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ABSTRACT

This narrative inquiry offers research of literacy and children’s literature teaching
through inquiry into stories told from the perspective of preservice teachers (PSTs).
Through inquiry into PSTs’ stories to live by (Connelly & Clandinin, 1999), teacher
educators and educational researchers learn about PSTs’ experiences with literacy and
children’s literature and how they work to inform their teaching decisions. The research
narratives provide literacy teacher educators with space to consider why and how to
(re)design courses taught to PSTs on critical literacy teaching diverse children’s
literature. Educational researchers learn of ways to further research into PSTs’ chosen
ways of teaching through study of the research narratives.

This inquiry into PSTs’ stories follows the research question of: How do
preservice teachers’ stories to live by inform their orientation towards certain literacy
teaching practices of children’s literature? It is framed by Connelly & Clandinin’s (1999)
conceptualization of stories to live by which merges PST participants’ personal practical
knowledge, lived experience on the professional knowledge landscape, and their identity
(i.e., student teacher, future teacher) stories.

Analysis of PSTs’ stories was done following structural and thematic models and
found that PSTs held different views of literacy involving literacy as method and as
social practice; they approached teaching literacy following behaviorist, constructivist,
and socio-cultural ways; and held conceptualizations of children’s literature including as
teaching tools, mirrors, diverse, and culturally relevant. Implications for teacher
educators include the need for explicit critical literacy teaching diverse children’s

literature and provision of explicit classroom experiences of teaching diverse children’s
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literature texts. Implications for educational researchers suggest the need for more

individual and longitudinal studies of individual PSTs and their stories.
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Chapter 1

INTRODUCTION

As a graduate instructor of a literacy education course on diverse children’s
literature, I am commonly asked questions by undergraduate students about my choosing
to teach literacy within a critical literacy framework and decisions around teaching of
literacy with diverse children’s literature. My responses to undergraduates around such
questions typically follow the form of stories. Some of the stories | tell are consciously
constructed (Anzaldda, 2015) or authored; these stories I will into being as | attempt to
create what undergraduates need to hear. Other stories emerge like imaginings or dreams
(Anzaldda, 2015), triggered by something within the classroom space (i.e., a conversation
around a lived experience). As a former teacher librarian, reading teacher,
paraprofessional, and school library clerk, | have authored and shared many stories —
which I will call my teaching experience stories — from which to draw curriculum and
instruction examples to share with undergraduates and preservice teachers.

My literacy teaching experience(s) stories are, to borrow from Anzaldua (2015),
“ontological beings with lives and various types of agency that at least partially exceed or
in ways escape human knowledge and control” (p. xxx). Through literacy teaching
experience(s) stories, | explore and attempt meaning-making around choices — past and
present — regarding how to teach literacy and which books to share alongside my
experiences both within and outside of teaching and education. My understanding of

what literacy teaching is, is grounded in my literacy teaching stories. These literacy
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teaching stories take place over different knowledge landscapes?® of both personal and
professional nature (Connelly & Clandinin, 1985; 1999), involve various plots, and have
different characters or identities (i.e., my pre-marital self, my married self, my married-
parent-mother self, etc.). These are my stories to live by. Connelly and Clandinin (1999)
conceptualized stories to live by as those stories that merge personal practical knowledge,
life on the professional knowledge landscape, and identity.

I liken literacy teaching stories and stories to live by to emancipatory fairy tales.
Lewison, Leland, and Harste (2008) introduced the concept of emancipatory fairy tales as
a way of challenging the stereotypical ways many characters within fairy tales were
depicted. After reading a fairy tale, students are invited to think about what story is
central alongside whose story is told, and who is left out either through omission or
silencing. Students then (re)author the story by altering one or more of the elements of
the story (setting, plot, characters) to begin to identify and disrupt some of the greater
social stories commonly held by readers as sites of meaning and knowledge.

Emancipatory fairy tales share similar characteristics to their more traditional
counterparts but emancipate themselves through not conforming to cultural norms more
commonly situated in fairy tales. Freedom in emancipatory fairy tales is actualized
through their removal of the limitations of existing cultural norm(s) (i.e., all princesses
are white, blonde, and blue-eyed, and need to be rescued). Stories are both situated within

and shapers of culture — what (i.e., behavior(s) or practice(s)) is accepted as norm or

1 Szecsi et al. (2010) cite Greene (1994), who uses the term “landscape” to describe one’s
personal understandings, including biases, preferences, and vacancies. VVacancies are described as
experiences to which one has never been exposed or contemplated and likely create holes of
misunderstanding (pp. 44-45).
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expected of persons within a given group. Anzaldua (2015) defined culture or cultura as,
“the fabric of life that the scissors of previous generations cut, trimmed, embroidered,
embellished, and attached to new quilt pieces, but it is the cloth that the wash of time
discolors, blends the dyes, and applies new tints” (p. 85). Though you may get your
identity story from your culture, it is not permanent and cultural practices and beliefs can
be influenced or disrupted by stories and their (re)telling.

My stories to live by, specifically my teaching stories, take place primarily across
the teacher knowledge landscape and within a teacher cultura. Teacher cultura is
understood as the collective story of teacher group identity — what people of a certain
cultural group (i.e., teachers) collectively identify as what it means to be a teacher. These
stories inform teachers as members of the cultural group about how to teach and what
tools to teach with; these stories are rooted in the past and oft hold onto traditional ways
of knowing and doing around teaching because of the feelings of comfort and the ability
to withstand-the-test-of-time which they engender. My stories to live by serve to
emancipate readers and listeners from the normative and provide new and/or different
perspectives and possibilities to consider around and within teacher cultura — specifically,
those of critically teaching literacy with diverse literature for children.

As a teacher of literacy and literature, | teach from a critical literacy frame.
Within a critical literacy framework, literacy is more than just mere reading and writing.
The teaching of literacy from a critical literacy frame is described as a “means of looking
at an issue or topic in different ways, analyzing it, and suggesting possibilities for change
and improvement” (Vasquez, Janks, & Comber, 2019, p. 300). I intentionally teach with

diverse children’s literature to create spaces for critical literacy discussions inclusive of
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traditionally marginalized voices — those of BIPOC authors and illustrators oft omitted or
absent from children’s literature shared in public elementary school classrooms —
alongside the sharing of my stories to live by. Through my stories to live by, | provide
undergraduate students and preservice teachers with different perspectives and
understandings of literacy education and children’s literature — those of a Black, female,
graduate student, instructor, researcher concerned with learning and teaching literacy for
all children.

My responses to undergraduates’ questions about literacy and literature teaching —
curriculum and pedagogy are mostly well received. Many undergraduate students share
their enthusiasm around critical literacy and diverse children’s literature and the
eagerness with which they anticipate opportunities to do similar work in their own future
classrooms. Nevertheless, just as many undergraduate students are apprehensive of
teaching literacy and literature from a critical literacy perspective. Those who are uneasy
about this type of teaching tend to ask questions about what they are to do when faced
with potential challenges (i.e., parents, administration, communities) to critical literacy
teaching practices and diverse children’s literature. I am sometimes unsure of how to best
respond to questions about challenges. | fear that it has a lot to do with my own teaching
experiences and knowledge landscapes.

Background & Context

The landscapes of my K-12 literacy and literature teaching stories are urban
(Greater Metro Atlanta, GA; Austin, TX) and some suburban (Covington, GA; Anderson,
SC) settings and Title 1 (federally funded schools with large concentrations of low-

income students) schools with sizeable African American and/or Latinx populations.
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Much of the work of critical literacy is similarly situated, due to the goal of critical
literacy to (re)address the needs of those historically marginalized — persons/students
from non-white families, of lower socioeconomic standing, who live in urban spaces. The
work of critical literacy allows space for the examination and disruptions of the language
and power relations that attempt to keep non-white persons in the margins and work
towards social transformation.

