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ABSTRACT 

In this dissertation I examine how preservice teachers explore cultural identities 

when using mapping and children's literature. Twenty-four preservice teachers enrolled 

in a one-semester children's literature course looked at their own cultural identities and 

the cultural identities of others. The preservice teachers were mostly white, middle class 

women. During the study they explored various aspects of their cultural identities, 

interacted with issues of culture, and reflected upon how class engagements influenced 

their understandings of culture and cultural identities. Data sources for the study included 

the following: several kinds of written reflections; student artifacts, such as physical and 

conceptual maps; and interviews that were conducted with seven preservice teachers after 

the semester ended. Data from four preservice teachers was highlighted in the findings. 

This research shows that these preservice teachers had difficulty moving from an 

individualistic view of their identities to considering issues of group membership. The 

preservice teachers preferred to discuss individual characteristics such as personality and 

how they spent their free time. This shifted somewhat over the course of the semester as I 

asked them to focus on aspects of cultural identities such as racial-, ethnic-, gender-, and 

class-based group membership. The preservice teachers exhibited high levels of 

ethnocentrism and often lived out attitudes of white privilege. Their interactions with 

other cultures proved complex and sometimes contradictory. They promoted learning 

about other cultures as a way to reduce prejudice and discrimination and believed that 

they had a responsibility as future teachers to help their students understand other 

cultures. They saw our semester long theme of cultural identities as valuable, and 



highlighted using multiple avenues to explore the theme, such as multicultural children's 

literature, mapping, written and sketched reflections, and literature discussions. 

This study emphasized the need for considerations of cultural issues to be 

integrated throughout the teacher education program. Preservice teachers need to 

understand their own cultural identities before they can understand their students as 

cultural beings. Explorations of whiteness and white privilege also need to occur. 
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CHAPTER ONE 

INTRODUCTION AND OVERVIEW OF THE STUDY 

For me, I don't see [culture] as particularly important for me. I just go 
along my merry way and do my thing. I don't really think about who I am, 
my culture and stuff...some people are obviously more interested in 
culture, it's bigger to them...basically I could care less. It's not really a big 
thing to me. But for other people you have to respect that. 

Mike 

Like many preservice teachers, Mike, a member of the dominant cultural group in 

the United States, finds the examination of cultural issues somewhat bewildering. Why 

bother exploring culture when it has no influence on his life? Mike has little awareness 

that culture shapes his life; instead culture is something other people have, something that 

sets them apart and makes them different. Clearly these other people—minorities—value 

their cultures, and that should be respected, but why is it so important? 

As we enter the twenty-first century, public education is experiencing a 

continually increasing gap in the racial, ethnic, and cultural backgrounds of teachers and 

students. Mike is hardly unusual except for the fact that he is male; while the student 

population is becoming more diverse, the teaching force is overwhelmingly filled with 

women from white, middle-class, small town/suburban backgrounds (Cannella & Reiff, 

1994; Hinchey, 1994; Howard, 1999; Laframboise & Griffith, 1997; Leavell, Cowart & 

Wilhelm, 1999; Scott, 1995; Xu, 2000). Many of these preservice and inservice teachers, 

like Mike, do not understand what the fuss is about—and cultural differences often lead to 

misunderstandings and fiiistrating experiences for both students and teachers. Students 



15 

feel that teachers do not care about their unique experiences or value their cultures, while 

teachers may view students from non-dominant groups as academically or culturally 

deficient. 

In order to reduce the misunderstandings between teachers and students, teachers 

must learn to navigate the cultural intersections found in schools and in the wider society, 

beginning in teacher education programs. 1 believe that a teacher education program that 

is infused with multicultural perspectives should start off with a close self-examination of 

the preservice teacher as a cultural being. Preservice teachers who understand the role 

culture plays in their own lives will be better able to see how it influences, constrains, and 

structures the lives of their students (Florio-Ruane, 2001). This awareness can provide a 

sound foundation for continued learning about multicultural issues. 

In this study I wanted to find out if creating and reading a variety of physical and 

conceptual maps, along with reading and discussing children's literature, could be an 

effective support of explorations of culture. We focused our explorations on our own 

cultural identities, but in doing so inevitably looked at the cultural identities of others and 

broader issues of culture. As a class we asked what our cultural identities were and how 

they were shaped. The preservice teachers interacted with cultural issues in a number of 

ways, from tentatively embracing cultural differences to rejecting or resisting any 

engagement designed to deepen their understandings of cultural complexities. They also 

reflected upon the ways in which class engagements helped or hindered their 

explorations. 
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Background of the Study 

I trace the roots of this study back to the experiences I had in various communities 

of my youth and young adulthood. My family moved around quite a bit when I was very 

young, but by the time I entered first grade we had settled in northern hidiana. Although 

we eventually moved to town when I began high school, my elementary experiences 

occurred in a rural atmosphere, first living on a farm with my grandparents, then moving 

to the outskirts of a small town. I attended school with the children of blue-collar factory 

workers and farmers. It was a place of strong Midwestern values and generally 

politically, religiously, and socially conservative. With very few exceptions the people I 

knew were white. The one group of people significantly noticeable as different were the 

German Baptist Brethren, a religious group with strict dress and behavior codes. 

I also belonged to a religious community, the Church of the Brethren. Church 

played an important role in the life of our family and until I was a junior in high school I 

attended religious services every Sunday, along with participating in the children's choir, 

bell choir, youth groups, summer Bible schools, and summer church camps. The Church 

of the Brethren arose from the Anabaptist tradition, and believes in a personal 

relationship with God, that people should join the church by choice as adults, and in 

nonviolence. The particular congregation my family attended was quite liberal politically 

and strongly emphasized social justice issues. I grew up hearing Bible stories that 

highlighted helping others and learning a church history that included persecution for 

religious beliefs and a profound conviction that living as God wished sometimes meant 

taking unpopular stands. As an example, several of our church heroes were men who 



refused to serve as soldiers in times of war. In high school youth group we had many 

discussions focused on what it might mean to follow the example these men set and 

whether or not the boys in the group would register for the draft when they turned 

eighteen. Another memorable youth group activity was a trip to Washington, DC and 

New York City. We met with our political representatives to urge them to halt the arms 

race and vote against new missile programs, talked with a Russian envoy about the 

tensions between our two countries, spent an afternoon at a homeless shelter, and 

worshipped at an inner city congregation of our church. Although I left the church in my 

undergraduate years, this community deeply influenced my beliefs about service, social 

justice, and questioning authority. 

The worlds of home and church came together in my undergraduate years. The 

small college I attended, Manchester College, was located near my childhood home and 

affiliated with the Church of the Brethren. Although it was not a church college, the 

belief system of the church was the basis for many of the programs offered. For example, 

the first peace studies program in the United States began at Manchester College. My 

group of friends included people heavily involved in Amnesty International and Habitat 

for Humanity. Most influential, however, were the travel opportunities I had. The school 

year was organized into fall and spring semesters separated by a three week January term. 

Many professors took advantage of the January term to offer travel courses. Through 

these courses I was able to spend time in Russia and Ireland. I also spent my junior year 

in Spain, living with a Spanish family and taking classes at the Universitat de Barcelona. 

Another important experience was more local. As part of the education methods block we 



were required to spend a week observing in an urban school. A small group of colleagues 

and I went to Chicago. We spent a week living in a community center and observing at a 

school several blocks away that served children who lived in the projects. 

I began my teaching career in 1992, working with fifth graders in south Texas. 

When I took the job I was told that the county I lived and taught in was the second 

poorest in the United States according to the 1990 census. Although I never checked to 

see if that was true, there was no question that this was an area of extreme poverty. A 

number of my students lived in houses with no running water or electricity. A large 

percentage came from families of migrant farm workers. As a schoolteacher I earned one 

of the highest salaries in town. Because of the lack of jobs in the area that paid a living 

wage and the proximity to the border, the drug trade was a popular alternative to welfare 

and food stamps. Nearly all of the students in the district were Mexican or Mexican-

American and most entered school speaking only Spanish. By the time they came to me 

in fifth grade most had completed an early exit bilingual program and were expected to 

succeed in English-only classrooms. However, Spanish generally remained the language 

of choice on the playground and in peer relationships; while most teachers spoke English 

to the students, most teacher assistants and other school personnel did not, despite being 

continually exhorted to do so by the administration. Casual conversation among teachers 

also took place mostly in Spanish, though codeswitching was frequent. Students and 

teachers also generally were fluent in the Texas border dialect, speaking Tex-Mex. 

Unfortunately, many students were not academically successful. The students I 

worked with typically read two to three years below grade level; state standardized test 



scores were a constant source of anxiety for administrators because so few of the students 

reached the required level of achievement. Pressure to raise scores on the Texas 

Assessment of Academic Skills (TAAS) was constant, and increased each year that I 

worked there, culminating in a year when teachers were required to spend at least 45 

minutes each day doing TAAS worksheets for each subject that was tested; math, 

reading, writing, and grammar. We also had after school TAAS tutoring, Saturday TAAS 

computer labs, special TAAS small groups during the school day, mandatory TAAS 

testing every six weeks (which took two and a half days each time), grading and graphing 

the results of the practice tests for each child, and TAAS pep rallies. Before each TAAS 

test teachers were also asked to identify the students in their classes who "weren't trying 

hard enough" so that the principal or vice-principal could lecture them about the 

importance of doing their best. 

My first year at this school was a struggle in many ways. I had expected 

difficulties; after all, professors in college had repeatedly warned my cohort about how 

tough it was during the first year. However, my student teaching experience in small 

town hidiana had been very successful and I was confident of my abilities as a teacher. 

Yet, problems I thought I had figured out during student teaching were appearing again, 

and suddenly situations that never occurred during student teaching were problems. Why 

did I have so much trouble connecting with students? Why would parents not come to 

school for conferences? How could I teach students who had limited English 

vocabularies? Why did the parents of my students assume that as an Anglo I could not 

speak Spanish? Why did the teachers I worked with advocate discipline methods that 
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would have led to lawsuits in the town where I went to elementary school? I was 

frustrated by the fact that when parents did come in to the school they talked with my 

teacher assistant— a native of the town— and not to me. I was baffled by some of my 

teaching colleagues and the administration, who seemed to have given up on many of the 

children they worked with. I was angered by the lack of what I felt were appropriate 

teaching supplies, although the district was in no way lacking money, and the insistence 

of my colleagues on doing things the same way as in the past, even though "the way 

things have always been done" demonstrably did not work. 

Although some of the difficulties I had were typical first year teacher confusions, 

many were rooted in differences between my cultural expectations and the cultural 

expectations of the community, including the disconnect between the traditional model of 

schooling and the needs of the community. In my childhood community there were some 

cultural differences based on socioeconomic status, versions of Christianity practiced, or 

whether a person lived in town or on a farm. However, I had grown up in a white, middle 

class family surrounded by white, middle and working class neighbors. Poverty, to me, 

meant five Christmas gifts instead of ten, shopping at Kmart, and family vacations where 

we camped instead of staying in hotels. Although I had some experience with cultures 

that were radically different from my own through travel to foreign countries, my 

understanding of culture was fairly superficial. As I learned more about the Mexican-

American border culture of this particular community, I experienced more success in my 

teaching. I enjoyed the culture of the area and gradually began to be accepted into and 

integrated within the school and town community. My somewhat rough Spanish 



improved, and I learned to understand and sometimes speak Tex-Mex. However, after 

four years I broke my contract and resigned at the end of the school year. The pressure to 

raise test scores through methods that I found professionally and ethically wrong had 

increased to the point where I began to dread going to work. While I agreed with the need 

to work within curricula and standards mandated by the state and district, there had 

always been a tacit agreement between the school administration and myself that I could 

control my own teaching as long as I kept quiet about what I was doing. By the fourth 

year, however, there was so much interference in how I taught that I spent more energy 

protecting myself and my students from administrative mandates than teaching. Although 

I felt that I was abandoning children who desperately needed someone to advocate on 

their behalf, I could no longer remain at the school. 

I left that district full of questions that remained through the next three years of 

teaching in New Mexico. Culture obviously mattered in education; the differences 

between my white, middle class background and my students in Texas led to mutual 

misunderstandings that only began to abate when I started learning about the culture of 

my students. But how did culture affect education? What difference did difference make? 

As a teacher, what could I do to learn about and make effective use of my students' 

cultures? Why were my English-as-a-Second-Language students struggling with English 

after four years of school? How could I support them? Why did my undergraduate 

teacher preparation program not prepare me for this? 

Although in New Mexico I worked with students and parents from an additional 

culture, Native American, I temporarily set aside such questions as I focused my energies 



in another area of education—geography. After attending a week-long summer institute 

run by the New Mexico Geographic Alliance, I became more deeply involved with that 

organization, promoting geographic education at my school as a teacher consultant. 

When I moved to Arizona I contacted the Arizona Geographic Alliance and began an 

association with them that has continued to the present time. Through this association I 

have had opportunities to do workshops and presentations at summer institutes in 

Phoenix and at local, state, and national conferences. These presentations have 

showcased teaching strategies and lessons that integrate geography with the language 

arts. More recently I have become interested in ways to use geography, particularly 

mapping, in the exploration of culture. 

After seven years of full time teaching I left the elementary classroom to attend 

graduate school full time. I originally planned to get my Master's degree and return to 

teaching at the elementary level. I decided upon graduate school for two major reasons; I 

wanted answers to some of my lingering questions, and more pragmatically, I needed a 

break from the classroom. Although my own background is fairly monocultural, I have 

always taught in diverse contexts and wanted to continue exploring multicultural and 

bilingual issues. Therefore, I planned on studying children's literature and working 

towards an English as a Second Language teaching certificate. One of the first classes I 

took was Foundations of Bilingual Education taught by Mary Carol Combs where I was 

introduced to the work of Cummings and Krashen. I learned about the history of bilingual 

issues and the different forms of bilingual and English as a Second Language programs 

and began to make sense of some of the things I experienced in my first teaching job. I 



also deepened my understandings of how language and cultural differences should be 

both a right and a resource for students. 

Later I enrolled in a course taught by Kathy Short, Multiethnic Literature and 

Literacy. Although many of my previous classes and personal experiences had touched 

on multicultural issues and using multicultural children's literature as a component of 

multicultural education, this course helped clarify my ideas about literature as an 

important signifier of what and who is valued in the classroom. I became familiar with a 

broader range of literature from underrepresented groups and explored the complex 

issues of authenticity and evaluating literature for stereotypes. My final project dealt with 

the authenticity of depictions of gay and lesbian characters in children's literature. 

I returned to thinking about how the American public educational system deals 

with students from diverse backgrounds when I took Immigration and Education with 

Luis Moll. While this class dealt with immigration issues of a wide variety of groups, I 

found the readings and discussions about the Mexican-American experience particularly 

powerful. This course enabled me to reflect upon my early teaching experiences, and 

clarified a great deal of the misunderstandings and questions I had from that time. I used 

the final project to explore how teachers and preservice teachers viewed immigrant 

students. 

I also sat in on a course called Critical Literacy taught by Gloria Kauffman. The 

readings and engagements in this course helped solidify my feelings about the need for 

students of all ages to have opportunities to explore critical issues and leam to see the 

world through critical eyes. 



Another part of graduate school that impacted me deeply was the opportunity to 

teach undergraduates. As I worked with preservice teachers while teaching a course on 

Children's Literature in the Classroom, I recognized my younger self in many of them. 

The preservice teachers, mostly white and from middle-class backgrounds, had limited 

understandings of cultural and diversity issues and seemed to believe that all children 

shared their personal value systems. I became concerned that what I perceived as their 

naivete and ignorance about students from other cultures would lead them into the same 

difficulties I experienced as a beginning teacher. I saw the importance of what we did in 

class to their understandings of themselves, the educational system and their future 

students, and wondered how I could work with them more effectively to deepen their 

understandings of culture and to help them and, in turn, their future students, be more 

successful. 

My personal background, lingering questions about culture and my interest in 

geography led me to this study. I conducted a one-semester teacher research study to look 

at how preservice teachers explore their own cultural identities through the use of 

mapping and children's literature. I had three major questions; 

• What aspects of their own cultural identities do preservice teachers explore when 

using mapping and children's literature? 

• How do preservice teachers interact with issues of culture during a study of their 

own cultural identities? 
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• What are preservice teachers' reported perceptions of the ways in which class 

engagements with mapping and children's literature influenced their 

understandings of culture? 

To answer these questions I collected data from one class of preservice teachers 

enrolled in the University of Arizona's College of Education. These 24 students 

registered for my section of Children's Literature in the Elementary Classroom in the 

spring of 2003. Curricular engagements and readings centered on the semester long 

theme of cultural identities. During the semester (January through May) I gathered 

student reflection journals, student maps, midterm and final reflections, freewrites, tape-

recorded small group literature circles, and conducted interviews with the preservice 

teachers. 

Several theoretical assumptions guided this inquiry, including my beliefs about 

culture, the definition of mapping and sociocultural theories of learning and teaching. A 

more thorough review of the professional literature is included in Chapter 2. 

Culture 

There are dozens of definitions of culture in many different fields. The definition 

that I use in this study comes from the anthropologist Clifford Geertz. Geertz (1966) 

emphasizes the symbolic, seeing human behavior as symbols that signify meaning. 

Culture is a system of shared symbols and meanings. It "denotes an historically 

transmitted pattern of meaning embodied in symbols, a system of inherited conceptions 

expressed in symbolic forms by means of which men communicate, perpetuate and 

develop their knowledge about and attitudes toward life" (p. 89). What is important about 



culture is not the easily seen outward trappings such as clothing or food. It is the learned 

patterns of behavior such as language and belief systems, what is valued, how behavioral 

codes are enforced and how status is achieved. Geertz notes that culture is not the wink, it 

is the meaning behind the wink. That is, culture is not the action, rather why the action 

took place and what the action signified. 

Culture is immensely complex and dynamic. Nieto (1999) writes, "Because 

culture is complex, 'learning' a culture that is not one's native culture is an exceedingly 

difficult task, one accomplished only through direct, sustained, and profound 

involvement with it. Because most teachers in the United States have not been through 

this process, it can be difficult for them to understand how excruciating the process is for 

their students" (p. 57). 

Mapping 

At their most basic, maps are ways to describe, evaluate, or negotiate social 

realities. Maps can be created for many purposes; for sharing knowledge about a place or 

idea, for promoting a particular view of the way the world should be, for providing 

multiple perspectives about a place or idea, and for working through ideas about a place 

or idea through the process of gathering and organizing information. As Jacob (1996) 

writes, "Maps construct their own worlds through the filtering, translation, and 

hierarchical and taxonomical organisation of data" (p. 192). Although maps are 

commonly thought to be objective portrayals of a location or idea, maps must be read 

within their cultural and historical context (Jacob, 1996; Wood & Fels, 1986); even map 

symbols are cultural products (Wood, 1984). "One of a map's basic purposes is to 



provide its users with a view or a model of geographical, cosmographical, metaphorical, 

conceptual, physical or metaphysical space. A map may display a view but it also 

provides the viewer with a point of view, a place in space" (Jacob, 1996, p. 193). Maps 

both depict objects, places, and events and also persuade others to take on the perspective 

inherent in the depiction (Wood, 1984). Maps "serve as an indicator of the knowledge 

and beliefs of the world...and they serve to transmit that view of the world" (Tyner, 1987, 

p. 455). 

Mapping can be used as a tool for thinking because creating and reading maps 

forces the student to sort, organize, and prioritize information (Sobel, 1998). Because no 

map can be detailed enough to show all aspects of a location or concept, what people 

choose to represent shows what information they wish to prioritize and emphasize. Li 

doing so, the maps form our image of the world (Tyner, 1987). hi turn, different kinds of 

maps of the same location or concept can provide a variety of perspectives. The 

traditional Mercator Projection, the type of map most commonly found in schools, has 

been considered Eurocentric by some geographers and cartographers. Rice (1990) 

questions whether this kind of map culturally conditions students in American schools 

and encourages teachers to use a variety of maps to expose children to many 

perspectives. 

Sociocultural Frame 

My beliefs about culture and mapping fit into a sociocultural. frame of 

understandings about the ways in which people leam. Social relationships are at the heart 

of teaching and learning; learning emerges from the social and cultural spaces in which it 
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takes place. All learning and development first takes place in the social interactions 

between people, then moves within the individual (Vygotsky, 1981). Through 

interactions with others we construct and reconstruct knowledge. Students cannot be 

separated fi-om the social, cultural, and historical spaces in which they live and the social 

can not be separated from the cultural or historical. Bruner (1996) frirther explains the 

impact of culture upon learning: 

Culture, then, though itself man-made, both forms and makes possible the 
workings of a distinctly human mind. On this view, learning and thinking 
are always situated in a cultural setting and always dependent upon the 
utilization of cultural resources, (p. 4) 

Social, cultural, and historical spaces come together within the artifacts we create which 

mediate our interactions. Even when it seems as if we are alone, reading a book, "We 

have a cultural artifact in our hands, the book, that employs a cultural tool, language. 

When we 'individually' read the text, we are using our cultural/historical tool of 

language, which is also a social/cultural/historical artifact" (Wink & Putney, 2002, p. 61). 

For students this means that learning is a social practice that should be supported 

through dialogue and collaborative relationships embedded within an understanding of 

culture. Nieto (1999) writes, "These ideas of how social and cultural issues influence 

learning are a radical departure from viewpoints that consider learning to be largely 

unaffected by context. Such viewpoints automatically assume that children who do not 

leam a specific skill have low intelligence, or that they are suffering from some 

psychological disorder or cultural inferiority" (p. 15). Teachers play a central role 

because teachers are sociocultural mediators. Their validation or rejection of the cultural 



symbols used by their students can have a powerful effect on student learning (Nieto, 

1999). 

Overview of the Dissertation 

hi this dissertation I situate the study within the professional literature, describe 

data collection and analysis, report findings, and suggest implications and 

recommendations. 

hi Chapter 2 I review professional literature that frames the study. I define culture 

and examine how culture impacts teaching and learning. I then give a brief history of the 

uses and kinds of maps and describe how mapping has been used in education. Finally, I 

describe response to literature and how the characteristics of the reader affect response. 

In Chapter 3 I explain the design, methods, and procedures of the study. I first 

describe the research setting, then state the research questions and methods of data 

collection. Finally, I describe the analysis of data for each question. 

Chapter 4 contains a description of the course curriculum. This includes an 

overview of the beliefs about learning on which the course is based, how the course was 

organized, and major engagements and learning experiences. 

hi Chapter 5 I report the findings for the first research question. I describe the 

initial explorations of cultural identities by the preservice teachers as seen in the identity 

freewrite. I then explain the four significant themes that emerged from their explorations 

of cultural identities over the course of the semester. 

hi Chapter 6 I take a close look at the ways four preservice teachers interact with 

issues of culture. I describe the preservice teachers and the ways they define culture and 



their own cultural identities, then report five categories developed from their interactions 

with culture. 

The last analysis chapter, Chapter 7, examines how the preservice teachers 

perceived the course engagements' influences on their understandings of culture. I 

describe their reactions to the semester-long theme then explain four categories of 

response that emerged from the data. 

Finally, in Chapter 8 I summarize the dissertation then discuss implications of the 

study and directions for future research. 
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CHAPTER TWO 

REVIEW OF RELATED LITERATURE 

This study has been supported by a theoretical framework and a review of 

relevant professional literature, hi this chapter I first discuss the concept of culture, 

including definitions from the fields of anthropology and geography, how culture is used 

in multicultural education, cultural identities, and the impact of culture on schooling and 

learning. Next, I give a brief history of mapping, describe several kinds and uses of maps, 

and discuss how making and using maps has been implemented in the classroom. Finally, 

I give a frame for response to texts, share how cultural identities can affect response, and 

provide examples of studies with preservice teachers in children's literature courses. 

Defining and Understanding Culture 

This study is based upon understandings and explorations of culture and cultural 

identities. As the preservice teachers engaged in examining their own cultural identities 

and those of others, they worked to define culture and understand how culture shapes and 

influences their lives. 

Culture is perhaps one of the most debated and elusive concepts in the field. It 

has been defined in hundreds of ways across academic disciplines such as anthropology, 

education, sociology, geography, and history. In the vernacular it is also a widely used 

concept with another set of meanings. Here culture can be a set of high status activities 

such as ballet and classical music sjTnphonies. The people who engage in such activities 

are considered more cultured than those who attend events with less status. As the ideals 



of a multicultural society have been debated in past years a culture has also come to mean 

a group of people somehow different from oneself or from the mainstream. 

