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ABSTRACf 

This inquiry into teacher education explores the potential for using multicultural 

children's literature to broaden preservice teachers' orientation toward the value of 

multiculturalism. The setting for this collaborative exploration was a College of 

Education course on Children's Literature during the 1992 spring semester. Literacy 

experiences with multicultural literature were created to provide preservice teachers with 

an opportunity to critically reflect on their awareness and understanding of 

multiculturalism. Weekly small group literature discussions, roving dialogue journals 

among three students and the university teacher, and end-of-semester interviews with 

each student were the primary sources of data collected during the semester. 

Findings from the analysis of data indicate the need for multicultural children's 

literature that accurately and authentically presents unique, diverse, and universal 

characteristics of a specific culture. Of equal importance to the selection of multicultural 

literature is the multicultural experience with these books which creates a critical 

consciousness among children and teachers. Evidence of the generative nature of dialogic 

experiences was seen where a multiplicity of voices pushed preservice teachers' 

awareness, acceptance, and appreciation of multiculturalism. As students reflected on 

their perspectives on culture that extended far beyond ethnic or racial perspectives, 

understanding of their own and other cultures was broadened. The results of this inquiry 

indicate the need for teacher education that is multicultural. A teacher's critical 

consciousness of the value of multiculturalism can transform her/his work with children 

in classrooms. Teacher themselves need opportunities to expand their orientation toward 

learning and living in a pluralistic society in order to foster critical students/citizens who 

actively participate in the nation's democracy. 
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CHAPTER! 

lHE NATURE OF THE INQUIRY 

Introduction 

John Dewey reflected on the problems and possibilities he had come to 

understand about learning and the fundamental relationship between genuine 

education and personal experiences in the latter portion of his career. While he 

acknowledged that not all experiences were equally educative, he emphasized 

the "organic connection" between growth and events in an individual's life. 

Every experience is a moving force. Its value can be judged only on 
the ground of what it moves toward and into... What [an individual] 
has learned in the way of knowledge and skill in one situation 
becomes an instrument of understanding and dealing effectively with 
the situations which follow. The process goes on as long as life and 
learning continue (1938, p. 38-44). 

Personal experiences within a community of individuals who choose to 

think and act together provide vital opportunities for learning. Ludwick Fleck 

defined such a group of people as a "thought collective," individuals who 

"mutually exchange ideas or maintain intellectual interaction" (1935, p. 48). 

Kathy Short's conceptualization of culture (1992) as "a way of thinking and 

acting in the world" parallels this notion of thought collectives as a community 

of persons who intentionally choose to collaborate in their learning. The life 

experiences which impact my present inquiry into multicultural education, 

teacher education, and children's literature evolve from two distinct thought 

collectives or cultural groups: my family and my community of co-learners in 

education. 
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Family experiences throughout my childhood and adolescence embodied 

my Mennonite heritage. My earliest memories are recollections of daily life 

revolving around church interactions. Both of my parents were deeply 

involved in the work of the church, my father as a Mennonite pastor and 

theologian, my mother as writer and recorder of Mennonite history. Life 

experiences were evaluated according to our Anabaptist and pacifist ways of 

knowing. In a recent publication, my parents characterized our Mennonite 

Brethren thought collective in this way. 

"[For Mennonite Brethren,] the church is understood to be a 
body of believers, bound together in a covenant relationship based on 
voluntary, meaningful membership... We understand the Sermon on 
the Mount to teach a radical discipleship that must express itself in 
suffering love and standing for peace" (Klassen, 1992, p. 82). 

This Mennonite perspective provided a single, focused lens on world 

events outside our close-knit community. During my childhood, the key social 

and theological issues being considered within our community were the 

bilingual generation gap between German-speaking parents and English

dominant children, practical clarification of discipleship, and actualizing a belief 

of missions and out-reach to the local and global community. One other way of 

knowing intersected this perspective on life experiences. Music was a vital 

avenue for making and sharing meaning in my world with family, friends, and at 

church. This perspective on life via the Mennonite culture imparted a long-term 

goal of service to others. Strict gender roles made only several occupational 

options possible and I chose education, a second dominant thought collective in 

my life. 
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'Teachers tend to teach as they were taught.' Demonstrations I received 

through public and private schooling were manifested during my first years of 

teaching through my "need" for structure and control. Recognition of rigidity 

and boredom within a skill and drill curriculum prompted me to enroll in 

graduate school where I encountered a radical thought collective; radical in the 

sense that teachers worked to view the learning process not in fragmented 

pieces but as a whole. A strong community of masters' students and professors 

pushed me to reconsider how people learn and, more specifically, how children 

learn to read and write. Realizing the social and holistic nature of my ways of 

creating new knowledge as a graduate student caused me to take risles with my 

elementary students. Literacy experiences with children's literature and process 

writing provided new avenues to explore meaning with intennediate learners. 

My masters' thesis, Literature Studies: A Community of Learners (Klassen, 1987), 

required a public verbalization of my changing theory and practice of reading 

and writing experiences with students. 

This first intentional and semi-systematic inquiry into literacy learning 

initiated the use of a new tool for my growth. Trying on the lens of teacher 

researcher provided me with a new perspective on learning with and from my 

students. Re-searching and reflecting on current learning experiences in order 

to create more powerful learning experiences in the future was the beginning of 

a slow transfonnation that impacted all areas of my classroom curriculum. 

My last three years of teaching in the elementary classroom pushed me to 

reconceptualize my theory of learning as a social process. Most of my fourth 

and fifth grade student::. during those last years were second language learners 

from many diverse backgrounds. My ways of knowing through the use of 
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multiple sign systems were not necessarily their ways of knowing. I struggled 

to find ways to embrace and use our diverse perspectives to create greater 

awareness and understanding. Striving (and failing at times) to create a learning 

environment where all learners could use their knowledge for learning was the 

genesis of this current inquiry. 

My realization of a lack of understanding about optimal learning in 

schools motivated me to return to graduate school. Life as a doctoral student 

proved to be a disquieting experience. due in part to facing a new thought 

collective. In hindsight, my disequilibrium in academia was minor in comparison 

to the disequilibrium felt by my former Mexican American. African American, 

and Southeast Asian American students thrust into new linguistic, national, 

social class, and education cultural groups via entering in U.S. schools. As I 

considered the vast cultural differences between home and school life for my 

intermediate students, I wondered how to bridge these chasms in order to make 

full use of our divergent perspectives and ways of knowing in the world. 

As I considered how to make use of students' mUltiple perspectives 

through my university teaching experiences with preservice teachers and 

collaborative teacher research projects in elementary classrooms, I was forced to 

re-conceptualize my understanding of learning. Classroom experiences that 

provided ways for all students to use their multiple literacies and diverse 

perspectives looked different from many of Hle learning experiences I created 

for my elementary students. My perspective on education broadened as I used 

this orientation toward multiculturalism to create new understanding. 

Teacher education and teacher research provided essential viewpoints 

that influenced the creation of this inquiry. The conceptualization of this study 
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on multicultural teacher education evolved out of a need to use an expanding 

holistic, social, and cultural perspective on my theoretical and practical 

understandings. The vehicle for this inquiry was children's literature, primarily 

because I had explored the power of inquiry through children's literature for 

over eight years with children and teachers, and secondly because I was 

teaching a course for preservice teachers on using children's literature in the 

elementary classroom. 

Statement of the Problem 

There is a current movement in education to examine multicultural 

awareness and understanding. Educators are exploring ways of using the 

perspectives of diverse student popUlations for learning throughout the 

curriculum. This focus on multiculturalism is not a new interest but an emphasis 

that continually resurfaces in an effort to create a more democratic society and 

school place. 

Though often unrecognized, multiple ways of knowing and thinking 

about the world have been a cornerstone of our nation historically. Social, 

political, linguistic, ethnic, and economic diversity is the norm, not the exception. 

Educators' re~ponse to this pluralism has vacillated between frequently ignoring 

or tolerating differences to occasional instances of accepting or using 

differences for growth. Within this century, several educational movements set 

out to examine ethnic, linguistic, and class differences. Educators in the 1920's 

and 30's responded to a wave of immigrants and international conflicts with an 

effort to make democratic principles an actuality in schools (Dewey, 1916; 

Mitchell, 1950). The country's civil unrest in the 1960's and 70's brought about 
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another effort by schools to embrace diversity (Banks, 1989a). Education that 

is multicultural is not a new idea (Grant, 1978). 

Educators' current response to our country's social dilemmas (Le. racism, 

poverty, sexism) and a recent influx of immigrants revisits several multicultural 

issues from the past while also encompassing new dimensions. The role of 

education as an institution that impacts students' thinking continues to be 

examined. Some recognize the power teachers hold for influencing students' 

views on multiculturalism. The inherent political nature of education is slowly 

being acknowledged and examined (Freire & Macedo, 1987; Giroux & 

McLaren, 1989). 

A new direction in the current discussion about multiculturalism is a 

broader view of pluralism. Cultural differences and similarities are being 

examined through perspectives on culture which go beyond race to include 

ethnic, gender, language, social class, exceptionality, age, and religious 

perspectives (Gollnick & Chinn, 1990; Ovando, 1989). The goal of this 

viewpoint is not to simply clarify distinctions between cultural groups but to 

create an opportunity to push for greater understanding and equity across 

world perspectives. Curriculum that is generated from mUltiple viewpoints 

offers students occasions to examine their own and other ways of knowing 

about the world. 

A small but growing research base seeks to cut across inquiry in literacy 

development, critical theory, and multiculturalism (Bishop, 1992a; Freire & 

Macedo, 1987; Giroux & McLaren, 1989; Harris, 1992; Shannon, 1990; Shor & 

Freire, 1987; Sleeter, 1991; Taxel, 1989). Recent research into multiple ways of 

knowing about language, science, math, art, and music infonns current research 
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in multiculturalism since the focus of these inquiries is on the complexity of 

ways of learning. Literacy learning and research is an on-going process of 

discovery that builds on a multicultural orientation which supports all learners in 

classrooms. 

If current research is to provide insights for using a multicultural 

orientation toward learning throughout the curriculum, educators must find 

ways to explore both the theory and practice needed to create such democratic 

learning environments. Many researchers in the field of multicultural education 

and critical theory document the needs facing American schools (Apple, 1986; 

Banks & Banks. 1989; Giroux & McLaren, 1989; Grant & Sleeter, 1989). What 

appears to be lacking are demonstrations of multiculturalism as a way of 

thinking and acting inside and outside of school. Theory without practice runs 

the risk of becoming only more theory. 

The attitudes and behaviors of classroom teachers are a critical factor in 

multicultural learning (Gay, 1989; Rodriguez, 1983). An educator's beliefs about 

the need for greater cross-cultural understanding impact the kinds of learning 

opportunities shelhe offers each day in the classroom. Since the current 

demographic make-up of students and teachers shows a widening ethnic and 

linguistic gap, teacher education needs to recognize and respond to this 

diversity. The increasingly homogeneous European American female 

elementary teacher (Grant & Secada, 1990) needs occasions to critically reflect 

on her own views of culture in light of the increasing diverse student 

popUlation she meets in the classroom. As student popUlations continue to 

increase in their diversity, educators must increase their awareness and 

understanding of multiculturalism. 
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Questions of the Inquiry 

This research study grows out of my interest in exploring avenues for 

multicultural learning with preservice teachers. The genesis of this inquiry was 

the recognition of my "culturally-centric" perspectives as an elementary teacher 

of students from diverse backgrounds. I began to consider how to use students' 

multiple perspectives to create greater awareness and understanding amongst 

each other and our pluralistic society. One central tool for our growth was 

multicultural children's literature. 

As a teacher of predominantly European American university students in 

a children's literature course. I recognized preservice teachers' "culturally

centric" views and wondered how to challenge these perceptions in order to 

prepare them to meet a diverse student population. I began exploring the 

power of interactions with children's literature as a tool for inquiry into 

multicultural issues. Through the process of teaching this children's literature 

class for three semesters with three different populations over the course of one 

and a half years, I saw students beginning to reconsider their prior knowledge, 

specifically through experiences with multicultural children's literature. I chose 

to focus this inquiry around the use of multicultural literature as a way of 

learning about social, political, and cultural concerns (Short & Klassen, in press). 

The overall research question that guided this inquiry was: 

In what ways does the use of multicultural children's literature impact 
preservice teachers' awareness and understanding of multiculturalism? 
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More specific questions that focused my research were: 

1. What changes occur in preservice teachers' orientation toward 
multiculturalism over the course of the semester? 
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2. What kinds of talk occur in preservice teachers' literature discussions 
about multicultural literature? How do these various forms of talk 
expand their multicultural knowledge? 
3. What are the multicultural issues and concerns identified by preservice 
teachers in a children's literature course? 

Due to the collaborative nature of this research, these questions changed 

and narrowed in several ways over the course of this inquiry. The history of 

those changes are traced in Chapter 3. 

In order to explore these questions, I collected data from one class of 

preservice teachers enrolled in the University of Arizona's College of Education. 

These 32 students registered for my section of Children's Literature for the 

Elementary Classroom during the 1992 spring semester. Over the course of five 

months (January through May), I collected three primary data sources: literature 

discussions on multicultural children's literature, roving dialogue journal entries, 

and end-of-semester interviews about multicultural literature. Five secondary 

sources of data were collected and used to confirm or disconfirm findings from 

the primary sources. 

Five major theoretical assumptions about learning guided this inquiry. I 

worked to create learning experiences which provided opportunities for social 

interaction between learners, dialogue as a way to exchange ideas, transactive 

reading events, democratic contexts for growth, and the use of mUltiple sign 

systems. 
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Assumptions about Learning 

Learning is inherently a social process (Vygotsky, 1978; Short & Burke, 

1991). To conceive of learning as non-social is similar to viewing the world 

without human interaction. Many teachers fail to recognize that "genuine 

education comes through experience" (Dewey, 1938, p. 25) and do not create a 

context that encourages students to build on the social ways in which people 

create knowledge. Yet outside of school, a natural and productive element of 

learning is the collaboration between people interested in exploring similar 

issues and questions. Disequilibrium created by recognition of anomalies 

produces generative occasions for growth. Questions. often originating in 

dialogue, present opportunities to seek new understanding, while also 

producing more issues and concerns to explore in future inquiries. Instead of 

continuing to create independent, competitive occasions for learning in school, 

teachers need to critically consider how to create optimal learning experiences. 

Learning contexts that provide opportunities for growth focus on an 

exchange of ideas. From this perspective, the teacher's responsibilities can be 

described as the creation of occasions for students to engage in "an active quest 

for information and for the production of new ideas" (Dewey, 1938, p. 79). 

Learning, when seen as an inquiry process, focuses on the construction of new 

understanding which builds on the power of collaboration between teachers 

and students and students and students (Short & Burke, 1991). All members of 

the learning community focus on growth as they engage in inquiry with others. 

Optimal learning occurs within each student's "zone of proximal development" 

which highlights the active, personal, and social nature of learning (Vygotsky, 

1978). Constructing or reconstructing knowledge by building on past 
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experiences is purposeful in tenns of whether it moves the learner into and 

toward future learning experiences (Dewey, 1938). 
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Using the term "dialogue" as a metaphor for pedagogy implies the co

production of meaning between teachers and students and students and 

students (Peterson & Eeds, 1990; Shor & Freire, 1987). It is the teacher's 

responsibility to create dialogic opportunities for learners to reshape knowledge 

through interactions with others (Barnes, 1986). From this frame of reference, 

teachers and students assume responsibility for learning. 

Dialogue, as a focused and intentional opportunity to construct new 

meaning, encompasses both critique and inquiry (Peterson. 1992). Students and 

teachers who choose to explore a topic of interest purposefully join together to 

uncover new meaning (inquiry) as they thoughtfully listen and respond 

(critique) to insights shared. From a multicultural perspective, dialogue is a 

natural way for people to learn and ensures that all voices will be heard in 

classrooms (Peterson & Eeds, 1990). 

These beliefs about the learning process parallel a view of reading that 

can be described as a transaction between the reader and text (Rosenblatt, 

1978). Common assumptions that the text contains all the meaning for the 

reader to consume are challenged through this theory, centered on the 

transaction between the reader and the text. 

This focus on the reader and the text grows out of an understanding of 
what happens during the process of reading; it recognizes how active 
readers are during the process, rather than assuming they are passive 
spectators of the text. According to the central premise, the literary 
work exists in the transaction between the reader and the text. 
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The tenn transaction denotes the special nature of the 
relationship between the reader and the text during the reading 
event; mutually acting on each other, affecting each other to evoke an 
experience, a meaning, for the particular reader of the text (Karolides, 
1992, p. 22). 

Evidence of reading as a dynamic, evolving experience is highlighted in 

the response event which is distinct and personal for every reader. The 

connection between each reader's unique background and the construction of 

herlhis own meaning with a text underscores reading as a dialogic, back-and

forth process between the reader and the text. 

An extension of the belief that reading is a transaction maintains that this 

event must be purposeful and meaningful to the reader. The purpose for 

reading is not simply to read; reading is a tool for the exploration of ideas. 

Critical literacy moves the act of reading beyond a mechanical or fact-gathering 

event. "The mere ability to read is not enough. Each person should have also a 

critical ability to interpret and test the accuracy of what he reads" (Guinness, 

1943, p. 165). Teachers do not directly produce critical, reflective readers. 

Instead, teachers must encourage and nurture a classroom environment that 

promotes critical, reflective thinking about issues and topics of interest. 

A democratic classroom is one that fosters a critical consciousness of life 

experiences. Democracy, an ideal difficult to actualize in school, focuses on the 

empowennent of learners, where divers~ voices and histories create generative 

contexts for growth. Conceptualizing democracy as a continuous process 

focuses on the active, on-going nature of this goal, which the school and nation 

must continually work toward, though it is never fully achieved (Murra, 1941). 

Much of the talk that occurs in these classrooms is characterized as dialogue 



25 

focused on inquiry and critical thinking. Students enter into dialogue with 

others in order to construct a more accurate understanding of reality (Peterson, 

1992). Global complexities of a social, political, or cultural nature are examined 

through each learner's own critical perspective. Knowledge is acquired in order 

to make sense of something and then applied critically and reflectively to new 

issues and settings. 

The tools required for active participation in the nation's democracy are 

not just reading and writing but multiple Iiteracies. Language is one primary 

learning tool but students must also explore other ways of knowing or "other 

forms of representation" in their world (Eisner, 1982, p. 91). Literacy cannot be 

limited to language systems but must expand to encompass multiple sign 

systems including math, music, art, sign language, and dance (Harste, Woodward, 

& Burke, 1984). The study of signs and systems enables one to see language 

within the larger framework of communication (Thomas, 1977). Learning with, 

about, and through these sign systems occurs in classrooms where teachers and 

students are working to create a collaborative, multicultural environment. 

Literacy experiences with multicultural children's literature provide one 

unique context for enacting these assumptions about learning. Social 

interactions are vital as readers consider questions raised through transactions 

with texts. Readers enter into dialogue with others in order to make sense of 

questions and concerns that arise. Their social, political, and cultural diversity 

offers multiple perspectives that push the learning process forward. From this 

viewpoint, multiculturalism is integral to learning in schools and society. 
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Overview of the Inquiry 

The remaining chapters of this work provide an in-depth description of 

the theoretical framework, methods, data analysis, and educational implications 

of this inquiry on multicultural education for preservice teachers. Chapter 2 

provides a conceptualization of multicultural education for students and 

teachers. Through a historical look at 20th century U.S., the roots of education 

oriented toward an exploration of multiculturalism and democracy are traced. A 

study of current issues which adds a complexity to present-day multicultural 

education is succeeded by an examination of critical theory's influence on an 

education that values multiculturalism. Following this theoretical look at 

multicultural education, the next section of the chapter explores the field of 

multicultural children's literature. After defining this form of literature, a 

retrospective look explores the origin of these books throughout twentieth 

century U.S. An examination of contemporary issues and concerns that impact 

the lise of multicultural literature is followed by a study of the impact of reader 

response theory on children's literature. The final section of this chapter 

explores the field of preservice teacher education, including a close look at 

multicultural teacher education. 

Chapter 3 provides a description of the inquiry design, methods, and 

procedures. The first section of this chapter outlines mUltiple views of research 

and explores the collaborative and naturalistic aspects of this study. The 

following section presents a description of the research setting: a children's 

literature course in the University of Arizona's College of Education. The 

preservice teacher/research participants are introduced through their literacy 

memories and the role of a teacher researcher in teacher education is 
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summarized. The last section of this chapter describes the specifics of data 

collection and analysis. The origin and evolution of my questions and the three 

primary and other secondary sources of data are delineated. A report is given of 

the findings from the collaborative analysis of data with two groups of 

preservice teacher researchers. Finally the data analysis procedures over the 

course of the year following data collection are outlined. 

Chapter 4 presents an analysis of data through an examination of the 

overall research question and the three specific questions that guided this 

inquiry. The preservice teachers' understanding of multiculturalism and changes 

in their orientation toward multiculturalism (question 1) are described through 

an analysis of the end-of-semester interviews. The kinds of talk students used 

to broaden their understanding of multiculturalism are explored through a study 

of literature circles (question 2). Two sources of information (roving dialogue 

journals and end-of-semester interviews) are analyzed in an attempt to uncover 

the multicultural issues and concerns students considered throughout the 

course (question 3). A model for expanding preservice teachers' orientation 

toward multiculturalism is also presented (overall research question). 

Chapter 5 provides a summary of the data analysis. A critical look is 

taken at the implications of these findings for multicultural education, 

multicultural children's literature, literature discussions, and multicultural teacher 

education. The future of multiculturalism is also considered. 
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RELATED LITERATURE 
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Three fields of educational research provide the theoretical foundation 

for this inquiry with future elementary teachers: multicultural education, 

multicultural children's literature, and preservice teacher education. This chapter 

begins with a look at multicultural education by laying out a conceptualization 

of this orientation toward learning which encompasses a broader view of 

culture. The historical foundation is presented next via a retrospective 

examination of various movements that include goals set out by major 

proponents of multicultural education. Contemporary issues that impact 

multicultural education provide an overview of concerns that can either 

fragment or strengthen current efforts. Finally critical theory's effect on 

multiculturalism is examined through an exploration of the social, political, and 

cultural influences that create a greater critical consciousness among students 

and teachers. 

The field of multicultural children's literature supplies a second framework 

for this research study and is explored in the next section of the chapter. A look 

at the role of children's books throughout the curriculum and a 

conceptualization of multicultural literature are provided in order to distinguish 

this kind of literature from the many other types of books for children. Through 

a historical exploration, the long-term struggle to provide these types of books 

for all children in schools is considered. Next the contemporary concerns which 

can either cloud or clarify issues surrounding multicultural literature are 
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investigated. Lastly reader response theory's influence is considered by 

examining the varying foci on the reader, the text, and the transaction between 

the two. 

To conclude the chapter, preservice teacher education is investigated. 

Current difficulties relating to the curricular and pedagogical concerns which 

impact multicultural education for preservice and classroom teachers are 

explored. 

Multicultural Education 

Learning that focuses on multiculturalism is not a new theme in 

education. In an effort to look more closely at this movement, four aspects of 

multicultural education are explored: a definition that expands the notion of 

multiculturalism, a review of past viewpoints depicting the changes which led to 

the current conceptualization, present-day concerns that offer new possibilities, 

and the formative influence of critical theory. 

A Conceptualization of Multicultural Education 

Multicultural education is an orientation toward learning (Ruiz, 1984) 

which values and uses the multiple perspectives available from diverse cultures 

in order to create greater awareness and understanding. The use of these 

pluralistic perspectives fosters reflective citizens whose critical consciousness of 

their world experiences urges them to actively participate in the nation's 

democracy (Giroux & Freire, 1989). A broader interpretation of the aspects of 

all cultures, including ethnicity, race, language, gender, religion, age, 

exceptionality, region, nationality, and social class (Gollnick & Chinn, 1990), 
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allows for exploration of similarities and differences across and within cultural 

groups. Learning experiences which are multicultural in nature encourage 

greater understanding of an individual's culture while providing insights into 

other cultures as well. For teachers, this orientation toward learning is reflected 

throughout pedagogical and curricular decisions (McCarty, 1993). 

Multicultural learning is a process of inquiry into the multiple perspectives of 

one's own and other cultures for the purpose of becoming a critical, reflective 

learner who embraces a global outlook on her/his interdependent communities 

and world. It is a way of thinking about teaching and learning that impacts all 

students and teachers. 

The heart of multiculturalism is culture. The way in which a teacher 

conceptualizes culture, in a significant manner, defines the scope of multicultural 

education. A broad interpretation of culture can enlarge educators' vision of 

learning that is multicultural. Various definitions of culture provide insight on 

the issue of what constitutes culture. An anthropological definition views 

culture as a person's way of thinking, feeling, and believing (Kluckhohn. 1971). 

This system of shared rules or pooled knowledge is transmitted by people who 

share a common social and historical experience (McCarty, 1989). Brian 

Bullivant defines culture as "a social group's design for surviving in and 

adapting to its environment" (1989, p. 27). Culture as an individual's way of 

thinking and acting within various thought collectives (Fleck, 1935; Short, 

1992) recognizes the non-static, evolving nature of culture since a person 

interacts and is changed through transactions with other cultures. While some 

educators limit the scope of multiculturalism by focusing on ethnic relations 

(Banks, 1989; Bishop, 1992), a more global interpretation of culture 
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encompasses numerous social groups. Besides ethnic groups, other thought 

collectives that define various aspects of a culture include linguistic, gender, age, 

racial, exceptional, religious, national, social class, and regional groups (Gollnick 

& Chinn, 1990). A critical consciousness of culture is based in an examination 

of an individual's own perspective/culture as well as other perspectives/cultures 

(Grant & Sleeter, 1989). 

Theoretical assumptions about learning that is multicultural parallel those 

set out for learning in general (see chapter I). Collaboration characterizes much 

of the inquiry that occurs as students work toward new understandings. These 

social transactions often generate anomalies which push the learning process 

forward. The dialogic nature of multicultural learning provides students with 

occasions to layout and reflect on their current understandings within a 

community of learners. Multiple literacies beyond reading and writing are seen 

as tools used to create knowledge. This democratic environment provides 

opportunities for individual perspectives to be heard and re-shaped by voices 

from one's personal and global communities. 

A Retrospective Look at Multicultural Education 

in Twentieth Century United States 

The roots of multicultural education evolve from one of two diverse 

perspectives on the nation's democracy. At the turn of the century two distinct 

cultural images of assimilation and pluralism emerged. In 1908, the playwright 

Israel Zangwill captured the essence of The Melting Pot in a story about 

immigrants and natives (Scrupaci, 1975). The massive influx of immigrants at the 

beginning of the twentieth century was cause for concern and made some 
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citizens long for a homogeneous whole of" Americans." Blending and melting 

into the existing American society had not occurred for previous immigrants and 

did not occur for these immigrants. Horace Kallen's label for the opposing view 

was "cultural pluralism" (1915). He asserted that different cultures had a right to 

maintain their distinct social groups and that our democracy was created out of 

diversity. Both of these views of culture and its role in our democracy are stilI 

being examined today. Multicultural education evolved out of the view that 

the nation values and benefits from its pluralism. 

Intercultural Education 

In the 1940's educators espousing an intercultural perspective explored 

the foundations of our democracy and the role of educators in providing a 

context for the examination of pluralism. Mabel Casner clarified this stance: 

"Democracy in any community must start with the practice of democracy in the 

classrooms of its schools" (1943, p. 23). Other social studies educators also were 

concerned about the demonstrations students were given in schools that paid 

mere lip-service to democratic ideals. They pointed out the injustice of 

recognizing and exploring the history of European Americans in history 

textbooks and the practice of ignoring the contributions of African Americans 

(Wesley, 1943). These educators worked to create a critical consciousness in 

teachers of "democracy as something that a nation must always be doing" 

(Murra, 1941, p. 128). Through inquiry, students and teachers ideally would 

consider the nation's current dilemmas and explore avenues for greater freedom 

and equity for all peoples. Critical literacy was seen as a vital tool for students 

who used their current knowledge to critically and reflectively investigate the 

nation's problems (Guinness, 1943). Intercultural education's goal of creating a 
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perceptions and social action. 

Intergroup Education 
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In the 1950's, intergroup education (studies designed to develop a 

respect for diverse ethnic and racial groups) coalesced with the civil rights 

movement. The nation's black and white polemic (Scarpaci, 1975) led educators 

to initiate an examination of the racial tension throughout the United States. 

Social studies educators pointed out the stereotypes and ethnocentric attitudes 

pervasive in textbooks and called for change (Rogers & Muessig, 1963). 

Multiethnic studies become a popular way for teachers to address ethnic 

diversity. Inquiries into topics like slavery were suggested as a way to provide 

students an opportunity to juxtapose information gathered from social studies 

texts against information from biographical and fictional literature (Banks, 

1969). The divergent and conflicting accounts were seen as generative 

occasions for the creation of new understandings. 

Librarians, language arts educators, and social studies educators called 

for more realistic and authentic portrayals of minority groups in tradebooks and 

textbooks (Joyce, 1969; Larrick, 1965; McCann & Woodard, 1972). Classroom 

teachers' role in the implementation of this curriculum was pivotal. They 

needed to re-examine their attitudes toward minority groups before they could 

realistically lead students in studies designed to take a critical look at cultural 

pluralism (Joyce, 1969). At this time, culture, from a multiethnic studies 

perspective, encompassed ethnic and gender groups alone. 
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Multiethnic Studies 

The racial tension of the 1960's resulted in legislative mandates in the 

1970's which called for multiethnic education for all students. These mandates 

led to diverse interpretations throughout education, resulting in a wide variety 

of programs and practices that were labeled multiethnic or multicultural 

education. The breadth or narrowness of understanding about cultural 

pluralism dictated the breadth or narrowness of school programs. These 

curricular components ranged from adding the celebration of ethnic holidays to 

transforming ways of learning in schools (Banks, 1989). 

Over the past 50 years, educators with an intercultural, intergroup, 

multiethnic, or multicultural orientation toward learning in schools have 

repeatedly explored issues central to the current questions which surround and 

complicate multicultural education today. The four issues considered next are 

continuing dilemmas impacting an education that values multiculturalism. 

Current Issues Impacting Multicultural Education 

Multicultural education has become a political hotbed for numerous 

factions inside and outside schools. As an array of social. political, cultural, and 

economic issues are continually attached to the term "multicultural education," it 

becomes more and more difficult to clarify central issues and goals. Defining 

and identifying the role of education that is multicultural are two parallel issues. 

The question of which students are in need of this type of education is another 

issue being debated. An orientation toward multiculturalism that pervades the 

entire curriculum also explores the preservice and inservice needs of teachers. 
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Through a direct examination of each of these concerns, one can begin to clarify 

a vision for education that is multicultural. 

Conceptualizing Multiculturalism 

The term multicultural education means many things to those inside and 

outside of education (Banks, 1989). Within educational circles, it is a highly 

politicized concept which evokes both positive and negative responses. From 

two opposing positions, assimilationists perceive multiculturalism as an anti

American movement while researchers from a pluralistic perspective view it as 

the embodiment of democracy. 

Since a person's cultural perception is so central to multiculturalism, it is 

useful to work toward a clearer understanding of the notion of culture (see 

previous discussion of culture on pg. 18). Multiple social groups that influence 

each person's way of thinking and acting include linguistic, age, gender, racial, 

ethnic, exceptional, religious, national, social class, and regional thought 

collectives (Gollnick & Chinn, 1990). 

This more inclusive understanding of culture addresses the interrelated 

connections across the multiple perspectives that individuals experience as they 

move in and out of various groups of people throughout their lives. People's 

ever-changing perspectives are an amalgamation of the many groups in which 

they participate. This broader definition offers opportunities for people to 

connect via cultural similarities they discover while also pointing to the value of 

diversity. Instead of perceiving these differences in a divisive sense, a study of 

one's own perspectives provides valuable insights into others' viewpoints. 

Delving into one's own diversity creates greater understanding and a bridge for 

dialogue with others about their diversity. An analysis of the multiple 
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influences that affect one's thinking provides a channel for dialogue with others 

holding similar or differing perspectives. The usefulness of diversity grows out 

of one's ability or inability to use differences for growth or greater cultural

cenbism. 

A limiting focus that continues to pervade multiculturalism is an 

ethnocentric perspective. Major researchers in multicultural education like 

Banks and Banks (1989a) espouse cultural pluralism but reduce curricular 

examples to a focus on ethnicity and race alone. Likewise in multicultural 

children's literature, researchers like Harris (1992) and Bishop (1992b) restrict 

explorations into muIticulturalliterature to ethnic studies. Just as limiting is the 

examination of people of color alone, which can become a divisive element, not 

a tool for cross-cultural understanding. Instead of separating and dividing 

cultural groups, there is a need to use the viewpoints of many cultures. This 

includes recognition of the historical lack of representation for groups outside 

the dominant culture and efforts to alter this under-representation. Educators in 

multicultural education like Gollnick and Chinn (1990) are making an effort to 

examine cultural diversity across cultures, thereby creating channels for 

dialogue and greater understanding amongst various cultural groups 

throughout society. 

Role of Multicultural Education in the Curriculum 

Just as educators struggle to define education that is multicultural, they 

have an equally difficult time conceptualizing the role of multicultural education 

within the larger framework of schooling. James Banks (1989b) identifies four 

approaches to ethnic studies in classrooms today. While Banks focuses on 
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ethnic issues alone, his work is helpful as teachers work to clarify the role of 

multicultural education. 

The first approach to the integration of ethnic content throughout the 

curriculum occurs at a contributions level. This simplistic understanding of 

cultural diversity leads teachers to include infonnation about various ethnic 

heroes and holidays on celebratory days throughout the school year. 

Commemorating Cinco de Mayo and Martin Luther King's Birthday are typical 

ways for educators to include an ethnic view in their curriculum. 

A second approach to ethnic studies centers on the addition of a few 

ethnic materials to the curriculum. Teachers who embrace an ethnic additive 

view maintain the adequacy of supplementing textbook materials written from a 

slanted viewpoint with a few resources that represent minorities. Both of these 

first two approaches to muItiethnic education are typical curricular avenues for 

teachers to take as they become aware of ethnic diversity. Neither of these 

perspectives challenge a curriculum centered around dominant culture values 

and understandings. 

Banks (l989b) identifies two other approaches for including ethnic 

content in the curriculum which focus on a radical change in a teachers' 

orientation toward learning. At the transformative level, the value of diverse 

perspectives is recognized and used throughout the curriculum. The use of art, 

music, and language arts allows students to explore issues of concern from 

various viewpoints. In order to help students gain a more global consciousness, 

various ethnic groups are investigated. At the social action level of 

understanding, students and teachers use their knowledge to critically explore 

issues and consider social action which would alter existing ideologies. 
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These four approaches to multiethnic (not multicultural) education are 

useful as a way to help teachers examine their awareness and understanding of 

multiculturalism. As teachers identify their current efforts to integrate 

perspectives on many ethnicities, they also identify areas for growth. However 

by exploring only ethnic content, other perspectives from diverse linguistic, 

religious, national, racial, exceptional, regional, age, and social class groups are 

ignored. As in many hierarchical frameworks, this look at different educational 

approaches to including perspectives on ethnicity is overgeneralized. While 

Banks focuses on the need for reform throughout the curriculum, the classroom 

studies he offers as examples of integrating ethnic content include only the 

social studies and history subject areas. He also appears to walking a fine line 

between advocating that teachers create a context for students to explore their 

current social, political, and cultural understandings and implying that it is 

appropriate for teachers to impose their ideologies onto students. Replacing the 

dominant culture's ideology with the teacher's radical ideology does not 

promote democratic pluralism but perpetuates a follower's mentality. 

A broader view of multicultural education maintains that multiculturalism 

is an "orientation" toward learning in schools (Ruiz, 1984). Rather than a set of 

curricular experiences teachers replicate in their own classrooms, multicultural 

education is an orientation that "values the diversity of viewpoints and 

experiences and sees people as valuable contributors to the experience of 

school and society" (Fleming, Fuentevilla, & Ruiz, 1991). This orientation 

impacts all curricular decisions made by teachers. 

One basic tenet of multicultural education offers students ample 

opportunities to explore their own cultures and perspectives while they 
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consider and use other perspectives for learning (Gollnick & Chinn, 1990; Grant 

& Sleeter, 1989). Society overtly and covertly transmits many contradictory 

messages about various cultural groups. Students need experiences that help 

them develop positive racial, ethnic, gender, linguistic, social class, religious, 

exceptional, and national identities about themselves (Ramsey, 1987). Defining 

oneself through various perspectives lays the groundwork for inquiry into other 

people's cultural diversity. As students explore their own pluralism, an 

awareness and valuing of other cultures is initiated. A multicultural education 

offers the opportunity to hear and explore as many of these diverse perspectives 

as possible (Fleming, Fuentevilla & Ruiz, 1991). As students investigate other 

cultures, myths and stereotypes fade away, bringing about greater 

understanding of multiculturalism. Awareness, acceptance, and appreciation 

lead to a more global perception of life experiences (Grant, 1977; Grant & 

Sleeter, 1989). 

Another tenet of multicultural education deals with the need to promote 

critical, reflective learning. Critical thinking is often seen as mere jargon by 

many educators, but in essence, being critical and reflective connotes an ability 

to interpret and analyze the multiple perspectives experienced each day 

(Gollnick & Chinn, 1990). Rather than accepting common social, political, and 

cultural assumptions, students are encouraged to challenge these premises. 

Developing a critical consciousness about oneself and one's world (Freire & 

Macedo, 1987) is a goal for learning throughout school. 

As students work to gain a critical perception of themselves within the 

world, the power relations in and outside schools are naturally considered. 

Educators who strive to create a multicultural learning environment cannot 
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replicate the hierarchical relationships that pervade many classrooms. A 

learning-centered classroom values each perspective for the purpose of gaining 

new understandings (Short & Burke, 1991). Students and teachers share their 

current knowledge in an effort to promote further learning. The teacher's goal is 

not to transmit knowledge but to create a generative environment that 

stimulates learning. Neither is the teacher's goal to empower students since 

empowerment is not something one person can give to another. Instead, 

teachers strive to create a context that facilitates student empowerment (Ruiz, 

1991). 

Empowered students are learners who take an active role in their 

democracy, whether it is in a classroom or beyond. An education that is 

multicultural can provide students with vital democratic experiences. 

"Democracy in any community must start with the practice of democracy in the 

classrooms of its schools" (Casner, 1943, p. 23). From a historical perspective, 

the founders of our nation's democracy theoretically set out to embody a critical 

consciousness toward the use of multiple world perspectives. The 

interdependent nature of ollr world builds on these same democratic principles. 

The struggle to value diversity marks the country's unique struggle toward the 

ideal of equality. While the role of schools in actualizing a democracy is limited, 

it is within the power of teachers to openly discuss the nation's struggles 

through dialogue with students. An educator's orientation toward pluralism can 

influence students to either accept, use, or reject diversity. Multicultural 

education compels teachers and students to confront diversity and examine 

their current understandings of the world. 
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The role of multicultural education for any learner is clearly a continuous 

process that should extend beyond school. When perceiving multiculturalism 

from this perspective, learning that increases awareness, acceptance, and 

appreciation of cultural diversity takes on a more global emphasis. 

Conceptualizing learning about multiculturalism as a process focuses on the on

going nature of an expanding understanding of oneself and others which 

continues inside and outside of school (Banks, 1989a). 

Intended Student Population 

The issue of which students need multicultural education evokes a 

variety of responses. One view prescribes multicultural learning for mainstream 

students in need of a more global understanding of those outside the 

mainstream population (Modgil, 1986). Through the study of minority cultures, 

teachers hope that students will acquire a deeper understanding of the 

usefulness of diversity. Another perspective perceives minority students as the 

target population in need of a more global viewpoint which a multiethnic 

education could provide for them. These multiethnic programs are designed to 

help diverse populations experience educational equality (Banks, 1988). A 

broader conceptualization of multiculturalism sees value in this kind of learning 

for all students, regardless of their II majority II or "minority" status. Students need 

to explore their own understandings in light of diverse perspectives. An 

education that promotes the value of multiculturalism is essential for all students 

(Gay, 1989). 

Multicultural Education for Teachers 

Multicultural education is as rich or as limited as the teacher's perspective 

on cultuml pluralism. The homogeneous backgrounds of many teachers today 
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indicate the need for educational opportunities that explore multicultural issues 

for educators themselves (Grant & Grant, 1977). Currently there is an increasing 

discontinuity between teacher and student diversity (Grant & Secada, 1990). 

Demographic figures indicate that in 1984, 29 percent of the students enrolled 

in U.S. schools were not from European American backgrounds (Center for 

Education Statistics [CES), 1987a). Juxtaposed to this ever-growing diverse 

student body is an increasingly homogeneous teacher popUlation. Eighty

seven percent of the elementary teaching force is from an European American 

background and it is 67 percent female (CES, 1987b). Retiring teachers are 

being replaced by an European American female; 76 percent of the bachelor's 

degrees in education awarded fi'om U.S. colleges and universities in 1984 were 

given to women. An increasingly homogeneous teacher is meeting an 

increasingly diverse student in U.S. classrooms. 

A diverse student popUlation needs a diverse teaching force (Grant & 

Secada, 1990). While all teachers have an educational responsibility to create 

multicultural learning environments that promote growth, teachers from diverse 

backgrounds can serve as role models for students. Students from mainstream 

or diverse backgrounds benefit from learning with teachers who bring a variety 

of perspectives (Banks, 1988). 

Preservice courses that focus on multicultural learning can help future 

teachers explore and clarify their own cultural and cross-cultural identities (Gay, 

1989). Educators need these opportunities for critical self-reflection before they 

can be expected to promote the value of multiculturalism in their own 

classrooms. Individuals naturally are a reflection of their cultural experiences. 

Without occasions to explore the value of diversity, teachers will often replicate 
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dominant class ideologies in the classroom. Once teachers have had the 

opportunity to clarify their own cultural values, they need teacher education 

courses that examine the theory, philosophy, content of diverse cultures, and 

pedagogy of multicultural education (Gay, 1989). 

The need for similar inservice courses for classrooms teachers is obvious. 

Before teachers can accept and affirm their students from diverse cultural 

backgrounds, they need opportunities for self-clarification (Banks, 1988). 

Through intensive long term inservice programs, teachers can begin to identify 

their own cultural needs and then consider a multicultural orientation that 

impacts the entire curriculum. Once multiculturalism becomes a way of thinking 

and acting for teachers. it can become a way of thinking and acting with 

students. 

Critical Theory's Influence 

Critical theorists contribute to the framework of multicultural education 

by examining the social, political, and cultural influences on education as a 

whole. Theoreticians from this perspective focus on an exploration of 

education's role in society. More generally they work to explain capitalism, its 

method of social control, and its ability to reproduce a stratified culture in 

schools (Shannon, 1990). Multicultural education investigates the need for 

embracing diverse cultures throughout curriculum. Multicultural chiidren's 

literature is seen as one vehicle through which to examine diverse viewpoints. 

Critical theory analyzes why perspectives from the dominant culture are valued 

and used in schools and why perspectives outside the dominant culture are 
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McLaren, 1989). 

The cultural politics of education is a central focus in critical theory. 

44 

Philosophers and sociologists from this perspective maintain that through an 

education which fosters a critically-conscious citizenry, learners from diverse 

cultures can become empowered and a more just and equitable society is 

achieved. The "conscientization" of students makes learners more aware of the 

social, political, and cultural influences on their environment, thus increasing 

their ability to actively change society for the better (Freire & Macedo, 1987). 

Critical literacy is seen as a tool for learners who are working to become 

active citizens. More than mere subjects for study, reading and writing are 

vehicles to promote reflection, critical thinking, and social action (Freire & 

Macedo, 1987). Literacy experiences no longer focus on textual 

understandings solely but extend to consider the contextual understandings 

needed to become critical participants in a democracy. As students 

simultaneously reflect on the word and world, they learn about themselves, their 

lives, history, culture, and contradictions and consider how to act upon this new 

knowledge in order to bring about a more just society (Shannon, 1990). 

An inherent dilemma with critical theorists is a focus on theory alone and 

a lack of practical solutions to the hegemonic relationships seen throughout 

education. Ellsworth points out the need for applying these critical 

understandings to classroom practice (1989). The exclusivity of the language of 

critical theory also restricts its use in wider educational circles (Schwartz, 1992). 

Another problem lies in locus of control. Theorists like Apple, McLaren, and 

Giroux advocate replacing a capitalistic dominance in schools with a radial 
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social reconstructionist perspective. This stance on change could perpetuate 

more teacher control; it also fails to acknowledge the resistance that already 

exists in schools toward our stratified culture. When teachers decide what 

students need in order to become more critical and active citizens, liberation 

does not occur. Choice is vital in a true democracy. Teachers can not control 

empowerment; they can only help facilitate the process. They can not decide 

for students what political stance is appropriate in their liberation. However 

they can create an environment that promotes greater reflection on current 

social, political, and cultural struggles. 

Joseph Janangleo (1989) addresses the need for a realistic look at 

education's ability to change power relations in the world. In actuality, 

education's role must be examined alongside other social, political, and cultural 

forces which work to create a capitalistic society that empowers dominant 

culture peoples and disempowers others. Jim Cummins (1989) argues that the 

school failure of culturally diverse and second language learners is much more 

than an educational concern. Larger social institutions like families, 

communities, and churches greatly impact the power status of certain cultural 

groups (Ruiz, 1991). School reformers must consider the subordinate status of 

some groups of people throughout society as they seek solutions to inequitable 

educational opportunities. Home, school, and community efforts are essential in 

the change process. 

The issue of power relations and empowerment is another complex 

concern amongst critical theorists. Ruiz (1991) raises the question of one 

person's "ability" to empower another when he points out that empowerment is 

not a gift to be granted by teachers to students. A critical consciousness of the 
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word and world is not something handed out to students. Teachers can only 

create conditions where empowerment will hopefully occur more readily. 

Students themselves are in charge of their own empowerment. However, 

teachers can not abdicate their responsibility to create reflective environments 

which urge students to critically examine their world experiences in order to 

form their own purposes in the world. 

These dilemmas surrounding critical theory are not meant to detract from 

the goal of a more democratic education. Schools can provide vital 

demonstrations of democratic living where all viewpoints are represented and all 

peoples have the opportunity to actualize their potential (Powell, 1992). While 

individual freedom and social justice are inherent rights and goals in a critical 

democracy, the public good is promoted over individual rights. Students' 

education develops their compassion, civic responsibility, and commitment to 

working for global well-being (J. Goodman, 1989). 

Michael Apple (1986) critiques the reproduction of societal inequalities 

through standardized texts and undemocratic classroom hierarchies and urges 

teachers to critically examine their classroom practices. Just as students need to 

gain a more critical consciousness of their world, teachers likewise need to 

examine how they are consistently deskilled and reskilled through textbooks, 

which serve to perpetuate the scientific management of schools. Female 

teachers who comprise over 70 percent of the current teaching population 

(NCES, 1992) would also benefit from considering how they are controlled by a 

male-dominant educational system. A historical investigation into the teaching 

profession shows a pattern of females in subordinate positions to men since the 

turn of the century (Apple, 1986). Through a continuous intensification of the 
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workload, working-class female teachers have been controlled by a male 

dominated system. This knowledge is essential as teachem consider changes 

needed to bring about more equitable schools. 

By questioning why literature that represents middle-class European 

American culture dominates the books used in classrooms, Joel Taxel (1989) 

urges teachers to take a more critical look at their educational practices. He 

maintains that the selective tradition in children's literature must be openly 

examined along with social, political, historical, and ideological factors that 

influence children's authors and publishers. However as teachers consider the 

sociopolitical dimensions of the transaction between reader and text, they must 

keep in mind a reader's ability to ignore, reject, modify, or transfonn these 

responses. 

Critical theory's "language of critique" (Giroux, 1988) dissects traditional 

classroom practices and textbooks in an effort to help teachers gain new 

insights into the politics of education. Educators obviously must take control of 

their curriculum before democratic environments can be actualized. While 

critical theory's "language of possibility" (Giroux, 1988) falls short of its 

intended goal to provide teachers with tangible examples of ways in which to 

create critical democracies in their classrooms, this shortcoming compels teachers 

to construct their own understandings about social, political, and cultural 

influences on education. Critical citizenship begins with empowered teachers 

and students who make the ideals of democracy a reality in classrooms (Holmes, 

1991). 

This overview of multicultural education provides the primary theoretical 

framework for this research study into preservice teacher education. The 
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following exploration into the field of multicultural children's literature presents 

a second conceptual foundation for this inquiry. 

Multicultural Children's Literature 

Educators have been debating the role of children's literature in the 

classroom throughout the last fifty years. While research on literature has also 

examined the usefulness of multicultural children's books, inquiries into this area 

have only increased significantly over the past several years. Five aspects of 

multicultural literature for children are examined in this section. The mUltiple 

roles of literature for learning in classrooms are considered; a definition of this 

type of children's book is presented; a historical overview traces the roots of 

multicultural literature; present-day concerns are explored through a look at the 

strengths and complexities of multicultural literature's role; and the impact of 

reader response theory on literature experiences with multicultural books is 

investigated. 

Role of Children's Literature in the Curriculum 

The field of children's literature is expanding rapidly, due in part to the 

increasing number of books published for children and the diverse ways 

literature is used for learning throughout the school curriculum. Teachers are 

exploring the usefulness of intensive and extensive opportunities for reading 

literature which provide students with multiple ways of knowing about 

themselves and their world (Harste, Short, & Burke, 1988; Peterson & Eeds, 

1990). Currently studies using literature as a primary source of infonnation are 

focused in four different ways: as a way of learning language, as a way of 
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knowing about literature, as a way to learn content, and as a way of exploring 

social, political, and cultural concerns (Short & Klassen, in press). By 

considering the various purposes for learning with literature, teachers make 

efforts to ensure that books are used not only for one goal but rather for 

multiple ways of gaining new understandings. 

Literature as a Way to Learn Language 

Literature provides a way to learn language. Through this first focus for 

using literature, students come to know more about the written word within 

their world (Barnes. 1976; Dewey, 1938; Smith 1983). Reading and writing 

experiences with books provide one way of coming to know more about 

language (Calkins, 1990; Goodman, 1988). In the reading program, teachers use 

literature to teach reading by discussing reader's strategies and investigating 

ways people use reading and writing in daily life. Often this is the first way 

teachers begin exploring the various uses of literature in their classrooms. 

However, if literature is used in this way exclusively, it is confined to a limited 

role. 

Literature as a Way to Know About Literature Itself 

Literature also provides a way to know about literature itself. The 

transactive reading event is the focus for this second role, where literature 

experiences become a way of learning about the author's craft and the readers' 

own lives and world (Rosenblatt, 1978; Peterson & Eeds, 1990). Traditionally, 

English teachers in high school and college hav~ seen the value of exploring 

literature as a content area. Elementary teachers are coming to understand the 

usefulness of literature studies where students are invited to live in the author's 

world and then explore the literary elements an author employs to create herlhis 
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work of art (Smith, 1990). Literacy experiences evolving from this focus are 

created in order to evoke a vicarious, "lived-through" experience where readers 

transact with the text (Rosenblatt, 1978). Various genres, authors, and 

illustrators can also be studied. 

Literature as a Way to Learn Other Content 

In addition, literature provides a way to learn other content. Within this 

third role, experiences with literature provide a means for exploring content 

areas and concepts with such subjects as science, math, and social studies. 

Students and teachers use literature to acquire knowledge about themes, topics, 

and issues of interest (Edelsky, Altweger, & Flores, 1991; Harste, Short, & Burke, 

1988). Fiction and non-fiction books are one source of information about 

concerns or questions that initiate and guide the investigation. For many 

teachers, literacy experiences that grow out of a specific content area topic (e.g. 

oceans, addition, or Native Americans) are another common way to begin using 

literature in the classroom. 