As a literacy teacher and teacher librarian in the K-12 context | loved sharing
diverse — primarily culturally and some linguistically — literature texts with students. In so
doing I provided them with the many mirrors, windows, and sliding glass doors (Bishop,
1990) that were previously absent from their educational curriculum and literacy
learning. My literacy teaching experiences were without many of the challenges faced by
current undergraduate students and preservice teachers (PSTs) around the teaching of
elementary literacy with diverse children’s literature from a critical literacy framework.
PSTs, within the current U.S. political climate, in many ways fear parent and community
disapproval and retribution around choosing to teach in such a manner and with certain
literature texts (i.e., BIPOC authored and illustrated literature; stories of experiences
outside of white, Christian culture). Conversely, my literacy teaching with diverse
children’s literature was welcomed by school administration, teachers, parents, and
community members. This was the beginning of my critical literacy teaching experience
with diverse children’s literature. As a teacher librarian at schools within Black and
Brown communities, | transferred what | had learned in graduate school about teaching
literacy with diverse children’s literature and what I had learned about the need to center

and share Black, Indigenous, and Person of Color (BIPOC) voices from my
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undergraduate studies in African American Studies. Through both programs
(undergraduate and graduate), I learned about literature from authors and illustrators of
historically marginalized cultural groups and its power to disrupt Western concepts of
what/how literacy education is and what/how it could be taught. How would I/should |
share my knowledge and understandings about teaching with diverse children’s literature
and its importance with undergraduate students — preservice teachers?

The knowledge landscapes of undergraduate students and inquiry participants and
preservice teachers (PSTs) at a predominantly white institution of higher learning in the
Midwest vary vastly. Some PSTs are from urban and suburban places, while others are
from rural places across the Midwest. Some are of middle-class family backgrounds,
while others are of higher or lower-socioeconomic family backgrounds. Some were
raised in households of readers, while others were not. Some PSTs were taught literacy
from a critical literacy perspective and how to teach with diverse children’s literature
within such work during their childhood experiences, while others are experiencing
critical literacy and diverse children’s literature for the first time as undergraduate
students and future teachers. Some PSTs chose to complete their student teaching
experiences in urban/suburban school settings, while others chose rural school settings.
PSTs in the elementary education program complete their Senior Year On-Site Program
(SYOSP) with cooperating teachers from and with whom they learn of teaching
pedagogy and teacher culture or cultura (Anzaldla, 2015). Early Childhood Education
(ECE) PSTs similarly can choose to complete their senior year teaching internship with a
cooperating teacher and learn of teaching pedagogy and teacher cultura. All these

landscapes constitute fertile ground for PSTs’ varying knowledge and understanding
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around their engagement in literacy curriculum and pedagogy practices — especially
critical literacy curriculum and pedagogy.

Adding fuel to the fire was my perceived failure to better respond to PSTs’
questions around their fears about teaching literacy and literature from a critical
perspective; and their feeling ill-prepared to teach from a critical literacy perspective and
with diverse children’s literature. Was this even possible then? I needed to find stories —
stories to live by told from another perspective(s) — that would help me to provide better
answers for PSTs and me, and to explore and consider teacher education curriculum and
pedagogy on teaching preservice teachers how to teach literacy and diverse children’s
literature from a critical literacy frame. Who would be better, to tell these literacy and
teaching stories to live by from which I/we could all learn, besides PSTs themselves? No
one.

Therefore, the need to hear and inquire into the stories or narratives of education
PSTs (elementary and ECE) who had questions about how and why to engage in critical
literacy teaching with diverse children’s literature following their having taken methods
course(s) on literacy education emerged. In essence, the need to hear PSTs’ stories and
use the phenomena derived from their narratives to bridge the gap between literacies
learned through their teacher education and literacies informing their curriculum and
pedagogy practices was created by them and they hold the answers to their questions —
through narrative inquiry into their stories to live by, we (researchers and teacher
educators) could begin to better understand what, who, when, where around the teaching
of literacy done by PSTs — inclusive of what and how around critical literacy teaching

and diverse children’s literature.
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Research Questions

Given the desire to conduct this inquiry into How do (or do not) preservice
teachers become engaged in critical literacy? How do they make decisions about which
children’s literature texts to teach with? Alongside my understanding that within
preservice teachers’ “stories to live by” (Connelly & Clandinin, 1999; Clandinin, 2013)
lie phenomena about their personal practical knowledge, their teachers’ professional
knowledge and teacher identity which potentially inform their teaching practice

% ¢

decisions. I pose the following research question: How do preservice teachers’ “stories to
live by” inform their orientation towards certain literacy teaching practices with
children’s literature? Further guidance is given to the inquiry into preservice teachers’
stories by sub questions of: What are the literacy experiences of preservice teachers prior
to teacher education? What are preservice teachers’ experiences with diverse children’s
literature texts prior to teacher education? What are the literacy experiences of preservice
teachers in teacher education? What are the experiences of preservice teachers with
literacy instruction during their senior year teaching internships? What are preservice
teachers’ teaching experiences with diverse children’s literature texts?
Nature of the Study

There are five participants in this narrative inquiry — four preservice teacher
participants and me as co-participant and researcher — into our stories to live by. The
inquiry is primarily that of biographical narrative inquiry into the stories of undergraduate
PSTs. Such inquiry “explores lived experiences and perspectives that people have of their

daily lives, including their past, present, and future, focusing on how they make sense of

the meanings they give to stories they tell” (Denzin, 1989; Kim, 2016, p.125). Alongside
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the biographical narratives of undergraduate PSTs is my own autobiographical narrative
inquiry which allows me to “travel to the self that illuminates a larger social problem”
(Kim, 2016, p. 122). As | listen to and analyze the stories to live by of undergraduate
PSTs, | similarly do the same work with my own story to live by. Together, our
interwoven narratives (Clandinin & Connelly, 2000) share the collective story of teacher
knowledge and teacher education towards possibilities around how and why decisions
about teaching practice from a critical literacy perspective with diverse children’s
literature.

Within the role of storyteller, | ask PSTs to share stories about both their personal
practical knowledge, professional knowledge landscapes, and teacher cultura as all these
stories inform their teaching decisions. When teaching the reading and writing of texts, |
often share about the relationship between texts and readers and writers. Beginning with
texts — texts are not neutral; they are written from and for a certain perspective(s).
Readers are not neutral either. How one reads texts varies from person to person. The
reading of text is done from both literal and figurative positions — I may be literally siting
down in at my desk, within the comfort of my home reading articles about preservice
teachers who are described as white, female, undergraduates of a PWI; while I am
figuratively understanding who they are based on my prior experience(s) with and
knowledge of PSTs — good, bad, or indifferent; positive or negative — and making
assumptions about the PSTs | am reading about based on prior knowledge. Within our
stories to live by lie those literal and figurative positions. Within PSTs’ stories about
teaching and teacher education, | read and listen to learn about their knowledge,

positions, and landscapes across time — past, present, future. For me to hear these stories,
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not only do | have to be a good listener, but I also must have the trust of those sharing
their stories. Such a relationship of trust involves my taking on the role of narrative
inquirer as midwife (Kim, 2016).