The earliest academic definition of culture came in 1871 when Edward Burnett 

Tylor described it as "that complex whole which includes knowledge, belief, art, morals, 

law, custom, and any other capabilities and habits acquired by man as a member of 

society." This definition was eventually deemed unsatisfactory. Over the years, amidst 

vigorous debate, the emphasis on outward characteristics of groups shifted so that more 

attention was paid to underlying patterns and modes of behavior. A hundred years after 

Tylor's definition, Geertz (1973) declared that culture had to be looked at in terms of 

meaning. He writes: 

Believing, with Max Weber, that man is an animal suspended in webs of 
significance he himself has spun, I take culture to be those webs, and the 
analysis of it to be therefore not an experimental science in search of law 
but an interpretive one in search of meaning (p. 5) 

Culture, then, is not a set of objects and behaviors, but a context in which meaning is 

made. While human behavior gives rise to meaning, the same human behavior can have 

different meanings in different contexts. For example, Geertz (1973) explains that a 

twitch of the flap of skin next to the eye can be an involuntary contraction of the eyelid, 

but given an intent to make meaning and a cultural code, this twitch could be 

conspiratorial signal to a friend, a notice of salacious intent, a silent, unobtrusive hello, a 

parody of any of these, or a different meaning altogether. The behavior signals a different 

meaning based upon the understandings of different cultural codes of that specific time 

and place. Geertz (1973) compares the symbolic action of human behavior as "action 

which, like phonation in speech, pigment in painting, line in writing, or sonance in music. 



signifies" (p. 10). 

Anthropologists and others who study cultures can make lists of rules and 

definitions describing what it means to belong to and participate in a culture. However, 

while there is some degree of coherence within cultural systems, written rules can never 

truly capture the essence of a culture, which always exists within a particular time and 

place, and among a particular people. Reducing a culture to a written formula is like 

calling a series of notes placed on paper music. The true experience of music is what is 

played and the experience of listening and producing what is played, not merely the 

printed score. Geertz (1973) reminds us that, "Culture is not a power, something to which 

social events, behaviors, institutions, or processes can be causally attributed; it is a 

context, something within which they can be intelligibly—that is, thickly—described" (p. 

14). 

An additional complexity is that cultures are living and continually changing, not 

static. Culture is the context of a specific time and place, constantly being created and 

recreated. Cultures grow and change in reaction to time, technology and exposure to 

other cultures. Mainstream cultures in the United States today are quite different than 

they were 50 years ago and almost unimaginably different than 150 years ago. As an 

example, accepting or rejecting technological innovation is a cultural response that leads 

toward change; I can look back at my childhood and recognize the way culture in this 

country has evolved in response to the introduction of the personal computer. There are 

distinct differences in the way that I obtain, manipulate, and use information in my 

methods of communication, and in how I view the world compared to the ways my 
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parents did at my age. Additionally, cultures rarely exist in isolation, particularly in 

today's multicultural world. As cultures meet, they affect each other, influencing, 

overlapping, and producing change (Wax, 1993). For example, in recent years urban 

black youth culture has greatly influenced white suburban youth culture, particularly in 

music, language, and clothing. Florio-Ruane (2001) highlights the interactions of the 

cultures to which we belong: 

Ultimately, we are not 'parallel players' endlessly spinning and repairing 
our cultural webs, oblivious to and disconnected from the spirmers 
working on the webs a few feet away. Instead, our webs are linked in 
cultural networks— filaments that radiate from context to context, the 
latticework we create and navigate as we move from family to school, 
from peer group to workplace, (p. 27) 

Geertz (1973) compares this process of cultural change to the awkward movements of an 

octopus traveling "not all at once in a smoothly coordinated synergy of parts, a massive 

coaction of the whole, but by disjointed movements of this part, then that, and now the 

other which somehow cumulate to directional change" (p. 408). 

Culture does not exist outside of individuals as a great formless mechanism into 

which people are slotted as functioning extensions of the whole. Instead it is created as 

interactions between groups of people form codes of meaning: 

Culture arises as an aspect of collective social life, with its concomitants 
of cooperative human and social reproduction. Its almost infinite 
malleability, however, means that there are virtually no limits to the kinds 
of social groups, networks, or relations that can generate a cultural identity 
of their own. The group can be a "natural" one, e.g. a tribe engaged in 
subsistence activity, or it can be a self-consciously formed voluntary 
grouping like the generation-, gender-, occupational-, or class-based 
subcultures of contemporary society. (Turner, 1993, p. 426). 



As such, people can belong to many different groups, participating in a variety of cultures 

that are of varying importance to their lives. This fluidity arises because 

culture is not a self-contained whole. "An individual's life is constantly crisscrossing 

with the lives of people from various racial, age, ethnic, social class, and gender 

backgrounds" (Montecinos, 1995, p. 294). 

Banks (1994) identifies macrocultures and microcultures. The macroculture is the 

over-arching national or societal culture shared within a large group. The macroculture 

consists of a number of shared values, beliefs, and patterns of behavior and thoughts. 

However, all individuals within a macroculture should not be expected to have the same 

behaviors and values, both because each member of that macroculture has a unique 

personality, and because each person belongs to one or more microcultures. Various 

microcultures overlap, resist, or blend together to constitute the macroculture. A person 

can be a United States citizen and participate in that macroculture and at the same time be 

part of microcultures such as a cultures based on race, ethnicity, religion, region, physical 

ability, and such. Banks (1994) writes: 

Individuals are not just African American or White, male or female, or 
middle or working class. Even though we discuss variables such as 
race/ethnicity, gender, social class, and exceptionality (member of a 
special population, such as having a disability or being gifted) as separate 
variables, individuals belong to these groups at the same time. Each 
variable influences the behavior of individuals. The influence of these 
variables is rarely singular; they often interact to influence the behavior of 
individuals, (p. 88) 

There is no one-to-one correspondence between a person and a culture. Because cultural 

identifications are "multiple, eclectic, mixed, and heterogeneous...culture cannot be 

conflated with just ethnicity or race" (Nieto, 1999, p. 51). Different cultural identities 



hold different levels of importance for each individual and the importance of a particular 

cultural identity can change over the years. Within one cultural group there can be many 

and often conflicting cultural identities. Cultural identities are shaped in a "plurality of 

partially disjunctive, partially overlapping communities that crisscross" (Rosaldo, 1989, 

p. 182). "Individuals, as well as groups, can recognize and articulate a range of voices 

because they simultaneously belong to multiple social groups whose boundaries are 

constantly shifting" (Montecinos, 1995, p. 297). 

Geography and Culture 

Geography often concerns itself with issues of culture particularly in the areas of 

political, human, and cultural geography. Studies of culture based in geography have 

similarities with those based in other fields of study. 

Geography can lead students to a better understanding of themselves, how they fit 

into their community, and how their physical place fits into the larger context of the 

world (Mayer, 1995; Salter, 1995). Beyond an understanding of their own place in the 

world, including how they fit into a cultural context and how the macro and 

microcultures to which they belong interconnect, geography can help students form an 

appreciation of the similarities and differences in cultures around the world (Gregg & 

Leinhardt, 1994). Many geographers agree that culture is a system of shared meanings. 

Jackson (1989) calls cultures "maps of meaning" and the "codes with which meaning is 

constructed, conveyed, and understood" (Jackson, 1989, p. 2). Unsurprisingly, however, 

most geographers emphasize the importance of place in their definitions of culture. 

Culture, in the sense of a system of shared meanings, is dynamic and 
negotiable, not fixed or immutable. Moreover, the emergent qualities of 



culture often have a spatial character, not merely because proximity can 
encourage communication and the sharing of individual lifeworlds, but 
also because, from an interactionist perspective, social groups may 
actively create a sense of place, investing in the material environment with 
symbolic qualities such that the very fabric of landscape is permeated by, 
and caught up in, the active social world. (Jackson & Smith, 1984, p. 205). 

The study of geography may help students realize how the cultures of the world 

are interdependent. Few cultures exist in isolation and geography can help students 

understand the connectivity over the earth (Harper, 1990). Seemingly personal choices, 

such as how to landscape a yard, are influenced by culture and can, because of the web of 

interconnections, unknowingly affect other people. For example, a family from the East 

Coast who has recently moved to Tucson may choose to landscape their new house with 

a green lawn. Their decision seems personal, yet is undoubtedly influenced by East 

Coast cultural schema of how a front yard should look. Their decision can also have 

unintended consequences for other people, such as increased water usage that help lead to 

shortages or the runoff of fertilizers and weed killers that add toxic chemicals to the water 

supply. 

Geographic questions must be evaluated within a context so that phenomena and 

processes are studied and interpreted according to the values and cultural perspectives of 

a particular society (Gregg & Leinhardt, 1994; Gritzner, 2002). Answers to geographic 

and cultural questions make no sense outside of the particular culture in which they 

occur. One must understand the culture to understand the answer— indeed, to understand 

the question itself Gregg & Leinhardt (1994) explain: 

The fundamental concept that results from the scope of geography is that 
physical and cultural realities influence the ways that people in particular 
places think about and attempt to solve the problems of their society. 
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People make decisions that affect every aspect of their lives based on their 
perceptions of geographical causes, relationships, and patterns, (p. 320) 

By becoming geographically literate we can more easily understand our own 

culture and that of others. By teaching students to examine their own locale and places 

around the world we teach them to examine culture. Geography helps us know what 

questions to ask during this process and gives us a better sense of what truly makes a 

difference. 

Complementing and Interconnecting Characteristics of Culture 

Nieto (1999) describes a number of complementary and interconnected 

characteristics of culture, including culture as dynamic, multifaceted, embedded in 

context, influenced by social, economic, and political factors, created and socially 

constructed, learned, and dialectical. I briefly describe these characteristics below: 

1) Culture is dynamic—Because culture exists within humans, it is always changing due 

to political, social and other factors. When people from different backgrounds come in 

contact with each other change is even more prevalent. Cultures are hybrids; when 

cultures meet, people select what elements of other cultures they find suitable for certain 

contexts. 

2) Culture is multifaceted-Culture cannot be conflated with only one aspect of identity 

such as ethnicity or race. All people belong to a number of different cultural groups. Even 

within the same group there may be conflicting or contradictory cultural identities. 

3) Culture is embedded in context—Culture cannot be separated from its historical or 

environmental context. 

4) Culture is influenced by social, economic, and political factors-Culture never 



exists in isolation, but in concrete relationships characterized by differential access to 

power. Dominant groups often determine what counts as culture; objects and 

characteristics that have the greatest status in a society are often those possessed by the 

dominant group. 

5) Culture is created and socially constructed-Culture is what we do every day. It 

evolves and changes because of the decisions that human beings make. 

6) Culture is learned—Culture is not genetically inherited, but learned, usually 

unconsciously, through our interactions with our families and communities. Learning a 

culture that is not one's native culture is complex and difficult. 

7) Culture is dialectical— Part of the complexity of culture is that cultures are conflicted 

and full of tensions. Culture is neither inherently "good" or "bad." 

Because of the complex, multifaceted nature of culture, understanding a specific 

group, whether one's own or that of others, requires study from many different 

perspectives. While each perspective will shed light on the systems of meaning within 

that group, they will not necessarily fit together into a neat, unified cultural portrait 

(Rosaldo, 1989). While this study is based on the examination of cultural identities, 

culture should not be seen as a control mechanism, which delineates every thought and 

action taken by people. There must be room for passion and spontaneity. However, "No 

analysis of human action is complete unless it attends to people's own notions of what 

they are doing. Even when they appear most subjective, thought and feeling are always 

culturally shaped and influenced by one's biography, social situation, and historical 

context" (Rosaldo, 1989, p. 103). 



Cultural Identities 

Much of the professional literature uses the terms 'identity' and cultural identity' 

interchangeably. Additionally, during the semester the preservice teachers and I often 

used 'identity' as shorthand for the longer phrase. However, there are differences 

between the terms. 

Identity has to do with a psychological organization of self, a personal sense of 

self that has some degree of constancy over time (Dalai, 1999). It is how people think of 

themselves and their places in society. Identity exists in relation with others and includes 

one's perceptions of their place within certain social structures (Hoffman). Hoffman 

(1998) explains, "This perception is grounded in sociocultural categories such as race, 

ethnicity, class, and culture that allow the individual to position him or herself relative to 

others within a particular social structure" (p. 326). Because people move in and out of 

different social contexts, they may have several identities, which emerge with greater or 

lesser salience depending on the context (Dalai, 1999; Dien, 2000). Dalai (1999), in 

discussing a girl with Italian and Scottish heritage, explains: 

Her sense of identity does not appear to be an exclusively internal 
phenomenon, bom out of some notion of a 'true self,' but appears rather to 
be informed in part by the context in which she is having this 'feeling' of 
who or what she is. (p. 162) 

Cultural identity shares characteristics with identity. However, while identity is 

based on personal or psychological views of self, cultural identity encompasses social 

group membership. Collier and Thomas (1988) describe cultural identity as 

"identification with and perceived acceptance into a group that has shared systems of 

symbols and meanings as well as norms/rules for conduct" (p. 113). Reflection upon 
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cultural identities leads into consideration of voluntary and involuntary group 

membership, race, ethnicity, gender, social class, and other characteristics that play out in 

conscious and unconscious ways within power relationships. Cultural identities are 

"mutable, multiple, and ever in process (Gonzalez, 1999, p. 433) and negotiated within 

social relationships (Hoffman, 1998). 

Because they are created through relationships with others, cultural identities are 

malleable. "There are virtually no limits to the kinds of social groups, networks, or 

relations that can generate a cultural identity of their own" (Turner, 1993, p. 426). It is 

common for people to have multiple cultural identities, which are not mutually exclusive, 

but "cumulative layers, where the immediate cultural context determines which layer is 

relevant at any particular time" (Campbell, 2000, p. 32). 

As in personal identity, Dien (2000) agrees that cultural identities of groups can 

change over time. She explains: 

The story of a cultural group is maintained by a tapestry of customs, 
religion, geography, philosophy, and narrative (myths, legends and 
historical texts) told in a common language. The shared story provides the 
individuals with an understanding of cultural norms and values and, most 
important of all, what constitutes a good person. The cultural ideals serve 
to guide personal behavior, and how one's group is regarded by outsiders 
affects the collective self-esteem, (p. 5) 

Our worldview is the abstract understandings of the world that involve broad domains of 

life such as human nature, interpersonal relationships, physical nature, time, and activities 

(Trevino, 1996). This worldview is formed by our cultural identities because the social 

groups we belong to tell us what is important to pay attention to, and determine our 



interactions with other social groups. Our cultural identities inform our interpretation of 

events and shape our understandings of others (Ortiz, 2000). 

Although these worldviews shape how we interact with the world, in our daily 

interactions with those who share our cultural identities they go unrecognized. The way 

we enact our cultural identities becomes normalized and the expected standard within the 

group (Sussman, 2000). 

We begin life rooted in the cultural perspective in which we were bom, absorbing 

cultural mores starting with our earliest interactions, but as we come into contact with the 

wider world we experience a variety of microcultures. To some extent, we instinctively 

leam to shift from one cultural viewpoint to another when we have firsthand experience 

with another culture. For example, when children enter kindergarten they leam the mles 

of the cultural institution of schooling. For some children this requires more effort than 

for others. A white middle class child will probably find that school culture is similar to 

her home culture and have an easy time learning to negotiate it, while a recent immigrant 

who does not speak English may find it a more difficult leaming experience (Banks, 

1996). Both, however, must develop the ability to do cultural code switching between 

home and school cultures in order to succeed in school. 

By the time we are adults, most of us inhabit a number of different cultural 

identities successfully, most notably home, work, and peer cultures. For example, I 

navigate white, middle class culture, graduate student culture, public school teacher 

culture, and a gender-based female culture. I have a group of friends from an online 

community with whom I interact in a different manner than with my friends in real life. 



My cultural identities are not neatly separated and isolated from each other. There are 

times when my identity as a woman is most important to me. At other times I see myself 

as middle class or as a graduate student. More commonly, these various aspects of my 

cultural identities overlap and influence each other, working together to constitute who I 

am. And, like all aspects of identity, they change over time. For example, I began to 

participate in graduate school culture three years ago. My process of enculturation into 

graduate school included a shift away from identification with public school teacher 

culture. There was, and continues to be, a large overlap between the two, but over time 

the graduate student identity gained prominence in my life. 

While moving between some cultural identities is natural and easily learned, 

particularly for closely related cultures, there are many that we can not experience first 

hand or will experience on a limited basis. As mentioned, a middle class white child will 

likely have little trouble shifting from a home to school culture because the two cultures 

are similar. However, many cultures will be so far outside our experience that learning to 

take on or understand a new identity will require deliberate effort. This can be 

complicated by inequalities between cultures. Children from marginalized cultures may 

have difficulty learning to take on the identities of dominant cultures because doing so 

would require that the child temporarily inhabit the culture of his/her oppressors. 

Children from dominant cultures may resist learning about marginalized cultures because 

of prejudice or lack of societal respect for those cultures. 

Our personal concept of cultural identity is so fundamental to our individual 

reality that we can find it difficult to understand the culture of others (Delgado-Gaitan & 



Trueba, 1991). Although our cultural identities are comprised of many components, it is 

probably impossible to completely understand a different macroculture or deeply 

separated microcultures. In many ways it is "like grasping a proverb, catching an 

allusion, seeing a joke" (Geertz, 1983, p. 70). However, leaming to recognize and 

appreciate the cultural identities of others is a necessary and needed skill, particularly as 

the growing diversity in the United States means that more voices are being added to our 

society and competing and perhaps contradictory needs demand attention. If we do not 

develop the ability to navigate the intersections between our teachers and students to see 

difference as a resource, not a problem (Ruiz, 1984)— it will become all too easy to 

marginalize those different from the mainstream as strange, exotic, or deficient. 

Culture and Cultural Identities in Multicultural Education 

As the field of anthropology and education examined culture, there was a 

welcome shift away from a deficit view of groups different from the mainstream. 

Difference became viewed as a cultural matter, not something that was inherited. While 

this was an important concept in education, in the field of multicultural education, culture 

became the means to an end, not a field of study in and of itself (Turner, 1993). For 

multiculturalists, culture "refers primarily to collective social identities engaged in 

struggles for social equality" (p. 412). For example. Banks (1994) describes culture as 

useful for teaching and interpreting the behaviors of groups. As such, he is primarily 

concerned about certain aspects of culture including values and behavioral styles, 

languages and dialects, nonverbal communications, worldviews, perspectives and frames 

of reference, and identification. Multicultural education recognizes the potential worth of 
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people from diverse backgrounds to tell about what it means to be a human being. The 

principles of multicultural education allow all students to see themselves represented. It 

also seeks to maintain a pluralistic, democratic society while challenging hierarchical and 

oppressive relations between people (Montecinos, 1995) and encouraging the 

intersections and connections of cultural borders (Boyle-Baise, 1997). 

However, the usefulness of culture as a theoretical construct is under debate by 

anthropologists and critical pedagogists who are concerned that it has become so reified 

and essentialized as to be useless (Gonzalez, 1999; Hoffman, 1996; Sleeter, 1996). 

Hoffman (1996) explains, "Anthropologists have criticized the way the concept of culture 

has been simplified and reified to fit multiculturalist discourses that support visions of 

personal, ethnic, or national cultural identity that are fixed, essentialized, stereotyped, and 

normatized" (p. 549). Culture in multicultural education is often reduced to patterned 

depictions as a self-contained whole. An entire ethnic group can be subsumed into master 

narratives that encompass every particular viewpoint (Montecinos, 1995). Although 

multicultural education offset the idea of cultural deficit, it mostly ignores issues of 

power and the social/historical forces behind inequalities (Levinson & Holland, 1996). 

Turner (1993) agrees that culture tends to be reified in multicultural education, 

and cautions against conflating culture with ethnic identity because "it risks reifying 

cultures as separate entities by overemphasizing their groundedness and mutual 

distinctness; it risks overemphasizing the internal homogeneity of cultures in terms that 

potentially legitimize repressive demands for communal conformity; and by treating 

cultures as badges of group identity, it tends to fetishize them in ways that put them 



beyond the reach of critical analysis" (p. 412). However, these risks may be worth it 

because multiculturalists work against the prevailing attitudes that devalue the cultures of 

underrepresented groups and multicultural education is primarily a movement for social 

change. 

One form that multicultural education can take is culturally relevant teaching 

(Ladson-Billings, 1995). This is a pedagogy of opposition committed to collective 

empowerment that emphasizes high expectations and the academic success of all 

children. Teachers must also have cultural competence and a critical consciousness and 

structure their classrooms and learning engagements so that students can also work 

towards these goals. Culturally relevant teaching is a result of teachers understanding 

their own cultures and those of their students (Jones, Pang & Rodriguez, 2001). 

Lipman (1995) suggests that culturally relevant teachers can contribute to school 

reform. She describes the rich knowledge base and cultural resources of three culturally 

relevant teachers who successfully engaged otherwise alienated students. Although these 

teachers worked in schools undergoing reorganization, their abilities and knowledge were 

not utilized in the schools' search for higher academic achievement. 

The Impact of Culture and Cultural Identities on Schooling and Learning 

Schooling and learning take place within a context of culturally-normed 

expectations, values, and beliefs. Each culture has its own perspectives on what schooling 

is and how children should learn. 

Children come to school with rich cultural and linguistic resources gathered from 

their early experiences with their families and communities. However, schools in the 



United States have always been controlled by dominant social groups, which means that 

the culture of the school often does not match the home cultures. The most effective 

school learning occurs when learning assumptions of the home are meaningfully 

connected to the assumptions encountered in school (Meacham, 2001). "If their 

worldview matches that represented in the schools, they are more likely to 'fit in'; they 

understand the language, values, and norms. If their worldview differs, they are more 

likely to find themselves in conflict with the curriculum being taught, the teachers who 

present the curriculum, and the other children in the class" (Jones, Pang & Rodriguez, 

2001, p. 36). Nieto (1999) further explains; 

Most schools are organized to reflect and support the cultural capital of 
privileged social and cultural groups; in the United States, that group is 
middle class or upper-class English-speaking Whites. As a result of their 
identity and upbringing, some children arrive at the schoolhouse door with 
a built-in privilege because they have learned this cultural capital 
primarily in the same way as they have learned to walk, that is, 
unconsciously and effortlessly, (p. 55) 

These cultural discontinuities (Nieto, 2004) between home and school cultures can be the 

basis of learning and social difficulties and many children are not able to overcome the 

gap in privilege. While these cultural discontinuities show up in academic subjects-

social studies, for example, "has a strong European American cultural foundation, and the 

tools used to interpret, write, and preserve the information found in social studies have a 

high cultural context" (Jones, Pang & Rodriguez, 2001, p. 36)~it is also built in to the 

institutional structure of schooling in ways that defy simple changes in surface aspects of 

education. 

Historically there has been a tendency in literacy studies to consider cultural. 



linguistic and class diversity as a social and cognitive crisis (Meacham, 2001). Most 

teachers and schools often do not see their student's funds of knowledge as resources. 

Instead of valuing the linguistic and cultural resources of the students, they are seen as 

problems, deficits that need to be corrected or removed (Ruiz, 1984). In part this is 

because teachers and administrators often see the world from the perspective of the 

dominant social group. Educators in the United States are primarily white and middle 

class, firmly entrenched in the dominant social group. Teachers' life experiences and 

perspectives, including cultures, identities, and values help shape and influence elements 

of their practice and what they overtly and passively do in their classrooms (Smith, 2000; 

Walters, 1994). For example, Montecinos (1995) explains, "Native English-speaking 

teachers' depictions of the school failure of a language minority student cannot be 

separated from these teachers' understanding of their own academic success as native 

speakers of English" (p. 297). Students are often evaluated and judged based on the 

cultural expectations of the school and teacher. 

Discontinuities between home and school cultures become particularly acute "if 

the expectation is that it is only the student who needs to become bicultural because the 

teacher's socialization and education processes have inculcated her with taken for granted 

beliefs of preferential human superiority and universality" (Walters, 1994, p. 51). 

Teachers and preservice teachers must make the effort to examine the beliefs that 

underlie their values and practices because they will then be more able to know their 

students and teach more successfully. Powell (1997) explains, "Teachers who become 

aware of how their cultural orientations and predispositions, and those of students, 
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influence their classroom teaching are able to coimect students in meaningful ways to 

content" (p. 467). 

Smith (2000) looked at the influence of preservice teachers' backgrounds on the 

inclusion and effectiveness of multicultural content in secondary social studies courses. 

His case studies with two white, middle class female preservice teachers showed that the 

cultural backgrounds and life experiences of the preservice teachers had a profound effect 

on the ways in which they incorporated multicultural content within their lessons. In 

another study, Powell (1997) found that one white middle class teacher's success 

working in culturally diverse classrooms was at least partially rooted in the family's 

religious emphasis on helping others and being an open and accepting person. 