Literature as a Way to Know About Social, Political, and Cultural Issues 

Literature also provides a way of knowing about social, political, and 

cultural issues. This fourth focus for using literature, especially multicultural 

children's literature, offers a means for exploring students' concerns as they build 

a critical consciousness by reading texts critically while also working to 

understand the context (Freire & Macedo, 1987). Emphasis is placed on the 

action or changed way of perceiving the world, which is a natural outcome of 

examining one's own history in light of global complexities. Teachers are 

beginning to seek ways to help students gain a more critical perspective on the 

world by using multicultural literature experiences to promote reflective 
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dialogue (Taxel, 1992; West, Weaver, & Rowland, 1992). Considering the 

diverse viewpoints within their multicultural world creates a context for 

empowerment, thereby providing a way for students to (re)claim their voice, 

history, and future (Giroux, 1987). This fourth role builds on the other roles by 

providing an avenue for students to explore their own lives and world and 

through content area inquiry into social studies or history topics. It also offers a 

way to investigate students' questions and concerns about gangs, immigration, 

or war and peace, thereby adding a vital social, political, and cultural dimension 

to learning not always considered in school. Multicultural literature provides an 

avenue for these critical inquiries. 

These four ways to focus literature experiences clarify the multiple 

functions of books throughout the curriculum (Short, 1991). While the potential 

for all roles is present in any literature experience, one or two roles are usually 

highlighted within the experience. Singularly, each focus provides a means for 

learning. Collectively, these multiple ways of generating knowledge through 

literary events point to the powerful role of children's literature throughout the 

curriculum. 

A Conceptualization of Multicultural Children's Literature 

Literature that is multicultural consists of books that represent and reflect 

all peoples in ways that value cultural uniqueness, diversity, and universality. A 

broader interpretation of the aspects of all cultures, including ethnicity, race, 

language, gender, religion, age, exceptionality, region, nationality and social 

class (Gollnick & Chinn, 1990), expands the possibilities for critical inquiry 

through books. This understanding of culture allows for exploration of 
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similarities and differences (cultural universality and diversity) across and within 

different perspectives. Literary experiences with literature that is multicultural 

can potentially encourage greater awareness and understanding of students' 

own culture while providing insights into other cultures as well. "If literature is 

a mirror that reflects human life, then all children who read or are read to need to 

see themselves reflected as part of humanity" (Bishop, 1992a). Authorship 

should be investigated for efforts made to accurately represent a specific 

viewpoint (cultural uniqueness). Individually each multicultural book should 

authentically represent a specific perspective; collectively these books should 

offer many perspectives on the world. These multiple viewpoints can foster a 

reflective citizenry whose critical consciousness of their world experiences 

urges them to actively participate in their democracy (Giroux & Freire, 1989). A 

critical perspective on books contributes to the creation of a learning-centered 

environment where literature that is multicultural provides a central way of 

knowing and learning in classrooms. 

This conceptualization of multicultural literature for children grows out of 

an educational perspective that acknowledges the political, social, and cultural 

aspects of children's books. Writing and publishing are not neutral activities 

even though they might appear to be superficially (Leeson, 1977). Children's 

authors exist in specific social, political, and cultural environments. These 

influences on books must be recognized and considered. A critical examination 

of the content of children's literature moves this discussion beyond mere 

literacy. "Literacy: For what purpose?" becomes the central question. 

Critical literacy research examines purposeful reading experiences where 

reflection on the words and action in the world occur simultaneously (Freire & 
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Macedo, 1987). From this perspective, the goal of reading is to create a critical 

consciousness that encompasses a greater understanding of the words on the 

page and the world in which the reading event occurs. Teachers are seen as 

catalysts who encourage a broader reading of the world beyond the symbolic 

representations (Giroux & McLaren, 1989). Learning to read the world 

critically extends Michael Halliday's purposes (1975) for learning language, 

about language, and through language by emphasizing the events following a 

reading experience. Transactions with print do not end with the reading event 

itself. Texts can compel readers to take social and political action within their 

cultural contexts. 

The four roles of literature in classrooms create a larger framework for 

examining the purposes of using children's literature. While literature can be 

used to learn language, know about literature itself, and learn about content 

areas, this investigation into multicultural literature delves primarily into the 

fourth role of literature, where books are used as a way to know more about 

social, political, and cultural issues of concern (Short & Klassen, in press). 

A Retrospective Look at Multicultural Children's Literature 

in Twentieth Century United States 

A central dilemma in research on multicultural literature focuses on which 

cultures are or are not represented in books for children. A parallel question 

concentrates on the ways in which various cultures are depicted in literary texts 

and illustrations. Typically, culture has been defined in ethnic terms solely, 

while neglecting other aspects of culture such as language, gender, and social 

class groups. Ethnic representation characterizes some of the earliest debates 
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over who and how various groups were depicted in children's books. Teachers, 

librarians, writers, and others concerned about education have argued these 

issues from diverse perspectives throughout the twentieth century. 

A Forerunner 

At the tum of the century, the majority of children's books portrayed the 

idealized life of upper to middle class European Americans (Broderick, 1973; 

Harris, 1984). Writers depicted people from other ethnic cultures via simplistic 

caricatures of their actual lives. The supposed need for homogeneity, 

exemplified in the myth of America as a melting pot, was evident in books for 

children. An opposing view of America questioned the goal of assimilation. 

Cultural pluralism asserted that immigrants had a right to maintain their unique 

cultural backgrounds while also adding a new dimension to the whole of 

society. In 1915, Horace Kallen described the pluralistic essence of democratic 

diversity as "a symphony orchestra in which each instrument contributed to the 

melody of civilization" (Scarpaci, 1975). 

In 1918, W.E.B. DuBois, the editor of the National Association for the 

Advancement of Colored People's (N.A.A.C.P.'s) official publication, The Crisis, 

publicly emphasized the need for African American children to see themselves 

reflected in the books they read. In his monthly editorial column, DuBois noted 

a letter he received from a twelve year old girl whose hatred toward European 

Americans he found alarming. His response to the intense anger of a young 

child was to publish a monthly periodical, The Brownies' Book, whose primary 

audience was African American children. DuBois felt the need to not only 

address the turmoil between African Americans and European Americans 

openly but to also provide reading materials for African American children that 
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portrayed the richness and diversity of their culture. "To educate [black 

children] in human hatred is more disastrous to them than to the hated; to seek 

to raise them in ignorance of their racial identity and situation is inadvisable -

impossible" (DuBois, 1919). 

Two primary purposes of The Brownies' Book were entertainment and 

moral instruction for African American children. Through fiction and poetry 

selections, biographical sketches of prominent African Americans, articles 

concerning national and international issues, and an advice column addressing 

concerns of adults and children, DuBois explored seven general objectives. He 

worked to help children accept their diversity, become familiar with their 

historical roots, and recognize the richness of their heritage. Racial strife 

throughout the country also compelled DuBois to discuss how to deal with 

prejudice in every day life and rise above the anger that grew out of prejudice, 

see the wonders of a full life, and inspire children to consider a productive 

contribution to society (The Crisis, 1919). Publishing houses were not willing to 

risk the publication of books or periodicals for African American children. 

Therefore the N.A.A.C.P. took on the goal of educating their children about 

their own heritage. Financial difficulties forced the magazines' closure after two 

years. 

W.E.B. DuBois und(;rstood the necessity of valuing diversity. His social 

and political actions, at a time when lynchings of African Americans still 

occurred, provide an exemplary demonstration of a commitment to critically 

educate children. The Brownies' Book, created "for all children but especially 

for ours [African American]", grew out of DuBois's desire to provide realistic 

portraits of African American people (The Crisis, 1919). This unique piece of 
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multicultural children's literature "sought to challenge the selective tradition" 

(Harris, 1984) of the majority of stereotypic stories written about mainstream 

European Americans in children's books. It must be noted however that societal 

norms forced this challenge to take place outside the traditional publishing 

world of children's literature. 

The Brownies' Book was a pioneer publication in that its existence 

pointed out the aesthetic, cultural, social, and political usefulness of multicultural 

children's books. Through this magazine, African Americans addressed the need 

for role models for their children but did not address an equally if not greater 

need for demonstrations of a pluralistic society for mainstream children. This 

focus on the struggles between African Americans and European Americans 

continued throughout the century. Ethnic clashes were a sign of the times. 

Other aspects of culture such as gender and social class diversity were not 

considered in children's literature when racial differences were so central to the 

dilemmas facing the nation. Immigrant children from European American groups 

(e.g. German, Irish, Jewish) and other ethnic cultures like Chinese Americans 

would likewise have found it beneficial to see their cultural uniqueness valued 

through books. 

A Black and White Polemic 

Writers' of children literature continued to depict culturally diverse 

peoples as well as European Americans in stereotypic ways through books. 

Racial issues, when addressed by educators, librarians, or writers, were limited 

primarily to a look at differences between European Americans and African 

Americans (Scarpaci, 1975). An increase in African American characters in 

children's literature during the 1930's and 40's was minimized by standardized 
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personal attributes. Stereotypes of African Americans as contented slaves, 

wretched freemen, comic Negroes, brute Negroes, tragic mulattos, local coloreds, 

and exotic primitives were the norm, not the exception (Brown, 1933). Since 

the nation was only beginning to acknowledge the struggles between African 

Americans and European Americans, children's literature, a reflection of societal 

norms, was also slow to acknowledge racial issues. 

Multicultural literature that reflected a value for cultural uniqueness, 

diversity, and universality was not common and therefore not available to most 

children. A few librarians, teachers, and writers recognized the dire need for 

books that valued culturally diverse peoples but struggled to find such literature 

for school-age children. Eleanor Nolen (1942), a children's author, noted a lack 

of books that portrayed the diversity in African American children, the need for 

unusually perceptive authors who attempted to write about a race other than 

their own, and a shortage of authors who wrote honest representations of 

African American characters' speech patterns. One group of librarians in Harlem 

succeeded in creating a small collection of books for African American children 

that presented natural ethnic illustrations, consistency in speech patterns, no 

derogatory terms, and a realistic range of social life experiences (Baker, 1972). 

The shortage of such collections of books for children was not recognized or 

acknowledged in most schools or libraries. 

A small group of teachers and researchers exploring the need for 

intercultural education provided a beacon for other educators to follow. In the 

1940's, the censorship in textbooks was already being investigated. Rather 

than presenting a carefully-selected slice of truth for students to consider, 

Harold Rugg (1941) advocated a social studies curriculum that helped students 
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examine the full story of our nation's history, including the deficiencies and 

achievements in race relations, free entetprise, individual's rights and restrictions, 

unemployment, and democracy. "Nothing but an education in the whole of 

American life will build tolerant understanding in our people and guarantee the 

petpetuation of democracy" (Rugg, 1941, p. 181). 

Issues of critical literacy were also considered. In a democracy, it was not 

enough to read; students needed to be able to read with discrimination and 

independence of mind (Guinness, 1943). Education firmly rooted in democracy 

sought to provide a context where students could use their knowledge critically 

and reflectively (Bartlett, 1943). The focus of intercultural education examined 

the political and social concerns surrounding the inequitable treatment of 

African Americans in a land of supposed "freedom" for all; others considered 

discrimination beyond an ethnic "black versus white" controversy. America's 

racial, national, religious, social, and economic diversity represented "both our 

good fortune and our great responsibility" (Taylor, 1943, p. 22). Educators from 

the field of social studies were advocating a more global way of thinking and 

acting about cultural diversity designed to impact the entire curriculum. It 

would take twelve more years of work until the Supreme Court mandated a 

change in schools which slowly began to alter the cultural perspectives of many 

teachers. 

A M ultieth nic Era 

The Civil Rights Movement of the 1960's forced American educators to 

look at cultural, social, and political dilemmas that had plagued the nation for 

centuries. African Americans' call for democracy and freedom for all citizens 

(not a select few) compelled teachers and librarians to examine the "all-white 
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world of children's literature" (Larrick, 1965), that DuBois, Baker, and Brown 

were already deploring in the 20's and 30's. Societal influences on the content 

and attitudes portrayed in children's books were slowly recognized. A 

landmark study conducted by Nancy Larrick (1965), which found that 349 

books out of 5,206 books published from 1962-1964 included one or more 

African American characters, clearly showed that books were not written or 

published in a vacuum but were limited by societal norms (Broderick, 1973). A 

mere 6.7 percent of children's books published during those three years 

represented African Americans and a majority still reflected stereotypic, negative 

images of African Americans ten years after the Supreme Court decision 

mandated equal rights and an equitable education for all children. Larrick 

directed her message most forcefully toward teachers and librarians who needed 

to help European American children enlarge their cultural perspectives. 

This focus on the usefulness of multicultural children's literature in the 

education of European American and African American children was 

instrumental in the formation of the Council on Interracial Books for Children in 

1966. The Council's focus on anti-racist and anti-sexist books helped to 

spotlight the ethnic racism in books. Guidelines for selecting literature 

highlighted the sensitive issue of censorship versus the banning of books. From 

the field of intergroup education and social studies, educators explored the 

racism in tradebooks/children's literature and history textbooks (Banks, 1969; 

Joyce, 1969). Debates in education focused on the same racial tensions 

prevalent throughout the nation. 

Educators involved in intergroup education began exploring the 

productive use of children's literature for bridging the ethnic gap between 
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children from different races (Harris, 1969). James Banks suggested that 

democratic principles be explored through literature which would help "white 

children in our sheltered suburban areas to develop racial tolerance and a 

commitment to the eradication of social injustice" (Banks, 1969, p. 67). 

Multiethnic literature was seen as a tool for children who needed to learn about 

others beyond their own ethnic group. 

Six major issues surrounding multicultural literature were debated heavily 

dming this era. Raising teachers' and librarians' awareness of the need for 

diversity in books, authorship, censorship, enlarging educators' multiethnic and 

multicultural definitions, and the social, political, and cultural role of books are 

briefly considered next. A more in-depth exploration of these concerns is found 

in the following section on current issues impacting multicultural children's 

literature. 

A group of teachers, librarians, teacher educators, and writers addressed 

the need for non-racist books in libraries and classrooms. Their goal was to 

increase the level of awareness for librarians and teachers who needed to 

critically scrutinize books they chose to include in their public libraries, school 

collections, or classroom libraries. Donnarae MacCann and Gloria Woodard 

(1972) edited several texts in which teachers, librarians, publishers, and writers 

raised questions about many of the current and previously written books which 

contained minority characters. They focused on a lack of authentic African 

American books and stereotypic representation in books which included them. 

Examination of racial content in children's books replicated the focal point of 

the nation's unrest: black versus white. Central issues concentrated on 

concerns about authorship, censorship, and minority status. Through children's 
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books, these teachers and librarians wanted to promote greater self-awareness 

and pride in the culturally diverse student. Few studies focused on the need to 

broaden European American children's perspective through racially diverse 

books. 

While several writers called for increased representation of African 

Americans in books, regardless of accuracy (W oads & Lester, 1972), a majority 

of teachers, librarians, writers, and publishers addressed the need for authentic 

books by examining the issue of authorship. There was an urgent call for 

writers who could accurately depict a diversity of social, political, economic, 

cultural, and historical events through a personal, political lens. Writing from 

their own experiences, African American children's literature authors had the 

potential to explore a myriad of issues through authentic plots, content, themes, 

characters, style, and format. The backlash against authors outside the African 

American culture was a response to the years of inaccurate portrayals by 

European American authors. 

The question of whether to use or ban the abundant number of "racist" 

books already in many library collections brought out the issue of censorship. 

To alter the inaccurate beliefs perpetuated through subtle messages in many 

books, teachers and librarians maintained that children needed positive African 

American role models. However removing and banning certain books from 

libraries perpetuated a form of control over students who needed to acquire a 

critical lens through which to examine books. Educators were clearly divided 

over whether or not to compile the ultimate "good" list of books versus a list of 

"bad" books which needed to be banned. Book bannings by both liberals and 

conservatives did not recognize the lack of faith in the readership and their 
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power to grapple with complex issues. In 1955, John Henderson, chief librarian 

of the Los Angeles County Library responded to conservatives who were 

calling for the banning of books with "Communist leanings" like Thomas Paine's 

Common Sense (1791). Henderson stated: 

Democracy depends on the individual's grasp of issues facing the 
country; in times of crisis he [she] should know what the other side is 
saying and decide which arguments have the greater appeal. The 
censor takes the position that the material he [she] objects to is not 
harmful to him [her] but... is worried about others who might be 
affected by the books in question (Murrow's T.V. Program, 1955, 
p. 1246). 

Censorship placed the ownership for the reading process in the hands of 

teachers or censors. In one sense, the guise of book banning by liberals and 

conservatives was an effort to disempower readers. 

Our nation's struggles in the twentieth century have been characterized 

as a black and white polemic (Scarpaci, 1975). Likewise, the field of children's 

literature grappled with the same issue. As African American voices and 

histories were slowly recognized, the focus of the struggle turned to other 

ethnic groups who were disenfranchised by the dominant culture. Teachers and 

librarians, calling for children's books from ethnic groups such as Native 

Americans, Asian Americans, and Mexican Americans, faced the same dilemmas 

that had earlier plagued those educators demanding authentic books about 

African Americans. 

Typical dilemmas of a lack of books and a lack of authentic books 

resurfaced. The 1970 and 1973 editions of the "Index to Literature on The 

American Indian" (Henry, 1970; Henry, 1973) reflect a growing interest in 

children's literature about other ethnicities like Native Americans. In 1970, the 
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index included a total of 8 titles for children, under the headings of "Fiction for 

Juveniles" and "Literature for Juveniles". TIlree years later, the annual edition 

included 127 titles for children under the headings of "Juvenile Literature and 

Legends" and "Juvenile Non-fiction". Out of the thousands of books written 

for children each year, this paltry number indicated the beginning of an interest 

in other ethnicities. As teachers and librarians searched for books about Native 

Americans, Masha Rudman (1976) suggested scrutinizing books by looking for 

a non-white perspective, historical authenticity, a respect for unique family 

relationships and religious beliefs, and descriptive terms that showed a value for 

the people. 

Children's literature for Mexican Americans was examined by the 

Council for Interracial Books for Children committee along with Mexican 

Amerian educators and librarians. In analyzing over 200 books, they found 

blatant images of racism and sexism against Chicanos that stereotyped the 

culture, emphasized poverty, portrayed a paternal Anglo, and distorted history 

(Council on Interracial Books, 1977). Another study of 100 children's books 

about the Puerto Rican culture found similar stereotypes that focused on their 

poverty-stricken ghetto existence while European American teachers, ministers, 

and social workers attempted to help them resolve their immigrant conflicts 

(Council on Interracial Books, 1977). In a separate study, Isabel Schon (1978) 

uncovered the same dilemma and began working to increase teachers and 

students awareness, appreciation, and respect for a bicultural heritage by 

publishing a listing of hundreds of titles that portrayed the Mexican American 

culture through a more authentic lens. 
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Not surprisingly, Asian American children's literature presented similar 

standardized ethnic characters to young readers (Council on Interracial Books 

for Children, 1977). The committee laid out criteria for teachers and librarians 

searching for authentic books. The guidelines they recommended included 

looking for realistic portrayals of an Asian American way of life, diverse 

occupational and personal characteristics, the changing status of women, 

historical accuracy, and diverse illustrations. 

A few teachers, librarians, and writers across ethnic groups were 

beginning to grapple with similar issues of stereotyping versus authenticity and 

censorship versus banning. The content of books available to children 

mattered. Increasing numbers of books written about diverse ethnicities looked 

promising when compared to the paltry number published prior to the Civil 

Rights Movement. Yet, when examining the 2,000 to 3,000 children's books 

published each year at that time, the number of books containing an ethnic 

group were a minimal attempt at integration. "Tokenism is the state of affairs 

and does not represent a true commitment" to change (Latimer, 1976). 

As diverse ethnic groups besides African Americans focused on the need 

for more authentic books that presented their ethnic uniqueness and diversity, 

other cultural groups (i.e. feminists, people with special abilities) began 

expressing the need for authentic representation in children's books. Concerns 

about sexism were expressed by the Council of Interracial Books for Children in 

1966. Masha Rudman compared sexism and racism by stating: "The same kind 

of sensitivity should be displayed toward females as a group as for any ethnic 

minority; that is, the same attention should be paid to avoiding common 

stereotypes of occupations, reaction, or behavior" (1976, p. 296). Other cultural 
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groups joined the call for children's books that realistically portrayed the 

nation's cultural pluralism. As early as 1954, librarians began compiling lists of 

books emphasizing children with special abilities in an effort to help children 

with special abilities deal with their handicap in a constructive manner (Strassler, 

1954). In spite of this effort to move beyond ethnicity into other social groups, 

leading teachers and researchers still defined culture primarily in terms of ethnic 

groups (Banks, 1975). 

At this same time. teachers and librarians made efforts to publicly 

scrutinize the decisions publishers made about which types of books to produce 

for children. While the aesthetic value in children's literature was not ignored, 

the content of books being published was examined from a social, political, and 

cultural perspective (Leeson, 1977). Teachers began considering the 

significance of the decisions they made about which books they did and did not 

use in their classrooms. Obviously the types of books they shared with students 

directly impacted the kinds of discussions possible. Children's books that 

presented a range of perspectives challenged readers to critically reflect and 

evaluate their knowledge. For many teachers, it was difficult to acknowledge 

the overt or covert statements they had made for years by including and 

excluding certain books about various groups of people. Yet other educators 

were unaware of the pervasively "all-white world of children's literature" that 

still plagued most classrooms. Studies examining the cultural content of 

children's books continued to find a slight increase in the numbers of books that 

included culturally diverse people. However for the vast majority of children, 

less than 10 percent of the books available represented their culturally pluralistic 

society. 
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Current Issues Impacting Multicultural Children's Literature 

The current problems surrounding multicultural books for children center 

around many of the same issues educators have been debating over the past 

fifty years. Repeated efforts to address these concerns underscore the need to 

carefully consider the books shared with students. Small groups of educators 

have continuously emphasized the fact that it matters a great deal what books 

teachers and librarians choose to introduce to children. Five issues impacting 

multicultural children's literature today are examined from different viewpoints 

in the field of children's literature and multicultural education. Four of the 

concerns which are explored evolve from teachers', librarians', writers', and 

teacher educators' responsibilities in defining, selecting, and usinp these books; 

a fifth concern evolves from publishers' responsibilities in determining what to 

publish for the current market. 

The first issue of defining multicultural literature focuses on which texts 

are considered multicultural. Teachers', librarians', writers', and teacher 

educators' view of culture significantly impacts their conceptualization of 

multicultural literature. A second issue that parallels the first question of how to 

define this literature focuses on authorship. The authenticity of a writer's 

perspective is a major concern. Also considered is the writer's social, political, 

and cultural responsibility to their readership. Censorship is a third issue that 

examines who decides what students will read. A child's right to read and the 

teacher's and school's responsibility in that decision-making process must both 

be considered. An educator's purpose for using these books is a fourth issue. 

While literature is used for many purposes in classrooms, the usefulness of 

multicultural literature is considered separately. Lastly the role of publishers is 
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considered. The impact of decisions they make about what to publish is 

examined from a societal perspective. Also considered is a publisher's social, 

political, and cultural responsibility. 

Conceptualizing Multiculturalism in Tenns of Culture or Ethnicity 

Definitions can limit or broaden one's view of multicultural children's 

literature. Current conceptualizations of muiticuituralliterature vary greatly. 

While the term "multicultural" is becoming more common because of its 

extensive use inside and outside of education, the tenn "multiethnic" is still 

frequently used to describe books about children that present different views of 

ethnicity. Out of several major textbooks utilized in children's literature courses 

at the university level, the tenn "multiethnic literature" is used in only one of the 

texts to describe books that build respect across cultures (Norton, 1987). One 

chapter in this text is devoted to the exploration of racial and ethnic diversity. 

Another text discusses the need for books about "minority" groups and 

explores ethnic (Blacks, Hispanics, Native Americans, and Asian Americans) and 

religious diversity briefly throughout several chapters (Sutherland & Arbuthnot, 

1991). While the authors discuss a need for books that show people 

overcoming handicaps and sexism, they are not considered to be part of 

multicultural literature. One other text briefly explores the need for helping 

students appreciate racial and ethnic diversity through multicultural literature 

(Huck, Hepler, & Hickman, 1993). These fleeting glimpses into books that 

represent culturally diverse populations indicate a limited investigation into the 

purpose of these texts. 

Throughout the fields of reading and language instruction and social 

studies, the tenn "multiethnic literature" is used to describe books about people 
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of color (Banks, 1992; Reimer, 1992). The purpose for using multiethnic 

literature throughout the curriculum stems from a need to increase students' 

awareness of under-represented peoples in books. Including new voices and 

histories in the curriculum through literature challenges stereotypic images and 

reduces prejudice (Banks, 1992). This focus on ethnicity in literature 

emphasizes the lack of books that depict people outside the dominant class but 

limits perspectives on culture to ethnic or racial issues solely. By exploring only 

African American, Mexican American, Asian American, and Native American 

literature, diverse European American perspectives (e.g. German, Irish, Italian, or 

Jewish) appear to be devalued. 

In the field of multicultural children's literature, teacher educators 

acknowledge the breadth of viewpoints on culture useful for learning but, when 

discussing this literature, choose to explore books that represent people of color 

only (Bishop, 1992b; Harris, 1992). Citing a history of invisibility for African 

Americans, Asian Americans, Mexican Americans, and Native Americans, 

numerous educators are generating booklists of literature currently available 

that challenge the selective tradition of representing only European Americans 

in children's literature (Aoki, 1992; Barrera, Liguori, & Salas, 1992; Sims; 1982; 

Slapin & Seale, 1989). A dilemma with this definition of multicultural literature is 

that it appears to place a greater value on certain ethnicities (people of color). 

Multicultural literature is then confined to books about people outside the 

dominant class and becomes a divisive tool. Dominant class peoples are pitted 

against peoples from culturally diverse backgrounds. While acknowledging the 

tremendous need for more books about people of color, limiting multicultural 

literature to these groups does not provide a look at the nations' true cultural 



-------------

69 

richness. Instead of overlooking the usefulness of multiple perspectives, 

multicultural literature needs to include a look at all cultures, based on a broader 

conceptualization of culture. 

The field of multicultural education also recognizes the valuable resource 

available through culturally diverse perspectives for learning in a pluralistic 

society (Gollnick & Chinn, 1990). Each person's culture encompasses multiple 

ways of thinking and acting within various social groups of which shelhe is a 

member (Bullivant, 1989: Short, 1992). Defining culture in terms beyond 

ethnicity helps people examine their own diversity as well as offering avenues 

for dialogue across cultures. When this broader view of culture is applied to 

multicultural literature, books become a tool for helping all learners make greater 

sense of their lives (Canizares, 1992). Instead of using children's books as a way 

to enlarge only the mainstream students' outlook, multicultural literature helps all 

learners come to 3 deeper understanding of their own culture as well as 

providing insights into other cultures. 

Authorship and Authenticity 

A majority of books about people from culturally diverse groups have 

been written by European American authors (Broderick, 1973; Harris, 1984; 

Larrick, 1965). Stereotypic representations of certain ethnic, religious, social 

class, gender, or language groups originally raised the issue of who can write 

accurately and authentically about cultures outside the mainstream. Clearly 

writers with a limited background in Asian American life would find it difficult 

to authentically represent life within this perspective. The power of 

multicultural literature lies in the fact that students are provided a realistic look 
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at their own and other cultures from various viewpoints. Books for this purpose 

deserve careful consideration. 

One response to this lack of authenticity is to call for multicultural books 

written from an insider's perspective (Bishop, 1992a). A logical result of this 

view mandates that only African Americans are qualified to write about these 

cultural experiences. An opposing point of view on authenticity raises the issue 

of racism when deciding who is and is not qualified to write from an insider's 

perspective. 

Let us look at the idea that only blacks should write about blacks. The 
racism in that view is no better than the view held up by white 
southerners that they were the only whites who "knew" blacks 
because they lived so closely to them. All black people are not alike, 
any more than all white people are alike. All black people do not have 
a single point of view on any subject... It is understandable how the 
view came to be held, but it is a simplistic answer to the problem and 
must be rejected... Some of the black authors now writing and those 
in the future are not going to want to be limited to writing exclusively 
about blacks. If black authors and illustrators box themselves into a 
literary ghetto they will create another problem situation that will 
have to be resolved at some point in the future (Broderick, 1973, 
p. 181). 

The complexity of recognizing cultural authenticity is increased by 

authors like Paul Goble who writes extensively about Plains Indians from an 

insider's perspective, due to the number of years he has lived in Native American 

communities. Acceptance of Goble's work and rejection of several books by 

Byrd Baylor, who has also done extensive research on Native Americans 

(Bishop, 1992b; Slapin & Seale, 1989), leads to a fonn of censorship or cultural 

elitism. While Goble and Baylor both come from a European American 

background, one is accepted by some children's literature authorities while the 

other is questioned. A missing factor in these lists of culturally authentic or 
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inauthentic books are the teachers and students who learn through transactions 

with these texts. Teacher educators and librarians can provide insights into this 

precarious issue but cannot be expected to provide definitive answers for 

students and teachers who will critically explore these texts as they work 

toward gaining a critical consciousness of their life experiences. 

The need for an insider's perspective could lead to stereotyped depictions 

of certain cultures. Two distinct multicultural books about Asian Americans 

have led to such a categorization. One book by Laurence Yep, an insider, has 

been embraced for its sensitive, positive, and accurate portrayals of Chinese 

Americans. Another book by another insider, Bette Boa Lord, has been 

questioned because of the main character's desire to assimilate into the American 

culture (pang, Colvin, Tran, & Barba, 1992). A missing factor in this discussion 

of authentic cultural portrayals is the idea that both perspectives on this culture 

offer diverse viewpoints on life in America from within the same ethnic group. 

Experiences depicted in both of these books have occurred frequently 

throughout the nation's history and present thought-provoking events for 

critical examination of life outside the dominant culture. The notion that there 

can be more diversity within a cultural group than between various cultural 

groups reminds teachers, librarians, writers, and teacher educators of the 

different world views possible within one ethnic, social class, language, or 

gender group. These unique perspectives offer learners an opportunity to 

expand their global perspective. 



Censor&hip versus Selectivity 

A critical issue directly related to authorship is censorship. The 

complexities of censorship versus selectivity are enormous and deserve the 

careful examination of numerous issues from various perspectives. 
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As early as 1945, various educators have advocated the banning of 

certain books deemed racist. They declared that once racist books were 

identified, they were useful only for literary historians and should be locked 

away in the archives. While books that demean any group of culturally diverse 

people work to perpetuate stereotypes, these books can also provide a historical 

glimpse of our nation's response to people outside the dominant culture. To 

lock historical works away in archival collections used only by literary 

historians denies students and teachers valuable lessons to be learned through a 

study of these racist books. There appears to be a fine line between working to 

replace stereotypes and the censoring of books. 

Those who select books to share with students have a responsibility to 

critically consider the books used for multicultural learning. A plethora of 

guidelines for evaluating children's literature have been created in an effort to 

increase teachers' and librarians' cultural awareness and understanding. One 

such guideline urges teachers to examine various types of multicultural literature 

in order to determine the culturally specific, generic, or neutral portrayals of 

diverse peoples (Bishop, 1992a). Literary critics point out the need for 

evaluating the literary elements in all children's literature. Multicultural books 

should meet these same high literary and artistic standards and present authentic 

life experiences (Sutherland & Arbuthnot, 1991). Several other guidelines serve 

as reminders for teachers and librarians striving to detect historical and cultural 
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inaccuracies. Since each teacher can most accurately evaluate books from 

herlhis own culture, these checklists are helpful in pointing out blatant and 

subtle issues that teachers might not otherwise consider when examining books 

about other cultures. Criteria to be scrutinized includes checking the text and 

illustrations for stereotypes, tokenism, historical distortions, lifestyles, standards 

of success, and the role of women. Author's and illustrator's background must 

also be investigated (Slapin, Seale & Gonzales, 1989). Another set of guidelines 

created by the Council on Interracial Books for Children (1977) adds several 

other recommendations to the previous list. They suggest checking the story 

line for resolution of problems, weighing relationships between people, noting 

heroes and heroines, considering the effect on a child's self-image, checking the 

author's perspective, watching for loaded words, and looking at the copyright 

date. 

While these guidelines are useful in helping teachers critically examine 

books used for multicultural learning, one must also be mindful that these criteria 

are simply recommendations. Slapin, Seale, and Gonzales (1989) move beyond 

providing guidelines by critically evaluating hundreds of books about Native 

Americans and either embracing or rejecting various books, based on their 

stated criteria. They point out subtle inaccuracies, according to their adult 

perspective on children's literature. 

There is a need to acknowledge that every student and teacher reading 

any of these books will respond in a unique, personal way within hislher 

reading community. Blatant stereotypes could provide useful material for 

examinations of prejudice (if one is cognizant of stereotypes). No single book 

presents a single truth all readers will obtain. One text can produce a range of 
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responses, based on each reader's background of experiences. Meaning, 

resulting from the transaction between reader and text, is different for each 

reader. While an adult might deem a certain book racist, a student might not 

come away with this same perception. These guidelines appear to be most 

useful when they are used to stimulate teachers' and students' own critical 

evaluation of books, not as the "truth" regarding accuracies or inaccuracies in 

books. 

Educators must be mindful of not replicating a cultural elitism. To remove 

all forms of racism, sexism, and bias from every book would mean that there 

were no books left to read, since all books contain some form of bias and 

stereotype. Each author, writing from hislher perspective, holds some biased 

perspectives on culture. The inherent value in these "biased" books lies in their 

potential to promote greater understanding of oneself and others. Individual 

books do not create prejudice students. It is the community's responsibility to 

create a critical, reflective environment v'here all books are closely examined. 

The complexity of censorship issues points to the need for teacher 

education that helps preservice teachers gain a more critical consciousness of 

their world and the books they choose to share with students. Creating 

balanced collections of multicultural books that represent diverse peoples from 

multiple perspectives requires an informed body of educators with the ability to 

consider these difficult issues from many perspectives. 

Role of Multicultural Literature 

Educators' and librarians' purpose for using multicultural children's 

literature varies greatly. Advocates of multicultural education call for the use of 

multiethnic literature to fill the curricular gaps left by inadequate textbook 
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information (Banks, 1992). Others examine how multiethnic literature allows 

the voices of under-represented ethnic groups to be heard. Walter Dean Myers 

(1989), a children's author, explores how literature from diverse (parallel) 

cultures affirms students who do not connect with books containing dominant 

culture characters. 

Building on the notion from literary criticism that literature is a vehicle for 

self-development and personal understanding (Rosenblatt, 1991), multicultural 

literature is seen as a vehicle for expanding a student's view of herlhis culture 

within the scope of other cultures. The place of children's literature in a 

curriculum that is multicultural is central to promoting greater awareness and 

understanding amongst diverse peoples (Goodman, 1991). Through the world 

of literature, students witness an increasingly interdependent society and the 

contributions diverse cultures make to a pluralistic whole of society. 

Critical theory focuses on the need to combine student's knowledge 

acquired through print and their understanding of the world (Freire & Macedo, 

1987). Greater social, political, and cultural knowledge gained via dialogue 

about multicultural literature alters inaccurate perceptions of the world. A more 

global consciousness of one's voice and history can lead to action not 

previously considered. Literature, as a tool for gaining a more critical 

perspective on the world, is one role of children's books teachers are beginning 

to explore (Short & Klassen, in press). 

One commonly overlooked element that greatly impacts the role of 

multicultural literature is the community of learners that supports and challenges 

readers as they explore their own and other cultures. It is the learning 

community that can inspire learners to act upon their new understandings 
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acquired through transactions with multicultural books. The literature itself 

does not transform students. Transactions with these books can initiate a 

reassessment of unquestioned assumptions about one's world experiences 

(Taxel, 1991). Reflection resulting from critical readings can become a stepping 

stone. Educators are only beginning to recognize the power of literature for 

multicultural learning (Rasinski & Padak, 1990). 

Publishers' Responsibilities 

Publishing children's books is primarily a political and economic activity. 

Publishers reflect the societal norms by choosing to produce books they believe 

the market will accept. The ideological climate of the nation impacts publishers' 

decisions greatly. 

Publishing trends are evidence of the nation's changing political, social, 

and cultural outlook. Larrick's 1965 study in the midst of the Civil Rights 

Movement pointed out the lack of cultural diversity in children's books. She 

reported seven percent of the 1,500 children's books published each year were 

about people outside the dominant culture. By the mid-seventies, Chall, 

Radwin, French, and Hall (1985) showed evidence of a growing market for 

multicultural books. The number of books including African American 

characters and illustrators had more than doubled since 1965 (14 percent - still a 

paltry number). An informal study by Latimer (1976) at that same time did not 

indicate the same growth. Her classroom-based study reported that one percent 

of the 2,000 to 3,000 children's books published annually included African 

Americans. Studies on other ethnic cultures were not conducted at this time. 

As the call for pluralism subsided in the 1980's, the children's publishing 

industry followed this trend toward a more conservative stance. Rollock's five 
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year study (1984) of the 2,000 children's books published annually found that 

two percent of the literature was about the life experiences of African 

Americans. Research by Sims (1985) showed that less than five percent of the 

current books depicted a cultural consciousness outside the dominant culture. 

Reflecting societal trends, publishers chose to produce children's books that did 

not represent the nation's diversity 97 percent of the time. 

A small increase in multicultural books during the 1990's points to the 

voices of educators calling for children's books that reflect the pluralistic 

perspectives of their students. As the definition of multiculturalism has moved 

beyond a look at only African Americans versus European Americans, so has 

the market for books about other ethnic groups. Culturally diverse literature 

now includes books about ethnicities such as Asian Americans, Mexican 

Americans, and Native Americans. Publishers are beginning to acknowledge the 

desire for books that depict a diversity of cultures. Violet Harris (1990) noted 

this slight acknowledgment by the children's book publishing industry. She 

found that seven percent of the 5,000 children's books each year contained a 

multicultural perspective. Bishop (1992b) did not note this same increase at the 

end of the 1980's. In a study of 600 multicultural books from major publishers, 

she noted that less than one percent of the current books for children 

represented Hispanics, Asian Americans, and Native Americans. African 

Americans were depicted in two percent of the books. A study of popular 

booklists and basal reading series by Kathryn Meyer Reimer (1992) showed 

that basal publishers appeared to be responding to this call. While over 20 

percent of the characters and illustrations she examined included diverse 

cultures, she concluded that the need for multiethnic literature is still great. 
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Publishers follow educational trends. Prior to the 1990's, they perceived 

only a limited market for multicultural books. They appeared to believe that 

only children from diverse cultures would read books with culturally diverse 

characters (Short & Goodman, 1990). Now that more teachers are recognizing 

the need for a pluralistic perspective in books for all children (like Larrick 

recognized 27 years ago), there is a growing demand for multicultural books. 

Publishing is an economically driven industry. Publishers want to meet 

the market's demand in order to reap financial benefits. However their 

responsibility to produce books that accurately represent diverse cultures 

cannot be overlooked. Greater efforts could be made to check authenticity by 

using persons from diverse cultures as consultants. Many cultural stereotypes 

could be avoided through a simple review process (Short, 1992). 

Distributors of children's books must also be held accountable for 

encouraging or discouraging the writing and publication of culturally conscious 

books. Small presses appear to the leading producers of children's literature that 

embrace diverse cultures. However numerous small publishing houses appear 

and vanish, due to economic difficulties and competition with the larger 

publishing houses. Several publishers with multicultural interests, like Children's 

Book Press, are working to alter the almost all-white world of children's 

literature and are becoming a primary source for multicultural literature. 

Publishing companies must be held responsible for the decisions they 

make about ignoring or focusing on the nation's diversity. As an industry, they 

could provide leadership in a movement designed to present students with 

accurate portrayals of our pluralistic society through the books they read. Thus 

far, they appear to be making token gestures. 
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Teachers, librarians, parents, and students could contribute to this 

movement by indicating their literary needs more clearly. Publishing houses' 

goal is to meet the market's needs. They need to hear from the market of 

educators whose goal is to foster a critical readership who can use the multiple 

perspectives available through literature for broadening their understandings. 

The powerful voices of teachers working to embrace all students hold an 

influence for changing the educational marketplace. 

Influences on Literature from Reader Response Theory 

There is a need to align the theory and practice of multicultural literature 

and multicultural education with beliefs about the reading process. Different 

perspectives present within each reader, amongst readers, and in each classroom 

community provide vital opportunities to explore multiple ways of knowing. 

Literary Theory 

The place of literature in the school curriculum and the methods used to 

teach literature has been closely examined over the last forty years. Up until the 

1950's, most educators never questioned the common assumption that the text 

and author supposedly held the one "right" meaning readers were to uncover. 

Teachers' beliefs about literary interpretation consisted of the view that 

competent readers made sense of texts according to the author's supposed 

meaning, not according to students' personal responses (Rosenblatt, 1991). 

Formal analysis of texts was an extreme example of dissecting texts in order to 

discover what an author "really meant" by hislher work of art. 

The pedagogical implications of using multicultural literature for learning 

builds on a different perspective of the role of literature and the reading process. 
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Aligning the theory and practice of multicultural education with multicultural 

literature encompasses a stance toward the act of reading that embraces both 

the reader and the text. Reader response theory rejects the traditional focus on 

the formal analysis of texts, associated with teacher-dominated, text-centered 

classrooms. This literary perspective urges teachers to take a different stance 

toward the reader, the text, and the reading environment. 

Three Variations in Reader Response Theory 

Reader response theory challenges the traditional theory and method of 

teaching literature where teachers are expected to lecture on the "correct" 

literary interpretation of a text to students. Three forms of reader response 

theory focus in different ways on the influence of the reader and/or the text 

throughout the literary experience. 

Theories of reader response that focus on the role of the reader evolved 

in response to the dominant role of the text. Holland (1976) focuses on the 

psychoanalytic interpretations of the literary experience by examining the 

reader's response within a social community beyond the textual influences. 

Bleich's exploration (1975) of the sensory experiences promoted through 

reading literature also centers on the individual's response. He maintains that 

reading can produce greater personal understanding. Both of these theories 

examine the social aspects of the literary experience and how the reader's 

expectations shape the process of interpretation (Rosenblatt, 1991). 

Theories of reader response centering more directly on the role of the text 

acknowledge the minor role of the reader in the creation of meaning. 

Uncovering the structural codes of the text dominants the reader's response to 

literature. Fish (1980) emphasizes the power of the text over the reader while 
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also considering the significance of the reader's interpretive communities. The 

community, not the reader or the author, controls the interpretive process. 

Iser (1980) moves the focus of reader response beyond an examination of 

either the predominant role of the text or the reader by exploring the interaction 

between the reader and the text. A convergence of the literary work with the 

reader brings the text into existence, according to this interactional theory of 

reading. Rosenblatt's transactional theory (1978) contains the greatest 

implications for reading as a meaning-making event where the reciprocal 

relationship between the reader and the literary text defines the act of reading 

as a dynamic transaction. 

Transactional Theory of Reader Response 

Louise Rosenblatt's transactional theory of reader response (1978) 

centers on the on-going transaction or interchange between the reader and text. 

Three essential elements of the transactional model of reading distinguish this 

perspective from other interactional views of the reading process (Siegel, 1984). 

First, the text is seen as a potential, not as a defined, set object. Second, 

understanding evolves from the transactive process. Third, the text is an open, 

not closed, system of meaning. Therefore variations in meaning are expected, 

not seen as unusual. 

This interpretive process of transaction cannot be explained by referring 

to the reader or the text alone. The social context must be considered for its 

contribution to the meaning-making process. A reader's past experience also 

significantly determines the meaning generated since his/her cultural 

background is the foundation for the transactional event. Each reader brings an 



array of perspectives (e.g. age, gender, race, ethnicity, nationality, language, 

region, exceptionality) to a reading experience. 

The reader's attention to the text activates certain elements in his 
[her] past experience - external reference, internal response - that 
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have become linked with the verbal symbols. Meaning will emerge 
from a network of relationships among the things symbolized as he 
[she] senses them. The symbols point to the sensations, images, 
objects, ideas, relationships, with the particular associations or feeling
tones created by his [her] past experiences with them in actual life or 
in literature. The selection and organization of responses to some 
degree hinge on the assumptions, the expectations, or sense of possible 
structures, that he [she] brings out of the stream of his [her] life. Thus 
built into the raw material of the literary process itself is the 
particular world of the reader (Rosenblatt, 1978, p. 11). 

Literacy events are created through a dialogical exchange between 

readers and texts. As teachers work to understand their students' ways of 

thinking and acting in the world that form a foundation for the transactional 

reading process, they will come to understand more fully students' responses 

evoked through transactions with texts. A teacher's knowledge of students' 

culture is most useful to their understanding of the reading experience. 

Multiculturar children's literature is one essential vehicle for the 

transactive reading process since the act of reading consists of readers making 

sense of their world through printed symbols. The meaning-making process is 

tied inherently to associations made by the reader with the text. Connections 

between texts and life experiences facilitate the reading process. Young readers 

striving to make sense of textual symbols need to see their lives represented in 

print. Multicultural literature ensures that readers see their unique, diverse, and 

universal life experiences represented in print. 
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Factors that Influence Response 

Research in the field of reader's response to literature has focused on 

three different factors that impact students' transactions with texts. The 

influence of the reader, the text, and the context have each generated numerous 

studies that examine readers' response to literature (Martinez & Roser, 1991). 

Research into the influence of the reader on the response process has focused 

somewhat on one cultural factor: age. While age is one influence, response is 

not due simply to developmental factors. Numerous other social, political, and 

cultural factors significantly impact a reader's transactions with texts. Research 

into the text factors that influence response have shown that reader interest and 

sensitivity to text features impact the transactive process (Eeds & Wells, 1989; 

Purves & Beach, 1972). Research on contextual factors has shown the impact 

of classroom settings on students' response. The social nature of the response 

process indicates that a collaborative environment is vital to promoting response 

(Hickman, 1981; Short, 1986). The teacher's role can also create the context for 

gentle inquisitions or grand conversations (Eeds & Wells, 1989). 

These three research areas in reader response begin to address the social, 

political, and cultural factors that significantly impact reading experiences. As 

children respond in accordance to their own experiences, a rich diversity of 

background knowledge is made available for learning (Martinez & Roser, 1991). 

Teachers who acknowledge the potential in these lived-through experiences 

with literature work to create classroom reading opportunities that reflect this 

deeper understanding. These teachers provide time for personal and social 

reflection after reading experiences. Students deepen their literary 

interpretations through language, music, dance, and art experiences. Reader 
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response theory and research into reader's response to literature urge teachers to 

create literary experiences where readers can create new understandings for 

their own purposes as readers and learners. 

Reading experiences with multicultural books that value cultural 

uniqueness, diversity, and universality need to create opportunities for these 

transactions between the reader and text. Before teachers make use of books 

labeled multicultural, they need to consider the focus for using these books, 

critically examine the authorship and authenticity of these pieces, and work to 

present a broad range of literature that offers multiple perspectives of all people. 

Preservice Teacher Education 

The question of how to educate individuals to become effective teachers 

is not a new arena for exploration in teacher education. Yet at this time there 

appears to be no single guiding theory for educating teachers (Yarger & Smith, 

1990). In an effort to examine teacher education more closely, learning 

experiences required by future teachers working to expand their understanding 

of students' process of growth are considered in the following section. Also 

explored are the environments that allow teachers and students to personally 

construct broader understandings of their multicultural world. In addition, a 

new vision of teacher multicultural education is investigated, one that includes 

preservice teachers' curricular and pedagogical needs. 

Current Dilemmas in Teacher Education 

The process of learning to teach has traditionally focused on what 

preservice teachers need to know in order to teach, not on the knowledge they 
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bring to their methods of teaching or the process of their education (Carter, 

1990). Teachers' prior beliefs about learning and teaching directly impact the 

kinds of learning experiences they create for students (Hollingsworth, 1988). 

There is a need in teacher education programs to not only examine curricular 

issues and teachers' prior knowledge but to consider pedagogical concerns and 

theories of learning as well. 

New teachers tend to teach as they were taught (Kennedy, 1991). The 

predominant theory of learning that guides classroom practices is the 

transmission view, characterized as the banking model of teaching by Paulo 

Freire (1970). From this perspective, teachers make deposits of knowledge into 

the minds of passive students, and withdraw bits and pieces of information 

when necessary, in order to prove to administrators, parents, or themselves that 

students have "learned" what they were "taught". In contrast, studies in 

learning theory over the last fifty years have continually questioned whether 

transmitting knowledge from teacher to student provides optimal learning 

opportunities (Dewey, 1938; Smith, 1986). Rather than simply attempting to 

transfer knowledge from one person to another, educators embracing a 

transactive theory of learning view knowledge as understandings constructed 

by each learner within her/his social, political, and cultural context. 

The transmission model of learning not only dominates elementary and 

secondary classrooms but preservice teacher education programs as well. The 

focus of teacher preparation coursework at the secondary level is on the subject 

matter knowledge, not on the pedagogical practices preservice teachers must 

also consider as they enter the classroom (Kennedy, 1991). At the elementary 

level, there is a dual focus on subject matter and behavioristic practices. A study 
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by John Goodlad (1991) on the educational practices of teacher educators 

found four major dilemmas inherent in many preservice teacher programs: (a) the 

segmentation of theory and practice, (b) a lack of coherence in preservice 

programs, (c) regulated conformity in courses brought on by state requirements, 

and (d) a lack of prestige in teacher education. 

If preservice teachers are to move beyond the norm of transmitting 

knowledge to students, they will need holistic demonstrations from teacher 

educators who "live" rather than just "cover" the curriculum of teacher 

education courses (Harste, 1989). Preservice teachers deserve opportunities to 

personally construct knowledge. Just like elementary and secondary learners, 

students preparing to teach require opportunities to (a) pose questions which 

guide their learning; (b) use multiple literacies to gain new understandings; (c) 

reflect on the content, process, and purpose of their learning; (d) create new 

meanings through collaborative interactions; and (e) connect past, present, and 

future knowledge (Short & Burke, 1989). 

Impetus for Multicultural Teacher Education 

Multicultural teacher education faces these same curricular and 

pedagogical dilemmas. In addition, preservice teachers must prepare to work 

and learn with an increasingly diverse student population. 

Multicultural education for teachers and students is seen as " a 

democratic approach to teaching and learning that seeks to foster cultural 

pluralism within culturally diverse societies and an interdependent world" 

(Bennett, Niggle, & Stage, 1990, p. 243). Just as students need occasions to 

explore and critically reflect on different perspectives, teachers likewise must 
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have opportunities to consider their world experiences in light of global 

complexities. This global frame of reference prepares teachers to function more 

effectively in the social, political, and cultural climates of schools and their 

communities. 

While multicultural teacher education espouses a multicultural approach 

to learning, teacher educators often use a transmission model of teaching to 

present this knowledge (Goodman, 1993). Preservice teachers need 

opportunities to personally constmct their own understanding of 

multiculturalism. Instead of transmitting knowledge, teacher educators need to 

reconsider the significance of a multicultural orientation toward learning (Ruiz, 

1984) and examine ways to create learning environments where students can 

explore their prior knowledge and expand their current understandings. 

A rapidly changing student population makes a multicultural orientation 

toward learning all the more necessary for an elementary teaching population 

that is 70 percent female and 87 percent European American (National Center 

for Educational Statistics [NCES], 1992). Over the last fifteen years, the percent 

of European American students enrolled in public and private schools has been 

declining (from 77 to 68 percent); the percent of African American students has 

remained the same (14 to 15 percent); the percent of Hispanic students has 

almost doubled (from 6 to 11 percent); and the percent of students from other 

backgrounds has more than tripled (from 1 to 4 percent, NCES, 1992). 

Other studies portray a starker contrast between an increasingly 

European American teacher and diverse student populations (Zimpher, 1989). 

In one report, 93 percent of junior and senior teacher education students were 

European American, three percent African American, two percent Hispanic, and 
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one percent Asian. Ninety-five percent of the teacher candidates reported the 

number one factor influencing them to enter the teaching profession was a 

desire to help students grow and learn. When asked to describe the type of 

school setting they were seeking to teach in, responses indicated a preference to 

teach in traditional classroom settings with middle income children (Zimpher, 

1989). In stark contrast is the socio-economic profile of the average school-age 

child in the United States where one out of four is from a culturally diverse 

background and one out of six is poor. In major cities, the majority of the 

student population comes from cultures outside the mainstream (Graham, 1987). 