As narrative researcher midwife, I work alongside my students as preservice
teacher participants through inquiry — listening, questioning, theorizing, listening some
more, understanding, questioning, etc. — towards birthing of participants’ stories. The
stories are not mine, but my involvement is crucial. My responsibilities to the participant,
according to Clandinin & Connelly (2000) include: providing a safe and loving
environment for participant and their embryo (story in-process); providing space for
myself and my own stories; having an awareness of “the larger landscapes on which we
all live” (Clandinin & Connelly, 2000, p. 81) and the professional knowledge landscapes
we currently inhabit; and ensure a healthy birth (co-constructed research narrative). The
success of my work as narrative researcher midwife predetermines my success as a
storyteller or narrator of our — PSTs and my — story to live by and story to teach with.
Within our collective story — the narrative research text — I am able to engage in the work
of making sense of myself as a teacher educator and researcher and the decisions that |
have made and continue to make, alongside those of the inquiry participants towards
exploration and provision of possibilities for others — other teacher educators,
researchers, and PSTs who wish to further the work of cultivating diversity and inclusion
through education designed around critical literacy teaching practices and teaching with

diverse children’s literature.
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Assumptions and Delimitations

Preservice teacher participants in this inquiry are purposefully chosen. By this, I
mean that participants in this study are selected based on certain criteria. When looking
for participants, | was interested in identifying people who would be able to serve as
valuable sources of knowledge about how and why PSTs make teaching practice
decisions based on their stories to live by. Based on this initial criterion, all
undergraduate students, preparing to be teachers through the College of Education (i.e.,
elementary education majors and ECE majors) where | taught as a graduate instructor
would make good participants in the inquiry.

Initially, PSTs in this inquiry were also to provide me with information about
their literacy and literature education experiences and knowledge from an elementary
methods course on diverse children’s literature taught from a critical literacy frame.
Having been a student in the course was originally a criterion. However, only
undergraduate students who had previously taken this course would be considered to
participate in this inquiry. This criterion would prove to be too limiting, as it omitted the
voices of potential preservice teacher candidates from the ECE program. Finding inquiry
participants required a balancing act between and amongst criteria. As the researcher, I
was reminded of the chosen method of narrative inquiry and what was most important —
finding participants who are willing, trustful, and trustworthy (Kim, 2016).

One of the most important criteria of narrative inquiry is that the researcher and
participant(s) trust each other. As the researcher, | must have the trust of those (i.e.,
participants) sharing their stories, and would add that | would also have to trust them.

This is the type of trust relationship described earlier around the researcher as midwife
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(Kim, 2016) and participant as fiduciary and reciprocal relationships. Narrative inquiries
rely on rich stories as phenomena from which to learn and grow. Rich and healthy stories
are born in healthy environments — such environments need trust and rapport. To
establish rich and healthy stories and their environment, | as a researcher would select
participants with whom | had either developed relationships or could envision developing
such relationships. Initially, I envisioned working with prior students and PSTs as inquiry
participants — having served as their instructor in one or more of their previous literacy
methods courses, | believed that our previously established relationships could serve as
fertile ground for our rich conversations. However, given the self-selective nature of
participants who wished to participate in this inquiry, | had to expand how I viewed
relationships with participants and included in the inquiry preservice teacher participants
who | had no prior relationship with as well.

A delimitation of this study, due to its narrative inquiry form, is the inability to
generalize the findings to a larger preservice teacher population. The stories shared by
participants in this inquiry may not echo those of other PSTs in literacy teacher
education, though they provide a window into the experiences of these PST inquiry
participants. PSTs would have had multiple teacher educators of varying teaching
philosophies and teaching pedagogies teach them about literacy education and children’s
literature. PST participants may not share similar backgrounds (i.e., cultural, racial,
religious, etc.) or knowledge. The only shared experience would be that of undergraduate
student and PST perhaps.

For these reasons, the stories or PST narratives would have to be contextualized —

these are the “stories to live by” of inquiry participants and undergraduate PSTs who,
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following purposeful sampling and self-selecting process, are white, females in their
senior year internships at a predominantly white institution of higher learning (PWI) in
the Midwest, U.S. Relationships held between myself, and inquiry participants were both
old and new. Included in our interwoven and co-constructed narrative(s) are the many
shifts and emergences of relationships of power and knowledge, our collective story to
live by and teach with that informs the possible decisions that teacher educators and
education researchers can make around the critical literacy teaching and learning of
literacy with diverse children’s literature.

Organization of the Dissertation

The remainder of this inquiry is organized into eight chapters. Chapter two
presents a review of literature. It helps to situate the inquiry within narrative interview
conversations and their interpretation around inquiry into teacher knowledge, identities,
and education alongside those about preservice teachers, critical literacy, and literature-
based curriculum and pedagogy in teacher education programs. Chapter three presents the
methodology for understanding the stories shared by preservice teachers alongside my
own. Methodology structures an argument in support of narrative inquiry as the preferred
method of inquiry.

Chapters four through eight present the narratives of participants and their stories
to live by — myself included — of this inquiry. Chapter nine, shares of the exploration into
the narratives in chapters four through eight. Clandinin and Connelly (2000) explain that
within this chapter, “the pages are filled with people, events, and summaries of their
stories, not with theoretical literature” (p. 161). Chapter nine, entitled “Daunting

Possibility” (Rose, 1997), is the space wherein the narrative inquiry researcher and
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participant can revisit the dilemmas or puzzles that brought them to the research and look
towards future possibilities. This chapter has a reflective tone, though it provides room
for my thinking as researcher and teacher educator around the future teaching of critical
literacy with diverse children’s literature texts. This is where I contemplate my work as a
graduate instructor and researcher, teacher, and mother, alongside my future work as a
teacher educator and researcher of literacy education. Clandinin and Connelly (2000)
share that it is here that narrative researchers make references to “narrative categories,
such as cover stories and landscapes™ (p. 161). Chapter nine concludes with a return to
both the personal and social significance of the work, “reminding us as readers that

narrative inquiries need to do both” (Clandinin & Connelly, 2000, 161).
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Chapter Il
SITUATING THE INQUIRY WITHIN THE RESEARCH LANDSCAPE

This review of literature explores three areas related to the narrative inquiry: Narrative
research in teachers, teaching, and teacher education; Critical literacy as a framework for
teaching and research, and diverse children’s literature as a teaching tool for preservice teachers
within such a framework; and Analysis of preservice teachers’ (PSTs’) literacy teaching
knowledge and teacher education. Guided by the research question of: How do elementary
preservice teachers’ “stories to live by” (Connelly & Clandinin, 1999) shape their orientation
towards certain literacy teaching practices? This review of literature helps to situate the narrative
inquiry within preservice teachers’ stories to live by alongside conversations and thinking around
critical literacy and other transformative sociocultural pedagogies as frameworks of elementary
literacy curriculum and instruction.
Narrative Research on Teachers, Teaching, and Teacher Education

Bruner (1986) asserts that there are two modes of thought, the paradigmatic or traditional
logical-scientific and a narrative mode. These modes of thought are complementary, with each
providing differing ways of ordering experience or constructing reality. The narrative mode,
according to Bruner (1986) centers “around the broader and more inclusive question of the
meaning of experience” (p. 13). There has been extensive narrative research done on teachers,
teaching, and teacher education (Clandinin & Connelly, 1990, 1995, 1996; Craig, 1995, 2011;
Craig & Olson, 2002; Akin, 2002; Alsup, 2006). The exploration of narrative research literature
on the development of teachers, teaching, and teacher education foregrounds my research inquiry

into preservice teachers’ (PSTs’) storied understandings or knowledge around elementary
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literacy and its teaching — interested in whether PSTs engage in critical literacy teaching practice
with diverse children’s literature as a tool within such a pedagogical frame.
Teacher & Teacher Identity Narratives

The narrative research into teachers’ experiences and knowledge is purposeful; seeking to
illuminate the teacher as a professional and as knowledgeable. Akin (2002), in defining teaching
and teachers, shares the metaphorical nature of the shadow and its workings around the teacher.
She explains, “in the world of public schooling the most essential players, the students and the
teachers, are often mere shadows for others to define as they will, choosing particular
descriptors, ignoring others, all the while making what amounts to very definitive interpretations
about the nature of that which casts the shadow, often without actually having seen the student or
teacher to whom the shadow belongs” (p. 65). Through narrative inquiry, teachers can move
from the shadows into the light, and share their knowledge, experiences, and understandings as
teachers firsthand. Their teacher narratives provide readers with stories about teachers and their
teaching told from the perspectives of the teachers themselves, thereby (re)centering their stories.

