How do you leach spelling and grammar? (You may select more than one item.)
Not at all
As fragmented skills in isolation
In the context of a whole text
Short "ocused lessons
32. Approximately how often do you read with your students?
Once daily

Twice daily
Three times daily
More than three times daily
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33. How is student reading accomplished in your classroom? (You may select more
than one item.)

Sustained silent reading
Shared reading (with a peer)
Buddy reading
Assisted reading (with a teacher)
Literature groups
Home reading program
Other, please spec:ify

_

34. How often are your students engaged in sustained silent reading?

Daily
2-3 times per week
Weekly
Not at all

35. How often are your siudenls engaged in buddy reading?

Daily
2·3 times per week

Weekly
Not at all

36. How often are your students engaged in shared reading with a peer?

Daily
2-3 times per week

Weekly
Not at all

37. How often are your students engaged in some form of meaningful writing'?
1-2 times per week
3-4 times per week
Daily
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38. What type of grouping do you do in your classroom?
Ability grouping
Mixed ability grouping
Interest grouping
Sometimes mixed ability and sometimes interest grouping
Other, please specify

_

39. Does the principal at your school show an active interest in and support for the

programs and/or approaches utilized in your classroom?
Yes
Somewhat
No

40. Does your school board office offer any help/support which directly affects
your work in the classroom?

Yes
Somewhat
No

Jfyes, what kind of support is offered you? (You may select more than one item.)
Inservice sessions

District collections of materials
Help with development of themes
Technical help (i.e. computers)

Bibliographies
Other, please specify
41. Are the school board consultants easily accessible

Yes
Somewhat
No

_
wh~

you need them?
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42. Have you received any workshops or inservice sessions regarding ·whole
language"?
Yes
No

If you have had inservice, please specify the exact topics dealt with.

43. Does your school subscribe to any professional journals?
Yes
No
44. Approximately how often do you read professional literature?

Never
Weekly
Monthly
45. From where do you obtain professional literature? (You may select more than

One item.)

Subscribe to personally
School library
Public libraries
Queen Elizabeth II Library (MUN)

46. How many articles about whole language have you read?
None
1-3
4-7
8-10

More than 10
47. How many books about whole language have you read?

None
One
More than one
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48. How would you define whole language?
As an approach
As a practice

As a philosophy
49. Is whole language limited to the lan&'::\gc ans1
Yes
No

50. Can whole language extend across all curriculum areas'?

Ye,
No

51. Do you consider yourself to be a whole language teacher?

52. If yes:
(a) How important do you feel it is 10 have clearly slaled objectives fOT

the learning experiences you provide?
Very important
Somewhat important
Not Important
(b) Where do you obtain your objectives? (You may select more than one item.)
Textbooks
Curriculum guides
Student needs
Professional literature

Other. please specify

_
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(e) Indicate whether or not the following teaching strategies are used by
you in your whole language classroom. (You may select more than

one item.)
Themes

Learning Centres
Team Teaching
Small Group Work
Cooperative Learning Groups
(d) How comfortable are you with your status as a whole language teacher?

Very comfortable
Comfortable

Uncomfortable
Very uncomfortable
(e) What is your role as a whole language teacher?

(I) What is the students' role in your whole language classroom?

(g) What are the benefits for you as a whole language teacher?

(h) What are the benefits for the students involved in your whole language

classroom?
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(i) Are you receiving adequate assistance and support in advancing your

understanding and knowledge of whole language'!

(j) What support do you see as essential in ensuring your successful

development as a whole language teacher?

Comments and/or concerns.
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Appendix E
Letter to Primary Consultant and Program Coordinator
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Doreen Dearing
c/o Ms. J. Dymond

Faculty of Education
G.A. Hickman Building

Memorial University of Newfoundland
St. John's, Newfoundland AlB 3X8

lleM

_

I am a graduate student in the: Department of Education at Memorial University. I
am working under the supervision of Professor Jean Dymond. As part of my Master's
degree program in education, I am undertaking a survey of the 49 primary teachers,
grades kindergarten to three, under the Conception Bay South Integrated School Board,
with respect to whole language as it relates to teaching and learning. The study deals
with (a) the extent to which teachers feel knowledgeable about and competent with whole
language, (b) the amount of support and assistance provided to teachers in their
development as whole language educators, and (e) the types of activities and procedures
or learning experiences in which children are involved, in the primary classroom.
I would very much like to receive lne views of primary consultants kIth at the
school board and the Department of Education level regarding this topic. I would greatly
appreciate it if you would grant me a tape-recorded interview at your convenience. It will
require approximately 30 minutes to complete.
Participation in this study is voluntary and you may withdraw without prejudice at
any time or may refl'ltin from answering any questions you prefer to omit. All
information gathered in this study is strictly confidential and at no time will you be
identified. Tapes will be edited by the researcher and erased after the data has been
compiled. The results of my research will be made available to you upon request. This
study has received the approval of the Faculty of Education's Ethics Review Committee.
If you have any questions or concerns please do not hesitate to contact me at home,
738.Q269, after 5:30 pm. If at any time you wish to s~ with a resource person not
associated with the study, please contact Dr. Patricia Canning, Associate Dean, Research
and Development, Memorial University.
If you are willing to grant a tape recorded interview, please complete and return the
attached consent form to me. When I have received your consent I will contact you to
arrange a convenient interview time. Thank you for your consideration of this request.
Yours sincerely,

Doreen Dearing
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participation is entirely voluntary and that I can withdraw my permission at any time. All
information is strictly confidential and no individual will be identified.

lhle

Primary Consultant's/Coordinator's Signature
Telephone Number
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Appendix F
lntenlcw Schedules For
Consultant, Coordinator, and Primary Teachers
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'nlcntew Schedule for Provine!" Primary Consultant

1, How would you define your role as a provincial primary consultant with the
Department of Education?
2. Does the Depanment of Education have a policy regarding whole language

philosophy? If so, what is this policy?
3. How does this policy get into the classroom?
4. (a) In your opinion, are there benefits of whole language for teachers? If so, what
are they?
(b) What do you see as being the benefits for children in the whole language

classroom?
S. How much focus is placed on supporting and implementing programs that are
consistent with whole language philosophy?
6. (a) To what extent do you work with primary coordinators in the interest of the

primary grades and in improving the quality of instruction?
(b) Are the primary coordinators given opportunities to provide input inlo provincial
curriculum planning for lhe primary grades?

7. To what extent do you work with primary coordinators towards developing programs
that can be characterized as whole language'?
8. To what extent do you have direct contact with teachers in primary classrooms'?
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Interview Schedyle tor Prngmm CoordlnatQr

1. How would you define your role as a program coordinator with the Conception Bay
South Integrated School Board?
2. Does the School Board have a policy regarding whole language philosophy? If so,
what is this policy?
3. How does this policy get into the classroom?
4. (a) In your opinion, are there benefits of whole language for teachers? if so, what
are they']
(b) Wllal do you see as being the benefits for children in the whole language

classroom?
5. How much focus is placed on supporting and implementing programs that are
consistent with whole language philosophy?
6. To what extent do you work witlt primary teachers in the interest of Ihe primary

grades and in improving the quality of instruction?

7. To what extent do you work with the provincial primary consultant?
8, Are you involved with any in·service sessions with respect to whole language
philosophy?
9, What do you consider to be the major problem(s), if any, in motivating teachers to
adopt the whole language philosophy of education?
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loteo!,,, Schedule (or Primary Teadlers

I. What is your understanding of whole language?

2. (a) In your opinion, what is the role of the teacher in the whole language classroom?
(b) What is the role of the student?

3. Can you describe some of the types of activities your students are involved in?

4. What is your opinion regarding the teaching of phonics, spelling, and grammar?
5. How do you evaluate student growth and progress?

6. (a) Do you consider yourself to be a whole language teacher?
(b) If so, how comfortable are you with this status?

7. (a) In your opinion, are you receiving adequate support and assistance in advancing
your understanding and knowledge of whole language?
(b) If yes, what types of support are you receiving and from where is Ihis support

coming?
(c) What types of support do you see as essential in ensuring your successful
development as a whole language teacher?
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Appendix G
Edited Transcripts or Interviews with Consultant,
Coordinator, and Prhnary Teachers
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Edited TrallSl:ript or Interview Conducted witb tbe
ProYlDcial Primary CODSUltanl

Department or Edutation
Newroundland and Labrador
St. JOOn's, Newfoundland

Question 1

How would you

defin~

your role as a primary consultant with the Department of

Education?

Response

As it stands right now my role as a provincial primary consultant involves a couple of
different areas, early childhood being one of them. In the area of early childhood 1 am
responsible for looking at programs; but then other things would go to social services.
We have a link to social services through various committees that I would be involved

in, Juch as the Legislative Review Committee which I am a member of. Social services
has that committee in place to look at legislation (or early childhood programs and school
facilities and so on. Beyond that then my role moves into Idnderganen and grades one
to three. I'll talk about my role in terms of these primary grades, given that my role in

early childhood i~ kind of different and because of the link with social services. In terms
of the primary grades I am involved with developing curriculum. Of course that would
be done by bringing in people from the field--teachers, program coordinators, and so on.