Teachers deserve opportunities to expand their understanding of 

multiculturalism before they begin learning with culturally diverse and 

mainstream students. 

Changing Teacher Attitudes 

A diverse student population deserves teachers who value and use their 

pluralism for learning. Before these predominantly female European American 

teachers meet a classroom full of students from many backgrounds, they need to 

consider how to learn with and from all children in order to make use of their 

rich cultural resources. New teachers require opportunities to critically examine 

their own culture as well as other cultures. As preservice teachers explore the 

concept of culture and multiculturalism, knowledge of their own ways of 

thinking and acting in the world is expanded. These cultural learning 

experiences provide an occasion to consider children's diverse ways of 

interpreting, evaluating, valuing, behaving, and communicating (Davidman, 
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1990). Preservice teachers' orientation toward learning would thereby be 

altered. 
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"The degree to which multicultural education becomes a reality in our 

schools depends largely upon the attitudes and behaviors of classroom 

teachers" (Rodriguez, 1983). An education for preservice teachers that evolves 

out of a multicultural orientation starts at the personal level. Teachers must have 

a greater awareness of their own cultural understandings before they can 

appreciate and accept the cultural diversity in their students (Banks, 1986; 

Grant & Grant, 1977). While numerous multicultural teacher education 

programs call for increasing preservice teachers' knowledge of ethnically or 

culturally diverse groups, they tend to ignore that understanding cultural 

pluralism begins with clarification of one's own cultural diversity (Ramsey, 

1987). Self-knowledge is the first step toward multicultural understanding. 

Exploring one's own diversity leads into an examination of similarities 

and differences across cultures. Numerous models for multicultural teacher 

education call for greater knowledge of ethnic diversity (Baker, 1983; Banks, 

1988; Gay, 1989; Mazon, 1977). However teachers deserve opportunities to 

explore more than ethnic pluralism; they need occasions to examine diversity 

through various thought collectives. As they investigate ethnic, racial, religious, 

linguistic, national, regional, gender, and social class groups, similarities and 

differences within and across thought collectives provide avenues for dialogue, 

thereby promoting greater understanding of others. 
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Pedagogical Implications 

Teacher education that promotes multiculturalism expands beyond the 

study of teachers' attitudes and behaviors that impact classroom learning to the 

study of pedagogical practices that embrace all students. Before preservice 

teachers move into teaching positions with students from many backgrounds, 

they must have opportunities to consider how their teaching practices have the 

potential to empower or disempower students. Teachers need to consider 

instructional practices that encourage all learners to construct knowledge for 

themselves. 

Multicultural awareness and understanding is an orientation that impacts 

the entire curriculum, especially in subjects like literature, history, music, and art 

(Gay, 1983). Teachers must take time to examine curriculum used in schools 

today to see if it offers multiple viewpoints, in addition to trying out these 

classroom practices to see if they affirm differences. Interweaving a variety of 

perspectives and experiences throughout the entire curriculum could lead to 

dramatic content changes. In order to multiculturalize the process and 

substance of learning, preservice teachers need to consider current classroom 

materials, create and carry out multicultural learning experiences, and reflect 

upon and evaluate their teaching practices (Gay, 1989). 

Teacher education courses offer a vital opportunity for preservice 

teachers to experience what it means to move beyond talking about the value 

of multiculturalism toward making a multicultural orientation a natural part of 

each course. Universities' education programs should re-examine the value of 

multicultural education for preservice teachers and reverse the trend of cutting 

this course, often viewed as an extra (Gay, 1986). The paucity of research into 
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multicultural teacher education points to the need for more studies that explore 

the what and how of multicultural education for preservice teachers (Grant and 

Secada, 1990). 

Multicultural teacher education needs to exist at two levels. First, classes 

in multicultural education could provide a time for teachers to develop their 

knowledge of multiculturalism. Course experiences would be designed to 

expand their understandings of the student populations they will meet in 

classrooms. One recent study offered a group of European American preservice 

teachers the opportunity to become pen pals with students from diverse 

backgrounds. Through a semester of interaction, teachers were able to 

personally identify with these children, develop a greater sensitivity toward 

other cultures, define more clearly their own culture, and experience 

multicultuml teaching techniques (Fuller & Ahler, 1987). For preservice 

teachers, this course was the beginning of a continuous growth process of 

learning about their own and other cultures. 

In addition to a preservice teacher education course designed to increase 

teachers' awareness and understanding of multicultural issues, there is a need for 

multicultural teacher education to expand beyond the parameters of a single 

course added to the curriculum. Multicultural education must be seen an 

orientation toward learning and teaching in all classes (Ruiz, 1984). Teacher 

educators have a responsibility to work to include this orientation to their 

courses already in existence. Carl Grant (1978) succinctly describes the need 

for "an education that is multicultural," not a need for more multicultural 

education. 
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A study by Hicks and Monroe (1984) offers an example of how to add 

multicultural learning into existing courses at the college level, teacher 

education department level, and individual course level. Efforts made to 

incorporate a multicultural perspective into established reading methods courses 

for preservice teachers included (a) examining stereotypic basal series 

illustrations, (b) observing in school settings which were culturally different 

from those preservice teachers were familiar with, and (c) immersing teachers 

into cultural diverse settings through tutoring experiences with children outside 

the mainstream. Reading courses, through the nature of their content, offered 

occasions for teachers to become more responsive to the human condition and 

cultural pluralism in society (Hicks & Monroe, 1984). 

While this study indicates an effort by teacher educators to include a 

multicultural "perspective" to coursework, a fundamental orientation toward 

learning was not changed due to their broader understandings of 

multiculturalism. There is a need for studies which provide an opportunity for 

teacher educators and preservice teachers to alter their multicultural 

"orientation" toward education and their ways of thinking and acting in the 

world. 

Preservice teachers require holistic demonstrations of living the 

curriculum and must personally experience learning that evolves from a 

multicultural orientation before they can envision the usefulness of an 

education that is multicultural for their future students. As teachers learn 

through the use of multiple perspectives, they must reflect on their prior beliefs 

about multiculturalism, in order to connect past, present, and future 

understandings. Once preservice teachers have personally expanded their 
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knowledge about the power of multiculturalism, they can explore the content, 

process, and purpose of multicultural learning for themselves and their students 

(Short and Burke, 1989). 
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CHAPTER 3 

DESIGN, METHODS, AND PROCEDURES 

The methodological framework of this inquiry stems from both a 

collaborative and a naturalistic research perspective, guided by a teacher 

researcher viewpoint. The research setting was a Children's Literature course 

for preseIVice teachers at the University of Arizona, College of Education. 

Three primary data sources were collected during the 1992 spring semester. 

Initial analysis procedures were conducted over the summer of 1992 with two 

groups of preseIVice teacher researchers, class members of the Children's 

Literature course. Extensive examination of each of the primary data sources 

was completed during the spring of 1993. Each of these methodological areas 

are explored through the four sections of this chapter. 

Research Perspective 

Theoretical beliefs about learning have direct implications for pedagogy 

and inquiry. For those in education who believe that knowledge is socially 

constructed, classroom practices and research experiences need to provide 

opportunities for all participants to collaboratively explore issues of interest. 

The research perspective that guided this study resulted from efforts to create a 

methodological and pedagogical match between holistic theory and practice. 
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Multiple Perspectives on Educational Inquiry 

Educators are currently examining several avenues for conducting 

inquiry. Each of these multiple perspectives on research, with a different view 

of the learning and teaching process, generates distinct forms of knowledge for 

educators (Shulman, 1986). 

Much of the educational research currently conducted evolves from a 

traditional perspective on the nature and purpose of inquiry. The researcher 

assumes the role of expert, while students and teachers are seen as subjects on 

which to conduct research. This distinction between expert and novice draws 

clear lines between those who produce knowledge (researchers) and those who 

use that knowledge (teachers). Researchers collecting data in classrooms do 

not attempt to address the complexities of learning; instead they work to 

identify and isolate the variables influencing learning. Objectivity and 

trustworthiness are central concerns for those who conduct studies on others. 

Another perspective on educational inquiry creates less distinct roles for 

the classroom teacher and university researcher, since the teacher is seen as an 

informant. Researchers from a naturalistic view on inquiry produce knowledge 

which teachers use to inform their classroom practice (Fenstermacher, 1986). 

Teachers contribute to knowledge production since researchers (a) allow 

teachers to inform and help shape the research process, and/or (b) take their data 

back to the informants for confirmation and verification of findings (Short, 

1991b). Within this perspective of inquiry, researchers often pose questions like, 

"How can we help teachers use the research (i.e. knowledge) we produce for 

them?" (Anders & Richardson, 1991). Research conducted for others is 
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concerned with teacher change but does not always lead to the development of 

teachers' voice (Gitlin, 1990). 

A collaborative perspective on inquiry acknowledges that each member 

of a research community has expertise that influence the creation of knowledge 

(Cousin & Aragon, 1990; Hanssen, 1987; Harste, 1992). Teachers and 

researchers from action research, teacher research, and collaborative research 

perspectives are working to demystify the educational inquiry process 

(Cochran-Smith & Lytle, 1990; Florio-Ruane, 1986; Goswami & Stillman, 1987; 

Wallat, Green, Conlin & Haramis, 1981). Based on the pedagogical premise that 

students, teachers, and researchers need collaborative learning environments 

where they are actively and critically involved in producing knowledge for their 

own use, research is seen as an occasion to learn deliberately (Boomer, 1987). 

This transformative role for educators acknowledges that reflective practice is 

naturally grounded in inquiry (Britton, 1983). 

In a collaborative research setting, researchers and teachers with common 

interests join together to conduct research. As collaborators, teachers and 

researchers each provide distinct perspectives on the inquiry process. Research 

analysis is not conducted by the researcher alone. Instead, multiple perspectives 

on research experiences are used to create a more realistic picture of the 

learning/research process. Inquiry is seen as one, powerful way to 

collaboratively learn with others. 

Transformative research, based on collaborative and holistic beliefs, 

embraces complexities in the research environment by using them to create a 

deeper understanding of the learning process. Inquiry is initiated through the 

continual posing and reformulating of questions by all members of the research 
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community. Documentation of multiple data sources provides varying, 

sometimes diverse perspectives on learning experiences. Interpretations grow 

out of dialogue between teachers and researchers. This form of educational 

inquiry appears messy, but as the "mess" inherent in research is acknowledged, 

the diverse perspectives and influences that create productive learning 

environments are identified. Multiple, often conflicting voices create 

opportunities for dialogue between teachers and researchers who choose to 

work together as they seek new understandings (Gitlin, 1990). 

Each of the three inquiry paradigms considered thus far (collaborative, 

naturalistic, and experimental) produce different forms of useful knowledge for 

educators. A brief examination of the current educational research journals 

shows a predominant stance toward researchers who choose to treat teachers as 

subjects or informants, not as collaborators. There appears to be a need for 

further research studies which build on this third perspective of inquiry, one that 

embraces the complexities inherent in learning/research environment (Duffy, 

1990) and demystifies the possibilities for this process of discovery. 

Methodological Decisions Based on 

A Collaborative and A Naturalistic Research Perspective 

This inquiry into multicultural education for preservice teachers contains 

both naturalistic and collaborative research characteristics. The naturalistic 

attributes of this study include several aspects. I posed questions which initially 

focused the study; however questions changed and were narrowed through 

collaborative learning experiences and the data analysis process. A summer 

research group of eight preservice teachers and myself collaboratively 
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conducted an initial analysis of two primary data sources. I carried out further 

in-depth analysis at several points during the nine months following the course 

experience. Research methods were influenced by constraints resulting from 

the College of Education timeline. A heavy course load for preservice teachers, 

who were working to complete their requirements for graduation and teacher 

certification, provided little time for participation in the research process. 

The collaborative characteristics of this inquiry grew out of the primary 

focus of this study: creating new understandings and on-going learning for all 

participants. Knowledge was socially constructed as the members of this 

research community reflected on prior assumptions and beliefs about 

multicultural learning throughout the course. Our collaborative environment 

created opportunities for us to learn with and from each other. Understandings 

gained through course experiences generated new questions for further 

investigation, thereby continuing the learning about multicultural issues for all 

research participants. Eight students and I conducted an initial analysis of data 

during the summer by collectively reflecting on the complexities of our learning 

through an examination of multiple data sources. 

Both naturalistic and collaborative perspectives on inquiry were useful 

throughout this process. Decisions about how to conduct research evolved 

from the need to create a community that expanded our relationships, 

knowledge, and effectiveness, therein educating and transforming all of us 

(Lieberman, 1992). 

One form of inquiry evolving from the field of collaborative research 

focuses on using the perspectives of both teacher and researcher throughout 
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perspective, was central to the design of this investigation. 

Teacher Researcher Perspective 
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Research, when seen as an occasion to learn deliberately, becomes an 

integral part of teachers' lives in classrooms (Boomer, 1987; Cochran-Smith & 

LytIe, 1990). From this perspective, a classroom teacher (at the elementary, 

secondary, or university level) takes on the dual roles of educator and inquirer 

of learning experiences. The unified lens of a "teacher researcher" provides two 

different ways of exploring how people construct new understandings. 

Current definitions of teacher as researcher vary. For this inquiry, teacher 

research is defined as intentional, systematic inquiry (Cochran-Smith & Lytle, 

1990). The intentionality of a teacher research study is manifest in the careful 

planning that precedes and continues throughout the teaching and researching 

process. Theoretical and practical aspects of the study are explored continually. 

Systematicness evolves from the purposeful recording and gathering of data 

relating to the learning experiences that occur inside and outside of the 

classroom. Documentation is vital for the reflection process. The term "inquiry" 

connotes the learning stance of an educator wanting to know more about 

questions and anomalies that evolve out of learning experiences. 

These two roles of teacher and researcher are traditionally separated in 

the inquiry process. One common dilemma which typically results is the 

separation of theory from practice. Researchers focus on generating new 

knowledge; teachers focus on using this knowledge to change their practice. 

However if teachers and researchers acknowledge that the root of personal 
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knowledge lies in the educative nature of experience, their notions of teaching 

and researching are transfonned (McConaghy, 1985). Teachers cannot simply 

use theory generated by others. Teachers need to create their own 

understandings of learning which will impact and change their practice. 

Research, when viewed as a process of discovery (Britton, 1987), becomes a 

natural and necessary part of learning for teachers. 

Many of the teacher researcher projects documented in current journals 

and books are inquiry studies conducted by elementary and secondary 

classroom teachers working to closely examine and reflect on their current 

theory and practice (Goswami & Stillman, 1987; Mohr & MacLean, 1987). 

There are also examples of university researchers and classroom teachers joining 

forces to collaboratively examine vital issues of interest (Allan & Albert, 1987; 

Edelsky & Smith, 1984; Woodward, 1985). The instance of a university teacher 

educator taking on the role of a teacher researcher who purposefully chooses to 

investigate herlhis theory and practice of learning in the higher education 

classroom is not common (Patterson, Santa, Short, & Smith, 1993). 

Complexities inherent in teacher research evolve from the tension 

between two distinct roles a teacher assumes in the inquiry process (Mohr & 

MacLean, 1987). A teacher's position is one that reflects authority, regardless of 

the collaborative environment. When teachers are so closely involved in the 

constmction of learning experiences, it is difficult to gain the distance needed to 

critically examine the productive nature of learning experiences. Teacher 

researchers build on the premise that learning is not context-free, therefore 

validity and reliability from one context to another is not the focus of inquiry. 

Creating an optimal learning environment for their students is the goal. 
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Acknowledging the subjectivity of all research, especially teacher research, 

allows this element to be closely and critically scrutinized (Gitlin, Siegel, & Boru, 

1988). 

Teacher research provides a non-traditional opportunity to combine 

theoretical grounding, methodological training, and classroom experiences 

(Patterson & Stansell, 1987). Uniting the often separate roles of (a) making 

theory-based instructional choices and (b) observing, documenting, and 

interpreting responses to students acknowledges the complex theoretical and 

practical realities of classroom learning. 

Research methods are an expression of the relationships between people 

in the inquiry: collaborative, dialogic, and democratic (Gitlin, Siegel, & Boru, 

1988). Four different teacher researcher roles, each used at different times 

throughout the inquiry process, help to maintain the collaborative and 

democratic nature of the investigation. As a learner, observer, questioner, and 

analyzer, a teacher researcher engages in a continuous discovery process with 

students. The role of learner expresses the mutuality between students and 

teachers in the exploration process (Patterson & Stansell, 1987). As a keen 

observer, the teacher researcher makes an intentional effort to step back and 

look closely at the students' process of coming to new understandings. As a 

questioner, the teacher researcher seeks to discover more about anomalies 

which initiate and move the inquiry process forward. The role of analyzer of 

information gathered is not left entirely to the teacher researcher. Students and 

teacher researchers collaboratively consider their discoveries and come to new 

understandings about topics and issues under investigation. These diverse roles 

assumed by a teacher researcher (learner, observer, questioner, and analyzer) are 
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combined to create a "theory maker who stands rooted in what has gone before 

and extends theory into new areas of knowledge" (Bissex, 1986). 

The power of teacher research lies in the intersection of theory and 

practice, action with reflection. Instead of accepting the taken-for-granted 

boundaries that often constrain inquiry, both perspectives are used to provide a 

teacher researcher with different ways of knowing about learning. The essence 

of teaching is seen as a form of research (Duckworth, 1986). Inquiry from a 

teacher research view offers educators an opportunity to "temper their 

theorizing in the furnace of pedagogical and curricular decision making" 

(Woodward, 1985). 

Teacher research changes all participants in several ways. Student 

members of the research community are transformed as they come to understand 

more deeply their current situation in the world. Teachers are transformed as 

they take ownership of the learning/researching process. The discoveries they 

make are purposeful and useful for their immediate future as educators. This 

mutually educative enterprise initiates the continuous process of critical analysis 

and enlightening action for all research participants (Lather, 1988). 

Research Setting 

The main setting for this collaborative, teacher research inquiry was my 

preservice Children's Literature course at the University of Arizona's College of 

Education during the 1992 spring semester. As a part of the two-year teacher 

preparation program in the College of Education, preservice teachers are 

required to take a course in children's literature. 
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University Setting for the Inquiry 

The University of Arizona has the third largest student enrollment and 

largest teaching/researching faculty in the state. Out of the 36,000 students 

attending the U. of A., the College of Education enrolls approximately 300 

undergraduate students and employs 120 faculty members. After completing 

two years of undergraduate work, juniors who decide they want to earn a 

teaching credential apply for entrance into the College of Education. The two 

year degree program consists of 67 units and/or approximately 18 classes. A 

post-baccalaureate program which takes one and a half years to complete is also 

available. One hundred and twenty new preservice teachers are admitted into 

the College of Education each semester. Most of the undergraduate and post

baccalaur.?ate courses are taken from the Teaching and Teacher Education 

department in the College of Education. One course is taken from the 

department of Language, Reading, and Culture: Children's Literature in the 

Elementary Classroom. 

I began teaching this course for preservice teachers in the fall of 1990. 

My main purpose in teaching this class was to provide preservice teachers with 

an opportunity to read and enjoy a wide variety of outstanding children's books 

These personal experiences with literature were designed to build a foundation 

for future classroom interactions with elementary students. After teaching the 

course for three semesters, I conducted my dissertation inquiry with a class of 

preservice teachers during the 1992 spring semester. Thirty-two students 

enrolled in my section, one of three Children's Literature course sections offered 

during this semester. 
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students who wanted to pose further concerns or questions. During the third 

week of class, I formally invited all class members to participate in the research 

study. All 32 preservice teachers voluntarily signed consent forms, giving me 

permission to use data from their course experiences to investigate their 

changing understandings of multicultural issues over the course of the spring 

semester (see Appendix for research consent form). 

Two elementary classrooms of first and second grade children from the 

Tucson Unified School District provided a minor secondary source of data. 

Through weekly interactions in a cross-age pen pal experience during the 

months of March and April, preservice teachers and elementary students carried 

on written conversations about family experiences, school life, and books. This 

first-hand experience offered university students an occasion to become 

acquainted with children from a diversity of backgrounds. Two classrooms from 

Maldonado Elementary were selected because of my past collaborative research 

experiences with several teachers at this site. 

Kathleen Crawford's class consisted of 26 first and second grade 

students. Seventeen of the children were European American; 8 were Mexican 

American; 1 was African American. All spoke English as their first language. 

Gloria Torrejon's bilingual class consisted of 31 first graders. Twenty children 

were Mexican American; 9 were European American; I was African American; 1 

was Native American. Of these 31 students, 11 spoke Spanish only; 10 spoke 

English; 9 were bilingual SpanishlEnglish speakers; 1 was a bilingual Tohono 

O'odhamlEnglish speaker. The ethnic and linguistic diversity of these children 

was quite different from the ethnic and linguistic backgrounds of the preservice 

teachers. 
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These 32 preservice teachers brought a wide spectrum of prior 

experiences with children and literature (see preservice teachers' literacy 

memories, p. 105). They also represented a diverse range of cultural 

backgrounds. Twenty-one preservice teachers (65 percent) spoke English only; 

7 spoke English and some Spanish; 2 were proficient in both Spanish and 

English; 1 was proficient in English and German; and 1 was proficient in both 

English and American sign language. Twenty-five of the 32 students were from 

European American backgrounds (78 percent); 6 were Mexican Americans; 1 

was Latin American. Twenty-eight preservice teachers (87 percent) were from 

the Southwest region of the U.S.; 3 came from other regions of the nation; I 

came from Panama. Twenty preservice teachers (62 percent) were between the 

ages of 20 to 30; 10 were in their 30's; 2 were in their 40's. 

Twenty students (62 percent) had already completed one semester in the 

College of Education; 11 had just entered the program; I was in his third 

semester. Fourteen of the preservice teachers had already completed another 

undergraduate degree and enrolled in the College of Education's post

baccalaureate program to complete one and a half years of coursework for a 

teaching credential; 18 students were enrolled in the regular two year 

undergraduate degree program. 

During the first two weeks of this course, I explained my dissertation 

study on multicultural education for preservice teachers to the entire class and 

provided several opportunities for them to pose questions about my goals for 

conducting this research. In small groups, I shared the purpose for this 

investigation into the use of multicultural children's literature for multicultural 

learning. Individual conferences outside of class were also available for 
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Children's Literature Course 

In an effort to provide preservice teachers with an overview of our class 

experiences, I provided students with an extensive course syllabus on the first 

day of class. I shared my theoretical beliefs about learning, teacher resources 

and children's books for use in class, a tentative schedule of events each day, 

major course projects, my evaluation process, course expectations, and a 

tentative schedule of topics and issues to be considered throughout the 

semester. Students' prior experiences at the university led them to expect the 

instructor to layout a clear direction for a class at the onset of the course. In 

spite of this college requirement, I wanted to indicate that student input was 

vital to our learning process. Knowledge gained would be collaboratively 

generated. 

The following six components of the course syllabus (course intent, 

course texts, curriculum organization, evaluation, children's literature course 

expectations, and course schedule) provide a summary of the class experiences 

in the 1992 spring semester. Many of these components were generated 

collaboratively through weekly meetings with Dr. Kathy Short, the children's 

literature professor who also taught graduate and undergraduate children's 

literature courses in the L.R.C. department. I also sat in on a summer children's 

literature course she taught for classroom teachers (Short, 1990), which 

influenced the curriculum I developed for preservice teachers. As I taught this 

course for three semesters before initiating this study, I made curricular changes 

each semester based on feed-back from students, my expanding knowledge of 

the field of children's literature, and the needs of preservice teachers. As a way 
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of describing each aspect of the course for this inquiry, the syllabus is presented 

along with reflective comments taken from students' self-evaluations written at 

mid-tenn and the end of the semester . 

.course Intent 

By sharing my theoretical assumptions about the learning process for 

children and adults, my goal was to help preservice teachers begin to consider 

how they thought learning occurred and to also provide a framework against 

which we could examine our learning experiences with children's literature. 

The purpose of this class is to provide teachers with an opportunity to 
read and enjoy a wide variety of outstanding children's books. These personal 
experiences with literature will build a foundation for future interactions with 
students in classrooms. 

Our class experiences are built on these six premises of learning. 
*Denotes a quote from a College of Education preservice teacher. 

1. Learning is an active, personal process. 
We will read and respond to hundreds of children's books. Our responses will 
be unique, personal reactions based on our prior experiences. 
* This course really helped me to discover love in reading again (Kim). 
* This is the first class that involved my [own children] in my studies 

* 
* 

(Darlene). 
For me, this was a course in discovery (Virginia). 
Reading the other [students' dialogue journal] entries gave me a lot to 
think about and helped to clarify my own thoughts (Lisa). 

2. Learning is a social process. 
Collaboration is a vital element of the learning process. Rather than working 
independently, we will work to learn with and from others and create an 
interdependence among our community of co-learners. 
* I found I needed to share my [pen pal] letters with Annie [a 

* 

* 
* 

classmate] because she had a knack for figuring out invented spelling 
(Marcia). 
I felt an increasing "pulling in" of the [class] so that it seemed that we 
stood finally as a community, rather than as a group of islands (Jean). 
I feel like collaboration is the key to success in this class (Jennifer). 
We definitely need to have multiple perspectives ... Interpretations of 
the same thing are needed to define the actual meaning (Leyda). 
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3. Learning involves risk-taking. 
We will provide support for each other by actively listening, responding, and 
encouraging fellow learners in their reading, writing, and sharing experiences. 
* It was not my habit earlier in the semester to seek out books that 

were written from multicultural perspectives. In fact I used to avoid 
them. They dealt with issues I did not understand, and so, not 
wanting to feel ignorant, I chose to ignore them. As I realized I was 
not alone in my ignoranc~, I found that I could accept the possibility 

* 

* 
* 

that I still had things to learn (Jean). 
I believe that our class had a certain trust amongst all of us and that 
we felt as though we could share parts of ourselves without having a 
fear of being made fun of or being persecuted for our ideas (Lisa). 
In groups I tried to listen and honestly share what I learned... I 
questioned people's ideas if I did not agree (Liana). 
My reading has changed in the amount of risk I am willing to take 
with a book now. As I stated before, I began the semester reading 
books that I would have read as a child, or that which was familiar to 
me. Half-way through the semester, I was very willing to read books 
that others had read or that I had heard about one way or another 
(Jennifer). 

4. Learners need choice. 
Individually and collectively, we will take ownership of the learning process by 
selecting books we want to read and choosing areas of interest for class 
activities. 
* It seemed like every time I liked a book, everyone else absolutely 

hated it... It was a good experience for me to see the other side of this. 
I just loved these books [Sign of the Beaver, Slave Dancer] so much 
that I thought everyone else must have loved them also. That is 

* 

* 

* 

definitely not the case (Marcia). 
It was easier to write about something [in the dialogue journal] I am 
associated with and know about, probably because I hold strong 
feelings about those issues and it's hard for me to write about things I 
don't really care about (Michelle). 
I realized the importance of giving students the freedom to express 
themselves without criteria demands. Students will push themselves 
to do better in their own endeavors as they develop and learn 
(Virginia). 
I also learned that children can be empowered to be self-learners if 
given the chance to make choices for themselves, with some guidance, 
of course (Marla). 

5. Learners need to make connections between personal experiences in the 
past, present, and future. 
Our explorations with literature will be based on our own needs as students and 
teachers. 
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The main thing that I noticed about the dialogue journal was that at 
first I honestly thought it was going to be similar to alJ the other 
journals I've written in my life: being required to write what the 
professor wants you to write and not pleasing yourself. What I soon 
came to find out was that I ENJOYED writing in the journals primarily 
because I found out so much about what others think and what means 
a lot to others. My own journal entries became more in depth and 
much longer. I tmsted the others in my group to respect my opinion ... 
I would definitely use these in my own classroom... I think it's 
important for children to be able to express their opinions about 
anything (Melissa). 
These fomms [like pen pal exchanges] are outlets for a tme learning 
experience because the content is meaningful to the individual, and if 
something has meaning in your life, you are more likely to learn from 
it (Virginia). 
I have grown enough as a learner to realize that these goals are only a 
start, that there will always be room for more growth (Bev). 
For my classroom, I want kids to share their own ideas with others 
and know that it is okay to see things differently than their friends. 
This is something I never really learned until recently (Kim). 

6. Learning is reflective. 
We will consider the significance of our literary interactions as students and 
teachers. Self-evaluations will be a key component. 
* It is so easy, in this fast-paced world, to go through the motions and 

* 

not really THINK... Reflection allows us the chance to see what it is we 
think we have learned and put it into perspective. It gives us the 
chance to learn new things from something we thought we already 
knew (Mia). 
Over the course of the semester I learned to distinguish when 
collaboration is important and when introspection is more important 
(Jennifer). 

My intent is to facilitate your exploration of literature for children but the 
responsibility for what you learn and how much you learn lies with you. While 
the literary strategies we experience through dialoguing about books will not 
be the focus of this course, they will build a personal framework for interactions 
with children in the future. 

Adapted from K. Short, 8/90 by C. Klassen, 8/90 

Course Texts 

My purpose in having students purchase teacher resources and children's 

books was to begin to help them obtain materials for use in their future 

classrooms. The Huck resource book is a standard text used in many children's 
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literature courses for preservice teachers. To supplement areas not considered in 

the text (like multicultural children's literature), I compiled three packets of 

articles providing examples of (a) teachers using literature in their classroom, and 

(b) outstanding authors in each genre being explored. Additional literature 

books were also available through several book clubs. 

Professional readings 
Three packets of readings - Fast Copy. 
Huck, C., Hepler, S., & Hickman, J. (1987). Children's literature in the 

Elementary School. Holt, Rhinehart, & Winston. (optional) 

Children's books 
A poetry book, Trumpet books. 
Yep, L. (1977). Child of the Owl. Harper & Row. 

Packets I, II, and III of LRC 480, Section 2 (12:30 - I :45) are available at Fast 
Copy in the Student Union. Huck is available in the A.S.U.A. bookstore. The 
poetry book is available through Trumpet Book Club, which we will order in 
class. Yep is available at Open Sesame Children's Bookstore, 5031 E. 5th St., 
10:00 - 6:00 P.M. (327-1377). Contact Doris Ford. 

Curriculum Organization 

Our class met twice each week for one hour and fifteen minutes from 

January 16, 1992 through May 5, 1992. Limited time in class led me to carefully 

plan each session. I created a tentative schedule for Tuesday and Thursday 

classes in order to help students became familiar with typical course 

expenences. 

Tuesday classes usually began with a class meeting to take care of any 

organizational business like (a) arranging students into dialogue journal groups, 

(b) reviewing project due dates, and (c) distributing or collecting cross-age pen 

pal letters. Whole class discussions which I usually led provided students with 

an overview of the topic or genre for exploration that week. Frequently I 

initiated this discussion by reading a relevant book aloud to the whole class. To 
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set the mood, I played a musical tape with a parallel theme as I read the piece of 

literature (i.e. Navajo flute music to accompany the reading of The People Shall 

Continue, Ortiz, 1988). After collectively considering the weekly topic or genre, 

preservice teachers took the remaining class time to browse and read 100 to 200 

books I assembled and organized (according to themes, topics, authors, and 

issues) for the literature workshop. 

Thursday classes began with several students individually sharing a 

favorite book with a small group of classmates. To enhance these share-a-book 

presentations, preservice teachers added dramatic elements like using hand

puppets to tell the story, bringing in elementary students to help dramatize a 

book, serving gingerbread cookies as they read The Gingerbread Man, or telling 

a story through the use of felt board figures. Following this sharing time, 

students gathered in pre-arranged literature circles, small groups opportunities 

for them to respond and reflect on a common book read at home during the 

week. After these reflective discussions, a work time provided preservice 

teachers with an occasion to meet with other students to talk about various 

small group projects. Because we usually ended up extending the work period, 

students most often completed the last activity (cross-age pen pal letters or 

dialogue journal responses) at home. 

Tentative Tuesday Schedule 
12:30 Class meeting 
12:40 Whole class discussions 

-genres and issues/topics 
1:15 Literature workshop 

-extensive reading of self-selected books 



12:30 
12:40 

1:00 

Tentative Thursday Schedule 
Share-a-book 
Literature circles 

-intensive reading and dialoguing about books with 
a small group 

Work time, Presentation, and Sharing 
-work on class projects 
-reflect on class experiences 
-share with small group or whole class 
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1:30 Write and/or respond to dialogue journals or cross-age pen pals 

Class Projects 

Six major learning experiences fonned the core of our interactions 

throughout the semester. Each activity is explained through the use of 

students' quotes from their final course self-evaluation written in May. 

1. Class attendance and participation 
Attending and participating in all class experiences is vital. Each person's 

unique responses and insights help our class reflect and grow in new ways. 
Reading, writing, and sharing in small groups or with the whole class helps 
create and sustain our community of learners. 
* Because of past negative experiences with my teachers in literature, it 

took some time before I felt truly comfortable expressing my opinion ... 
I think I have felt more comfortable about speaking in this class than 
in any other and I think that it is due to the great acceptance of open 

* 

* 

* 

ideas by everyone (Michele). 
I still have some trouble speaking to the entire class at once but I've 
done it a few times and it wasn't so bad. [In some other] classes, I've 
never said a word (Linda). 
I think my listening goals from the mid-tenn have been realized. I 
have truly learned from classmates through simply asking questions. 
It's amazing how much can be acquired by just stepping back and 
questioning (Billie). 
Recently I have made a conscious decision to become more of an 
observer and listener (Andrea). 

2. Reading record 
Extensive and intensive reading of children's books is the primary intent 

of this course. During class on Tuesdays, various students or I will read aloud 
children's books. Outside of class, you will be responsible for gathering books 
of your choice for reading. Keep a READING RECORD of all the books you 
read. This record should be in a fonnat that you will find useful in your 
classroom (i.e. index card, loose leaf notebook, or computer file). Your record 
should include the author, title, date, and publisher, plus other helpful 
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information (i.e. brief summary, possible theme studies, book pairs, or genre). 
You need to decide on an organizational format that will be useful for you and 
your elementary students. Your complete Reading Record is due May 7. 

At the beginning of eight Thursday class periods, four students will take 
10 to 15 minutes to share a favorite book or poem with a small group of 
students. These SHARE-A-BOOK opportunities can take on many forms (e.g. 
act out a pOltion of a book, create felt board characters that tell the story, make 
an author poster advertising the writer of your book). 
* As I worked on the reading record I was able to derive my own ideas 

regarding units I would like to teach in my classroom. For example ... 
as I read some of Mildred Taylor'S stories, I began to create in my 
mind a unit on the benefits of sibling relationships (Shannon). 

* My reading changed a lot. I used to only find time to read things I 
had to read, like a textbook, but I've learned to read for enjoyment 
again. At the beginning of the semester I didn't read too often; now I 

* 
read every night (Linda). 
As I've searched libraries and book orders for books to add to rny 
reading record, I've found myself really trying to seek out 
multicultural books. Discovering the inferiority of this supply has 
made me aware of the glaring "whiteness" in the vast majority of 
books, including those using animals as characters (Billie). 

3. Roving dialogue journals 
In groups of three students, you will keep a roving DIALOGUE 

JOURNAL of your reading experiences (such as topics initially considered 
through class discussion, children's books that stimulated your thinking, 
learning experiences in class, or interactions with pen pals). Once a week, each 
member of the journal group will write an entry and respond to the other entries. 
This student-student and student-teacher dialogue journal will be an 
opportunity to (a) write about your personal reactions and concerns, (b) pose 
questions for others to make new connections about using children's books, and 
(c) reconsider past beliefs. Once a week, I will read your entries and add my 
responses to your thoughts. 
* It is really interesting to see the change in the quality of thought 

behind your journal entries. I can clearly see personal growth and 
evolution as a learner. I feel that my first entries were generally 

* 

more shallow and did not pull at my thinking process as much as later 
ones. Some of the things I initially wrote down as thoughts or 
observations are now things that are incorporated into my beliefs... It 
is so easy, in this fast-paced world, to go through the motions and not 
really THINK. The dialogue journal has reaffirmed the power of 
reflection in learning (Mia). 
Supporting other RD.1. members is very important. At the start of the 
semester, only positive support was being given. Good, productive 
dialogue however can only occur when total freedom to discuss similar 



* 

* 
* 

and/or divergent views can exist. This means that non
positive/supportive views are allowed by others (George). 
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The personal responses really were great because it let you see 
different perspectives. This helped me form and reform my own 
opinions. You were forced to look at someone else's ideas and you 
could see why they chose the ideas or perspectives they did (Candice). 
I really try to discuss issues in which response from the other writers 
is inevitable (Shannon). 
I must admit I have mixed feelings about my dialogue journal... I 
definitely think it could be used to encourage children to express 
themselves ... and to [help them] think more deeply about a story 
(Cynthia). 

4. Group Projects 
With a small group of students (two or three), you will explore an author 

or topic of your choice in depth. Possible projects for exploration might include 
(a) studying an author or illustrator (e.g. Eric Carle), (b) exploring works within 
a cultural group (e.g. African American children's literature), or (c) creating a 
thematic study (e.g. family, life cycles). The goal of this GROUP PROJECT is to 
create a working bibliography you can use for an author, issue, or topic study 
with students in your future classroom. You will meet with your group weekly, 
starting February 13. Your presentation should include an annotated 
bibliography, a visual display, and a classroom activity. Each group will present 
their project in class on April 28 or 30. 
* Our project was successful but could have been outstanding if only 

each member had exhibited more patience and carefully considered 
each idea. Many ideas were brought forth but quickly discarded 
which is unfortunate... I thus conclude that the following are essential 
to outstanding group projects: patience, acceptance of ideas, the ability 
to relinquish already conceived ideas in favor of better ones, and more 

* 

* 

patience (Shannon). 
I feel really fortunate to have been a part of my group. We all were 
really accepting of what each other had to say, and we all realized that 
each of us had things we wanted to accomplish through this project 
(Lisa). 
At times I felt that my group had a difficult time getting jump-started. 
We never met outside of the classroom, which I felt would have 
helped. After a brainstorming activity, we could never decide what to 
do... An area for growth would be to communicate with each other 
better and to utilize time more efficiently (Marla). 

5. Cross-age Pen Pal Experience 
Using literature with children in classrooms is the ultimate goal of this 

course. In March and April, each student will have the opportunity to interact 
weekly with one or two elementary children through a cross-age pen pal system 
set up by Charlene. This CROSS-AGE PEN PAL EXPERIENCE with first and 
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second grade learners from Maldonado Elementary provides an occasion to (a) 
interact with young readers and writers, (b) carry on a dialogue about books 
with young readers, and (c) observe how teachers use children's literature 
throughout the curricuium. In mid-April, we will hold one literature circle in 
their classroom at Maldonado. 
* I've begun to develop the skill of reading inventive spelling. I've also 

watched Michael's spelling and sentence structure develop. I've 
learned that we must encourage (positively) writing and not punish 
misspellings ... I've also noticed that reading and writing are closely 
inner related and cannot be viewed as separate entities (George). 

* I don't feel this was a learning experience but more of a support group 
experience. These kids seemed to need so much encouragement that 

* 

* 

* 

it was like we were their friends, a light in the darkness (Kathy). 
My views of reading, spelling, and writing have changed tremendously 
over this time... It was also great to see I could learn from someone 
this age. I always felt I could learn from any age person but I never 
had an actual experience like this (Marcia). 
I saw that many kids in the same class have very different abilities 
when it comes to writing (Michelle). 
I found Samantha's honesty and frankness a relief from the 
constant choosing of "correct" and accepted words of college students 
(socialization?) (Jennifer). 

6. Literature Circles 
Responding to books is an essential part of the reading process. On 

Thursdays, we will take 20 minutes to gather in small groups of five to six 
students in order to explore our responses to a book. On Tuesdays (or the prior 
Thursday), you will select a picture or chapter book to read before the 
LITERA TURE CIRCLE. Come prepared to share your thoughts and reflections 
with others. 
* To experience literature to its fullest, we must consider the myriad of 

interpretations and understandings that come with each member of a 

* 

* 

* 

group (Mia). 
I think I learned that I'm often a reader who is reading to get it done 
and in the process I miss a lot. I learned so much from our literature 
circles that I would have missed had I not had the chance to 
participate... Other people have such different points of view that 
talking to them can't help but give you, as a listener, a new way to 
look at that same subject (Sandy). 
There is a great need for multiple perspectives. It helps you find 
other meaning in the work and can help you understand the book 
better. It helped also in the fact that this is the way the world is. I 
mean everyone sees things in a different light (Candice). 
Through literature circles, I learned that you could draw out all of the 
important elements of a story without posing questions such as: Who 
was the main character? (Michelle) 
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I really looked forward to this. To me, everyone expressing their 
ideas was kind of like a Phil Donahue show... I learned that one thing 
could have a totally different meaning to someone else depending on 
how it is viewed. You've got to have multiple perspectives because 
they are a part of life (Efren). 
Disappointingly, I've learned how very one-sided ... I am. On the 
positive side the importance of multiple perspectives was also driven 
home to me (Billie). 

Evaluation 

Preservice teachers brought diverse histories of assessment experiences, 

consisting mainly of memorizing information for tests which teachers graded 

according to standardized measures. Since our course experiences invited 

students to construct their own knowledge about children's literature, the 

evaluation process needed to provide opportunities for them to reflect on their 

new understandings. I created evaluation experiences that encouraged 

preservice teachers to value their learning. The two major assessment events 

occurred at mid-term and finals. In order to facilitate the preservice teachers' 

process of self-evaluations, I wrote questions to prompt a reflective look at each 

course experience (see Appendix for mid-term and final self-evaluation). 

The six major course experiences are weighed as follows: 
1. Attendance and participation 15% 
2. Reading record 20% 
3. Dialogue journal 20% 
4. Group project 15 % 
5. Cross-age pen pal experience 15% 
6. Literature circles 15 % 

Self-evaluation will be a key component to each project. Besides an 
overall self-evaluation of your learning throughout this course, you will reflect 
on each project and evaluate your literary experiences. Learning to VALUE our 
literary interactions will help us consider what we need to learn next. 
* It is so easy, in this fast-paced world, to go through the motions and 

not really THINK ... Reflection allows us the chance to see what it is we 
think we have learned and put it into perspective. It gives us the 
chance to learn new things from something we thought we already 
knew (Mia). 
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This will be my first mid-term where I have actually evaluated 
myself. To tell you the truth, I have put this off for the last week 
because I really do not know what to say. I have a hard time realizing 
what my strengths are and need to grow in that area (Kim). 
The area I have grown in is reading. As a child I was always the 
remedial reader. Because of this class I have read books that I missed 
as a child. Reading wasn't my thing. I still need to grow in the area of 
reading (Darlene). 
Thank you for letting me tell you how I feel about what's important to 
me. It's a new experience but one worth repeating. I get a lot more 
out of this type of midterm because it allows me to reflect on my 
learning and evaluate my own learning. I hope we can see these at 
the end of the term to see how much I've grown (Nora). 
Having been a student most of my life, it's difficult to accept so much
responsibility for my own learning, and yet I find it extremely 
liberating (Sandi). 

Children's Literature Course Expectations 

From the onset of the course, I set high expectations or goals for these 

preservice teachers. I invited them to respond to the expectations I laid out for 

our semester of learning. 

This is my tentative list of expectations, based on my prior teaching experiences. 
Please brainstorm a list of your expectations, addressing each of the six areas 
and tum in by February 6. 

Requirements for A 

1. Attendance and participation - two or less absences and tardies; active 
participation in all small group and whole class experiences 
* I hope to be able to participate and keep up with the fast pace of this 

class... I know that my study habits aren't as good as they should be 

* 
so I hope to change that also (Andrea). 
Two absences or less will be very difficult for me (and others with 
young children)... Participation in small groups is much easier for me 
than large group discussions but I plan to "try harder." I really like to 
think about what others say before responding. By the time I've 
formulated my response, the discussion has "moved on" (Bev). 

2. Reading record - read and respond to 60-80+ children's books (one fourth of 
th~ books being chapter books); share a children's book with the class in a 
umque manner 



* 
* 

My difficulty will be in chapter books. I will really have to push 
myself to get one-fourth of my record in chapter books (Mia). 
The reading record looks like a lot of work (Sandy). 
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3. Dialogue journal - write in your roving dialogue journal weekly; thoughtfully 
respond to others' entries weekly 
* The dialogue journal is just okay. I don't like to write much especially 

for others to read and comment on (Sandy). 

* I like reading the dialogue journal because I get a chance to talk to 
other people and hear their ideas. I always rush to pick it up to see 
what is going on! (Nora). 

4. Group project - actively participate in the creation and developing of a 
children's literature bibliography with a small group of students; author, issue, or 
topic to be decided by February 13 
* The group project will probably be a really good learning experience 

for me, not as much because of the content but because of the group 
aspect. I tend to try to control situations (Mia). 

* This will be tough for me. I like to work independently. I'm used to 
working that way (Bev). 

5. Cross-age pen pal experience - correspond with two cross-age pen pals; visit 
a classroom and participate in a literature circle 
* The cross-age pen pal experience will be another test to my writing 

* 
ability (Sandy). 
Being a pen pal is a totally exciting idea! I can't wait to start. I hope 
my pals are as excited as I am to get letters! (Nora). 

6. Literature circles - each week, read and come prepared to share your 
thoughts at a small group discussion with four or five other classmates; actively 
offer your ideas and encourage responses from others 
* I enjoy how we share opinions and interact with one another to gain 

* 
additional insight (Kim). 
The notion of literature circles is an excellent way to acquaint 
individuals with each other. Through participation in literature 
circles, we can surface our ideas and open them to scrutiny (Shannon). 

Course Schedule 

In order to facilitate the organization of course experiences, I provided 

students with a tentative outline of the topics and issues to be explored, 

readings for each week, and due dates for projects. 



1116 

1121 

1123 

1128 
1130 

2/4 
2/6 
2/11 
2/13 

2/18 
2/20 
2/25 
2/27 
3/3 
3/5 
3/10 

Topic or Issue 

Course Introduction 

Valuing Literature 
for Children 

Readings 
(for next class) 
Reread a favorite 
children's book 
Huck, Chap. 1 

Response to Children's/Packet 07-40 
Literature Huck, Chap. 2 

History of Ch. Lit. Huck, Chap. 3 
Themes (Discovery) &/Child of the Owl 
Text sets 
Authors 
" It 

Library Resources 
Group Projects 

Packet 41-53 

Packet 01-06 

Multicultural LiteraturelPacket 54-104 
ft It 

Share book that represents your culture 
Organize pen pals 
Poetry Packet 105-127 
"" Class poetry book 
Mid-term, Self-evaluation/Packet 128-142 
Historical Fiction 

3/12" " 
3/17 - 3/19 No class SPRING BREAK 
3/24 Realistic Fiction Packet 143-155 
3/26" " 
3/31 Information Books Packet 156-169 
4/2 " " 
4/7 Picture books, Illustrators/Packet 170-192 

--------------
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Due 
(this class) 

Bring favorite 
children's book 
Rough draft -
Personal literacy 
memory 

Final draft -
literacy memory 
Course 
expectations 

Group project -
first draft 
Children's book~ 

representative of your culture 

Reading record 

Mid-term, self
evaluation 

4/9 Literature circle in Cross-age Pen Pal Classrooms. Maldonado Elem. 
4/14 Folklore Packet 193-208 
4/16" " 
4/21 Guest Speaker - Kathleen Crawford 
4/23 Fantasy Packet 209-219 
4/28 GROUP PROJECT PRESENTATIONS 
4/30 GROUP PROJECT PRESENT A TIONS 
5/5 Pen pal visit Self-evaluation 

of group projects 
5/7, End-of-semester interviews, one-on-one Self-evaluations, 
5/8.5/11. or 5/12 reading records 
5/14 Final Exam - 11:00 to 1:00 - A CELEBRATION OF CIDLDREN'S BOOKS 
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The Preservice Teacher Participants 

From the first day of class, I worked to create opportunities for preservice 

teachers to reflect on their prior experiences with books, as a way to begin 

talking about children's literature. Whether students recalled affirming or 

discouraging interactions with books from their childhood, acknowledging 

background experiences they brought to transactions with books was a starting 

place upon which to build new experiences with children's literature. As a way 

of exploring and possibly rediscovering books from their past, students spent 30 

minutes the first class session reminiscing and browsing through over 100 

popular children's books I brought to class. The second week of class, I invited 

each student to bring in to class one book they recalled reading as a child. After 

sharing these children's books within small groups, we took time to individually 

reflect and write about one significant or memorable literacy experience. The 

invitation brought about a range of responses, some students choosing to 

reflectively explore a recent experience, while most chose to recount an incident 

from their childhood. 

As a way of getting to know each other better, we created a class book 

of these vignettes and distributed them through the university copy center. To 

facilitate communication between preservice teachers, I asked them to read and 

respond to one person's literacy memory. 

The stories shared reveal that over 70 percent of the class had affirming 

encounters with books through reading experiences at home, at school, or at a 

public library. Fourteen of the 32 preservice teachers expressed a love of 

reading while 2 admitted to struggling with reading. Sixty percent mentioned 

specific books that created enjoyable memories of transactions with children's 
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literature (e.g. Dr. Seuss, Judy Blume, Laura IngaUs Wilder, and Little Golden 

books). 

The following 32 literacy memories or vignettes written by the preservice 

teachers offer a perspective on their prior experiences with children's literature. 

It also provides a close-up look at each member of the research community. 

(Preservice teachers' literacy memories are shared in alphabetical order 

according to first names.) 
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LITERACY MEMORIES 

* I remember my mother 
reading to me the story of Curious 
George Goes to the Hospital. I 
remember insisting that she read it to 
me every night, even when she tried 
to persuade me to let her read a 
different book to me. During the 
times that I was tired she was not 
even allowed to skip any pages. I 
could almost catch her in my sleep, 
because I had the story memorized 
word for word. I probably didn't 
read as much as other kids but I 
have a lot of childhood memories 
about books. My mom always read 
to us (me and my brother) before 
bed. 

I also remember having a 
Cinderella story book that had a 
tape to play with it. The sound of 
chimes would tell me when to turn 
the pages. I can still hear the sound 
ringing in my ears. Cinderella was 
the prettiest girl at the ball. I wanted 
to grow up to be just like her. I 
dreamed that I would fall in love 
with my Prince Charming and live 
happily ever after like she did 
(Andrea). 

* Like most elementary school 
children, I was in awe of my second 
grade teacher. She was a role model 
to me in every way. I can not 
exactly remember what she taught 
us throughout the school year, but I 
do know that I was completely 
enthused about school every day. 
When my "playmates" would come 
over, we would set up a school in 
my basement and each of us would 
fight over who got to be Ms. 
Johansen. The mock students 

would form a semi-circle as the 
"teacher" read stories to them. 

My birthday finally rolled 
around in June. It was both a happy 
and a sad time. happy in the sense 
that it was my birthday, and sad 
because the school year had come 
to an end. My mom's solution to 
this unhappiness was to invite Ms. 
Johansen to my birthday party. The 
guests arrived at 5:00 P.M. for 
dinner and to spend the night. 
Naturally, Ms. Johansen did not 
participate in the "slumber" part of 
the party, but she was expected to 
come the next morning. The 
thought of gooey, chocolate 
doughnuts was not what motivated 
us to get up at 6:00 A.M.; we all 
woke up at the crack of dawn 
because we knew Ms. Johansen 
was coming. After a few hours, her 
car turned the corner. We all 
greeted her with a hug, and she sat 
down to breakfast with us. After a 
while Ms. Johansen handed me a 
present. I don't think I expected 
anything from her but I know my 
eyes lit up when I received it. 
Underneath the shiny paper was a 
book, The Velveteen Rabbit, and to 
this day, that has been my most 
memorable childhood book, and I 
think my eighth birthday was one of 
the best as well! (Annie) 

* "Sara is such an expressive 
reader! She's so quiet in class, but 
when she reads she's not timid at all 
- it's really surprising!" I smiled as I 
read this note on my daughter's 
report card, but I was not surprised. 
I'd come across this phenomenon 
before. 