Clandinin and Connelly’s (1986) narrative inquiry of teachers, centers the teacher and the
development of teacher knowledge as “narratively accounting for the context in which teachers
come to know — their professional knowledge landscapes — to narratively accounting for
teachers’ identities — that is, teachers’ ‘stories to live by’” (p. 25). Connelly and Clandinin (1999)
conceptualize stories to live by as a merging of “personal practical knowledge, life on the
professional knowledge landscape and teacher identity” (p. 4). Craig (2011) shares that “in
stories to live by, identity takes on narrative understandings of knowledge and context” (p. 25).
Craig (1995) building on Connelly and Clandinin’s (1985) work on personal practical

knowledge, inquired into how teachers construct and reconstruct their personal practical
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knowledge and come to know professional knowledge. Building on the work of Clandinin and
Connelly (1985, 1990, 1995, 1996, 1999) and Craig (1995, 2011), | am interested in learning
more about preservice teachers’ “stories to live by” — their development of knowledge across
their personal practical knowledge and professional knowledge landscapes alongside whether
they decide to teach from a critical literacy framework and teach with diverse children’s
literature. Through narrative research into preservice teachers’ stories to live by as phenomena, I,
as a teacher educator and curriculum designer, can work to review, reread, and retell towards
(re)structure and (re)design of teacher education (i.e., curriculum and instruction) around
elementary literacy. In so doing, | hold true and continue to center the teacher as expert and
further what Clandinin (2000) asserts, “questions about preservice teacher education do not
begin with what theoreticians, researchers, and policy makers know but, rather, with what
preservice teachers know and have found in professional practice” (p. 29).

Informed by Dewey’s (1916) work on “the individual and the group being modified by
experience,” Craig (1995) studied and learned from/with a beginning teacher, named Tim, within
the cultural context of the school and learning through experience. Craig’s (1995) research
followed a “telling stories” method, which she describes as “an approach lodged within narrative
inquiry” (p. 153; Craig, 1992) and allowed space for both Craig and Tim to select and order
experiences from shared stories of what they both believed and felt best described Tim’s
beginning teaching experiences. Craig (1995), through her movement between the stories (i.e.,
analysis), found that two questions arose: Whether knowledge communities are emergent or
whether they are intentionally cultivated? What of the relationship between Tim’s knowledge
communities and the competing interpretations of what constitutes a healthy school? She

concludes, “the conceptualization [of knowledge communities] has helped me unravel some of
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the complexities surrounding how beginning teachers’ knowledge is subtly shaped in their
professional knowledge contexts” (Craig, 1995, p. 173). Tim, the teacher, is both shaped by what
he has learned through the course of his education and his student-teaching experiences. Craig’s
(1995) findings are fascinating to me and suggest that there is possibility that preservice
teachers’ knowledge and identities are influenced by both their education and their subjective
experiences. Through this narrative inquiry into preservice teachers’ stories to live by, I learn
about how much of an influence, if at all, on their teacher education (i.e., curriculum and
instruction) is and can be on both their chosen ways to teach and the tools they choose to teach
with. Application of findings from the inquiry serve as ways and means for thinking about how
designers of elementary literacy education curriculum and instruction can better structure the
education preservice teachers for greater influence potential towards their engagement in literacy
teaching from a critical literacy framework and teaching with diverse children’s literature.

Craig and Olson (2002) conducted a narrative study of teachers and teacher learning in a
first year, first term sociology of education course. The goal of their study was to highlight
narrative practices (i.e., reading responses, base groups, journal writing) that place teachers’
knowledge at the forefront of teacher learning. Their study is built upon understanding teachers’
knowledge is formed by narrative authority and knowledge communities. Craig and Olson
(2002) define narrative authority as, “the expression, enactment, and development of a person’s
narrative knowledge as individuals learn to authorize meaning in community with others” (p.
116). They describe knowledge communities as “safe, storytelling places where educators
narrate the rawness of their experiences, negotiate meaning, and authorize their own and others’
interpretations of situations” (Craig & Olson, 2002, p. 116). Within the course, their students can

engage in “narrative practice that promotes the development of narrative authority and the
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cultivation of knowledge communities with preservice teachers” (Craig & Olson, 2002, p. 117).
They found both strengths and weaknesses of narrative practices emerged in their findings.

One of the strengths identified was that “the featured exemplars show narrative practices
assisting individual and groups of undergraduate and graduate students to explore dimensions of
their personal practical knowledge, to develop their narrative authority, and to form knowledge
communities that promote positive growth” (p. 127). Conversely, an identified problem was that
within their narrative practices, students demonstrated their becoming or changing, and not yet
knowing of who they are as teachers or where they fit — “there are transitional periods where
individuals may no longer fit comfortably in a conventional system but may be living a story that
is yet to be or is in competition with stories of ‘the way things are’” (Craig & Olson, 2002, p.
128). Craig and Olson’s (2002) findings offer support for both the current inquiry design and
future curriculum and instruction design. Their research supports the centering of preservice
teachers (PSTs) towards identifying possibilities of working with them towards consideration of
change — towards change in teaching pedagogy. Additionally, their research speaks to the fluidity
of PSTs’ identities and understandings especially as they move across the teacher educational
landscape towards their professional teaching landscape. Preservice teachers encompass a
“becoming teachers” space of understanding and of teaching; choosing how and what to teach
along the way.

Research on narrative inquiry into teachers and teaching done by Clandinin and Connelly
(1996), Craig (1995), and Craig and Olson (2002) collectively, provides a means of learning
from teachers about their teacher identities and knowledge acquisition. It is within the spaces of
personal practical experience and professional experience along varying knowledge landscapes

(Clandinin & Connelly, 1995) that teachers come to greater understanding. These spaces,
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communally, provide PSTs with their knowledge of who, what, how, and other things around
teaching within and through what | call teacher cultura. The concept of teacher cultura draws
from work done by Anzaldda (2015) who defined cultura as, “the fabric of life that the scissors
of previous generations cut, trimmed, embroidered, embellished, and attached to new quilt
pieces, but it is the cloth that the wash of time discolors, blends the dyes, and applies new tints”
(p. 85). Such an understanding of culture allows space for thought about it in broad terms —
inclusive of that which we have been taught and learned alongside what we hold onto and those
we let go. Identity stories emanate from our cultura — helping us to understand who we are as
members of a community. Teacher cultura, then, consists of stories about teaching and teachers,
often told by teachers — past, present, and future alongside the teacher’s, PST’s, storyteller’s own
stories around the same. It can be understood as the collective story of group identity — what
people of a certain cultural group (i.e., teachers/educators) collectively identify as. These stories
inform teachers about not only who a teacher is but also of how to teach and what tools to teach
with; these stories are rooted in the past and oft hold onto traditional and mainstream ways of
knowing and doing because of the feelings of comfort and the ability to withstand-the-test-of-
time that they engender. These stories can also share new ways of knowing and doing that
challenge and disrupt much of the mainstream understandings and practice.

The work of teacher identity development involves teachers wrestling with questions of
what a teacher is and does, what a teacher looks like, and as Britzman in Alsup (2006) adds,
“whether the teacher’s body is a normal teacher’s body” (p. xi). This is a space of what Alsup
refers to as “continual becoming” (p. 7). Connelly and Clandinin (1999) conceptualize this space
as teachers’ stories to live by. Given the instability of this space and constant tensions — pulling

and pushing, and movement in and out of past, present, and future experiences within teachers’
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personal practical knowledge alongside their professional knowledge — narrative inquiry still
appears to be the best fit in terms of learning about and from teachers across varying terrain —
knowledge communities, contexts, and acquired knowledge.