We would work together to develop programs. I have a role, as well, in terms of
implementation, but that side of things would be minor in terms of my role here at the
Department of Education. Then in terms of identifying resources for the primary grades,
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there is a role for me to playas well. Again I would work through a committee. I would
bring in a committee to help me look at resources. So there wouldn't be just one person
looking al resources or just one person developing curriculum, but rather I would have
a group of teachers or program coordinators from the field helping me to do it. Right
now I'm involved in work with the Royal Commission and one of the terms of reference
we are grappling with is the full-day kindergarten. I have a working group together for
that purpose and our first step in this process is 10 look at what's available in terms of

curriculum programs across the country.

Questioo2
Does the Department of Education have a policy regarding whole language philosophy?
If so, what is this policy?

Response
In terms of whole language I feel that our curriculum document ~dencing I..,nguilge

articulates a whole language philosophy. Right now Dr. Ed. Jones is working on a
framework for langua,ge arts for grades kindergarten 10 three and he too is using the
philosophy which is articulated in Experiencing J i1np!!age to develop targets for language
arts. The primary language program, described in Experiencing I.anguage, values Ihe use

of holistic stnltegies which are concerned with systems of learning, such as using quality
literature for reading instruction and the use of children's own language for reading and
writing activities. It's governed by a whole language philosophy which advocates that
language learning is child-centred, not teacher dominated, that language is integrated not
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fragmented, that children learn by being actively involved in authentic language

activities; they learn in other words by talking and doing and not by passive listening.

Question 3
How does this policy get into the classroom'!

Response
That's a difficult question 10 answer, but one which I will try to answer and be as
upfron! and straightforward about as I can be with this. The policy regarding the whole
language philosophy actually should come from the Department of Education, to the

primary coordinators at the district level and then from there to the teachers within the
schools. In terms of what's been happening though with whole language philosophy, I
really believe that in many respects, it hasn't had a chance 10 work. I feel that there are

so many different versions of whole language philosophy around this province right now
that we have a real problem on our hands. The versions of reality that are operating right
now, in schools, J<Illge from a free for all where anything goes, and not to blame
teachers at all, because I believe that they have been at a disadvantage in that they have
not been properly inserviced in terms of whole language philosophy. And in trying to
deal with wnat they perceive as the whole language philosophy, as being the way to go,
teacheu have tried to deal with it the best way they could and often the view or version
of whole language that might be operating within ;j, district or within a school can be less
than positive in terms of experiences for the children. It varies from one district to
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another, from one school to another, and even from one classroom to another. Actually,
J had a call from a kindergarten teacher just recently. She's in a three-stream school and
she was saying that basically her and her two co-workers are operating in a different way

because of a different philosophy or a different perspective of what this philosophy really
is. There seems to be a breakdown in relaying infonnation regarding whole language
philosophy at every level. from the university. to the department of education, right on
down to the district and school levels.

Question4(a)
In your opinion are there benefits of whole language for teachers'? If so, what are they?

Response
Yes, I feel that there are benefits of whole language for teachers if, again I'd like to
preface it with this, it is implemented properly and is inservicerl the way I think it should

be inserviced. I feel that it allows teachers more flexibility to make use of knowledge
they have about the way children learn, children's learning styles. and their stages of
development. It allows the teacher to be flexible and to develop a program, or to bring
a program into the classroom that meets the needs of children, rather than feeling that
you are restricted to textbooks and programs that are already in place. It allows teachers
to move away from a subject-oriented cuniculum to one that is more holistic, more
integrated, and more in keeping with the way children learn.
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Questlon4(b)
What do you see as heing the benefits for children in the whole language classroom'?

Response
There would be a little bit of an overlap here I believe. In terms of the children as well,

I see it as a pulling together, a completeness, a holistic approach to learning thai isn't
(here with the traditional subject-oriented approach to learning. It gelS children away
from the drill and practice and the kinds of experiences that really are not in keeping
with the way children learn. But, I think the big thing is the focus on program, let's
make sure that the children fit inlo this program; whereas it should be the other way
around with the program matching the children's needs.

Question S
How much focus is placed on supporting and implementing programs that are consistent
with whole language philosophy?
Response
I feellhat there is not enough t'f a focus, not enough emphasis, placed on implementing
programs that would be consistent with the whole language philosophy. I think again we
can go l)ack to inservice, inadequate inservice; I think there hasn't been adequate
inservicing. And I can't say this relates to any particular level. I think we're all in it
together--the department of education, the districu, the schools, and I would include the

236
university, the faculty of education in this as well. I think the support hasn't been there

because it hasn't been implemented properly.

Question '(a)
To what extent do you work with primary coordinators in the interest of the primary
grades and in improving the quality of instruction?

Response
As you're aware I haven', been in this position vel)' long, just since January, bUI I'll

answer it as would normally be the case for the primary consultant. A primary consultant
would be involved with the primary coordinators at the district level to the extenlthat I
would be involved with inservicing primary coordinators when new programs are coming
on stream. In terms of change of philosophy, then again, the primary consultant at the

department level would be involved with inservicing the coordinators in Ihis area as well.
In addition to that the primary consultant would be looking for feedback periodically
from district coordinators to

assess the needs of schools, the needs of teachers, and

program needs. There's another

area as well and that's the involvement of program

coordinators on working groups and steering committees with the department of
education. Of course I would be looking to primary program coordinators to work with
me in tenns of developing programs. So consultants don't develop programs on their
own, and when I say programs I mean curriculum guides. I'm not thinking in terms of
resources. Primary coordinators would certainly be involved at the curriculum
develOr)rnent stage,
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Question 6(b)

Are the primary coordinators given opportunities to provide input into provincial
curriculum planning for the primary grades?

Response

Absolutely. They would be involved initially in developing the needs assessment and then
moving from there to developing a philosophy and so on, and so on. They would be
involved in (he whole exercise of developing curriculum. Then after a program is

developed it would move to a pilot stage where, again, coordinators would be involved
with monitoring the pilots in their schools.

Question 7

To what extent do your work with primary coordinators towards developing programs
that can be characterized as whole language?

Response
The program which we have in place right now, Experiencing haruage, as I said

earlier, articulates a whole language philosophy and the primary coordinators would have
been involved in the whole process of developing that program. Apart from that, the
primary coordinators would be involved with identifying resources that would be
conducive to and in kCC"ling with a whole language philosophy. The coordinators would
then take this knowledge to teachers. The resources would be authorized or
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recommended by the department and there are two categorizes, authorized resources and
recommended resources.

Question 8

To what extent do you have direct contact with teachers in primary classrooms?

Response
First of all I'd like to say that a primary consultant moves through the district person

who is the primary coordinator. or somebody who is filling that role. But, in addition to
going through the district to teachers, I think basically what I see myself doing is getting
involved with teachers when needs are identified. The coordinator would be the most
likely person who would be in a position to identify situations where the consultant could
get involved with teachers. Sometimes teachers will contact the consultant with concerns
they have regarding CUrriculum, programs that are in place, and so on. This certainly
helps me and I really like to get fee<J·back from the classroom level, because I think it
keeps me in tune with what is happening and I think it is really important to hll.ve that
link there. After you have been away from the classroom for some years, you would tend
to lose touch. So I think it is really important to hear from teachers. But, in terms r.f
what I could do, strictly speaking, I would have to go through

c~rdinators

and I could

be invited by coordinators or by principals, through there coordinators, to do inservice

with their teachers, or help with and support inservice. Sometimes the primary special
interest councils invite consultants to give an inservice in a particular area, but again,
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they would identify the need. Basically the coordinalOf would be the teachers' link with
thedepa.rtmenl.
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Edited Traoscript or Interview Conducted with the
Language Arts Program Coordinator

Conception Bay Soutb Integnted Scho.... Board
Manuels,Newfoundland

Question 1
How would you define your role as a Program Coordinator with the Conception Bay
South Integrated School Board'!

Response
Well my areas of responsibility right now are primarily language arts kindergarten to
grade twelve, and also French, music, and art. The role has changed from just being a

curriculum person to actually having more administrative responsibilities, because of all

the areas I'm coordinating. I have been responsible for the kindergarten to grade three

part for only two years. Up until that time we had a primary coordinator who functioned
as someone who tied the curriculum together; she was responsible for all curriculum
areas, including the language arts. So the role of the primary coordinator would be
different from my role. The primary coordinator was responsible for all areas and the
subject area people,

sur.~

as myself, worked with her. Now in our board the program

coordinator is responsible for a particular subject all the way through from kindergarten
to grade twelve. The previous primary coordinator established quite a background and
foundation in her area. So from the )Xlint of view of the primary I have simply been
enforcing, or carrying on, or following through what has already been established. In
terms of a coordinator generally, it is my role to make teachers aware of an article on
what's happening currently or some disagreement with what's happening currently, or
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in our case to assess our language instruction as to what our practices should be in
carrying out the provincial curriculum guide Experiencing Language.