[ grew up in the early 60's in 
a very traditional, conservative 
family. This was a time when 
mothers' and fathers' roles were very 
distinct. The mother was 
responsible for the care of the house 
and children; the father's role was to 
be the provider. 

My mother was a teacher 
before she married so she 
recognized the importance of 
reading to children and read to my 
brothers, sisters, and me every day. 
While I enjoyed the time my mother 
spent reading to me, and I know I 
learned much, it is the rare occasions 
when my father would read to us 
that I remember most vividly. 

In the 1960's a "real man" did 
not show his emotions, even to his 
family. But when my father read, he 
was transformed! I remember 
looking at the animated expressions 
on his face rather than the pictures 
in the book. Here was this usually 
silent, stern man speaking in the 
dialect of Brer Rabbit; it seemed 
magical! These times spent with 
books and my "real" father are very 
special memories (Bev). 

* One young girl on an 
inquisitive mile desert trek. 
Destination: the nearest shopping 
center to anxiously anticipate the 
arrival of an awkward looking 
brownish bulk-of-a-vehicle. After 
pacing the parking lot for what 
seemed an eternity, but in actuality 
was probably only ten minutes, IT 
sluggishly pulled into its assigned 
place of honor. Once halted and its 
proper emergency brakes applied, 
the creaking sliding door whooshed 
open and there before my eyes a 
whole world of adventure, fun, 
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sentimental love, gut-wrenching 
sadness, science fiction, animals, and 
mysteries were awaiting my personal 
approval and choice. The 
BOOKMOBILE had officially 
arrived! 

In the late 1950's Tucson, this 
was the only book loan option the 
public library system afforded to the 
'wilderness' territory of 
Broadway/wilmot. Branch libraries 
were a thing of the future and our 
school library selections were 
extremely limited and only allowed 
two books for one week. For an 
avid nine year old reader, this book 
restriction proved very fmstrating. 
Therefore, the ten book for one 
month policy of the Bookmobile 
Program was a heaven send to me. 
The memories of this musty motor 
house lined with jam-packed shelves 
upon shelves of books shall forever 
be engraved in my mind. 

I was a faithful customer for 
years and assuredly, every second 
Saturday of the month, you could 
find me at the southwest corner of 
the Wilmot Plaza Shopping Center 
parking lot. Here I enthusiastically 
anticipated the arrival of MY mobile 
library to return my now familiar ten 
treasures in exchange for ten new 
literary playmates. I really believe 
my love of reading was in-born, 
though unquestionably it was tmly 
nurtured through the successful 
fledgling Bookmobile Program. 
However often I visit the branch 
libraries today with their vast variety 
of books, there is definitely lacking 
that special ambiance I once found 
in the dusty, cramped yet cozy 
confines of those yesteryear 
Bookmobiles (Billie). 



* 1 remember it was a bright 
and sunny morning in the middle of 
March. 1 can remember the time of 
year because 1 was cleaning out my 
closet, a ritual that occurred every 
spring in my home. I was reluctantly 
gathering all of my winter clothes 
and placing them in a large storage 
box when my mother called and 
asked me to come into her room. I 
was all too happy to do so because 
it meant I could stop digging, at least 
for a moment, through the wreckage 
1 called my closet. 

I quietly entered my mother's 
room; it too had boxes with clothes 
piled in them, but everything was 
arranged in a much more organized 
manner than the chaos I had created 
in my room. My mother was sitting 
on her bed holding a book; it was a 
golden book. I recognized it 
because it had a gold colored 
binding which was identical to all 
the other golden books I had 
received and read as a child. These 
books were now placed on a shelf in 
the den with all my other childhood 
books. As [ sat next to my mother, 
who was smiling, almost giggling, I 
noticed that this book looked brand 
new. I thought to myself, "Mom 
must have hid this one from Margo." 
Margo, my younger sister, had in 
one way or another put her "mark" 
on almost all of my books, usually 
with a green crayon. However, as 1 
looked more closely at this particular 
book, 1 realized 1 had never seen it 
before. "Mom, when did you get 
this?" 1 asked puzzled. "Oh, about 
five or six years ago," she 
responded. "What do you meanr I 
said, and my mother proceeded to 
tell the story behind this "new" 
book. 
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1 guess I must have been six 
or seven. 1 was at Nana's house (I 
walked ~h~re everyday after school), 
helping her wash down the carport. 
I was having a great time spraying 
the concrete with water when out of 
nowhere came this black cat. It 
jumped at me and scratched my 
nose. I screamed and my Nana 
proceeded to thrash the cat with her 
broom, and the cat scampered away. 
Nana took me into the house and 
consoled me with some cold 
watennelon. About an hour later, 
my mom came to pick me up. As I 
ran to greet and tell her what had 
happened, she pulled a book out of 
a brown paper bag. The book was 
The Three Little Kittens and one of 
the kittens on the cover of the book 
was black and looked just like the 
cat that had scared me earlier. I took 
one look at that book and ran for 
my Nana. My mother, not 
understanding my hysteria, followed 
me into the house, where Nana 
explained what had happened. My 
mom gave me a big hug and we 
went home. My mom must have 
hidden the book away and 
forgotten about it until now. 

After she finished the story, 
my mother turned to me and asked, 
"Do you want me to read this to you 
now?" 1 gave her a look that said, 
"Mom, I'm too old; I'm thirteen and 
you want to read me a picture 
book?" "Humor me," she said, and 1 
agreed. My mother read me The 
Three Little Kittens and when she 
was through, I laughed. I laughed 
because of the funny story behind 
the book and also at how such a 
simple, "childish" thing, like my 
mother reading me a picture book 
could make me feel so warm inside. 



Then I thought to myself, "I'm not so 
grown up after all" (Candice). 

* My wonderful mother was 
the first person who read to me. I 
remember sitting on the big chair 
with her as we opened and looked 
at a book together or lying in my 
bed while she read a few pages from 
some story which she wanted me to 
hear. Many years later I continued 
this practice with my own daughter. 
I know my daughter's early success 
in the primary grades (and also my 
own) was due to the many hours 
spent looking at the words on the 
pages of a book while being read to. 

Another great influence was 
my dear third and fourth grade 
teacher, Miss Anna Keams. She 
hushed the class while her soft 
Kentucky voice read to us from The 
Secret Garden and many other 
books. One of my favorites I no 
longer see on library shelves was 
about a courageous dog entitled 
Prince Jan of the Hospice (Cynthia). 

* It wasn't until high school 
when I picked up a book to read 
without it being assigned to me. 
This book was an adventurous book 
called The Hobbit, written by 
Tolkien. 

When life was a bit too much 
to bear, I would go into my room 
and read my book. I had difficulty 
reading this book, but I was so 
intrigued by the hobbit and his 
adventures, I kept on reading. It 
took me almost eight months to 
finish it, but I did. I guess what kept 
me reading this difficult book was 
my imagination. I can still visualize 
the different colored smoke rings he 
blew, and the tree house he lived in. 
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I got one big message from 
this book, a message of hope, to 
keep on going and look at your· 
difficulties as adventures. One of 
the adventures that the hobbit went 
through was when he got lost in the 
underground cave, and he was 
going to be eaten by a creature 
unless the hobbit could guess the 
riddle that the creature would recite. 
Needless to say the hobbit escaped 
and went onward to another 
adventure. 

I rekindle the memory of this 
book and the difficult times I went 
through. I'm thankful I stumbled 
across this book in high school, 
because from that time on, I saw 
problems as just another adventure 
(Darlene). 

* One fond memory that I have 
as a child was when my mother used 
to read The Tale of Peter Rabbit to 
me. When my mother used to open 
the book, my entire world would 
change. I would go from being 
Efren to actually feeling as if I was 
one of Peter's brothers, watching as 
Peter went over to Mr. MacGregor's 
garden. I would always be pulling 
for Peter, no matter how many times 
the story had been read to me. This 
story would always be fresh as it 
was the first time it was recounted to 
me. Another memory I also have is 
that my mother reading to me also 
developed a bond between the two 
of us. The feeling that I received 
after I had shared time with her was 
unbelievable (Efren). 

* One of my favorite books as a 
child was A Child's Garden of Verses 
by Robert Louis Stevenson. I 
remember many an afternoon racing 



to the bookshelf in an effort to pick 
out this book before one of my two 
sisters (at the time) could pick out 
something else. We would crawl up 
next to my mother who, sitting on 
the bed with her back against the 
pillows, would gather us on either 
side of her and read to us until we'd 
doze off into our daily afternoon 
nap. 

The verses had such poetic 
canter that often times, without the 
ability to read, we'd follow along 
line by line out loud. The illustrated 
pictures mesmerized me. The 
characters in this book weren't 
merely children playing in the 
stream, making shadows on walls or 
swinging on the highest swings. 
These little people were, in my 
imagination, really me. I'd picture 
myself high up in a tree, forecasting 
out, over land and sky, and viewing 
my kingdom all below me. We 
turned the page and there I'd be, 
tracking voracious animals who 
were after me. Off again I'd be 
dancing with the sun, casting 
shadows for which I could never 
nm from. As I'd lie there in a blissful 
day dream, I'd fall asleep to explore 
one more childhood adventure. 

It amazed me how many 
wonderful yet simple childhood 
memories came back to me by just 
opening up this book. There seems 
to be two different memories 
associated with each of the stories. 
One memory relates to the pictures, 
while still another memory came 
from the verses themselves. Yet as 
wonderful as this book is, and how 
fertile it was to my imagination, my 
most embossed memory of all was 
the story time and afternoon naps 
we shared with my mother (George). 
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* Many, many hours of my 
childhood and teen years were 
spent in locations all over the world. 
These were not places where my 
physical body went, but rather 
places I 'traveled' to in my mind. My 
transportation vehicles were 
BOOKS, lots and lots of books! 
Page after page I was able to visit 
other times, other realities, and I 
wholeheartedly enjoyed each new 
experience. I often read for many 
hours in a row, enthralled and 
perfectly content. I had no lack of 
playmates as a child, and my family 
life was happy, so reading did not 
playa solace role in my life. I simply 
LOVED TO READ! 

My favorite type of books 
have always been fictional 
adventure stories. I adore stories 
that keep one guessing at the 
outcome right up until the very end! 
Animal stories also had a special 
appeal to me, especially those 
involving horses or dogs. Another 
element that would often tightly 
hold my attention in a story was 
reading about a situation that 
revolved around some kind of 
struggle to overcome either an 
environmental condition (i.e. My 
Side of the Mountain> or a personal 
battle (Le. The Story of Helen 
Keller). And finally, I'm a die-hard, 
'Cinderella-ending' fan all the way! 
I'm happy when my CHARACTERS 
are happy! (Thanks Jane Eyre and 
Curious George!!!!) My 'wonder 
years' of reading have been richly 
rewarding! (Jean) 

* Nearly all of my fondest 
childhood memories revolve around 
books: reading books, writing 



books, sharing them with my friends, 
etc. My earliest memories involve 
me and my dad every night reading 
before bedtime. We read everything 
from Treasure Island to Through the 
Looking Glass. I honestly don't 
remember too many experiences 
with picture books, although we 
had tons of the Dr. Seuss and Little 
Golden books, only chapter books 
from my earliest memories. At about 
age five or six, I began reading to 
him too. We'd trade off reading and 
listening, always joking and 
discussing the book. I can 
remember coming across words that 
I had never seen before and asking 
him what they meant. Dad would 
say "Read the sentence again and 
tell me what you think it means." I 
learned more than a few new words 
with him by my side. As I grew 
older I spent more and more nights 
reading myself to sleep without my 
Dad. I went through tons of Judy 
Blume and Beverly Cleary. Every 
now and then Dad join me and we'd 
laugh and talk and I'd read him to 
sleep, being careful not to move a 
muscle so as not to wake him, 
stretching the moment into forever. 

The library in my elementary 
school was a special place for me. It 
was equipped with every attraction 
an elementary student needed to 
want to be there. There was a 'pit' of 
about four feet deep full of huge 
fluffy pillows, large enough for ten 
kids to lay in and read. There was 
the arrangement of shelves, each 
only about three feet high, that 
created secret corners and cubby 
holes that a child could curl into and 
read for hours. There was the round 
table circumferenced by small chairs 
in the reference section that invited 
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you to grab an encyclopedia and 
start learning. The librarian was 
really the only thing that made a kid 
want to run the other way. She was 
a huge, lumbering woman with cat
eye glasses that pinched the end of 
her nose. She seemed to have eyes 
hidden allover her head in order to 
watch us at all times and could 
detect the slightest noise from an 
amazing distance. She wasn't a 
particularly helpful or supportive 
librarian, seemingly put there to 
instill in us the slightest element of 
fear and possibly respect for the 
books we were offered. 

Looking back on it, my 
elementary school and its curriculum 
was built around the importance of 
reading. My first grade classroom 
had two 'reading holes,' as we called 
them. They were holes of about 
three feet across and three feet deep, 
inset in the wall about eighteen 
inches from the ground. They were 
carpeted and had their own lights 
and a couple of small pillows. I 
believe we earned minutes of 
reading time in them throughout the 
day. The prospect of being able to 
crawl into the hole and read a book 
was an incredible incentive for first 
graders to behave. 

As far as cmriclllum, every 
morning from kindergarten to sixth 
grade, we had 'silent reading.' I 
absolutely lived for this constant in 
my day. It was simply thirty minutes 
of reading silently to yourself at the 
start of each day. What a way to 
start the day! Almost every 
homeroom teacher I had made 
reading to us later in the day part of 
her or his lesson plan. I can 
remember being one of thirty-four 
fourth graders huddled on the floor 



around our teacher as she read to us 
the familiar antics of Superfudge, 
and again in fifth grade as thirty 
wide-eyed students listened intently 
to Where the Red Fern Grows. 

In retrospect, I see a pattern 
in my relationship with books. I 
never could pass up a chance to 
literally curl up with a good book 
and lose myself in it. I still love to 
find a special corner or some other 
place that is somehow isolated from 
the rest of my world and escape into 
someone else's world. I long for the 
rainy days when my Mom and I 
would go to the library and find as 
many books as we could check out 
and then, opening the windows at 
home, read in silence as we listened 
to the falling rain. I long for nights 
when my Dad would lay beside me 
and open the book upsIde down, 
then close it quickly and whisper 
that he couldn't read it because 
someone had turned it all the wrong 
way and we'd giggle and giggle 
until I turned it right side up for him. 
I long for the days when I walked to 
school anticipating the day ahead of 
me, knowing that before anything 
else, I would get to read. I long for 
these days but I also realize that the 
time has come for me to start 
creating new memories with books. 
I still have a great relationship with 
all books, but as time escapes us 
sometimes in adulthood, I only have 
a few minutes before drifting to 
sleep every night to read a book 
that isn't required for a class. I now 
look forward to someday reading 
with my own kids and with my 
eventual students and showing 
them, as so many adults showed me, 
that books are there for them to 
discover and enjoy for life (Jennifer). 
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* I can remember when I was 
four my mom would always take me 
to the public library so I could check 
out books. I always headed straight 
for the shelf with the Dr. Suess 
books. I loved those books, 
especia!ly Green Eggs and Ham. I 
read that book over and over a 
hundred times. I loved looking at all 
the wonderful pictures. This book 
captivated me. I can clearly 
remember me always repeating the 
phmse, "I do not like them, Sam I 
Am, I do not like green eggs and 
ham!" 

I truly believe that it was this 
book that instilled a love of reading 
in me. All throughout elementary 
school, I loved going to the library 
and I couldn't wait for after lunch 
because my teachers would always 
read stories to us. It was one of my 
favorite times during the day. 

I can also remember my great
grandma always reading to me the 
story Poppy out of a big collection 
book my family had. I would love to 
listen to her read me stories in her 
soft and gentle voice. It was 
wonderful! 

It amazes me to think that my 
love of reading developed from a Dr. 
Seuss book, a book about 
something so magical. This book 
touched my life. I truly feel that 
reading is wonderful because it can 
take you to places you have never 
dreamed of and it can introduce you 
to characters you would have never 
thought existed. For that I thank 
Dr. Seuss! (Kim) 

* When I was asked to recall a 
memorable personal literary memory, 
I was taken by surprise which in 



turn caused me to draw a blank. As 
a child, I know that I read books; 
however, not as often as an average 
child. After having time to think, I 
began to remember books that I had 
read and books read to me. Some of 
those books were Dr. Seuss stories, 
Sammy the Seal and also Bible 
stories. As a child, I did not have 
one particular favorite book; 
however my sister's was Raggedy 
Ann stories so naturally it became 
mine. My sister used to read 
Raggedy Ann to me, which we both 
enjoyed! But most of all we 
imagined owning a doll like 
Raggedy Ann, which we talked to 
all the time (Kim). 

* She eighteen, beautiful, and, 
to a fourth grader, real. She was 
Nancy Drew, teen detective. Nancy 
could do anything: solve a crime, 
survive a kidnapping, capture a 
thief. Nancy was my heroine, the 
person I most wanted to be like. I 
would dream of becoming a 
detective and traveling to the most 
exotic places in the world to solve a 
case. 

I eager! y devoured each new 
book that was brought home and 
adding to my ever-growing 
collection. I was constantly losing 
myself in the world of crimmals and 
adventure, becoming oblivious to 
my 
own surroundings. 

As I grew up, most of my 
friends discarded Nancy Drew for 
different types of books, books 
suitable for their ages. I kept adding 
to my collection, never letting any of 
my friends know I was still reading 
'baby' books. If any of them 
happened to notice that my 

------~---------
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bookcase was filled with Nancy 
Drew books, I always passed it off 
as a bequeathal to my younger 
sister. Maybe the secrecy of it all 
was what kept me so interested in 
the series. 

I will admit that, yes, I still 
read Nancy Drew books today. I am 
more cynical about them (How can 
Nancy be perpetually eighteen?), 
but I still enjoy them! There's just 
something about a Nancy Drew 
mystery that takes me back to my 
childhood ... (Kathy). 

* Reading was always part of 
my family's routine as I was growing 
up. This love of books was instilled 
in my sister and me by my parents, 
especially my mother. She would 
read to us daily, no matter how tired 
she was from teaching school all day 
and then coming home to us. Since 
my native language is Spanish, my 
early recollection of books were in 
Spanish. Stories such as, Caperucita 
Roja, La Cenicienta, Pulgarcito, La 
Blancanieves, Los Tres Cerditos, EI 
Ruisenor, and many more were read 
and reread to us. This love for 
books continued when we came to 
the United States. Not knowing the 
English language when we came 
here was very difficult for us but 
with the help of the nuns at Our 
Lady of Guadalupe, we learned to 
speak, read, and write in English. 
Their dedication to the task of 
teaching us English was 
overwhelming. I was so excited the 
first time I read a book in English all 
the way through that I read it to 
everyone I encountered. It was 
magIC, the kind of magic that makes 
you feel special. But what makes 
this experience more special was 



being able to read the books in 
English that I loved in Spanish. This 
made the hardship of learning 
English all worthwhile. It became 
the beginning of another adventure 
that opened doors everywhere. My 
sister and I would read everything 
we could get our hands on. 
Sometimes we would stay up late all 
night reading under the covers with 
a flashlight because the story was so 
interesting that we just had to finish 
it. 

Reading as a child helped me 
become more aware of myself and 
the world around me. It helped me 
see myself more moderately. The 
world became a large and complete 
place, a wonderful place with so 
much to know and experience. I 
came to love books and almost think 
of them as living things to be treated 
with as much respect that I was 
taught to give to people. This love 
for reading and li terature has never 
left me and I am thankful to my 
parents for this gift (Leyda). 

* A year ago my uncle asked 
me, "Liana, do you remember when 
you were a little girl and you would 
ask me to read to you?" I said, "No." 
He told me that when I was about 
three, I would walk across the room 
with my favorite book in hand, sit 
on his lap and coax him into reading 
to me for the tenth time. I don't 
remember this at all. However it 
must have been the beginning of my 
interest and love for reading. 

The second part of my 
second grade reading experience 
was called Book Worms. I was an 
only child and would constantly tell 
my mom that I was bored. My mom 
asked Mrs. Russell what to do. She 

----------------
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told her to take me to the library. 
My mom took me to the library 
every week. I would check out the 
maXImum number of books. That 
year I read two hundred books. 

The first strong memory that I 
have related to reading is my entire 
second grade year. There was one 
huge corner in the room devoted to 
books. Books were spread all over 
the floor. I can see Mrs. Russell, still 
today one of my favorite teachers, 
silver hair, wearing her Indian 
jewelry, up in front of our class with 
what she told us was one of her 
favorite books, Charlotte's Web. 
The little girl, Wilbur (I think his 
name was) the pig, and Charlotte, 
the spider, were vivid in my mind. I 
visualized the huge web that 
Charlotte spun. I would look at real 
spider webs and appreciate them 
more. Maybe that is the reason I 
was never really afraid of spiders. 
Now it seems like she read that book 
for the entire year. However, I also 
remember being sorry that it was 
over (Liana). 

* I remember my first day of 
third grade. My friends and I waited 
on the playground. We were all 
afraid of the year that lay ahead. 
Our new teacher, Ms. Libheart, had 
a reputation which made her feared 
by all. She was known for the huge 
wooden paddle she used when a 
child misbehaved. I was afraid of 
Ms. Libheart's reputation; we all 
were. After all she had taught the 
same grade for thirty years. She had 
taught many of my friends' parents 
and all of my older brothers. There 
was also a notorious joke about the 
Wizard of Oz books which Ms. 



Libheart read to every class she'd 
ever taught. 

I was very apprehensive of 
third grade until after lunch when 
we all sat down and listened to the 
first chapter of the Wizard of Oz. At 
that point, I knew third grade 
couldn't possibly be as bad as they 
all made it out to be. Every day I 
waited anxiously for another 
chapter and I can remember wishing 
I had the books so I could read more 
than a chapter a day. If Ms. 
Libheart did nothing else right, I 
believe she did instill the love of 
reading in all of us (Linda). 

* The memory of what my 
fourth grade teacher, Ms. Higaki, did 
to encourage her students to read 
stands out most in my mind, from the 
rest of my elementary school 
teachers. She didn't demand her 
students to read lots of books, but 
she rewarded us when we reached a 
certain number of pages read. 

One side or part of the 
classroom wall was devoted to 
reading. Ms. Higaki had marked the 
number of pages by the hundreds 
going up the wall. The markers, 
which students moved accordingly, 
after having an oral book report, 
were various things, depending 
upon the theme which changed 
from time to time. At one time they 
may have been ice cream scoops 
piled one on top of the other, or a 
hot air balloon which climbed higher 
and higher into our imaginary sky. 

Once you reached the top 
(one thousand pages) Ms. Higaki 
took you to an ice cream shop in 
town. Scooter's had the best and 
biggest ice cream scoops in Morgan 
Hill. Once you had reached the top 
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you started all over again, hoping 
that you could reach the top again 
soon. 

I remember quite vividly 
everyone trying to out-do the 
others, seeing who could go to the 
ice cream shop the most. I was 
pretty good, and could read pretty 
fast, but it was Sean who held the 
title of the best reader in our class. 
He got to go four or five times that 
year. We were all so impressed of 
what he was able to accomplish. I 
mean, imagine: five different times he 
got treated to the best ice cream 
cone in town. That is pretty 
impressive when you are nine years 
old. Personally I got to go three 
times, and I loved every single trip. 

Through Ms. Higaki, I really 
believe that she helped to nurture 
my love for reading. She made 
reading fun, and allowed us to 
choose what we wanted to read 
(Lisa). 

* I have read for at least fifteen 
minutes every night just before bed 
since the fourth grade. This is the 
result of my mother's influence. 

My mother made sure all 
three of her daughters had a strong 
reading background. We had all of 
the American classics as well as 
books from whatever country we 
were living in at the time. My older 
sister even had a Japanese baby 
book. Of course she couldn't read it 
but the pictures of the sea and 
ducklings have universal value. 

My mother's influence has 
continued today. Every Christmas 
she buys everyone in the family at 
least one book. We are all hooked 
on Dick Francis so we usually trade 
those. In addition, we always have 



several bookshelves packed with a 
wide variety of books. As a result, I 
know I have had an easier time in 
school and I am better aware of the 
cultural diversity of the world 
(Marcia). 

* I had a lot of favorite books 
when I was younger. I loved to 
read. I became engrossed in them. 
Almost any book involving fictional 
or real animals was sure to be a hit 
with me. Looking back, I remember 
the books written by Walter Farley 
were my most favorite. These of 
course were the Black Stallion 
books. 

Reading The Black Stallion 
and other books that followed 
allowed my imagination to run wild. 
I had a black horse then named 
Stoney. After I had read a few 
chapters, I would saddle Stoney up 
and pretend that he was a great 
racing Arabian horse as the Black 
Stallion. For hours we'd lope 
together in our very own private 
field. I'd make up races (of course 
he'd always win) and even jumps. 
For one jump, I pushed some small 
logs together and we would jump 
over them. The logs weren't high 
but it felt like we were flying. I 
think even Stoney enjoyed 
pretending! 

Just so I could keep track of 
Walter Farley's books, I made up a 
personal reading list. I'd check off 
each book as I'd read them. I 
remember the sense of 
accomplishment that I felt when I 
tackled and completed each one. 

I even came across my own 
copy of The Black Stallion the other 
day. You could tell by the yellowed 
pages that it had been read, reread, 
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and reread again. It looked tattered 
and worn, but those private 
memories are kept neatly and fondly 
in my mind (Marla). 

* During my one and a half 
years at Richey, I read many books 
to children. The children that I 
concentrated on most were slow 
readers with little exposure to 
literature. In November of this year, I 
sat down to read with a second 
grade boy named Orlando. Orlando 
was not easily motivated. He would 
often get discouraged because he 
could not read every word. More 
often than not, he gave up on a 
book before finishing it. Orlando is 
of Yaqui and Mexican American 
heritage. He is the second to the 
oldest boy in a family of six children. 
He is very negative and pessimistic; 
he gets angry and frustrated very 
easily. Orlando brought me a book 
that he had checked out of the 
school library only that morning. 
This book by P.D. Eastman was 
called Are You My Mother? He and 
I read the book together. He could 
read only about sixty percent of the 
words but was not discouraged. For 
some reason this book motivated 
him when little else would. This 
book is about a little bird's search for 
his mother. After finishing the book 
for the first time, he wanted to read it 
again. I would have gladly stayed 
but it was time to move on to 
another activity. So off he went, 
never letting go of his book. I 
watched Orlando sneak out of his 
next center early. He went over to 
the library area as if he was done 
(students are allowed to read a book 
if they finish their activity early) and 
took out the same book. He took 



time to go through every page of 
the book. He didn't just look at the 
pictures. I believe he was reading 
the book on his own. I had never 
seen him do this before. 

The following day when I 
came in, the children were busy at 
their centers. Orlando was at the art 
center, his favorite activity. The 
next thing I know someone is 
tugging at my sweater. It's Orlando 
with his book. He asked if he could 
read it to me. I quit what I was 
doing and we sat down and he read 
the book to me. This time Orlando 
knew almost all the words. It was 
obvious he had been practicing. 
This book struck a chord inside 
Orlando. I'm not sure why. Perhaps 
the suspense of the bird finding the 
mother drew him in. Maybe the 
factors that need to be present in 
order for a child to read just 
happened to show up at that time. 
Perhaps the story meant something 
to him that I will never know. I 
never realized the effect that one 
story could have on a child. For 
Orlando, this piece of literature was 
very special, even if he doesn't 
remember it past the third grade. 
This little book gave him the 
confidence he so desperately 
needed to read on his own (Max). 

* As long as I can remember, 
reading has been a favorite pastime 
of mine. I guess in a way it has been 
a sort of escapism from reality. It has 
always been fun for me to delve in a 
life full of fantasy, even when I was 
a child. 

Specifically I can remember 
reading Judy Blume books around 
the ages of ten and eleven. At that 
time I was going through the 
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dreaded change from a child into a 
pre-teen and many of those 
problems were handled in Judy 
Blume books. She attacked the 
issues in a fun way which relieved 
me from the actual reality of 
growing up. Rather, the character in 
the book was growing up. 

I remember relating myself to 
the characters in the book, always 
hoping things would turn out for me 
just like they did for "her." 

To this day, I still like to 
escape from reahty. Now though 
my problems are a little more deep 
than they used to be. But I can 
honestly say to this day that I still 
enjoy reading Judy Blume because 
her books are so real. I will never 
grow out of her writing (Melissa). 

* Before I entered grade 
school, my mom and I spent a lot of 
time together with books. She 
would read to me, and I would recite 
to her the books I had memorized. 
Those days were filled with 
happiness and have provided me 
with some of my fondest memories. 

I vividly recall our trips to the 
public library in Poughkeepsie, New 
York. We would park the car across 
the street so I always got a good 
look at the library as we approached 
it. It was an incredibly large, stone 
building with stairs in front that 
seemed to read up to the sky. After 
climbing the mountain of stairs, my 
mom and I made our way through 
the "grown-up" section of the 
library to the room which housed 
the children's section. My favorite 
place in the kids' library was the big 
wall where all of the books faced 
outward and invited me in. My best 
friends there were Madeline and 



Curious George. I used to feel so 
comfortable with my many favorite 
friends, as if I were a part of their 
familiar worlds. 

Together, my mom and I read 
many books over and over. I felt 
like the books and the library were 
extensions of our lives. They 
provided us with adventure, warm 
feelings, and a place to share our 
thoughts and ourselves (Mia). 

* My most vivid literary 
memory is of me reading and re
reading books to my younger 
brother, books such as Tales of a 
Fourth Grade Nothing, Superfudge, 
and poems by Shel Silverstein about 
pirates, and little men who don't 
wear any clothes. 

I remember sitting in the car 
listening to Fudgie (and Eric) spell 
"B-E-E-R," over and over and over ... 
Maybe we should have started 
worrying about Eric then, than later 
helping him memorize his first poem 
for English: "My Beard" by Shel 
Silverstein. My mom and I thought 
it was cute and fit his personality. 
MY BEARD 
"My beard grows down to my toes, 
I never wears no clothes. I wrap my 
hairs around my bears, and down 
the road I goes. " 

His third grade teacher, Mrs. 
Surmick, was somewhat shocked 
however. When he got up and 
recited this in front of the class, I 
guess she didn't think it was 
appropriate (Michele). 

* At age seven I was led into a 
library, along with my classmates, for 
the weekly ritual. The librarian 
would read us a story and then set 
us free to choose a book for 
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ourselves. I knew the routine well 
for I had done it many times before. 
This time held special importance to 
me though. This time I chose a very 
special book. I don't recall the name 
of the book I chose, nor do I 
remember what it was about. What I 
do remember was the exhilarating 
feeling it gave me when I opened it 
and was able to read the words. I 
read the story over and over to 
myself and everyone else around. 
For the next few weeks I checked 
that same book out. You would 
think I could remember what the 
story was about, I read it so many 
times. It wasn't the story that 
attracted me though. It was the fact 
that I could, all by myself, read those 
words (Michelle). 

* I remember going to the 
library with my mom and my two 
younger sisters. In the summer my 
mom would take us so we could see 
puppet shows and hear stories and 
check out books. I loved going to 
the library and I would take a huge 
bag to carry all the books I checked 
out home. I remember feeling a little 
shy going up to the counter because 
I'd check out about thirty books at a 
time. One week I may be reading 
mystery, another week romance, 
another adventure, or how-to 
books. When I'd get home I would 
count all my books and write down 
their titles so that I would not forget 
any books at home when it was time 
to return them. I hold very fond 
memories of going to the library; it 
was my favorite place. I love to read 
(Nora). 

* I have so many positive 
memories of reading throughout my 



life that it's hard to focus on one 
particular memory. I've always 
enjoyed reading, whether it be to 
learn something new, feel a certain 
emotion, or (most often) to simply 
escape reality. During grade school 
though, I was always fascinated 
with animals. And so every 
Saturday (my family's library day), I 
would check out as many animal 
related books as I could carry. In 
hindsight, I probably checked out 
many of the same books every 
week, but it didn't really matter. I 
not only liked to read the books. I 
liked to stack them in my room and 
simply look at them. I liked to look 
at all the dates stamped inside and 
imagine who else had read them 
before me. Finally (what I remember 
most), I spent hours struggling to 
draw the animals just as I saw them 
in the books; the same colors, the 
same textures, the same expressions. 
During my childhood, before I knew 
or cared about plots or character 
development, books provided me 
with hours of entertainment and 
daydreaming material. a perfect 
foundation for a life full of a love for 
reading! (Sandi) 

* Memories have been flooding 
back all week. I went to my parent's 
house to re-discover my childhood 
books. I was happy to find some of 
myoid favorites, disappointed about 
not finding others, and surprised to 
find some I hadn't thought of in 
twenty-five years. 

Little Black Sambo was a 
family favorite. None of us thought 
of it being in bad taste. I enjoyed it 
for the story itself and the pictures. 
The best part was when those bad 
tigers ran around the tree so fast, 
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they turned into butter. I 
understand some may find prejudice 
in this story; I find some of my 
childhood roots. 

My heart was broken when I 
heard Eloise was no longer with us. 
Last I remember the back cover was 
torn off and most of the pages had 
writing (other than the author's) on 
them. The book is my all-time 
favorite, and I've been to several 
bookstores this week hoping to 
replace it, but to no avail. 

Nostalgia hit me wave after 
wave as I picked up one forgotten 
book after another. First Lucky 
Rabbit, then Yertle the Turtle and 
The Little Engine That Could. 
Those long-forgotten books kept 
popping up one after another. I 
haven't been able to stop the 
memories all week, nor have I 
wanted to (Sandy). 

* Unfortunately, my past 
literacy experiences are minimal. I 
was always apathetic toward 
reading. I never really had the 
patience to sit down and deeply 
engage myself in a piece of 
literature. Even though my parents 
were not blessed with great 
economic resources, they stilI did 
whatever they could to supply me 
with as many books as possible. I 
enjoyed gazing at the illustrations 
but had neither the concentration 
skills nor the aspiration to sit and 
read. However, I do remember two 
books in particular that captured my 
attention. I read Where the Red 
Fern Grows and Summer of the 
Monkeys by Wilson Rawls at least 
five times each. No kidding! In fact, 
I wept upon completion of Where 
the Red Fern Grows. I enjoyed 



these books so much that I searched 
and searched for other works 
perfected by Rawls but was unable 
to locate any. So, in lieu of reading 
another piece by Rawls, I mildly 
satisfied my quest by reading his 
only two books over and over. I 
knew there were probably writers 
like Rawls who had similar styles 
but for some reason I failed to hunt 
for these authors. 

This attitude toward reading 
remained with me throughout my 
high school years and even now it 
sometimes reoccurs. Although, I am 
working hard to dispel this un
preferred attitude because I have 
become increasingly aware of the 
importance reading holds 
(Shannon). 

* Books have always intrigued 
me and I love to escape somewhere 
with a good book. I guess it began 
early, because I always remember 
reading and our home was full of 
books. There was always one more 
that I hadn't read and I never tired of 
reading. 

My love for books and the 
adventure and imagination in them 
began early, even before I could 
read myself. Early memories of 
books began at our kitchen table 
where we would gather every 
Sunday night for popcorn and a 
story. My mother would read to us 
while we ate popcorn, and when the 
popcorn was gone, we would sit 
and listen. This was a time when we 
all relaxed as a family and enjoyed 
good books and a good time 
together. At the kitchen table, I 
heard The Little House on the Prairie 
books (twice), Big Ben, and other 
stories. These books were full of 
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adventure and I loved to listen to 
the stories of Mary and Laura and 
the others that I heard. As I listened 
I could picture all of the scenes of 
the stories in my mind, and it was 
better than a picture show! It was 
even better when I began to read on 
my own and could escape by myself 
with a book and enter another 
world. 

My mother always 
encouraged me to read, but at times 
it got me in trouble. One of my 
problems with reading is that once I 
begin a book, it is hard for me to put 
it down, even when there are chores 
to be done around the house. Many 
times I would sneak to my room to 
read some more of a book, but when 
I heard my mom coming in, I would 
slip the book under something and 
jump up really fast so that she 
wouldn't catch me reading while I 
was supposed to be doing 
something else. Of course I got 
caught a few times, and I'm sure that 
most of the time my mom knew what 
I was up to (Teresa). 

* When my sister and I were 
little girls, our Dad would come into 
our room to say goodnight and tuck 
the covers under our arms. Tucked 
beneath his own arm was the Bible 
Stories for Children book that he'd 
read aloud to us. He'd let us pick 
the story. I'm sure we had our 
favorites that he would read again 
and again, each time as if it were the 
first. He never seemed annoyed or 
rushed, but after a few stories he'd 
say, "Let's save some for tomorrow." 
I never wanted him to stop. Hearing 
him read gave me pleasant, warm, 
loving feelings deep inside, lingering 
with me as I drifted off to sleep. 



I associated these feelings 
with reading, and as I grew, derived 
much pleasure and enjoyment from 
reading. I could lose myself in a 
book, forgetting the realities of the 
day. I could travel to another place, 
another time, have an amazing 
adventure, experience a slue of 
emotions, live for years as a wood 
nymph, all while the dirty supper 
dishes waited for my attention. 

If reading kept me from doing 
my chores, it also kept me out of 
trouble. Reading about the 
experiences of other teens and how 
they dealt with problems made my 
own life seem better. By reading, I 
could learn about life with a 
different perspective. 

Thanks to my Dad, I love to 
read. Did he realize that when he 
sat on the bed and read all those 
stories that I would form a bond 
with books, as well as with him? 
Did he know that the minutes it 
took to say "I love and care about 
you 11 through the act of reading 
aloud would make me feel this way 
toward reading? And did he figure 
that when I became a parent, that I 
would follow his example and read 
aloud to his grandkids? 

Probably he did. My Dad's 
pretty smart about matters of the 
heart (Virginia). 

* 'Long, long ago in a home in 
the heart of Tucson, a mother sat 
surrounded by her children. She 
opened books and read story after 
story to her children ... ' This setting 
is one that I can recall as one of my 
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literacy memories. My mother read 
to my siblings and I, or my oldest 
sister, Eliva, would read to us. The 
stories I recall the most are stories 
related to the Bible. Mother was 
always buying us books about 
Jesus, Joseph, Moses, etc. I thank 
her for exposing us to this type of 
literature and the influence it has 
had on my life. 

Another of my literacy 
memories goes back to all the times 
my maternal grandfather would tell 
his grandchildren ghost stories or 
cowboy stories. My grandfather 
was a cowboy and worked on a 
ranch just outside of southwestern 
Tucson. When we would get 
together for family gatherings, we all 
looked forward to listening to a 
story that grand-dad would share. I 
remember sleeping at the ranch 
house and how my imagination 
would play tricks on me about the 
sounds I heard during the night or 
was it playing tricks on me? We 
seemed to also act starved for a 
story about how grandpa spent the 
day on a round-up or branding 
cattle or building corrals. 

I know how valuable reading 
is to the life of any person. Just as 
valuable is having someone in the 
family who is a storyteller. My 
favorite book is The Little Engine 
That Could by Watty Piper. I have 
learned the value of bringing a story 
to life by the way I expressed myself 
to the listener and the excitability of 
going on to the next page! (Vivian) 
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The literacy memories recounted here reflect the dominant "all-white 

world of children's literature" pervasive during the preservice teachers' 

elementary school years. Of the 19 students who recalled experiences with 

specific pieces of literature, 17 mentioned titles of children's books that represent 

a European American perspective. Specific titles mentioned showed a variety of 

interests across genres including animal stories like The Tale of Peter Rabbit, 

realistic stories like Curious George or Madeline, fairy ta1es like Cinderella, 

fantasy books like Wizard of Oz, adventure stories like My Side of the 

Mountain, poetry books like A Child's Garden of Verses, and Bible stories. 

Other students recalled their enjoyment of collections of books by a single 

author including Nancy Drew mysteries, Raggedy Ann realistic stories, Judy 

Blume realistic books, Shel Silverstein poetry books, Walter Farley horse stories, 

Dr. Seuss books, and Laura Ingalls Wilder historical fiction series. 

One class member recollected literature books that represented a 

perspective outside the dominant culture. Leyda, whose first language is 

Spanish, related her interactions with Spanish books. All of the other books 

mentioned by preservice teachers reflect a pervasive use of books that represent 

a European American culture. 

Leyda, Marcia, Sandy, and Virginia considered how children's literature 

helped them broaden their perspective of the world. Sandy recognized how 

others might find prejudice in one of her all-time favorites (Littl,e Black Sambo) 

but explained that it was the humorous side of this tale which intrigued her 

family. Marcia and Leyda wrote about their expanded awareness of cultural 

diversity through the wide variety of books shared at home. Virginia described 

how she acquired diverse perspectives on life through children's books. 
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Bev, Jennifer, Leyda, Liana, Lisa, and Max not only shared literacy 

experiences from childhood, they also reconsidered these events through an 

educational perspective. Jennifer and Liana noted their elementary school's 

endeavors to instill a love of reading. Lisa described her fourth grade teacher's 

efforts to promote reading. Bev expressed the importance of reading aloud to 

children from an early age. Leyda noted the usefulness of reading later in life. 

Max recounted an experience with a struggling second grader who started to 

feel like a successful reader through the use of one Dr. Seuss book. 

These literacy memories shared by the 32 preservice teachers showed the 

predominant use of a reading perspective. Since I framed this assignment as an 

occasion to reflect on their experiences as a young reader, naturally most of 

them explored their prior interactions with books through the use of a reader's 

lens. Several students added a multicultural or teacher's lens to their reading 

perspective as they to reconsidered their prior literacy experiences. 

Role of Teacher Researcher 

The intersecting perspectives of teacher and researcher each provided a 

different lens on this inquiry. As a teacher, I saw my role as that of guide and 

facilitator of learning. I worked to create a classroom environment where 

students and I could further our awareness and understanding of 

multiculturalism. As a researcher, my role was one of looking closely at our 

learning experiences in order to enlarge my perceptions of multiculturalism. I 

perceived the stance of researcher as a necessary and vital perspective for 

teaching; likewise I perceived the stance of teacher as an essential viewpoint for 

the process of research. Rather than separating these two perspectives, I chose 
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to take on the unified stance of teacher researcher that inevitably transfOlmed 

both roles. 

Through this research and teaching experience, it was my goal to 

combine my theoretical grounding, methodological training, and classroom 

experiences as an elementary and university teacher (Patterson & Stansell, 

1987), in order to create a research setting that met my needs as a teacher 

researcher and my students' needs as learners and preservice teachers. Three 

distinct perspectives (learner, observer, and questioner) provided different ways 

of knowing about our learning. 

As a learner. it was my goal to learn with and from students through 

course experiences. There was a mutuality in the explorations we undertook. I 

wanted to discover more about multicultural education in general and the 

multicultural educational experiences I perceived preservice teachers needed. 

For students, I wanted to create an awareness and desire to know more about 

multicultural issues. My intent was to create a research/learning environment 

where all involved would come to see the world in different ways, thereby 

changing current and future learning experiences. 

The stance of learner was essential for all research participants. This 

perspective on learning included a view of knowledge which maintained the 

need for each learner to create her/his own understandings about 

multiculturalism. Knowledge was not something to be passed on; it was 

something personally constructed. As a teacher and a researcher, I 

acknowledged that students and I would individually and collaboratively create 

our own understandings of multiculturalism. Each person's knowledge would 

contribute to the generation of new meaning for all of us. 
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As an observer, I did not remove myself from participating in learning 

experiences but I made an effort to step back and look closely at students' 

process of coming to new understandings. I wanted to examine how they made 

sense of new discoveries about multiculturalism. 

I initiated many Tuesday class meetings by taking time to discuss 

observations I made during the prior week. After transcribing one literature 

discussion early in the semester, I handed out copies to the entire class and 

invited them to respond to the conversation about books. This was a direct 

attempt to help students look closely at learning experiences which they might 

otherwise overlook. By adding my reflections to the whole class discussion, I 

worked to provide a demonstration of a teacher who explored students' 

thinking. By carefully examining these events, I could create more generative 

learning opportunities in the future. I also took time at the beginning of class to 

share thought-provoking dialogue journal entries. Insights shared by students 

often provided other class members with new ways of looking at literacy 

expenences. 

As a questioner, I sought to publicly raise issues or concerns which I 

wanted to explore. I also invited students to pose their own questions, starting 

with the dialogue journals and continuing through self-evaluations. I worked 

to provide demonstrations which showed that raising questions was a natural 

and necessary part of the process of coming to new understandings. 

Dialogue journals presented a safe environment for many students to 

raise questions which they needed to consider further. Once the preservice 

teachers got to know each other, they used the journals much more effectively 

to pose questions for group consideration. From the first week of class, I 
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publicly shared my questions which initiated the research study. My 

wonderings about multicultural literature led me to explore the usefulness of this 

type of literature throughout our class experiences. 

Each of these roles as a learner, observer, and questioner were vital 

perspectives for my role as a teacher researcher. Collaboration, dialogue, and 

democracy not only characterized the theoretical framework for this study; 

these pedagogical underpinnings also described the research methodology and 

the relationships between people I worked to create through this inquiry. 

Data Collection 

This inquiry into multicultural education for preservice teachers evolved 

out of my questions as a teacher of elementary and university students over the 

past five years. The questions I had which initiated this study changed 

throughout the discovery process. In this next section, the genesis of this study 

is explained and rationale is provided for the data sources collected. The three 

primary source~. of information each offered a different look at the preservice 

teachers' learning process. 

Questions 

Through the process of teaching a children's literature course for 

preservice teachers at the University of Arizona, I became aware of some 

disconcerting attitudes (my own and students) about books for children. 

During the first semester of teaching the course, I noted how many preservice 

teachers grew in their awareness and understanding of the central role of books 

for learning about language, about literature, and about other content area 
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subjects in the classroom. Yet we neglected to truly consider the role literature 

played in creating a greater social, political, and cultural awareness. My recent 

experiences as a fourth and fifth grade teacher of a culturally diverse student 

population heightened my awareness of the chasm between my elementary 

children's experiences and these primarily European American preservice 

teachers' knowledge. I wondered how to help future teachers come to a 

deeper understanding of their own and their future students' diversity. 

Through writing a chapter with Dr. Kathy Short about the multiple roles of 

literature in classrooms, I began to clarify the needs of my College of Education 

students. 

At this same time, multicultural children's literature was becoming a hot 

topic, a buzz word that many teachers, including myself, did not really 

understand. Conversations I had with Kathy Short and Barbara Thompson 

(designed as planning, organizational, and debriefing sessions to facilitate our 

teaching of the children's literature course) offered another opportunity to pose 

my questions about multicultural literature. One central notion that evolved out 

of these conversations was a broader conceptualization of culture, which held 

significant implications for the field of multicultural children's literature. 

Through my teaching/learning process, I began to explore how to include 

these types of books in various aspects of the class, as a way of creating a more 

critical consciousness among preservice teachers. To prepare these future 

teachers to meet an increasingly diverse student population (like the students I 

worked with for over half of my career as an elementary teacher), their 

perspectives on multiculturalism needed to be enlarged. I began to incorporate 

more multicultural literature into all phases of the course and I noted a change in 
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students' perceptions. Books that seemed to promote a good deal of dialogue 

were texts that presented diverse life experiences which these preservice 

teachers had not encountered. 

The more closely I explored these kinds of books, the more intrigued I 

became with their generative potential. Multicultural children's literature 

seemed to hold unexplored possibilities for creating a more critical 

consciousness in teachers and children. I formulated the following overall 

research question that helped to guide the research process and data collection 

during the 1992 spring semester. My general question was: 

In what ways does the use of multicultural children's literature impact 
preservice teachers' awareness and understanding of multiculturalism 
through a children's literature course? 

As I reflected on prior course experiences, I generated more specific 

questions that focused my data collection. 

1. What are the multicultural issues and concerns identified by 
these presel'vice teachers in a children's literature course? 
2. In what ways do literacy experiences with multicultural literature 
affect preservice teachers' dialogue (oral and written) about 
multicultural perspectives? 
3. What changes occur in these preservice teachers' multicultural 
perspectives? 
4. In what ways do literacy experiences with multicultural literature 
impact preservice teachers' thinking about the theory and practice 
of reading, learning, and teaching? 
5. How do the preservice teachers' perceptions of themselves as 
readers, learners, and teachers change? 

Based on these questions, I collected information relating to each topic 

for exploration. In the process of initial analysis and a subsequent more in

depth analysis, it became obvious that my focus for this inquiry was much too 

broad. While my overall research question remained the same, I narrowed my 
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specific questions. The three particular elements of multicultural children's 

literature that I sought to examine through an in-depth analysis were: 

1. What changes occur in preservice teachers' orientation toward 
multiculturalism over the course of the semester? 
2. What kinds of talk occur in preservice teachers' literature 
discussions about multicultural literature? How do these various 
forms of talk expand their multicultural knowledge? 
3. What are the multicultural issues and concerns identified by 
preservice teachers in a children's literature course? 

Sources of Data 

Preservice teachers' literacy experiences with multicultural children's 

literature generated a large quantity of information, three which were used as 

data sources for analysis: (a) end-of-semester interviews, (b) literature circles, 

and (c) roving dialogue journals. Secondary sources of information collected 

throughout the semester included mid-term and final self-evaluations, group 

project evaluations, cross-age pen pal letters, field notes on class sessions, and 

anecdotal records on each student. Each of the research questions were 

explored using the one or two primary sources of data. Secondary sources were 

used to confirm or disconfirm research findings from the main sources. 

End-of-Semester Interviews 

The two specific questions which focused the analysis of end-of-semester 

interviews were: 

What changes occur in preservice teachers' orientation toward 
multiculturalism over the course of the semester? 

and 
What are the multicultural issues and concerns identified by 
preservice teachers in a children's literature course? 

Student-teacher interviews presented an occasion for preservice teachers to 

explore, clarify, and reflect on their current thinking about multicultural 
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literature through open-ended questions. These "structured conversations" 

(Hammersley & Atkinson, 1983) provided an informal opportunity for students 

to respond to a common set of questions I raised about their new 

understandings of multiculturalism. 

During the second to last week of regular semester classes, I indicated my 

desire to interview each preservice teacher individually, as a part of my research 

study. 111roUgh a one-on-one interview, I wanted to engage students in taking 

a reflective look at their learning during the semester. Students signed up for a 

thirty minute interview session during finals week. 

Specific questions were planned prior to these interviews but I was 

conscious of how far these conversations could range beyond the parameters of 

each question (McClure, 1985). The five questions were written to allow 

students flexibility in their response. At the same time, I worked to make the 

questions specific enough to focus the conversation on students' new 

knowledge of Illulticulturalliterature and its potential for use in classroollls (see 

Appendix for End-of-Semester Interview). 

During finals week, I conducted a one-on-one interview with each 

preservice teacher. All conversations, ranging from 30 to 60 minutes, were tape

recorded. I also took anecdotal notes on students' responses. Interviews were 

transcribed and analyzed on two separate occasions. The first analysis with a 

group of three preservice teachers involved reading and coding students' 

general perceptions and understandings of multiculturalism. Later I completed a 

more in-depth analysis by exploring these responses for changes in preservice 

teachers' multicultural orientation and the multicultural issues and concerns 

raised throughout the semester. 
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Literature Circles 

The question that focused the investigation of literature circles was: 

What kinds of talk occur in preservice teachers' literature 
discussions about multicuIturalliterature? How do these various 
forms of talk expand their multicultural knowledge? 

Literature discussion groups provided preservice teachers with an occasion to 

share personal connections made through transactions with multicultural 

literature. Specifically, students had an opportunity to explore the process of 

reading, consider their perspectives, expand their social, political, and cultural 

understandings by listening to others' responses, and become more critical, 

reflective learners (Harste, Short, & Burke, 1988; Peterson & Eeds, 1990; Short 

& Klassen, in press; Smith. 1990). 