While viewing cultural, linguistic, and social differences as a problem is harmful 

to students from those groups, it also limits children from the mainstream by cutting them 

off from making thoughtful connections: 

Cultural connections are beneficial to the conceptual development of all 
children and the mainstream perspective, by structurally discouraging such 
connections, may be a deficit conceptual construct. In other words, by 
consistently reinscribing boundaries with respect to the relationships and 
identities of cultural groups, the mainstream precludes the kinds of rich 
intercultural connections that are conducive to higher order conceptual 
development. (Meacham, 2001, p. 192-193) 

Teachers must work to encourage cultural understandings and connections. Just as 

teachers' and preservice teachers' actions and beliefs are deeply influenced by their 

cultural backgrounds, so too are students'. As Freire (1994) wrote, "Let me put it this 

way: you never get there by starting from there, you get there by starting from some 

here. This means, ultimately, that the educator must not be ignorant of, underestimate, or 



reject any of the 'knowledge of lived experience' with which the educands come to 

school" (p. 58). Teachers must "anticipate and expect that students will bring with them 

into the classroom affiliations, passions, commitments, and beliefs formulated in a 

society already marked by discrimination, elitism, racism, and oppression" (Duesterberg, 

1998, p. 509). However, teachers can help mediate these beliefs and encourage the 

cultural cormections through carefully planned engagements because "helping students to 

examine their own background experiences, and to share them with each other, may 

enable students to see how differences in backgrounds make individuals view the world 

through different lenses" (Smith, 2000, p. 157). While this is not an easy task, all children 

deserve the opportunity to receive instruction that is culturally mediated, making use of 

the "ways of knowing, understanding, representing, and expressing typically employed in 

a particular culture" (Mollis, 1995, p. 76), yet that also provides an opportunity for each 

child to critically examine their own cultures and make connections across cultures. The 

challenge is for teachers to create a space that is "respectful of the differences students 

brought to the classroom as well as unsettling in ways that would challenge the social and 

political conditions which foster these differences and the attitudes and practices 

associated with them" (Duesterberg, 1998, p. 505). 

While teachers must take into account the cultures of their students, it is essential 

that educators keep in mind the multifaceted, dynamic nature of culture. Schools should 

be a place where "understanding a people's culture exposes their normalness without 

reducing their particularity" (Geertz, 1973, p. 14), but teachers should be wary of 

essentializing culture. Montecinos (1995) believes that, "Curriculum must focus on the 



permeable, relational dimension of cultural life, where dialogue, interaction, conflict, and 

change are more significant than fixed characteristics" (p. 294). Portraying cultures as 

self-contained ignores the interconnections between groups and the power inequities. "In 

the classroom, student alienation results from unsuccessful negotiations among all those 

who create that social space and inequity results from the imposition of one form of 

social organization" (Montecinos, 1995, p. 293). Teachers and educators must not neglect 

addressing issues of power and oppression in their considerations of how culture affects 

schooling and learning. Culture is inseparable from discourses of power and domination 

in social and historical contexts. 

Learning About Culture and Cultural Identities as Preservice Teachers 

The ability to navigate the intersections of cultural identity begins with 

understanding one's own identities and learning about the identities of others. This begins 

as preservice teachers personalize culture. Hollins (1995) describes this as: 

The act of developing a knowledge of one's own culture that allows for 
the type of deep introspection that reveals its centrality in one's own life. 
This includes acquiring an understanding of the longitudinal influence of 
early socialization, making explicit one's own personal and group identity, 
identifying personally held perceptions of the world that are culturally 
framed, and describing participation in culturally sanctioned practices and 
values, (p. 72) 

People have used various methods to facilitate explorations of ethnicity and culture, 

including poetry (Galavan, 2002), art (Soto, 2001), action research (Glasgow, 1994), and 

reflective inquiry (Hollins, 1995). 

Spindler & Spindler (1989) advocate cultural therapy, which they describe as 

related to Freire's conscientizacion. Cultural therapy "is an orientation toward 



examination of the imphcit, tacit, unconscious, it can help alleviate bias, distortion, and 

unproductive adaptations to cultural situations (such as schooling)" (Hoffman, 1998, p. 

331). Cultural therapy makes explicit the conflict in cultural terms and shows how the 

self and self-efficacy are involved in the conflict. It helps make clear awareness of one's 

own culture and that of the Other and provides some distance from the problem to allow 

for objective reflection (Spindler & Spindler, 1989). Cultural therapy involves the 

exploration of the relationship between culture and self, which is useful because it 

assumes that you can question the relationship. Cultural identity can be interrogated and 

alternatives can be envisioned. People are not locked into fixed patterns of thinking and 

behavior because of their cultural identities. 

Allen and Labbo (2001) encouraged the preservice teachers that they worked with 

to investigate their ethnic backgrounds through the use of photographs and cultural 

memoirs. In addition, they tutored a child from another cultural background. Allen and 

Labbo found that these activities helped the preservice teachers become aware of 

themselves as cultural beings and to be more sensitive and open towards the importance 

of culture to children of non-mainstream backgrounds. Frank (2003) found that the 

preservice teachers she taught were supported in their writing and study of multicultural 

issues through maps they drew of stories and memories that occurred in childhood homes 

and neighborhoods. Through comparing and discussing the maps and their stories the 

preservice teachers began to see the variety of cultural experiences found among their 

colleagues. Both Frank and Allen & Labbo worked with typical preservice populations— 

mostly white, small town/suburban, middle class females. 
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Florio-Ruane (2001) discussed the importance of teachers exploring their own 

cultures as a way of gaining insight into the value of culture in their students' lives. She 

found that reading autobiographies of people from different ethnic and racial groups 

helped her preservice teachers engage with issues of culture, exploring the importance of 

culture and how culture affects their own lives. Florio-Ruane believed that preservice 

teachers must have the opportunity to closely examine themselves and to construct their 

own visions of themselves as cultural beings. 

Hoelscher (1999) used a geographic metaphor of watersheds as a method for 

examining cultural identity and life experiences. She asked her students to draw murals of 

watersheds—landforms and the movement of water upon them— that graphically 

represented their perspectives on their own identities and life course. 

Abt-Perkins & Gomez (1993) used autobiography to explore the multicultural 

values of teachers enrolled in a writing course. This self-examination through written and 

oral stories helped the students clarify their own cultural identities. 

Other researchers focused on understanding the impact of race upon cultural 

identities. McLityre (2002) asked small groups of preservice teachers to create collages 

that represented whiteness. The collages and subsequent discussions helped her students 

begin to see how their racial identity was constructed. Bollins & Finkel (1995) used a 

variety of readings and focused class discussions to challenge student's notions of what it 

means to be white. 



54 

Helping Children Examine Their Cultural Identities 

Children also need experiences that will help them explore their cultural 

identities. Students need "opportunities both to explore the dynamics of cultural 

formation within their own communities and to take the risk of improvisation~of trying 

on and trying out new perspectives and ways of thinking" (Duesterberg, 1998, p. 504). 

Foss (2002) believed it was essential that her students explore their own backgrounds. 

Her economically affluent middle school students used an engagement called an identity 

intersection and a privilege walk. These engagements helped students realize how their 

identities are socially constructed and how each person has multiple facets to his/her 

identity and culture. The privilege walk, based on Mchitosh's (1990) list of the effects of 

white privilege, also forced students to confront the idea that discrimination embedded in 

the institutions of the United States affects how outsiders view a cultural group and 

affects the development of that cultural group. 

Buley-Meissner (2002) suggests reading and researching life stories in order to 

explore heritage and identity. Her work with Hmong students showed that engaging in 

such activities could validate a positive sense of personal potential. Allen, et al. (2002) 

sent cameras home with elementary students so that the students could share the world 

they saw through their eyes. The photographs and related writing helped children explore 

their culture and their world. It also gave their teachers insight into the children's cultural 

identities. 

It is important to keep in mind, however, that having students explore their own 

cultural identities is the beginning point of work with multicultural issues. Webb (2001) 



cautions that asking people to examine their own racial and ethnic attitudes through 

reflection is not enough to promote lasting change or openness towards diversity. 

Students must also be asked to interrogate their beliefs about racial and ethnic minorities. 

Self-reflection must be balanced with a vision of education for social justice and 

transformation (Banks, 1997; Howard, 1999; Sleeter, 1996). 

Attitudes of Preservice Teachers towards Those of Other Cultures 

Given that a majority of preservice teachers are white, middle class, monolingual 

females (Terrill & Mark, 2000; Torok & Aguilar, 2000), it seems likely that they would 

have a variety of misconceptions and neutral or negative attitudes towards ethnically 

diverse and language minority students. It is important to understand the beliefs and 

attitudes that preservice teachers bring into the teacher preparation program. As Pohan 

(1996) states, "Perhaps more than any other piece of information, knowing an 

individual's feelings and beliefs may in fact help others to more accurately predict the 

kinds of behaviors in which she or he is likely to engage" (p. 63). Teacher beliefs and 

expectations affect the way the teacher responds and behaves toward various students. 

Pohan investigated the beliefs of 492 preservice teachers and found a strong relationship 

between personal and professional beliefs. She also reported that students who have 

taken two or more courses that focus on multicultural issues had significantly different 

responses than students who had not taken any multicultural courses. However, Pohan 

concluded that preservice teachers are no more accepting of diversity today than they 

have ever been. 

Perhaps this is because, as Terrill and Mark (2000) say, most preservice teachers 



are culture bound, limited in their ability to value and understand other cultures because 

of little to no experience with linguistic or cultural diversity. This held true in their study 

on preservice teacher expectations towards students in different school settings. 

Participants were given three descriptions of similar school settings differing only in the 

race of the students enrolled and geographical location. The participants were then asked 

a number of questions about their expectations for students in each of these schools. The 

results clearly indicated that preservice teachers expected more discipline problems, more 

child abuse, less student motivation, less parental involvement, and fewer gifted and 

talented students in the schools that served children of color. Furthermore, they were less 

comfortable with the idea of teaching African-American or language minority students. 

This report of discomfort and misconceptions surrounding children of color and 

language minority students is not an isolated example among preservice teachers. In 

another case Hadaway (1993) noted that: 

Although many of the preservice teachers realized they would probably 
encounter LEP children in the schools, most had anxieties and concerns 
about working with them. Reported reactions to the prospect of 
linguistically diverse children in the classroom included the following: 
'unprepared, overwhelmed, worried, frightened, startled, intimidated, lost, 
nervous, afraid about communication, uneasy, off-guard, concerned, 
incompetent. Only two students reported more positive emotions, (p. 28) 

Torok and Aguilar (2000) also note the negative personal and professional attitudes 

towards diversity held by their education students, as do Byrnes, Kiger & Manning 

(1997). In a more positive article, Cannella & Reiff (1994) conducted a case study on a 

middle class, white female preservice teacher. From the beginning of her teacher 

education program this woman showed concern for learning about issues of diversity and 



expressed a desire to delve into these issues more deeply than the teacher preparation 

curriculum allowed. As she left the university setting she chose to interview for teaching 

positions at culturally diverse schools. However, Cannella & Reiff noted that although 

she had great interest and concern in issues of diversity, the majority of time in her field 

experiences was devoted to discipline, lesson planning, and interactions with parents. 

She pushed aside multicultural issues in order to deal with these concerns. 

Mapping 

As the preservice teachers explored cultural identities, they used mapping as a 

support for thinking or a way to present current understandings. Throughout the semester 

we tried out different kinds of maps, culminating in a project where the preservice 

teachers created several maps to share their understandings of their cultural identities. 

Although maps are commonly defined as written or drawn objects that represent a 

particular location by providing factual information, maps have always served a wide 

variety of purposes. People have been creating maps for thousands of years. Ptolemy 

wrote one of the first atlases with Geographia, the most important source of geographic 

information for centuries. In Hellenistic Greece maps were an intellectual tool, not 

commonly used for navigational purposes. Philosophers also used maps for meditation. 

World maps appeared in the sixth century BC as philosophers and mathematicians 

attempted to construct rational models of the cosmos and overturn old mythical schemes 

(Jacob, 1996). Li the Middle Ages a common map form was the Mappa Mundi, or map of 

the world. Cartographers refer to these as T-0 maps because they take the form of a T 

surrounded by an O. Tyner (1987) explains: 



Asia was at the top of the map and was separated from the continents of 
Europe and Africa by the Don and Nile rivers which formed the crossbar 
of the T. Africa was separated from Europe by the upright of the T which 
was the Mediterranean Sea. The land masses were surrounded by a 
circumfluent ocean, the "Ocean Sea"...The Mappae Mundi described 
above were designed not as objective representations, but as symbolic 
depictions of church dogma, (p. 455) 

Maps can be political tools. For example, as Wood & Pels (1986) explain, "A state 

highway map, for instance, is unavoidably a map of the state: that is, an instrument of 

state polity, an assertion of sovereignty" (p. 63). hi border disputes each side in the 

dispute lays claim to territory by publishing maps depicting their version of reality. Maps 

can also be used as propaganda, such as the 1651 map of Virginia published by the 

Virginia Company in an attempt to attract settlers. The map depicted a lush, bountiful 

land, with California and a lucrative trade route to the Orient only a ten day hike away. 

Maps from outside the Western tradition can serve different purposes. For example, "In 

Tibetan religious maps the viewer has to follow a spiritual path through one universe 

among many millions, vertically ordered, from the world of Desire to the world of Non-

forms" (Jacob, 1996). 

How maps represent the world depends on the type of map. A basic problem of 

mapping a physical location is how to represent round world on a flat surface. Showing 

true shape and true area are mutually exclusive as something is always distorted (Rice, 

1990). The traditional view of the world in schools, particularly in wall maps, is based on 

the rectangular projection developed by Gerhardus Mercator in 1569. The map was 

developed as a navigational aid. It serves this purpose quite well. As a representation of 

areas of landmass, however, it fails because area is extremely distorted. For example, in 



the Mercator projection Africa appears smaller than North America, though it is really 

50% larger and Europe and South America seem to be similar sizes although South 

America is really twice as large as Europe. In the twentieth century, the Peters projection 

was developed out of concern for the third world countries. The goal was to provide a 

less Euro-centric view of the world. In this projection area is accurately represented, but 

shape is severely distorted. In order to show specific areas of the world, different kinds of 

projections needed. The Azimuthal is generally used to show polar regions while the 

conic is good for showing areas in the mid-latitudes that have greater east-west than 

north-south extent. 

While maps describing the physical characteristics of a location must deal with 

issues of distortion, other kinds of maps also present limited perspectives of the world. 

People should use various maps to gain a variety of perspectives. "Different perspectives 

of the earth can also be gleaned by exposing students to as many different types of maps 

and views as possible. Landsat views, aerial and satellite photographs, weather maps, 

topographic maps, historical maps, geologic maps, and census maps are just a few of the 

options possible. All teach students to look at the world in different ways" (Rice, 1990, p. 

396-397). Multiple perspectives are necessary because "Maps can be culturally confining 

and reinforce the ethnocentrism that is native to all of us when we limit students' 

exposure to one or two perspectives of the world" (Rice, 1990, p. 395). 

Most people never think about maps as cultural artifacts. However, maps, 

including the mental maps we all carry in our heads, "are strongly conditioned by our 

culture and serve us culturally and socially in a variety of ways: each represents a view of 



the world we share with other members of our society. This shared image is one of the 

ways of thinking that binds us together as a society" (Danzer, 1991, p. 302). 

People trust that maps will provide factual, objective information. As Tyner 

(1987) writes, "Maps are assumed by the majority of map users to be truthful, accurate 

representations and, thus, are trusted perhaps more than written material" (p. 457). 

However, a main consideration of mapping is what to show and how to show it, which 

can highlight issues of knowledge and power (Dorling, 1998). Most maps consist of 

layers of meaning, filled with symbols created from and read by certain cultural contexts. 

"There is no other way of cramming so much readable information onto one piece of 

paper than by drawing a map. It is because maps are so full of facts that it is easy to 

forget that their drawing is not entirely constrained by some particular rigour. There are 

an infinite number of pictures to be drawn of any place" (Dorling, 1998, p. 278). 

Whatever picture is drawn puts forth particular cultural and political signals, both 

promoting and reinforcing the cultural perspective. Jacob (1996) concludes, "Maps are 

statements about the physical nature of the world, its shape and its limits. They display 

beliefs or concepts about the nature of the world and how it can be depicted...Moreover, 

every map displays a specific world; so does it display the world as it is, as it was, as it 

will be, as it could be, or as it should be?" (p. 195). 

Mapping in Education 

Mapping is one way to explore multicultural issues with preservice teachers. A 

number of studies look at how instruction in geography for preservice teachers has not 
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been successful. Chiodo (1993) found that preservice teachers had trouble constructing 

metal maps of the world. McKinney (1990) also found that preservice teachers have little 

knowledge of world geography. 

Mapping instruction for elementary age students has also been criticized. McKay 

(1998) argues that traditional activities such as coloring in maps should be eliminated 

from the geography curriculum because such activities are boring, trivial, and 

oversimplify geographic concepts. Children are inherently interested in geography and 

capable of learning, according to Gregg (1997), who urges teachers to access multiple 

ways into map learning though developing engagements that rely on a variety of student 

strengths. 

If we accept that mapping is an innate human ability, mapping should be taught in 

ways that develop children's own natural mapping behavior (Blaut, 1991). Sobel (1998-

1999) also sees the tendency to make maps as a normal part of childhood, and suggests a 

geographic curriculum that builds on the relationship between the local landscape and 

children's lives. There is increasing evidence that young children have much more ability 

to understand and work with maps than previously thought (Anderson, 1995). Trifonoff 

(1995) studied the mapping behaviors of 74 second graders and concluded that children 

at that age possess advanced mapping skills. Uttal and Wellman (1989) showed that 

preschoolers could memorize and use maps to navigate a large playhouse. 

Geography and mapping can easily be integrated with the language arts (Witlow 

& Sidelnick, 1991). Birtzer (2000) described a program that integrated the curriculum by 

having children map the environment around their school. She found that mapping could 
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increase students' knowledge of their community and enhance their sense of place. 

Turvey (1986) had seventh graders study a culture through integrating language arts skills 

with reading and making maps. Because physical places are also cultural places, locations 

can not be fully understood without taking the cultural context into consideration (Crouch 

& Hennessey, 1995). 

Wise and Kon (1990) examined how sketch maps done at the beginning and end 

of the year could work as an assessment tool, showing how student conceptions of the 

world have changed. These maps were drawn in free hand from memory and could also 

be used to help students organize spatial information about the world. 

Another type of mapping organizes ideas and concepts. Concept mapping can be 

used as an instructional and assessment strategy (Dorough & Rye, 1997). These maps can 

increase elementary children's ability to organize and represent their thoughts (Hyerle, 

1995-1996; Stice & Alvarez, 1987). Concept maps can also support literacy. Munson 

(1989) asked student to draw mural-like story maps in order to increase comprehension 

and support their thinking about the issues and themes in the books. 

Mapping has been used in many ways in the classroom, but it has not been used in 

indepth explorations of cultural identities or as a strategy to change attitudes towards 

diversity. Highlighting the connections between geography and culture may support 

preservice teacher explorations of cultural identities. 

Response to Literature 

Throughout the semester preservice teachers were asked to respond to a number 

of texts, including children's literature and professional readings. Through discussion and 
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reflection, they were encouraged to revise and deepen their initial responses to create 

more sophisticated and complex understandings of the literature. 

Reading is not simply a matter of extracting meaning from texts, histead, both the 

text and the reader work together to create meaning in the transaction between reader and 

text. According to Rosenblatt (1993), "reading is a transaction, a two-way process, 

involving a reader and a text at a particular time under particular circumstances" (p. 7). 

The reader brings his or her personal experiences and background to the printed words. 

While the words are "merely inkspots on paper until a reader transforms them into a set 

of meaningful symbols" (Rosenblatt, 1995, p. 24) the reader uses the clues in the written 

text about character, plot, and motivation. By taking these clues and interpreting them 

within the context of personal experience and sociocultural background, the reader makes 

meaning. Li response-based classrooms readers are not passive, waiting for the teacher 

or the text to bestow the meaning upon them. "The symbolic dance of words on paper 

awakens memories, arouses feelings, evokes thought, conjures images, but all those 

memories, feelings, thoughts, and images are the reader's as much as—even more than— 

they are the writer's or the text's" (Probst, 1990, p. 29). 

Initial responses are revised upon further thought and reflection, often in 

conjunction with discussions with other people. Initial response is necessary beginning 

point to the understanding of texts, but not sufficient. Dialogue can help the reader 

revisit the initial response in order to explain the meaning made, raise questions, answer 

challenges, and deepen understandings. One of the most important decisions a reader 

must make is what stance to take. At times the reader's primary purpose is to take away 



information from the text. This efferent reading focuses on the factual knowledge that can 

be gained. The aesthetic stance, on the other hand, provides a living through of the text, 

hi this case, the stance promotes personal connections and an emotional reaction. All 

transactions fall on a continuum from efferent to aesthetic. Generally, a response includes 

a mixture of both stances. 

Because revisiting and revising initial responses often occurs in the context of 

dialogue, the response based classroom must "become a comfortable, non-combative 

place, where half-formed ideas may be explored, where personal, even private matters 

might occasionally creep to the surface to be addressed with delicacy and kindness" 

(Probst, 1990, p. 33). It is through talk in a safe, supportive atmosphere that people learn 

to revise their thinking as they are questioned and challenged on their initial responses. 

How Reader Characteristics Affect Response 

Athanases (1998) conducted a year-long ethnography in a high school classroom 

with a newly diverse literature curricula. The highly diverse students were encouraged to 

bring their lives into the classroom, sharing personal and community stories and breaking 

the taboo of silence about discussing issues of difference. Students found that they could 

identify with the texts in multiple ways, from their identities as adolescents, and through 

family relationships and racial and cultural backgrounds. While the readings often 

validated a sense of ethnic pride, students also learned about other cultures. At the same 

time they were forced to rethink stereotypes. 

Ketter & Lewis (2001) worked with white teachers in a long-term multicultural 

reading group. The teachers were finstrated by purposes for using multicultural literature 
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that conflicted with their own beliefs about how to use multicultural literature sensitively. 

The teachers believed that being sensitive to racial issues meant taking a color-blind 

stance and found it highly uncomfortable to consider their own race or talk about racial 

issues. 

Reading Maniac McGee (Spinelli, 1990), a book that deals with racial conflict, 

had implications for elementary aged children's sense of who they are in relation to 

others. The mostly white students often glossed over racial issues in the book. Students 

responded to the book based off of cultural maps— maps of popular culture, kid culture, 

racial culture, and mainstream culture (Enciso, 1994). 

Research Conducted in Preservice Teacher Literature Courses 

Although there is little research conducted within literature courses for preservice 

teachers, a few studies have been done that highlight looking at issues of culture and 

multiculturalism with the preservice teachers. 

Preservice teachers examined issues of authenticity in a year-long children's 

literature course (Wolf, Ballentine & Hill, 1999). Class readings and engagements 

introduced the preservice teachers to the complexity of insider/outsider roles, the 

questions of who can write particular stories, and the role of aesthetic heat in the writing 

of quality children's literature. With multiple opportunities over the course of the year to 

engage with these issues, the preservice teachers explored the complex, difficult 

arguments of cultural authenticity and made shifts in thinking. Preservice teachers looked 

at issues of gender representation in a class research project (Davis & McDaniel, 1999) 

based upon Suzanne Czaplinski's 1972 study of Caldecott-wiiming books. The preservice 



teachers found that contrary to expectations the percentage of females in illustrations had 

dropped from 48% in 1972 to 40% in 1997. Wollman-Bonilla (1996) examined her 

students' responses to literature that presents non-mainstream values and experiences. 

She found that the teachers and preservice teachers that she worked with commonly 

objected to texts that reflected gender, racial, ethnic, or class experiences different from 

their own. 

hi another study Wolf (2001) encouraged her students in a Literacy/Social Studies 

Block class to examine issues of difference. Her students read autobiographies and 

participated in a Child as Teacher Project where the preservice teachers took on the role 

of learner while tutoring children from cultural backgrounds other than their own. Willis 

(1997) used multicultural literature with her preservice English teachers because she 

views multicultural literature as "an artifact of cultural production. As such, multicultural 

literature is an expression of how groups outside of the dominant culture view themselves 

and their life experiences, of how they read the world" (p. 136). Her students found that 

the literature challenged their ideas of their identities and stereotypes. 

Summary 

This study was framed by relevant professional literature in the areas of culture, 

mapping, and response to literature. In this chapter the concept of culture was discussed 

according to anthropological and geographic definitions. Because of the complementing 

and interconnected characteristics of culture, oversimplification of culture as used in the 

field of multicultural education can lead to essentializing or reifying the cultures of 

underrepresented groups. As teachers and preservice teachers often have negative 



attitudes toward students from diverse backgrounds, the cultural discongruities between 

home and school can play a major role in the success or failure of students. Several 

strategies have been used to help preservice teachers understand their own cultures, 

including mapping. 