Question Z
Does

the school board have a policy regarding whole language philosophy? If so, what

is this policy?

Response
I don't think you can call it a policy, but at the same time it is in our Strategic Plan.
Right now the goals of the board,of which we have twenty or twenty-one, are reviewed
annually by the principals and vice-principals,who make suggestions for changes, and I
would consider that to be a general policy booklet. As far as whole language goes, the
statement in there, which is goal number eight, is the closest we have to what our policy

is and what our philosophy is. What we are saying, and it has been changed now and
it will be going out to schools soon, is

~to

ensure an approach to language instruction

that includes the direct leaching of skills and strategies as an integral part of an whole
language

philosophy~.
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Question 3

How does this policy get into the classroom?

Response
In our case, it is in our goals for the board; it is there and it is an important goal for the
board. The details of that policy or the characteristics of that instruction are really the

responsibility of the language arts coordinator to clarify, and to do so through discussions
with the principals and to

pUI

it on paper. Then either through staff meetings, through

principals, or through after school meetings 10 try to clarify that policy. It is really the
role of the administrators of the board, the coordinators and the principals 10 clarify the

policy for teachers.

Question 4(a)

In your opinion, are there benefits of whole language for teachers1 If so, what are they?

Response
Yes, I think there are, definitely. I guess I really see it

~

a way for teachers 10 have

more ownership over the instruction for their students and to give them a sense of
empowerment over knowing that they are the curriculum people, thai they can design
curriculum, that they can teach curriculum, and that they are the experts when it comes
to that whole area. It really does give them more power as teachers when they believe
in whole language, because whole language is not confined to a book where everything
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can be mapped out just so and everyone does everything from pages 1·35 today. With
whole language, teachers can become their own curriculum developers. At the same

time there is a time factor and teachers need the resources. Also. I believe thai if you

are an whole language teacher and believe in it you become much more informed. You
become much more comfortable, competent and confident with leaching generally and

you're using your Icnowledge base and expanding it.

Question 4(b)
What do

y(lll

see as being the benefits for children in the whole language classroom?

Response
There are a lot of benefits for children. When you think about the whole language

philosophy generally, one of the components of it is thai students are actively engaged

in learning and there is a social context for learning. So they learn with others,
interacting with others, interacting with a variety of real material, not just artificial

isolated workbook material, but meaningful materials. They write for a purpose and they
read for a purpose. So meaning is at the forefront and what they are doing is therefore
more interesting to them and more valuable to them.
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Question 5

How much focus is placed on supporting and implementing programs that are consistent
with whole language philOSOflhy'!

Again in our district we've done a lot of work in the area that bas been ongoing over the
years. We've had major inscn-ices on whole language, about four or five years ago, with
our primary and elementary teachers. Up until three years ago we had so much time

devoted 10 whole language and language arts in our district; we had two full time people
focusing mainly on the langauge arts. There were grade level meetings, after school
meetings. inservices :md workshops. We invited guest speakers, developed curriculum
guides, developed objective booklets, and worked with school commitlee5 on such topics

as $pt.'lIiog. BUI aLoot three years ago a JOl of that !taned to cease and one of the big
reasons for thai was the school improvement process, a program which was brought into
our district. That meant that schools had more ownership of their inservice. Right now
I have no inservic:e days; board office gave all of the inservice days 10 schools. 'The
schools now detennine what they need and the requests have to come from the school.
The message has been given loud and clear from the department and from the province
that inservice time should be devoted to math and science; it is feU that these areas have
been neglc<'ted in the past. Any new teachers coming in would have to look to the
curriculum handbook, the guides, the district policy, and would have to call the board
with any questions. The support is still there from the perspective that there are people
you can talk 10 and there is a written policy, but not from the perspective of inservice.
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QuestIOD'
To what exlent do you work with primary teachers in the interest of the primary grades
and in the quality of instruction?

I can say that I do not work very much with primary teachers in the interest of the
primary grades and in the interest of improving instruction. Again you have to know the
history of ourdistricl, and in the past that received hours of attention. Up until about two
years ago the primary coordinator was in the primary classroom working with the
primary teacher. In the past two years I have really just been moving into the primary

area and I am spread from kindergarten to grade twelve, with French, music, and an.
Right now instruction has been vel)' strongly established. There is a need there but the

need has been addressed over the years. Unless we have more lhan just
(coordinator) working in

me area,

ORe

person

it can't be done. The direction we are moving toward

right now is school based expertise and there will 00 longer be anyone at the board office
in the position of progmn coordinator.

QUestlOD 7

To what extent do you work with the provincial primary consultant?

Response
Right now we have a new primary consultant and the primary consultant has a committee
that is established to look at the primary curriculum. The interaction right between
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coordinators and the provincial consultant is very little or none. The only contact that we
are going to have is once a policy or curriculum guide is gi\lcn out by thai committee we
will be involved with heading up the reactions, concerns and feedback for the
department. The only otller way that we will be involved is perhaps 10 be asked

UJ ....jlot

something or 10 be asked for a teacher representative for a committee, or something of
that nature. t would say that about 80 percent afthe coordinators are not closely involved

with the primary consultant. When a new document comes out there is generally, but not
always, an inservice for coordinators. There is some contact here and there, where you
may have something thai the consultant is asking for I or a new guide may be being

inserviced that you should be aware of. or you may be required to pilot a new program.
About once a year we might have an inservice.

Question 8

Are you involved with any inservice sessions with respect to whole language?

Response
Yes, our district has been involved a lot in that but probably as far back as five ':'!r six
years ago. Now we are concentrating on the current needs in the system which are
basically to help teachers focus on objectives and where the objectives fit within a whole
language philosophy. So any inservice we would have now would come about through
school based inservice or request, or through grade level meetings once we go further
with the objectives.
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Questioa'
What do you consider to be the majorproblem(s), if any, in motivating teachers 10 adopt
a whole language philosophy of education?

Response
In terms of primary you would really rteed to talk to the past primary coordinator. But

in terms of teachers at the other levels you very often find that teachers don't have a very
gOl7d understanding of what whale language is, or they think that we don't teach spelling,

we don't teach punctuation, we don'lleach skills, and so on. So when I've tried to bring
up Ihe topic, if I use tile term whole language, I very orten get a negative response based
on lhat misunderstanding. So what I try to do is clarify just what it means in terms of
teaching. There is the perception that when we talk about whole language skills are not

inYolved anymore. I find myself spending a lot of time trying 10 clarify whole language
for teachers. Also, I find that there is a lack of understanding about the developmental
continuum of language learning in children. This area, too, needs work. I see a big
problem with communication and a misunderstanding about just what it does mean or

doesn't mean.

Response to Question 9 by the past primary coordinator with the Conception Bay South
Integrated School Board.
I think first when it came in there was a lot ofhoopJa and the 'whole language' term was
held up in such great esteem. In the literature, at the time, and with speakers, at the
time, not only did both advocate whole language, but they were very negative about
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anything that was not whole language. I think this resulted in a big loss in confidence
amongst teachers and they no longer knew where tbey stood and they no longer felt

confident in what they were doing with their kids. Another thing, in this board there was

a small group that spear-headed whole language within the district and there was a loss
of confidence a.'1Iongst some of our teachers given the fact that some others were really
'raised' in everybody's estimation. "I'm lousy because I'm not doing the same thing as
someone else.· I think that was very negative. 11'.:re was a lot of mixed messages
coming from different speakers that teachers had heard and from talking to one another

about their perceptions of what whole language was. There were a lot of misconceptions
about text materials, workbooks, and worksheets of different types of activities. So

teachers were n little demoralized, I think, because they no longer knew what kind of
things were in favor. So that was a big obstacle and that's why at the grade level
meetings, when J first came, my main thrust was to look at how everybody was doing
things and to look at how similar their ways were,

10

try and raise their confidence and

to try to get everyone to share the innovations that they were using in their classrooms.
The other obstacle was that it was such a major change in philosophy that it took teachers

a long time to understand it, and a long time to trust it. Teachers working with young
children don't like to throw everything out and try something that they are not sure of.
That was a big obstacle and it took a long time for teachers to totally understand the
philosophy and trust in it.
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Edited TnuIKripl or Interview CODdueled witb a
Grade Three Teacher

Question 1
What is your understanding of whole language?