These literature circles held the potential to help readers generate new 

understandings through reflective discussions. For preservice teachers, these 

conversations provided a weekly opportunity to gain a personal perspective on 

the power of talking about books, experience membership in a community of 

readers, and explore the practical application of holistic beliefs about reading, 

learning, and teaching. 

The literature discussion groups coincided with the different literary 

genres we explored throughout the semester. Beginning in February, literature 

circles were held for our class theme of Discovery, authors, multicultural 

literature, poetry, realistic fiction, picture books, and folklore. The historical 

fiction and fantasy discussions were not held because of spring break and a visit 

to our pen pal classrooms at Maldonado Elementary. 
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During the week before the literature discussions, students selected one 

of the six picture or chapter books offered according to the genre being 

explored. They signed up to meet with four or five other classmates who 

selected the same book. During eight Thursday class sessions, we held twenty 

minute literature circles on the books students had already read at home. Each 

small group meeting was tape recorded. As I moved fTom group to group 

throughout the discussions, I took anecdotal notes and often added my 

responses to the books being discussed. 

Transcriptions were made of eight literature circles. These discussions 

were chosen for analysis by the second research group of preservice teachers. 

Out of a total of 40 literature discussions held throughout the semester, eight 

literature circles were selected for analysis that met two requirements. First, the 

book discussed had to be considered a multicultural book. Second, in order to 

provide an insider's perspective on the discussion, one of the preservice teacher 

researchers had to have been a participant in the literature group. 

We analyzed each literature circle for multicultural attitudes and 

understandings. Specifically we decided to use these literature circles to gain a 

greater understanding students' notions of themselves as readers, learners, and 

teachers. Later an analysis of the kinds of talk that promoted multicultural 

understandings was completed. 

Roving Dialogue Journals 

The question that served to narrow and focus an examination of dialogue 

journals were: 

What are the multicultural issues and concerns identified by 
preservice teachers in a children's literature course? 
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Dialogue journals provided preservice teachers with a written occasion to 

clarify new insights, consider various perspectives, and expand their social, 

political and cultural understandings by reading and responding to other 

students (Atwell, 1985; Gambrell, 1985). These written conversations offered 

students and teachers an opportunity to think on paper with others (Peyton, 

1987). For these preservice teachers, the roving dialogue journals among 

students and myself extended an invitation to consider personal as well as 

professional questions (Bixby, 1989; Flores & Garcia, 1984; Staton, Peyton & 

Gutstein, 1988). 

During the first week of class, I explained the role of a roving dialogue 

journal. I indicated that this journal served two functions. It was a place where 

students could explore real issues of concern with each other. It was also a 

place to reflect and re-examine one's notions about children's literature, reading, 

and teaching. In order to organize students into groups of three, I asked them 

to provide their schedule of classes. According to the days they spent on 

campus for other classes, I organized 11 journal groups. I worked to ensure that 

each group member had one to two days for writing an entry and responding to 

other entries. 

Preservice teachers were responsible for writing and responding once a 

week in the collective group journal. J also responded each week to the 

students'reflections. Specifically, I asked students to share ideas, feelings, or 

concerns about class experiences, books or articles read, memories evoked 

concerning prior reading experiences, questions/issues raised by other students, 

or connections made to teaching. Carbon copies of all entries were made to 
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safeguard against the loss of a journal, passed among three students and myself 

each week. 

A cross-section of these entries were later analyzed in several ways. To 

examine the preservice teachers' changing perceptions of multiculturalism, three 

journal entries, chosen to represent their semester of growth, were examined. In 

order to explore the broad range of issues and concerns about multiculturalism, I 

selected three diverse journal groups and looked at their entire journals of 

correspondence. 

Secondary Sources 

Five secondary sources of data collected over the semester included (a) 

mid-term and final self-evaluations, (b) group project evaluations, (c) cross-age 

pen pal letters, (d) field notes on class sessions, and (e) anecdotal records of each 

student. These secondary sources were used to provide additional insight into 

the research findings from the three main data sources. 

Preservice teachers' self-evaluations provided time for them to take a 

reflective look at their learning experiences (Tierney, Carter & Desai, 1991). At 

mid-term and finals, I shared a list of questions designed to help students look at 

their strengths and areas for growth throughout each course project (see 

Appendix for Self-evaluations). Five broad questions on the mid-term and six 

questions on the final focused students' intent look at their understanding of 

children's literature. These questions were also designed to help them consider 

their learning in the future. Specifically students were asked to consider the 

value of each class experience and provide suggestions for ways to create more 

powerful learning experiences. One other separate evaluation completed at the 

end of April was students' reflections on their group projects. After completing 
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evaluated their growth, individually and collectively. 

151 

The purpose for creating a cross-age pen pal exchange between the 

preservice teachers and two classes of first and second grade children from 

Maldonado Elementary was to consider the application of reader response 

theory to literature experiences in an actual classroom setting (Crowhurst, 

1992). I also wanted to provide an opportunity for teachers and students to 

talk about multicultural books. To initiate this weekly letter writing experience. 

I interviewed each primary student from Gloria Torrejon's and Kathleen 

Crawford's classroom in late February. Information obtained from each student 

included student's name, favorite books and games, and the names of family 

members. During the first week of March, each preservice teacher selected one 

or two primary children as pen pals, using the interview information available. 

For the next eight weeks, I delivered pen pal letters to Maldonado children on 

Monday mornings. The Maldonado children wrote a response to their pen pal 

that morning and I distributed these letters to preservice teachers on Tuesday. 

By Thursday, the university students had written their responses, which I 

delivered the folJowing Monday. Each letter written by a preservice teacher or 

primary child was photocopied prior to delivery. The university students visited 

the Maldonado classrooms on April 9 and held a literature discussion with the 

children that afternoon. Kathleen Crawford's class came to visit our university 

classroom on May 5. As part of the final self-evaluation, preservice teachers 

were asked to evaluate these pen pal letters by considering the children's 

reading, writing, and spelling growth. 
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Field notes I wrote following class sessions provided an opportunity for 

me to record descriptive notes of class experiences, pose theoretical questions 

about my multicultural beliefs, consider methodological changes to enhance the 

study, and record personal notes that allowed me to vent (Corsaro, 1985). 

Anecdotal records or informal observations kept on each preservice teacher 

provided a place for me to record students' comments and interactions with 

others (Baskwill & Whitman, 1988; Goodman, 1989). I recorded descriptive and 

reflective comments about each student bi-weekly during the first half of the 

semester and less frequently the second half of the semester. 

Analysis Procedures 

Instead of waiting until the end of the research study to analyze findings, 

I examined data throughout the semester in an effort to actualize inquiry as an 

on-going process of discovery (Britton, 1983). Continuous reflection on the 

data allowe~ for changes to be made during the study, in order to enhance 

learning as the inquiry progressed. 

Each week as I read and responded to dialogue journal entries, I recorded 

current topics, issues, and questions raised by students. I used these reflections 

as indicators of changes needed to further facilitate our process of coming to 

new understandings. At the beginning and the middle of the semester, I 

transcribed a literature circle which the whole class read and collaboratively 

examined. Mid-term self-evaluations provided additional insights into the 

students' current understanding about literature and its use throughout the 

curriculum. 
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During the nine months following the children's literature course, I 

analyzed the major sources of data in two ways. First I collaboratively 

examined the end-of-semester interviews and literature circles with two groups 

of preservice teachers. This initial analysis was conducted with eight students 

during two summer sessions following our class. The purpose for this collective 

exploration was to provide a larger perspective than my own on the primary 

data sources. I wanted to present an occasion for teachers to consider this 

inquiry in terms of what they knew from their own experiences (Knudson, 

1988). Because of preservice teachers' significant course loads in the College of 

Education, I continued the analysis process independently throughout the next 

seven months. This principal analysis was completed primarily during the 

months of January and February. 

Description of Initial Analysis 

At the end of the semester, I extended an invitation to all class members 

to continue their learning through an examination of data. Eight students 

indicated their interest in the midst of summer work schedules or coursework 

schedules. Two groups were organized to meet for eight sessions each, one 

group in the morning during the pre-summer session, the other group in the 

evening during the first summer session. 

Examination of End-of-Semester Interviews 

The first group of three students (Annie, Marcia, Virginia) and I met for 

eight meetings during the university's pre-summer session between May 19 and 

June 11. At bi-weekly morning sessions, we read, coded, and categorized 31 

preservice teachers' end-of-semester interviews for insights on the power of 
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multiculturalism. 
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During the first session, I described my need for collaborative research 

with these preservice teachers and explained my rationale for analyzing the 

end-of-semester interviews first. These reflections by the 31 students provided a 

brief overview of our experiences with multicultural literature throughout the 

semester. Our purpose was to collaboratively explore the interviews for 

common threads across all responses. We read and discussed transcripts of 

several interviews during our first morning meeting and began looking for 

commonalties across interviews. Annie, Marcia, and Virginia found it useful to 

examine their own interviews first, as this provided a personal lens for reading 

all other students' responses. Through reading and re-reading the transcripts, 

we noticed students exploring their definition of culture in a broader sense and 

also in a more personal way as they sought to enlarge their understanding of 

their own culture. We also noted some preservice teachers expressing how they 

were coming to a new awareness of multicultural issues while others shared 

how they were continuing to build on previous understandings of 

multiculturalism. 

These initial categories of response were used as we continued to read 

the transcripts of end-of-semester interviews at home and explore our findings 

collaboratively at subsequent meetings. Throughout the following seven 

sessions, we further defined commonalties across interviews and noted students' 

statements that helped to clarify these categories. Specifically we discovered 

six major areas of learning about multiculturalism that preservice teachers 

identified through the interviews: (a) re-defining multiculturalism, (b) re-defining 
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culture, (c) broadening knowledge of own culture, (d) broadening knowledge 

of others' cultures, (e) awareness of political impact of literature, and (f) 

multicultural issues that extend beyond literature. Each category was defined in 

two ways through a teacher's and a student's perspective. 

These end-of-semester interviews showed evidence of preservice 

teachers' efforts to reflect on prior experiences and their growth process toward 

broader understandings of multiculturalism. Students' changing perceptions in 

these six areas were evident through their expanding ways of thinking about 

themselves as learners and teachers. 

Specifically, preservice teachers were enlarging their vision of the need 

for cultural pluralism by re-defining multiculturalism and working to value 

diverse cultures by re-defining culture as a person's way of life. A broader 

understanding of culture helped students recognize the need for a greater 

understanding their own culture in the midst of working to expand their 

knowledge of others' cultures. Preservice teachers were also becoming more 

cognizant of the political nature of multiculturalism. As they reconsidered their 

former teachers' unstated beliefs about multiculturalism, they explored the 

impact of focusing on certain cultures and ignoring others. Through a growing 

awareness of multicultural issues present in classrooms, students discussed how 

their enlarged understandings would impact their teaching in numerous areas 

throughout the curriculum. 

This exploration into the end-of-semester interviews provided an 

overview of preservice teachers' expanding awareness and understanding of 

multiculturalism. Through this analysis process, Annie, Marcia, Virginia, and I 

also delineated four areas that indicated students' changing theoretical and 
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practical understandings of reading, learning, and teaching: (a) changing views 

of oneself as reader/leamer, (b) changing views of readinglliterature in 

classrooms, (c) applying multicultural ideas to teaching/leaming in classrooms, 

and (d) newly understood knowledge about beliefs and theories. 

Examination of Literature Circles 

A second group of five preselVice teachers (Billie, Jennifer, Kim, Kimberly, 

Leyda) and I met during the university's first summer session to explore our 

literature circle discussions. Eight bi-weekly evening sessions were held 

between June 16 and July 9. 

At the first meeting, I shared my theoretical beliefs about learning and the 

need to ensure that my research methods adhered to those same collaborative, 

holistic principles. I distributed the first research groups' findings about 

students' expanding knowledge of multiculturalism. Since Annie, Marcia, 

Virginia, and I had taken a broad look at multiculturalism via the end-of-semester 

intelViews, I explained my need to take an in-depth look at our learning by 

examining multicultural literature discussions next. Out of a total of 40 small 

group literature circles held over the semester, half were on multicultural books. 

My goal for our group was to select and analyze eight of these multicultural 

discussions. Billie, Jennifer, Kim, Kimberly, Leyda, and I chose these eight 

literature circles for analysis according to several criteria. First, the literature 

circle for analysis had to be about a multicultural book. Second, the discussion 

had to represent the various genre explored throughout the semester. Third, 

since a transcript only told part of the story of a literature discussion, one person 

from the research group had to have been a member of the literature circles for 

analysis, in order to provide an insider's perspective. 
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The goal for reading and analyzing these eight multicultural literature 

circles was to uncover commonalties across discussions pertaining to students' 

multicultural understandings. Through reading and discussing the first literature 

circle (Child of the Owl), we noted how preservice teachers' statements reflected 

the use of three predominant perspectives throughout the discussions: (a) 

reader's perspective, (b) learner's perspective, and (c) educator's/ teacher's 

perspective. Class members seemed to naturally cycle through using several 

viewpoints as they collectively explored multicultural books. Students typically 

began a literature circle by making statements which showed them using a 

personal/reader perspective. This lens provided a way for them to share their 

initial opinions and helped them make connections with the book. When 

students assumed a more socialflearner perspective, their responses seemed to be 

based on a larger state of awareness, influenced by their interactions with other 

group members. A classroom/educator perspective indicated statements made 

that applied directly to future teaching. 

In our sixth meeting, we chose to center our investigation more 

specifically on the perspectives about culture used by preservice teachers in the 

midst of using a reader, learner, or educator lens. Two major questions focused 

our explorations of literature discussions: (a) Whose perspective are students 

drawing on during the literature circles? and (b) How does the use of this 

perspective impact their multicultural perspective? Through reading and coding 

literature discusGion transcripts, we noted preservice teachers using four 

different frames of reference to examine the multicultural books. We also 

noticed students using these viewpoints in six diverse ways in order to increase 

or maintain their current multicultural understandings. 



1. Whose perspective are students drawing on during literature circles? 
a. Own personal perspective, using your own personal 
experience/ cu lture 
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b. Own culture/perspective plus another cultural perspective through 
literature books 
c. Own perspective plus another cultural perspective through other 
people/cultures within literature circle 
d. Own perspective plus another cultural perspective through other 
people/cultures outside of literature circle 

2. How does the use of these perspectives impact their multicultural 
perspective? What are students doing with this perspective? 

a. Ignoring other culture/perspective 
b. Stereotyping, judging another perspective 
c. Lack of experience, can't understand 
d. Recognizing another culture, as awareness being created, a first 
step toward valuing another perspective 
e. Valuing and using another perspective 
f. Identifying with another perspective, working to put yourself in 
another perspective, personal, compassionate 

During these final meetings, we examined how preservice teachers used 

their cultural/personal experiences to learn about themselves and others. Most 

frequently students used their own viewpoint to explore multicultural issues. 

Far less frequently did students use other perspectives available through books 

and outside multicultural experiences. In regards to using new perspectives 

presented through books, preservice teachers' statements made during literature 

circles indicated that they were beginning to recognize other viewpoints. There 

was also evidence of teachers either ignoring, stereotyping, or failing to 

understand diverse perspectives presented through the books. Infrequently, 

students' statements showed efforts made to value or identify with another 

viewpoint in order to further their learning about multiculturalism. 

At the last research meeting of each of the groups, I asked the preservice 

teacher researchers to consider our collaborative process of conducting inquiry. 

Through written responses, students indicated changing perceptions of learning 
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and researching. Marcia shared her new understanding of learning. "As we 

looked over our class from last semester, I was surprised to find that everyone 

gained differing levels of knowledge from the same class." Kimberly discussed 

the complexities of research. "I find it difficult at times to pinpoint what each 

student meant by hislher statements." Several students commented on the 

collaborative process of coming to broader understandings about our 

multicultural experiences. Kim noted, "I thought it was wonderful how we 

could 'hash' out a topic and no one's feelings [were] stepped on. I think that 

was a definite sign of how open-minded we were during the research." Billie 

shared her recognition of the social nature of the researching process. "It 

seemed [that] we were socializing more than researching. However, by th~ 

conclusion of our sessions, I came to realize that the trust earned from each 

other in that socialized beginning is what created the honest and open 

atmosphere that embodied and solidified our research results." Annie 

commented on how vital the collaborative process was for our coming to new 

understandings. "We would work individually coding the interviews but it 

wasn't until we openly discussed it in a group that it all came together and made 

sense." Leyda added her thoughts about the need for collaboration. "Through 

this group effort I have learned that the process of discussion makes an impact 

in one's way of thinking which clarifies perspectives and/or widens viewpoints." 

These two collaborative research experiences with Annie, Billie, Jennifer, 

Kim, Kimberly, Leyda, Marcia, and Virginia were productive occasions for initial 

analysis of two major data sources. This analysis broadened my perspective for 

further analysis on my own throughout the next several months. 
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Description of Primary Analysis 

Based on these initial explorations of two primary sources of data with 

eight preservice teachers, I continued the analysis process independently. The 

major portion of the data analysis was completed during January and February. 

Exploration of End-of-Semester Interviews 

The first of three specific questions for analysis related to the changes in 

preservice teachers' orientation toward multiculturalism over the course of the 

semester. End-of-semester interviews were conducted to provide students with 

an opportunity to reflect on and explore changes in their multicultural 

understanding. This data source was analyzed for self-perceived growth. An 

initial analysis of interviews with three preservice teacher researchers indicated 

evidence of newly understood knowledge and shifts taking place ill students' 

multicultural understanding. 

Prior to the coding process of identifying categories of change, I created 

a list of key words that preservice teachers used to signal an expanding 

multicultural orientation toward learning. Phrases like "I learned ... ," "I 

discovered ... ," "I've come to a new understanding ... ," "My thinking didn't 

include ... ," "I found out that ... ," "It was a big realization ... ," "It really opened my 

eyes ... ," or "I never thought about that before ... " were used repeatedly by 

students to describe an expanding orientation. I used these phrases as a signal 

to note statements made about change. When these typical phrases were not 

used but I perceived that a student was describing a self-perceived change, I 

used the anecdotal records and observations made throughout the semester to 

confirm or disconfirm my coding. 
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Reading through the end-of-semester interviews for the first time while 

using a process of open coding generated a lengthy list of statements about 

changes. I noted three broad categories of statements: multicultural education, 

multicultural children's literature, and literature circles. In order to create more 

specific areas of change within these main categories, I began to look across 

interviews in order to identify similarities. As commonalties were uncovered, 

sub-categories were generated under the headings of multicultural education, 

multicuituralliterature, and literature circles. 

As categories of students' changing orientation toward multiculturalism 

were created, I noted a distinct difference between various statements. Some 

comments made by preservice teachers indicated an initial awareness of issues 

relating to multiculturalism, while other statements reflected a more global 

understanding of these issues. Differences led to the process of coding each 

statement in two ways. First the comments made by students during the 

interviews were coded for categories of change; second the comments were 

coded for levels of awareness and understanding about multiculturalism 

indicated through the statement. Patterns emerging from the 31 interviews led 

to greater clarification of categories of changes and levels of understanding 

about multiculturalism. 

Exploration of Literature Circles 

The second question for analysis encompassed the kinds of talk 

preservice teachers used as they considered various perspectives on 

multicultural issues at literature circles. I decided to use the ~ame eight 

multicultural literature discussions chosen by preservice teacher researchers and 

myself during the summer research group. 
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As I examined these discussions, I noted how preservice teachers used a 

range of perspectives on culture to respond to multicultural books. The process 

of open coding (Strauss & Corbin, 1990) allowed for comparisons to be made 

across the eight discussions. Patterns emerged as I identified the repeated use of 

different perspectives on culture to explore multicultural issues. 

In order to triangulate this information across data sources (Hammersley 

& Atkinson, 1983), a cross-section of three dialogue journal groups was coded 

for the perspectives on cultures used by students throughout written 

conversations. This provided a comparison of findings across two different data 

sources. Both of these pieces of information provided a look across the 

semester's experiences with multicultural literature. As I read, reread, and coded 

these three dialogue journals generated by nine preservice teachers, I looked for 

similar as well as diverse perspectives used to gain a deeper understanding of 

multiculturalism. Patterns emerging from the dialogue journals were similar to 

the ones found in the literature circles. 

Having explored the students' perspectives on culture, I continued to 

read and re-read these literature circles, looking for the different kinds of talk 

used to explore issues of concern. Using Henson's distinctions (in press) 

between conversation, story, and dialogue, I coded every group discussion and 

worked to conceptualize each kind of talk through the analysis process. Based 

on an initial coding of the eight discussions, I worked to clarify the differences 

between the three kinds of talk. Three distinct literature circles (one containing 

all three forms of talk, one containing dialogue and conversation, and one 

containing conversation and story) were compared and contrasted. Patterns 

across literature discussions helped to clarify features of each type of talk used 
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by students. In order to explore the role of dialogue furth\!r, three literature 

circles containing all three types of talk (conversation, story, and dialogue) were 

examined. Emerging patterns provided evidence of how preservice teachers 

expanded their orientation toward multiculturalism using various forms of talk at 

literature discussions. 

Exploration of Roving Dialogue Journals 

The third question for analysis involved the multicultural issues and 

concerns raised by students throughout our course experiences. Roving 

dialogue journals provided preservice teachers a written opportunity to explore 

their ideas, responses, concerns, or questions with two other class members each 

week. Instead of reading and coding the 600+ pages of written 

correspondence between students, I chose to theoretical sample from three of 

the eleven journal groups (Hammersley & Atkinson, 1983; Strauss & Corbin, 

1990). Selection criteria included diversity amongst groups for variety in age, 

ethnicity, language, and gender and differences between the three groups 

regarding the productive nature of their written conversations. 

The cumulative journals of three groups were read and coded for 

multicultural issues and concerns considered by nine preservice teachers 

through written dialogue. As patterns emerged across and within journal 

groups, categories of issues were created. In order to triangulate this 

information across data sources, the end-of-semester interviews were read and 

coded to uncover additional multicultural concerns and interests examined by 

preservice teachers. A combined list of issues and concerns raised by students 

throughout the semester was compiled and analyzed. 
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Exploration Across Primary Data Sources 

All three data sources were collectively re-examined to explore the 

impact of multicultural children's literature on preservice teachers' expanding 

understanding of multiculturalism (the overall research question). Looking 

across the primary sources of data, a pattern emerged indicating that students 

worked to use their own and others' diverse perspectives on culture which 

broadened their awareness, acceptance, and affirmation of multiculturalism. The 

significance of dialogue and tension also emerged as significant factors in the 

learning environment which pushed students' understanding of 

multiculturalism. A model for multicultural teacher education emerged. 

This process of analyzing the three primary sources of data provided two 

separate occasions to read, code, and categorize the eight literature circles, the 

three dialogue journal groups, and all end-of-semester interviews. In the 

following chapter, I present the analysis for each of the three specific research 

questions individually and then look across all three data sources for the impact 

of multicultural literature on preservice teachers' orientation toward 

multiculturalism. 
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CHAPfER4 

DATA ANALYSIS AND RESULTS 

The theoretical framework guiding the conceptualization and 

actualization of this inquiry into multicultural education for preservice teachers 

provided a foundation for the analysis of data. Collaborative and naturalistic 

methods of analysis were used during the examination of data sources. Initial 

analysis of data with eight preservice teachers allowed for the collaborative 

exploration of two of the three primary learning experiences used as data 

sources for this inquiry. A collaborative and naturalistic stance toward research 

directed this reflective look at literacy experiences with multicultural children's 

literature. Multiple voices heard through the process of collaborative analysis 

added a complexity to the research investigation and presented an avenue 

through which to consider divergent perspectives. Preservice teacher 

researchers' rigorous course of study at the university however did not provide 

further opportunities to continue this collaborative analysis process. Using the 

initial analysis as a basis for an in-depth exploration, I examined three primary 

data sources independently over the next several months. Coding of data was 

based on a constant comparative method (Glaser & Strauss, 1967). Subsequent 

categories created through these analysis methods provided a structure through 

which to describe emerging patterns. 

The three research questions relating to the overall question that guided 

this inquiry are examined separately in three sections of this chapter. Each 

question is investigated using one or two of the primary data sources (end-of-
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semester interviews, literature circles, and roving dialogue journals). Preservice 

teachers' changing orientation toward multiculturalism (question 1) is 

considered through a look at data from the end-of-semester interviews; the 

kinds of talk teachers used as they explored multicultural literature (question 2) 

are examined through data from the literature circles; and multicultural issues 

and concerns expressed by students (question 3) are investigated through the 

roving dialogue journals and end-of-semester interviews. Lastly the overall 

research question is re-examined using the analysis of all three questions. 

Overall Research Question 

The genesis of this study into multicultural teacher education evolved 

out of questions I had concerning the needs of my elementary students from 

culturally diverse backgrounds and my predominantly mainstream College of 

Education preservice teachers who needed to consider teaching and learning 

with a broad range of learners. Since I was teaching a course for preservice 

teachers on the use of children's literature in the elementary classroom, 

multicultural children's literature (one vital type of literature) became the vehicle 

for this inquiry. 

I posed the following general research question in order to conceptualize 

my inquiry, which also focused my analysis process. 

In what ways does the use of multicultural children's literature impact 
preservice teachers' awareness and understanding of multiculturalism? 

This broad question was explored through three related questions. The 

first question focused the exploration on preservice teachers' changing 

orientation toward multiculturalism; the second question centered on the 
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examination of the types of talk used to explore multicultural children's 

literature; and the third question focused the investigation on multicultural 

issues and concerns raised by the preservice teachers. 

Question I: Expanding A Multicultural Orientation 

To investigate preservice teachers' changing orientation toward 

multiculturalism, I examined their end-of-semester interviews. This source of 

data provided a look at students' multicultural orientation through self-reported 

changes in their beliefs and practices. For the purpose of this inquiry, I defined 

a multicultural orientation as a critical consciousness of world experiences that 

enables an individual to use more than hislher own ways of thinking and acting 

within various thought collectives. A multicultural orientation embodies a 

global outlook on a person's interdependent communities and world, thereby 

providing a vital perspective for teachers working with learners from diverse or 

mainstream backgrounds. 

I posed the following specific research question in order to explore the 

shifts, modifications, or transformations that took place in the preservice 

teachers' orientation. 

What changes occur in preservice teachers' orientation toward 
multiculturalism over the course of the semester? 

At the end-of-semester interviews with preservice teachers, I posed five 

questions in order to help them reflect upon and evaluate their evolving 

multicultural orientation in response to the courses' literacy experiences with 

multicultural children's literature. Each student responded orally to the 
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following questions, posed in a one-on-one thirty minute intelView conducted 

during the last week of classes. 

1. What is your definition of multicultural children's literature? 
2. What do you foresee as the significance of a multicultural perspectives 
on children's literature in your classroom? 
3. Which of our course experiences influenced your thinking on 
multicultural issues the most? 
4. What were your perceptions of multicultural issues before this class? 
What are they now? 
5. Since enrolling in College of Education, have you had similar 
occasions to dialogue about multicultural issues? 
(The entire intelView is found in Appendix) 

These questions provided a look at preselVice teachers' perspectives on 

education and an indirect look at their orientation toward multiculturalism. 

While each question was posed in order to offer insights into students' past and 

current understandings of multiculturalism, question 4 (of the end-of-semester 

intelView) focused most directly on offering them an opportunity to reflect on 

their growth process. 

Each of the thirty-one intelViews was transcribed from the audio-tapes 

and anecdotal notes taken during the intelViews. I coded these transcriptions 

for changes reported by preselVice teachers. Shifts in their orientation were 

identified by the use of phrases like "I learned ... ," "It was a big realization ... ," "I 

discovered ... ," "It really opened my eyes ... ," "I've come to a new 

understanding ... ," "I never thought about that before ... ," "My thinking didn't 

include ... ," or "I found out that ... " When students did not use these common 

phrases to describe a shift in their multicultural orientation, anecdotal records 

and obselVations taken during the semester were used to confirm or disconfirm 

the coding. PreselVice teachers' statements concerning their expanding 

orientation were explored within three broad areas: multicultural education, 



multicultural children's literature, and literature circles. From these main 

categories, sub-categories were created to reflect commonalties across 

interviews. 
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I coded the preservice teachers' end-of-semester interviews in two ways. 

I wanted to learn more about the specific changes they perceived in their 

orientation toward multiculturalism. These changes in understanding are 

explored in three subsequent sections that describe specific shifts in their 

orientation toward multicultural education, multicultural literature, and literature 

circles (Figures 2-4). But first I examined their expanding levels of multicultural 

knowledge which provided a framework for understanding their growth 

process (Figure 1). 

Cyclical Framework of 

Expanding Multicultural Knowledge 

Throughout the coding of preservice teachers' end-of-semester 

interviews, I noted a wide range of understandings about multiculturalism. The 

extent of students' diverse experiences with multicultural issues were evident in 

their responses to concerns raised by others. Differences in multicultural 

knowledge ranged from a more simplistic degree of initial awareness to actions 

taken in order to promote greater awareness in others. 

In an effort to conceptualize these diverse responses and students' 

continuous growth over the semester, I borrowed Carl Grant's categorization 

(1977) of the varying degrees of understanding a person brings to an 

examination of multicultural issues. He views multicultural education as 
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learning occurring at three phases: self- awareness, appreciation, and acceptance 

or affinnation of differences. (Also see C. Grant & C. Sleeter, 1989). 

Using these phases as a guide, I created three categories of expanding 

multicultural knowledge which reflected the students' broadening orientation 

toward multiculturalism. The three levels of an individual's growing awareness 

of multiculturalism were not created to represent static beliefs; instead they were 

designed to describe a learner's growth in understanding multiculturalism over 

time. An initial degree of understanding, evident at an awareness level, 

indicated new knowledge about multiculturalism being recognized and 

considered perhaps for the first time. Multicultural knowledge at an acceptance 

level indicated attitudes about multiculturalism which showed prior reflection 

on these concerns and issues. Efforts were made to demonstrate a valuing of 

multiculturalism. A third degree of understanding at the appreciation or 

affinnation level reflected attitudes and behavior that affinned multiculturalism. 

There was a greater need and willingness to challenge prior beliefs held by 

oneself and others at this third level. Figure 1 provides a visual overview of this 

cyclical framework. 
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Figure 1. Cyclical framework of expanding multicultural knowledge. 
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This framework of growth is designed to graphically represent the 

cyclical, evolving nature of multicultural learning. Each new expeIience has the 

potential to push the learning process forward and beyond current 

understandings of multiculturalism. The arrows are intended to reflect a 

student's process of growth over time (forwards and backwards), thereby 

acknowledging the generative possibilities available within the learning 

environment. A greater awareness of multiculturalism in one area promotes the 

consideration of other issues not explored previously at an awareness, 

acceptance, or appreciation level. Likewise increased acceptance of 

multiculturalism promotes reflection on other issues at an acceptance, 

appreciation, or awareness level. New appreciation or affinnation of 
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multiculturalism in one area also impacts the appreciation, awareness, and 

acceptance levels relating to other issues. Clearly, changing beliefs about one 

issue influence prior beliefs about related concerns at various levels of 

understanding. 

This framework was created in an effort to shed light on preservice 

teachers' expanding multicultural knowledge over the course of the semester. 

Prior experiences with multicultural issues ranged from few previous occasions 

for exploring multiculturalism to extensive examination of multiculturalism. The 

focus of this inquiry was designed to provide a learning environment where 

each student could use herlhis prior understanding and move toward greater 

awareness, acceptance, and appreciation of multiculturalism. 

The next three sections that explore preservice teachers' changes in their 

orientation toward multiculturalism provide specific example of shifts in their 

levels of awareness, acceptance, and appreciation. The categories of change in 

Figures 2-4 are indented according to students' level of multicultural 

understanding. 

Changes in Preservice Teachers' Orientation Toward 

Multicultural Education 

Throughout the coding of end-of-semester interviews, I noted preservice 

teachers' repeated references to their expanding views of multicultural 

education. I noticed students considering theoretical and practical changes in 

their understanding. I saw evidence of students re-defining culture and 

multiculturalism in broader terms; they conceptualized multicultural education 

and the children who needed it; and they explicated the role of multicultural 
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learning for children and themselves as teachers and learners. Seven categories 

of changes in preservice teachers' orientation toward multicultural education 

were uncovered. Each category is explored through a range of student 

responses in an effort to examine a representative sample of the 31 interviews. 

(Figure 2 presents an outline.) 



Level of Understanding 
Awareness Acceptance Appreciation & Affinnation 

Category of Change 

Definition of Culture 
More than ethnicity 
Approaches to life 
It's who we are 
People's upbringing, their surroundings 

Cultural adaptations occur over time 

Definition of Multiculturalism 
More than 2 cultures (Mexican American and European American) 
Synonymous with diversity 
Getting everyone's perspective, a bigger awareness 

Conceptualization of Multicultural Education 
More than MLK in January and Hanukkah in December 
Not an added extra 

Something to consider every day 
A philosophy toward learning 

Emphasizes similarities across cultures 
A voids generalizations, examines qualities of individuals 

Teachers and students as cultural learners 
Students and teachers both share cultural knowledge 
Not something taught but a way of living 
Empowerment of students, learn for themselves, 

teacher as guide 

Intended Student Population 
For European American as well as diverse student 

populations 

Role of Multicultural Education 
Opens up students' minds to differences 
Brings people together 
Expands students' sense of community 
Students need to explore own culture 
Gives each student credibility by examining each others' cultures 
Students study own culture before studying other cultures 
Examines stereotypes 
Develops broad basis for thinking, creates well-rounded thinkers 
Prepares students to meet different people in life 
Promotes tolerance, acceptance, and understanding among people 
Equality 
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Figure 2 - Continued 
Role of Multicultural Education - (Continued) 

Impacts entire curriculum, not just literature experiences, 
impacts learning of history, art, math, and social studies 

Brings awareness of cultural bias to all-white texts 

Multicultural Education for Preservice Teachers 
Attitudinal changes 

M.E. starts with teachers 
Realize that a greater understanding of people helps teachers 

keep an open mind 
Understand students' actions and mannerisms 
Ability to examine students' actions through lens beyond own 

cultural view 
Alter verbal interactions with students 

Prior schooling 
Re-examine narrowness of own education 
Recognize de-valuing of diverse cultures throughout schooling 

experiences 
Value multicultural perspectives gained in high school, 

knowledge frees people from prejudice 
Changes needed in schools today 

Consider implementation strategies for M.E. 
Recognize bias in bilingual teachers who favor 

English over Spanish 
Recognize political nature of M.E. for students 
Acknowledge need for bilingual teachers 

Realize need to know students' ftrst language (Spanish) 
Need for diversity among teachers 
Recognize teachers as role models for students 

Impact of Multicultural Education on Preservice Teachers 
Initiates a battle within oneself 
Recognize narrowness of family experiences, realize importance of 

multiple perspectives 
Find value in family in spite of prejudice attitudes 

Acknowledge personal prejudice, work to 
change negative ethnic attitudes in family 

Confront negative familial attitudes toward 
own ethnic culture, desire to promote 
positive attitudes in students from diverse 
backgrounds 

Introduce family to need for diversity 
Share new cultural understandings with other 

teachers, experience resistance to realizing 
need for m.e. 
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Figure 2. Changes in preservice teachers' orientation toward Multicultural Education. 
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Each of the seven areas of changing perspectives on multicultural education are 

examined individually. 

Definition of Culture 

The first area of change in orientation toward multicultural education 

indicated students' efforts to define culture, in relationship to multiculturalism. 

While most students viewed culture in "ethnic or racial terms alone" at the 

beginning of the semester (Melissa), many students' definitions broadened to 

encompass a more global view of culture. Several weeks into our course, a 

good number of preservice teachers expressed how they felt that they did not 

have a culture, in response to the assignment I gave the class to bring in a book 

that represented their culture. Over time students came to realize that a person's 

culture reflected "who they were" (Kimberly) or "their approach to life" (Sandy), 

regardless of their strong or weak ethnic ties. Students began to enlarge their 

cultural perspectives beyond ethnic or racial boundaries. They began to 

consider how their perspectives on gender, language, social class, and religion 

were a part of their multicultural orientation. (These perspectives are explored 

further in question 2). 

Definition of Multiculturalism 

Preservice teachers also reshaped their definition of multiculturalism. 

While "multi", according to Vivian, previously meant an examination of perhaps 

"only two local cultures" (Mexican American and European American) or 

several diverse cultures at the national level (African American and Native 

American), preservice teachers came to value a "diversity across cultural 
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perspectives" which included an opportunity to hear "everyone's perspectives" 

(Nora). 

Conceptualization of Multicultural Education 

Prior conceptualizations of multicultural education that students brought 

with them to the class were most often based on their political knowledge. In 

this third area, several students from diverse cultural backgrounds expressed the 

frustration they experienced as children when they were excluded from the 

curriculum except during "Cinco de Mayo or Martin Luther King Day" 

(Ca.ndice). All students came to a new understanding of how multicultural 

education was not simply "an added extra" (Annie) but a "philosophy toward 

learning" (Sandi) or a perspective to be "considered every day" (Marcia). 

Moving beyond the political arena where multiculturalism is often used as a 

contemporary buzz-word, George viewed an education that is multicultural as 

one that "emphasized similarities," not just differences across cultures. Kathy 

noted the need to avoid "making incorrect generalizations" about diverse 

cultural groups. She expressed a need to work toward examining the "unique 

qualities of individuals" within cultures. Students like Liana recognized how 

both "teachers and students were cultural learners," in that each person shared 

their personal "cultural knowledge" and learned from other class members' 

cultural insights (Bev). According to Marla, multiculturalism was not facts "to 

be taught but a way of living" and learning with others. The role of teacher as 

guide was critical to the "empowerment of students" (Nora), in charge of their 

own learning. 
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Intended Student Population 

A fourth category of change encompassed the kinds of learners teachers 

believed to be in need of multicultural education. Instead of heightening the 

awareness of students from dominant or diverse cultures, preservice teachers 

like Annie recognized how all students ("an all-white class or a diverse class of 

students") could benefit from a greater understanding of themselves and others 

within their world. 

Role of Multicultural Education 

Students also explored the purpose of an education that is multicultural. 

While some students questioned the focus on multicultural literature at the 

beginning of the semester and wondered about my "unstated" political agenda, 

they came to acknowledge that a multicultural perspective "opens up students' 

minds to differences" (Efren), thereby "bringing people together" (Kimberly). 

Cynthia examined the need for teachers to "explore their own culture," while 

also exploring "each others' cultural backgrounds" (George). Through a critical 

"examination of stereotypes" (Liana) and the goal of "equality" (Kim), preservice 

teachers realized how greater "tolerance, acceptance, and understanding" were 

promoted (Jean), thus developing more "well-rounded thinkers" (Annie). From 

this view, multiculturalism "impacted the entire curriculum" (Marcia), not just the 

literature curriculum experienced throughout the course. A multicultural 

orientation influenced what was learned and how learning occurred in subject 

areas such as history, art, math, and social studies (Annie & Kimberly). 

Multicultural Education for Preservice Teachers 

Not only did preservice teachers consider elementary learners' needs in 

regards to multicultural education, they examined their personal multicultural 
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needs as teachers. Students' attitudes toward multiculturalism were altered as 

they came to understand that multicultural education "started with them" 

(George) and their "own cultural views" (Vivian), which led to a "greater 

understanding of people" in general (Michelle). As the preservice teachers 

explored their own and classmates' diverse perspectives, Virginia stated that it 

provided insights into "students' actions and mannerisms" which she previously 

might not have understood. Students like Marcia began to acknowledge the 

value of "verbal interactions with students," based not only on their own 

knowledge but on the multicultural knowledge gained through learning with 

and from students. 

These considerations for action in the future with elementary learners 

also caused the preservice teachers to reflect on "prior schooling experiences" 

that did not show a "valuing of diverse cultures" (Jennifer, Kim, Kimberly, and 

Teresa). They recognized how some of their prior teachers had chosen to ignore 

the linguistic and ethnic wealth of knowledge available from Arizona's diverse 

populations. George noted different efforts made by his high school teachers, 

aimed at helping students gain a broader perspective on world religions. These 

experiences aided his understanding of how "knowledge could free people from 

prejudice. " 

Through course experiences, preservice teachers began to consider how 

to "implement multicultural strategies" throughout the curriculum (Marla). In an 

examination of current learning experiences in classrooms, Michele noticed how 

some bilingual teachers and librarians "favored using English over Spanish." 

Bilingualism was one example of the inherent "political nature of multicultural 

education" (Cynthia). As students were coming to value learning that occurred 
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in a learner's first or second language, they recognized the need for teachers 

who could communicate with learners in their first language. While one fifth of 

the preselVice teachers from our class already spoke some Spanish (the 

predominant second language of Tucson area school children), others like 

Michele, Kim, and Liana indicated the need to learn Spanish, in order to be able 

to communicate more fully with their elementary students. According to 

Darlene, cultural "diversity among teachers" (including linguistic, ethnic, age, 

and nationality differences) provided essential "role models for a diverse student 

population" (Teresa). 

Impact of Multicultural Education on PreselVice Teachers 

One final area in which the preselVice teachers noted changes in their 

orientation dealt with their personal actions outside the realm of education. 

Throughout the intelViews, students like Michelle acknowledged "the battle 

within," in terms of the dramatic changes occurring in their personal attitudes 

and actions as a result of our class discussions about multiculturalism. 

"Admitting personal prejudices" was a first step in the change process for 

students (Annie, Billie, and Melissa). Several preselVice teachers, including 

Kathy and Darlene, then began to "confront negative cultural attitudes" within 

their own families. Darlene discussed how her family had continually worked to 

negate their true ethnic roots in preference for supposed European American 

roots. As a preserviceteacher, she was finally acknowledging the value of her 

Mexican American heritage, which promoted a desire to confront negative 

ethnic stereotypes with her own children and future elementary students. This 

College of Education student and mother of four was working to value the 

ethnic heritage she had ignored for years. She was also considering how her 
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attitudes and actions could promote positive attitudes in others. Kimberly 

shared how her efforts to help other secondary preservice teachers outside our 

class reflect on their multicultural understandings had met with resistance and 

negativity. These secondary teachers did not recognize the need to support 

multiculturalism through their future content area classes, something Kimberly 

was considering for her future classroom curriculum. 

Looking across these seven categories of students' changing orientation 

towarJ multiculturalism, only 4 percent of the preservice teachers' statements 

about multicultural education reflect an appreciation or affirmation level of 

understanding about multiculturalism, 28 percent of their statements indicate an 

acceptance level, and 64 percent show an awareness level (see Figure 1). 

Responses to questions posed during the interviews indicated a lack of prior 

consideration of these issues for most students. The newness of their 

explorations was confirmed by the large percentage of statements about 

changing perspectives made at an initial level of awareness. 

Taking the stance of learners and educators, preservice teachers 

demonstrated an ability to consider the power of these literacy experiences with 

multicultural books from both personal and professional perspectives. As 

learners, they personally considered the usefulness of conceptualizing their 

understandings of culture, multiculturalism, and the impact of these concepts on 

their private life outside of education. As educators, they explored the 

possibilities resulting from a changed multicultural orientation by contemplating 

definitions of this form of education, examining the purpose for these learning 

experiences in classrooms, and considering the implications for teachers' 

attitudes and behavior. 
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These efforts by preservice teachers to conceptualize their current beliefs 

and practices about multicultural learning demonstrates the power of reflection 

for future learning. These interviews provided students with an occasion to 

connect their current theory with practice. As they expanded their multicultural 

knowledge, preservice teachers also considered the pedagogical implications of 

their changing multicultural understandings. 

Changes in Preservice Teachers' Orientation Toward 

Multicultural Children's Literature 

Preservice teachers demonstrated a change in their understanding of 

multiculturalism during the end-of-semester interviews in a second major area 

(multicultural children's literature). Throughout this inquiry, multicultural 

literature was seen as books which reflected and represented all peoples in ways 

that valued their cultural uniqueness, diversity, and universality. Four 

categories of change included an expanding definition of multicultural books, 

the difficulty in locating these books, a need to consider authorship, and 

personal and global purposes for using books that affirm multiculturalism. 

(Figure 3 offers an outline.) 



Level of Understanding 
Awareness Acceptance Appreciation & Affirmation 

Category of Change 

Conceptualization of Multicultural Literature 
Beyond the whiteness of most books 
Each book presents one cultural viewpoint 
Wide variety of perspectives 
More than just Mexican American books 
Perspective other than European American view 

Includes books on European Americans 
Any perspective other than own culture 

A vailabiIity 

Books that present own culture plus other cultures 
Shows variation/diversity within one culture 

Recognize availability of m. books 

Authorship 

Difficulty in locating m. books 
School libraries contain many more English than Spanish 

books 
Classroom libraries lack m. books 
Tucson bookstores contain more m. books than libraries 

African Americans need to write African American books 
Critically examine text to see if book promotes self

esteem of diverse student 

Role of Multicultural Literature 
Personal needs of learners 

Builds self-esteem when students find themselves in books 
Characters serve as role models for students 
Students see their culture and life-style valued 
Know more about own culture, self-knowledge, alter naive 

impressions about own culture 
Global needs of learners 

Broadens students' sense of humanity, appreciate others 
Need to build self-esteem/pride before working to 

value others 
Offers insights into various ways of perceiving world 
Shows similarities and differences across cultures 

Promotes discussion across cultures, examine books 
through eyes of another culture 

Promotes reflection, changes thinking 
Unites people by showing basic knowledge common to 

many cultures 
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Figure 3. Changes in preservice teachers' orientation toward Multicultural Children's 
Literature. 
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Each of the four areas of preservice teachers' understandings about multicultural 

literature are explored individually. 

Conceptualization of Multicultural Literature 

The f1l'st change evident throughout the interviews was a shift in 

students' conceptualization of the kinds of books considered multicultural. For 

many, it was shocking to recognize the "whiteness of most children's books" 

(Billie) for the first time. While many students like Jennifer saw themselves as 

avid readers, they had never perceived the all-white world of children's literature 

(Larrick, 1965). Most of the preservice teachers expressed a desire to share a 

"wide variety of diverse perspectives" through books (Mia). Several students 

like Kimberly saw that every book depicted one specific culture. Leyda 

conceptualized her current understanding of multicultural literature by stating 

that it consisted of much more than the "Mexican American books" she read for 

a previous bilingual teacher education course. It was "different points of view 

beyond a European American perspective." George pointed out that 

multicultural literature included (not excluded) books that depicted "an 

European American point of view" since books that "broadened our horizons" 

incorporated perspectives from all cultures. While Cynthia felt that multicultural 

literature consisted of books which were different from her own dominant 

European American culture, Lisa expressed the need for learners to read books 

that "presented their own culture as well as other diverse cultures." Candice 

repeatedly spoke about the need for books that "showed variation and diversity 

within a culture," instead of limiting learners to seeing one stereotyped 

representation of a cultural group. 
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Availability 

For many of the preservice teachers, their realization of the availability of 

these culturally diverse books was a second major change. However, Billie, 

Jennifer, Leyda, Linda, and Lisa soon noted the difficulty of "trying to hunt for 

these types of books" in local libraries, classrooms, and bookstores. Michele 

expressed her disappointment in the collection at a local school library when 

she discovered a significant difference between the "number of books available 

for students written in English versus the number of books written in Spanish." 

Liana commented on the "lack of multicultural books" found in her visits to 

classrooms. Mia wondered why it was that some Tucson bookstores appeared 

to contain "more multicultural books than the local libraries." 

Authorship 

A third category of change consisted of preservice teachers' critical 

examination of the authors of these multicultural books. For some students the 

realization of the availability of these books was a significant insight. Others 

like Jennifer explored the need to examine the author's knowledge of the 

culture about which he/she was writing. She commented that only African 

American authors should be writing African American books. Billie expressed a 

need to critically examine any book to see if the text promoted the self-esteem 

of learners from diverse backgrounds. 

Role of Multicultural Literature 

During the interviews, preservice teachers also investigated the role of 

multicultural literature and their changing perceptions about the usefulness of 

these books. Candice noted the ability of multicultural books to "build a 

learner's self-esteem" when they discovered themselves in literature. She went 
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on to describe how characters served as powerful "role models" for her and 

other students from diverse backgrounds. Lisa added that it was vital for all 

learners to "see their own culture and life-style valued" through books. Andrea 

commented on how multicultural books "increased her knowledge of her own 

ethnic culture," something she did not know well, due to her upbringing outside 

of a Mexican American community. 

In addition to addressing the personal needs of learners through the use 

of multicultural literature, these books also met more global needs of students. 

"Broadening learners' sense of humanity" was a vital purpose for using 

multicultural books, according to Cynthia. Children could develop a greater 

"appreciation of others" through books. Billie described how she was going to 

share multicultural books with her students that would "build up their self

esteem." Before "working to value other cultures," she felt it was important to 

instill a sense of pride about students' own culture. Virginia spoke of how she 

gained "insights into various ways of perceiving the world" through a cross

cultural study of folklore for one class project. She felt this awareness could 

"unite people by showing basic knowledge common to many cultures." Sandi 

addressed the need to "show similarities and differences across cultures" 

through multicultural books. George noted how he would work to "promote 

discussions across cultures" and examine diverse texts "through the eyes of 

various cultures." Mia spoke about the immense amount of "reflection these 

texts encouraged" and how her ways of "thinking about multiculturalism" were 

directly changed through experiences with these books. 

In looking over the four categories of preservice teachers' changing 

multicultural perceptions, it is interesting to note how the majority of their 
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statements represent an initial awareness of the "whiteness of most children's 

books" (Billie). Fifty-five percent of these comments point to a lack of prior 

experience with these multicultural issues. Forty-four percent of the statements 

show a greater degree of acceptance and an effort to value multiculturalism (see 

Figure 1). Over the course of five months of learning together, students were 

just beginning to consider the implications of a new orientation toward 

multiculturalism. 

Many of the preservice teachers used an European American perspective 

as the standard against which to label a multicultural book. Literature outside 

the dominant culture was almost naturally considered multicultural (e.g. 

Navajo); literature from within the dominant culture was not often considered 

multicultural (e.g. Jewish, Swedish, French). An ethnic perspective on culture 

continued to dominate their discussions of multicultural children's literature. 

The disparity between the need for books that "present children's own 

culture plus other cultures" (Lisa), the difficulty in locating these books, and 

their absence in local classrooms was an essential opportunity for preservice 

teachers to grapple with the ideal versus the reality of working in classrooms. 

Students' beliefs about the need to provide children with a "wide variety of 

diverse perspectives" (Mia) and the difficulty in carrying out their beliefs 

presented an opportunity for them to work toward implementing principles 

through practical classroom experiences. Juxtaposing the theory and practice 

of utilizing multicultural literature was helpful in that preservice teachers were 

able to consider one paradoxical aspect of teaching. 

Throughout the end-of-semester interviews, preservice teachers 

discussed their expanding multicultural knowledge through a new awareness 
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and understanding of the purpose of multicultural education and the usefulness 

of multicultural children's literature as a vehicle for discussions about 

multiculturalism. I also noted repeated references to literature circles as the 

single most powerful course experience which promoted the most change in 

their multicultural understandings. During the interviews, students frequently 

commented on the benefit of experiencing one form of multicultural education 

via literature discussions. Because of the impact of literature circles for 

expanding their pluralistic perspectives, this one additional area of change was 

also explored. 

Changes in Preservice Teachers' Orientation Toward 

Literature Circles 

According to statements made in response to question 3 of the end-of

semester interview, 40 percent of the preservice teachers felt their personal 

involvement in literature circles led to a significant transformation of the way 

they perceived multicultural issues (see Appendix for entire interview). 

Literature circles provided a bi-weekly opportunity for five to six students to 

collectively discuss a literature book of their choice. Out of six major course 

experiences (see Chapter 3 - course outline), students reported that literature 

circles promoted the most change in their orientation toward multiculturalism. 

Two categories of preservice teachers' statements about literature circles 

included a new understanding of literature discussions and the usefulness of 

these group meetings for helping them explore cultural pluralism. (Figure 4 

provides an outline of these comments.) 