There are many kinds of maps created and used for a variety of purposes. 

Although most people consider maps to be objective and culturally neutral, maps are 

cultural artifacts that are interpreted within specific cultural systems. 

Response finds the meaning of literature in the transaction between reader and 

text. Readers interpret texts from the perspective of their cultural worldviews and 

personal experiences. 
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CHAPTER THREE 

DESIGN, METHODS, AND PROCEDURES 

The methodological framework of this inquiry is based in a qualitative teacher 

research perspective. The research setting was a Children's Literature course for 

preservice teachers at the College of Education in the University of Arizona. Three 

primary data sources were collected in the spring of 2003. Major analysis on the data 

occurred over summer and fall of 2003. 

Research Perspective 

This study is a qualitative teacher research project in which I collected data in my 

own university classroom. Qualitative research is a broad term that covers research that is 

naturalistic, descriptive, inductive, and interested in participant perspectives. It is an 

umbrella concept covering several forms of inquiry that help us understand and explain 

the meaning of social phenomena with as little disruption of the natural setting as 

possible (Merriam, 2001, p. 5). Qualitative researchers understand that real life is 

complex, interdependent, and sometimes contradictory. Understanding the context in 

which research occurs is an integral part of the study. Qualitative researchers look at 

"social worlds holistically, as interactive, complex systems...they describe and interpret 

rather than measure and predict" (Rossman & Rallis, 1998, p. 8). Research questions are 

developed "to investigate topics in all their complexity, in context...they are also 

concerned with understanding behavior from the subjects' own frame of reference" 

(Bogdan & Biklen, 2003, p. 2). In this study I collected qualitative data in order to get a 
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rich portrait of how preservice teachers explore cultural identities. 

This study is also a teacher research inquiry. "Research is a process of discovering 

essential questions, gathering data, and analyzing it to answer those questions...teacher 

research is research that is initiated and carried out by teachers in their classrooms and 

schools" (Hubbard & Power, 1999, p. 1-2). Teachers at all levels can use teacher research 

to examine questions about what goes on in the classroom. Cochran-Smith & Lytle 

(1990) describe teacher research succinctly as "systematic, intentional inquiry by 

teachers" (p. 2). Bednarz (2002) considers teacher research an important way to improve 

geographic instruction as teachers do systematic classroom based inquiry on matters that 

are important to them. Teacher research can help teachers reflect on their own practice in 

order to better understand and improve what goes on in the classroom. The inquiry takes 

place in a context that is intimately familiar to the researcher, which can provide greater 

insight and a more complete understanding of the problem. Teacher researchers operate 

"from a theoretical framework and vision based on evidence: evidence harvested from 

their own classrooms and viewed in the context of other researchers' work as well" 

(Hubbard & Power, 1999, p. 243). As a teacher researcher I had to balance my roles as 

the instructor for this course and as a researcher pursuing a particular line of inquiry. 

Research Setting 

The setting for this teacher research inquiry was my preservice course Children's 

Literature in the Classroom, at the University of Arizona's College of Education during 

the 2003 spring semester. This is a required course for preservice teachers in the teacher 

preparation program who are seeking K-8 certification. 



The University of Arizona is one of the top ranked research universities in the 

United States and has the third largest student enrollment and largest teaching/research 

faculty in the state. Out of the 34,000 students attending the University of Arizona, the 

College of Education enrolls approximately 800 undergraduate students and employs 70 

full time faculty members and 30 clinical or adjuncts. After completing at least 56 units 

of undergraduate work, sophomores who decide they want to earn a teaching credential 

apply for entrance into the College of Education. Criteria for entrance includes academic 

achievement, with students needing a minimum GPA of 2.5, experience with school age 

children, and cross cultural experience. The College gives preference to applicants who 

have at least 120 hours of experience with school age children and 50 hours or more of 

cross cultural experience with racial, ethnic, or cultural groups represented in the 

southwestern United States, including African Americans, Native Americans, 

Asian/Pacific Islanders/ or Hispanics. The two-year degree program consists of 

approximately 18 classes. A post-baccalaureate program that takes one and a half years to 

complete is also available. Most of the undergraduate and post-baccalaureate courses are 

taken from the Department of Teaching and Teacher Education within the College of 

Education. The Department of Language, Reading and Culture offers several other 

courses, including Children's Literature in the Classroom. 

I began teaching this course in the fall of 2001. Because this was a survey class of 

children's literature, my main purpose was to provide preservice teachers with the 

opportunity to read, enjoy, and think about a wide variety of quality children's literature. 

The course was designed to encourage personal connections to the literature. The 
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personal connections provided a foundation for increasingly sophisticated reflection and 

critique of children's books, so that the preservice teachers would have a sound basis for 

using literature in powerful ways with their future students. After teaching the course four 

times I conducted my dissertation research with a class of preservice teachers in the 

spring of 2003. Twenty-five students enrolled in my section, one of four sections offered 

during that semester. 

These 25 preservice teachers represented a wide range of previous experience 

with literature and diverse cultural backgrounds. When they began the course 20 students 

said that they enjoyed reading books for pleasure. Two students said that they enjoyed it, 

but no longer found time to read anything other than textbooks. Two others liked to read 

magazines or newspapers, but not books. Only one student did not like to read. Three of 

the preservice teachers were parents, with children ranging in age from 3 to 21 years old. 

Nineteen believed that they had extensive experience working with children and six said 

they had some experience with children. Nineteen students came from a European-

American background; two of these preservice teachers were Jewish. Four preservice 

teachers were Latino, three of Mexican descent and one bom in Uruguay. One student 

was Asian American, and one student considered himself biethnic, with Mexican and 

Canadian heritage. All of the preservice teachers spoke English. Twenty considered 

themselves monolingual, though ten of those said that they spoke some or a little bit of 

another language. Of that ten, eight knew some Spanish. One preservice teacher had 

some familiarity with Navajo and one with French. Three considered themselves English/ 

Spanish bilinguals, one was trilingual (English, Spanish and Portuguese), and one spoke 
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English, Spanish, Mandarin and Cantonese. The majority of the preservice teachers were 

female, with three males in the class. The youngest student was 18; 18 preservice 

teachers were between the ages of 20-23; four were between 26-30; and two were in their 

late 30s/early 40s. All the preservice teachers considered themselves middle class, though 

two said that they grew up in very poor households. The majority were from the 

southwest; two from California, one from Colorado, one from Chicago, and four from the 

East Coast. Two of the preservice teachers were enrolled in the honors section of the 

course. 

At the beginning of the semester in January I introduced the semester-long theme 

of cultural identities to the class and explained my beliefs that we needed to understand 

ourselves before we could understand others. At the end of February I explained my 

dissertation research on preservice teachers exploring their cultural identities to the class. 

I discussed the impact collecting data in class would have on the course and on them, and 

assured them of confidentiality should they choose to participate. I explained that 

participation was voluntary, and would have no impact upon course assignments or final 

grades. I then provided them with the opportunity to ask questions about my dissertation 

research. When all questions were answered I went over each section of the consent form 

(see Appendix 1). Finally, I left the room so that preservice teachers could give or deny 

consent without my knowledge. The preservice teachers who signed the consent form 

placed it in a large envelope that was sealed and delivered to the departmental office. The 

envelope was given to my advisor, who kept it until final grades were turned in at the end 

of the semester. When I opened the envelope in mid-May I found that 24 of the 



preservice teachers had consented to participate. On the consent form these preservice 

teachers indicated whether they wished to be identified by their first names or a 

pseudonym, hi some cases when I discuss the preservice teachers I have changed small 

details to mask identity. 

Data Collection 

This inquiry into preservice teachers exploring cultural identities evolved out of 

lingering questions from seven years as an elementary educator and four years as a 

graduate student. This section discusses the genesis of the study and provides a rationale 

for each data source collected. 

Research Questions 

Begiiming my teaching career in a community of linguistic and cultural diversity 

highlighted the limitations of my own understandings about culture and my 

undergraduate teacher preparation program. As I slowly began realizing the richness of 

the language, knowledge and resources that my students brought to school I started to see 

the disconnect between what I thought I knew about teaching and learning and how the 

educational system and I valued the students' funds of knowledge (Gonzalez, et al, 1993). 

I began questioning why the linguistic and community resources of my students were not 

accessed and I became disillusioned with public education. However, I strongly believed 

in the power of education and hoped to resolve the dichotomy between what I 

experienced as a teacher in public education and what I thought schools should be. These 

tensions and my growing interest in geography and children's literature led me to search 

for a way to combine these interests in this study. Each time that I taught children's 



literature I was able to revise the course and my teaching to better meet the needs of the 

students and to meet my goals as an instructor. I tried out many of the readings and 

engagements that I used during the data collection period in these earlier courses. I was 

also able to use projects within my graduate work to prepare for data collection; I 

conducted a case study of four preservice teachers' attitudes towards multicultural 

literature for one of my research courses and conducted a small exploratory study for a 

qualitative methods course. I brought together my lingering questions and previous 

inquires in the questions for this study: 1) What aspects of their own cultural identities do 

preservice teachers explore when using mapping and children's literature? 2) How do 

preservice teachers interact with issues of culture during a study of their own cultural 

identities? 3) What are preservice teachers' reported perceptions of the ways in which 

class engagements with mapping and children's literature influenced their understandings 

of culture? 

Sources of Data 

Because I collected data in a course that I taught I had access to large amount of 

possible data. Data was collected during normal class engagements; there were no 

additional assignments outside of the usual requirements for this course except for the 

preservice teachers who agreed to participate in the final interviews. Primary data sources 

included student artifacts, written reflections, and individual conferences. Secondary data 

sources included exit cards, literature discussion transcripts and my teaching journal. 

Each of the research questions was explored using two or more of the primary sources of 
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data (see Table 3.1). Secondary sources were used to confirm or disconfirm research 

findings from the main sources. 

Research Question Primary Data Sources Secondary Data 
Sources 

What aspects of their 
own cultural identities 
do preservice teachers 
explore when using 
mapping and children's 
literature? 

Written reflections 
Reflection j oumals 
Identity freewrite 
Race/ethnicity freewrite 
Identity intersection reflection 

Student artifacts 
Identity intersection 
Final projects 

Exit cards 
Literature 
discussion 

transcripts 
Teaching journal 

How do preservice 
teachers interact with 
issues of culture during 
a study of their own 
cultural identities? 

Written reflections 
Reflection journals 
Identity freewrite 
Race/ethnicity freewrite 
Identity intersection reflection 
Midterm/final reflection 

Student artifacts 
Identity intersection 
Final projects 

Final interviews 

Exit cards 
Literature 
discussion 

transcripts 
Teaching journal 

What are preservice 
teachers' reported 
perceptions of the ways 
in which class 
engagements with 
mapping and children's 
literature influenced 
their understandings of 
culture? 

Written reflections 
Reflection j oumals 
Identity freewrite 
Race/ethnicity freewrite 
Identity intersection reflection 
Midterm/final reflection 

Student artifacts 
Identity intersection 
Final projects 

Final interviews 

Exit cards 
Literature 
discussion 

transcripts 
Teaching journal 

Table 3.1. Research Questions and Data Sources 

Student Artifacts 

Student artifacts consisted of physical and conceptual maps created by students to 



support explorations of cultural identity. Maps were turned in throughout the semester in 

response to specific assignments, and were photocopied or photographed and returned to 

the students. As both researcher and instructor I returned all original work to the students 

in a timely manner. Artifacts collected included an intersection of identity, literacy map, 

maps created in individual responses to children's literature, maps created by small 

groups as part of a literature discussion or to share understandings from a literature 

discussion and student initiated maps as part of a final inquiry project. There are 

examples of these maps in the following chapters. Because of difficulties reproducing 

large or highly complex maps, a few of the examples were simplified so that they could 

be easily read. 

Written Reflections 

The intersections of identity, literacy maps, and final inquiry maps were turned in 

with written reflections attached that explained the thought processes behind each piece 

of work. Other written reflections were turned in on a weekly basis. Reflections were 

required before every literature discussion and in response to selected professional 

articles. These reflections focused on student responses, connections, questions, and 

concerns about the literature. Written reflections were also required at midterm and at the 

end of the semester. These reflections focused on students' evaluations of their work and 

learning in the course. The preservice teachers also completed two freewrites, an identity 

freewrite at the beginning of the semester and a race/ethnicity freewrite after midterm. 

All reflections were photocopied and returned to the students. 
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Individual Conferences and Interviews 

At the beginning of the semester each student filled out a personal information 

sheet as my students do every time I teach this course (Figure 3.1). This information 

sheet asked for brief educational and family background, languages spoken, experience 

with children, and attitudes towards books and reading. This information formed the 

basis for a short conference with each student in the first several weeks of class. 

LRC 480 Personal Information Sheet 

Name: 

Email: Phone: 

Class: 

Grade levels you are interested in teaching: 

Academic subjects you are interested in teaching: 

1) What prior experience have you had working with children? 

2) Do you enjoy reading? Why or why not? What kind of things do you read? 

3) What brought you to teaching? Why do you want to teach? 

4) hi what type of school would you like to teach? 

5) How would you describe the schools you went to as a child? 

6) What languages do you speak? 

Figure 3.1. Personal hiformation Sheet 



The purpose of the initial conference was to get a better sense of who was in the class in 

order to assist with planning future engagements. I took notes at these conferences and 

transcribed the notes the following day. 

After grades were turned in at the end of the semester I chose a representative 

sample of 8 preservice teachers and asked them to participate in a final interview. These 

preservice teachers represented the range of cultures and perspectives in the class as a 

whole. I also felt that they would interview well and provide rich data. All eight agreed to 

be interviewed, but scheduling problems forced one preservice teacher to withdraw. The 

other seven met with me two times for interviews following the interview guide approach 

(Rossman & Rallis, 1998). The interviews were framed with broad topics that I proposed, 

but were free to follow topics that the preservice teachers initiated (see Appendix 2). For 

these interviews I met with the preservice teachers for two separate one and a half hour 

sessions. Broad topics for the first session focused on family background and history as 

well as early experiences with school, friends, and childhood neighborhoods. I also asked 

the preservice teachers to define culture and cultural identity. In the second session we 

returned to the issue of cultural identity and discussed the influence of aspects of identity 

that each preservice teacher saw as important and how class assignments and 

engagements impacted thinking about cultural identity. I also asked the preservice 

teachers to reflect upon issues of culture and cultural identities. The interviews were 

audiotaped and transcribed. 



Secondary Data Sources 

Secondary data sources included literature discussion transcripts, exit cards and 

my teaching journal. I returned to these sources to confirm or disconfirm findings from 

the analysis of primary data. 

Literature Discussions 

The class conducted literature discussions in small groups on a regular basis. The 

books for seven of these discussions focused on strong themes of cultural identity. During 

six of these sessions, each group discussion was audiotaped. Students brought written 

reflections to each literature discussion, and as part of the discussion each group created 

maps or other visual representations of the issues and topics discussed. Five audiotaped 

discussions were transcribed and the reflections and visual representations were 

collected. 

Exit Cards 

At the end of each class session each student took three to five minutes to fill out 

an exit card. This provided an opportunity for students to briefly discuss class activities 

and to raise questions and areas of concern. I kept all exit cards. 

Teaching Journal 

After every class session I recorded my questions, thoughts, and reactions in my 

journal. This journal provided a place for me to put down immediate impressions to the 

data I collected that day. I also used the journal to track questions about the data and 

student responses to class engagements that arose for me as the semester progressed. 
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Analysis Procedures 

Throughout the semester I continually reviewed the data as I collected each item. 

Continuous reflection and ongoing analysis of the data allowed me to change the course 

as needed to enhance learning for the preservice teachers and me (Rossman & Rallis, 

1998). When I finished collecting the data I organized all data by person in chronological 

order. I then read through all the data two separate times and took notes on my initial 

responses, connections, and questions. 

As I analyzed the data and wrote up my findings I relied on Geertz's (1973) 

notion of thick description. I attempted to give rich, detailed descriptions of the data so 

that the findings I report make sense within the particular social, historical, and cultural 

context of our classroom and how our work was positioned within the university and 

broader U.S. society. 

My first research question dealt with the aspects of their own cultural identities 

preservice teachers explored during the course of the semester. In order to establish a 

broad context that would help make sense for the analysis of the next two questions, I 

used data from all of the preservice teachers to answer this question. Two primary 

sources proved most helpful; the written reflections and the student artifacts. More 

specifically, I looked at the reflections written prior to literature discussions, the identity 

freewrite, the race/ethnicity freewrite, and the reflection that accompanied the identity 

intersection. From the student artifacts I looked at the identity intersection and the final 

projects. 

I chose two preservice teachers, Elias and Sarah, whom I felt represented a range 



of cultural background and perspectives. I did an initial analysis of their data and 

developed some preliminary categories. As I did this analysis I noted down my questions 

and connections. These notes became my first research memo (Glaser, 1978). I then read 

through all the data for the first question, keeping in mind the initial categories that I had 

developed. After this read-through I wrote another memo detailing my questions and 

pattems that I saw in the data. These memos served as a place for me to explore my 

thinking in writing. I returned to them both throughout the analysis. 

Next I labeled each piece of data so that it would be easier to keep all the papers 

organized. Each piece of data was numbered in three parts-- research question, data 

source, and number. For example, a piece of data might be labeled l-R-3. This would 

mean that this data is for the first research question, from a reflection, and from the third 

person I looked at in that set of reflections. Final project data often included several 

pieces of data within one preservice teacher's final project, so that data was numbered a 

bit differently. In the case of final projects, a l-FP-4.2 would mean that data was for the 

first research question, from the final projects, from the fourth person I looked at for that 

set of final projects and the second piece of data within that preservice teacher's final 

project. 

I then read and reread through the data in search of pattems, themes, or categories 

(Rossman & Rallis, 1998). I went through all of the data and highlighted phrases or ideas 

that I considered aspects of cultural identity. I coded these highlighted sections with a 

word or phrase describing the aspect of cultural identity to which it belonged. I 

transferred them to a spreadsheet organized into columns for code, data label, and a quote 



from the data. I printed out the spreadsheet, then sorted the spreadsheet into alphabetical 

order by code on the computer. I read through both sets of spreadsheets several times, 

then decided to break the data down into smaller chunks so that it was easier to work 

with. This time I organized the data two ways; first I took the spreadsheet and divided it 

into sections so that each data source was separate. This allowed me to easily see which 

data sources were richest and which data sources students used to explore different 

aspects of cultural identity. For example, after I separated each data source it became 

clear that the identity intersections had the largest number of aspects. It also became clear 

that certain data sources encouraged exploration of different aspects of cultural identity. 

The race/ethnicity freewrite was especially rich for aspects of cultural identity such as 

race and ethnicity, but rarely included other aspects. Next I took the spreadsheet that had 

been alphabetized by code and divided that into separate sections for each code. This 

allowed me to see which codes had the largest number of occurrences and which had 

only a few. It was also easier to physically sort these pages so that I could group together 

coded data that was repetitive or redundant. 

I then created a chart showing how many times each major category was 

represented in three data sources— the identity freewrite, identity intersection, and final 

projects. This provided some insight into how the aspects of cultural identity that the 

preservice teachers chose to explore changed over the course of the semester. For 

example, the identity freewrite section showed the aspects that preservice teachers 

explored on their own. The identity intersection showed the aspects they explored after 

seeing my model of my personal identity intersection. The final projects showed what the 



preservice teachers thought was important at the end of the semester. 

I returned to the initial categories that emerged through creating the spreadsheet 

and working with that data. I collapsed categories to eliminate the redundant ones and 

grouped together similar categories (Table 3.2). 

Initial Categories Revised Categories 

The past shapes the future Shaping the future through the past 
hifluence of those who came before 

Shaping the future through the past 

Forced into roles (accepting or rejecting 
roles 

The complexity of cultural identities 

Recognition of complexity 

The complexity of cultural identities 

The fluidity of cultural identity 

The complexity of cultural identities 

Denial of culture 

The complexity of cultural identities 

Challenges Challenges 
The pressures of prejudice 

Challenges 

How people choose to spend their time How people choose to spend their time 
Relationships Relationships 
Values and beliefs Values and beliefs 
hifluence of race hifluence of race 

Table 3.2. Revised Categories for RQ 1 

I took these revised categories and did another read-through of all the data for the first 

research question to see if the categories worked. I used different colors of highlighters to 

mark the phrases that fit with each category, then reorganized the spreadsheets so that 

each phrase was listed underneath a definition of the category. Phrases that fit into two or 

more categories were printed in red. This allowed me to see that several of the categories 

were defined too broadly because there were many overlaps. At this point I let the data 

rest for a few days while I decided how I could redefine or rework the categories. 

When I returned to the data I decided to separate out everything that came from 
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the identity freewrite. Because this was the first assignment on identity I had given the 

preservice teachers there was minimal influence from course engagements or the 

instructor on their responses. I decided that it made sense to look at this data separately. I 

then was able to go back to the remaining data and redevelop the themes. I ended with 

four broad themes (Table 3.3). 

What aspects of their own cultural identities do preservice teachers explore when 
using mapping and children's literature? 
Theme Subtheme Definition 
Systems of Belonging Relationships with Others Connections between 

family members and 
other people 

Systems of Belonging 

Racial/Ethnic Identification Self identification as a 
member of a particular 
racial or ethnic group 

Systems of Belonging 

V alues/Beliefs/Aspirations Connections with others 
of similar beliefs and 
values 

Systems of Belonging 

Significance of Place A sense of belonging to 
a specific place or region 

Systems of Belonging 

Participation in Groups Self identification of 
belonging to or 
participating in certain 
groups 

Facing Challenges/Freedom from Challenges Encountering hardships 
or a lack of hardships 
such as financial 
problems or prejudice 

How People Choose to Spend Their Time The ways preservice 
teachers spend their time 

The Complexity of Cultural Identities The ways in which 
cultural identities are 
seen as complicated, 
fluid, and subject to 
change 

Table 3.3. Final Themes for RQ 1 



The second question for analysis dealt with the ways in which preservice teachers 

interact with issues of culture. To answer this question I looked at four of the eight 

preservice teachers who agreed to participate in the final interviews. I chose these 

particular four because I felt that they represented as many of the class perspectives as 

possible. They also articulated their views well and thus provided rich interview data. To 

answer the second question I used all of the primary data, including the written 

reflections (reflection journals, midterm and final reflections and freewrites), student 

artifacts (identity intersections and final projects), and the final interviews for these four 

students. 

I first read through all the data from the case study participants several times. 

Next I marked each occurrence of an interaction with cultural issues. I cut out these 

occurrences and taped them to 5x7 cards. Each card was labeled so that I would know 

where that particular piece of data came from. The labels for this data had three or four 

parts-- research question, person, assignment type, and if from a reflection journal, thing 

reflected upon. For example, the label 2-JB-R-AA.l would mean this piece of data is for 

the second research question, from Jennifer, taken Ixom a reflection journal, specifically 

the author autobiography reflection journal, and is the first piece of data from that 

reflection journal. The label 2-M-PP would mean that the piece of data is for the second 

research question, from Mike's work, and taken from a letter he wrote to his pen pal. 

After the relevant pieces of data were placed on cards and labeled, I began sorting 

them into initial categories. I then took a close look at each category, rereading the data, 

and began collapsing similar categories together and redefining categories (Table 3.4). 
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Initial Categories Revised Categories 
Becoming Aware of Difference Becoming Aware of Difference 
Making Contact with Other 
Perspectives/Cultures 

Becoming Aware of Difference 

Learning to Live in Another Culture 

Becoming Aware of Difference 

Learning to Live in Another Culture 
Empathy/Sympathy for Others 

Empathy/Sympathy for Others 
Empathy/Sympathy for Others 

Importance of Ethnicity Importance of Ethnicity 
Cultural Change Cultural Change 
Distancing Self (Retreating into Own 
Worldview) 

Avoiding Cultural Issues 

Contradictions 

Avoiding Cultural Issues 

Defining Culture Defining Culture 
Culture as Observable Traits Culture as Observable Traits 
Recognizing Privilege Reinforcing Group Boundaries 
Assimilation 

Reinforcing Group Boundaries 

Conflict 

Reinforcing Group Boundaries 

Passing on Culture 

Reinforcing Group Boundaries 

Being Rejected from the Group 

Reinforcing Group Boundaries 

Devaluing Your Own Culture Exploring Your Own Cultural Values 
Rejection of Aspects of Culture 

Exploring Your Own Cultural Values 

American Culture 

Exploring Your Own Cultural Values 

The Role of Culture 

Exploring Your Own Cultural Values 

Recognizing Prejudice and Injustice Recognizing Prejudice and Injustice 
Attempting Understanding of Others' 
Perspectives 

Attempting Understanding of Others' 
Perspectives 

Ethnocentrism Ethnocentrism 
Perceived Notions 

Ethnocentrism 

Valuing Other Perspectives Valuing Other Perspectives 
A Call for Action A Call for Action 

Table 3.4. Revised Categories for RQ 2 

Finally, I reread through all the data, looked at the categories again, and formed six final 

categories (Table 3.5). 