Response
I see it as a holistic approach to leaching thai begins with the child, begins where the'
child is. and from there we establish where .....e·re headed. It ~tans with the child's needs,
in terms of language, and it encompasses all areas of language. We look at where the
child is with oral language, with rli:ading, with writing and with listening skills and we

endeavour 10 broaden where the child is from those four areas. I also see it as

encompassing many aspects of each of those four areas--oral language, reading, writing,
and listening. It doesn't teach just the skills involved with those four areas, bUI it leaches

childrttl an enjoyment of all four as well. The orner thing which 1 fed strongly about,
as being a positive aspect of whole language, is that it focuses children on more than just

reading the words. It focuses them on the authors and illustrators and they begin to view
books as being alive and as being a pan of their lives. I've seen a difference in the
attitudes towards reading and towards books in the twelve years that I've been teaching.
Some of it has come from me and my growth, but also I've seen a difference in the
children. We now have more books available to us and that's a start right there. But
children are reading and understanding more, in terms of w;'at makes a book, how a
book is made, what publishing is about, and what authors and ilIustr.a.tors are about.
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These aspects are all important 10 the understanding of books and reading. In addition
to that I see a focus on writing more now than I did ten years ago. and not just filling
in the blanks on worksheets. Rather, writing is presented in a realistic fashion for the

child. I see whole language as being right across the curriculum, (or the most pan;

however. in all fairness 1 do see some things in science and math as being pure science
or pure math and I don't think we can ignore that. But I teach subjects such as social
studies and religion from a whole language perspective. All of the subject areas thaI

involve reading, writing, and discussion stem from a whole language approach.

Question 2(a)

In your opinion, what is the role of the teacher in the whole language classroom?

Response
I see the teacher as a facilitator. Although when 1 first started to leach J was slightly
whole language, and my gut feeling was to teach from a whole language perspective, I
had very few resources to work with and I found my~lf more as the classroom leader
rather than the facilitator. The children went off and did what was required as I
organized it. Now I see myself as more of a facilitator; the children are more involved
and have morc control over what they are learning, whether that be through the use of
centres or cooperative learning groups. I find, the children are more in control. It is far
more demanding on me and I have to be "with it more" in the role of facilitator of
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learning and in providing the activities, materials, and resources that are needed to guide
the learning thai takes place.

Question 2(b)
What is the role of the student?

Response
I've secn that change, as I've said. I think students are more in control of what they're
doing. I

.~ive

more choices now. I allow children to choose. It's not just me teaching a

lesson. There are limes when that's necessary, but I do see more times where the
children become tbe leaders and the choice makers and they report back to the whole
class, or teach a part of what they have learned in their groups to the class. I see them

as being in a far more active role than before. They are nol just passive learners but are
actively involved.

QUestlOD 3
Can you describe some of the types of activities your students are involved in?

Response
I use centres a fair bit and I allow a lot more choice in centres now than when I first
r:arted using them. Children decide which centre they want to do and at what time. I
may require students to complete activities in all centres but they choose when and in

2'2
which order. In the past I controlled this. I use cooperative learning groups a lot more
now. I'm finding thai this is far more beneficial to the children; they are using oral

language skills more. The children in this class are now able to go orr in groups of two,
three, or four, and talk about whatever the topic is. They then come back to the large

group and one person from the smaller group presents what they have learned, to the
class. I don't think I would get from a larger group activity what comes oul through the
smaller group discussions. As I said earlier writing is a regular part of the day. Also
reading for enjoyment, not just reading for skills, which is of course important as well.
I tJ;' to find some time each day for reading for enjoyment. The children are involved

in a mixture of writing activities; sometimes it is for a purpose which I have SCI, such
as constructing a paragraph on Spring, for example. Or it might be poetry writing, and
we listen to and read quite a bit of poetry. Often the children are free 10 go off and use
poems, or write poems on their own. In addition to this, there is always a centre set up
in our classroom with dictionaries, l'encils, and paper that the children can freely go to.
Often they go to the writing table independently and then share their stories with the class
during carpet time. Also we have a regular journal writing time and onen I find out more
about the kids through their journal writing than through talking to them, because they
will write about things that they may not bring up in conversation. I respond to their
journal writing by writing back to them. This does not occur everyday, but it is a regular

part of the cuniculum.
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QUestiOD 4
What is your opinion regarding the teaching of phonics, spelling, and grammar?

Response
I do think all three are important and I do think all three should be taught. 1 fear that

some people have felt that whole language means not teaching those three and it bothers
me a lot. However, it's how il's laught that makes the difference. When I was in grade
one, for example, I felt it was important that children know letter sounds. That's the key
to reading and if they didn't have it they were at a disadvantage. But that didn't mean
that we had to spend five days one week on the 'b' sound. I taught it throughout the

books we were reading and the poetry we were reading and if I found that it wasn't
coming out through those things I did intentionally teach it. I wanted to make sure that
the children had a good background of word families, letter ~flunds, and letter-sound
relationships. I think spelling, too, is important. Again, I think that some people have
gotten on the bandwagon that now we've Ihrown oul lhe speller we no longer leach
spelling. This is absol':lely crazy. There are so many things in spelling lIlat children have
to be taught. Again I have difficulty with the fact that we have very little guidance on
how to teach spelling and I do find myself going back to some of the old resources,
because I need that guidance, just for me if nothing else. I don't teaeh the speller the way
it

was taught traditionally, but we do set up regular acti-vitie:l in spelling. On Monday we

introduce the words, throughout the week there are activities, and on Friday there is a
quiz of lIle words. I think grammar has to be taught also. I don't think we need to go
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back to workbooks and textbooks pointing out every gRmmar rule; however, I do think

it is import.1n1 that children have a working knowledge of gnmmar. In terms of leaChing
phonics, spelling, and grammar we try to start from the holistic view and then fTIOYe out

into the parts. For example, we may take a poem, there was one thai we took many of
our spelling words from. That poem was enjoyed first. We acted it out, we did the

rhythm, we talked about it, we did all the fun things with it, and then we took the words
from it and looked al the word families, words that were similar. beginning sounds,
ending sounds, and so on. From that poem, also, there were some grammar and phonics
rules which came through. If, however, there is a particular phonics, grammar, or

spelling rule or skill that doesn't come out in the resources that I have, I do intentionally

teach it. From there though, I tend to get the children to write something to use that
0011, to bring it back to a whole again. We do use worksheets still, in some instances;

we haven't thrown everything out. Hr,wever, I do think (hat we are attempting to do it
in a far more reasonable manner, using the whole language approach.

Question 5
P,>w do you evaluate student growth and progress1

Response
Daily checking on their writing. Their writing, to me, provides more answers than
anything else in terms of language growth. I listen to reading regularly, at least one 10
two times a week. I try to hear every child read. f make jot noles, after they have
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finished reading, on what they may have had trouble with. At least three times a year I
do a miscue analysis on every child (hat I teach and that

giv~

r . a general idea of

where the children are in terms of grade level and in lCrms of other children. I keep
anecdotal records, on file cards, of where the children are in terms of language. I use
checklists, some which I have developed myself and some which I have found in

different resources. In terms of spelling we do give a quiz every week, however, the
words are much more meaningful, I think. And just watChing their day to day work. I'
keep a file on each child with samples of their work throughout the year so that I can see

their growth.

Question 6(a)

Do you consider yourself to be a whole language teacher?

RfSPOnse

I do. ['II be honest, I do use parts of the tnlditionaI style of teaching and I do think that
children, from time to time, require that style of teaching, but my inner feelings are
towards whole language. I can'l say that I've thrown out everything, but I try to create
a balance between both.
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QUestiODti(b)

How comfortable are you with this status'?

Response
I am veT)' comfortable with it. I don'I like going on a bandwagon and say I'll do this and
just go off and do it. I do like to try to balance it out and try and take the good from a
way we used to leach and from a way we are about to teach. When I try something, if
I find it is not effective I don't continue teaching thai way just because someone has said
I have to teach that way. I have to look at the kids I teach and the needs of those kids.
I judge my teaching based on the needs of those children and on the class in general.

Question 7(a)

In your opinion. are you receiving adequate support and assistance in advancing your
understanding of whole language?

Response
Am I receiving ii, no. Am I looking for it, yes. I think the administration in this school,

in the past twelve years, has been very supportive, but there are limits to what they can
do. I'm really upset that we no longer have a primary coordinator.I think thai is a real
detriment in tenns of whole language. When we did have a primary coordinator, that
person provided us with lots of things that I used over and over. If I was having trouble
getting something across, alii had to do was phone her and she would come down within
the next week and spend the morning in my classroom and help me out. I just find it so
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frustrnting that we don't have anyone like that to tum to. The courses I did at the
University weren't always that helpful, often it was the readings r did on my own that

were helpful and I've just kept up with a 101 of things that way. There were inservices
when we had the primary coordinator and even the grade level meetings that she
coordinated with all the teacl1ers at a particular grade level, in the district, wefe very
beneficial. Now we don', have anyone to coordinate that. In addition, some of the best

inservices I attended weren't necessarily in this district but, Wefe from the primary
interest council. J have attended some very good inservices there.

Question 7(c)

What types of support do you see as essential in ensuring your successful development
as an whole language teacher?