Level of Understanding 
Awareness Acceptance 

Category of Change 

Impact of Literature Circles 
Pushed to consider new ideas 

Appreciation & Affinnation 

A huge awakening, an explosion of thought and idea 
A real give and take, posing honest questions 

Talk and argue about issues 
Providing different perspectives on a single issue 

Vehicle for Understanding Multiculturalism 
Recognize how different people from diverse cultures provide 

different perspectives and interpretations 
It's okay to think differently 

Realize myriad of interpretations that come with each perspective 
Forced to examine differences 
Important to be open but do not have to agree 
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Figure 4. Changes in preservice teachers' orientation toward Literature Circles. 

The two areas of preservice teachers' changing perspectives on literature circles 

are explored individually. 

Impact of Literature Circles 

Preservice teachers explored the significance of literature circles in 

several ways. Kathy commented how the verbal interaction among five to six 

preservice teachers "pushed her to consider new ideas" she had not recognized 

previously. Jennifer referred to literature discussions as a "huge awakening" 

where an explosion of thought and ideas occurred. Cynthia expressed how she 

witnessed a "real give and take" and a "posing of honest questions." Both 

"talking and arguing" about multicultural issues promoted growth, according to 

Mia. Melissa, who was able to experience literature discussions not only with 

adult classmates from our course but also with elementary students from a local 
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school, noted commonalties across literature circles with adults and children. A 

highlight for her was the ability of group members to "gain different 

perspectives on a single issue" through collective sharing. 

Vehicle for Understanding Multiculturalism 

Literature circles were also a central vehicle for helping students to 

consider multicultural issues. George, Marcia and Teresa each described how 

these discussions helped them recognize that different people from diverse 

backgrounds provided very different perspectives and interpretations on a 

single book. Michelle expressed her surprise at the beginning of the semester 

when she began to realize "it was okay to think differently" from other 

classmates. Prior English literature courses taught her that literature was to be 

interpreted by the teacher or a literary expert, not the students. Mia also stated 

her astonishment when she realized the "myriad of interpretations that 

accompany each person's perspective" on one book. These discussions "forced 

students to examine their differences" in perceptions (Mia). Kim felt it was 

important "to be open" and that group members "did not have to agree" with 

each others' responses and opinions. For her, an openness and willingness to 

listen to others signified multiculturalism. 

Looking across these two categories of expanding multicultural 

knowledge relating to literature circles, half of the preservice teachers' 

statements indicate an initial level of awareness; the other half show an 

acceptance level of understanding (see Figure 1). Students' ability to move 

toward an orientation that values multiculturalism highlights the usefulness of 

personal experiences with literature. Discussion groups provided them with a 

curricular opportunity to come to new multicultural understandings through 
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personal interactions. Preservice teachers' first hand experiences with literature 

circles offered an occasion to engage in learning that is multicultural. I 

extended this investigation into the productive nature of hearing a "myriad of 

interpretations that come with each student's perspective" (Mia) through the 

next research question which focused on the kinds of talk that promote 

multicultural learning (question 2). 

Through the end-of-semester interviews, preservice teachers reflected on 

their growth and change process over five months of learning. Three areas of 

change, including multicultural education, multicultural literature, and literature 

circles, showed students' different levels of multicultural understanding, ranging 

from an awareness level to an affirmation level (see Figure I). As they 

considered literacy experiences designed to expand their orientation toward 

multiculturalism, a majority of responses indicated that preservice teachers were 

only beginning to grapple with multicultural concerns and ways to actualize 

these new understandings with students in classrooms. 

Question 2: Kinds of Talk at Literature Discussions 

During the end-of-semester interviews, preservice teachers repeatedly 

referred to literature circles as the most useful course experience for changing 

and expanding their multicultural knowledge. In order to investigate this 

curricular component more closely, I examined the various kinds of talk that 

occurred within these collaborative literature experiences. It was my goal to 

clarify how students went about sharing their pluralistic perspectives, thereby 

expanding each other's thinking about multiculturalism. This investigation into 

students' literature discussions provided a closer look at their process of change. 
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I posed the following two-fold research question (question 2) in order to 

examine the various types of discussion taking place during preservice teachers' 

literature circles. 

What kinds of talk occur in preservice teachers' literature 
discussions about multicultural literature? How do these various 
forms of talk expand their multicultural knowledge? 

Throughout the initial examination of literature circles during the summer 

research group, it became apparent that students used many cultural 

perspectives to explore multicultural issues and concerns. While their definition 

of culture at the beginning of the semester was confined to ethnicity or race, 

they utilized a broader notion of culture to explore multicultural issues and 

interests. Before exploring the kinds of talk students used to expand their 

multicultural knowledge, I wanted to get a sense of the breadth or narrowness 

of their perspectives on culture. Preservice teachers' use of perspectives are 

explored first in this section; then the types of talk used to explore multicultural 

concerns are examined. 

Perspectives on Culture Used to Explore Multicultural Issues 

The narrowness of the way in which culture and multiculturalism is often 

defined by society in terms of only ethnic origin was one of my major concerns 

as I initiated this study. I made continual efforts during the semester to enlarge 

students' vision of culture and multiculturalism. Two sources of data collected 

over the semester (literature circles and roving dialogue journals) were examined 

in order to take a closer look at the perspectives on culture used by preservice 

teachers to explore multicultural issues. Eight multicultural literature circles 
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(chosen for analysis during the summer research group) and three sets of roving 

dialogue journals (chosen for the diversity of viewpoints amongst students) 

were studied and coded for the perspectives used by students. 

Gollnick and Chinn's (1990) broad definition of the aspects of culture, 

including ethnicity, race, language, gender, religion, age, exceptionality, region, 

nationality, and social class, was used as an initial lens to broaden my 

conceptualization of multiculturalism. In order to expand my view of culture 

further, I utilized the notion of culture as a person's way of thinking and acting 

within various thought collectives (Fleck, 1935; Short 1992). This enlarged 

perspective on culture also served to expand my outlook on the ways in which 

students used their diverse perspectives to discuss multicultural concerns. 

The eight multicultural literature circles central to this analysis provided a 

theoretical sample of the total number (40) of literature circles held throughout 

the semester. Literature discussions held every other week were organized in 

the following manner. I provided students with six book choices. They 

selected one of the books, read it at home, and joined a group of four to five 

other students for a literature circle the following week. 

The eight literature discussions chosen for analysis by the second group 

of preservice teacher researchers during our summer meetings were selected 

according to several criteria. First, the book discussed had to be considered a 

multicultural book. Second, one of the preservice teacher researchers had to be 

a member of the literature circle in order to provide an insider's perspective on 

the discussion. Third, attempts were made to choose books from a variety of 

genres including historical fiction, contemporary fiction, poetry, and folklore. 

Fourth, both chapter and picture books needed to be analyzed. Fifth, 
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discussions occurring throughout the semester (from February to April) were 

selected. 

The eight literature discussions chosen for analysis included the use of 

nine books. The first literature circle was held in February and the last 

discussion was held in April. Most of the discussions lasted from 15 to 20 

minutes. Each of the nine books are briefly described. Five preservice teachers 

participated in the first multicultural discussion on Child of the Owl (Yep, 1977), 

a contemporary fiction book about a Chinese American teenager struggling 

with her bicultural identity. Five students took part in a second discussion 

about Bridge to Terabithia (Paterson, 1977), a realistic story about a rural 

schoolboy's efforts to deal with the pain of growing up and the death of a close 

friend. Five students shared their responses in the third discussion on Island of 

the Blue Dolphins (O'Dell, 1960), a historical fiction book about a teenage 

Native American girl's struggle to survive when she gets left behind by her 

people on an island in the Pacific. Five preservice teachers participated in a 

fourth discussion about I Hate English (Levine, 1989), a realistic story about the 

difficulties a Korean American child faces as she immigrates into a new country 

(United States). Six students took part in a fifth discussion on Dancing Teepees 

(Sneve, 1989), a Native American collection of poetry. Six students shared their 

responses in the sixth literature discussion about Tortillitas Para Mama (Griego, 

1981), a collection of nursery rhymes and poetry from the Latin American 

culture. Five preservice teachers compared and contrasted two realistic picture 

books at a seventh discussion on Now One Foot. Now the Other (dePaola, 

1980) and Storm in the Night (Stolz, 1988) and took a cross-cultural look at 

grandparent and grandchild relationsh~ps. Six students participated in the 
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eighth literature discussion about Mufaro's Beautiful Daughters (Steptoe, 1987), 

an African folk tale similar to the European fairy tale of Cinderella. There eight 

literature circles were analyzed for the perspectives on culture used by 

preservice teachers to explore multicultural issues and concerns. 

Through a process of reading and re-reading the eight literature 

discussions, I coded each instance where a preservice teacher used a distinct 

perspective to further the examination of personal or group responses and 

questions about the books. (All but 2 of the 32 students were members of at 

least one of the eight literature discussions.) Looking across the eight 

discussions, I noted the repeated use of various perspectives on culture. 

I discovered preservice teachers' use of fourteen perspectives on culture 

throughout their literature discussions (see Figure 5). An examination of three 

sets of roving dialogue journal entries showed the use of nine of these 

perspectives (education, ethnicity or race, age, history, nationality or regionality, 

family, gender, special abilities or exceptionalities, and language). Moving 

beyond the use of a single perspective on culture (ethnic or racial), students 

used their perspectives on nationality, social class, gender, family, age, language, 

religion, exceptionality, music, ecology, history, socio-economic, and education 

to explore multicultural issues and concerns. Figure 5 provides an overview of 

the 14 perspectives preservice teachers used as they expanded their 

multicultural orientation toward learning. 
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Ethnicity or Race 

Education Nationality 

Socio-economics 

Time period! 
~ 

History~ A 

/ Social class 

~Gender 

Ecology .;:..e~_--7~ 
MULTICULTURAL 

ORIENTATION , ~Family 

~ 
~ Age 

Exceptionalities Language 

Religion 

Culture = a person's way of thinking and acting 
within various thought collectives 

(Fleck, 1935; Short, 1992) 

Adapted from Gollnick & Chinn. 1990 

Figure 5. Perspectives on culture used to explore multicultural understandings. 
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From the first literature circles held during the third week of classes, 

transcripts of discussions showed preservice teachers using multiple 

perspectives about culture to explore books dealing with multicultural issues. 

This data stands in contrast to students' perceptions of culture at the beginning 

of the semester. This view of culture is also broader than some students' 

conceptualization of culture as reported in their end-of-semester interviews. 

Efforts I made during our course experiences were designed to expand 

students' perspectives on culture so as to encompass the views they already had 

but did not consider to be a part of a multicultural perspective. This 

conceptualization of culture derived from students' literary experiences 

recognizes their prior knowledge evolving from past and present life 

expenences. 

Use of Perspectives on Culture 

In order to gain further insight into the use of multiple perspectives, I 

examined instances in which preservice teachers utilized these 14 viewpoints to 

broaden their multicultural knowledge. As I re-read the transcripts of the eight 

literature circles, I coded every instance of students using their perspectives on 

culture to further the group's exploration. 

By looking at the transcripts of the eight literature circles individually, 

results of this coding revealed students' use of 8 distinct perspectives to 

examine the Child of the Owl, 4 perspectives to discuss Bridge to Terabithia, 8 

to explore Island of the Blue Dolp-hins, 7 to consider I Hate English, 7 to 

examine Dancing Teenees, 11 to discuss Tortillitas Para Mama, 3 to explore Now 

One Foot, and 4 to consider Mufaro's Beautiful Daughters. Looking across the 
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literature circles, I discovered preservice teachers using a perspective about age 

during 7 of the 8 discussions. They made use of their perspectives about ethnic, 

family, and education throughout 6 literature circles. Students utilized a 

perspective about history or time period during 5 of the discussions and a 

perspective about language and nationality as they responded to 4 of the 

books. Perspectives about social class, gender, music, religion, exceptionalities, 

ecology, and socio-economics were used during several discussions each. 

Figure 6 provides a tally of the results from the eight literature circles. 
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Multicultural books COO BIT IBD IHE DT TPM NOF MBD 

---------------------------------------------------------------------------------------------------

Perspectives on culture about: 

A. Ethnicity or race 7 3 5 11 8 

B. Nationality 2 

C. Social class 6 1 

D. Age 4 5 1 2 

E. Family 8 1 7 

F. Gender 2 6 

G. Language 1 17 2 3 

H. Music 1 

r. Religion 2 2 1 

J. Exceptionalities 3 

K. Time period/HistOI:y1l 3 1 2 

L. Ecology 

M. Socio-economics 1 

N. Education 2 10 3 

Book code - COO = Child of the Owl (Yep, 1977) 
BIT - Bridge to Terabithia (Paterson, 1977) 
IBD = Island of the Blue Dolphins (O'Dell, 1960) 
IHE = I Hate English (Levine, 1989) 
DT = Dancing Teq>ees (Sneve, 1989) 
TPM = Tortillitas Para Mama (Griego, 1981) 

2 

7 

4 

3 

2 2 

NOF = Now One Foot. Now the Other (dePaola, 1980) and Storm in 
the Ni~ht (Stolz, 1988) 

MBD = Mufaro's Beautiful Daughters (Steptoe, 1987) 

Figure 6. Use of perspectives on culture. 
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This in-depth look at the use of various perspectives on culture during 

each discussion was followed by a more comprehensive look across the eight 

literature circles. I examined the overall frequency of students' utilization of 

these 14 perspectives. The viewpoints employed to consider multiculturalism 

were ordinally ranked within each discussion. Rankings across literature 

discussions were examined next to see which perspectives on culture were used 

most frequently to expand preservice teachers' multicultural awareness and 

understanding. 

From this ranking, I discovered students put to use their perspective 

about ethnicity most frequently in order to explore multicultural issues. They 

utilized their age and family perspectives the next most often. Gender, 

education, and language perspectives were the third, fourth, and fifth most 

frequently used perspectives employed by preservice teachers as they discussed 

multicultural children's literature. Figure 7 provides an overview of their use of 

perspectives on culture. 
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Multicultural books COO BIT IBO IHE or TPM NOF MBO 

Perspectives on Culture Frequency of Use 

A. Ethnicity or race 1 st 1 st 3rd 1 st 1 st 2nd (1st) 

B. Nationality 

C. Social class 2nd 

O. Age 2nd 3rd 3rd 1st (2nd) 

E. Family 1 st 2nd 2nd (2nd) 

F. Gender 2nd 3rd 1 st (3rd) 

G. Language 1 st 3rd (5th) 

H. Music 

I. Religion 2nd 3rd 

J. Exceptionalities 2nd 

K. Time periodlHistory 1 st 

L. Ecology 

M. Socio-economics 

N. Education 3rd 2nd 3rd 3rd (4th) 

Figure 7. Perspectives on culture used most frequently to explore multicultural 

understandings. 

These results indicate the predominant use of 6 of the 14 perspectives on 

culture by preservice teachers. A closer look at the 6 viewpoints indicate 

influences from the literature books themselves, society, personal experiences, 

and professional concerns. 
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Most frequently students used their perspective about ethnicity to 

examine their issues or concerns relating to the literature book. Reasons for the 

frequent use of an ethnic perspective appear to be two-fold. First the books 

themselves often provided a glimpse into a diverse culture, one the students 

might not have known. Since the cultural context of the book repeatedly 

refen'ed to ethnicity, students naturally considered this element in their literature 

discussions. While the content of the literature books pushed the conversation 

toward an exploration of ethnicity, society's intent focus on ethnic or racial 

issues also impacted the course of the discussions. Just as society defines 

multiculturalism in ethnic or racial terms, preservice teachers tended to use this 

same perspective as they explored multicultural issues through literature 

discussions. 

While societal concerns about multiculturalism remain an ethnic or racial 

issue, the students' literature discussions suggest the use of a broader 

perspective on culture. Their frequent use of age, family, gender, and language 

perspectives indicate the additional need to explore books through a more 

personal/cultural lens. An ethnic perspective allows fOl~ the examination of 

differences across diverse groups; age, family, gender, and language 

perspectives provide a personal avenue to explore similarities across social 

groups. The use of an ethnic perspective reflecting society's influences and the 

use of age, family, gender, and language perspectives reflecting personal 

influences indicate the need for comparisons and contrasts across and within 

cultural groups. 

Besides using personal and societal perspectives, students frequently 

employed one other perspective through their discussions; they repeatedly used 
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an occupational or professional perspective. The process of studying to become 

an elementary teacher impacted the perspectives they brought to these literature 

circles and was evident through their extensive use of an educational 

viewpoint. 

The continual use of societal, personal, and professional perspectives 

during discussions about multicultural literature books suggests a larger 

perspective on multiculturalism than indicated by the students at the beginning 

or end of the semester (as reported in end-of-semester interviews). Preservice 

teachers' use of 14 perspectives to explore a range of issues offers a different 

outlook on the usefulness of multiple perspectives. While society has tended to 

focus an individual's perspective toward an ethnic point of view, students 

demonstrated how frequently they made use of the numerous perspectives on 

culture available. 

Preservice teachers' use of diverse perspectives for learning about 

multiculturalism confirms the need for books that value cultural uniqueness, 

diversity, and universality. Similarities and differences presented through the 

texts pushed them to reconsider their beliefs of a single cultural group and 

across cultural groups. Literature discussions provided an essential opportunity 

for students to expand their awareness and understanding of their own and 

other cultures as seen through the use of perspectives on ethnicity, age, family, 

gender, language, and education. Multicultural learning as a process of inquiry 

into multiple perspectives was actualized in these literature circles as preservice 

teachers moved toward a more critical consciousness of multiculturalism and 

their role as teachers and global citizens. 
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This investigation of preservice teachers' use of perspectives on culture 

helped to clarify specific ways in which students utilized their multicultural 

knowledge. Through this broad examination of students' perspectives, it 

became apparent that the types of talk used during literature discussions varied. 

Some of the discussions could be characterized by the ordinary give and take 

common to conversations one would have with acquaintances. Numerous 

topics and viewpoints were offered for group consideration. On several 

occasions, I noted how divergent thoughts were shared through a different type 

of talk. The goal of this dialogue did not appear to be agreement; instead there 

was a heightened need to discuss an issue of importance. The questions 

generated were not readily answered by the end of this type of discussion. 

There seemed to be numerous examples of conversing between group members 

throughout the literature discussions; but there were not many examples of this 

more intense form of talk. In addition, there appeared to be a good number of 

personal stories told. I wondered how these personal experiences were used to 

promote discussion and build community. 

Conversation, Story, and Dialogue 

To investigate these various kinds of talk more closely, I explored Janice 

Henson's (in press) notions concerning three forms of talk (conversation, 

storying, and dialogue). According to Henson, each of these three kinds of talk 

are a necessary and vital part of community building in classrooms. The purpose 

of talk as a way to create community lies in the social nature of learning and the 

natural need for communication between people intent on collectively creating 

new understandings. 
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From Henson's view, conversation is a natural kind of interchange that 

occurs between people who might or might not know each other well. This 

form of discourse is "on the move," constantly changing directions and 

responding to the participants' desire to explore numerous topics. In classrooms, 

this type of talk develops bonds between students and between teachers and 

students. Storying is another distinct fonn of discourse. As people share stories 

about themselves, they let others know who they really are. The process of 

storying promotes a feeling of connectedness between members of a classroom 

community. A third form of discourse, dialogue, is an essential part of the 

educational process for minority students who have become disenfranchised 

learners through inequitable treatment in the educational system. From a 

Freirian viewpoint, dialogue "involves looking critically at authentic problems 

from multiple points of view" (Henson, in press, p. 170). Students and teachers 

interdependently enter into a dialogue, mindful of the continuous goal of action 

and reflection. 

Ralph Peterson (1992) offers a different view of the kinds of talk found 

in learning communities. He distinguishes between discussion, story, 

conversation, and dialogue, each a necessary component in a collaborative 

learning environment constructed by students and teachers. Discussions 

involve a focused look at an issue or topic for the purpose of achieving a 

specific outcome. Through discussions, students make judgments, debate 

points, defend opinions, and reflect upon ideas in order to reach a conclusion. 

Story talk allows one person to enter into another person's world, by listening 

intently to the experiences shared. People come to know each other in 

extraordinary ways as they hear the events of another person's life. 
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Conversation entails both seriousness and playfulness as individuals engage in 

an intellectual adventure. No specific goal directs conversations as people 

willingly open themselves up to others. Dialogue, a fourth type of talk, occurs 

when participants join together "for the pUlpose of understanding, disclosing, 

and constructing meaning" (Peterson, 1992, p. 103). Through a process of 

critique and inquiry, people critically listen to and think with others. 

Based on these notions of the diverse types of talk necessary for 

community building in classrooms, I set out to define and clarify the various 

kinds of talk preservice teachers used in our class experiences with literature 

circles. I coded discussions for three forms of talk (conversation, story, and 

dialogue) by analyzing the eight literature discussions using a constant 

comparative method of coding (Glaser & Strauss, 1967). 

Conversation, Story, and Dialogue Across Three Distinct 

Literature Discussions 

Coding and clarifying forms of conversation, story, and dialogue across 

eight literature circles proved to be a complex task. In an effort to compare and 

contrast these three forms of talk, I selected three distinct literature discussions 

in order to examine the usefulness of different kinds of talk. I chose one 

discussion (Child of the Owl, Yep, 1977) that appeared to provide a look across 

all three forms of talk: conversation, story, and dialogue. A second literature 

circle (Island of the Blue Dolphins, O'Dell, 1960) seemed to contain two kinds of 

talk: conversation and dialogue. A third literature discussion (Now One Foot, 

dePaola, 1980 and Storm in the Night, Stolz, 1988) appeared to offer a look at 

two other forms of talk: conversation and story. 
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While I expected these three discussions to provide evidence of many 

distinct features, I also expected them to show some similarities. Commonalties 

and differences were explored across five characteristics of talk: degree of 

participation by group members, topics or issues examined, role of story, tone of 

dialogue, and outcomes of discussions. These features were compared across all 

three literature circles in order to determine distinguishing characteristics of 

conversation, story, and dialogue. 

Degree of Participation 

I began this analysis by looking at the number of group members and 

their degree of participation across the three literature circles. I noted five 

preservice teachers took part in each of the discussions. During the literature 

circle on Child of the Owl, four of the five students participated continuously; 

during the discussion on Island of the Blue Dolphins, three of the five students 

actively participated; likewise three of the five students participated 

continuously during the literature circle on Now One Foot and Storm in the 

Night. 

Topics or Issues Considered 

As I considered the topics or issues examined during these three 

discussions, I noticed authentic concerns were examined through dialogue 

during Child of the Owl and Island of the Blue Dolphins literature circles. Loss 

of ethnic identity was a critical concern for Bev, Candice, Leyda, Nora, and 

Shannon, participants at the Child of the Owl discussion. 

L: I never realized about color until I came to the United States. I 
never realized that there were different colored people. I thought 
everyone was the same. When you come here, people look at you by 
your color. So I can identify with [Cassie] and her trying to find her 
identity. After living here, you lose your identity to some degree. 



S: She didn't know any of that. That's what intrigued me, how she 
gradually transfonned and took on the culture of the Chinese. 
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L: But that's something you never lose. You have it forever. You may 
adapt to another one but you always ... 
C: I think you can lose it. 
L: You think you can? 
C: I think there were people in this book who were trying to. The 
older people couldn't forget the old ways... I don't think you can lose 
who you are on the outside but I think you can lose a culture really 
easy ... 

These five students continued to explore this issue throughout the 

remainder of the literature circle. Several of them expressed a personal struggle 

to regain lost identity. A utilitarian versus an ornamentational valuing of goods 

across societies was a concern for Jean, Kimberly, Michele, Sandy, and Virginia. 

While this issue was not critical in the same way as loss of ethnic identity, these 

five students shared diverse viewpoints as they discussed Island of the Blue 

Dolphins. 

Role of Story 

The role of story was quite different across the two literature circles 

where participants related personal stories. In the discussion on Now One Foot 

and Stonn in the Night, stories were used as a means to continue the 

conversation. They helped the five preservice teachers (Candice, Cynthia, 

Kimberly, Nora, and Vivian) get to know each other better as they shared their 

childhood experiences with grandparents. 

V: Well I liked [the book] a lot because I spent a lot of time with my 
grandparents growing up. I was like my grandfather's favorite so I 
was always there on Friday night or I'd stay the whole weekend ... 
C: Ya I'm real close to mine. I still am. I used to walk there from 
kindergarten ... 



-------------
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Throughout the literature discussion, students continued to share short 

stories about a favorite or difficult experience with a grandparent. In contrast, 

students discussing Child of the Owl used stories to state or clarify their 

different points of view and to continue or change the conversation. A closer 

look at the stories told during this later discussion revealed a majority were 

embedded within dialogue. 

Tone of Dialogue 

The tone of dialogue in the two literature discussions containing this less 

frequent form of talk included a certain amount of disagreement. Diverse points 

of view between group members initiated the literature circle on Child of the 

Owl; different points of view between group members were shared near the 

beginning of the discussion about Island of the Blue Dolphins and again during 

the last third of the discussion. Jean, Kimberly, Michelle, Sandy, and Virginia 

explored their different views of utilitarian and ornmentational goods as they 

considered the struggles of the Native Americans, overpowered by Aleut 

(Russian) tradesmen. 

V: I'm wondering why ... jewelry would be a fair exchange for otter 
skins. I mean, what kind of goods are those? What can they do with 
them besides maybe trade them? 
S: Well she treasured them. They were beautiful... They were round 
and it took a lot of work. 
V: The reason they [Native Americans] were letting them [Aleuts] 
hunt there was so they could get something in return. I can hardly 
see where jewelry is anything worthwhile. 
J: Well kind of because they had the essentials of living and life. They 
had plenty of food... but they didn't have pretty things... just 
ornamentational type things ... 
V: Their skirts ... 
J: But still [they were for] utilitarian purposes. I mean they didn't 
have anything strictly ornamentational. 
V: Her sister had pierced ears. 



----~--------
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Through this discussion, several points of view pushed students to 

reconsider their prior perceptions of this Native American adventure. The goal 

was not to agree with each other; the goal was to come to a greater 

understanding of the story for their own purposes. Both of the literature circles 

that contained dialogue were about chapter books. The discussion with no 

dialogue on Now One Foot and Storm in the Night (picture books) showed 

group members adding their personal experiences to stories shared by other 

group members. 

Outcome of Discussions 

As I considered the outcome of these discussions, I noted how preservice 

teachers had not arrived at solutions to questions posed during dialogue at the 

close of the literature circles on Child of the Owl and Island of the Blue 

Dolphins. The fact that uncertainties remained was a logical outcome of a 15 to 

20 minute discussion on significant issues. At the close of the literature circle on 

Now One Foot and Storm in the Night, preservice teachers had received 

responses to questions posed during their discussion. 

Figure 8 presents a summary of the three literature discussions. Each 

literature circle is coded line by line for students' use of conversation, story, or 

dialogue (C = conversation, S = story, D = dialogue). Numbers change when a 

new topic is considered by a group member. Phrases provide a summary of the 

topics, issues, or concerns explored by the preservice teachers. 



Child of the Owl 

C-1 Identify with char. 
S-2 Immigration to U.S. 

D-3 Loss of ethnic 

S-2 

identity 

(6 diverse 
viewpoints) 

C-4 Examine main 
character's struggles 

D-3 (Question posed) 

S-2 
D-3 
C-5 Age appropriateness 

of book 

C-6 Gambling, father's 
problems 

C-5 
D-7 Focus on ethnic 

differences or simii. 
S-8 Enjoyment of book 
D-7 
C-9 Symbolism of owl 
D-7 
C-9 

0-3 

(3 diverse 
viewpoints) 

S-lO Language loss 
0-3 
C-11 Minor characters 

examined 
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Island of the Blue Dolphins Now One Foot & 
Storm in the Night 

C-1 Purpose of lit. 
circles 

C-2 Descriptive writing 
of author 

C-3 Inconsistencies in 
story line 

C-4 Girl's violation of 
religious beliefs for 
survival purposes 

C-5 Consider alternative 
story ending 

C-6 Struggle to survive 

C-7 Keeping track 
of time on island 
while alone 

C-8 Age of main char. 
C-9 Historical basis of 

text 

C-4 

C-I0 Comparison to similar 
bookJintertextuality 

C-4 

D-l1 Utilitarian vs. 
omamentational 
goods in societies/ 

S-1 Visits to grandparents 
C-2 Importance of grandp. 

relationship 
C-3 Death of grandparents 
C-4 Comparison to similar 

bookJintertextuality 
C-5 Child's love of stories 
C-6 Health problems of 

elderly, stress on family 
S-7 Older children as care

takers of elderly parents 
S-8 Long-term vs. short

term memory of elderly 
S-9 Medical reasons behind 

loss 
C-I0 Loss of memory 
S-9 

C-ll Didactic nature of book 
C-12 Chars. helping each 

other 
C-13 Quality of illustrations 

S-14 Adult vs. child view of 
life cycles 

C-2 
S-15 Relationship with 

grandp. 
S-16 Similarities between 

grandmother and grandch. 
S-17 Humorous tales about 

grandparents 
C-18 Thru books, 

understand importance 
of grandparent 
relationship 

C-13 



Figure 8 - Continued 

Child of the Owl 

C-12 Main character's 
struggles to find 
herself 

C-5 
C-13 Family interactions 

during crisis 

C-14 Respect for elderly 

S-15 Grandparentl 
grandchild interact. 
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Island of the Blue Dolphins Now One Poot & 
Storm in the Night 

Socio-economic 
value of goods 

(9 diverse 
perspectives) 

D-l1 

S-19 Responses to another 
book about death 

C-13 

S-19 Sketching responses 
C-20 Sketching responses 
C-21 Clarify class responses 
S-19 

C-21 Horror of war 
C-22 Describe another book 

C-22 

Figure 8. Conversation, story, and dialogue across three distinct literature discussions. 

Looking across preservice teachers' use of conversation, story, and 

dialogue, this figure helps to clarify contrasting features. Dialogue in the 

discussion on Child of the Owl repeatedly returned to one central issue (loss of 

ethnic identity). Group members went back to this concern three separate times 

throughout the discussion. The dialogue in the discussion on Island of the Blue 

Dolphins is preceded by conversation that skirts around the issue under group 

consideration (utilitarian versus ornmentational goods in society) several times. 

In the latter fourth of the literature circle, the problem is addressed directly. 

The number of topics addressed by each group indicates, to some extent, 

the type of talk utilized. Students in the group discussing Now One Foot and 

Storm in the Night used conversation and story to consider 22 topics of interest. 

The five students in the group discussing Island of the Blue Dolphins used 
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conversation and dialogue to explore 11 topics of interest. Students in the 

discussion on Child of the Owl examined 15 topics of interest. Conversations 

seem to consider numerous topics while dialogue seems to focus more closely 

on several issues of concern. 

This analysis of three different literature discussions presented insights 

into characteristics of the kinds of talk used by students during literature circles. 

Conversation served as a sort of maintenance form of talk to facilitate the 

consideration of many topics. Story was used to either share personal 

experiences or to clarify a perspective expressed during a focused discussion. 

Dialogue was manifested through talk that presented diverse perspectives on an 

authentic issue. Multiple viewpoints shared in order to expand others' 

perspectives on culture was a vital component of dialogue. 

Similarities and Differences Between 

Conversation, Story, and Dialogue 

I continued to look for similar and different features of conversation, 

story, and dialogue across the eight literature circles. Based on the comparison 

of the three distinct literature discussions, I iooked for additional features of 

each kind of talk. 

In an effort to look more closely at these various forms of discussion, I 

coded each line of the eight literature discussions as either conversation, story, 

or dialogue. I discovered that two-thirds of the talk was characterized as 

conversation while story and dialogue occurred much less frequently. Four of 

the eight literature discussions showed no evidence of students engaging in 
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dialogue. One discussion showed no signs of storying. 

Throughout the coding of story, I was puzzled by the number of times 

students shared personal stories in the midst of dialogue. In order to take a 

closer look at stories, I re-coded the transcripts for every instance of storying 

within dialogue (three literature discussions). I discovered that 76 percent of 

the lines coded as story were related to the dialogue. This led to a broader look 

at storying and its usefulness in terms of contributions made to dialogue. Story 

was employed continuously by preservice teachers as a way to present 

divergent perspectives in the midst of dialogue. Results from a line by line tally 

of all three types of talk used by preservice teachers offer an overview of the 

eight literature circles (see Figure 9). 



Type of talk 

Multicultural books 

A. Child of the Owl 

B. Bridge to 

Terabithia 

C. Island of the 

Blue Dolnhin 

D. I Hate English 

E. Dancing Teepees 

F. Tortillitas Para 

Mama 

O. Now One FootJ 

Storm in the Night 

H. Mufaro's Beautiful 

Daughters 

Mean 

Conversation 

54% 

82% 

69% 

50% 

71% 

33% 

49% 

86% 

62% 

Conversation 
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Story Dialogue 

12% 

1~ 

18% 

0% 

32% 

5~ 

29% 

27% 

7~ 

51% 

14% 

23% 

Story 

34% 

- - - (11~) - - - 45~ 

0% 

31 % 

18% 

- - - (27~) - - - 45~ 

0% 

40% 

- - - (20~) - - - 60~ 

0% 

0% 

15% 

Dialogue 

Role of Story - 3 discussions with conversation, story, and dialogue - 19% out of24 % 

(total story talk time) part of dialogue talk 

or 

76% of story talk part of dialogue talk 

Figure 9. Talk at literature discussions characterized as conversation, story, or dialogue. 
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Based on this line by line analysis of the eight literature discussions, 

distinct features of each fonn of talk began to emerge more clearly. Using 

Henson's (in press) and Peterson's (1992) descriptions of the kinds of talk useful 

for community building in classrooms, I searched for similar or distinct features 

across the eight discussions. As I read and re-read the literature discussions, 

features of one fonn of talk emerged from one discussion and I searched for the 

same or distinct feature in other discussions. As commonalties and differences 

were uncovered, characteristics of each fonn of talk were slowly distinguished. 

My purpose was to clarify the usefulness of each fonn of talk at literary 

discussions designed to expand preservice teachers' multicultural 

understandings. Fourteen characteristics were considered separately in an 

effort to shed light on the distinctive properties. Figure 10 outlines these 

features. 



CONVERSATION STORY DIALOGUE 

Ii'requency 
Of Tall{ 

Familiar, common Uncommon Rare 

Purpose Building community Building 
community 

Creating inter
dependent 
community 

Participants! Acquaintances or 
co-learners willing to 
risk sharing 

Cultural 
Pluralism 

Topics 
Examined 

Not required 

Numerous 

Viewpoints/Most often one 
Explored 
Role Of 
Story 

Used to continue 
conversation 

Co-learners willing to Co-learners willing 
risk sharing personal to risk divergent 
experiences thinking 
Not required but Useful for 
useful providing diverse 

perspectives 
Personal or authentic 
dilemma 
Single or 
multiple 

Authentic 
dilemma/concern 
Multiple 

Used to continue talk or/Used to present 
dialogue another view 

of topic or issue 
Manner Unpredictable, Predictable Continuous, 
In Which rapid change story genre or focus intense focus 
Topics in topic on single topic on single 
Explored issue 
CharacteristicslInteractive Interactive or Transactive, 
of transactive new knowledge 
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Thin~I{~in~&:"----::-:-______ ---,-____ ~:--_~ge'7'n"""e",-,ra",,,ted=-___ _ 
Tone Often agreements, Agreements or dis- Disagreements, 
Of The adding to others agreements, contributing/offer diverSe view 
Tall{.-:::-__ -':s:7ta"""te"7m'"'-'e"""n....,ts<-:-___ ~y~o<.>:u"-r..l<p7'er'""'s""'on.....,a7_l-'"e=xp~e=r.!-. """""'7fo"=r_"'co=ns~id:='e=r7'at=io=n!.--
Use of' Sharing prior Re-seeing prior After reflection, 
Prior understandings experiences for think & act 
Knowled&:e learning in new ways 
Goal To converse or To problem solve or To exchange ideas 

Outcome 
Of' Tall{ 

Questions 

problem solve problem pose through problem 

Closure on topics 
possible 

Answered 

through stories posing & solving 
Closure possible or Uncertainties 
uncertainties remain remain, anomalies 

still exist 
Answered or 
unanswered 

Unanswered 
questions promote 
further inquiry 

Figure 10. Similarities and differences between conversation, story, 
and dialogue. 
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Each of the 14 distinguishing features of conversation, story, and dialogue are 

explored individually. 

Frequency of Talk 

The most frequent form of talk used during the preservice teachers' 

multicultural literature discussions was conversation. All of the eight 

discussions included some conversing while only four of the eight literature 

circles included dialogue. Storying also appeared to be an infrequent kind of 

talk employed during literature circles. Conversation was the most natural and 

common form of discussion due to students' familiarity with this kind of talk 

outside of literature circles (see Figure 9). 

Purpose of Talk 

All three forms of talk contributed to the creation of community. Talk 

was one essential way for preservice teachers to gain a sense of belonging in 

the class. There was a dual goal (and problem) of creating a dependency and an 

interdependency amongst students. Conversations built relationships and a 

support system amongst students so that dialogue, which created 

interdependence, was possible. Efren, Leyda, Liana, Max, Mia, and Teresa used 

a good deal of conversation before and after a dialogue about parent/child 

relationships in Mexican American versus European American families. In their 

discussion of Tortillitas Para Mama, a book of Latin American nursery rhymes, 

they examined the usefulness of translations and other interests through a 

conversation. 

Ma: I made a point of reading the whole [book] in Spanish before I 
read it in English and I was pretty disappointed with it in English. 
T: It doesn't translate ... 
Ma: Sometimes I wonder about the value of translating these things. 
Mi: Va. 
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T: I could pretty much understand all of it but... like if there's a word 
I couldn't get, I'd look in English ... 
Le: Which one did you like? 
T: I liked the chocolate one [nursery rhyme]. 
Le: Me too. 
T: I thought that was fun. I also liked the little lullaby, the last one ... 
Mi: I liked that one too. 
T: Do you guys know the tunes to all of these? 

Through conversation, these preservice teachers were getting to know 

each others' bilingual abilities and each others' likes and dislikes. A different 

purpose for discussion. interdependence, was seen in discussions like Island of 

the Blue Dolphins where group members shared their different perspectives 

through dialogue and pushed everyone's thinking forward (see Tone of 

Dialogue in earlier section). 

Participants 

Literature circle participants who engaged in either conversation, story, 

or dialogue were co-learners willing to risk a process of sharing with others in 

order to promote further learning. What appeared to set dialogue apart was a 

willingness by co-learners to risk sharing divergent thinking which might not 

have been acceptable to other participants. One such discussion on Tortillitas 

Para Mama provided insights into preservice teachers' ability to take a risk by 

exploring different perspectives. This group of students examined the issue of 

cross-cultural styles of parent/child interactions by presenting opposing 

perspectives. 

Mi: I was reading [the book] with my kids. When we read this one, 
"Pretty Little Girl," we all just stopped. It was so far removed from 
my culture that we had to talk about it. I don't know. When she says, 
"I am small. I am pretty. I am my mother's pearl. If I soil my dress, 
She will beat me," I thought, man, it really shocked me ... 
T: You know but that's a translation. Maybe it's not that rough. 
Li: Right, I thought that too. 



- --------------

Mi: Well you tell us. 
Le: I could have identified [with] it. 
Mi: Did you? 

220 

Le: Because my mother would dress me up and I had to stay clean 
until she came out from the shower and got herself ready to go so I 
mean we had to stay clean for her. It's part of the culture. They want 
you to look clean. 
Ma: Ya that's true ... Even the poorest people, like in Mexico City, 
riding the bus or the subway, you see people who obviously don't 
have a lot of money. They're shirts are pressed. They're clean ... 

Efren, Leyda, Liana, Max, Mia, and Teresa were co-learners, trying to 

learn from each other's diverse backgrounds. Students' experiences were used 

to broaden other group members' understanding. 

Cultural Pluralism 

The discussion on Child of the Owl helped to clarify the usefulness of 

cultural pluralism. Five preservice teachers (Bev, Candice, Leyda, Nora, and 

Shannon) used their varying ethnic and age perspectives as they considered 

multiple views of one issue (losing one's ethnic identity). Leyda shared her 

immigrant perspective throughout the discussion; Nora and Candice shared 

their bilingual perspectives; Bev and Shannon shared their European American 

perspectives. At times, other literature discussion groups did not chose to share 

their various perspectives in order to promote further understanding of the issue 

being considered. Unlike dialogue, conversation did not require the sharing of 

diverse perspectives. 

Topics Examined 

The number of topics examined by different literature groups 

significantly varied. A literature circle on Bridge to Terabithia explored many 

ideas related to the friendship of a 10 year old boy and girl. Topics discussed by 

Cynthia, George, Jennifer, Kim, and Liana included their emotional responses to 
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the book, guilt felt by the main character (Jesse), sibling relationships, 

parent/child relationships, the trauma of moving, teasing between children, 

Jesse's strength, life in the country, childhood friendships, and family life. 

Likewise, a discussion on I Hate English explored many ideas besides the 

struggles of learning a second language, but the group made repeated attempts 

to go back and re-examine this one central issue from various angles. They felt 

a need, as future teachers of non-English speakers, to explore this issue of 

second language learning using their diverse experiences. They risked sharing 

nine perspectives on the issue of second language learning over the course of 

their 20 minute discussion. They also utilized their views on ethnicity and 

education throughout this dialogue on second language concerns. 

Viewpoints Explored 

Preservice teachers' dialogue appeared to make use of the multiple points 

of view available when investigating a single topic in depth. Conversation, in 

contrast, appeared to examine numerous topics from a single point of view. The 

nature of story seemed to involve either the nr.ed to examine one concern 

through multiple perspectives (as seen in the I Hate EngJish discussion) or the 

need to consider several topics from one or two perspectives (as seen in the 

Bridge to Terabithia discussion). 

Role ofSto~ 

Stories were told for one of two purposes. Most often, personal 

experiences were shared as a way to continue conversations. However stories 

also provided a way for students to present a divergent perspective (see 

explanation of story's role in earlier section). 
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Manner in which Topics Explored 

While students' conversations seemed to change course frequently, their 

dialogue showed continuous efforts to gain a greater understanding of a single 

topic. Conversation occurring during a discussion of Dancing Teepees took 

numerous unpredictable turns, whereas the dialogue on Child of the Owl kept 

returning to the concerns of group members about the loss or maintenance of 

ethnic identity. As Andrea, Jennifer, Marcia, Sandy, and Virginia discussed the 

Native American poems in Dancing Teepees, they briefly examined each of 

these topics: the nature of poetry, their favorite poems in the book, Native 

Americans' ties to nature, the artwork of the illustrator, and mannerisms of Native 

Americans. These topics were briefly discussed during the first third of their 

literature circle. The short amount of time spent on each topic did not allow 

them to delve into any of these topics from several perspectives. 

Characteristics of Thinking 

Another separate feature paralleled these differences. Conversations, 

characterized by the consideration of many topics, were more interactive in 

nature, as opposed to dialogue, where the goal was a transaction amongst group 

members. Interaction was seen as a willingness to converse with others for 

learning, while transaction was prompted by a need to come to a greater 

understanding of a central concern (see discussion on Child of the Owl in earlier 

section). While both interaction and transaction showed signs of a desire to 

exchange ideas, the level of intensity in the exchange was different. 

Tone of the Talk 

There were significant differences in the tone of the talk across literature 

circles. Three of the four discussions that included dialogue showed evidence 
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of strong disagreements between group members. A discussion about Island of 

the Blue Dolphins amongst five students (Jean, Kimberly, Michele, Sandy, and 

Virginia) involved several disagreements between co-learners (see earlier 

discussion on Tone of Dialogue). There did not seem to be a need for consensus 

on the topics explored. This discussion offered an occasion where group 

members could share their thoughts and formulate new ideas. Feedback from 

others was constructive but not did necessarily indicate agreement. 

Conversation, on the other hand, appeared to be a time when several members 

contributed their ideas, adding on to statements made by others. Storying 

showed similar signs of students contributing personal experiences in order to 

promote further discussion. 

Use of Prior Knowledge 

All three forms of talk provided preservice teachers with an opportunity 

to share their prior knowledge. Conversations seemed to go no further than 

revisiting past understandings. Stories helped students and others re-see prior 

experiences for the purpose of learning, while dialogue pushed them to reflect 

and later act in new ways. Based on the divergent ideas presented on a single 

issue, preservice teachers were pushed to think and act in different ways after 

hearing classmates share their opposing views. The six preservice teachers who 

discussed Tortillitas Para Mama showed their willingness to share diverse 

perspectives on child-rearing practices (see earlier discussion in section on 

Participants). Perspectives from inside and outside the Mexican American 

culture provided contrasting views of parent/child interactions. While Efren, 

Leyda, Liana, Max, Mia, and Teresa did not indicate any immediate changes in 
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their views, this occasion for dialogue provided them with new perspectives for 

further reflection. 

The goal of conversation seemed to be either problem solving or 

conversing as a way of getting to know others. On the other hand, students 

engaged in dialogue were intent upon problem posing and solving. It was not 

realistic to expect an issue as large as the struggles of second language learners 

(I Hate English discussion) to be solved in a 20 minute discussion. However 

after hearing other students present differing perspectives, it was plausible for 

students' thinking to be altered. Billie, Cynthia, Jennifer, Linda, and Melissa 

indicated their willingness to hear multiple perspectives on the issue of learning 

a second language. 

B: Well I think we need to learn that if anybody is staying in this 
area, you'll run up against bilingual people who have very 
rudimentary English skills... If nothing else, I really learned how they 
feel on the other side of the spectrum with the foreign language. 
J: Well I've been to Mexico a few time and it's just like that. I can 
understand pretty much everything they're saying and I'm real 
intimidated to speak because they definitely make fun of you when 
you don't say something right... It's rough when it's against you ... 
B: Now I truly admire anybody with another language, like now at the 
Olympics... the fact that they're trying so hard... I know my daughter 
in her first grade class has a little boy who speaks very little English. 
No English is spoken at home and he has dealt with this problem by 
shutting himself away ... 
J: I taught in an ESL class this summer and a couple of them, they're 
geared towards SpanishlEnglish ESL... and there was a little Korean 
kid and a Japanese kid in our class and nobody could help them ... 
They just blocked themselves off... 
C: They will come out of themselves. My daughter has a real good 
friend whose family was Chinese and they spoke hardly any English ... 
That first year [here], she could hardly speak. .. but she was absorbing 
everything and the second year she was carrying on conversations ... 
But I'm sure that first year was hard for her but she was picking up 
and absorbing ... 
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B: Which is a lot like... When she [main character in I Hate English] 
starting speaking ... she was just absorbing it like a sponge ... 
L: We had a little girl at the day care like that too. When she first 
came, she spoke no English at all and you talk to her and she just 
smiled and stuff and now ... she started coming out. 
C: I think it must be particularly hard for a kid who comes from an 
Oriental language because everything is so different. .. 
J: That's like people who go to Mexico for two years and they come 
back totally fluent ... 

This dialogue about the book I Hate English provided an opportunity for 

preservice teachers to reflect on their prior experiences with second language 

learners and consider different perspectives on the long-term process of 

acquiring a new language. Several group members challenged others to 

reconsider their experiences and beliefs about learning a second language. This 

occasion to exchange ideas and problem pose pushed preservice teachers to 

begin thinking about this issue in broader ways. 

Outcome of Talk and Questions 

The results of each of type of talk were different. Closure was quite 

possible with conversation. One literature discussion consisting of 86 percent 

conversation provided a setting for students to examine many topics, share prior 

understanding, and pose and answer questions. As Darlene, Jean, Kim, Lisa, 

Nora, and Virginia closed their discussion about Mufaro's Beautiful Daughters 

(an African folktale), they reviewed the book and made final, overview 

statements. 

J: There are all kinds of folktales ... They all have a moral or 
something. 
L: Or a lesson ... 
V: What's the moral of this one? 
Several: Be nice, be nice (laughter). 
L: Well they were fighting over the king but it turns out the king 
made a mistake. 



V: They weren't really fighting, were they? 
K: No she [the youngest daughter] was just mean ... 
L: She was mean and she didn't want her sister ... 
K: Well she knew her sister was better liked by her father. 
J: It says in the end that they were both beautiful daughters. 
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V: That's different from a Cinderella tale because Cinderella was the 
only one that was in rags. She was in rags where her step-sisters 
were in beautiful clothes but they were ugly. 
J: I guess so. The main thing, the main lesson was that no matter 
what your circumstance, because they were kings, they were already 
well off ... 
K: I thought it was just be nice, you know? 
J: Uh-huh. 
L: The reward came from being nice. 

Closure of this discussion ended with summative statements that 

compared this folktale to another similar tale and provided an explanation of the 

didactic nature of this story. On the other hand, dialogue, initiated by the need 

to explore an authentic dilemma, did not lend itself to a quick, simple closing. 

During the discussion of Tortillitas Para Mama (see earlier discussion on 

Participants), group members considered diverse perspectives on child-rearing 

practices. They did not leave the discussion with specific answers but with new 

perspectives to ponder in the future. Since this dilemma was not one with easy 

solutions, students seemed to only begin to explore the various issues 

surrounding this concern. Anomalies which could promote further dialogue still 

existed at the end of the time set aside for this literature discussion. 

Unanswered questions continued to push everyone's thinking after the actual 

discussion was completed. Questions brought up during other conversations 

were usually answered; questions explored during a dialogue remained 

unanswered, thereby promoting further inquiry. 

Through the exploration of the 14 distinguishing characteristics of 

conversation, story, and dialogue which emerged from the data through 
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analysis, I began to reflect on the generative nature of dialogue for expanding 

students' multicultural knowledge. While conversation was useful for 

maintaining the talk and provided an opportunity to explore questions, and 

story offered some moments to consider multiple perspectives, dialogue 

repeatedly presented learning opportunities oriented toward problem posing 

and problem solving. 

In coming to a clearer understanding of these three kinds of talk, each 

useful for its own purpose during literature circles, I was still intrigued by the 

unusual nature of dialogue. This uncommon form of talk appeared to be the 

most productive type of discussion for expanding preservice teachers' 

orientation toward multicultural. During dialogue, students seemed willing to 

risk sharing their different perspectives in order to generate new 

understandings. I chose to examine the three literature circles which contained 

all three types of talk and focus specifically on how the dialogue provided a 

way for students to explore a broader orientation toward multiculturalism. 

Dialogue 

To take a closer look at the process of dialogue in literature circles, I 

examined the three discussions which contained conversation, story, and 

dialogue: Child of the Owl, I Hate English, and Tortillitas Para Mama (see Figure 

9). Specifically, I looked at how the three discussions centered around one 

issue of significant concern to group members. Each discussion was examined 

separately in an effort to investigate how preservice teachers used their 

perspectives to gain a greater understanding of multiculturalism. 
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The first literature circle involved five students responding to Child of the 

Owl. Bev, Candice, Leyda, Nora, and Shannon explored the loss of ethnic 

identity in response to a chapter book about a Chinese American girl's struggle 

to regain her lost ethnic heritage. Their discussion opened with one preservice 

teacher (Leyda) sharing her struggles as a Panamanian immigrant. Since arriving 

as a child, she had stmggled to maintain her Hispanic identity. This story 

prompted diverse responses from other group members as to whether it was 

possible to lose one's ethnic heritage. Disagreement was evident throughout 

several portions of the literature discussion. This group's goal was not 

consensus; there was a willingness to tackle this contemporary issue from 

various viewpoints. 

The entire literature discussion was not focused only on this issue. A line 

by line coding of the talk as conversation, story, 01' dialogue revealed that 54 

percent of the discussion was spent conversing about related or unrelated 

topics (see Figure 9). However several members kept re-directing the group's 

focus back to this central issue throughout the 15 minute discussion. No 

answers were agreed upon during the dialogue. In fact the literature discussion 

ended with Nora sharing another example of the loss of a second language. 