Teaching: Navigating teachers’ professional knowledge landscapes

Prior to discussing research in teaching, it is necessary to define where, wherein, and how
around teaching and explore place, space, and time through the narrative research into teachers’
teaching practice (Craig, 2011; Fowler, 2006; Alsup, 2006; Akin, 2002; Richert, 2002; Connelly
& Clandinin, 1999). Connelly and Clandinin (1995) open their chapter on Teachers’ Professional
Knowledge Landscapes: Secret, Sacred, and Cover Stories with the question of “how [do] the
embodied, narrative, relational knowledge teachers carry autobiographically and by virtue of
their formal education shape, and is shaped by, their professional knowledge context”? (p. 3).
This guiding question led Connelly and Clandinin to question the influences on teacher
knowledge and identity development. With knowledge of teacher experiences and knowledge —
practical and professional, understanding around where this takes place the landscape metaphor
was created.

Landscape was determined to be best suited to describe this expansive terrain of space,
place, and time, on and through which teachers’ knowledge as meaning making becomes known
narratively. For Connelly and Clandinin (1995) the landscape conceptualization was “composed
of relationships among people, places, and things, [and] see it as both an intellectual and a moral
landscape” (p. 5). Greene (1994), uses the term “landscape” to describe one’s personal
understandings, including biases, preferences, and vacancies — where vacancies are described as
experiences to which one has never been exposed or contemplated and create holes of

misunderstanding. Researchers learn about teachers’ professional knowledge landscapes in terms
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of exploring teacher knowledge alongside “teacher stories — stories of teachers — school stories —
stories of school” (Clandinin & Connelly, 1996). The study of teacher landscapes is relevant to
this inquiry because it provides data on what and how teacher’s professional identities are shaped
and formed. Through narrative inquiry into and interpretation of PSTs’ stories, information about
the landscapes that shape their professional identity emerge. These stories contain phenomena of
literacy and its education — stories of PSTs as literacy teachers, their knowledge of literacy and
its teaching, and their literacy teachers.

Building on Clandinin and Connelly’s professional knowledge landscape metaphor, Craig
(2011) added two more sets of paired stories, “reform stories — stories of reform and community
stories — stories of community.” Craig did so in response to her seeing increasing evidence of
teachers lived and told stories amid school reform. According to Craig (2011), “stories of reform
are stories given to schools and teachers, whereas reform stories are the reform narratives [which
are] stories that are humanly lived” (p. 25). “Similarly, stories of community are narratives told
about communities, whereas community stories — which necessarily would include parent stories
— stories of parents (see Pushor & Murphy, 2004) — are those narratives lived and told, and re-
lived and re-told, by community members” (Craig, 2011, p. 25). In terms of narrative research in
preservice teachers’ teaching experiences, Clandinin & Connelly’s (1996) teacher stories —
stories of teachers are still applicable. Specifically, for my research in preservice teachers’
teaching experiences with diverse literature, I would add “literature stories — stories of
literature,” to the environment of stories that make up PSTs of elementary literacy professional
knowledge landscapes. Stories of literature, then, are those of literature given to preservice
teachers, whereas literature stories are narratives of learned and told, and re-learned and re-told

by PSTs and their teaching and learning with children’s literature.
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Student Teaching: Teacher Education Narratives

In the area of narrative inquiry into teacher education, Craig (2011) shares the
contributions of teacher educators and researchers, Conle (1996, 2006) and Li, Conle, and Elbaz-
Luwisch (2009) as notable. As a graduate instructor and researcher in the field of education who
is interested in narrative inquiry in teacher education, the work done by others in the same field
serves as entry points or guides to my own intended work with PSTs in the field of elementary
literacy teacher education. Conle’s narrative inquiry exploration of preservice teachers and
teacher education is quite extensive (see Conle, 1996, 1999, 2006; Beattie & Conle, 1996; Conle,
Louden & Mildon, 1998; Conle & Sakamoto, 2002). Her (2006) inquiry into teacher education
was structured around student (PST) responses to four narrative assignments: “1) a narrative
portrait of a school; 2) a personal narrative of teaching and learning; 3) a personal cultural
narrative; and 4) a narrative of the techniques and strategies preservice teacher education
students encountered and used in their practicum experiences” (Craig, 2011, p. 30).

Conle’s (1996) narrative inquiries into teacher education draw on both student and
instructor perspectives. Her work on the resonance process within narrative builds on Clandinin
and Connelly’s (1985) work on practical knowledge for preservice teachers. Conle purports that
resonance within narrative inquiry involves the creation of stories through triggers and that
teacher educators — once they learn of the triggers through inquiry of preservice teachers’
narratives — could then use those triggers to hear and encourage telling and retelling of stories
around them. To achieve optimal stories, the teacher educator and researcher needs to utilize
resonance within what Conle identifies as “conditions optimal for educationally productive
resonance: participant observation; concrete, experiential contexts for storytelling; heterogenous

groups; and the encouragement of narrative conversations” (p. 318). These conditions serve as a
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guide to the design of the inquiry into PSTs’ stories to live by and work with participants from
various groups.

Li et al. (2009) in a co-authored text, studied the shifting polarization among students in
multicultural teacher education programs. Each of the authors/professors brought a unique
perspective to the narrative inquiry. Craig (2011) shares, “as professors in the United States,
Canada, and Israel respectively, the authors [Xin Li, Carola Conle, and Freema Elbaz-Luwisch]
have increasingly experienced social polarization among students in their teacher education
classes, especially in multicultural and cross-cultural education courses where diverse political
opinions, competing economic interests, and adversarial religious beliefs are expressed” (p. 30).
Their (2009) work presents possibilities around a “pedagogy of narrative shifting” (p. 281) -
seeing diversity within unity and unity within diversity. These findings suggest that narrative
inquiry holds the potential for shaping pedagogy in education. As both a teacher educator and
researcher of teacher education, narrative inquiry into teacher education theoretically informs my
future teacher education choices and possibilities for all — researchers, educators, and students.
Critical Literacy & Diverse Children’s Literature

Critical literacy is inclusive of viewing literacy as ideological and concerning social
practice which includes values, attitudes, feelings, and social relationships involving power
(Street, 1984, 1993, 2003; Luke, 2000). Large part of the work of critical literacy is to “make
workings of power visible, to denaturalize ‘common sense’ assumptions (Gramsci, 1971) and to
reveal them as constructed representations of the social order, serving the interests of some at the
expense of others” (Janks, 2010, p. 36). This narrative inquiry into PSTs’ stories to live by as

storied phenomena (Connelly & Clandinin, 1999; Clandinin, 2013) is concerned with and guided
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by questions of: If/How do preservice teachers become engaged in critical literacy? How do they
make decisions about which children’s literature texts to teach with?
Critical Literacy as a Framework

Janks (1993a, 1993b), through her work with young adults and adolescents in South
African schools, used critical literacy as a tool in the fight against apartheid in the form of
Critical Language Awareness (CLA) workbooks. Her interest in critical literacy began with the
relationship between language and power and was concerned about “how language was used to
persuade, deceive, construct, and produce representations of the world” (Turner & Griffin, 2019,
p. 319). Janks used critical literacy to aid her students in the process of understanding what was
being said in texts and how those texts were working to position them; and then used critical
literacy work towards rewriting or reconstruction of language and texts. Within a U.S. context,
critical literacy is similarly used as a framework for the teaching and learning of literacy
instruction in teacher education.