Respome
I would like to see more inservicing, even it is jusl an inservice 10 boo~~ what you are
already doing, or to give you some new ideas. It doesn't necessarily have to be inservice
to teach you a new approach but just to give you more ideas about what you're doing.
I would like to see someone who is able to coordinate district wide grade level meetings,
at least once in a school year, and to know ahead

or time that we are going to talk about

a certain topic, such as spelling. I certainly would like to see a primary coordinator
reinstated in that position. I think it is a real detriment to the primary teachers not to
have one.
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Edited Transcript ollnteniew Coaducted wllb •
Grade Oue Teamer
Question 1

What is your understanding of whole language?

Respoose

I feel that whole language is teaching the child as a whole, where you incorporate all the
different subject areas into one. For example, your toric may be 'bears' and you use the

many different sources from your resource centre and incorporate, in that theme, such
objectives as learning how 10 spell different theme related words, or you might leach
math and health. All the different subject areas come under the one area so thai things
aren't broken up into small segments. This makes the learning more meaningful 10 the
child. I feel that in whole language you are teaching the basic skills bUI in a different
manner than traditionally. For example, in my classroom each morning begins with the

news, where each child has the opportunity to share his or her news for the day. We then

pick one piece of news and write it on the chart. From there we might identify one
particular word and brainstorm rhyming words for it. Of course Ihe children would see
the spelling of these words as they are wriUen on the chart. Or we might talk about
compound words, or words with different prefixes, or endings, such as ing, ed, and so
on. There are many different things which can be done with words, starting from the
whole and moving to the parts,

2'9
Questiou2(a)

In your opinion, what is the role of the teacher in the whole language classroom?

Response
I think that the teacher is the person who is there to offer information and to assist the

children in their learning, and is not there as the person who is all knowing and the
absolute head. or course the teacher is the head of the room but the children can go to
other persons as well as the leacher, as sources of information. The teacher is more of

a guide or an assistant and learns along with the children.

Quesiion2(b)

What is the role of the student?

Response
The children, I feel, are there to learn frnm each other as well as from the leacher. I feel

they are there to interact with each other; the social aspect of learning is very important.
In the early grades, play is very important. I think the interacting with one another is the
most important part. There would be many hands on experiences with one another in a
group situation.
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Questioa 3
can you describe some of the types of activities your students are involved in?

Response
In my classroom we have buddy reading, where a grade three child reads 10 a gf3de one
child. Also, the grade ooe child is encouraged 10 read to the grade three boddy.

Everyday in my class we have sustained silent reading. Often during the week we have
paired reading, within the class. We do many types of writing, such as journal writing,
where they are writing independently about their own experiences. We do writing as a

whole class group and we do writing in small groups or pairs. 1 also do a lot of

cooperative learning activities with the children using science or math or whatever area

we might be covering at the time.

Questioo4
What is your opinion regarding the teaching of phonics. spelling, and grammar?

Response
I think children definitely need phonics, spelling, and grammar to be taught to them.

Some children, of course, wi!! gain knowledge of those three areas on their own; they
are just intelligent enough to pick it up. However, I feel that it should be taught, not
necessarily singled out by itself, but within something else that you're doing.

For

example, the news that I spoke about earlier, as we write it on the chart we talk about
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the spelling of lile words, and why we have a capital leiter at the beginning, and why
there is a period at the end. All these things are discussed in my classroom al the

beginning of the day. OUt;,g journal writing the children write using invented spelling
and then they come to me and read their journal entry to me and we will edit usually two
or three words. depending on the child. and then they return to their seats and work

through what they have written, this time checking the spelling and putting in capitals
and periods. This is another way that spelling and grammar are laught in my classroom.

Also, we do some research, where the children have to look up facts about a particular
topic. They are learning words and about words through their research. There are many
ways that spelling, phonics and grammar can come into your classroom without having

a separate spelling class.

Question 5
How do you evaluate student growth and progress?

Response
In my classroom I evaluate mainly through observation and I jot notes to myself
throughout the day. There is always a piece of paper on my desk where I can jot down
the child's name and some comment about him or her, related to whatever is going on.
I also keep a file of samples of the children's work from e:!ch of the subject areas, for
report card time. I also evaluate through use of checklists, For example, at the beginning
of each theme I write my objectives across the top d a page and the children's names
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down the side. I checkmark

a.~

each child achieves the objectives, or I make a nOie to

myself if the objective is not achieved.

Question o(a)
Do you consider yourself to be a whole language teacher?

Response
Yes I feel that I am a whole language teacher. I feel that children learn best in this
manner. I feel that we can't lose sight of the fact that we do have to teach basic skills.

as well Ihough. I feel thai the children in my class feel free to move and progress at their
own rale. I don't think that they are held back by other children in the group. In a mOTC

tnlditional setting, where today everyone does page 58 and page 59 tomorrow, some
children are held back and olhers are forced to move ahead before they are ready. I think
the children in my class are all moving ahead at their own pace and I feel that, in this
manner, they are able to learn better.

Question 6(b)
How comfortable are you with this status'?

Response
This is the way I enjoy 10 work and this is certainly the best way children learn, in a
child·eentred environment. I am comfortable with being a whole language teacher.
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Question 7(a)

In your opinion, are you receiving adequate support and assistance in advancing your
understanding and knowledge of whole language?

Response

No, I don't think so. Within our school board there hasn't been any whole language
inscrvice that t have been able to take part in. The only assistance and support that I am
receiving is from other teachers within the school and of course they may not have bee,.,
inserviced eilher. Therefore, I don't know if all the information J am receiving about

whole language is correct, since I am not gelting it from a person trained in this area,

Question 7(c)
Whal types of st:pport do yOll see as essential in ensuring your successful development
as an whole language teacher?

Response
I think there certainly needs to be more inservice in Ihe area, more training of teachers,
so Ihat things such as basic skills arc nol lost. There are people who believe that whole
language doesn't cover that and I don't think that is the case. Also, at Memorial
University I found that there was very little done with whole language and the only
exposure that I got with whole language was when I went to do my internship at the
schooL So I think there needs to be more done right from the university It:vel on down
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to the schools. Each year, as new teachers are hired, I feel that some inservicing should

be carried out in the area.
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Edited Transcript or Interview Conducted wltb a
Grade Three Teacher

Question 1

What is your understanding of whole language?

Response
I view whole langauge as an approach, and as a philosophy of language. I see it as being
a movement from the whole, the whole text, to the part. Years ago we moved from the
part to the whole, in such things as phonics and what not. In whole language Y(lU use a

great deal of literature. It has a literature base. You take a book, for example, and do
various activities using that book, moving from the whole and then breaking it down to
teach the kinds of skills that are needed, rather than starting with the skill and finding

a story that will go with it. We use a 101 of literature and poetry. The children :ue
writers; I see this as being a very important pan of whole language. The children's
experiences are important. Their experiences from home and their experiences with

language are all important. In the whn!~ language classroom you bring together the four
components of language-·listening, speaking, reading, and writing. They are no! treated
separately, but each is important in its own right.
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Question 2(a)

In your opinion, what is the role of the teacher in the whole language classroom?

Response
J see the role of the teacher changing over the years, quite drastically. She orhe has now
become a facilitator of the language program. The teacher is a person who leads, who
sees something that needs to be taught at the moment and goes for it al the time, ralher
than having a completely preplanned thing in mind. The leacher facilitates the oral

language, the reading, and the writing of the child. The teacher is there 10 meet with the
child on an individual basis often times, rather lhan as a whole group, and work with the
child in this way.

Question 2(b)

What is the role of the student?

Response
This is a much more child-centred approach. J feel. Tl)e children have much more
command of their own learning. I see them as leading the way, much of the time, in
what they are capable of. T:ley have many more choices to make. This is very

~ifferent

from years ago when the teacher decided everything and the child just tried to handle it,
or could not. So it is very much more child-eentred. The children make decisions on
what they are going to do, what they are going to read, what they are going to write
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about, and what they enjoy. Of course there is a lot more writing in the whole language
approach. Your teaching is detennined by what the children neeu at the moment. At

times you don't know what's going to happen and something just crops up and you teach
for that skill or that need, or a child can go off on a tangent Utat you have not expected
and that's fine.

Question 3
Can you describe

SOffie

of the types of activities your students are involved in?

Response
Well, there are so many types of activities in the whole

langua~e

classroom. It is not

centred only on textbooks. Of course we use the program, the

~

l'::ading

program, but as a resource only. We use the anthologies. The children journal write.

This is an expression of their own experiences. They are very free to choose what they
want to write about in their journals, free to share their own experiences. They use
inventive spelling in journal writing, and this facilitates more writing because they are
not hung up on perfect spelling of each and every word. Years ago children were made
to feel that every word had to be spelled correctly and this really cramped the writing.
The inventive spelling, I think, has made a tremendous difference in the amount of
writing you get from the children. There is a lot of poetry used in the classroom and a
lot of literature, books of all kinds. The children write creatively, and functionally; they
write letters, lists, and on and on.
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Questioo4
What is your opinion regarding the teaching of phonics, spelling, and grammar?