How do preservice teachers interact with issues of culture during a study of their 
own cultural identities? 
Category Definition 
Ethnocentrism Preservice teachers were limited to their 

own worldview and unable to move 
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beyond the perspectives with which they 
were most familiar 

Becoming Aware of Other Perspectives 
and Cultures 

Preservice teachers were beginning to 
acknowledge that other cultures and 
perspectives exist 

Attempting or Rejecting Understanding 
of Others' Perspectives 

Preservice teachers tried to understand 
other cultures and perspectives, or 
distanced themselves from cultural 
issues 

Valuing Other Perspectives Preservice teachers believed that it was 
important to know about other cultures 
and perspectives 

Recognizing Prejudice and Racism Preservice teachers identified instances 
of prejudice or racism that they 
witnessed, experienced, or participated 
in 

A Call for Action Preservice teachers discussed what 
should be done to further societal and 
educational equity 

Table 3.5. Final Categories for RQ 2 

The final research question looked at preservice teachers' perceptions about the 

class engagements. I again looked at all the primary and secondary data from the four 

case study preservice teachers. After reading through the data I marked instances where 

the preservice teachers discussed the impact of the literature, mapping, or other class 

engagements upon their ideas of culture. I cut out each instance and taped it to a separate 

5x7 card. Each card was labeled with three parts: research question, person who created 

the data, and assignment. For example, 3-J-X means that the data is for the third research 

question, it is data from Jackie, and the data comes from an exit card. 3-V-FP.2 means 

that the data is for the third research question, Vanessa created it, and it is the second 

piece of data from Vanessa's final project. 

Next I sorted the cards so that all data dealing with specific engagements was 
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together. I wrote up the findings for this question organized by engagement. As I reread 

the findings I reaUzed that there were strong patterns of response across the engagements 

that were unclear because of the organization. I then reorganized the chapter according to 

four categories of response (Table 3.6). In order to ensure the trustworthiness of my 

findings for this research question, I pulled out the midterm and final reflections from all 

the preservice teachers and confirmed that these categories worked across the data set. 

What are preservice teachers' reported perceptions of the ways in which class 
engagements with mapping and children's literature influenced their 
understandings of culture? 
Category Definition 
Multiple Avenues to Understanding Preservice teachers discuss and evaluate 

the ways in which they explored cultural 
identities, including reading, responding 
to and discussing children's literature, 
reflection, mapping, and the pen pal 
exchange 

Finding Personal Connections Preservice teachers found reflections of 
their own cultural identities in literature 

Valuing Diversity and Multiple 
Perspectives 

Class engagements provided a window 
into other cultural identities and allowed 
multiple voices to be heard 

Building Knowledge and Understanding Class engagements helped the 
preservice teachers become more 
knowledgeable about cultural issues 

Table 3.6. Final Categories for RQ 3 

Trustworthiness 

In order to confirm the trustworthiness of the data and findings I used several 

strategies to establish the validity of the study. Data was collected over the course of a 

semester, which allowed me to make multiple observations of the behavior and talk of the 

preservice teachers. Because I worked with them twice a week, I was able to 



continuously confirm or disconfirm my initial reactions to the data that I was collecting. 

All data was collected and analyzed within context and because I collected multiple 

sources of data I could look at the research questions from several perspectives. This 

allowed me to triangulate the findings (Hubbard & Power, 2003). Finally, I continually 

used colleagues and peers as critical friends (Merriam, 2001). 

Summary 

hi this semester-long teacher research study on how preservice teachers explore 

cultural identities I collected data in an undergraduate children's literature course. Three 

primary sources of data were collected, including written reflections, student artifacts, 

and final interviews, hi order to answer the first research question, what aspects of their 

own cultural identities do preservice teachers explore while using mapping and children's 

literature, data from all twenty-four preservice teachers was analyzed. For the second 

research question, how do preservice teachers interact with issues of culture during a 

study of their own cultural identities, analysis focused on four preservice teachers, hi the 

last question, what are preservice teachers' reported perceptions of the ways in which 

class engagements with mapping and children's literature influenced their understandings 

of culture, analysis focused on the same four preservice teachers. Findings were also 

confirmed by looking at the entire data set of midterm and final reflections. 
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CHAPTER 4 

COURSE CURRICULUM AND ORGANIZATION 

Children's Literature in the Classroom, a required course in the elementary 

teacher education program, is a survey course intended to acquaint students with quality 

children s literature. The course description in the syllabus reads as follows: 

In this course, participants will be invited to read, enjoy, ponder, discuss, 
and engage in a wide range of excellent books for children. Class 
members will explore various authors/illustrators of children's books and 
become familiar with resources available concerning children's literature. 
Together, we will read professional literature framing classroom 
discussions on how to use literature effectively and authentically in the 
classroom. Through these opportunities and experiences, participants will 
establish a foundation for sharing and using literature in the classroom. 

Class members explore their thinking about their reading through dialogue and have 

many opportunities for informal interaction and sharing about literature both in small 

groups and in whole class discussions and engagements. I encourage students to respond 

to literature through exploring personal responses rather than according to a specific 

literary interpretation (Rosenblatt, 1995). We explore children's literature from a 

multicultural perspective, deliberately seeking out books from underrepresented cultural 

groups and encouraging diverse viewpoints through dialogue about these books. 

While it is not part of the course description, I value looking at literature critically 

in terms of cultural and social justice issues. As the instructor I not only want my students 

to read a wide variety of quality children's literature, but also to learn how to look at that 

literature from critical perspectives and to think about using literature as part of a 

transformational educational experience in the quest for social justice. I also hope class 



engagements provide a powerful model of how the preservice teachers can use literature 

in their future classrooms. Although this is not a methods course, almost everything that 

we do together can be taken into elementary and middle school classrooms. I want the 

course to serve as a bridge to pleasant memories about childhood reading experiences. 

And for those students who do not enjoy reading, I want this course to help them see that 

reading can be both pleasurable and purposeful. 

This course is based upon six beliefs about learning (adapted from Dr. Kathy 

Short). First, learning is an active process. The preservice teachers leam about children's 

literature by being immersed in reading and responding to quality books. Second, 

learning is a social process of collaborating with others. The preservice teachers are 

expected to explore their thinking about literature and literacy through dialogue. 

Opportunity to talk within small or whole group is built into each class session. Third, 

learning occurs when we make connections to our own experiences. Each member of the 

class has unique strengths, needs, and experiences. The preservice teachers are 

encouraged to respond to books by exploring personal connections with the literature. 

Fourth, choice allows learners to cormect to their own experiences and feel ownership in 

the classroom. The preservice teachers are given a great deal of choice within the 

structure of the classroom. They choose what they read, how they respond, and specific 

areas of interest to explore in class projects. Fifth, learning is reflective as well as active. 

The preservice teachers have opportunities to reflect upon what they are reading, class 

engagements, and their own learning through various sign systems. And sixth, learning 

occurs in a multicultural world in many ways of knowing. Multiple perspectives and 



voices are valued and encouraged. We look at children's literature in ways such as to 

expand understandings of cultural diversity and pluralism in children's lives. 

Each semester there are four to five sections of this course offered to 

undergraduates. Usually 24 to 27 preservice teachers enroll in each section. This is one of 

the first courses taken after students have been formally admitted into the College of 

Education; the preservice teachers enrolled are generally juniors or seniors, with 

occasional post-baccalaureate students. While most are young, there are usually two to 

five nontraditional students in each section. The class is always dominated by women-

after teaching this course six times, the highest number of men enrolled in any semester 

was five, and its much more common to have one to two men per section. At the time the 

preservice teachers take this class they have generally had little formal experience in a 

classroom although they are often concurrently enrolled in a course that requires school 

observations. 

The way this course is organized often requires an adjustment on the part of the 

preservice teachers. They are generally accustomed to large lecture classes where they 

can remain fairly anonymous and where attendance is not compulsory. Children's 

Literature in the Classroom is much different. It is very important to me that we build a 

strong, supportive classroom community so that the students feel safe and are willing to 

work together. We work together to build a "collaborative community of learners who 

share responsibilities for learning. Such a community is structured to encourage 

continuing conversations among individual voices and to support the learning of 

everyone in that community" (Short, 1998, p. 34). Class size is small and I expect each 



person in the room to learn the names of all their classmates. We work at getting to know 

each other, and early class engagements are deliberately organized to facilitate talk and 

connections between classmates. We use nametags at the beginning of the semester to 

facilitate learning each other's names and I have the preservice teachers introduce 

themselves to the people they are sitting with for several weeks. From the very first class, 

all class sessions are structured so that there are opportunities for the preservice teachers 

to talk with each other. We do a great deal of partner and small group work, and I 

deliberately mix up the small groups so that everyone has a chance to interact with all 

members of our community. One of the earliest assignments, the literacy memory and 

map is also designed to help students find connections with each other. Drafts of these 

memories are shared in small groups, and final versions are compiled in a class book. 

This class book is assigned for all preservice teachers to read and respond to. 

Because I am part of our community it is important that the preservice teachers 

are given opportunity to know me as well as their classmates. They are required to 

participate in a short conference with me at the beginning of the semester. The 

conference allows me to begin to get to know the students and gives them an opportunity 

to ask questions about the course and about me. I also participate in class engagements by 

modeling assignments and joining small groups. For example, I talk through my identity 

intersection before I ask the preservice teachers to complete theirs. 

The way grades are earned and assigned is also different than most traditional 

university courses. The preservice teachers are accustomed to courses with two or three 

multiple choice or essay exams. In this course there are no tests and students do not 



receive grades except at midterm and the end of the semester, histead I give extensive 

written feedback on class assignments and meet with students whenever they or I am 

concerned about their progress. Because the class is so participatory, attendance is 

compulsory and missing more than two class sessions lowers the final grade. Students 

often find these differences between traditional college courses and this course 

uncomfortable at first. Their ideas of what a college class is are disrupted, and students 

often experience a sense of disequilibrium. However, by midterm most have accepted this 

new view of a college classroom. 

The preservice teachers generally come into the first class session already 

knowing something about the course. More specifically, a number of students have told 

me that they heard the class was a lot of work, but also that it was fun. They often already 

know about the reading requirements and are worried that they will not be able to meet 

them. However, as the course progresses, they realize that while there is a great deal of 

work to get done, the structure of the learning engagements and the support they receive 

in class are designed to provide a successful experience. 

Course Organization and Structure 

This particular semester this section of Children's Literature in the Classroom met 

on Tuesdays and Thursdays from 10:00-11:30. There were thirty class sessions. The first 

month of class emphasized foundational aspects of children's literature such as 

identifying genre and visual literacy. We also spent time exploring response to literature 

and Rosenblatt's ideas of transaction and stances of reading. Finally, we spent the early 

part of the semester finding personal connections with literature and beginning our theme 



explorations of cultural identities. As the semester progressed we were able to delve more 

deeply into our theme. While creating text sets for the Children's Literature Conference 

we explored a number of different cultural groups. Then we focused on different aspects 

of cultural identities, looking at how they influenced our own lives and the lives of 

others. At the end of the semester students worked on their own to explore their own 

cultural identities and present their discoveries to their classmates. The syllabus in 

Appendix 3 details the organization of the course. 

Class Schedules 

While no two classes were exactly the same, a general structure did exist. Each 

session began with a children's poem related to the class topic shared by one of the 

preservice teachers. Next, we heard one or two author/illustrator projects then moved into 

our major engagements for the day. Since we had two sessions each week, usually one 

session had a literature discussion as the major engagement and the other session had a 

book browse. At the end of the class session each student took three to five minutes to fill 

out an exit card. This provided an opportunity for students to briefly discuss class 

activities and to raise questions and areas of concern. On the front of the card students 

wrote about what they found most meaningful from the class session. On the back they 

discussed any lingering questions or concerns. 

Students read several required texts for the course. The textbook for the course 

was Essentials of Children's Literature by Tomlinson & Lynch-Brown (2001). Students 

were also required to read a number of professional articles about issues in children's 

literature and cultural identities. These articles were available online at the electronic 
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reserve. Two children's chapter books were also required reading, including Esperanza 

Rising by Ryan (2000) and Miracle's Boys by Woodson (2000). My Map Book (Fanelli, 

1995), a children's picture book, was recommended, but not required. Other chapter 

books and picture books were assigned for the weekly literature discussions. Students 

were able to choose which of five to six books they wanted to read each week. The books 

that were particularly highlighted by the preservice teachers and that are mentioned in the 

data analysis are annotated in Table 4.1. 

Title Author/Illustrator Format/Genre Summary 
Amber Was 
Brave, Essie 
Was Smart 

Vera B. Williams Picture Book, 
Poetry 

Two young sisters rely 
on each other to get 
through difficult times. 

Any Small 
Goodness 

Tony Johnston Chapter Book, 
Reahstic 
Fiction 

Arturo's family find 
warmth, love, and 
challenges in the barrio 

Between Earth 
and Sky 

Joseph Bruchac 
Thomas Locker 
(111.) 

Picture Book, 
Poetry 

A collection of poems 
based on Native 
American legends of 
sacred places 

Boy: Tales of 
Childhood 

Roald Dahl Chapter Book, 
Autobiography 

Dahl describes his 
childhood and school 
experiences 

Bridge to 
Terebithia 

Katherine Paterson Chapter Book, 
Realistic 
Fiction 

Two friends deal with 
the realities of life by 
creating a fantasy 
kingdom 

Catherine, 
Called Birdy 

Karen Cushman Chapter Book, 
Historical 
Fiction 

In Medieval England, 
fourteen-year-old 
Catherine devises ways 
to avoid marriage. 

A Day's Work Eve Bunting 
Ronald Himler (111.) 

Picture Book, 
Realistic 
Fiction 

Francisco helps his 
grandfather find work 
for the day and in the 
process learns about 
honesty and honor 

Ella Enchanted Gail Carson Levine Chapter Book, 
Modem 

Ella, forced to obey any 
direct order, must 
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Fantasy contend with two mean 
stepsisters and learn 
how to break the curse 

Esperanza 
Rising 

Pam Munoz Ryan Chapter Book, 
Historical 
Fiction 

Esperanza flees her 
privileged life in Mexico 
and leams to survive in 
the fields of California 

The Friends Kazumi Yumoto Chapter Book, 
Realistic 
Fiction 

Three Japanese boys 
become curious about 
death and decide to 
follow an old man in 
hopes of seeing death 
firsthand 

Knots in My Yo
yo String 

Jerry Spinelli Chapter Book, 
Autobiography 

Spinelli writes about his 
childhood 

La Mariposa Francisco Jimenez 
Simon Silva (111.) 

Picture Book, 
Realistic 
Fiction 

A Spanish speaking 
child survives his first 
year of school in the 
United States 

The Lost 
Garden 

Laurence Yep Chapter Book, 
Autobiography 

Yep describes growing 
up Chinese American in 
San Francisco 

Maniac McGee Jerry Spinelli Chapter Book, 
Realistic 
Fiction 

A homeless white boy 
searches for a place to 
call home 

Miracle's Boys Jacqueline 
Woodson 

Chapter Book, 
Realistic 
Fiction 

Three orphaned brothers 
try to rebuild their 
relationships and 
become a family 

My Map Book Sara Fanelli Picture Book A girl creates a series of 
maps describing her life 

Tight Times Barbara Shook 
Hazen 
Trina Schart 
Hyman (111.) 

Picture Book, 
Realistic 
Fiction 

A boy has a hard time 
understanding why he 
can't get a dog as his 
family goes through 
financial difficulties 

The Wednesday 
Surprise 

Eve Bunting 
Donald Carrick 
(111.) 

Picture Book, 
Realistic 
Fiction 

A little girl teaches her 
grandmother to read 

Witness Karen Hesse Chapter Book, 
Historical 
Fiction 

Klu Klux Klan tries to 
move into a small 
Vermont town 

Table 4.1. Summary of Children's Literature 
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Major Learning Experiences 

In this course the preservice teachers completed a number of engagements and 

assignments. Many of these, such as literature discussions, reflection journals, and book 

browses, were experiences that occurred on a weekly basis. Other experiences, such as 

the final project, were assigned one time during the semester. In this section I describe 

these learning experiences. 

Literature Discussions 

The class conducted literature discussions in small groups nine times over the 

course of the semester. Noe & Johnson (1999) describe literature discussions as: 

Small groups of students gather together to discuss a piece of literature in 
depth. The discussion is guided by student's response to what they have 
read... Literature circles provide a way for students to engage in critical 
thinking and reflection as they read, discuss, and respond to books. 
Collaboration is at the heart of this approach. Students reshape and add 
onto their understanding as they construct meaning with other readers. 
Finally, literature circles guide students to deeper understanding of what 
they read through structured discussion and extended written and artistic 
response.(p.ix) 

The literature discussions were a place for the preservice teachers to share their opinions 

on the book, make personal coimections to the situations, characters, or themes of the 

books, hear multiple perspectives and work together to make sense of the literature. The 

books for seven of these discussions focused on strong themes of cultural identity (Figure 

4.1). 

Books for Literature Discussions 

1/30/03 Esperanza Rising by Pam Munoz Ryan 

Author/Illustrator 2I2QIQ3 
Bowman's Store by Joseph Bruchac 
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Looking Back by Lois Lowry 
Knots in My Yo-yo String by Jerry Spinelli 
Dear Mem Fox by Mem Fox 
Boy byRoaldDahl 
The Lost Garden by Laurence Yep 

Gender 4/8/03 
Catherine, Called Birdy by Karen Cushman 
Bridge to Terebithia by Katherine Paterson 
Building Blocks by Cynthia Voigt 
Ella Enchanted by Gail Carson Levine 
The Breadwinner by Deborah Ellis 
Bad Girls by Cynthia Voigt 

Race/Ethnicity 4/17/03 
Any Small Goodness by Tony Johnston 
Samir and Yonatan by Daniella Carmi 
The Friends by Kazumi Yumoto 
The Star Fisher by Laurence Yep 
Witness by Karen Hesse 
Heart of a Chief by Joseph Bruchac 

Socio-Economic Status/Language 4/22/03 
I Hate English! by Ellen Levine 
Tight Times by Barbara Shook Hazen 
La Mariposa by Francisco Jimenez 
Amber Was Brave, Essie Was Smart by Vera B. Williams 
The Wednesday Surprise by Eve Bunting 
A Day's Work by Eve Bunting 

3121103 Miracle's Boys by Jacqueline Woodson 

4/29/03 Text set of books with gay/lesbian characters 

Figure 4.1. Books for Literature Discussions on Cultural Identities 

Discussions generally began with group members sharing from reflection journals where 

they had created responses to the book. As the semester progressed and the preservice 

teachers became more comfortable with literature discussions, they did not need to use 
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the reflections as a beginning point for discussion as frequently. The preservice teachers 

each shared their initial responses to the book they read and through dialogue explored 

the deeper themes that emerged from this sharing. When conversation and dialogue 

began to die down, I asked each group to create a map, web, or some sort of group 

response that would either further their discussion or allow them to present their ideas to 

the rest of the class. We often ended with a whole class discussion or debriefing. 

Reflections 

Reflection was an integral part of the course. The preservice teachers reflected 

upon the literature that they read, class engagements, their own lives, and their learning. 

Reflection Journals 

Reflection journals provided the preservice teachers with the opportunity to 

respond, analyze, question or comment informally about the texts they read (Figure 4.2). 

Reflection Journal Elena 

Although I cannot relate to following an old man to see if he is going 
to die like the characters in The Friends, I do vividly remember working in 
my godmother's yard. The boys in this book had no significant connection to 
the old man until they began to work in his yard. I had always had a 
connection with my Godmother, but I believe that working in her yard has left 
me incredible memories similar to the boys being left with memories of the 
old man. In this book cosmos are spread all over the old mans yard, but it was 
roses that my Godmother loved... 

My Godmother's house and yards were always very important to her, 
and I find it interesting that cleaning up this old man's house brought him 
back to life. It felt as the cosmos grew in the yard so did the old man and his 
newly found companions. Both the boys and the old man were able to learn 
from each other as I learned from my Godmother and her love for planting 
things and creating a magical place in her own home. 

Figure 4.2. Excerpt from a Reflection Journal on The Friends. 
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At times I asked the preservice teachers to focus their reflection journal on a specific 

topic, but usually they were able to choose their own topics and ways of responding. The 

preservice teachers could respond in writing, but were encouraged to explore other sign 

systems such as music, art, and mapping (Figure 4.3). A reflection journal was to be 
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Figure 4.3. Becky's reflection journal for The Friends 

completed before every literature discussion to help the preservice teachers prepare for 

that discussion. 



Freewrites 

I asked the preservice teachers to complete two freewrites over the course of the 

semester. In the first freewrite they reflected upon their cultural identities, answering the 

questions. What is my cultural identity? What made me this way? In the second freewrite 

the preservice teachers reflected upon their racial and ethnic identities. This self-

reflection was followed by small group discussions. The freewrites took between ten and 

twenty minutes to complete. After I posed the topic of the freewrite, students wrote 

silently for as long as they needed (Figure 4.4). 
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Figure 4.4. Maren's Identity Freewrite 
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Midterm and Final Reflections 

At the middle and end of the semester I asked the preservice teachers to reflect 

upon their own learning and assign themselves a grade for their work. This provided 

them with an opportunity to step back and look at the whole of the work they had 

completed and the growth they had experienced as learners and readers. It also provided 

me with another insight into how the course was going and what changes I needed to 

make. 

Wide Reading 

Because this was a survey course, the preservice teachers were expected to read 

widely among many genres and age levels of children's books. The preservice teachers 

were required to read and annotate at least 100 books, giving bibliographic information, a 

summary, theme, genre, and a personal response. Nearly every week we also had a book 

browse, where I organized a number of quality books by theme, genre, author/illustrator, 

or in some other manner. The preservice teachers had ten to twenty minutes to move 

about the room browsing through the books. 

Mapping Engagements 

Throughout the course of the semester we used mapping in several different ways. 

Mapping was often a strategy to extend thinking. Mapping forces the map drawer to 

organize ideas and information onto paper while paying attention to spatial relationships. 

Because maps can never include all the information about a place or idea, information is 

being prioritized as the map is being created. The spatial organization emphasizes the 

relative importance of ideas and makes clear the relationships between ideas, people. 
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places, values, etc. The maps created highlight relationships and make abstract concepts 

concrete. During the course of the semester the preservice teachers read a number of 

children's books on mapping and often created maps as their personal reflection or as part 

of the literature discussions. There were several other mapping engagements as well 

(Table 4.2). Students also supported their exploration and discussions of children's 

literature and cultural identities by drawing maps. 

Date Mapping Engagement Purpose 
January 
23 

Literacy memory and map Personal connection 

January 
30 

Identity intersection Extend and deepen thinking 

February 
4 

Identity intersection for Esperanza 
Rising. Done as a small group 

Extend and deepen thinking 
Share present understandings 

February 
20 

Mapping your stories Personal connections February 
20 

Mapping author stories after the 
literature discussion on author 
autobiographies 

Extend and deepen thinking 

March 25 Create a family tree Personal connection 
March 27 Map a character's heart from 

Miracle's Boys 
Extend and deepen thinking 
Share present understandings 

April 1 Map pen pal experience (with pen 
pal) 

Extend and deepen thinking 

Share identity maps Share present understandings 
April 15 Kitchen culture- map your kitchen 

and reflect upon how it shows your 
culture 

Extend and deepen thinking 
Personal connection 

April 17 Create a map in response to 
children's book representing 
race/ethnicity themes 

Extend and deepen thinking 
Share present understandings 

April 22 Map the cultural identity of the main 
character in picture book 
representing SES/language themes 

Extend and deepen thinking 

May 6 Final inquiry projects Share present understandings 
Table 4.2. Mapping Engagements 



Literacy Memory and Map 

In the second week of class students created a literacy map. The purpose of this 

assignment was to reflect upon personal experiences and connections with literacy. As 

the preservice teachers examined their feelings toward literacy, it was hoped that they 

would better understand themselves as learners and the role that books and other forms of 

literacy have played in their lives, hi this assignment students drew the neighborhood 

they lived in as children and marked the places where literacy events occurred. For 

example, a student might show the tree house where she read each day after school, the 

front porch where her grandfather told stories, and the kitchen table where she learned to 

write cursive (Figure 4.5). The literacy map was accompanied by a short written memoir 

that detailed how childhood literacy experiences influenced the preservice teacher. The 

literacy map and the written reflection were shared in small groups. 
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Figure 4.5. Mara's Literacy Map 
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Identity Intersection 

At the beginning of the semester each student created an individual intersection of 

identity (Foss, 2002). hi this conceptual map (see Figure 4.6) students named components 

of their cultural identities and arranged them in an order that made sense to each student. 