Vasquez et al. (2019) identify multiple orientations to critical literacy, which include:
critical literacy as a framework or perspective for teaching and learning; a way of being in the
classroom; and a stance or attitude toward literacy work in schools. Within a critical literacy
frame, literacy teaching and learning provides space for the questioning and interpretation of
issues or topics from multiple viewpoints or perspectives, analysis of those issues and their
interpretations, and suggestion of possibilities for change and improvement (Vasquez, 2010,
2014; Vasquez et al., 2019). A critical literacy frame in teacher education affords PSTs
“opportunities for disrupting and “unpacking myths and distortions and building new ways of
knowing and acting upon the world” (Luke, 2014, p. 22) that challenge our taken-for-granted

assumptions and naturalized practices” (Vasquez et al., 2019, p. 301).



26
NARRATIVE INQUIRY

Together, Janks and Vasquez offer important insights for this narrative inquiry into PSTs’
storied phenomena around literacy and its education. Specifically, their work provides windows
into learning how critical literacy education can either work with or against preservice teachers’
becoming teachers of literacy from a similar frame. In other words, the inquiry is interested in
seeing where the tensions or places of resistance/reluctance to engaging in teaching literacy from
a critical literacy frame, if any, lie. Given the nature of the work of critical literacy to disrupt the
commonplace and mainstream, as seen through units of study done by Jenny O’Brien (1994,
2001) around Mother’s Day cards and flyers and by Maras and Brummett in 1995 around the
presidential elections. Both studies, featured in Vasquez’s (2014) work on Negotiating Critical
Literacies with Young Children, share their students’ explorations of the issues/topics through
materials (e.g., Mother’s Day catalogs, newspapers, news programs) and discussions at home
and in-school; alongside providing space for students’ considerations of other possibilities.
O’Brien (1994, 2001) and Maras and Brummett (1995) demonstrate how critical literacy work
involves reading and comprehension inclusive of their students’ multiple perspectives and
existing knowledge and culture, space to question the purpose or intent of the text and its
writer(s); as well as room for ways to either change or extend what was read (Vasquez, 2010,
2014; Vasquez et al., 2019). This inquiry is interested in understanding: How do preservice
teachers feel about engaging in similar work within the professional landscape of elementary
literacy teaching? What are they sharing as concerns? How are they addressing these concerns?
If PSTs are engaging in and teaching from/with critical literacy perspectives, what has/is
influencing them to do so? PSTs responses to the are collected and interpreted through/with(in)
their narratives and storied phenomena on literacy and its teaching. Phenomena is then

considered in the design/(re)design of literacy education curriculum.
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In the analyzing and designing of curriculum, Janks’ (2010, 2014) applies the
interdependent model for critical literacy. It includes four dimensions: power, diversity, access,
and design/redesign which “are distilled from careful reading of the literature in a range of
related areas as they pertain to education — anti-racism, whiteness, feminism, post-colonialism,
sexual orientation, critical linguistics, critical pedagogy, sociocultural and critical approaches to
literacy, and critical discourse analysis” (Vasquez, Janks, & Comber, 2019, p. 305). In Literacy
and Power (2010), Janks also shares of the interdependent model’s usefulness for analyzing
research data and provides two examples: one in which “Shariff and Janks (2001) used the model
as an analytic tool to examine the stories in Heart to Heart, a comic that Shariff developed with
high school students as part of her research (1994)” (p. 209); and another in which Jerome Harste
and his colleagues at Indiana University (2007) “used the model as a way of analyzing the
artwork produced by pre-service and in-service teachers in response to the question ‘What
changes do you wish to see in our society’s conceptions of literacy? ”’(p. 209). Both research
projects had findings that demonstrated the interrelatedness of power, diversity, and design,
alongside “giving weight to the theory of interdependence that the model argues for” (Janks,
2010, p. 2010).

While the interdependent model of critical literacy is useful for thinking about how the
dimensions relate to each other, Janks (2010) cautions, “In focusing on the socio-cultural, it
ignores the psychological. Because critical literacy is a rationalist activity it does not sufficiently
address the non-rational investments that readers bring with them to texts and tasks” (p. 211).
Janks challenges researchers like me, those interested in researching PSTs’ engagement in
critical literacy, to look beyond reason and towards “the territory of desire and identification,

pleasure and play, the taboo and the transgressive” (p. 212). She describes identification as “a
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non-rational process that affects our desires below the level of consciousness” (Janks, 2010, p.
221). The framing of the analysis and design of curriculum within narrative inquiry into PSTs
stories to live by (Connelly & Clandinin, 1999) with Janks’ interdependent model of critical

% ¢

literacy aids the movement towards unearthing PSTs’ “non-rational” thinking and decision-
making around literacy and its teaching.

A Freirean View of Critical Literacy. Much of critical literacy work begins with critical
theoretical thought from The Frankfurt School and theories of Marxism. However, Freire’s work
on critical consciousness and critical pedagogy is more prominently associated with the origins
of critical literacy. Freire’s work is considered “groundbreaking as it pushed to the fore the
importance and effects of critical pedagogy as a way of making visible and examining relations
of power in order to change and dismantle inequitable ways of being” (Vasquez, Janks, &
Comber, 2019, p. 301). Freire (1970) pulled from Marxism and was concerned with raising
conscientizacdo or critical consciousness of oppressed learners. Marx, according to Willis et al.
(2008) “believed that consciousness, as an idea, was formed in response to social and economic
contexts” (p. 7). Freire’s thinking around consciousness builds on Marx’s, and he states, “Being
conscious...is a radical form of being, of being human. It pertains to beings that not only know
but know that they know” (Freire & Macedo, 1987, p. 127). Simply stated, Freire’s
conscientizagdo comprises oppressed persons’ awareness of issues related to their position and
way of thinking, followed by their dialogic work around identified issues towards
transformation.

Within conversations of who and why around critical literacy, Freire’s work is

particularly important. Certainly, this inquiry into PST identities and knowledge is interested in

hearing and understanding whether conscientizacao lives there — whether PSTs are conscious of
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power and the need for its question and disruption in their stories to live by and teach with
around elementary literacy and its teaching. Freire’s praxis provides space for readers to engage
in the cycle of naming, problematizing, and renaming through participation in dialogic discourse
(Shor & Freire, 1987) towards social change. An example of Freirean informed approach to
critical literacy can be seen in “Vasquez’s problem-solving work with young children” (Janks,
2010, p. 206). Vasquez’s (2017) work involves providing opportunities for young children to
engage in problem-posing and taking a “what-if” stance toward a problem, situation, or story.
Within this space, young children name, problematize, and rename what a story is made of. As
children move through this process, they see a world of related stories embedded within other
stories. As young children question or problematize any given story/problem more, the greater
they come to understand it.

Within the teacher education context, PSTs are similarly given opportunity to learn about
and practice literacy that names, questions, problematizes, and works to rename/retell around
literacy teaching with diverse children’s literature. PSTs in the elementary education program at
the University where this inquiry takes place, learn about how to teach literacy in culturally
responsive (Gay, 2010) ways with culturally relevant (Ladson-Billings, 1995) literature. Through
narrative inquiry, [ am interested in learning from participants’ (PSTs”) stories to live by, about
whether they are similarly engaging their students in critical literacy work, and if they are — how
are they doing this? Conversely, if they are not — why are they choosing to do so? Are there any
reform or community stories (Craig, 2011) present that could help me to better understand
what/who is informing their meaning making and decision-making about what and how to teach

literacy?
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In addition to Freire’s belief in the need to develop consciousness, he also believed in the
right to one’s language which can be seen in Freire and Macedo’s (1987) sharing around Black
Americans use of what they called “Black English” (p. 127) in the English classroom. Freire and
Macedo supported the use of a group’s native language (Brathwaite, 1993) as part of critical
literacy, citing that its use would make literacy work of coding and decoding easier for members
of the group. To move “beyond the linguistic code issue,” Macedo states, “educators must
understand the ways in which different dialects encode different world views, [and] the semantic
value of specific lexical items belonging to Black English differs radically, in some cases, from
the reading derived from the standard, dominant dialect” (Freire & Macedo, 1987, p. 127).