Response
When whole language first became a 'buzz: word' I or people started thinking about it, I

think they thought !hal there were no skills to be taught. This was a very dangerous

situation, as far as I am concerned. There for a while we got very creative and we
thought that was enough. But I think the realization has been wilh a lot of teachers all

along that phonics, spelling, and grammar are still very important if the children are
going to leam to write welt. I teach the skills, usually as they crop up or as the need
arises with an individual child, a small group of children, or sometimes wilh the whole
class. Sometimes. however, you have to teach a skill deliberately, if;. '~,.....sn·1 crop up,
and I do iliat. I have an idea of a set of 5:ciIl5, in grade three, that I want to leach or that

I feel should be covered by the end of the year. We have a spelling program, not a

commercial program, but certainly a spelling program just the same. We use theme
words, as well as functional words, that they need in their everyday writing. Many of

the words come from the children's own writing and we as teachers decide on some
words which we (eel are necessary for their writing. We have set ideas about the skills
that we teach every week and Ihis is the means by which we fit in some of the skills that
we see as being necessary. I thillk there is a group of children that have gone through
that have lost skills 10 some exlent I think the emphasis on skills is coming back; Ilhink

it is coming full circle so that we will go back to teaching the skills a litUe more
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fonnally. In the past, however, these skills were taught very separately. Now, in the
context of whole language they are taught in the context of what it is we are doing at the

time. The skills are not just fragmented, and hopefully it becomes morc meaningful for
the child and he or she can pull it all together. If something is meaningful, it is going to
stay with lhem and they will hold the skill. In the past. I think, we taught skills and it
had no meaning in the context of what we were doing and once taught it was then
forgolten.

QuestionS
How do you evaluate student growth and progress?

Response
Well, student growth and progress is evaluated continuously; it doesn't stop and start.
It's done through various means. For example, we use checklists in some things; we use
lists of skills; we keep files of the chilO:en's writing; we sometimes tape record their
reading; we use miscue analysis, which is a little more formal. As I said, there are
many, many ways, but mainly it's the observation technique you do all day long,
everyday. Another technique we use is conferencing with the children. Conferencing
might be done one on one or with a small group of children who have a similar need.
Conferencing is done with both reading and writing.

Queslion6(1)
Do you consider yourseU 10 be a whole language leather?

....po...
Yes, I do. This w~Je language teacher has a connotatioo that maybe to different people

it has a diff.:rent meaning, but if I were to read articles and lileralure and sit myself
down and say -Am 11-, I would have to say yes, judging from whatt do on a day to day
btlsis. 1 use many of the techniques and believe in many parts '.,( the philosophy that

would entitle me to call myself an whole language teacher. From my definition of an
whole language teacher I would be one. Perhaps someone else w"'Uld look at me from
their definition and say I'm nolor say I'm partly. Perhaps you are a mixture of the many

philosophies you encounter while teae;'ing for so many years.

Qu«lion 6(1))

How comfOlUbte are you with this slatUs?

Respo...
I gue~ I could answer that best by saying I'm oomfortahle with being a teacher. I'm
comfortable with the types of things I do, and if you want to call that a whole language
teacher then yes J am comfortable with it.
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Qu~i0lll7(a)

In your opinion, are you receiving adequa~ suppon and assi.stanee in advancing your
understanding and knowieclge of whole language?

Response
I guess I'd say yes, with a but. First of all. we did inservices some years ago, when

whole language became a popular philosophy and then we moved into this area and
probably did more and more things that would be termed whole language. I think at this

point in time it would be nice to SlOp and spend a day thinking about what we're doing,
maybe reevaluate a little bit. Teaching is so busy thai often we don't have time 10 stop
and reflect on what it is that we are doing. I think a day spent doing that would certainly
be beneficial. Sometimes YOlrre so busy doing things Olat you don't even realize what

it is you're doinE. So. I think, it is time to sit back and look at it again and maybe say

well, -Where am J falling down?" or -what things are ....'Orking welJ1-. Just having time
to reflect on the whole issue and see where it is that you midi! be able to improve,
would be beneficial.

Question7(b)

What types of supper. are you receiving and from where is lIlis support coming?

Response
Mainly I sec the support coming (rom the teachers lIlat J work with and from the
administration of the school. The principal of my $Chaol is very supportive of the
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programs and approaches that we use in OUf classrooms. And, as t said, there was
inservicing done in the area of whole language some years back and I was involved in
it at thai lime.

Question7(c)

What l) rS of support do you see as essential in ensuring your successful development
as an whole language teacher?

Response
Well, obviously many things can be learned from working with other teachers and

learning from them. Also, reading articles, professional literature, on your own is
important. A very important thing would be to have inservices. At this time, having

worked in whole language for man)' years, and having been inserviced initially when it
was not as meaningful to us, it would be nice to go to these inserviees again, to hear

those same speakers again. Now it would be more meaningful to us. Then we could
evaluate ourselves as whole language teachers and see where we are and perhaps where
W~

would like to go. I think a refresher, an additional inservice now, would be

appropriate. We have

som~

experience behind us and we know some of the mistakes we

have made, and know the direction that we don't want to go in, such as with the
grammar, the phonics, and the spelling, which I mentioned before, and the role they have
to play. I think we are almost in a ,transition period at this point. This might be a good

time to stop and think about what it is we are doing and where we are going.
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Edited Transcript

or Interview Conducted

with a Kindergarten Teacher
Qucslion 1

What is your understanding of whole language?

Rcsponse
My understanding of whole language is that it is the instruction of reading with children,
whereby the language is whole and it is meaningful. It is not broken up into small parts
or segments, as in a list of spelling words or MToday we are going to learn how to read
these words·. The language and the learning are whole and the children learn things in

context.

Question 2(a)

In you opinion, what is the role of the teacher in the whole language classroom?

Response
The teacher in the whole language classroom is seen more as a ;acilitator, or someone

that the children can go to for guidance. The teacher doesn't take a direct approach, as
in the lecture method, or the tr.acher doesn't stand allhe front of the classroom and tell
the children. The teacher guides the children through the learning experiences.
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Questlon2(b)
What is the role of the student?

Response
The students in a whole language classroom are very active in their learning; they are
active participants. They don'tjllst sit in their seats like sponges waiting to absorb things.
They sort of take control and progress at their own rate. So I think the students playa

very active role in their learning.

Question 3

Can you describe some of the types of activities your students are involved in?

Response
Well, I'll start by saying that we begin each day with a circle time. J think the circle lime
is a very important part of my whole language classroom, in thai it gives lhe children a
chance 10 express themselves freely. During the circle time we do various explorations
of poetry and children's literature. We have class discussions on relatu! topics and we
do such things as the news everyday. We talk about things that are important to the
children and record them on our class news chart. J feel that this circle time is very
important. The teacher has some conlrol here and the learning is somewhat direcled by
the leacher. Other activities that my children are involved in include buddy reading,
wh(':re the children are paired with a grade three child. This is beneficial for both the

m
kindergarten and the

&~e

three children. I do reading conferences with the children,

whereby they read 10 me an easy reading book. or we discws the pictures if that is the
stage the child is at. These easy reading books are a part of the home reading program

and the children always take a book home to practice with their parents before reading
it to me. We have set up a

~djng system where the children read a lot of

what they

write. We write a lot of group chart stories to go along with whatever theme we are
doin~. fhe children dictate the story 10 me

and J write it onto the chart. Afterwards I

copy the story and every child gets a copy 10 take home. They are asked to do various
things with the chart story, such as put a circle around a certain word, or put a line

under the sentence they contributed to the story. Here the children are reading their own
writing and Ihis is very meaningful to them. A lot of our independent writing is done

using a centre approach. The children are encouraged to write whatever they can, even
if it is just one letler. In my kindergarten class I tlave children ranging from the point of
writing just letters to writing actual s::ntences, gelling their lhotrghts down, separating
words, and so on. The writing activities are meaningful; the children are enrouraged to
write about things that are meaningful to them. We also do som.: J\ared writing where
I pair two children; 'hey get to be authors and illustrators. They make little books and
share them with each other. When I pair the children I try to put one of lower ability
with one of higher ability; both benefit from the sharing. We work with a thematic
approach and the themes are selected by considering the needs and the interests of the
students. I think that's what makes the classroom so exciting, The topics stimulate the
interest of the children. With our themes we have cenlre aClivities that evolve from

t.'l~m,
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The centre activities cover all the subject areas, such as math, language, art, science. etc.
The objectives of the curriculum are covered through the centre activities.

Question 4

What is your opinion regarding the teaching of phonics, spelling, and grammar?

Response

Well, I think a major misconception now is that we don't teach phonics, spelling, and

grammar in whole language. But. I tend to disagree. I think they are there, bUI they are
just taught differently. For inS!Mce, with phonics we no longer have drills and sheets and
sheets of activities. but phonics is taught. In kindergarten, for example. when we teach
the alphabet we brainstorm a list of words that begin with a certain sound and record
them on a chart. In that sense I am leaching phonics, but not in a drill or isolated way.