Figure 11 offers an outline of the various viewpoints presented during the 

dialogue about the possibility of losing ene's ethnic identity. (Each number 

from 1-15 indicates the order of presentation of each perspective.) 
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15 - Parental fears of 1 - Working to discover 

teaching children native one's ethnic identity 

language because of 

language stereotypes 2 - Inability to lose 

ethnic identity, 

14 - Grandparents' inability to pass on adaptation possible 

ethnic traditions because of mily 

disintegration throughout V. today 

13 - Efforts needed to learn '
about one's ethnic culture I ~ 

3 - Ability to lose 

/ ethnic identity 

/4 - Desire to lose 

~~ ethnic identity ~ LOSS OF 

12 - Lack of ethnic cultur_ -,e:-_-:~~ <IlII!-.(:---~~ 5 - Pride in 
IE 

for European American ETHNIC IDENTITY ethnic 

children / "" heritage 

11 - Emphasizing positive 6 - Lack of desire 

aspects of diversity through 

multicultural books 

1 0 - Need to examine 

similarities, not just differ 

across ethnic cultures 

9 - Learning about 

diverse ethnicities thru 

multicultural books 

learn about 

ethnic heritage 

7 - Grandparents as 

storytellers, passing on of 

traditions through stories 

8 - Emphasis V.S. culture places 

on ethnic differences, lack of 

emphasis by other countries 

Literature discussion on Child of the Owl, Yep (1977) 

Figure 11. Dialogue showing the use of diverse perspectives to explore losing 
one's ethnic identity. 
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The perspectives on culture used most frequently by Bev, Candice, 

Leyda, Nora, and Shannon were ethnicity, age, education, and family. These 

five members used societal, personal, and professional perspectives to consider 

the issue of losing one's ethnic identity. The lack of resolution at the close of 

this literature circle left group members with no specific answers but a good deal 

to ponder as new teachers. 

In another literature discussion on I Hate English, Billie, Cynthia, Jennifer, 

Linda, and Melissa examined their concerns relating to the difficulty of learning 

a second language. This story centers around a Korean American immigrant, 

encountering conflicts in her first elementary school experience in a new 

country. Her hostile feelings toward life in the United States prompted these 

preservice teachers to explore their own feelings about bilingualism and the 

process of learning a second language. 

Half of the talk at this discussion was labeled conversation, while story 

was also coded frequently as a means of presenting another perspective for the 

group's consideration (see Figure 9). Bilingualism is a local community issue 

which significantly impacts Tucson's educational system. A first grade 

classroom which was part of our class cross-age pen pal exchange (another 

course experience) provided first hand opportunities for these preservice 

teachers to examine bilingual education. 

Throughout this discussion, group members shared stories of personal 

struggles with bilingual learners and their own attempts to learn a second 

language. The highly personal nature of this discussion prompted the sharing of 

diverse perspectives. At the end of this twenty minute discussion, students had 

arrived at no concrete solutions to the bilingual dilemmas facing schools in 
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Tucson. They had heard others' experiences which showed positive and 

negative aspects of second language learning. Figure 12 provides an overview 

of the perspectives shared during the dialogue about learning a second 

language. (Each number from 1-9 indicates the order of presentation of each 

perspective. ) 

1 - Reconsidering struggles of 

bilingual speakers in Tucson 

through multicultural books 

9 - Unconscious and conscious 1 2 - Intimidation of 

efforts to learn / 2nd lang. learners 

2nd lang.~ by 1st lang. speakers 

8 - 2nd lang. LEARNING A 3 - Empathy for 

immersion programsE > ~ .;.. 2nd lang. learners 

for learning SECOND LANGUAGE promotes personal 

new language ~ 2nd lang. learning 

7 - Complexity of / 4 - Frustrations of 2nd. 
Oriental vs. English lang. students in 

language learning 

6 - Comparing language 
learning to slow process of 

absorbing language like a sponge 

monolingual and 

bilingual classrooms 

5 - Long-tenn (not short-tenn) 

process of learning 2nd. lang. 

Literature discussion on I Hate English, Levine (1989) 

Figure 12. Dialogue showing the use of diverse perspectives to explore learning 
a second language. 
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Billie, Cynthia, Jennifer, Linda, and Melissa used their language and 

education perspectives most frequently during this literature circle. One 

distinguishing feature of this discussion was the group members' use of story to 

continue dialogue. One fifth of the talk was coded as dialogue. However if the 

stories shared to support dialogue were coded as dialogue, nearly half of the 

discussion time can be considered dialogue (see figure 9). Disagreements 

characterized some of the talk at this literature circle. Closing comments did not 

present answers; anomalies provided further opportunities for inquiry. 

One other discussion on Tortillitas Para Mama offers a third example for 

investigating the role of dialogue. Efren, Leyda, Liana, Max, Mia, and Teresa 

considered their different views of parent/child interactions across ethnic groups 

during this literature circle. Latin American nursery rhymes and songs are 

shared in English and Spanish through this picture book. Mia initiated the 

discussion by expressing her shocked response to one of the poems included in 

the book about a mother spanking (beating) a child if she got dirty. Her 

perspective, outside the Mexican American culture, was juxtaposed with several 

opposing perspectives, from an insider's and outsider's point of view (Leyda and 

Max). 

This literature circle, similar to the discussion about Child of the Owl, was 

initiated through the presentation of several opposing points of view for group 

consideration. While Mia was not able to resolve her understanding of a Latin 

American nursery rhyme in 20 minutes, she heard perspectives that offered 

another look at her questions. This cross-cultural experience via the reading of 

a multicultural book could not be resolved through the use of her own 

perspective on culture. It required a stepping outside of her view of child-
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rearing practices. Figure 13 offers an outline of the viewpoints shared during 

the dialogue about parent/child interactions. (Each number from 1-12 indicates 

the order of presentation of each perspective.) 

1 - Recognizing diversity between 
personal family experiences and 
family interactions portrayed through 
multicultural book 

12 - Current use of 
these rhymes 
by Hispanic children 

11 - Loudness masks ~ 
genuine warmth, view 
from within Hispanic cultur 

~ 

2 - Questioning accuracy of 

J 
Spanish translation 

3 - View of cleanliness from 
7in Hispanic families 

10 - Loudness and PARENT I CHILD 4 - View of cleanliness 
harshness of Spanish (' ) ~ from outside Hispanic 
speakers INTERACTIONS families 

~ 
9 - Child's vs. adult's I 
view of spanking 
within family 

8 - Childhood memories 
of singing rhymes with 
grandmother in Mexico 

'5 -Historical context of 

\ 

traditional Hispanic 
nursery rhymes 

6 - Numerous references to 
violence in traditional Hispanic 
nursery rhymes 

7 - Clarify meaning of confusing, 
violent word for 2nd lang. speakers, 
spanking not beating 

Literature discussion on Tortillitas Para Mama, Griego (1981) 

Figure 13. Dialogue showing the use of diverse perspectives to explore 
parent/child interactions. 
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Efren, Leyda, Liana, Max, Mia, and Teresa repeatedly used their 

viewpoints about ethnicity, language, family, and history to explore questions 

raised by group members. Unlike the two previous literature circles, an insider's 

and outsider's perspective were both available. Leyda and Efren provided an 

insider's view; two other students' knowledge of the Latin American culture 

provided a cross-cultural view; Mia and Liana provided an outsider's view. 

Individuals from two separate worlds of thought dialogued about their differing 

perspectives on parent/child interactions. The goal of this exchange of ideas did 

not appear to lend itself toward a single answer; instead there was an effort to 

consider questions and work toward including these diverse ideas in their world 

perspective. 

Each of these three literature discussions provided a different look at the 

notion of dialogue. This form of talk seemed to be characterized by 

disagreements, the need to examine one multicultural issue at length, an 

exchange of opposing points of view, and the existence of unresolved 

questions. While conversation was useful for building community through the 

sharing of understandings, exploring numerous topics, and providing answers to 

question posed, dialogue (and often story) lent itself most readily to the 

production of new perspectives. Through dialogue, group members found an 

avenue for presenting opposing views. An intense focus on a single issue 

provided the time needed to hear many points of view. While students' ways of 

thinking and acting were not changed at once, these reflective discussions were 

an occasion to contemplate new ways of thinking and acting in classrooms and 

their own communities. Dialogue oriented preservice teachers toward the 
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future, since the ideas exchanged at the literature circles presented much food 

for thought in their role as future teachers. 

One possible reason for such a low percentage of dialogue across the 

eight literature circles was the fact that these discussions provided only one 

occasion to share responses to a literature book. Students need opportunities to 

converse first or "muck around" and explore their responses and various topics 

of interest (Short & Armstrong, 1993). If several occasions are provided to 

discuss a single book, students gradually clarify and begin to focus in on issues 

and concerns for themselves as learners. 

Dialogue in multicultural literature discussions was a concrete 

opportunity for students to engage in a process of learning about 

multiculturalism. This curricular engagement presented students with the 

complex task of personally valuing and using the multiple perspectives available 

from different cultures in order to broaden their orientation toward 

multiculturalism. By singling out literature circles as the most productive 

literacy experience that promoted broader multicultural understandings, 

preservice teachers acknowledged the power of talking about multicultural 

books in order to foster their pluralistic perspectives. Personal experiences with 

dialoguing about multicultural literature were useful for generating a critical 

consciousness of their world and work in classrooms. 

Question 3: Multicultural Issues and Concerns 

This last question was designed to present a broad look over course 

experiences in order to examine the preservice teachers' topics of interest about 

multiculturalism. I wanted to know what multicultural problems or questions 
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students considered as they worked to expand their multicultural knowledge. 

Just as my questions pushed this research process forward, I wondered what 

problems or issues pushed their learning about multiculturalism. 

In order to gain an overview of preservice teachers' multicultural issues 

and concerns, I analyzed two primary sources of data (roving dialogue journals 

and end-of-semester interviews). I posed the following research question to 

focus my exploration of the multicultural topics and questions considered by 

students. 

What are the multicultural issues and concerns identified by preservice 
teachers in a children's literature course? 

Three groups of roving dialogue journals were analyzed first since they 

offered a direct look at the questions and concerns raised by students 

throughout the semester. End-of-semester interviews were also explored for the 

students' self-perceived concerns relating to multiculturalism. A combined look 

at both data sources provided a broad examination of preservice teachers' 

multicultural issues and concerns. 

Dialogue journals offered preservice teachers an occasion to explore 

concerns, questions, and ideas about children's literature with two other 

students each week. During the first week of class in January, I divided the 32 

students into 11 journal groups of 3 people each. I selected a theoretical sample 

(Hammersley & Atkinson, 1983) of 3 of the 11 journal groups from the entire 

class. The 3 roving journals were read and coded for the multicultural problems 

examined by these nine preservice teachers. 

The three journal groups chosen for analysis represented the diversity of 

class members according to age, gender, language, and ethnic differences. The 
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first dialogue journal group, consisting of Candice, Marcia, and Mia, included 

two prolific writers and responders. They wrote over one hundred pages of 

correspondence to each other during the semester. Andrea, Cynthia, and Efren, 

the second journal group, did not find these written conversations as usefuL 

The third dialogue journal group included Kim, Shannon, and Teresa who 

regularly corresponded with each other. 

These three roving dialogue journal groups provided a cross-sectional 

view of the differences evident throughout all 11 of the journal groups. From 

the beginning of the semester, some of the preservice teachers felt more 

comfortable sharing their written thoughts with two other students and myself. 

Others did not feel as comfortable writing their reflections and therefore did not 

find this occasion for written discussions as useful. The more students chose to 

write, the more likely they were to explore a range of issues relating to children's 

literature. Topics considered by these preservice teachers included educational 

interests reaching far beyond multiculturalism. 

For the purpose of this analysis, I coded and categorized the multicultural 

concerns of these nine students. The most prolific writers (group 1) addressed 

the most multicultural issues and topics. A page by page examination of these 

three dialogue journal groups revealed students using approximately eight 

percent of their total journal writing time to explore questions concerning 

multiculturalism. Each group varied in their use of this written occasion to 

discuss multicultural issues. Figure 14 shows the diversity amongst the three 

groups. 
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Dialogue # of pages # of lines # of multi- % of total 
journal in dialogue addressing cultural writing 
group # journal multi-

. 
about Issues 

cultural explored multicultural 
issues issues 

1 
Candice, 114 726 46 4.0% 
Marcia, & 
Mia 
2 
Andrea, 40 58 6 11.1% 
Cynthia, & 
Efren 
3 
Kim , 62 127 13 9.6% 
Shannon, & 
Teresa 

Average amount of time spent writing 
about multicultural issues 8.23% 

Figure 14. Written conversation in roving dialogue journals. 

Through the analysis of over 60 issues addressed by these preservice 

teachers, I noted the frequent use of an educator's perspective to discuss 

multicultural concerns. They also utilized their ethnic or racial (personal) 

perspective quite often. To a lesser extent, students made use of their 

perspectives on history and language; even less often did they utilize their 

perspectives on age, exceptionality, family, nationality, or gender to explore 

multicultural concerns. The two most frequently used perspectives (educational 

and ethnic/personal) were examined in depth in order to gain a closer look at 

the problems of multiculturalism addressed by these preservice teachers through 

their roving dialogue journals. 
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To extend this exploration into preservice teachers' topics of interest and 

concerns regarding multiculturalism, I re-examined their end-of-semester 

interviews. As I reconsidered the various changes they noted in their 

orientation toward multiculturalism, I noted many similar points of interest across 

the interviews and dialogue journals. Two broad categories of issues and 

concerns evident in both data sources provided general areas to consider 

(personal and educational). Students were investigating dilemmas and interests 

about multiculturalism for themselves as learners and teachers. Within these 

broad areas, they considered how specific issues and concerns might impact 

their thinking outside of education and in their future elementary classrooms. 

The categories of interests generated from the dialogue journals 

(ethnic/personal and educational) served as a guideline to consider preservice 

teachers' concerns in the end-of-semester interviews. Comparisons were made 

across both data sources and major areas of multicultural issues were identified. 

Personal Issues and Concerns 

The personal nature of learning was highlighted by the number of 

concerns and dilemmas preservice teachers addressed relating to their lives 

outside the realm of education. As life long learners, separate from their future 

role within schools, students considered how one's definition of culture and 

multiculturalism, recognition of prejudice, and response to prejudice impacted 

their personal orientation toward our pluralistic society. These three major 

concerns, discussed in the roving dialogue journals and end-of-semester 

interviews, were explored more closely. Figure 15 provides an outline of the 

students' personal concerns and issues. 



Defining Culture and Multiculturalism 
Self-perceptions beyond ethnicity and race 
A perspective that includes diverse points of view 

Recognizing Prejudice 
Injustice in history 
Prejudice in classmates 
Intolerance in oneself and family 
Struggle and reflection within oneself 

Overcoming Prejudice 
Importance of multiple perspectives 
Alternative responses to prejUdice 
Informed viewpoints in order to confront intolerance 
Intolerance in family 
New understandings shared with others outside class 
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Figure 15. Personal issues and concerns considered through dialogue journals 
and end-of-semester interviews. 

These three areas of personal concerns are explored individually. 

Defining Culture and Multiculturalism 

Course experiences with multicultural literature urged students to 

redefine culture and multiculturalism for their own purposes as learners. Many 

students had a perception of culture or multiculturalism as something removed 

from their life experiences at the beginning of the semester. 

Initially I thought Spanish or Chinese were cultures (Melissa). 

I never thought about it before. I took the generic meaning of 
multiculturalism. It meant different from the dominant race (Mia). 

Preservice teachers' perceptions of culture and multiculturalism usually 

pertained to ethnicity or race alone. This narrow definition confined the 

usefulness of these concepts. Students slowly began to perceive of culture and 
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multiculturalism in broader, more inclusive terms and thereby recognize the need 

for mUltiple perspectives. 

[Multiculturalism] has to do with getting the perspective of everyone ... 
It's having a bigger awareness... I felt more comfortable starting with 
my own culture [exploring our own culture at the beginning of the 
semester]. Some people are ashamed of their own culture. If they are 
ashamed of their own, how will they open up to other cultures? 
(Nora). 

For Nora, self-knowledge was an act of empowerment. Understanding 

ones' place amongst others changed a person's perception of herlhimself and 

others. She recognized the political nature of "motivating people in their daily 

lives." Other preservice teachers also began to consider how a multicultural 

perspective could potentially change one's orientation and ways of thinking 

and acting in a pluralistic society. 

When we started class, I heard that word a lot [multiculturalism]. I 
thought it was things about another race because it seems like the 
whole world focuses on skin color differences. Now I look beyond to a 
whole lot of other things. It's how you were raised, how you grew 
up... [MuIticulturalliterature] can foster a feeling of tolerance and 
acceptance... [Multiculturalism means] accepting different behavior 
from someone else. It's that you could learn from different behavior 
(Jean). 

Changed ways of thinking and acting in the world were possible 

through the study of one's own and other cultures. Students spoke and wrote 

about the need to directly confront issues of multiculturalism. Cynthia spoke 

about how efforts to relate to other types of people could "broaden your sense 

of humanity." An expanded sense of community could alter a person's 

interactions at school, at home, and in the community. 



242 

Recognizing Prejudice 

The multicultural books I chose to read to the entire class on Tuesday 

afternoons were selected in order to push students' thinking on a variety of 

multicultural problems evident throughout society and schools. Preservice 

teachers repeatedly spoke and wrote about the difficulty they had in 

recognizing prejudice in themselves. The shock they expressed in responding 

to several books indicated the need to continue an exploration of injustice and 

intolerance. 

I really enjoyed Nettie's Trip South... One of the things I enjoyed 
most ... was that it was told through a child's eyes, Nettie's eyes. A 
child's eyes are so innocent, so forgiving. It seemed that Nettie 
couldn't believe what her eyes were telling her, what they were 
showing her. Her eyes could see no justification for what was going 
on, her eyes had no prejudices - the way things should be because 
prejudice is not genetic; it's inherited (Candice). 

Shannon's response to this same book about a Northern girl's journey to 

the South during slavery was similar to the impressions shared by Candice. "I 

think this story tells us that prejudices are learned" (Shannon). Recognizing 

and identifying intolerance in others and themselves proved to be a first major 

step in helping students begin to deal with negative attitudes toward diverse 

ethnic groups. Michelle spoke about her efforts to recognize and face the 

prejudice in her own family. 

My family has a cabin in Flagstaff and there are a lot of Hispanic 
people there... I remember the first time we went to Flagstaff, it hit 
me: my parents and both my grandparents are very prejudice. That's 
hard for me to deal with ... It's a battle within yourself (Michelle). 
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Mia wrote about her need to increase her multicultural knowledge in response 

to a book I shared in class about Native Americans' stmggles to overcome 

intolerance. 

I think I need to get my hands on some 'authentic' information about 
Native Americans. I am realizing how ignorantJilliterate I am 
regarding the culture. I have had very little exposure and feel like I 
need more before I can take a stand on something like the book 
Charlene read in class Tuesday [The People Shall Continue]. I still feel 
sorry - not guilty - about how the Native Americans were treated 
during the expansion into the country by Europeans. Someone I 
talked to about the book said that 'Indians are all so lazy.' My heart 
kind of sank to hear her say that. I wonder how much of the way 
they have been treated by 'our' society has to do with 'their laziness' 
(Mia). 

Recognizing prejudice in our nation's past was easy when compared to 

acknowledging prejudice amongst classmates. Multicultural knowledge seemed 

to be a key in helping Mia begin to deal with the frustrations she felt in 

response to viewpoints expressed by another class member. The statement 

"Indians are all so lazy" also underscores the dire need for multicultural 

education for teachers. An education that works to value cultural pluralism 

begins with teachers, not children. 

Overcoming Prejudice 

Recognition of intolerance called for action. Through multicultural 

books, preservice teachers like Darlene reflected on her own life and began to 

consider what she could do to stop prejudice. 

[Cassie's experiences in] Child of the Owl were basically how I felt 
when I went to Pueblo High School. I was an outcast. I was Mexican. 
I didn't speak Spanish. I didn't walk or dress like them. I was called 
a "pocha" which means American born and raised, an Oreo. I was dark 
on the outside and white on the inside... I think I've thought about it 
[trying to live in two distinct ethnic worlds] because I lived it. My 
mother made sure that we associated with the whites. She made sure 
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that we weren't just Mexican. I found myself in a predominantly 
Mexican high school with white friends... Not until recently during our 
class did I wake up and think, "Why don't you have Mexican 
friends?" ... Personally when I become a teacher, I want to work with 
Hispanic children. I want to say to them, "Be proud of it. You are 
who you are. It's not the color but what's inside" (Darlene). 

Darlene also spoke at length of her efforts to transform her own children's 

perspectives on ethnicity. Shannon considered people's struggle with prejudice 

and ways to respond to injustice. 

I really enjoyed the book Roll of Thunder, Hear My Cry. Briefly, 
[Mildred Taylor] writes of a colored family stl1lggling for justice 
against white people. Young Cassie learns of her [horrid] position in a 
predominantly white community but articulates frequently her 
disgust (Shannon). 

Intolerance of people different from oneself was examined through 

perspectives on culture beyond ethnicity. Through writing, Candice began to 

clarify her perspective on prejudice. Confronting issues directly was a need 

throughout society, not in education alone. 

You said that you were concerned about prejudice with people of 
color, people of special abilities, different gender prejudice. Well I am 
concerned with you on these issues. There are so many differences in 
all people... I think that in the past five years, society [became] 
complacent... in the battle against prejudice ... but now with all the 
media attention ... people are acknowledging that prejudice is growing 
and [they are] getting informed in order to fight it (Candice). 

Preservice teachers' roving dialogue journals and end-of-semester 

interviews showed a strong desire to confront intolerance and injustice. 

Through class experiences with multicultural literature, students were 

considering not only a need to change attitudes but also a need to take action 
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to change others' understandings of the power of multiculturalism. 

These preservice teachers considered a variety of educational and 

personal problems through these two reflective opportunities Gournals and 

interviews). While it was a logical extension of course experiences to examine 

classroom materials and curricular strategies for use in the near future in their 

own classrooms, it was intriguing to note the personal nature of the goal to 

expand their multicultural knowledge. As students' own orientation toward life 

and learning became more multicultural, they considered ways to share these 

new understandings with others. Concerns they had for learning with children 

in classrooms appeared to be investigated first through a personal perspective. 

Once preservice teachers began to explore and expand their own orientation 

toward multiculturalism, new potentials were possible for them as teachers. 

Expanded conceptualizations of culture and multiculturalism were 

needed to enlarge preservice teachers' vision of the world. Acknowledging 

intolerance and injustice in the nation's past and in their present communities 

was vital for initiating reflection within students. Awareness of prejudice was 

not enough; response was called for through actions which utilized the mUltiple 

perspectives available and challenged others to similar reflection about 

intolerance. An expanded awareness of prejudice broadened their multicultural 

orientation and changed interactions with other members of the university 

community and their families. A cycle of reflection and action drove the process 
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of learning about multiculturalism. 

Educational Issues and Concerns 

Using a professional perspective, students examined needs and concerns 

relating to multicultural education, multicultural children's literature, and 

literature circles. Through discussions on multicultural education, preservice 

teachers considered how their expanding beliefs about pluralism influenced 

interactions with children. Through explorations of multicultural literature, 

students reflected on how the materials they used with children impacted 

multicultural awareness and understanding. Through discussions about 

literature circles, they investigated how a curricular experience with 

multicultural books expanded a person's multicultural knowledge. Figure 16 

provides an outline of preservice teachers' three areas of educational concerns 

that evolved from their changing orientation toward multiculturalism. 



Multicultural Education 
Purpose of multicultural education 

Own culture 
Diverse perspectives of students in classroom 
Stereotypes 
Similarities and differences across cultural groups 
Value of diversity 

Students in need of multicultural education 
A wareness for ALL students 

Influence across the curriculum 
Subjects such as history, math, art, and social studies 

A multicultural orientation for teachers 
Teachers' bias toward English 
Bilingual education and bilingual teachers 
Political nature of multicultural education 
Attitudes toward students from varying backgrounds 
Actions as role models 
Interactions with students 

Multicultural Literature 
Selection guidelines 

Stereotypes 
Accuracy 
Authorship 

Role of multicultural literature 
Students from all backgrounds reflected in books 
Personal struggles 
Naive impressions of own and other cultures 
Historical injustice 
Real life struggles 
Multiple perspectives on each culture 
Similarities and differences across cultures 

Literature Circles 
Diverse perspectives explored 
Consider usefulness of different perspectives 

Figure 16. Educational concerns and issues considered through dialogue 
journals and end-of-semester interviews. 
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Issues within each of these three areas are examined individually. 

Multicultural Education 
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Preservice teachers expressed the concerns they saw in four areas of 

multicultural education. They explored the purpose for including multicultural 

perspectives throughout learning experiences. The issue of which children 

needed multicultural education was considered. The impact of multiculturalism 

across the curriculum was examined. Concerns were also raised about a 

teacher's need for an education that is multicultural. 

Purpose for multicultural education. 

The goal of multicultural education was the inclusion of all cultures 

throughout the school day. Preservice teachers saw the need to alter patterns 

of exclusion by including all children's culture as a part of the curriculum. Lisa 

discussed her future students' needs to see themselves as valuable members of 

society. 

It's multiple perspectives so that children see that their culture and 
life style is valued... You have to cover the cultures that are in your 
classroom (Lisa). 

Preservice teachers discussed the need to use the diverse backgrounds of 

students in their own classrooms as a place to start learning about 

multiculturalism. Instead of investigating others outside the classroom first, an 

ideal place to start learning about multiculturalism was through studies of their 

students' cultures. 

Because I'm going to have VariOliS cultural people in my classroom, I 
would want to try to pull everyone in and make them feel that they 
are a part of the culture we live in... [It would] give everyone 
credibility to be able to look at each other's cultures... Prejudice 
comes from the fact that we don't know about a oifferent culture ... 



Knowledge is obviously the thing that frees people from prejudice 
(George). 
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Knowledge about other cultures could also combat stereotypes. Instead 

of assuming an all-knowing stance, preservice teachers spoke about how they 

wanted to promote a learning atmosphere where they could explore cultures 

they knew little about along with students. 

I was reading an article about multicultural art. It talked about not 
just covering [a topic] on the surface and acting like you know about it. 
An example might be presenting Nettie's Trip South and saying that 
[this one book] represents all African Americans... I'll be discovering 
about other cultures in my classroom... I was thinking about 
stereotypes of people ... and wondering what is the balance between 
having a stereotype and that being a part of the culture? When you 
think of the Mexican American culture, if the man is dominant, is that 
a stereotype or is that the way it really is? (Liana) 

Students grappled with major societal issues in terms of learning in their 

classrooms and beyond. For these preservice teachers, a multicultural 

exploration included the study of similarities and differences across cultures. 

Valuing and affirming both commonalties and distinctive characteristics across 

cultural groups were seen as ways to "bring people together" (Kimberly). 

Students discussed how a multicultural perspective could promote 

understanding across cultures. 

You need to open up children's minds to different views and get them 
to understand the differences among other children. What might be 
different for them might be what other children are accustomed to 
(Efren). 

As children and teachers opened up their minds to other points of view, 

they could begin to find value in differences. According to these preservice 

teachers, multicultural education started with teachers. Their attitudes and 
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behavior provided demonstrations for children who might not have explored 

many divergent perspectives. Young learners needed to realize that 

"differences are what make people special" (Candice). 

I think it is our duty as teachers to curb any negative attitudes 
students retain for people different than themselves and [to] promote 
attitudes that work in favor of an 'unprejudiced' society (Shannon). 

Working to change children's attitudes was a first step toward 

developing a multicultural orientation toward education. Teachers' actions as 

well as the books they presented provided vital demonstrations of ways in 

which to celebrate multiculturalism. 

Students in need of multicultural education. 

Pre!Jervice teachers also saw a need to heighten all children's awareness 

of the value of multiculturalism. Annie spoke about the necessity of exploring 

multicultural issues with" a class that's very white," even if there weren't any 

"minority children" because it was "an important part of the learning process." 

Shannon expressed his similar goals of working to broaden all students' 

orientation toward life. 

[Multicultural education] has to be in your classroom regardless of 
your classroom cultural make-up. If you present African American 
literature and you don't have African American children in your class, 
your students can acquire an appreciation for a culture other than 
their own. They can sympathize or empathize or develop a different 
impression (Shannon). 

Multicultural education was not just for culturally diverse learners or learners 

from the dominant class. It was for everyone. 

------------_= __ c. _._ 
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Influence across the curriculum. 

Preservice teachers addressed the issue of expanding their 

conceptualization of multiculturalism into other curricular areas, besides reading. 

Multiple perspectives needed to be included throughout the curriculum. Marcia 

expressed the pervasive need for a multicultural perspective. 

Now I see multiculturalism in everything. It's in language, in reading, 
in math, in science, it's all the time. In the math textbook, it's not just 
having names like Jane and Bobby but having names like Khalid. It's 
bringing in all cultures... I don't know how to describe it. I didn't 
think I'd be thinking about it every day in the classroom (Marcia). 

Other students spoke about the curricular impact of multiculturalism on 

studies of U.S. history, art projects, music, and social studies. 

A multicultural orientation for teachers. 

For themselves, preservice teachers discussed the need for greater 

recognition of biases currently found in education. Michelle spoke about her 

experiences as an aide in a bilingual classroom and the current teacher's bias 

toward using English more than Spanish. She was concerned about the subtle 

messages given to children that English was a "higher" status language. 

Students saw a need to change negative public opinion toward 

bilingualism. They were considering the "need to learn Spanish," as a result of 

the discussions in our class (Liana and Kim). As their awareness of bilingualism 

increased, they came to a broader understanding of the political nature of 

education. Instead of negating the political aspects of multiculturalism. students 

saw the need to acknowledge the political nature of an education that is 

multicultural and empower students as "individual and political agents" (Nora). 
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Expanding their multicultural knowledge resulted in greater reflection 

and more global attitudes for preservice teachers. Virginia spoke about how her 

knowledge of students' cultures would result in an attitudinal change. 

It can help you understand where a child is at or where they're 
coming from. [You can understand] their actions and their 
mannerisms. Knowing about the culture helps me understand the 
individual... It would help a child feel valued. They can value their 
learning if they're valued (Virginia). 

Preservice teachers addressed children's need to be able to value 

diversity in others. This would require demonstrations from teachers with a 

positive attitude toward multiculturalism. 

What we come in contact with will affect how we view what we read 
or what we see in other people... How important to broaden our 
ability to see more in people, especially as teachers... I feel that many 
things can be presented to kids so that they can understand the 
diversity. Perhaps if the style of presentation is such that the 
teacher's positive attitude is conveyed clearly, the kids won't make 
fun of a certain peculiarity. After all, kids make fun of things they 
don't understand (Mia). 

As a role model for children, a teacher's interactions with learners in the 

classroom were altered due to their expanding levels of understanding about 

multiculturalism. Preservice teachers were identifying the power of daily 

demonstrations from teachers who lived a multicultural orientation toward 

learning and life. 

Multicultural Children's Literature 

Preservice teachers recognized two areas of concern relating to 

multicultural children's literature. They addressed the dilemma of trying to 

locate and identify authentic books depicting life experiences of people from 
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many cultures. They also explored reasons for sharing this type of literature 

with all children. 

Selection guidelines. 

As preservice teachers became conscious of the need to include books 

from a variety of cultures, they also began to scrutinize the authenticity of these 

books. Instead of simply using every book that depicted a diverse culture in 

their future classroom, students addressed the need to carefully examine these 

books in order to avoid stereotyping. It was necessary for books to show 

various ethnic groups through multiple perspectives. 

One idea that I forgot to mention is that I think it is important for 
students to read books that portray cultures in a 'normal' wtiy. I think 
that many of the diverse cultural books portray characters in a 
strange way. An example of that was that book about an Asian lady 
who chased a rice patty [The Funny Little Womanl. I think it is 
important to show cultures with their specialties but not in an 
eccentric light (Candice). 

Marcia, another member of Candice's dialogue journal group, acted on 

this new knowledge and shared the significance of this learning experience in 

her next journal entry. 

Candice, you talked about cultural books that are accurate... I bought 
books at Montezuma's Castle National Monument this weekend. The 
monument is a fascinating cliff dwelling and the books I bought 
accurately depict the life of the Indians that lived here and the 
Indians of the Southwest... They are great and very important 
(Marcia). 

Changes in actions and attitudes were being considered. Candice went 

on to clarify the literary needs of children she saw through a response to 

another group member's (Mia) question about her use of the word 'normal.' For 

Candice, normal meant providing "a wide variety of books. II She felt that 
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teachers had a responsibility to share numerous books depicting each culture, in 

order to avoid stereotyping any group of people. 

I think that it's equally important that [children] read lots and lots of 
books so that they have many different ideas of what that culture is 
like. I mean it would be great for a student to read about a successful 
African American lawyer, but if a child reads only this book, then they 
could think that all African Americans are successful lawyers. ll1is 
can be just as damaging as a student [who], after reading one book, 
thinks that all African Americans are cotton pickers (Candice). 

As future teachers, these students were growing in their awareness of the 

need to carefully select multicultural books to be shared with children. 

Shannon wrote about his expanding knowledge of the need for culturally 

diverse books. 

[l1uough my group project on African American literature, I am 
discovering that these books are] something I plan on having in my 
classroom even if I do not have African American children. Children 
need to become conscious of cultures other than their own (Shannon). 

These journals and interviews provided an example of the learning 

potential amongst students when they encouraged other class members to 

consider their selection of multicultural books for use with children. Preservice 

teachers addressed the need to avoid stereotyping of diverse cultures, the 

necessity of hunting for accurate, authentic texts, and the need to present 

cultures in all their diversity. 

Role of multicultural literature. 

The class examined the need for all children to be able to find themselves 

in books, especially children from diverse backgrounds. Since many books 

reflected a European American perspective on life, there was an extensive need 

for books that promoted the self-esteem of learners from other cultures. 
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I discovered another writer who might be of interest to you. The 
author's name is Ezra Jack Keats. [His] books contain a lot of drama, 
which can stimulate the interest of the reader. They also depict 
people of color as having value and importance within the society they 
are a part of (Shannon). 

Reading experiences with multicultural literature encouraged students to 

consider personal struggles with prejudice and alienation. These books were 

not only helpful for children in classrooms; preservice teachers were able to 

recognize dilemmas they faced in their lives through transactions with literature. 

One Mexican American student began to explore the alienation she 

experienced as she tried to live in two ethnic worlds. Throughout the semester, 

she repeatedly examined the turmoil of being caught between these worlds. 

After reading part of Child of the Owl, I remembered how much I had 
to learn about my own Hispanic culture when I moved to Tucson. My 
family carried out many Mexican traditions when I was growing up 
but they were different from here because I grew up in an Anglo 
Saxon neighborhood in California ... (Andrea). 

Preservice teachers contemplated the urgent need to share books with 

children that broadened their knowledge of the world. They discussed how 

learners needed to take a look at the nation's past and present dilemmas. 

Cultural problems facing the country had to examined realistically. Candice 

considered the teaching potential in historical books. 

I like the way you pointed out the fact that in Nettie's Trip South the 
realities of auctions and the clear and true portrayal of slaves is not 
the 'wash over' view that is usually used in literature. I also agree 
with you in your opinion that stories like this need to be told in the 
true manner in which they happened, not a sugar-coated depiction. If 
we don't let our young learners know what occurred in the past, then 
how can we expect there to be change? Or even worse, history like 
slavery, might repeat itself (Candice). 
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Shannon also wrote about the need to consider the harsh realities of life 

through books. Literature written by authors committed to confronting the 

struggles inherent throughout life needed to be shared with learners. 

John Steptoe was an author who wrote about real issues - teenagers 
experimenting with sex, teenage drug use, etc. Marcia is a book which 
touches on both issues I just mentioned. Read it (Shannon). 

Preservice teachers repeatedly noted the ability to show similarities 

across cultures through multicultural literature. One group project on folklore 

from around the world and various other folklore books shared throughout the 

semester in class helped students consider the value of the way in which these 

tales showed how "all people from all cultures experienced similar emotions" 

(Mia). Stories from long ago had the power to show commonalties across many 

cultures. 

My group has been researching some fairy tales and how they 
compare across cultures. We've found that most of the well-known 
stories are told around the world, but differ a little bit from each 
other... I never realized that we could use multicultural perspectives 
in fairy tales. I'm learning a lot. I think this is an important way to 
show perspectives from c1ifferent cultures and ethnic groups (Teresa). 

Multicultural literature provided an avenue for reflection on many 

multicultural issues. Through books, teachers could initiate discussions about 

real life struggles, explore the harsh realities of prejudice, and see similarities (not 

just differences) across many diverse cultures. Most of all, this literature 

provided a mirror that reflected children's cultures and showed them as valuable 

contributors to a global community. 
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Literature Circles 

Preservice teachers closely examined one curricular component which 

offered the potential for hearing and exploring multiple perspectives. Literature 

circles were seen as a place to discuss multicultural issues and concerns. This 

literary experience offered one occasion where students could personally 

discover the value and usefulness of diverse perspectives. 

Initially, preservice teachers' response to literature circles was a sense of 

surprise and shock over the chance to express their own ideas. Gradually they 

began to realize how much they could learn from ideas shared by classmates. 

Allowing for many perspectives to be heard through literature discussions was 

an essential part of the process of coming to value different interpretations. 

I left class after our Child of the Owl literature circles and my brain 
was whizzing. What a learning environment! I got so much from our 
small and large group discussions. It is really easy to think that your 
own viewpoint covers everything. We really need the input from 
other individuals to grow beyond our own conceptions (Mia). 

Literature circles provided preservice teachers with an opportunity to 

share their perspective, value another's similar or different viewpoint, and later 

consider the usefulness of this curricular strategy for learning about 

multiculturalism with their students. 

As preservice teachers examined personal and educational needs 

throughout these dialogue journals and end-of-semester interviews, they 

considered the impact of a new multicultural orientation on life-long learning 

and learning in classrooms. Their ability to consider the significance of this 

multicultural knowledge at two levels speaks to the power of multiculturalism. 

As life-long learners, students had the opportunity to consider the personal 
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value of a multicultural orientation. The issues and concerns raised were not 

simply ones encountered in schools; they influenced relationships in families 

and communities. Students' consideration of multicultural beliefs, materials, and 

curricular experiences showed an ability to examine learning about 

multiculturalism from various perspectives. By working to consider theory with 

practice, students were exploring both the realities of learning in classrooms and 

the beliefs that guided these interactions with children. 

Impact of Multicultural Literature on Preservice Teachers' 

Orientation Toward Multiculturalism 

The origin of this research study evolved out of my interest in exploring 

the impact of multicultural children's literature on preservice teachers' 

understanding of multiculturalism. Examination of students' changing theory 

and practice of multicultural education through three data sources (end-of

semester interviews, literature discussions, and dialogue journals) provided 

insights into this long-term process of increasing students' orientation toward 

multiculturalism. 

Through an exploration of students' broadening multicultural orientation, 

I came to a clearer understanding of their change process. Analysis of the end

of-semester interviews provided evidence of specific changes they were making 

in their views of multicultural education, multicultural children's literature, and 

literature circles. The most significant shifts in their theory and practice of 

multicultural learning took place as they personally experienced the power of 

multicultural education through literature circles. This curricular opportunity to 

hear a mUltiplicity of perspectives pointed to the usefulness of learning 
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experiences that are personal, active, and social. Multicultural learning was seen 

as a process of expanding students' multicultural orientation toward learning in 

classrooms by moving toward greater awareness, acceptance, and affinnation of 

pluralism. 

Through an investigation of the kinds of talk in literature circles that 

broadened preservice teachers' understanding of multiculturalism, I came to a 

greater awareness of the productive nature of dialogue. While two other forms 

of discussion (conversation and story) proved useful for community building 

and exploring numerous topics of interest, dialogue was seen as a occasion to 

create an interdependence amongst co-learners; it required a willingness to 

share divergent thinking; a continuous focus on a single, authentic issue pushed 

all memberr. of the literature circle; an exchange of diverse perspectives urged 

students to think and act in a ways that affirmed multiculturalism. An 

examination of the perspectives on culture used by students to explore 

multicultural issues and concerns provided evidence of the generative process 

of hearing and listening to a diversity of perspectives. 

Through an examination of roving dialogue journals and end-of-semester 

interviews, I came to a clearer understanding of these preservice teachers' 

multicultural issues and concerns. This course on children's literature offered 

students an opportunity to explore both personal and educational problems and 

interests relating to multiculturalism. As learners, they used their expanding 

multicultural knowledge to recognize and confront prejudice at home and 

school. Using their educational perspective, preservice teachers explored the 

need for multicultural education for children and teachers, the role of 

multicultura1literature for providing all students with diverse perspectives, and 
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the potential in literature circles for offering a place to actualize multicultural 

learning. Preservice teachers were able to reflect on their multicultural beliefs, 

multicultural materials, and curricular experiences that promoted 

multiculturalism. 

This analysis process extended my conceptualization of an education 

that is multicultural. Preservice teachers needed opportunities to expand their 

multicultural knowledge in several ways. First, students required occasions to 

use their multiple perspectives on culture and to hear other diverse perspectives 

on culture in order to enlarge their vision of multiculturalism. Second, 

experiences that provided opportunities for students to express their own views 

and hear other diverse perspectives worked to expand their awareness, 

acceptance, or appreciation and affirmation of multiculturalism. The dynamic, 

evolving nature of multicultural learning was evident as preservice teachers 

broadened their orientation toward multiculturalism. This multicultural 

orientation impacted their theory and practice of learning with children 

throughout the school day. Figure 17 provides a graphic representation of 

multicultural learning as a cyclical process of growth that involves the use of 

multiple perspectives on culture and increasing levels of awareness, acceptance, 

and affirmation of cultural pluralism. Both transactive events work to expand 

preservice teachers' orientation toward multiculturalism. 
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Figure 17. Multicultural Education: A model for broadening preservice teachers' 

orientation toward multiculturalism. 
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Based on this analysis of three data sources relating to preservice 

teachers' expanding orientation toward multiculturalism, I considered the 

research results in several ways through the last chapter. Findings relating to 

each research question are closely examined. Using a cyclical framework of 

multicultural learning as a basis for exploration, I re-examined prior 

conceptualizations of multicultural education, muIticuIturalliterature, literature 

circles, and multicultural teacher education. I also posed new questions that 

arose as a result of this exploration into the creation of educational experiences 

that promote multicultural understanding and the development of a multicultural 

orientation on learning and life. I conclude by considering the future of 

multiculturalism. 
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CHAPTER 5 

SUMMARY, DISCUSSION, IMPLICATIONS, AND RECOMMENDATIONS 

Concerns and questions about multicultural teacher education that 

initiated this inquiry grew out of my learning and teaching experiences with 

elementary students from many cultural backgrounds and preservice teachers. 

A course I taught in children's literature at the University of Arizona's College of 

Education provided a setting to explore the influence of multicultural children's 

literature on preservice teachers' multicultural knowledge. Specific questions 

that focused this exploration consisted of a general and three related questions. 

The overall research question that guided this study was: 

In what ways does the use of multicultural children's literature impact 
preservice teachers' awareness and understanding of 
multiculturalism? 

Three related research questions were: 

1. What changes occur in preservice teachers' orientation toward 
multiculturalism over the course of the semester? 
2. What kinds of talk occur in preservice teachers' literature 
discussions about multicultural literature? How do these various 
forms of talk expand their multicultural knowledge? 
3. What are the multicultural issues and concerns identified by 
preservice teachers in a children's literature course? 

My theoretical beliefs and pedagogical understandings of learning 

guided the creation of this study with the thirty-two preservice teachers 

enrolled in a children's literature course I taught during the spring semester of 

1992. The research design had both naturalistic and collaborative 

characteristics. Three primary sources of data were collected (literature circles, 
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roving dialogue journals, and end-of-semester interviews). Secondary sources 

of data were used to confirm or disconfirm findings from the major data sources. 

My lens as a teacher researcher pushed me to find ways to include the 

preservice teachers in reflection and analysis of learning experiences 

throughout the semester. At the close of the course, I invited any preservice 

teachers to join me in further exploration of our collaborative learning 

experiences. Eight students and I conducted an initial analysis of data during 

three summer months. I continued the analysis process independently over the 

next several months. Examination of the data sources uncovered the impact of 

multicultural children's literature on the preservice teachers' awareness and 

understanding of multiculturalism in several ways. End-of-semester interviews 

were explored for changes in students' orientation toward multiculturalism. 

Literature circles were investigated for the kinds of talk that promoted greater 

understanding of multiculturalism. Roving dialogue journals and end-of

semc5ter interviews were examined for the multicultural issues and concerns 

raised by students. 

Summary of Analysis 

Exploration of data sources provided results through which to consider 

preservice teachers' learning about multiculturalism. Findings relating to 

students' expanding multicultural orientation, the kinds of discussions that 

promote greater multicultural understanding, students' multicultural issues and 

concerns, and a model for creating a multicultural orientation toward learning 

are presented in the next section. 
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Preservice teachers' orientation toward multiculturalism was examined 

through an analysis of end-of-semester interviews. Three areas of changing 

perceptions about education (multicultural education, multicultural literature, 

and literature circles) revealed various levels of understanding about 

multiculturalism. At an awareness level of understanding, preservice teachers 

were just beginning to construct knowledge of multiculturalism. At an 

acceptance level of understanding, students were working to value 

multiculturalism. At an appreciation or affirmation level, their attitudes and 

behavior reflected a more global understanding of multiculturalism. 

Multicultural learning was seen as a continuous cycle of expanding one's 

pluralistic perspectives over time. Preservice teachers broadened their 

multicultural knowledge at their own rate, according to their needs and 

purposes as learners and teachers. Students showed evidence of increasing 

understandings of multiculturalism as they discussed multicultural education, 

multicultural children's literature, and literature circles. 

A changing orientation toward multicultural education was explored 

through both personal and professional perspectives. Using a personal 

perspective, preservice teachers discussed changing conceptualizations of 

culture and multiculturalism, and the impact of these broader interpretations on 

their lives inside and outside education. Through a professional perspective, 

students explored the outcome of these altered perceptions by reconsidering 

their conceptualization of multicultural education, the role of multicultural 

education, children in need of this form of education, and necessary school-wide 
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changes. Their purpose as learners and teachers helped them examine the 

theory and practice essential for a new orientation toward an education that is 

multicultural. 

Preservice teachers explored their changing perceptions of multicultural 

children's literature in four ways. By re-defining these types of books, 

considering their availability and authorship, and exploring the role of 

multicultural literature in classrooms, students examined the usefulness of these 

books for themselves and elementary learners. While students acknowledged 

the value of these books, they were also confronted with the difficulties of 

classroom implementation. As they searched through school and public libraries 

and classroom collections. they discovered a lack of books about diverse 

cultures. Students' changing perceptions of the value of this literature were 

challenged by the practical dilemmas of finding enough of these books for use 

in classrooms. 

Preservice teachers made repeated references to the power of literature 

circles for altering their orientation toward multiculturalism. As students 

reflected on the impact of these discussions and their usefulness for expanding 

one's multicultural knowledge, they indirectly addressed the productive nature 

of personal experiences with literature. This curricular component provided a 

"lived-through experience" of hearing different interpretations (Rosenblatt, 

1978). By reflecting on these interactions with literature during the end-of

semester interviews, students began to recognize their professional need as 

teachers for opportunities to personally experience how "different people from 

diverse cultures provided different perspectives and interpretations" (Marcia). 
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These three areas of changing perceptions regarding multicultural 

education, multicultural children's literature, and literature circles provided both 

theoretical and practical opportunities for preservice teachers to explore their 

multicultural orientation. Students' level of understanding appeared to change 

the least as they considered their beliefs about multicultural education; t.heir 

level of understanding appeared to change the most as they considered 

materials (multicultural literature) and cunicular experiences (literature circles) to 

facilitate learning that is multicultural. Concrete engagements presented an 

occasion for preservice teachers to experiencellive an education that is 

multicultural. Reflecting on their changing orientation toward multiculturalism 

evolving from these interactions pushed students to verbalize the value of these 

experiences. Opportunities to be a learner first and foremost nudged the change 

process forward. The chance to assume the role of learner through 

engagements with books and later the role of teacher through reflection on 

these engagements pointed to the power of personal experiences for 

broadening preservice teachers' multicultural orientation. 

Findings Relating to the Kinds of Talk at Literature Discussions 

Preservice teachers' curricular engagements with multicultural literature at 

literature circles were explored in order to examine how they went about 

sharing their different perspectives. I wanted to investigate their process of 

change by closely considering the kinds of talk used by students to expand 

their thinking about multiculturalism. 

Before investigating specific types of talk used by preservice teachers, I 

compared their conceptualization of culture with the perspectives on culture 
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they used to explore issues and concerns at literature circles. Analysis revealed 

students' use of 14 perspectives on culture to explore multicultural issues. This 

broader interpretation of culture stood in contrast to their personal notions of 

culture as ethnicity and race alone. Students' pluralistic perspectives needed to 

be recognized and used to explore others' perspectives on multicultural issues. 

To investigate the productive nature of literature circles, I examined three 

kinds of talk evident in eight literature discussions. By examining the features 

of conversation, story, and dialogue, useful purposes for each form of talk were 

discovered. Similarities and differences across 14 features began to clarify the 

role of each type of talk. Dialogue was especially useful for providing critical 

learning opportunities to consider the multiple perspectives presented through 

the literature discussions. 

A further examination of dialogue clarified the generative nature of this 

form of talk at literature circles. In-depth analysis of three discussions 

containing dialogue (Child of the Owl, I Hate English, and Tortillitas Para Mama) 

revealed students' willingness to share divergent thinking, disagree with each 

other, explore one issue at length, and conclude with unresolved questions and 

issues. This infrequent form of talk did not provide answers; it was an avenue 

for students to present and hear different ways of thinking and acting in various 

cultural gTOUpS. Through literature circles, they had a curricular opportunity to 

engage in the process of learning that is multicultural. 

Dialogue graphically reflected the process of change that occurred over 

time. Through dialogue, preservice teachers heard and contemplated other 

points of view. This form of talk did not promote quick change or 

transformation. Instead, diverse perspectives pushed students to reflect and 
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reconsider their own perspectives during and after the discussions. Preservice 

teachers' evolving levels of awareness, acceptance, and affinnation of 

multiculturalism were pushed forward through dialogic opportunities. At 

literature circles, dialogue promoted preservice teachers' critical consciousness 

of multicultural issues for themselves as learners and teachers. 

Findings in Regard to Multicultural Issues and Concerns 

Preservice teachers' discussions in dialogue journals and end-of-semester 

interviews were examined in order to generate a list of multicultural issues and 

concerns considered over the semester. While I worked to expand students' 

multicultural understandings throughout the course, I wanted to uncover the 

problems and needs they saw as central to expanding their own and children's 

orientation toward multiculturalism. 

As students examined issues and concerns, they explored both personal 

and educational dilemmas. This provided a means through which to explore 

past, present, and future learning experiences. Personal issues and concerns 

relating to multiculturalism focllsed on the usefulness of conceptualizing culture 

and multiculturalism in broader tenns, and the need to recognize and respond to 

prejUdice and intolerance. Through reflection, students considered actions 

which would confront prejudice and hopefully lead to greater understanding in 

their families and communities. 

Educational issues and concerns included an examination of multicultural 

education, multicultural literature, and literature circles. Explorations into these 

areas provided preservice teachers with a way to connect their beliefs with the 

---~---~--.-----~-.-:-~..::--
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selection of materials and the creation of curricular engagements, each designed 

to promote greater understanding of multiculturalism. 

As learners and teachers, students began to use their multicultural 

orientation for explorations inside and outside of school. Multicultural 

education was not only useful for learning in classrooms; it was useful for their 

purposes as life-long learners within their communities and families. 

Findings Relating to a Model for Creating a Multicultural Orientation 

By combining the what and how of students' expanding multicultural 

knowledge, a model for increasing an individual's orientation toward 

multiculturalism was generated. This cyclical process of learning was designed 

to show reflection on and expansion of current knowledge, in order to more 

clearly depict students' growth. An initial premise of this model acknowledged 

the diversity of perspectives and understanding students brought to learning 

experiences. D1I;lerse levels of awareness, acceptance, and affirmation of 

multiculturalism were not identified to compartmentalize growth but designed to 

show the natural. evolving process of learning. Differences amongst students 

were a generative element for growth. 