Morrell and Duncan-Andrade (2002) as English teachers at an urban high school studied
promoting literacy with urban youth through engagement with hip-hop culture. Their study
looked at hip-hop lyrics as home to a “voice of resistance and liberation for urban youth” (p. 89).
Hip-hop lyrics were chosen by Morrell and Duncan-Andrade (2002) given their resonance with
working class urban youth and based on Rose (1991) and Powell’s (1991) argument, “that Hip-
Hop music is the representative voice of urban youth, since the genre was created by and for
them” (p. 88). Morrell and Duncan-Andrade’s study provides room for urban students to work
with texts in their own voice/language and to explore how poetry and music from their own
culture could be centered as valuable. Once centered, hip-hop lyrics could be explored critically
by students for what was being said? And who was represented? Hip-hop lyrics could be viewed
similarly to poetry that served as political commentary. The conversation of critical literacy and
language — specifically native language — is related to the literature or literary texts one chooses
to teach with. Would preservice teachers go against the grain so to speak — against the more

mainstream ways of teaching literacy with works from the traditional literary canon and teach
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with literature that was culturally and linguistically diverse? How could PSTs’ literature stories
help teacher educators and curriculum designers to work to (re)design instruction such that PSTs
could/would consider and teach with literature that was culturally and/or linguistically diverse?

Freire’s emphasis on the importance of education and literacy for the masses can be seen
in his thoughts around teachers and teaching. “For teachers,” according to Freire and Macedo
(1987), “this means being sensitive to the actual historical, social, and cultural conditions that
contribute to the forms of knowledge and meaning that students bring to school” (p. 15). For
Freire, critical literacy teaching involves educators who challenge their students to recognize
oppression and its constraints whilst collaboratively working with students “[using] their
students’ cultural universe as a point of departure, enabling students to recognize themselves as
possessing a specific and important cultural identity” (Freire & Macedo, 1987, p. 127). An
example of such can be seen in research done by Petrone and Gibney (2006).

Petrone and Gibney, working with high school English students, provided them with the
opportunity to explore the forces at work in everyday American culture, and utilize various
American literature and culture representations from certain time periods to draw from their
developed collective cultural memory towards addressing the questions of —who and what was
visible and invisible. Students did out of class research, speaking with and learning from family
members, and participated in in-class dialogic discourse (Shor & Freire, 1987). Critical literacy,
in this example, created room for high school students to call into question what they had
observed and/or experienced about the issue from their communities outside of school, and work
towards consideration of what was missing and what was possible (Petrone & Gibney, 2006).

The emphasis on Freire’s (1970) action-reflection cycle of praxis has offered participants

a concept through which to construct meanings that support their literacy for civic engagement.
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Freirean praxis is understood as the dialectic relationship between theory, reflection, and action.
A Freirean view of critical literacy suggests a more sociopolitical interpretation informed by
other social theories, within which “English teaching and schooling are political interventions,
struggles over the formation of ideologies and beliefs, identities and capital” (Luke, 2004, p. 86).

Considering critical literacy and its close relationship to critical consciousness — wherein,
critical literacy is thought of as a way of being and doing and providing space for the sharing and
analysis of literature, | pose the question of: Would PSTs, be willing to go against the grain so to
speak — against the more mainstream ways of thinking about and teaching literacy? If so, what
might this work look like in the elementary literacy classroom setting? How could PSTs begin to
engage their students in this work? One of the possibilities that | would like to further explore
about the last question involves the use of diverse children’s literature. Would PSTs teach with
diverse children’s literature? If so, how did they go about selecting the literature and how/what
did they teach?
Diverse Children’s Literature

The idea of teaching with diverse children’s literature has everything to do with critical
literacy. In explaining what is meant by this statement, | borrow from Gardner, Knezek, and
Crisp (2021) who describe diversity in a manner informed by theories of critical
multiculturalism, culturally relevant teaching, and critical multicultural analysis, “as social,
political, and cultural resources preserved and sustained to articulate realities and dimensions of
race, class, gender, sexuality, ability, religion, nationhood, geography, and language, all of which
influence readers’ consciousness, engagement, and responses to literature” (p. xvii). Diverse

children’s literature centers the stories by and about historically marginalized persons — their
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histories, peoples, and cultures — and provides readers with opportunities to learn with, from, and
about those who have been historically omitted from school curricula and texts.

Defining Diverse Children’s Literature. At the heart of Bishop’s (1990) metaphors for
children’s literature is her cultural authenticity work towards making children’s literature more
inclusive of persons of color. Historically, in the United States, children’s literature features the
stories of white Americans. Multicultural children’s literature, as a term, according to Botelho
and Rudman (2009), “gained recognition in the late 1980s [when] The Horn Book Guide editors
adopted the term alongside the categories of Afro-American and Black” (p. 82). Multicultural
literature came to be synonymous with underrepresented communities (i.e., African Americans,
Native Americans, Latino Americans, and Asian Americans) and persons within the United
States. Through multicultural children’s literature, there would be more accurate, authentic, and
humanizing representations of children of color. However, as Schwartz (1995) argued,
multicultural children’s literature is problematic in several ways including “it signifies that white
is the normative term against which all other groups are defined as ‘Other’” (p. 641). In this
sense, multicultural literature was thought of as having to do primarily with culturally
represented difference(s). Difference here had to do with something other than white. Thomas
(2016), in defining diverse children’s literature asserts that:

Multicultural was initially intended as a term inclusive of cultures beyond race and

ethnicity, but it did not sufficiently address our growing awareness of differences in

gender, sexual orientation, religion, immigration status, cultural and linguistic
differences, and disabilities. As these other intersectional factors became more essential,

the term diverse emerged as a way to include a broader range of identity in literature (p.

119).
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As | work to be more equitable and inclusive in my teaching and learning, I use the term diverse
to define diverse children’s literature. Defining children’s literature in such a way, allows room
for disruption of the once predominantly white literary canon of U.S. schools alongside seeing
such literature as inclusive of those multi-cultures previously insufficiently addressed by
multicultural literature. However, such defining does have shortcomings too, as Thomas (2016)
shares, “beyond diversity, decolonization is an oft-cited goal for attaining equity in education”
(p. 119). Along with its predominantly white authorship, children’s literature has historically
been the site of colonial ideals and supremacist thinking transmitted under the guise of childhood
stories. Thomas (2016) suggests that we, as educators who are intent on teaching in equitable
ways, teach with literature that is multicultural, diverse, and decolonized, and (re)presents
humanizing stories.

Teaching Diverse Children’s Literature. The work of teaching diverse children’s
literature involves building upon or dismantling the mainstream children’s literary canon. Within
education in the U.S., teachers teach with literature and texts of a canon — a collection of
books/texts that share about mainstream culture and its practice that has been compiled by
members of the culture as exemplars — as many find teaching with such texts comfortable and
familiar. Canonical children’s literature texts are those that teachers, over the years, come to
recognize as the standard for teaching and learning with and from. As a teacher librarian in the
U.S. elementary educational context, I have witnessed examples of canonical children’s literature
seen in books authored by Dr. Seuss, Brothers Grimm, Eric Carle, Arnold Lobel, David
Shannon, Barbara Park, Ron Roy, and Mary Pope Osborne, to name a few. Teaching with
literary texts solely from the canon is problematic given that many of them feature characters and

stories of white, middle-class, and cisgender persons, or of animals. Largely absent from many of
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these texts are stories that feature characters and stories representative of today’s growing
diverse student population of Black, African, and African American, Asian, Asian Pacific
Islander, Asian Pacific American, Latinx, First Nation, Native American persons. Aston (2017)
cautions about canonical teaching and states, “in a country that is growing increasingly less
white, positing essential texts that exclude the pasts, cultures, and values of multiple ethnicities
shuts out diverse intellectual viewpoints and heritages, carving a path of assimilation for children
and giving them a myopic, not liberal, education” (p. 43).