The sam" with spelling, when we do the news, such as I mentioned earlier, I go through
the words and spell them and model them correctly for the children. When they are
writing I encourage them lO look around the classroom and find these words. In

I.. ~illg

the theme approach, many of the words that the children are using in their writing are
around the classroom, and if they are there I expect them

'.0

spell them somewhat

accurately. Invented spellil1g is encouraged also of course, and this J think really
encourages them to get something on paper. They are not hindered by having to spell
everything correctly. In kindergarten this is probably the most important way that thc)
write. However. I do model correct spelling with them.

.,Ik phoaics. spelling, and

2n
grammar arc important and have. to be laught, but, as I said. it's the way they are taught
thai makes the difference.

Question 5
How do you evaluate student growth and progress?

Response
Again, kindergarten is somewhat different, in that all children cannot read. Therefore.
giving a written test to see if concepts have been covered is not going to work.
Evaluation is a very ongoing thing. J conference with my students, I have reading and

writing conferences with them. I sit down one-on-one with them and ask them questions,
ask them to read to me, or ask them to print certain leiters for mc. This lels me know
exactly what Icttcn: or what concepts individual children know. This in tum helps me
focus on what needs 10 be taught. A lot of my evaluation is through observation and
that's why I think the one-on-ooe conference is so important. As you are moving around
the classroom lhrooghoul the day you might miss things. J use checklists to record the
concepts and objectives that have been covered and understood. Also, I keep a writing
file for each child and I lake from each theme things that they have written, or words

that they can read. This is referred to during reporting time, with parents.

Question fi(a)

Do you consider yourself to be a whole language teacher?

Response
That's an interesting question. Yes, I do. And if anyone were to ask me about my
classroom. it is a whole language classroom. But I have to admit. I guess it's like
anything, you are never really sure if you are truly whole language. I like to think I am
and from what I know about whole language I am, but I'm not sure. There are a lot of
areas that I could improve on and probably make myself more whole language.

QuestiGO fi(b)

How comfortable are you with this status?

RespGnse
I am comfortable with the whole language classroom. As a matter of fact, when !
substituted, before I got the position which I am currently in. in classroc'lts which were
not whole language oriented, I felt very uncomfortable.
runs this way, so I am very comfortable with this status.

J am used to a classroom that
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Question 7(8)

In your opinion, are you receiving adequate support and assistance in advancing your
understanding and knowledge of whole language?

Response

No. I would have to say that this is one area that improvements are neederl in, Teaching,
I think, unlike other professions, is somewhat of a lonely profession. It is lonely in the.
sense that you often don't get to see what goes on next door and feedback to and from
colleagues is often limited. I would like to see what is going on in other classrooms and
share ideas with teachers in other schools. And, of course, there is a need for more

inservice. I feel that what 1 know, I have galien on my own from reading professional
literature and from university courses. I've received very little support or advice from,

so called, experts in the area.

Question 7(c)

What types of support do you see as essential in ensuring your successful development
as all whole language leacher?

Response
Well, first of all I think it is essential 10 have an administration that is supponive of
whole language. I think that it's understood that if your administration is not supponive
of this type of teaching, it is very difficult (or you as a teacher 10 go ahead in the way
you would like. So that is certainly essential. I think you need to have sharing sessions,
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where leachers get together and share ideas. I think this is essential. And I think
inservicing is essential. I don't think there is enough inservicing. I lhink there are trends
with inscrvice; one year you might get inservice on global education and the next year

there's another issue. Whole language is sllch an ongoing thing that, I think, every year
there needs to be something to help you reflect on your teaching. This is my fifth year
with the board and to my knowledge or recollection there has been little. or no inservice
on whole language, during that time. In talking to other teachers about that, apparently

prior to that time there was inservicing done on whole language. But for some reason,

in recent years, it seems to have slackened off. or as I mentioned p.:r:laps whole language
is not the trend now, that the inservice route is taking. 1 think lhal with something as

imponant as whole language, there should be something at least once a year. For
instance, new teachers coming into the system, somewhat like myself, would have missed
the inservice. Also, of course, every year there are new ideas coming out that teachers
need to know about and if you don't keep up on the issues, through inservice or
professional readings, then you are obviously going to fall behind very quickly. A
problem which I see with our board is that because of government cutbacks we no longer
have a primary coordinator available. I think this is very unfortunate, especially with
whole language as opposed to the more traditional way of teaching, because with whole
language where things are changing so much and there are so many new ideas, you need
someone, like a primary coordinator, to help run inservices and to inform teachers about
various issues. A primary coordinator would be a valuable resource person, which we
don't have now.
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Edited Transcript or Interview Conduded with a
Kindergarten Teathtr

Question 1

What is your understanding of whole language?

Response
Well, whole language is basically a philosophy of how children learn language. You

know, there are a lot of concepts and a lot aCknowledge eChow children learn language,
but that's basically what it is, how you feel they learn and that in lum should impact on
how you teach them. Basically children learn oral and written language in similar ways.
1bey learn it in an approximation type way; they learn it in a functional way; they learn

10 use it and through using it they refine it. If you look at

a"

infant learning oral

language, it is very similar to an older child learning print, and the way print works in
reading and writing.

Question 2(a)

In your opinion, what is the role of the teacher in the whole language classroom?

Response
Well, the role of the teacher, basically, is 10 expose the children 10 a lot of language
experiences; to walch them very carefully; to mooitor their progress; to intervene when
necessary; to decide at which points to emphasize various aspectS of language; to make
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sure that children speak togelher orally; to make sure that they have listening activities;
thai they listen purposefully; thai they are brought to reading; thai they develop a joy of
reading and learn to read in a very natural way; and thai they write and through writing
develop their writing. It's a matter of bringing them to it, but watching them very

carefully. When you feel that they are not coming along in what you feel is a reasonable
patte.m for that child, to intervene and assist. You eM'ljUS! let children learn. You make
sure that the right experiences are there and do a lot of intervention with young children,
because some children don't listen vcry welJ, and you can have very great gaps in the
concepts they have to learn about language. It is important not to take anything for

granted, to watch them very carefully, and to model and demonstrate everything. The
demonstration is extremely important; they have 10 see you doing it to know what it's
all about. You can't tell them, you have to show them, and get them to join in. The role
of the teacher is to guide the children through and to bring in all kinds of knowledge
through every demonstration. For example, as a kindergarten teacher, in a writing
demonstration I bring in vowd sounds and diphthongs and diagraphs and all the
phonetics, or more complicated things. and J also bring in more complicated kinds of
language. Bul at the same time I am going over "This is a sentence and there are many
words in it" and I'll clap it through so thai ever:'" child takes something from that
demonstration that is appropriate to his or her stage of learning.
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Question 2(b)
What is the role of the student?

Response
Well, if you were to watch my students in the run of the day, the

rol~

of the students is

to enjoy the activities and to learn through them. It is to get an idea thai they are

learner!. They are readers, writers, speakers, and listeners and they take part and enjoy
the process. But, they follow and imitate a lot of the teacher's demonstration. Basically
their role is to follow along with a lot of the things you are introducing them to. The

students' role is to take from the learning, 10 attend, to enjoy, to take a lot of pride in
their learning, and to identify as a language user.

Question 3
Can you describe some of the types of activities your students are involved in?

Response
Well, in kindergarten the big thing I work al is writing and they write everyday. It is all
open writing; I don't do any fill-in the blanks or that kind of thing at all. Generally the
writing that we do, and there are different types, is a learning log. So we'll do something
in science, or we'll do something in social studies and writing will follow immediately
after it. I'll say -What have you learned from that?- and "You'll wrile what you've
learned-. I'll demonstrate it using one or two of the suggestions that the children will
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make. Then they will go and write independently. I think writing is the key to preuy well

all the prinllearning at the early stages. They do a lot of writing. They write together.