The intersection of identity was first modeled as I talked through creating my own, then 

the preservice teachers completed the intersection at home and turned it in the next class 

session. They emphasized the importance of various aspects by highlighting them by 

using the size or type of font, color, spatial organization, and connections between 

aspects (Figure 4.7). The preservice teachers were assured that this assignment would 

remain private. 
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Figure 4.6. Identity Intersection 
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Figure 4.7. Elizabeth's Identity Intersection 

Final Project 

Other maps were part of a final inquiry project. Each person focused on aspects of 

their cultural identities that they wished to explore in depth. As part of their exploration, 

they created at least three physical or conceptual maps that related to that focus. For 

example, Amy created maps including a physical map of her childhood home that 

highlighted places family traditions take place (Figure 4.8), a heart map (Figure 4.9), and 

a timeline of events important to her and her family (Figure 4.10). The choice of maps 

was up to each individual student. The final project also included a written reflection and 

a text set of books related to the project focus. 
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Text Set Project 

As part of their midterm project, the preservice teachers worked in small groups 

to create text sets. Text sets are "collections of conceptually related books that are used 

by a small group of students for discussion and comparison" (Short, 1993, p. 285). The 

preservice teachers put together text sets related to the theme of the 11th Annual 

Conference on Literature and Literacy for Children and Adolescents. We also tried to 

relate the conference theme Oral Traditions with our class theme of cultural identities. 

The preservice teachers decided to explore both themes by creating text sets of children's 

literature about different cultural groups. The groups put together texts sets relating to 

West African Anasasi tales, The h"ish and Msh-Americans, Mexican-Americans, Native 

American legends, the Middle East, and Central and South America. The preservice 

teachers joined a group either because they wanted to find out more about the theme or 

because it reflected part of their own cultural identities. The text sets, along with a visual 

display and annotated bibliography, were displayed at the Conference on Literature and 

Literacy for Children and Adolescents. 

Pen Pal Experience 

Each preservice teacher was paired with a fourth or fifth grade student from a 

local elementary school. They exchanged letters with the children approximately every 

two weeks and visited the elementary classroom twice. In the letters the preservice 

teachers and elementary students recommended books to each other, talked about what 

they were reading, and had a general conversation about their lives. Because the 

elementary students were also working with a theme of identity, they shared 



neighborhood and identity maps that they created. In Figure 4.11 Elena reflected on tl 

pen pal experience. 
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Figure 4.11. Elena's Pen Pal Reflection 

Other Class Engagements 

The preservice teachers completed other engagements as well. While these 

engagements did not influence my data and were not part of my data collection, the 
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preservice teachers sometimes refer to them in other assignments and engagements. 

Each preservice teacher selected a children's author, illustrator or poet who is 

currently publishing. They read as many of this person's works as possible, researched 

facts about their lives, and presented what they learned to the class. Presentations took 

place at the beginning of most class sessions throughout the semester. 

The preservice teachers were required to conduct a read aloud session with a large 

group of students. After the read aloud, they led a discussion of the book. They then 

wrote a reflection on their experience. 

Every class began with a poetry share. About a third of the way through the 

semester the preservice teachers began bringing in the poems and presenting them to the 

class. The poems had to connect with the topic or theme of the class session. 

My Roles as histructor and Teacher Researcher 

Because this study was a teacher research project all the data was collected from 

learning engagements that were a normal part of the course. During the time the course 

was in session I primarily fulfilled the role of instructor, as I do every time I teach this 

course. During the semester of the study my activities as a teacher researcher primarily 

came from copying and organizing the data, recording literature discussions, and 

beginning to review the data as I collected it. The major data analysis was done when the 

semester was completed. However, although I was primarily an instructor during the 

semester I was always aware of my role as researcher, which occasionally led to tensions. 

My goal for the dissertation was to observe and record preservice teacher beliefs about 

their own cultural identities and those of other people. As an instructor, however, I often 
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wanted and needed to challenge their beliefs, hi order to reconcile both these roles I 

structured the classroom so that the preservice teachers had a lot of space to explore and 

examine their own beliefs and conceptions of cultural identities. I rarely gave my own 

opinions during discussions or lectures, instead letting the preservice teachers work 

together to build knowledge about children's literature and cultural identities. However, 

when I saw that there was a specific concept that they needed help with or when an idea 

was raised that I found disturbing I worked to structure later class engagements in such a 

way that the preservice teachers would have to reconsider the idea from a different 

perspective. 

Summary 

Children's Literature in the Classroom is required for people seeking K-8 

teaching certification. It is a survey course designed to expose preservice teachers to a 

wide range of quality children's literature. Because it is a participatory course that 

depends on a strong classroom community, the preservice teachers are expected to attend 

each session and be active participants. The course is designed so that the preservice 

teachers get to know each other. 

There are a number of important learning engagements and assignments. 

Experiences built around children s literature were the foundation of the course. 

Literature discussions, reflection journals completed in response to children's literature, 

and reading records/book browses occurred on a weekly basis. The preservice teachers 

also created maps in response to children's literature and as part of the literature 



discussions. Other major learning engagements included different kinds of written 

reflections and maps, the text set project, and the pen pal experience. 
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CHAPTER FIVE 

I AM A COMPLEX KALEIDOSCOPE: THE CULTURAL IDENTITIES 
OF PRESERVICE TEACHERS 

To establish a context for the rest of the study I first looked at what preservice 

teachers considered to be part of their cultural identities. I was interested in what they 

found important related to their cultural identities and what they chose to explore 

throughout the semester. My first question was what aspects of their own cultural 

identities do preservice teachers explore when using mapping and children's literature? 

In order to answer this question I used two data sources: written reflections and 

student artifacts. The written reflections included the identity freewrite, race/ethnicity 

freewrite, identity intersection reflection, and reflection journals that had a strong 

connection to cultural identities. Student artifacts included the identity intersections and 

pieces of the final projects that participants connected to the exploration of cultural 

identities. These assignments were open-ended in the sense that students were able to 

take the structure of the assignment and modify their responses in whatever way they 

wanted within that frame. One assignment, the identity fi-eewrite, was completed at the 

beginning of the semester before we had begun exploring the theme of cultural identities 

in class. The others were completed after our explorations had begun, and thus reflect the 

instructor's influence to some extent. As a researcher I used these engagements to gather 

information about their conceptions of their own cultural identities. In my role as a 

teacher the structure of the identity intersection and the freewrites were set up 
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deliberately to challenge their conceptions of their cultural identities but may also have 

limited their explorations of culture to the characteristics I highlighted. 

As the focus of class assignments and discussions changed throughout the course 

of the semester the preservice teachers in this study exhibited markedly different 

explorations. The identity freewrite was completed early in the semester before we began 

class explorations into cultural identities, hi this assignment I asked the preservice 

teachers to answer several questions: What is my cultural identity? Who am I? What 

made me this way? The identity intersections were influenced by me as I modeled the 

construction of my own identity intersection. As I talked it through I shared several 

aspects of cultural identities that I felt were important in my life, but that had not come up 

in the preservice teachers' identity freewrites. As the preservice teachers constructed 

their own identity intersections they were free to include or leave out any aspects of 

cultural identity whether or not we had discussed it in class. The race/ethnicity freewrite 

was the only engagement included in this data pool that forced the preservice teachers to 

look at a specific aspect of cultural identity. However, even here the preservice teachers 

could reject the idea that race or ethnicity had any importance in their lives. Final projects 

and reflection journals were open ended, with the majority of this data collected after the 

class began exploring cultural identities together. 

Because the identity freewrite was completed at the beginning of the semester 

with less teacher influence, I pulled that data out of the data pool and looked at it 

separately. As soon as our class explorations began, the kinds of aspects discussed by the 

preservice teachers began to change as can be seen by Table 5.1. 
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Identity Freewrite Identity Intersection Final Projects 
Personality 97 42.92% 3 1.2% 10 5.8% 
Relationships 27 11.95% 13 5.3% 26 15.0% 
Spending Time 21 9.29% 11 4.5% 19 11.0% 
Individuality 3 1.33% 0 0.0% 1 1.0% 
Age 4 1.77% 21 8.5% 6 3.0% 
Gender 6 2.65% 19 7.7% 9 5.0% 
Physical 2 0.88% 6 2.4% 1 1.0% 
Characteristics 
Sexual 0 0.0% 9 3.6% 1 1.0% 
Orientation 
Geographical 0 0.0% 20 8.1% 12 7.0% 
Region 
Family 1 0.44% 12 5.3% 5 3.0% 
Structure 
Values 4 1.77% 12 4.9% 17 10.0% 
Passed Down 17 7.52% 5 2.0% 5 3.0% 
by Family 
Education 12 5.31% 12 4.9% 3 2.0% 
Religion 4 1.77% 19 7.7% 16 6.0% 
Socioeconomic 1 0.44% 15 6.1% 2 1.0% 
Status 
Ethnicity/Race 3 1.33% 33 12.1% 18 10.0% 
Career/Work 0 0.00% 5 2.0% 6 3.0% 
Language 1 0.44% 15 6.1% 3 2.0% 
Change/ 17 7.52% 8 3.2% 5 3.0% 
Complexity 
Choice 5 2.21% 0 0.0% 0 0.0% 
Nationality 0 0.0% 11 4.5% 8 5.0% 
Total 226 

Table 5.1. Occurrences of aspects of cultural identities across three data types 

Initial Explorations 

The identity freewrite represented preservice teachers' initial explorations of 

cultural identities. The engagement was framed by my questions: What is my cultural 

identity? Who am I? What made me this way? The preservice teachers then had as much 

time as needed in class to answer the questions in writing. Twenty-three preservice 
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teachers were present on the day we completed this engagement. The preservice teachers 

discussed a range of aspects related to their cultural identities, but the majority of 

responses fell into four broad categories: personality traits and characteristics, 

relationships with family and friends, use of free time, and the complexity of cultural 

identities. 

Personality Traits and Characteristics 

By far the highest number of responses dealt with personality traits and 

characteristics. These were self-described consistent emotional states, attitudes and 

marmerisms. Responses in this category included lists of characteristics, connections 

between personality and family relationships, and one or two major personality traits 

highlighted by indepth descriptions. 

Nearly every preservice teacher discussed issues of personality, and many spent 

most of the freewrite doing so. For example, Emily's freewrite said: 

I am ambitious, this is largely a result of my impatience. I am impatient, 
although I do not really know why. I am family oriented, because I know 
the love my family gives me is unconditional. I am hardworking because 
without hard work I do not think people can achieve much. I am loving 
and giving, but only to those who I believe deserve it because I think love 
can make people very happy. I am driven to achieve my goals because I 
don't understand the point of goals unless they are fulfilled. I am 
exhausted, because I run myself on "overdrive" too much of the time. I am 
stressed, because I do run myself on "overdrive" and because I am 
impatient to get things done. 

Many preservice teachers provided a list of personality traits that they considered 

important to their identities. Aurora began her freewrite by stating, "I'm a very relaxed, 

resilient and mellow person. I consider myself to be kind and generous." Elena also 

began her freewrite with a list of traits, saying, "My identity is being a confident person. 
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It is being a compassionate, caring person. I am also independent and dependable. I am 

trustworthy and I am also determined to obtain the goals that I have." Mara said, "I can 

be cynical and idealistic. I am invested in fairness and have trouble making decisions." 

Often participants tied aspects of their personalities to family relationships. Jen 

wrote: 

My mom has shown me how to love, my father has shown me how to be 
brave, my step-dad has shown me humor, my 2 sisters have shown be how 
to be strong, compassionate, and playful, and my grandparents have 
shown me how to be independent. 

Mike also connected personality traits with his family, concluding his freewrite with, "I 

had a very good upbringing and that is really why I am such an honest, hard working, 

respectful, and loving individual." Danielle traced who she is today to her parents, 

saying: 

I was bom to my mother, who has pretty black hair and dark brown skin, 
and my father. I am a product of their differences. I am sensitive and 
dramatic, and have a tendency to exaggerate (my mother). I am selfish at 
times, lighthearted and longwinded (my father). 

Several preservice teachers, such as Lyn, chose one or two personality traits to 

discuss in more depth. Throughout her freewrite, she connected her personality with 

family relationships, particularly the relationships that arose as a result of her parents' 

divorce. Lyn wrote: 

I feel, although I do not like dealing with hard times, I have the strength to 
get through it all. I believe this determination comes from growing up in a 
split family. It is easier for me to accept changes as they come because 
"change" has always been a part of my life. 
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Lisa described herself as a confusing person and developed that idea with an example. "I 

don't care much for school, but I love the U of A and hope to become a teacher. Go 

figure!" 

Relationships with Family and Friends 

The preservice teachers primarily considered family to be people connected by 

blood ties. A few considered family to include people with whom they had a shared 

history and bonds of love. The bonds among family members were generally positive and 

occasionally negative. Relationships with friends were highly valued, but often more 

transitory. Responses in this category included lists of relationships, descriptions of how 

family relationships influenced the personality traits and characteristics of the preservice 

teachers, and the importance of friends as an influence on cultural identities. Many of the 

rest of the freewrites discussed relationships among family and friends. 

Mara started out her freewrite with a list, "Daughter, sister, friend, lover." 

Elizabeth also listed some of her important relationships, "...then I am a wife, a daughter, 

a sister, a daughter-in-law, sister-in-law, grand-daughter, niece, cousin." The preservice 

teachers credited their families, particularly their parents, for creating a home context that 

allowed them to thrive and that passed down cultural values and beliefs. They also 

highlighted familial relationships as a major reason for their present cultural identities. 

Family relationships were given much credit for personality characteristics. For example, 

Vanessa wrote, "I am caring towards others because growing up I was the youngest and 

only girl in my family, that is aside from my mom. I used to get teased often by my 

brothers and was seen as less." Katie also saw her position as the baby of the family as 
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important. "I am the youngest of four children, so I am the baby, which explains my need 

to be the center of attention...! also think being the baby made me very competitive." 

The preservice teachers discussed how their lives centered around family. Yvonne 

wrote her entire identity freewrite about her role as a mother: 

I am a loving, fun Mother. My children are my whole life and my life 
revolves around them. I love to sit and watch my two boys play baseball 
even though I'm not a huge fan of this particular sport. I love sitting all 
squished up in a chair with my boys while we watch tv. I love the 
important life discussions we have while driving in the car. Mostly, I love 
knowing that they are my gift from God and give my life a purpose. 
Without them I would just be a person living for herself I am not a perfect 
mother but I know that my boys think I'm definitely one of the best. 

Jennifer returned to the idea of family over and over again, crediting their closeness for 

her personality, values, and hobbies. 

While familial relationships were the most commonly mentioned, friends were 

also noted as having an influence. Rebecca said, "As I matured I tried to find my own 

identity; an identity based on my interests and my friends, not based on my family. I 

think that in elementary, junior high and even through high school I identified myself 

through my friends." Maren stated that, "Many of my defining characteristics I have 

adopted from other people." 

Use of Free Time 

The preservice teachers valued activities outside of work and school life, such as 

how they played, relaxed and filled unstructured time. Responses in this category 

included lists of activities that the preservice teachers enjoyed and in depth descriptions 

of hobbies and interests. 
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Many of the preservice teachers discussed ways that they chose to spend their free 

time. They considered hobbies, entertainment choices, and participation in sports 

significant parts of their identities. Katie said that she was "...very involved in athletics. I 

love to play sports." Jennifer regularly scheduled workouts and hikes into her week, 

emphasizing exercise. Jackie said, "I am a good cook. That is one of my hobbies." 

Responses such as these were often mixed in with personality traits, such as when 

Elizabeth stated, "I am also a student, a teacher, a musician, a collector, a people person, 

an amateur artist, lover of roller coasters, a traveler." 

Other preservice teachers explained their use of free time in more depth. Maren 

described one of her hobbies. "I am a cyclist because I have had a secret desire to ride in 

the El Tour de Tucson for years and finally decided to go for it. Prior to my decision I 

had never known anyone who had ridden in the El Tour or anyone who cycles." Sara 

said, "My identity is defined by things I love...I love my house and my family. I love 

video games and books. I love to dance; tap dance especially." Vanessa explained one of 

her interests, saying, "I am an artist. I enjoy enrolling in art classes and expressing myself 

through drawings, pictures, photography and decorations." Becky expressed a desire to 

continue with one of her favorite ways to spend time. "I am a traveler. I spent seven 

months in Ireland and tromping around Europe...I would be perfectly content and 

extremely happy to move back to Ireland and live off of nothing but the energy of the 

people and the love of the land. 
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The Complexity of Cultural Identities 

A number of people talked about the complexity of cultural identities, mentioning 

that cultural identities are complex and impossible to represent through one freewrite. 

The preservice teachers felt that cultural identities are influenced by many different 

factors and are dynamic, changing entities. Responses in this category ranged from 

statements expressing the impossibility of defining cultural identities, describing change 

over time, and the impact of personal choice upon their cultural identities. 

Danielle began her freewrite by cautioning, "It seems almost impossible to sum 

up my entire identity, the make up of who I am in a few short sentences across this lined 

page. I am a complex kaleidoscope, of different colors and races, personalities and 

cultures." Others, such as Lyn, remarked that identities change as people grow older. She 

ended her freewrite with, "Whatever the case may be, I feel our identity is not a constant 

thing. The person I am today is not who I was 10 years ago or will be 10 years from now. 

Our identities change as our life changes." Elias focused on the idea of fluidity for his 

entire freewrite: 

My identity is the change that I feel every day. There is an archive of 
knowledge that lets me understand and deal with the changes I experience. 
I like to think of myself as fluid and free, forming to any situation, but 
choosing when I want to. There is an Elias for every situation. Patience is 
there when needed, along with sympathy, competitiveness, sorrow, 
excitement of love. Though it may sound bad, my identity lays in 
moments of time where that part of me was needed. I store these moments 
in the archives of knowledge waiting to be pulled out when called upon. 

And a number of preservice teachers insisted that cultural identity is a choice. In 

her freewrite Rebecca traced the influences that impacted her cultural identities and 

ended with: 
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I think that our life experiences help change and shape our 
identities...Identity is never static. It is always changing in relationship 
with the decisions we made in our lives. As we grow older and have seen 
the affect choices we have made affect our lives our identity changes, too. 
We may change our beliefs, accept new ideas, meet new people, and make 
many tough decisions. Our identity is what has changed us in the past, 
what shapes our future and what we perceive ourselves to be. 

Elena claimed, "I have sculpted myself and Leslie said, "Each day presents a person 

with choices, and these choices obviously lead to an event. The events in life, may they 

be positive or negative, determine who you are. Each event can be turned into a positive 

thing, but I believe it has to be a choice!" 

The Cultural Identities of Preservice Teachers 

In analyzing the remaining data- written reflections, including the race/ethnicity 

freewrite, reflection journal and identity intersection reflections and the student artifacts 

including the identity intersections and final projects— I found four significant themes; 1) 

Systems of Belonging, with subthemes of relationships, racial/ethnic identification, 

significance of place, values/beliefs/aspirations, and participation in groups; 2) Facing 

Challenges/Freedom from Challenges; 3) How People Choose to Spend their Time; and 

4) The Complexity of Cultural Identities. 

Systems of Belonging 

Systems of Belonging included the complicated networks of connections between 

people, places, and groups. The preservice teachers aligned themselves with particular 

modes of behavior incorporated in the networks of connections in which they were 

immersed. These complicated interrelations between people, places and groups provided 

a sense of identity and membership. The systems of belonging provided structure for 



125 

behavior and helped shape identity by reinforcing it in both positive and negative ways. 

This theme has been broken into five subthemes. While these subthemes overlap and 

influence each other, they have been separated for the purpose of this study because each 

highlights particular ways in which students thought about systems of belonging. 

Relationships with Others 

The preservice teachers identified relationships with others as playing a major 

role in their cultural identities. These relationships provided a sense of connection to 

others in both positive and negative ways. While family relationships were most 

commonly discussed, other kinds were mentioned occasionally. The responses in this 

subtheme continue the explorations into relationships with family and friends that began 

with the identity freewrite. In this subtheme the preservice teachers named and described 

relationships in which they participated, recognized family structure as an important 

influence upon cultural identities, labeled rituals and traditions as important reinforcers of 

relationships, and found both support and challenges within their relationships. 

Many of the preservice teachers identified the roles they played within 

relationships. Mara provided a list, writing, "Daughter, step-daughter, sister, 

granddaughter, cousin, niece, girlfriend, friend." Elizabeth made a similar list, explaining, 

"I am also a wife. My husband is my best friend. I am so thankful he is in my life. I can't 

imagine living without him. Being a daughter, sister, daughter-in-law, and sister-in-law 

are other roles in my life that I value highly." Later in the semester Elizabeth brought up 

her role as an elder sibling, saying, "I am the oldest of 4 children, 3 girls and a boy." 
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Several preservice teachers had children and considered their roles as mothers 

central to their identities. Yvonne summarized a book she chose for her final project 

saying, "This book depicts deep unconditional love and as a parent I can understand this 

type of love completely. I would give everything, including my own life, for my 

children." Lyn declared that her son "is my center, my heart, and my world." hi a 

different piece of writing Lyn explained the parent/child relationship from another 

perspective, "I truly believe that there is a special bond between a father and a daughter 

and it is all the much stronger when there is only one child. I am my father's only child 

and share an extremely strong connection to my father." 

The way a family was structured was also considered important in the formation 

of cultural identities. Jennifer wrote, "nuclear family...helps to create my identity 

tremendously...My family is very important to me and the love and stability it has given 

me has been very positive in my life." Other preservice teachers felt their nuclear family 

provided a strong foundation, including Rebecca, who described her family as "a very 

stable family that includes both parents who are still married." Preservice teachers who 

came from other types of families saw their family structures as formative, but not 

necessarily negative. Emily wrote, "I never sensed I came from a very 'broken' family 

because there was so much love in my family." Maren said, "My mother and father are 

divorced which has helped me leam when to say, 'this is not working' but also when to 

work things out. This holds true for all relationships; love, friendship and work 

relationships." 



127 

Lyn and Becky noted that there were both positives and negatives to their 

nontraditional families. Lyn explained: 

Another piece of my childhood that has had some lasting effect on me is 
that I come from a large and diverse family. My parents were divorced 
before I was even one and both soon remarried. I have half and step 
brothers and sisters on both sides. I think that coming from a family of 
divorce isn't a great thing, but having many people to share your 
childhood with is. I think that being thrown into a big family of many 
children teaches you to be accepting of others. And that is certainly who I 
am. 

Becky wrote: 

My life and who I am is largely based on my childhood. I grew up in a 
family of my mother, her two sisters, and my cousin... Growing up in a 
house full of women was very encouraging for me, but also very 
challenging. To this day I am not extremely comfortable when I meet 
older men, mainly because other than my summerly visits to my father, 
I've had very little interaction with older men. 

A nontraditional family structure was more negative to Yvonne, who explained that her 

childhood consisted of "growing up without a father and a mother who had to leave us by 

ourselves to go to work" 

Important relationships did not only consist of those built on biological ties. 

Danielle explained that she "grew up in a very large extended family, where my maternal 

grandparents took over the parental responsibilities in my early childhood...My friends, 

who all seemed to live within a five minute radius (or less) and their families were my 

family." Maren also relied on friends, saying, "since I am an only child my friends have 

become very important to me. They guide me, tease me, make me laugh, and we are very 

close, like sisters." 
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The preservice teachers recognized that relationships played a large role in 

shaping and reinforcing cultural identities. Mikah began the reflection of her identity 

intersection by stating, "The number one thing that makes me who I am is my family." 

Katie concurred, sajdng in her identity intersection reflection: 

I included my family first because nothing else comes before family in my 
eyes. I truly believe I would be a completely different person, and would 
respond differently to different situations if I didn't have the family I have. 
My family is my biggest support system. 

Mara noted that her long-term relationship with her boyfriend "has been one of the 

foundations of my identity." This idea was repeatedly emphasized as preservice teachers 

noted the strong connection between specific relationships and who they are today. Jackie 

recognized that even as an adult her family continues to influence the way she lives her 

life. She wrote, "My family is so important to me and every decision that I make is based 

off of guidance and approval from them." 

The preservice teachers not only discussed the connection between people in the 

relationships, but also what occurs in the relationships. They recognized that actions 

support relationships, which in turn reinforced the formation of cultural identities. Amy's 

family reinforced their bond through traditions such as preparing family surprises. In 

Jennifer's family a yearly vacation served the same purpose, "Our sailing trips are our 

family bonding time since we are alone without TV, friends, phone, etc.; and the trips 

have had a strong impact on who I am today and the kind of relationships my family has 

with one another." Vanessa related a ritual that she and her father established; every 

evening they would sit at the table together and do homework. She would help him with 

his English lessons, and he would help her with her math. Looking back, Vanessa 
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realized that while this togetherness did help her father learn English, she was the 

primary beneficiary as her father used this time to pass on values such as honor, love, 

respect, and work ethics. 