Teaching diverse children’s literature can be thought of as a way to “explode the very
idea of the canon and produce a continually changing literature curriculum representative of
students’ varied backgrounds” (Aston, 2017, p. 49). However, it should be noted that teaching
diverse children’s literature does not require omission of existing canonical texts unless they are
deemed to be damaging or harmful for Black, indigenous, persons of color (BIPOC) students. An
example can be seen in Morrell and Duncan-Andrade (2002) teaching literacy with canonical
and hip-hop texts, and providing students as readers and explorers of texts with opportunity to
read both while making considerations around them. Parker (2022), when speaking of the
selection of children’s literature, cautions that teachers, “must approach any book they are
considering teaching with an antiracist eye, even before we put that text into a student’s hands”
(p. 131). Teaching diverse children’s literature requires that it be done through culturally relevant
(Ladson-Billings, 1995) and responsive (Gay, 2010) teaching pedagogies and in antiracist ways.
Parker (2022) shares, “a “diverse” text in the hands of an assimilationist or segregationist
teacher, to use the categories from Jason Reynolds and Dr. Ibram Kendi’s (2020) Stamped:
Racism, Antiracism, and You, has the potential to perpetuate a tremendous amount of harm for

young people” (p. 16). She suggests that teachers (PSTs) dedicate time to building their own
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racial literacy and then work on teaching diverse children’s literature in culturally relevant ways.
Parker shares Sealey-Ruiz's (2021) thoughts around racially literate teachers as people who
“develop curricula that are centered on fostering open-mindedness, commitment to inquiry and
reflection, and exploration of ideas connected to the concepts of democracy and equity in
schooling” (p. 2). For Parker, teaching of this sort occurs in the culturally relevant intentional
literacy community (CRILC). A CRILC, according to Parker (2022):
is a space where educators work deliberately with students to create a literacy
environment that systematically normalizes the high achievement of everyone within that
community. In CRILCs, the three foundational pieces of community are present (i.e.,
connection, interdependence, and necessity), as are all three components of culturally
relevant pedagogy (i.e., a focus on students’ learning and achievement; development of
their cultural competence; increasing students’ sociopolitical and critical consciousness)
(p. 52).
Culturally responsive teaching requires the use of a variety of curriculum content and design,
instructional materials and resources, teaching techniques, and assessments that are responsive to
ethnically diverse students’ cultural heritages and individual experiences (Gay, 2010). Teaching
of this sort can be done through instructional materials like diverse children’s literature in the
form of picturebooks, biographies, autobiographies, short stories, novels, poems, songs, and play
that feature stories written about and by BIPOC authors. Wanless & Crawford (2016) share those
literary texts can help children to visualize and develop positive racial identities, interracial
relationships, and cognitive understanding of racial injustices. Through teaching with diverse
children’s literature, teachers can “develop and sustain their cultural competence and critical

consciousness, as well as that of their students” (Gardner, Knezek, & Crisp, 2021, p. xviii).
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Engagement in diverse children’s literature is intended for all students and readers;
however, it provides children of color with mirrored views of themselves through which they can
“begin to historicize their lives and see themselves and their futures as historical actors”
(Gutiérrez, 2008, p. 155). In selecting diverse children’s literature to teach with, teachers are
asked to make certain considerations. Yenika-Agbaw & Napoli (2011) suggest that children’s
literature include representations of the various cultural characteristics of a person's lived
experience(s), with focus on setting and racial relevance. Wanless and Crawford (2016) provide
tips for selecting diverse children’s literature that include:

Base your selection on quality. Books should not just teach a lesson but should have a

good story, high-quality text, and engaging illustrations; Choose books that help children
see themselves. Include books that mirror different aspects of identity (e.g., race, setting,
beliefs) of children in the class, so that they can imagine themselves in the story; Choose
books that help children expand their understanding of others in this multicultural world;

Look widely for texts; and Use text sets (p. 11).

Teaching with diverse children’s literature is not only about the selection of what books to teach
with, but it also involves thinking about why we read certain books and what happens during the
reading process (Thomas, 2016). Thinking of what the book is, the reading process, and how text
and readers function together and position each other are all critical components of teaching with
children’s literature. Such teaching is involved in critical literacy, wherein we learn and teach
about language, culture, representation, and positioning. In teaching diverse children’s literature,
teachers and students can explore how characters and the people that they (re)present are
positioned, and how power functions in the story. Being able to locate and disrupt power are

invaluable tools that readers can use to dismantle the colonial and supremacist ideology often
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located in children’s literature. Thomas (2016) speaks of the importance of teaching children’s
literature in ways that are critical and multicultural and suggests teaching from a critical
multicultural analysis (Botelho & Rudman, 2009) frame.

Flores, Vlack, and Lammert (2019), through an extensive study of literature published
between 2000 and 2018, examined the ways in which high-quality diverse children’s literature
has been used as a teaching tool in literacy education courses to disrupt mainstream teaching
practices. Flores et al. (2019) found a diverse array of descriptions of children’s literature (i.e.,
multicultural, Latino and African American children’s literature, urban fiction, and culturally
relevant texts) within the literature reviewed. As a teaching tool, children’s literature plays
multiple roles, some of which include as a tool for: 1) learning literacy instructional practices
(i.e., writing instruction, reading instruction, and text selection); 2) learning sociocultural
knowledge and transformative pedagogies (i.e., culture; race and ethnicity; transformative
pedagogies). They found that “in a majority of the studies, teacher educators (TEs) used
children’s literature as a tool to engage preservice teachers (PTs) in learning and experiencing
transformative pedagogies (i.e., culturally relevant pedagogy) that recognize the race, ethnicity,
and linguistic resources of students” (Flores et al., 2019, p. 227). When children’s literature was
used in such a manner, it provided space for preservice teachers to engage with children’s
literature as windows, mirrors, and glass sliding doors to learning and teaching about diverse
views of the world — real or imagined alongside their own experiences and selves as part of a
greater human experience (Bishop, 1990).

Building on the work done by Flores et al. (2019), through this narrative inquiry, 1
explore preservice teachers’ stories around their knowledge of diverse children’s literature and

how they chose to teach children's literature in general. Within their teaching of literacy, could or
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would diverse children’s literature function as a tool to engage their students in learning and
experiencing literacy? Did PSTs feel as though they were given and/or supported in their student
teaching and learning opportunities to teach with diverse children’s literature? How/what do
PSTs feel about the teacher preparation they received overall? Do PSTs feel prepared to teach
literacy with diverse literature? What could teacher educators do (differently or the same) to
engage PSTs in the work of teaching diverse children’s literature?
Analysis of Preservice Teachers’ Knowledge and Teacher Education: Preservice Teachers’
Preparation, Critical Literacy, and Diverse Children’s Literature

The research on the practice of teaching and teacher preparation is extensive. Critical
literacy teacher preparation research is equally broad. For this inquiry, research on preservice
teacher preparation around critical literacy was explored, with special attention to relevant
narrative inquiry methods? Critical literacy is a perspective or frame through which language and
power in texts and social practices can be critiqued. The work of critical literacy involves reading
diverse literature and engaging in rich dialogue around the literature, wherein the perspectives of
the writer/illustrator can be challenged alongside analyzing our own reading and considering
how past, present, and future experiences inform that reading. For this inquiry, critical literacy is
an essential strand of scholarship to keep in mind given my interest in how it functions in the
preparation of preservice teachers to effectively teach our diverse student populations.
Critical Literacy and PSTs’ Teacher Education

Contemporary English tea