They talk about what they'll write and the oral language is brought in there. The children
read to each other in buddy reading a lot. They take home their Htle predictable books
and the next day there will be time to read their books to their partner and their partner

reads to them, and quite often they'll be helping each other. There" a lot oflistening to
stories and discussion of them. We do strategy reading, Whereby I usc a "Big Boo~;:W ill
a guided reading process, so that they learn how to approach unfamiliar materials. We
look at the cover and the title and discuss what we think it's going 10 be about. We look
at the pictures and study them to try and get a mind set about the book, and then we look
at the words. First they skim the words to see if there is anything that they know and
then we go through it using a lot of cloze, trying to give them strategies for guessing and
figuring out words they don't know. That would be in the last part of the kindergarten
year when they have built up a sight vocabulary. There is a big use of poetry (or
reading, also. Oral language

comes through in cooperative learning groups, where they

have to work together to figure something out.
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Question 4

What is your opinion regarding the teaching of phonics, spelling, and grammar7

Response
Well, they're essential. When whole language came in first, the radicals said well you

don't do this, you don't do that, and you don't do something else. I was never in

agreement with this. I use phonics very much everyday. When we're doing our calendar

we sound out the words and count the sounds. When I introduce ally word at all we
guess and predict what it is going to be. Spelling, we have obviously the phonetic
spelling. The thing about the early spelling, at the kindergarten level, if you go by the
stages of spelling such as the scribble stage on up to the initial consonant stage •

including vowels and so on, I think lhal it causes you 10 leach in certain ways. It has
certainly affected me in thai I would only introduce: them to those kinds of things. But

I don't do thai anymore. J teach them the short vowel sounds and I teach that there are
sounds there. Some of the kids aren't going to get it, but by demonstrating and stressing
it a lot some kids will. I think that, as teachers, we have to be very careful and nol let
the research change the way we teach, but go by our own common sense. I do a lot of
spelling. They know there is grown-up spelling and children's spelling, but I always
show them how close they are coming and I always show the grown up way. By doing
this I am teaching them more difficult skills that the more advanced children are ready
to handle. The grammar, certainly in the early grades, is more the use of pronouns, verb
forms, and those sorts of things, that you demonstrate to them. Not that you show them
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that they're wrong, because a 101 of them are still at a very early stage of omI language.
But grammar is taught. With sentence cltpansion, for example, you show them that you

are not going to use two or three very short sentences, that you can do it in different
ways. You experiment about how you are going to say things. But yes it does come
through and it is a very important component. The way you do it depends upon the age
level of the children.

Question 5

How do you evaluate student growth c:.nd progress?

Response
I think you have to watch the kids very carefully. Evaluation is very time consuming
unless you evaluate in a very consistent manner. You go around and listen to them and
make noles and be kind of always at it, which is very difficult. You have to be constantly
watching them and making little notes. Writing on their books. I find is very helpful.
When 1 write down what they've done I can always go back to this. After the children
write I underline the individual words and I wril~ the words I can't read and I also show
them the pans that look similar. While I'm doing that I'm getting it into my head where
that child is. It helps 10 show them their evaluation and it helps make it more clear 10
me. Then when I go back to their writing books I can see very clearly what they've
done; I can tell how much I've worked with them. To evaluate young children, in
kindergarten, you can't go by their independent work only, because a lot of times they
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don't have lhe maturity 10 use the knowledge that lIley have. You have, for the most of

them. to take the time 10 guide them through. You ask them "What do you want 10

say?", "What's the first word going to be1", "What sound are you going to use?", and
so on. In that way you are guiding them through the process, but allowing them to use
their knowledge. In that way you can evaluate what they know, whereas if you leave
them to write and look at it afterwards you '.Jo't alwd)'S have a clear indication of what

they are picking up. 'I'hey are at that guidance and support stage and in order to properly
evaluate you have to work with them. They read 10 me, and when they are reading 10
their buddies I go around and listen and I intervene at certain parts. If they are nol
pointing to the words I ask them to point :0 the words to see what their matching

behaviours are like. If they are making errors I listen and try to delermine if they .are
reasonable or if Ihey have an idea of how to work with unfamiliar kinds of materials. I
take them to one side and I ask them sight vocabulary words that we've used a lot, and
get an idea of the numbers. With their sounds I generally go by what they're producing
and how they're using it. When they're working with me I get an idea. If I find that
some child is having a major problem and not really getting beyond a certain point, then
I work with that child a good bit more and sometimes talk to the guidance counsellor or
the special needs teacher and gel them to come in and work with that child, or sometimes
take that child out into a quiet room and work one-on-one.
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Question 6(a)

Do you consider yourself to be a whole language teacher?

Response
Well, yes I guess so, I don', like the tenn whole language; I never did. The tr:rm came
out the first yeM I came over here, which was eight years ago, and I had been steeped
in the philosophy through my thesis before the term ever reached here. And once the

term came oct teachers made it mean whatever they wanted it to mean and so I don't like
the term. My ideas of how to teach language makes me a language teacher and I think
it is a whole language teacher, but I don't like the term. I don't tend to think whole

language; I tend to think what do J know about children's learning, and what works. A
lot of the old has to be brought in with the new and it has to be mixed up, done in
slightly different ways, but I don't leave a whole lot out. So, yes I believe I am a whole
language teacher in my own framework.

Queslion6(b)
Hl:"! comfortable are you with this status?

Response
Dh, I'm extremely comfortable with what I do, I'm always watching the kids, trying to
determine what would come next with this group of children, what should come next in
their learning of language, and trying to put myself in their position. They know this,
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they know thai, now let's see what I can cia to put it together, and see whall can do to
get them lOUse it.

Question 7(a and b)
In your opinion, are you receiving adequate support and assistance in advancing your

understanding and knowledge of whole language? If yes, what types of support are you
receiving and from where is this support coming?
This question was answered from the perspective of what she did as the past primary
coordinator with the board.

Response
When I came into this board eight years :lgo, whole lang'lage was just on the scene and
for most teachers all they had was Ihe term and no background. I did a fair amount of
inservice. as much as you could do. What the teachers were exposed to was 00 a grade
by grade level; we had grade level meetings where everybody shared what they were

doing in language. The first year I was here I did a session, with the teachers, on how
children learn language. This was the whole l'Ulguage basis of a lot of the researchers at
that time. We had sessions on Experiencing Languaee when Ihat came out, ill die early
stages. We had sessions with the grade levels when the ~ language arts program
came out. When you go to an inservice you go with your own perspective, your own
views on things, but what I did was try to show everybody where ~ fit in with
the department's philosophy in Experiencing Language. Also, I.ned 10 point out some
of the problems wilh the ~ program, some of the whole language components
that were coming through, some of the different things that you could do with it, and
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whether or not phonics was a component in it and how that and other skills were handled
within the program. So teacherl> had a full-day session on that. We also had grade level
meetings, whereby wt: showe.:llhem some of the new materials thai were coming in, such
as

~The

Bookshelf Program~ from Scholastic. We showed them how a lot of predictable

materials were coming through now and how some of the informational materials were
becoming predictable for the younger grade levels. I started to get the teachers to h'lOk
at the literature and decide what they were going to use with it and how they were goil\.~
to tlandle it. There wasn't a lot of time for that. bUI we did have lheir ideas typed up and
sent bad.: to them. The spelling document was whole language and there was a committee
who worked on that. The report card was changed and whole language was the reason
for the changes and the reason for anecdotal comments. There were articles on whole
language senl

OUI

10 leachers. There was quile a lot done over a six year period.

Teachers, after a while, kind of gol fed up with it and wanted 10 move on to other
things. Everybody has to accept their own perception and ideas of whole language,
whether or not it mirrors somebody else's. You have to allow people to Ihink. Also, I
did a video-rape the last year I was at the board, of one of the new spelling books that
came out··a professional resource. I reviewed il on tape, !lut I'm not sure if it was ever
sent out. Another thing, I did up some strategies and ideas and sent those out 00 teachers.
The last thing I did before I left the board

was, 1 did up a list of ......ole language

strategies and all the objectives, under one cover for each grade level. So in grades one,
two, and three teachers each had a little booklet with their objectives in ii, and I wrote
down a lot of writing and oral language objectives to go alOr1g with that. For
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kindergarten, there was an assessmenl package done up in 1988, Ilhink. ThaI's all whole
language and in it I wrote down checklist items and explained them. But a lot of the
work in whole: language, too, went through individual reading assessments on kids.

Whenever I worked with a child I went back and talked to the teacher; I was approaching
it from a whole language point of view, looking at what strategies to use with a particular
child and these were whole language strategies, Since I've been in the teaching position,

I don't think there's been anything done, because there's no one to do it. , don't

Ihir.~·

there's been a lot done in the last couple of years.

Question 7(c)

What types of support do you see as essential in ensuring your successful development
as a whole language teacher?

Response

lthink that teachers have to have a lot cf reading materials put in their hands, where Ihe
points are made very clearly, in very shon fashion, so they don't have to read a
lechnical, jargonized, twenty page article to get the JXlint. They need a lot of that coming
to them, where the points are synthesized and pUI together ill an understandable manner,
because we don't have time to be students, as well as teachers. We also need a lot more
meetings, where teachers get together and share what they are doing. I think that is the
critical thing. The questions "What are you actually doing'}-, -How are you doing it'}-,
-How are you finding that it works'}-, -How are you working wilh parents?-, -How are
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you sharing with parents, what students are doing1·, and -How are you asking the

parents to help the children?- need to be discussed. I think we need a Jot of time to talk
and little bits of information that will keep coming al us, done up in a very reader

friendly, usable way, that we can take and use. Infonnation such as, ideas of how to take
from literature all that it can give you and how you can follow up on it··practical ideas.
We nee(! to gather the ideas we pick up from literature and elsewhere and come together
in meetings and share these ideas. We need 10 talk about what we're doing.