The preservice teachers considered traditions an important reinforcement of their 

relationships. In response to a children's book, Amy wrote, "This book reminds me of 

how we hold on to traditions in our family to get through the tough times and celebrate 

the joyful times." Traditions were not always stereotypical ones such as holiday 

celebrations or religious observations; for Sara the most important family tradition was 

the many camping trips she and her family took when she was growing up. Jen valued 

her mother's way of celebrating birthdays, writing, "It is the one day that my mother 

gives all of her time and energy into making it the most special day of the entire 

year...My mother also makes sure she takes time out of her day to tell us how important 

we are to her and that she cherishes what wonderful children she has been given." 

The bonds and connections in relationships also proved to be an important support 

and sometimes challenge for participants. Lisa described a difficult childhood, saying "I 

am the second oldest of seven children. Although five of us are from my mother and her 

marriages and the remaining two are from my father and his marriage. (This is just one 

thing that shows how confusing my childhood was)...My mother was sick with cancer 

and I was forced to grow up and take care of my family earlier than most people do." In a 

later piece of writing she explained, "It got to the point where all we had was each other." 

Yvonne leaned on her relationship with her sisters, explaining in a reflection to Amber 

Was Brave, Essie Was Smart (Williams, 2001): 
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The girls in the story were left alone a lot because their mother had to 
work at night, which I can relate to in my childhood as well. My mother 
had to get up very early in the morning and go to work before we were 
awake. My sisters and I had to take care of each other. We were left by 
ourselves in the morning to get ready for school. After school we were left 
alone to do our homework. We were alone all summer long during the day 
also...We also lived without our father. The girls were poor and they didn't 
have much food in the house to eat, just like my own childhood. 

Jermifer found her relationship with her brother an important support, saying, "Our 

differences help us to stick together and help each other as much as we can." Leslie, in 

contrast, remembers "really relying on friendships" during difficult times. 

Racial/Ethnic Identification 

In this subtheme, the preservice teachers self-identified as members of a particular 

racial or ethnic group. Although race is a social construct, not biologically determined 

(Nieto, 2004), it was very real to the preservice teachers. Even those who insisted that 

they were part of the human race and no other, understood "race" to mean people 

grouped together because of physical similarities and a common region of ancestry. 

While some preservice teachers distinguished race from ethnicity, others used the terms 

interchangeably. Although ethnicity was often conflated with race, in this subtheme 

ethnicity is defined as group membership based on shared political and economic 

interests, a sense of identity derived from cultural patterns, and a sense of being set apart 

from a larger community because of racial identity or cultural characteristics (Manning & 

Baruth, 2004). This subtheme also includes traditions that the preservice teachers 

connected to race and/or ethnicity and the influence or rejection of influence of race or 

ethnicity upon cultural identities. A majority of the responses in this subtheme came from 

the race/ethnicity freewrite or the identity intersection. 



Approximately one third of responses that fall into this subtheme are one or two 

words given without explanation on an identity intersection or map. The preservice 

teachers seemed to recognize that race and ethnicity played a role in their lives—or 

possibly that such topics were important to me as the instructor—^but preferred not to 

examine it closely or felt it played only a small role. For example, these responses might 

be "Mexican American" (Vanessa) or "European American" (Leslie). Often on the 

identity intersection or map the participant showed several related aspects of cultural 

identity, such as Patrick, who wrote "Caucasian, Irish, Euro-American" to show his race 

and two aspects of his ethnicity. 

A number of preservice teachers identified their race or ethnicity, but explained 

that it had little to no impact on their cultural identities. As Rebecca said, "I belong to the 

white race, but to me that is more a description of my physical appearance and not a 

characteristic that places me within a group of people with a common background." Katie 

included race on her identity intersection, "just to provide as a basis for who I am 

biologically." Jen placed her racial identification in very small letters at the bottom of her 

identity intersection because it was "not as essential in expressing my true identity." 

Jermifer considered herself Caucasian, but said it was among the least relevant aspects of 

her cultural identities and that she tended to ignore it "because I've found them to be 

common causes of prejudice in some people." Sara wrote "so very white" on her identity 

intersection to signify "my ethnicity, which is not very important to me most of the time." 

In a later piece of writing Sara expanded her explanation of this idea: 

I am so very white. I'm Irish and Greek and Southern. The Greek heritage 
makes it so that I don't sunburn quite so easily as the Irish side, but it's 
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bad enough. My Southern family causes me to say "y'all" more than is 
generally heard in normal conversation...also my Irish side causes 
everybody to exclaim that they've always wanted hair my color. And I've 
inherited what I feel to be a large-ish Greek-looking nose from my Dad's 
side. My ethnicity has really only had superficial impacts on my life, 
though. 

Jenny felt that her race and ethnicity had played a more important role in her parents' 

lives than her own since they were immigrants to the United States. "I think that because 

I grew up in the United States it mainly affects my family. My mom was bom in Taiwan 

and my dad has a lot of traditional values. They tend to be conservative and have a hard 

time adjusting to American culture." 

Several preservice teachers rejected the idea that race or ethnicity played any part 

in their cultural identities. Lyn stated, "I don't feel being white has had any effect on my 

life or identity" while Yvonne insisted, "My ethnicity has played no role in my life...we 

have no usual customs, traditions, or special things we do because of our heritage." Mike 

also rejected the idea of being white playing a role in his identity, but did state that, 

"Other races tell people about their identity." Mike did, however, believe that being 

Jewish influenced his life. 

Other preservice teachers recognized deeper influences of race and/or ethnicity. 

Emily and Patrick both identified Irish ancestry as playing a role in their lives. Emily 

traced several aspects of her life, including values and beliefs, back to her Irish ancestors. 

Patrick said that his Irish heritage "has had a huge impact....We recognize Ireland as a 

homeland almost. My great-grandparents got off the boat at Ellis Island. I feel like my 

ethnicity has characterized who I am." Danielle has a mixed ancestry. She wrote: 
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My grandfather's mother was from China, and though she spoke the 
language she never did to my grandfather. My great-grandfather was 
Mexican, and she learned Spanish from him. My grandfather never speaks 
of this part of his heritage (the Chinese) though I assume this is because in 
those days it was such a taboo. His mother also only cooked Mexican food 
and spoke Spanish to him as a child. My grandmother also comes from 
mixed heritage, her mother was from Sonora, Mexico and her father came 
from North Dakota. His parents were immigrants from Germany. 

Danielle considered herself to be Mexican American, saying "I was raised with an 

extremely strong influence of the Mexican culture in my life...I never really realized what 

an impact my culture or ethnicity has had on my life until I got older and was introduced 

to other cultures." Danielle had to interact with people from other cultural identities 

before she could recognize the impact her ethnicity had on her own life. 

Vanessa and Aurora, also Latina women, both recognized the impact of ethnicity. 

Aurora wrote, "I'm very proud to be Hispanic and be able to flow from one world to 

another!" hi another piece of writing she said, "I really appreciate my heritage." Vanessa 

stated that her race and ethnicity is Mexican American and said, "It has influenced me 

greatly...I am the person I am because of my race! There is no doubt about it. I wouldn't 

be the same person if you took any one part of my ethnicity." 

By the time of her final project, Yvonne, who claimed that ethnicity played no 

role in her life, came to recognize herself as belonging within a U.S. culture. For her final 

project she created a map showing her family's cultural identity, including celebrations, 

leisure activities, foods, and work and school patterns. Maren identified her heritage as 

Danish and hoped to keep Danish traditions alive in her family, but felt more deeply 

influenced by her U.S. ethnicity. She said, "I am from Danish heritage, but I am most 

definitely American...my ethnicity has affected and shaped my morals and values. I 
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strongly believe in fairness and justice. I believe everyone has a right to be heard and if I 

disagree that's ok. I also think that being American has influenced my goals and 

priorities." Several other preservice teachers claimed an American ethnicity. Emily 

stated, "Many of my values are a result of my Americanism. My work ethic, my feelings 

about money and my feelings on myself are directly a result of being American." Jen said 

she thought of herself "as being half h"ish and half Itahan, but I know that I am 100% 

American." She went on to explain the preeminence of American ethnicity and the 

influence it has on her life. Like Danielle, Becky had to go outside of her cultural identity 

before she could recognize it. When she traveled to h-eland she "experienced cuhure 

shock for the first time and I began to realize what it truly means to be an American." 

Danielle discussed how her ethnicity developed only from one part of her 

heritage— even though her ancestors were Chinese, Mexican, and German she considered 

herself Mexican American because that was the culture in which she was raised. Two 

other preservice teachers also believed that their heritage had little to do with their 

ethnicity. Elena explained, "My mother is mostly German...My father is hish. I take a 

great interest in Ireland, but Lebanese ethnicity has actually had more of an impact on me 

then my true race/ethnicity...Although Lebanese descent does not run through my veins, 

it is the ethnicity that I have been exposed to throughout the majority of my life." Becky 

wrote; 

I am a white girl, Anglo-Saxon, combination European— however you 
want to put it. That is my race. I am of frish, German, Scottish blood...My 
ethnicity, however, is much different. I may not have any Mexican blood 
in me, but I have grown up with many Mexican traditions. Growing up in 
the Southwest has allowed me to immerse myself in the culture and often 
times I feel like I am Mexican. 
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Three students noted that although they identified with a racial or ethnic group 

their self-identification wasn't enough to be fully accepted into that group. Elias, who is 

of Canadian and Mexican descent, said, "Growing up I think that being Mexican has had 

a more profound impact on my life than the Canadian side." He explained that because he 

looks Anglo people often doubt his Mexican heritage. He ended with, "Being Mexican-

American is also a tricky line to walk, because I am still not fully accepted by Mexicans, 

yet don't feel completely comfortable amongst some other ethnic groups." Lisa and 

Vanessa, both of Mexican descent, also felt a disconnect. Lisa does not speak Spanish 

well and did not begin to learn about her Mexican heritage until she was an adult and she 

first met her father and his side of the family. She felt a tension between her relatives' 

pride in their heritage and her own upbringing within the dominant United States culture. 

For her father's family, "I am not Mexican enough to be Mexican" but for the rest of the 

world "I am not American enough to be American." Vanessa, bom to immigrant parents, 

felt she must straddle the divide between her relatives still living in Mexico and her life 

here in the United States. In one reflection Vanessa drew herself standing in Nogales 

between two signs, one saying 'Welcome to USA' and the other saying 'Bienvenidos a 

Mexico.' In the picture she had her hands up in a gesture of confusion, saying, "Where 

do I belong?" 

Approximately one third of the responses to the race/ethnicity reflection touched 

on issues of white privilege. This will be discussed in a later theme. As a flip side to 

white privilege, however, a number of white preservice teachers expressed fhistrations at 

what they perceived to be biases against people of European descent. Katie wrote that. 



"because I am white I can be stereotyped as maybe this person who has all these 

privileges and advantages because of my ethnicity, where in fact I feel I don't." Amy and 

Jackie both felt that they had to repress pride in their heritage. Jackie said, "Because I am 

white I feel I often have to hide my pride in my heritage because that would be 

discriminatory to nonwhites. hi a way, maybe I am discriminated against, because I am 

not as free as other ethnic groups are to display my pride in my ethnicity." Amy felt "that 

we white people are left without a culture. Maybe someone will mention McDonald's, 

but that is not what I want Americans to be remembered. I want to celebrate diversity but 

feel left out because hamburgers and baseball don't feel like much of a culture." Leslie 

rejected the idea that being white had given her any privileges and added "We live in a 

time where people talk about affirmative action so if anything there might be a reverse 

discrimination out there." 

Values/Beliefs/Aspirations 

hi this subtheme I placed connections to others of similar beliefs and values. 

This was particularly apparent in participation in faith communities. The preservice 

teachers also discussed career and personal goals, political beliefs and personal 

characteristics that were highly valued. 

Most preservice teachers mentioned religion at some point in their explorations of 

cultural identities, although the role religion played varied. Some simply labeled 

themselves as a member of a particular faith community. Vanessa, for example, wrote 

"Catholic" on her identity intersection and Elena and Jen both wrote "Christian." Other 

preservice teachers gave more details about the influence of organized religion on their 



cultural identities. Amy wrote that "we also are Catholic...when my grandpa died we held 

onto the traditions of the church at the funeral and we continue to pray for my grandpa." 

Mikah explained, "The second most important thing in my life is religion. I belong to The 

Church of Jesus Christ of Latter Day Saints. I have gone to church every Sunday since I 

was bom and attend many church activities and classes during the week. I have gained all 

of my personal beliefs and values from the teachings that I have had at church." Jackie 

also credited religion as central to her identity. "My relationship with my Heavenly 

Father is the most important factor in my identity. I try to make every choice pleasing to 

Him and do my best at everything because I want to honor Him." Mike wrote, "I am 

Jewish and this is a very important aspect of who I am and what I believe in. I am not a 

fanatic but my beliefs are very strong." 

Other participants had faith connections but were not part of an organized 

religion. Lyn was raised Catholic but, "Church was always something I had to do, it was 

not by choice. Since moving out to Arizona, away from my family, I have shied away 

from any formal religion. The spiritual aspects are still a part of my life; I just don't 

attend church." Becky also said, "I am a very spiritual person and that largely gets me 

through life's adversities. Without my deep spirituality I often feel I would be lost. My 

connection to God is so important, so vital to my road of life and I am grateful that my 

mother allowed me to explore my own spirituality and never forced it upon me." Still 

other preservice teachers identified religion as playing little to no role in their lives. Sara 

wrote, "We're not very religious" and in another piece explained, "Religion is still 

questionable in my life." Rebecca called herself "non-religious." 
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Many preservice teachers brought up their future goals, particularly in terms of 

their career. Teaching was often included as a section on their identity intersections or on 

a map. For several, this aspect of their identity had been in existence for many years. 

Elizabeth declared, "Wanting to be a teacher has been a part of me for a long time now, 

since I was a little girl." Amy wrote that "I've wanted to be a teacher since I was in 

second grade...this career pushes you to the limit of your abilities and helps you to grow 

as a person and a professional." After working as a homework tutor, Maren knew that "I 

truly belong in a classroom." 

Other goals included the desire for marriage and children. Katie created an 

identity intersection for her future with space for a husband and two children as well as a 

job both as a teacher and a coach. Becky included a 'future map' as part of her final 

project. She explained, "On my future map, there is one straight road which holds all the 

goals I know for certain: to graduate college, to get married, have children, travel, and 

retire." 

A few of the preservice teachers mentioned values and beliefs in coimection with 

politics. They labeled themselves either Democrat or Republican or mentioned issues that 

resonated with them, such as Mara writing that she was environmentalist and pro-choice. 

Katie expanded upon her political beliefs, saying "Last but not least I am a registered 

Democrat and I have voted in every election since I turned 18, which to me is very 

important and quite an accomplishment in itself" 

The preservice teachers highlighted personal values and characteristics of their 

personality that they valued about themselves. Jennifer and Aurora both discussed their 
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love for and interest in diverse cultures. Maren mentioned honesty and kindness as values 

important to how she judged herself and others. Several preservice teachers promoted 

characteristics of their personality, such as Katie when she said, "I don't like taking the 

easy way out and I like to finish what I start regardless of setbacks." Mike praised his 

parents for helping him become a " courteous, generous, respectful, truthful and well-

mannered person." 

Significance of Place 

This sub theme includes a self-identification of belonging to a certain region, town 

or location. Responses recognized the influence a certain place has on cultural identities, 

how the preservice teachers fit into the current places they live and labeling themselves as 

citizens of the United States. 

hi their written reflections and maps the preservice teachers often labeled places 

where they currently live or have lived in the past using one or two words. Many 

identified Tucson or the southwest as places of importance. Mikah showed the influence 

of the size of place by labeling her place as "Arizona rural," Vanessa said she is fi"om 

"Suburban/Small town" and Katie connected her place with family history when she 

included "4th generation Tusconan, city girl" on her identity intersection. 

The preservice teachers recognized the influence places have had upon their lives. 

Becky "found many connections between places I have lived and the culture that the area 

embraces. I now find myself with an eclectic mix of culture and a well-rounded and 

individual identity." Jen concurred. She created an identity map for her final project 
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about the different places she has lived in the United States. "It tells about the different 

cultures that I have had a chance to experience first hand." 

Yvonne and Lyn both connected childhood towns with their cultural identities. 

Lyn wrote, "I think that a large part of me comes from where I was raised. I grew up in a 

wonderful, small town in New Jersey. It was a safe and happy neighborhood. We stayed 

out playing in the evening for hours and our parents never worried." Yvoime vividly 

described her hometown and the days she spent exploring and playing with friends. 

Danielle wrote about the neighborhood she grew up in. "I grew up on the Southside of 

town and I believe that also plays a large part in who I am, since I also had the strong 

influence of the Latino culture." Mara and Aurora described New York as significant. 

Mara believed it affected how she related to people. Aurora said, "The subway, the 

sounds of the outside world almost inside your home, they become a part of you." 

This subtheme also highlights the sense of belonging the preservice teachers felt 

in certain places in their present lives. Mike valued the warmth and support of his home, 

saying, "My home is the most sacred place of all because I feel safe there. It is my 

comfort zone whenever I feel down in the world." For Elizabeth, her current home in 

Tucson "represents who I am because I moved here when I got married." Maren found 

the southwest an exciting place to live. "I really like living so close to Mexico because I 

get to experience another culture in depth and can take some of what I have learned and 

incorporate into my own life." 

Many preservice teachers also identified themselves as citizens of the United 

States. This mostly occurred in a short phrase or label on the identity intersection. 
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However, Rebecca wrote, "My nationality makes me feel blessed that I have many 

opportunities that many people in poorer regions of the world can only dream about." 

Participation in Groups 

This last subtheme includes self-identification of belonging to or participating in 

certain groups, based upon commonalities such as sexual orientation, age, gender, 

socioeconomic status and language. The majority of responses included here originated in 

the identity intersections. 

While the preservice teachers did recognize belonging in these groups as 

important to their cultural identities, each group includes few responses and most 

responses are simply a short phrase or a word. For example, there were eleven mentions 

of sexual orientation in the data for this question. Ten times the mention was one word 

"heterosexual." Age received a higher number of responses, but all the responses were a 

numerical age with the exception of one person who wrote "middle aged." 

As the majority of our class was female, most of the responses that applied to 

gender in this subtheme were simply the word "female." A few preservice teachers did 

expand upon this. Maren wrote that, "being a woman is important because as a woman I 

have a different view of things." Yvonne described catching frogs and snakes as a child 

and said, "We weren't two ordinary girls. We liked the things that the boys liked." Jackie 

thought that her interest in hunting was "not a typical female trait, but it is very much 

me." Mikah was concerned that too many girls felt unable to be girls "without being 

called antifeminists that hide behind guy's shadows." She described herself saying, "I am 

a girl who isn't afraid to make it in the world by myself without depending on a man, but 
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I can also see nothing so fulfilling as quietly supporting my husband in his profession and 

staying at home to raise children." 

Everyone who mentioned socioeconomic status said that they were middle class, 

though both Lisa and Yvonne talked about growing up poor. Yvonne wrote: 

We were very poor and my mom received food stamps and I was very 
ashamed every time I went to the store with her and she bought food with 
the food stamps. I was very proud and I hated the fact that we were so 
poor that we couldn't even pay for our own food. Even to this day the 
mere mention of the word food stamps, brings back the shame I felt as a 
young girl. 

Maren believed that growing up middle class had impacted her current life. "I do not 

know what it is like to be poor or rich. I feel that I had an average upbringing and so my 

expectations for my life are average as well. Rebecca wrote, "I feel that even though I do 

not earn very much money I belong to the middle class. To me middle class means that I 

always have food in my stomach, a roof over my head, and a few luxuries in my life." 

Everybody in class belonged to an English language group and most simply 

labeled themselves as English speakers. A few of the preservice teachers were bilingual, 

speaking English and Spanish. Jenny considered herself trilingual, saying: 

The three languages in my life help me identify with different parts of my 
identity. English is the language that I use everyday to communicate with 
people. Spanish is an identity that I have with the Southwest because I 
have grown up here and it is a common language found in Arizona. 
Chinese (both Mandarin and Cantonese) help me to identify with my 
family. My family background comes from both languages and I have 
learned to speak both to communicate with my grandparents. 

Several of the preservice teachers who spoke only English discussed trying to leam 

another language. Mikah confessed, "Sometimes I feel like I am really dumb because it is 

so hard for me to speak Spanish." 
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Facing Challenges/Freedom from Challenges 

The preservice teachers felt that the hardships they encountered throughout their 

lives had long lasting impacts upon their cultural identities. They also recognized that the 

lack of hardships and challenge allowed their cultural identities to form in ways different 

from those who faced challenges. Responses in this theme included discussion of 

financial hardships, confronting prejudice based upon sexual orientation, age, or other 

aspects, and recognizing white privilege. 

Two preservice teachers struggled with financial hardships when they were 

children. Lisa wrote, "I grew up very poor (lower class). Due to this fact I went through a 

lot of hardships and grew up very fast. This has much to do with the way I turned out to 

be and the identity I carry with me today as an adult." Yvonne dealt with the shame she 

felt when her mother received food stamps. She also worried about friends finding out 

where she lived. "We lived in a teeny house that looked exactly like one of those little 

milk cartons you get at school and it was always very messy...Our furniture was old and 

ratty; the coffee table was put on top of two cinder blocks because the legs had broken 

off" 

The preservice teachers faced other challenges. After a class discussion on 

children's books with gay and lesbian characters, Lisa wrote a reflection that said, in part, 

"The issue of homosexuality hit very close to home. I am gay. I deal with this issue every 

day of my life. I find some times to be harder than others but nevertheless I deal with the 

issue in one way or another every day." Mara discussed her past history of drug and 

alcohol abuse and her bumpy road to recovery. Much of her final project focused on her 
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identity as a recovering alcoholic/addict. Katie brought up how "each child is labeled in 

a family and you continue to be labeled that way throughout your life." As the youngest 

sibling, she was considered the baby in her family and everything she did was viewed by 

her family members through that lens. Jenny talked about being judged on the basis of 

her age and gender and the difficulty of fighting those stereotypes. "I am also 

independent and like to do things on my own but some people tell me that I am too 

controlling for a girl and that no guys like their girls like that." 

Amy and Elizabeth believed that as middle-class citizens of the United States they 

were free from many of the challenges people in other countries face. Being in the United 

States was equated with a good life. Elizabeth remarked that as she grew up, "There were 

times when my family didn't have much money, but we always lived in a house, in a free 

country with rights for everyone." Amy noted that this ease of life was the positive result 

of negative experiences. She reflected on her ancestors who immigrated to the United 

States. "So much of our identity is caught up in our heritage. It is sad for me to think that 

in order for me to be here in the United States, traditions and spirits were destroyed." In 

the quest to give their children and descendants a better life, Amy's ancestors had to 

sacrifice parts of their cultural identities. 

Eight preservice teachers touched on the idea of white privilege in some way. 

White privilege, or the possession of "unearned assets" based upon skin color (Lucal, 

1996, p. 247) plays out in entrenched systems of advantage that perpetuates itself because 

for many people it appears natural and benign (Vera, Feagin, & Gordon, 1995). Mcintosh 

(1990) lists a number of privileges awarded to whites such as being able to find greeting 
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cards that depict people of similar appearance or being judged as an individual, not as a 

representative of a racial group. As white people these preservice teachers recognized 

that, for the most part, they did not have to worry about not fitting in or feeling out of 

place. Mike wrote, "Now that I remember the schools that I have attended have been 

mostly white so being white has allowed me to be sort of part of the group." Emily also 

noted that because she was Caucasian, "I do not feel out of place most anywhere I go." 

Several saw that living as a white person among other white people made life easier. As 

Amy put it, " I have lived in a fairly white world and for much of my life, it hasn't been 

an issue either way." Katie thought the same. "My ethnicity really hasn't affected me to 

much because I am not a minority." Rebecca expanded on that thought, saying, "I think 

that since I don't fit into a minority cultural label I have never really experienced the 

discrimination that people of minority races fight to overcome. Since I am a white person 

living in a white dominated society I don't feel like I have missed opportunities in life." 

Mikah chose to fi-ame the same idea a bit differently. Instead of placing the emphasis on 

how her white skin did not affect her life, she saw how it did: 

My race and ethnicity have affected my life in the way I am viewed by 
others. Not so much how they notice my race, but how they don't. My 
race has been known as the 'supremacy race' and so I have gone 
untroubled by a lot of the worries and discrimination that minorities face. 
My family has pretty much been middle class since coming to America, a 
luxury we might not have had if we were of a different race. 