This model offered a means to examine the multicultural learning 

occurring throughout course experiences. More than facts to be understood, 

learning that is multicultural encompassed a change and broadening of students' 

orientation toward multiculturalism. 
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Discussion and Implications for Multiculturalism 

Based on these findings, I considered the implication of these results in 

several ways. Using the model of multicultural learning as a base (Figure 17), I 

re-examined my prior conceptualizations of multicultural education, 

multicultural children's literature, literature circles, and multicultural teacher 

education. Recommendations for further work in each of these areas are also 

presented. 

An Education that is Multicultural 

An education that is multicultural evolves out of specific pedagogical 

beliefs that guide the creation of learning experiences. From the onset of this 

research, I acknowledged my assumptions about learning that directed this 

inquiry into multicultural education. The foundation for this study was the 

following theoretical beliefs explicated in the first chapter: 1) learning as a 

social process, 2) learning as the construction of new understandings through a 

process of inquiry, 3) learning as a dialogic opportunity to reshape knowledge, 

4) reading as a transactive process between reader and text, 5) learning as a 

democratic process of working toward a critical consciousness of life 

experiences, and 6) learning through the use of multiple sign systems (see 

Chapter 1 - Assumptions About Learning). 

Based on my process of learning through this inquiry, I would add one 

theoretical premise; learning is a multicultural process that alters a person's 

orientation toward learning and living in a pluralistic society. An orientation 

toward learning that evolves out of a multicultural consciousness respects and 

values the plurality of voices present in any given classroom (Berthoff, 1987). 
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Students' multiple perspectives and perspectives available from those outside 

the classroom offer opportunities to review topics of interests and issues of 

concern from diverse points of view. Within this theoretical orientation, 

teachers inherently value and use the multiplicity of perspectives to push the 

learning process forward. 

A logical tendency at this point in my understanding of multiculturalism 

would be the frequent use of the phrase "multicultural learning" to describe my 

theoretical and pedagogical goals. However, just as it becomes redundant to 

use adjectives such as "social" and "constructive" to describe learning, it should 

be redundant to use the descriptor "multicultural" to describe learning (Short, 

1993). And yet, until the phrase "multiculturalleaming" becomes a more 

pervasive part of educators' critical consciousness, there is a need to use this 

term as a reminder of the theory that drives pedagogy. 

At the onset of this investigation into multicultural teacher education, I 

defined learning that is multicultural as follows: 

Multicultural learning is a process of inquiry into the mUltiple 
perspectives of one's own and other cultures for the purpose of 
becoming a critical, reflective learner who embraces a global outlook 
on herlhis interdependent communities and world. It is a way of 
thinking about teaching and learning that impacts all students and 
teachers (p. 17-18). 

I would now make several changes based on a broader understanding of 

multiculturalism precipitated by this research study. One word I would add to 

the last sentence is "acting." Not only does exploration into mUltiple 

perspectives change one's thinking; it also changes one's actions. Two other 

notions about the learning environment to be considered along with changed 
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actions are dialogue and tension. Both are vital to the generation of new ways 

of thinking and acting in one's pluralistic world. 

Dialogical experiences provide a means for students and teachers to 

explore prior knowledge and consider alternative ways of acting. The notion of 

dialogue emphasizes the collaborative and active construction of new, broader 

understandings (Peterson & Eeds, 1990). The give and take nature of dialogical 

interactions points to the interdependent climate within the learning community. 

Dialogue underscores the need for verbalizing knowledge as one 

attempts to change and recode prior understandings (Barnes, 1975). These 

dialectical interchanges are not simple occurrences but appear messy and full of 

tension as various ideas are considered. The multiplicity of voices heard and 

reflected upon push teachers and students to consider alternative ways of 

acting in their multicultural world. 

Dialogue as pedagogy acknowledges the pivotal stance of the teacher in 

these trans active experiences. As teachers come to understand the dialogical 

character of learning (Kozulin, 1986), they work to create contexts where 

students can come together and reflect on different perspectives through 

dialogue. Lev Vygotsky's notion of the zone of proximal development (1978) 

points out the dialogic nature of productive learning experiences. Collaborative 

occasions characterized by dialogue provide an opportunity for learners to 

reach new potentials of understanding. The dialectical process of learning is 

founded on the personal and social aspects of knowledge construction. 

The presentation of diverse perspectives does not imply a simple process 

('If exploring new ways of thinking and acting in one's multicultural world. 
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Reflection on a plurality of voices produces tension, the internal driving force of 

learning (Short & Burke, 1991). This tension promotes further reflection and 

pushes learners to consider alternative actions. Tension created through the 

reflective process generates a broader orientation to living in a multicultural 

world. 

One curricular experience in this research study full of tension and 

dialogue was literature circles. These occasions to converse, tell stories, and 

dialogue with other students were pivotal opportunities for learning about 

multiculturalism in several ways. The multicultural books presented different 

perspectives for consideration. Five to six students also shared their 

perspectives on culture in response to the books. Through the literary 

transaction, students began to reflect on specific problems or interests. Tension 

was created as students addressed these issues of concern through dialogue. 

Tension drove students to reconsider these problems at a deeper level of 

multicultural awareness. As they began to contemplate potentials for greater 

acceptance and appreciation of multiculturalism, preservice teachers considered 

new ways of thinking and acting within their various thought collectives. 

Transactions with books and dialogue with other group members generated a 

constant force for expanding one's orientation toward multiculturalism. An 

ever-expanding critical consciousness helped students examine their 

experiences in the world and urged them to act in more pluralistic ways. 

Multicultural education as a process of inquiry into critical perspectives is 

graphically shown in Figure 18. Multiple perspectives for exploration are 

shared by members of a literature circle and generated in response to diverse 
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points of view presented in multicultural literature. The outer circle depicts 

these multiple perspectives on culture offered for group consideration through 

dialogue. Reflection on transactions with books, prior experiences, and the 

multiple perspectives shared during discussion produce tension. Dialogue 

(depicted by the jagged lines) provides an occasion for exploring diverse 

perspectives. Tension (also depicted by the jagged lines) pushes learners to 

consider and recode their prior knowledge. Deeper levels of awareness, 

acceptance, and appreciation of multiculturalism are explored through dialogue. 

Tension points out the inner turmoil created as one hears a multiplicity of voices. 

Tension also acknowledges the non-linear nature of learning and the struggle 

inherent as one works to reshape prior knowledge. The inner circle shows this 

continuous process of moving toward greater understanding, thereby 

expanding one's orientation toward multiculturalism. This cycle of multicultural 

learning is a constant force that fosters reflective learners. An expanding critical 

consciousness of world experiences alters students' multicultural orientation 

and pushes them to think and act in new ways within their thought collectives. 
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This curricular occasion for expanding preservice teachers' orientation 

toward multiculturalism through the use of children's literature carries 

implications for learning in many areas. As a college or elementary teacher of 

math, science, social studies, or history, there is a responsibility to enlarge 

students' perspectives toward any given subject matter through the use of 

diverse viewpoints. A curriculum that evolves out of a multicultural orientation 

toward learning will broaden students' and teachers' ways of knowing in their 

pluralistic society. A global perspective on topics being investigated in 

classrooms helps to create active, critical citizens (Giroux, 1987). 

Not only does this inquiry into teacher education hold curricular 

implications, it also holds implications for the broader role of schools beyond the 

traditional educational boundaries. Learning that is multicultural depends on a 

diversity of perspectives within and outside the classroom. (The personal nature 

of this learning experience for the preservice teachers in this inquiry was 

acknowledged as they reconsidered interactions within their families and 

communities.) Instead of perpetuating the typical separation of schools, families, 

and communities, multicultural learning values and utilizes resources outside the 

school environment. Collaboration between parents, students, and teachers is a 

basic requirement for learning that is multicultural. This perspective 

acknowledges that a student is not an isolated entity in a classroom but brings a 

wealth of perspectives useful for learning. A multicultural orientation toward 

learning acknowledges that learning begins in students' lives at home and in 

their communities. 

This close-up look at the process and orientation of an education that is 

multicultural contains implications for the selection of content for study 
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(materials) and curricular contexts that promote this process of discovery. One 

avenue for exploration of pluralism is provided through multicultural literature, 

the vehicle for this inquiry into multicultural teacher education. One curricular 

context that facilitates the possibility for listening and responding to multiple 

perspectives is literature circles. The content and context of this inquiry into 

multicultural teacher education are discussed and implications are laid out in 

following sections. 

Children's Literature that is Multicultural 

My conceptualization of multicultural literature at the beginning of this 

inquiry addressed the need for books which represented and reflected all 

peoples in ways that valued cultural uniqueness, diversity, and universality. 

Cultural uniqueness encompassed an accurate representation of specific 

viewpoints; cultural diversity and universality entailed the similarities and 

differences found across cultures. Multicultural literature was depicted as a 

mirror that allowed all children to see themselves reflected as a part of humanity 

(Bishop, 1992a). It also encouraged greater awareness and understanding of 

students' own culture while providing insights into other cultures as well. 

In hindsight I would enlarge the scope of multicultural literature to 

include mirrors and windows on students' own and other cultures. The 

metaphor of multicultural literature as a mirror and window (Bishop, 1990) is 

useful in that it clarifies the purpose for sharing these books with children. As 

they explore their own (mirrors) and other cultures (windows), they gain 

insights into multiple ways of thinking and acting in the world. One dilemma I 

recognized with this study was my focus on providing windows for preservice 
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teachers to explore other cultures. I neglected to share enough mirrors that 

reflected and valued who they were as people. 

A central issue to the field of multicultural literature is the question of 

what entails an accurate and authentic book and who decides what is accurate 

and authentic. Explicating the complexities of multicultural book selection 

helps to clarify and distinguish this form of literature from other types of books. 

There is a need to examine the cultural accuracy of books in order to 

ensure the authentic representation of specific cultures. However the 

accompanying desire to label books as good or poor examples of a particular 

culture can lead to the problem of censorship. One recent example from a 

teacher's journal on language and learning sheds light on this dilemma. In a 

comparison of two novels about Chinese Americans (Child of the Owl. Yep, 

1977; In the Year of the Boar and Jackie Robinson, Lord, 1984), a group of 

teacher educators found one book to present a positive bicultural image and the 

other to be lacking in its presentation (Pang, Colvin, Tran, & Barba, 1992). 

Having used both of the books considered in this investigation over the 

past several years with elementary students and preservice teachers, I found 

each text useful in different ways. Both texts offer a unique look at the 

struggles of Chinese adolescents trying to juggle living in two distinct cultures. 

Both authors from the Chinese culture present a unique and specific perspective 

on biculturalism across two different eras and settings. A comparative 

discussion of these two views of bicultural living would generate a broader look 

at the Chinese culture than a discussion about either individual book. 

Instead of labeling books as accurate or inaccurate depictions of a 

specific culture, there is a two-fold need for teachers to carefully examine the 
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multicultural books to be shared with children and to present many perspectives 

on each culture. Learners' views of a specific culture are enlarged by a broad 

look at the diversity within a cultural group. Stereotypes and censorship can be 

halted through the use of multiple perspectives. Teachers have a responsibility 

to share diverse points of view on topics and issues being studied that expand 

their own and students' perspectives on culture. Through these types of 

explorations, members of the reading community work toward gaining a critical 

awareness of multiculturalism. A reflective stance assumed during transactions 

with all books generates new learning potentials for teachers and students. 

Teachers have a responsibility to make informed decisions about the 

books they choose to share with students. They need to critically examine 

books to be shared with students and make extensive efforts to avoid books 

that contain racist perspectives. Attempts must be made to become more 

knowledgeable about cultures being explored with students through the use of 

cultural resources. Asking members of a cultural group to share their insider's 

perspective provides a look at accuracies and inaccuracies in books. The 

response I received from a Navajo woman to Knots on a Counting Rope 

(Martin & Archambault, 1987) provided a deeper understanding of the Navajo 

culture and some inaccuracies in this book. While I might still continue to use 

this book with students, I can share my broader understanding of the Navajo 

culture and invite students to join me in a critical investigation of books written 

from this cultural perspective. When an insider's perspective is not readily 

available, other community resources and teacher resources can be consulted in 

an attempt to make knowledgeable choices about the multicultural books to be 

shared with students. 
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This inquiry into multicultural children's literature occurred within the 

context of a children's literature course. From the onset, I acknowledged a 

larger responsibility to provide literary experiences with many types of 

literature, not just multicultural books. Through literary transactions, preservice 

teachers came across many books that would not be considered "authentic" or 

"accurate" multicultural books. These books promoted a great deal of 

discussion which might not have taken place had I only brought in books that 

reflected cultural uniqueness, diversity, and universality (according to my 

multicultural perspective). Our process of examining these texts proved to be a 

generative context where students grew in their conceptualization of 

multicultural literature. Just as I worked to broaden my theoretical 

understanding of children's literature that is multicultural, preservice teachers 

needed to initiate their own exploration of these books for their purposes as 

teachers and learners. 

As preservice teachers in this children's literature course explored the 

accuracy and authenticity of books, they came to a more critical consciousness 

of literature and its role for learning in classrooms. Instead of defining 

multicultural literature for students, I shared my current understandings of these 

books and invited them to join me in a process of discovery. Rather than 

presenting a definitive list of books that I deemed multicultural in nature, my 

goal was to heighten their critical perspective. This evaluative ability to 

scrutinize books carned significant consequences for their work with learners in 

the classroom. Preservice teachers' multicultural education, in this instance, was 

a process of becoming a more critical, reflective teacher. An enlarged 
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orientation toward multiculturalism, including the ability to scrutinize books for 

. use in the classroom, changed their teaching and learning. 

A parallel concern that accompanies the question of accuracy and 

authenticity is the tendency to label any books written from a point of view 

outside the European American perspective as multicultural literature (Ruiz, 

1993). This trend oversimplifies the conceptualization of this type of literature 

and reduces all books to one of two categories: either mono-cultural (texts 

written from a mainstream perspective) or multi-cultural books (texts written 

from a perspective outside the mainstream). A biased, standard unit of measure 

(Anglo-centric books) is retained through the use of this narrow 

conceptualization. This view of multiculturalism in children's books perpetuates 

old stereotypes of It majority It and Itminoritylt status through the use of an Anglo

centric standard. 

A pluralistic orientation calls for a transformed view of multiculturalism 

and acknowledges the usefulness of a collection of literature books which 

provides a broad look across the whole of society. Children's books that 

present an accurate and authentic view uf a specific culture provide a way for 

students to reflect on social, political, and cultural issues of concern (Short, 

1993). Exclusionary tendencies are halted as teachers work toward providing 

students with multiple perspectives on specific cultures, which in turn broaden 

their orientation toward living in a pluralistic society. A new way of thinking 

and acting in the world is considered as students explore specific, diverse, and 

universal characteristics of all cultures. Discussions resulting from literary 

experiences with these types of books initiate a move toward a more critical 

awareness of life experiences. 
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One other concern that arises in response to the quest for accurate and 

authentic books questions the usefulness of sharing multicultural literature in an 

environment that does not also promote critical, reflective reading. The power 

of children's literature that is multicultural is realized when teachers take time to 

scrutinize books for sharing and work to create a reflective environment that 

promotes a critical exploration of these books (Taxel, 1989). The question of 

whether there are multicultural books versus whether there is a need for 

multicultural experiences with books more clearly focuses the debate (Ruiz, 

1993). A critical consciousness promoted through experiences with 

multicultural literature points to the power of literary transactions that are 

multicultural. Reading as a transaction between the reader and text (Rosenblatt, 

1978) focuses the experience on the transactive process, not on the book in 

isolation. The productive nature of literature that is multicultural is actualized in 

a multicultural experience or transaction with these books. 

Based on these insights, I suggest this broader conceptualization of 

multicultural literature. Literature that is multicultural provides students with 

opportunities to reflect on their own cultures (mirrors) and examine other ways 

of perceiving the world (windows). Specific cultures explored must be 

examined through multiple viewpoints that investigate their unique, diverse, and 

universal characteristics. There is an accompanying need for mono-cultural 

books that authentically represent a specific perspective. Teachers need to 

carefully consider the accuracy and authenticity of cultural information 

presented in books, based on a knowledgeable understanding of these cultures. 

A collection of multicultural literature consists of accurate, mono-cultural books 

from a wide variety of cultures, not simply books outside the mainstream culture. 
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Of equal importance to the selection of multicultural books is the 

multicultural experience with these books. As students and teachers maintain a 

reflective stance toward ideas shared in books, they critically consider new 

infonnation in light of prior understandings. Literary experiences with literature 

that is multicultural transfonn students' and teachers' orientation toward 

multiculturalism and create a critical consciousness of their world experiences. 

Clarifying the potential of literary experiences with multicultural 

literature for expanding students' multicultural orientation toward learning is not 

intended to negate other tools and contexts for exploring pluralism. This study 

is meant to offer one concrete example of how a multicultural orientation 

toward learning impacts preservice teachers. 

There is a need for teachers to investigate other avenues of exploring 

multiculturalism. Just as preservice teachers spoke of the impact of their 

expanding multicultural awareness on other subject areas like math, history, 

science, or social studies, teacher educators must consider how a multicultural 

orientation alters the content of what is studied in their courses with future 

classroom teachers. 

Literature Circles 

Literature circles provide one curricular opportunity to use multicultural 

literature and experience learning that is multicultural. Transactions with these 

books present an occasion to hear and consider a diversity of perspectives. The 

trans active dialogue with other students at these literature discussions creates a 

context for broadening one's orientation toward multiculturalism. 
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Preservice teachers singled out literature discussions as the most 

productive course experience for enlarging their multicultural orientation. A 

closer look at this curricular event reveals several distinguishing features. 

Literature circles were first and foremost social experiences which facilitated 

learning with and from others. Through collaboration, students were able to 

hear and respond to perspectives they had not considered previously. 

Literature discussions analyzed for the kinds of talk that promoted 

exploration of multicultural perspectives shed further light on this generative 

occasion for students. Two trans active events (between preservice teachers 

and texts and amongst the preservice teachers themselves) created a context to 

examine authentic issues. Conversation and story were used to lay the 

groundwork for dialogue. As they focused on one or two concerns through 

dialogue, students heard and responded to various perspectives shared by 

group members. 

A critical element that pushed thinking was the students' prior 

experiences with the issue or concern explored through dialogue. Many 

literature discussions consisted of conversations and stories told amongst group 

members. The infrequent literature discussions that contained dialogue 

provided students with an opportunity to tie past experiences with present 

understandings. Learning that expanded into the future encompassed the past 

(Dewey, 1938). Connections to prior experiences allowed students to build on 

what they already knew and reflect on new understandings for future learning 

in and outside education. 

A connectedness in growth (Dewey, 1938) was evident in three literature 

discussions where students used their prior understandings to explore current 
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questions. One such discussion on Child of the Owl built on three learners' 

questions about loss or retention of ethnic identity. Tension created by diverse 

feelings and beliefs constructed through pdor experiences with this issue added 

fuel to the dialogue. At another literature circle on I Hate English, each 

preservice teacher related personal stories concerning the struggles of learning a 

second language. Positive and negative personal experiences generated 

dialogue characterized by disagreement. Six students discussing TortilHtas Para 

Mama, a third discussion containing dialogue, engaged in a cross-cultural 

discussion about parent/child interactions. Disparity between insiders' and 

outsiders' perspectives on the Mexican American culture generated ideas for 

consideration for all group members. 

Personal experience with concerns that evolved from students' literary 

transactions generated dialogue. This form of talk allowed students to verbally 

work at uniting prior experiences with current understandings. As each person 

shared their diverse perspectives for consideration, tension was created. This 

uneasiness moved the learning process forward. Tension was not necessarily 

alleviated through these brief occasions for dialogue; issues and concerns were 

considered long after the discussions ended in the informal class setting. 

Two features present in these infrequent occasions for dialogue were 

both vital for promoting growth. Personal experiences that in some way 

connected learners with the text was essential. Books that generated dialogue 

evoked response to vital issues and concerns for learners. Critical issues (such 

as learning a second language) and prior experiences with these dilemmas 

fostered this infrequent form of discussion. 
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One curricular strategy not used in this inquiry would likely have 

generated further dialogue. If I had provided preservice teachers with several 

occasions to talk about a book, they would have had time to "muck around" 

first and explore a wide variety of topics (Short & Armstrong, 1993). Through 

these initial conversations, students could have clarified issues of significance 

and dialogued about these concerns at subsequent discussions. 

Through dialogue at literature circles, preservice teachers had the 

opportunity to consider and hear new ways of thinking and acting about 

multiculturalism. Divergent perspectives were presented to issues and concerns 

at hand. While literature discussions did not promote an immediate change in 

action, students had the opportunity to consider alternative actions in their 

pluralistic world. 

The multicultural learning potential in literature circles urges teachers to 

consider other curricular experiences that broaden students' orientation toward 

multiculturalism. These interactions need to provide students with dialogic 

occasions to hear, reflect upon, and respond to multiple perspectives. 

Teacher Education that is Multicultural 

The vision of teacher education that guided this study evolved out of my 

holistic, collaborative, and multicultural principles about learning. Just as 

elementary learners need opportunities to personally construct new 

understandings, I believed that preservice teachers also required occasions to 

actively create knowledge. Greater multicultural awareness and understanding 

was to be constructed as they reflectively and critically considered their 

multicultural knowledge in light of global complexities. Specific areas for 

___ .-----.. --~-~ -·-----··--~~.-.cc~_=O. 
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exploration included attitudes of teachers and pedagogical practices that 

embraced all learners. Multiculturalism was to be included in our thinking 

throughout course experiences as a natural part of curriculum. As students 

experienced the power of multiple perspectives, we would explore the content, 

process, and purpose of multicultural learning for elementary students (Short & 

Burke, 1991). 

Through this research study, I discovered the role of learner and teacher 

to be inseparable. As preservice teachers moved back and forth between 

assuming a personal or professional stance, both perspectives moved the 

learning process forward. New multicultural knowledge gained from a learner's 

perspective shed light on teaching practices that facilitated this process of 

discovery with elementary learners. In college and elementary classrooms, 

educators need to assume the role of learner and teacher since each perspective 

presents different potentials for generating a broader awareness, acceptance, 

and appreciation of multiculturalism. 

My original goal of expanding homogeneous preservice teachers' 

multicultural orientation toward learning was altered. At the onset of this study, 

I pointed out the need to prepare homogeneous groups of teachers to met 

diverse populations of students. My vision of homogeneity and diversity 

changed over time as I came to a greater understanding of culture and 

multiculturalism. My labeling of this class of preservice teachers as 

homogeneous did not acknowledge their unique, diverse, and universal 

characteristics. Through the analysis process, I came to recognize unique 

qualities overlooked by a perspective on culture that focused on ethnicity. The 

diversity of perspectives on culture brought to our learning experiences 
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included a range of educational, age, regional, language, family, and ethnic 

viewpoints. When I began to view ethnicity as more than two groups of people 

(mainstream and other), I noted a wealth of perspectives available through 

students' Ukrainian, Polish, Hispanic, Native American, Panamanian, Jewish, 

Italian, and German backgrounds. But more than just ethnic diversity, students 

brought a wealth of perspectives from a variety of thought collectives. This 

diversity did not encompass the ethnic pluralism present in many classrooms 

(e.g. African Americans, Mexican Americans, Native Americans, Asian 

Americans) and there is still a need for teachers from a wide variety of 

backgrounds. However, I worked to expand my perspective on ethnicity to 

encompass more than generalized, stereotyped groups of people. This study 

provided an opportunity for me to expand my orientation toward 

multiculturalism. 

At the close of our course experiences (during the end-of-semester 

interviews), I asked students if they had explored multicultural issues 

throughout other courses taken in the College of Education. Thirty of the 31 

students acknowledged that they had briefly considered similar issues and 

concerns in other classes. Responses indicated the brevity of these 

explorations. Several students referred to a discussion about gender bias in a 

course they were taking along with our course; several commented on a reading 

assignment that included a look at multiculturalism; two students noted a 

professor's talk about cultural bias in standardized tests. Other examples of 

multicultural issues addressed in courses included a lecture on the need to be 

aware of students' diverse backgrounds, a definition of multicultural education 

to be copied off the chalkboard, an examination of a music textbook for cultural 
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equity, and a discussion on varying educational opportunities for students from 

mainstream or non-mainstream backgrounds. 

Two preservice teachers, Kimberly and Liana, shared how they used 

multicultural ideas explored in our class as a part of presentations for other 

classes. Lisa noted one professor's extensive references to the need for an 

education that is multicultural, not a multicultural education. The difference 

between these two approaches to multicultural education summed up the 

contrast between my goal to make multiculturalism a way of thinking and acting 

in classrooms or an orientation toward life and learning and many other brief 

readings, lectures, and discussions identified by preservice teachers as a part of 

other courses. 

One class, such as our children's literature course, that focuses on creating 

contexts for learning about multiculturalism can only begin to impact preservice 

teachers' orientation toward multiculturalism. For over 20 years, a small group 

of teacher educators have called for the inclusion of multicultural education in 

teacher education programs (Banks, 1988; Gay, 1986; Grant & Grant, 1977). 

The need to expand preservice teachers' orientation toward multiculturalism 

increases as the popUlation of diverse learners continues to increase. 

During the end-of-semester interviews, one preservice teacher, Marla, 

discussed how she saw this class not as an opportunity for me to teach 

multicultural concepts but as an occasion for all of us to live multiculturalism. 

Jerome Harste (1989) addressed the need for holistic demonstrations from 

teacher educators who "live" rather than just "cover" the curriculum of teacher 

education. Preservice teachers need more curricular experiences that provide 

---- ----------------
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the time and create a context for using a multicultural orientation to explore 

issues of concern. 

When multicultural teacher education is viewed as a dialogic process of 

inquiry, preservice teachers have an opportunity to read about, discuss, explore, 

and live a new multicultural orientation toward learning. Reflection on prior 

understandings produces tension; through dialogue, students examine diverse 

perspectives; tension pushes them to further reflection and consideration of 

changed ways of thinking and acting within their thought collectives. Deeper 

levels of awareness, acceptance, and affmnation of multiculturalism are explored 

as new issues and concerns arise. Preservice teachers need occasions to face 

the complexities of a pluralistic society in their teacher preparation courses. The 

degree to which students are given an opportunity to live multiculturalism in 

university courses will in many ways limit or expand the potential for living 

multiculturalism with learners in their future classrooms. 

Expanding the Potential of Teacher Education 

A multicultural orientation toward learning within one teacher education 

course such as this children's literature class will likely have a moderate to 

minimal impact on these preservice teachers as they move into classroom 

settings with students from many backgrounds. In order to foster teachers with 

a personal vision of the power of a multicultural orientation toward learning, 

changes within the entire teacher education program and beyond must be 

recognized and addressed. 

A small group of teacher educators have continually voiced a need for 

the inclusion of multicultural education in preservice teacher education 
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programs. Herein lies a significant dilemma. Preservice teachers do not simply 

need to consider how to include multicultural perspectives in the existing 

curriculum. They need to personally experience an education that is 

multicultural which alters their outlook and orientation toward all learning 

experiences. Just as preservice teachers need to understand that learning is 

social, active, and personal, they need to also understand that learning is 

multicultural. As they acknowledge the power of this broader orientation 

toward learning for themselves as learners, they can begin to conceptualize the 

power of this orientation for future interactions with children. This does not 

appear to be happening in many preservice education departments, in part 

because many teacher educators themselves do not understand the power of an 

education that is multicultural. Change begins with teacher educators who see 

the need to do more than discuss gender bias, assign readings on 

multiculturalism, and lecture on the need to become aware of students' diverse 

backgrounds. 

There is a need for a specific multicultural course at the onset of a teacher 

education program but more than a single course, there is a need to consider 

how a multicultural orientation expands teachers' knowledge in all subject 

areas. Only after teacher educators themselves gain a broader orientation 

toward multiculturalism (which alters their way of thinking and acting in the 

world and in university classrooms) is there a realistic chance for change in 

schools. Preparing preservice teachers to learn with students from many 

backgrounds requires an exploration of the theory and practice of 

multiculturalism throughout coursework. Pervasive efforts must be made to 

examine a diversity of perspectives in all areas of the curriculum. Teacher 
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educators need opportunities to collaboratively dialogue with other teacher 

educators about how to work toward an examination of subject matter from a 

multicultural orientation. 

A specific course on multicultural education at the beginning of the 

teacher education program could be pivotal in altering preservice teachers' 

vision of an education that is multicultural. Instead of initiating this class with a 

study of theoretical and philosophical dimensions of multiculturalism and the 

relationship to subject matter, teacher educators could initiate an investigation 

into preservice teachers' understandings and attitudes about multiculturalism. 

Self-knowledge could encompass an exploration of their own perspectives on 

culture in relation to others' perspectives. A personal perspective on 

multiculturalism could be gained as students worked to understand the 

theoretical dimensions of multicultural education. Delving into preservice 

teachers' cultural and multicultural attitudes and actions could help them gain 

the self-knowledge needed to examine the theory and practice of an education 

that is multicultural. 

Investigating preservice teachers' attitudes and behaviors naturally leads 

into an examination of actual classroom settings where classroom teachers' 

beliefs about multiculturalism and their resulting actions are explored. 

Understanding one's own responses to multiculturalism in light of others' 

responses provides a broader base from which to examine a multicultural 

orientation toward learning. Based on this self-knowledge and knowledge of 

others' attitudes and behaviors, preservice teachers could then explore changes 

necessary to create learning environments that value and use diverse 

perspectives at the university, elementary school, and societal level. 
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Preservice teachers' broader orientation toward an education that is 

multicultural based on explorations in this one course could continue 

throughout all other courses in the teacher education program. The curricular 

needs of various groups of students and the needs evident in existing 

curriculum already used in classrooms could be studied across subject areas in 

reading, language arts, writing, science, health, math, social studies, art, dance, 

theater, and music courses. Curricular materials (including textbooks) for use in 

classrooms could be examined for ways in which they provided (or needed to 

provide) a broad perspective on multiple ways of knowing in the world. 

Instructional practices that enabled students with many different learning styles 

to gain a broader understanding of their world could also be explored. 

Paralleling this study of a curriculum, materials, and instructional practices 

that promote multicultural learning could be classroom opportunities to 

investigate teachers' practices. Also preservice teachers could be given an 

occasion to try out their theoretical and practical understandings with children. 

Planning, implementing, and evaluating teaching practices that are multicultural 

could offer preservice teachers a chance to analyze and refine their 

understandings about multiculturalism in a supportive environment. 

General teacher education courses like a foundation of education class, a 

course on schooling in America, or a class in educational psychology could 

provide opportunities to examine teachers' and administrators' attitudes and 

behaviors that support an education that is multicultural. A school and 

community environment that fosters a multicultural orientation could also be 

explored. Discussing these issues in class and investigating them in actual 

classroom and school sites could offer a broader look at the value of and 
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constraints upon such an orientation toward learning. An examination of 

societal influences that foster or negate such efforts could provide preservice 

teachers with a realistic look at the potentials and limitations of efforts made in 

schools. Changes in societal attitudes and behavior could also be explored. 

These recommendations for teacher education programs are meant to be a 

suggestive, not exhaustive, list of ideas that provides initial direction for 

changes needed at the university level. Transformation toward a multicultural 

orientation starts with teacher educators themselves whose vision of learning 

within a pluralistic society is changed. Preservice teachers deserve an 

opportunity to consider curricular and pedagogical practices that embrace all 

students before they enter the classroom. Multicultural explorations in the 

university classroom that are examined further in elementary or secondary 

classrooms with students from many backgrounds have the potential to support 

preservice teachers as they strive to connect their theory and practice of 

multicultural education. 

Once preservice teachers enter the classroom, they deserve continued 

support that encourages their efforts to create learning experiences evolving 

from a multicultural orientation. Teachers need assistance as they consider how 

to make full use of students' and the community's resources for learning. Long

term, not one time, inservice programs that help experienced and new teachers 

consider a multicultural orientation toward learning are required to continue the 

explordtions preservice teachers begin in university courses. Veteran teachers 

need opportunities to reconsider their theory and practice of multicultural 

education if there is to be a change in the way schools make use of the diverse 

perspectives available for learning. 
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TIle Future of Multiculturalism 

In 1977, Geneva Gay noted how multicultural education was fraught 

with ambiguities. James Banks (1988) pointed out the diversity of definitions 

associated with multicultural education which lessen its power and cause 

disarray. I would maintain that the state of multiculturalism in and outside of 

education today still faces challenges which hold the potential for either adding 

new life or contributing to its fragmentation and demise. 

A central dilemma facing multiculturalism is the tendency to use it as a 

gauge for diversity. Decisions are made about the usefulness of people, 

institutions, programs, and children's books according to this scale which 

indicates a strength or weakness in diverse perspectives. Because of a historical 

lack of valuing diversity and multiculturalism in education and society, there is 

now a tendency to emphasize and give greater value to any perspective outside 

the "mainstream" perspective. There is little doubt that our nation (and in 

particular education) needs to actively seek ways to challenge the selective 

tradition of programs and texts that present only a dominant culture 

perspective. At the same time we must be mindful of not perpetuating a cycle of 

exclusion. If the power of multiculturalism is to be realized, it can not afford to 

become a divisive measure according to "strong" or "weak" pluralistic 

perspectives. Instead of separating and dividing dominant cultures from diverse 

cultures, there is a need for a new view of multiculturalism, one that sees value in 

each culture's contribution to the whole of society. 

The power of multiculturalism lies in its ability to provide multiple ways 

of looking across and within groups of people. It offers a channel for dialogue 



297 

between diverse cultures. As an orientation toward learning, multiculturalism 

can sharpen and expand a person's perspective on herlhis own and other 

cultures. Explorations into multiple perspectives create contexts which promote 

greater awareness and understanding. 

One vital possibility for generating attitudes and behaviors which 

embrace multiculturalism can take place as teachers clarify the purpose, content, 

and context of an education that is multicultural. Explicating the purpose of 

present practices is useful. Clarifying differences between the goals of diversity 

versus pluralism sheds light on the complexities of multiculturalism. 

When educators' purpose is to affinn diversity, the goal for 

multiculturalism becomes awareness of differences at an individual level. This 

form of learning creates surface level changes in attitudes and behaviors and the 

greater goal of multiculturalism is lost. On the other hand, when educators' 

purpose is to affinn pluralism, the goal for multiculturalism becomes acceptance 

and appreciation of the multiple cultures present in our society (Ruiz, 1993). 

This form of learning strives to broaden and transform students' orientation 

toward the whole of our multicultural society. Presently, education's purpose 

appears to be limited to efforts to affinn diversity, not pluralism. This narrow 

vision of learning is a simplistic attempt to deal with the complexities of living in 

a pluralistic society. 

This inquiry into an education for teachers that is multicultural began as a 

study of diversity and evolved into a study of pluralism. At the beginning of 

these course experiences during the spring semester of 1992, my vision of 

multiculturalism was one that saw the need to explore differences across cultural 

groups. I made significant efforts to present a mUltiplicity of perspectives, 
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different from those of the preservice teachers, through the use of multicultural 

literature. As my conceptualization and orientation toward multiculturalism 

broadened, I came to see how preservice teachers needed occasions to reflect 

on their own cultural experiences as they explored other perspectives. 

Clarifying one's own multiple perspectives in light of differences and similarities 

seen in others led to a deeper and more personal understanding of pluralism. 

Expanding students' orientation toward multiculturalism did not occur 

naturally; instead literary experiences with multicultural literature initiated a 

long-term process of working to increase their awareness and understanding of 

multiculturalism. Preservice teachers' efforts to explore multiculturalism were 

graphically seen in dialogic exchanges at literature circles. Through 

transactions with multicultural literature, students were pushed to clarify their 

own perspectives, reflect on these understandings, explore divergent 

perspectives presented by group members, and consider a transformative, 

multicultural orientation. These dialogic experiences urged students to move 

beyond their present awareness toward greater appreciation and affirmation of 

multiculturalism. The tension resulting from hearing a multiplicity of voices 

encouraged reflection on these issues long after the actual literature discussion 

was completed. Dialogue provided students with an opportunity to verbalize 

the possibilities and potentials for change. Reshaping multicultural knowledge 

verbally inside the classroom was a necessary for the reshaping of actions 

ou.tside schooL 

Dialogic opportunities to transform understandings can and should 

evolve far beyond the scope of literature discussions. Dialogue as pedagogy 

pushes teachers themselves to reconsider the learning invitations they extend to 
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students each day. Curricular experiences that promote dialogic transactions 

between students and teachers need to occur throughout the curriculum. The 

nature of dialogue does not connote exclusivity but an inclusive stance which 

invites students, their families, and communities to participate in the process of 

learning that is multicultuml. Dialogue that affirms plumlism, not just diversity, 

invites students in the classroom and others outside the classroom to participate 

in discussions that transform prior perspectives. These transformative 

experiences can alter teachers', students', parents', and the community's 

orientation toward their multicultuml society. 

Dialogic exchanges between schools and communities do not connote a 

separateness or distance but close, immediate contact which fosters a changed 

orientation for all. As teachers make efforts to utilize the parental and 

community resources and value the child's learning environment at home, 

parents can begin to see how educational experiences do not have to sepamte 

knowledge constructed outside and inside the classroom. In fact, learning that 

is truly multicultural must include and build on knowledge constructed outside 

the classroom. 

Teachers need opportunities to collabomtively consider ways to 

actualize learning that is multicultuml. As they explore a broader orientation 

toward learning, their awareness, acceptance, and affirmation of pluralistic 

perspectives is transformed. Beliefs about learning in classrooms are expanded 

as their orientation toward the world is enlarged. As teachers' vision of learning 

is broadened, potentials for learning with students are transformed. 
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We educate children in order to change their behavior by changing 
their view of the world. We want to change the way they perceive the 
world they live in, not so that they will carry out our purposes, but so 
that they can fonnulate their own purposes, and estimate their value 
(Barnes, 1976). 

As teachers formulate their own purposes for learning that is 

multicultural, they come to a new understanding of what it means to create a 

classroom environment that promotes pluralistic perspectives for students, their 

families, and communities. An education that is multicultural begins with 

teachers who have explored their own perspectives on culture and recognize 

the need to expand their pluralistic perspectives along with students in 

classrooms. Teachers with a multicultural orientation toward learning recognize 

the continual need to create dialogic opportunities where students can step 

beyond the cultural boundaries often perpetuated by society. They also 

acknowledge the need to situate learning experiences within the cultural 

context of students' lives outside the classroom. Curricular engagements 

provide opportunities for class members to critically consider their concerns and 

issues. 

In conclusion, I want to take a look ahead at future possibilities for an 

education that is multicultural by sharing one preservice teacher's reflections on 

our learning experiences one year after this collaborative inquiry. I invited the 

thirty-two preservice teachers to reflect on and reconsider our semester of 

learning in light of their current experiences at the end of their course of study 

in the College of Education. The urgent need for teacher education that is 

multicultural is presented in the struggles Mia discusses as she considers 

working and learning in her own classroom next year. Her orientation toward 
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learning about multiculturalism encompasses an active confrontation of harsh 

realities presented by a society that focuses on differences. Mia's words offer a 

glimpse of a preservice teacher, grappling with her changing orientation toward 

learning which transforms her work with students in classrooms. Her words 

address the urgent need for learning that is multicultural. As a reflective 

educator who recognizes the need to create a critical consciousness in students, 

she provides one example of the power and potential in teachers with a critical 

consciousness of our pluralistic society which transforms their orientation 

toward learning and living in classrooms, schools, and communities. 

Being at Borton School this semester has been a real eye opening 
experience for me. It is a multicultural environment, yet it is not a 
truly integrated environment. 1 am seeing first hand how difficult it 
is in the real world to achieve desegregation and a positive celebration 
of differences... [During the last semester,] 1 have observed such 
comments by the children as, "I hate you white folk; get out of my 
face," and "Why do you hug him? He has dirty brown skin" ... 

I believe that we, as teachers, need to openly discuss these 
issues with the children more (I know 1 will) to bring about an 
awareness that we are all thinking, feeling, caring people, and we may 
come in different packages, and that's okay. Would we really want to 
be the same anyway? I believe, now more than ever, that the lack of 
understanding and acceptance of individual and cultural differences is 
really at the root of our society's deepest problems. 

1 guess, for me, it took immersing myself in a situation where 
people are not so accepting of one another to see how essential it is to 
openly and aggressively teach multicultural acceptance and 
celebration (Mia). 
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Title of Research Project - Multicultural Children's Literature: 
Exploring Critical Perspectives with Preservice Teachers 
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I AM BEING ASKED TO READ THE FOLWWING MATERIAL TO ENSURE 
THAT I AM INFORMED OF THE NATURE OF THIS RESEARCH STUDY 
AND OF HOW I WILL PARTICIPATE IN IT. IF I CONSENT TO DO SO, 
SIGNING THIS FORM WILL INDICATE THAT I HAVE BEEN SO INFORMED 
AND THAT I GIVE MY CONSENT. FEDERAL REGULATIONS REQUIRE 
WRITfEN INFORMED CONSENT PRIOR TO PARTICIPATION IN THIS 
RESEARCH STUDY SO THAT I CAN KNOW THE NATURE AND THE RISKS 
OF MY PARTICIPATION AND CAN DECIDE TO PARTICIPATE OR NOT 
PARTICIPATE IN A FREE AND INFORMED MANNER 

PURPOSE 
I am being invited to voluntarily participate in the above-titled research 

project. The purpose of this project is to explore the potential of using 
multicultural children's literature with preservice teachers. 

SELECTION CRITERIA 
I am being invited to participate because I registered for Language, 

Reading, and Culture's Children's Literature in the Elementary Classroom 
(L.RC. 480), Section 2 for Spring 1992 at the University of Arizona. 
Approximately 32 students will be enrolled in this study. 

PROCEDURE 
If I agree to participate, I will not be asked to agree to any projects 

beyond the regular scope of this course. Therefore, there are no risks or benefits 
involved for anyone who chooses or does not choose to participate. Signing 
this form has no impact on my grade. Participating in this research project also 
has no impact on my course grade. 

CONFIDENTIALITY 
The first name of the students in L.RC. 480, Section 2 for Spring 1992 

will be used to identify their work. 
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AUTHORIZATION 
BEFORE GIVING MY CONSENT BY SIGNING THIS FORM, THE 

METHODS, INCONVENIENCES, RISKS, AND BENEFITS HAVE BEEN 
EXPLAINED TO ME AND MY QUESTIONS HAVE BEEN ANSWERED. I 
UNDERSTAND THAT I MAY ASK QUESTIONS AT ANY TIME AND THAT I 
AM FREE TO WITIIDRA W FROM THE PROJECT AT ANY TIME WITHOUT 
CAUSING BAD FEEUNGS OR AFFECTING MY COURSE GRADE. MY 
PARTICIPATION IN THIS PROJECT MAYBE ENDED BY THE 
INVESTIGATOR OR BY THE SPONSOR FOR REASONS THAT WOULD BE 
EXPLAINED. NEW INFORMATION DEVEWPED DURING THE COURSE 
OF THE STUDY WHICH MAY AFFECT MY WlLUNGNESS TO CONTINUE 
IN THIS RESEARCH PROJECT WILL BE GIVEN TO ME AS IT BECOMES 
A V AILABLE. I UNDERSTAND THAT I DO NOT GIVE UP ANY OF MY 
LEGAL RIGHTS BY SIGNING THIS FORM. A COpy OF THIS SIGNED 
CONSENT FORM WILL BE GIVEN TO ME. 

Subject's signature Date 

I agree to participate in this research project but I do not want my first 
name used to identify my work. The pseudonym I chose to use to identify my 
work is ________ _ 

INVESTIGATOR'S AFFIDA VIT 
I have carefully explained to the subject the nature of the above project. 

I hereby certify that to the best of my knowledge the person who is signing this 
consent form understands clearly the nature, demands, benefits, and risks 
involved in hislher participation and hislher signature is legally valid. A medical 
problem or language or educational barrier has not precluded this 
understanding. 

Signature of Investigator Date 
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END-OF-SEMESTER INTERVIEWS 

N ame--:-:=-=--=--:-~ 
L.R.C. 480, Spring 1992, Section 2 
Date __ _=.....,..,.,.,..".---

Instructor - C. Klassen , 

1. What is your definition of multicultural children's literature? 
(How would you define m.c.I.?) 
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2. What do you foresee as the significance of a multicultural perspective on 
children's literature in your classroom? How does this multicultural perspective 
influence your future teaching (curriculum)? (In your classroom, what do you 
see as the significance of a multicultural perspective? Do you think that this 
multicultural perspective will be important in your future classroom? Why?) 

3. Which of our class experiences (dialogue journals, pen pals, or literature 
circles) influenced your thinking on multicultural issues the most? (Which 
experiences helped you come to a new understanding of multicultural issues?) 

4. What were your perceptions of multicultural issues before this class? What 
are they now? What experiences promoted this change/growth? 

5. Since enrolling the College of Education, have you had similar occasions to 
dialogue about multicultural issues? Where? 
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CHILDREN'S UTERA TURE MID-TERM SELF-EV ALVA TION 
LRC 480, Section 2, Spring 1992 
Name ___________ _ 
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Our class experiences are built on a theory of learning that focuses on the 
creation of a community of readers. Self-reflection is a key to this collaborative, 
holistic process. Consider the following questions as you evaluate your 
learning experiences thus far and plan ahead for the remainder of the semester. 
Please type your responses (2-4 pages). 
Due March 13th. 

1. Discuss your strengths and areas for growth in our course. 

2. Examine the strengths and areas for growth of our course. Explain 
any suggestions you have for improving our class. 

3. Discuss the most significant insights you have gained from our course 
thus far in the semester. 

4. Discuss goals you have set for yourself. Specifically, address your 
ACTIVE participation in each of our major projects: 

a. Attendance and participation in all class experiences - examine how 
you work to involve yourself and others each class session 

b. Reading record and Share-a-book - number of books read thus far 
(picture and chapter), attach reading record overvkN (green sheet), turn in your 
Reading Record again on March 26 if you weren't close to being half way 
finished last week; Share-a-book - explain your effort to involve classmates in a 
favorite book and how you supported another student in her/his sharing 
experience 

c. Roving dialogue journal - skim over your journal, consider the 
thought and effort you put into weekly reflections and responses to others' 
entries, explain most significant issues you've considered through written 
dialogue 

d. Group project - what your focus is within group, your contributions to 
entire project 

e. Cross-age pen pals - discuss what you hope to learn through this 
weekly exchange 

5. Discuss the grade you are working for. Explain your rationale. 

C. Klassen, 3/5/92 



CHILDRENS LITERATURE FINAL SELF-EVALUATION 

LRC 480, Section 2, Spring 1992 
Due on your interview date - May 7,8, 11, or 12 
Name Interview date and time 

COURSE OVERVIEW 

1. READING RECORD 
a. Total number of books __ _ 
b. Chapter books 
c. Picture books 
d. Other (i.e. information, poetry) 
e. List genres read and/or categories used to organize record 

2. ROVING DIAWGUE JOURNAL 
a. Number of entries for entire semester (8 before spring + 4 after 

spring break = 12 total 

3. PARTICIPATION 
a. Out of 30 class sessions, number attended 
b. Number of class sessions arrived late or left early 

4. CROSS-AGE PEN PAL EXCHANGE 
a. Name of pen pal (s) 
b. Number of letters written (out of 8 exchanges) 

5. SHARE-A-BOOK 
a. Date read to class 
b. Title and author of book 
c. Wrote note of encouragement to 

6. GROUP PROJECT 
a. Topic/issue/author 
b. Group members 

7. LITERATURE CIRCLES 
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a. Number of literature circles participated in (out of 7 - Child of the Owl, 
authors, multicultural literature, poetry, historical fiction, picture books, folklore) 
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COURSE EXPERIENCES 

In preparation for your end-of-semester interview, please respond to the 
following questions on each of our course experiences. You will likely spend 
one fourth of your time re-reading and reflecting on our various projects. Refer 
back to your course expectations and mid-term goals. In 2-5 pages (typed 
please), consider your strengths and areas for growth as a reader, learner, and 
teacher. 

For the end-of-semester interview, bring your portfolio, consisting of: 1. 
reading record, 2. course expectations, 3. mid-term, 4. pen pal letters, 
5. three dialogue journal entries, 6. completed final self-evaluation. 

I. READING RECORD 
How did you develop the format for your record? How did it change 

over the semester? 
Comment on the variety of books you read. What genre(s) did you read 

the most? Why? What process did you go through to select the books you 
read? Did you achieve your goals for reading in this class? 

Was the reading record a useful experience? Will this record be useful to 
you in your classroom? How? 

Reflect on how your reading changed as you read and responded over 
the course of the semester. 

n. ROVING DIALOGUE JOURNAL 
Select and xerox two or three journal entries that you feel show your 

growth as a critical reader and reflective learner. What did you notice about 
your process of responding over time? 

What topicslissues/books that you and lor other group members chose to 
write about were most useful and thought-provoking? Why? What did you 
learn about the need for personal response as you dialogued with others in your 
joint journal? 

Was the dialogue journal a valuable experience? Based on your 
experiences, would (how would) you use a d.j. in your classroom? 

m. PARTICIPATION AND ATTENDANCE 
Comment on your involvement during each class session. How did you 

work to contribute to the collaborative learning process with the whole class 
and small groups? How did you encourage others to share their thoughts? 

How has your participation changed over the serilester? 

IV. CROSS-AGE PEN PAL EXCHANGE 
As you re-read your pen pals' letters, what changes did you notice over 

time? What strategies did you use to encourage them as readers, writers, and 
learners? 
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How have your views of reading, spelling, and writing grown through 
this experience? 

Was the cross-age pen pal' exchange a useful experience? What aspects 
of this experience made it a productive learning opportunity? 

V. LITERA TORE CIRCLES 
Reflect on our seven literature circles (Child of the Owl, authors, 

multicultural literature, poetry, historical fiction, picture books, folklore). 
Through these small group occasions to dialogue about books, what did you 
learn about yourself as a reader? What did you learn about the need for 
multiple perspectives? 

Were the literature circles a valuable learning experience for you? Based 
on these personal experiences with literature, what are you considering for your 
classroom? 

COURSE GRADE 

What grade would you give yourself, based on your growth and learning 
as well as the quality of your work for our class? Why? 

C. Klassen, 5192 

---------_._.- ---.. --
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APPENDIXD 

CHILDREN'S LITERATURE 

dePaola! T. (1980). Now one foot. now the other. New York: Putnam. 

Griego, M.C., Bucks, B.L.. Gilbert, S.S., & Kimball, L.H. (1981). Tortillitas para 
mama and other nursery rhymes. New York: Henry Holt. 

Levine, E. (1989). I hate English. New York: Scholastic. 

Lord, B.B. (1984). In the year of the boar and Jackie Robinson. New York: 
Harper and Row. 

Martin, B., & Archambault, J. (1987). Knots on a Counting Rope. New York: 
Bantam. 

Mosel, A. (1972). Funny little woman. New York: Dutton. 

O'Dell, S. (1960). Island of the blue dolphins. New York: Dell. 

Ortiz, S. (1988). The people shall continue. San Francisco, CA: Children's 
Book Press. 

Paterson, K. (1977). Bridge to terabithia. New York: Thomas Y. Crowell. 

Sneve, V.D.H. (1989). Dancing teepees: Poems of American Indian youth. 
New York: Holiday House. 

Steptoe, J. (1991). Marcia. New York: Penguin. 

Steptoe, J. (1987). Mufaro's beautiful daughters: An African tale. New York: 
Lothrop, Lee & Shepard. 



Stolz, M. (1988). Stonn in the night. New York: Harper Trophy. 

Taylor, M.D. (1977). Roll of thunder. Hear my cry. New York: Bantam. 

Turner, A. (1987). Nettie's trip south. New York: Macmillan. 

Yep, L. (1977). Child of the owl. New York: Harper Trophy. 
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