Elizabeth spent most of her race/ethnicity fi"eewrite discussing the idea of white privilege; 

I am Caucasian. I think this has had an underlying impact in my life. I say 
'underlying' because it normally isn't something I think about. But 
because I am white (and middle class) I receive respect (for the most part) 
when I go places and my intelligence isn't judged on my race. It is judged 
on what I do....I do think I have it way easier in society as a white female 



146 

than black or Hispanic and Asian females do. White is still viewed as 
higher in society and that is terrible. 

How People Choose to Spend their Time 

hi this theme the preservice teachers highlighted the ways in which they use their 

time. Although similar to the category in initial explorations that dealt with the use of free 

time, this theme includes time commitments such as work and school. Other responses 

mentioned hobbies, entertainment choices, travel, and sports. Many of these responses 

occurred in the identity intersections as a label or section on a map. 

The preservice teachers named a number of hobbies and entertainment choices. 

One common choice was music. Patrick did his identity map in the shape of a guitar 

because "the guitar is one of my favorite hobbies." Elizabeth played flute in church. Lisa 

wrote, produced, and sang music, saying, "Singing is how I let all of my feelings out. I 

am not one who likes talking about what is happening in my life, instead I choose to write 

about my life in songs." Dance was another important way the preservice teachers spent 

their time. For some people, this meant going out clubbing on the weekends. Others 

enjoyed more formal dance. Jen said, "Since I was a young girl, I have loved to watch, 

practice, and perform ballet skills and techniques. It has been a hobby of mine for many, 

many years." Sara called dancing one of the things she loves and signaled her preference 

for tap. Other hobbies mentioned included watching movies, reading, playing video 

games, going to the theater, gymnastics and working with artistic media such as drawing 

and painting. Elizabeth listed her collections and Jackie called herself "an avid hunter." 

Activity in sports was another popular way people spent their time. Lisa called her 

participation in basketball, "One of the ways I let go of whatever is happening in my life 
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and just play. I guess you could say it is somewhat my version of meditation." Mike said 

that "I am a very athletic person and sports are a very big part of my identity." Several 

times he repeated, "Soccer is my life." Katie agreed with the sentiment. "It's a bit weird 

that a sport is such a major thing in my life, but since the age of five it has affected my 

life one way or another." In another engagement she wrote, "I've always stated that 

basketball was my first love, and it will always be a part of my life and a part of who I 

am." 

For some people travel was important. Rebecca and Jennifer both cited a love of 

travel when they drew maps of their heart, while Becky located it in her identity 

intersection. For Becky, travel to different locations represented different stages in her 

life. Each place she went she gained new knowledge about herself and the world. Jennifer 

explained her love of travel by saying "I have traveled to many distant places and will 

continue to do so because of my interests in cultures, nature, art, and history." 

Of course, all the preservice teachers chose to spend time in pursuit of higher 

education. For some of them, this did not have enough importance to talk about in the 

class engagements. Others chose to highlight their current level of education by 

mentioning degrees, such as Mikah saying "I graduated from Eastern Arizona College 

with an Associates of Art in music when I was twenty-one" or Danielle writing 

"Junior/undergrad." Patrick "included the category of 'undergraduate education' that 

describes who I am at this very moment in time." Jenny expanded upon that, writing, "I 

spend a lot of my time at school and working on assignments for my classes. When I set 
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my priorities, school comes in pretty close to the top. Being a student defines a certain 

stage in my life." 

Many of the preservice teachers were working full or part time during the 

semester of this study. Several of them found their jobs important enough to discuss. 

Mara said, "I do work in the mental health field and my job is a big part of my identity." 

Jen called her job as resident assistant in one of the university residence halls a leadership 

role that has "helped shape the person in which I have grown into today." Maren's work 

as a homework tutor "was instrumental in revealing my calling." 

The Complexity of Cultural Identities 

The preservice teachers repeatedly brought up the idea that cultural identities are 

complicated, fluid and subject to change. Responses in this theme highlighted the ways 

cultural identities can change over the years, the impact of choice upon cultural identities 

and the complex, ineffable nature of cultural identities. 

Yvonne twice compared who she was as a child with who she is today, noting 

differences in her relationships, how she spends her time, and beliefs about herself Lyn 

explained that, "The way my identity intersection looks today is not how it looked five 

years ago and probably won't look like in another five years. I believe that we are 

changing every day." Rebecca agreed, saying, "Many aspects in our lives contribute to 

our identity and our identities are continuously changing throughout the course of our 

lives." When Becky drew a map of her heart for the final project she commented: 

I am very comfortable with this view of my heart because it represents my 
current identity, my current view of my culture. Many of the sections of 
my heart have been there forever; others are new areas. I have no doubt 
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that the map of my heart will shift and change and I look forward to 
knowing what other aspects will help shape my cultural identity. 

Mike, on the other hand, believed that the only aspect of his cultural identity that was 

fluid was his status as a student. Everything else, he stated, "would remain constant over 

time." 

The idea that cultural identities are a matter of choice became less important for 

most of the preservice teachers as the semester progressed. However, Leslie continued to 

write that the decisions people made in response to life events influence who they 

become. Mikah also thought that how a person chose to approach problems in life 

influenced the way their cultural identities develop. 

A number of preservice teachers noted various ways that cultural identities are 

complex. Amy and Emery both thought that it was a concept impossible to explain 

completely in class engagements. In her final project Amy stated, "I realized that I could 

never fully express who I am through six books and a small scrapbook." Emily found that 

"identity is an extremely complex concept that is not easily illustrated." Jackie felt that 

each aspect she added to her identity intersection "symbolizes an important piece of the 

whole puzzle." 

Explorations of race and ethnicity were another area where people highlighted the 

complexity of cultural identities. It became clear that people who descended from two or 

more ethnic groups often felt one was more influential. Patrick discussed the impact his 

Irish heritage has, then added, "My German side is kind of lacking. I don't know much 

about it. It seems like Irish is what my parents have always stressed." Elias also believed 

that "being Mexican has had a more profound impact on my life than the Canadian side." 



However, discussions of complexity sometimes masked a dismissal of the concept. For 

example, Leslie called herself "a Heinz-57, a conglomeration of many different 

ethnicities." Jackie declared, "I am a mutt" and Rebecca said that since she has such a 

mixed background, "I don't identify with a single, distinct race." Declarations of an 

ethnically mixed heritage allowed them to gloss over the influence of ethnicity and 

remain at a superficial level of examination. 

Discussion 

The preservice teachers began this study with initial explorations through the 

identity freewrites. hi these freewrites the preservice teachers spend the major portion of 

their time discussing surface aspects of cultural identities such as personality 

characteristics and pasttimes. The freewrites reflect the belief that cultural identities of all 

people are significantly the same except for surface aspects such as whether a person 

likes to watch movies or read, or whether someone is outgoing or reserved. There is little 

to no mention of systematic, societal influences on cultural identities. Out of 226 aspects 

of cultural identities that the preservice teachers wrote about, only three dealt with race or 

ethnicity, six dealt with gender, and one dealt with socioeconomic class. These responses 

were usually brief labels that the preservice teachers placed upon themselves. 

The preservice teachers also highlighted a belief in the importance of 

individuality, particularly in the idea of cultural identities being a matter of choice and in 

descriptions of how complex and unique the preservice teachers are. Banks & Banks 

(1993) calls a belief in individualism part of the core United States culture. This belief 

traces back to the Protestant work ethic, a legacy of Puritan settlers in colonial New 



England. Who a person is and how successful that person is depends on individual ability 

and hard work. Individual achievement is valued more highly than commitment to family 

or community. Because the ideology of individualism promotes the idea that everyone 

can succeed based upon his or her sole efforts, it follows that those who fail simply did 

not work hard enough. Li individualism, deeper issues of structural inequities are 

unimportant. The preservice teachers, building off of this belief, mostly ignore 

examination of how cultural identities might be shaped by issues of gender, race, 

ethnicity or values and beliefs. 

There are a number of reasons this emphasis on surface aspects of cultural 

identity may have dominated the freewrite. This engagement was completed at the 

beginning of the semester. While we were in the process of establishing a close 

classroom community, at this point we were all a little unsure of each other. Talking 

about issues of personality, hobbies, and family is much safer than bringing up issues of 

race or other complicated and emotional subjects with people you do not know well 

(Benton & Daniel, 1996). Although I assured the preservice teachers that I was the only 

person who would see the identity freewrites, there may have been a lack of trust in both 

the class and in me as the instructor at that point of the semester. Because they were 

working from ideologies of individualism, the preservice teachers were also focused on 

identity as personal characteristics. Thus, they focused on personality issues and 

relationships within family and friends. Most of the preservice teachers, particularly the 

European Americans, did not see themselves as belonging to specific groups based on 

similarities such as race, ethnicity, and gender. 
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Although there was a shift over the course of the semester away from 

consideration of personality traits and hobbies towards an examination of other aspects, 

these did continue to be areas of exploration throughout the spring. The activities of the 

preservice teachers the previous night or over the weekend were major topics of 

conversation for most people. Topics such as these are easy to discuss and form the basis 

of casual small talk that commonly took place before and after class. On the other hand, 

matters of race, ethnicity, social class, and other systemic aspects of cultural identities are 

neither comfortable to discuss nor are they common topics of conversation, particularly 

among white students (Nieto, 2002). They require a level of openness and vulnerability 

unusual in university college courses. Such discussions are often considered taboo topics 

(Benton & Daniel, 1996; Tatum, 1992), especially in educational settings. Several 

preservice teachers remarked across the course of the semester that they had never been 

asked to think about these issues before this class. Because they had never thought or 

talked about them before, the preservice teachers, even those who were willing to begin 

conversations about difficult issues, found these conversations awkward and tentative as 

they worked to figure out how one should behave within such a discussion. 

Through class engagements I asked the preservice teachers to begin thinking 

about cultural identities, or how they were positioned within certain groups. This shift in 

thinking from individual to group membership was difficult for many of the preservice 

teachers. The majority of preservice teachers were securely situated within the privileged 

culture in the United States. They were, for the most part, white, middle-class young 

people. Many had never had a reason to consider structural or systemic issues of 
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membership in their racial, ethnic, socioeconomic, or language groups because they had 

rarely been in situations where that group was not in power. As Howard (1999) describes 

it, "Like water to a fish, Whiteness to me was the centerpiece of a constant and 

undifferentiated milieu, unnoticed in its normalcy" (p. 11). These issues, therefore, may 

be invisible to them and difficult to bring to consciousness and examine (Howard, 1999; 

Nieto, 1999; Sleeter, 2000). Throughout the semester, as the preservice teachers 

participated in class engagements designed to help them examine their membership 

within cultural groups, they used the engagements to return to safer areas by exploring 

relationships with family and friends. These significant relationships were easy to 

explore, being familiar and comfortable topics of conversation. Discussions of family 

allowed the preservice teachers to reposition themselves as individuals influenced only 

by a few close relationships. The preservice teachers also found gender issues more 

comfortable to discuss than race. Because gender issues are highly public topics, it was 

often easier for the preservice teachers to see themselves as a member of a gender group 

than other cultural groups. 

Exploring critical issues is also difficult because doing so would require the 

individual to take a close look at realities that may be painful, disturbing and 

uncomfortable. White teachers who believe that anyone can be successful if they just 

work hard enough would have to confront a serious challenge to their worldview once 

they began to examine the history of structural and systematic inequities in the United 

States. Because "they challenge the ideal that advancement and achievement are based on 
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merit, not on social class status or racial privilege" (Nieto, 1999, p. 21), exploring such 

issues is not encouraged and often actively resisted. 

The aspects of cultural identities that the preservice teachers explored did shift 

during the semester. In the identity freewrite the preservice teachers chose to write about 

a fairly narrow set of primarily surface characteristics. In the identity intersections, 

characteristics of cultural identities were explored much more broadly and evenly. The 

focus shifted from personality, relationships, and free time to exploring a variety of 

cultural aspects. This was clearly influenced by the model of an identity intersection that 

I completed in class as an example; however, once these aspects of cultural identity were 

introduced, most remained areas of exploration throughout the rest of the semester to 

some degree. As an instructor, the model that I completed and my own openness in 

discussing how various aspects such as race, language, religion, ethnicity and 

socioeconomic class shaped my own cultural identities signaled that these were topics 

that I valued and, in a sense, gave permission to the preservice teachers to engage with 

these concepts. 

The themes developed from the rest of the data were highly interconnected. 

Although these themes were separated for the purposes of this study the boundaries 

between themes were quite fuzzy. Themes overlapped and influenced each other. For 

example, while I discussed relationships as a subtheme of Systems of Belonging, the 

impact of familial relationships wove throughout all themes. The preservice teachers 

connected their values, particularly in terms of religion, with their parents. The ways in 

which ethnicity played out in people's lives was credited to family and childhood 
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activities as they related to particular places or people showed up over and over again. 

Because characteristics of cultural identities are so interrelated, it was difficult to 

disentangle the webs and layers of connections and influences experienced by each 

preservice teacher. However, the interconnections also raised the possibility of multiple 

ways in to critical conversations. Because, for example, many preservice teachers saw 

gender as connected to other aspects of cultural identities, they might dismiss the idea 

that gender roles in contemporary American society are restrictive, yet recognize this 

restrictiveness within particular connections between gender and other characteristics. 

While the contradictions inherent in such beliefs were often unconscious, the parallels 

could be highlighted and perhaps provide another way to discuss the issue. 

White students who did not strongly align themselves with an ethnic group 

rejected ethnicity as important to their lives. Often they did not recognize an American 

ethnicity and this group seemed to feel out of place in discussions of ethnicity or race. 

Like Allen & Labbo's (2001) students as they began an examination of culture, several of 

these preservice teachers remarked that they did not have much of a culture, or at least 

not a strong one like other people did. The importance of culture was dismissed, 

particularly by European American students descended from more than one country of 

origin. Everyone, they claimed, was such a mix of ethnicities that none of it mattered. 

The glossing over of culture also played out with the preservice teachers who claimed an 

ethnicity that they had an interest in, such as Becky, who felt like she was Mexican 

because she had lived the southwestern region of the United States for so long. The 

preservice teachers who felt race or ethnicity played a large role in their lives were either 
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from minority groups or if white, strongly identified with being Irish. All students from a 

minority group recognized the impact of race/ethnicity to some degree. 

For white students, race was a matter of biology. They often did not claim, or did 

not feel able to claim a racial identity (Helms, 1990). Perhaps because of this, these 

preservice teachers were more likely to claim reverse discrimination or that they weren't 

allowed to be proud of their race. However, there was a surprising recognition of the 

concept of white privilege. While some of this recognition was tentative and at least once 

was immediately followed by a rejection of the idea, several people wrote extended 

commentaries on the idea that their white skin color had given them unearned 

advantages. I found this especially surprising because none of the course readings or 

engagements dealt with white privilege. Simply opening a space in the classroom for 

discussions of race allowed these students to begin tentative explorations or deepen 

previously held concepts about the idea of white privilege. 

The pattern that I found most striking about the shift in characteristics of cultural 

identities discussed over the course of the semester was the sharp decline in the number 

of times personality traits were mentioned as part of cultural identities, the increase in the 

amount of discussion related to values and beliefs, and the near disappearance of 

discussion related to the complexity of cultural identities and the amount of choice one 

has in their cultural identities. I believe these shifts occurred in part because as the 

instructor I clearly signaled what I found valuable to discuss and the preservice teachers 

picked up on that. While I am sure that some of the change in conversation was due to 

preservice teachers trying to please me in order to earn a good grade, it was also clear that 
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many of the preservice teachers found these discussions absorbing. As we established a 

sense of community and mutual trust, it became safer and more acceptable to talk about 

difficult issues. Most preservice teachers became more willing and able to dig a little 

deeper and think beyond the surface aspects of personality. They accepted my invitations 

to tackle the bigger issues and that showed in their tentative explorations and the new 

topics they were willing to discuss. Because I was comfortable sharing my own views 

and understandings of my cultural identities, the preservice teachers had a model of how 

these issues could be discussed. For example, after I talked about my own beliefs and 

values, those who were religious felt more comfortable discussing their own beliefs. 

Explanations of value formation and how beliefs shaped their lives became more 

common. Some preservice teachers also began moving away from an individualistic view 

of cultural identities as they considered the systematic and structural processes 

underlying their own cultural identities. 

Summary 

For this question I asked what aspects of their own cultural identities preservice 

teachers explore while using mapping and children's literature. During the study 

preservice teachers explored their own cultural identities and highlighted aspects of 

cultural identities that they considered important, hi the identity freewrite, the first 

engagement they were asked to complete, responses focused on personality traits and 

characteristics, relationships with family and friends, use of free time, and the complexity 

of cultural identities. Participants, for the most part, saw cultural identities as surface 

traits and left systemic and structural aspects unacknowledged and unexamined. 



In data collected the rest of the semester I found four broad themes. Systems of 

Belonging dealt with the bonds and networks of connections between the preservice 

teachers and other people, places, and beliefs. This theme contained five subthemes of 

relationships, racial/ethnic identification, values/beliefs/aspirations, the significance of 

place, and participation in groups. The second broad theme is Facing 

Challenges/Freedom from Challenges. The preservice teachers recognized the impact 

financial and personal challenges had on their lives. They also saw how factors beyond 

their personal control gave some of them freedom from challenges related to skin color. 

In the third theme. How People Choose to Spend their Time, participants explored 

hobbies, entertainment choices, participation in sports, and current jobs and education. 

The last theme. The Complexity of Cultural Identities, had participant responses 

discussing the impossibility of representing a person's cultural identity through one class 

engagement and the fluidity and possibility for change in cultural identities. 
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CHAPTER SIX 

"I GUESS I DON'T HAVE MUCH OF ONE": PRESERVICE 
TEACHERS EXPLORE ISSUES OF CULTURE 

Throughout the semester the preservice teachers read and responded to 

multicultural and multiethnic children's literature. This literature and the discussions, 

reflections and mapping engagements surrounding the literature served as a support for 

the explorations of cultural identities. The preservice teachers also spent time looking at 

how culture has impacted their own identities. In my second question, how do preservice 

teachers interact with issues of culture during a study of their own cultural identities, I 

wanted to know what strategies the preservice teachers used and what kinds of responses 

they created as they explored their cultural identities. To answer this question I examined 

written reflections, including reflection journals, freewrites, midterm and final reflections 

and the identity intersection reflections; student artifacts including the identity 

intersections and final projects; and final interviews. I looked closely at four preservice 

teachers: Jennifer, Vanessa, Mike, and Jackie. When I began the analysis for this question 

I did not expect to spend much time on the concept of white privilege, but the deep 

impact of white privilege on the preservice teachers' interactions with culture emerged 

strongly from the data. In this chapter I first provide a theoretical frame for the concept of 

white privilege. I next provide a "thick description" (Geertz, 1973) of the four preservice 

teachers, including how they define culture, and how their lives reflect the cultures to 

which they belong. I then share five categories developed fi:om these preservice teachers' 

interactions with culture. 
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White Privilege 

The majority of preservice teachers in this study came from white, European 

American backgrounds and were heavily influenced by ideologies of whiteness. 

Frankenberg (1993) considers whiteness as a set of three linked dimensions. First, 

whiteness is a location of structural advantage and race privilege. It allows for white 

privilege, the "invisible package of unearned assets that [one] can count on cashing in 

each day, but about which [one] is meant to remain oblivious" (Mcintosh, 1990, p. 31). 

These structural advantages are constantly defended and recreated by discursive practices 

that have been normalized, and those who attempt to disrupt white privilege face 

consequences ranging from subtle looks to physical attacks. Second, whiteness is a 

'standpoint,' a place from which white people look at themselves, others, and society. 

Because the ideologies of whiteness have dominated the United States, the discursive 

practices and actions associated with whiteness have become "deeply cemented into our 

commonsense understandings of daily hfe" (Apple, 1997, p. 124). Whiteness is normal, 

the standard by which everything else is judged. The very normality of whiteness makes 

it invisible. "In our usual way of thinking about this, whiteness is something you don't 

have to think about. It is just there. It is a naturalized state of being. It is 'normal.' 

Anything else is 'other.' It is the there that is never there" (Apple, 1997, p. 127). Third, 

'whiteness' refers to a set of cultural practices that are usually unmarked and unnamed. 

Whiteness includes "socioeconomic status, rehgious affihation, ideologies of 

individualism, opportunity, and citizenship, nationalism, etc. Like any other complex of 
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beliefs and practices, 'whiteness' is imbedded in a highly articulated social structure and 

system of significations" (Winant, 1997, p. 48). 

Warren (2003) explains that race is constructed through the repetition of verbal 

and nonverbal acts that communicate difference. In this sense, whiteness is socially 

created and cocreated in everyday interactions. Whiteness, however, cannot exist in 

isolation. Conceptions of whiteness are inextricably linked to conceptions of the Other. 

As Warren (2003) explains, "Race exists only inasmuch as it exists in difference to 

something else. Whiteness doesn't exist in a vacuum, but in relation to nonwhiteness" (p. 

33). However connected they are, the privilege that accompanies whiteness allows whites 

to interpret race as something other people have because,"even though their skin is 

infused with meanings and markers, the power that speaks to and through their banners of 

Whiteness ensures that they do not have to think about race or how it positions them in 

society" (Dei, Karumanchery & Karumanchery-Luik, 2004, p. 84). Although conceptions 

of race have changed over the years and white privilege has occasionally been challenged 

and disrupted, whiteness is both flexible and powerful enough to adapt. "Whiteness is 

always shifting, always reinscribing itself around changing meanings of race in the larger 

society" (Kincheloe & Steinberg, 2000, p. 178). Even the Civil Rights movement, which 

directly confronted ideas of white privilege, ended by being "reinterpreted, rearticulated, 

reinserted in the business-as-usual framework of U.S. politics and culture" (Winant, 

1997, p. 41). 

The study of whiteness must be careful not to essentialize white people. Skin 

color and the discursive practices that enact whiteness are not necessarily related. "There 



are many ways to be white, as whiteness ineracts with class, gender, and a range of other 

race-related and cultural dynamics" (Kincheloe & Steinberg, 2000, p. 180). There are 

certainly people with white skin who are shut out of many of the privileges associated 

with whiteness. However, although white people and whiteness cannot be conflated, 

white people are certainly implicated in the everyday production and reproduction of 

whiteness (Warren, 2003). This may be done unconsciously and without intent; 

expressions of white privilege can be enacted by people who hold no personal racist 

views. Winant (1997) explains, "It is no longer possible to assume a 'normalized' 

whiteness, whose invisibility and relatively monolithic character signify immunity from 

political or cultural challenge" (p. 40). Perhaps the differences among whites will provide 

a place for challenging whiteness and white privilege. 

Although whiteness is socially constructed and enacted in communicative acts, 

the true power of whiteness is how it become normalized so that for many whites it is 

merely common sense. Whiteness has been confirmed as part of daily life, manufactured 

by institutional arrangements. "The institutional design of whiteness, like the production 

of all colors, creates an organizational discourse of race and a personal embodiment of 

race, affecting perceptions of Self and Others, producing both individuals' sense of racial 

'identities' and collective experiences of racial 'tensions' even coalitions" (Fine, 1997, p. 

58). The perceptions are integrated into our beliefs and expectations. Much of whiteness 

is organized to protect whiteness. These protective mechanisms are all the more powerful 

because they, "do not directly appear discriminatory, nor do they seem to target and 

punish bodies of color in particular. Rather, they take the form of cultural values. 
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methods of learning, styles of interaction, and other educational rituals that continually 

reinforce the culture of power" (Warren, 2003, p. 49). This institutional racism: 

Consists of established laws, customs, and practices which systematically 

reflect and produce intentionally and unintentionally racial inequalities in 

American society. Individuals and institutions apply and create rules, 

guidelines, standards, procedures, and practices that create racist effects. 

Institutional racism exists when gross and identifiable disparities occur on 

the basis of racial group membership. (Carter, 1997, p. 200) 

In schools, which operate within a culture of power coded with whiteness, white 

students who enter schooling fit into the system of education without needing to alter 

their racial performance of self However, "Those who fall outside of the culture of 

power must learn and participate in the rules of the powerful, for it is the powerful who 

have made the rules, as well as the game, in the first place" (Warren, 2003, p. 41). 

Although the enactment of white privilege is often unconscious, whites have 

developed ways to protect and reinforce their privilege. For example, many whites claim 

that they are not racist because they value diversity and do not deliberately make racist 

statements. However, whether the enactment of white privilege is deliberate or 

unconscious, "Just because one does not intend to oppress others with an utterance or 

nonverbal expression does not mean that s/he is not responsible for the effects such 

communicative messages might have on others. If one reduces racism to intent, then 

whiteness is again protected through white talk; white folks hold no responsibility for the 
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perpetuation of racism and therefore they are free to keep inequities in place through their 

own inaction" (Warren, 2003, p. 55). 

Because whiteness is socially constructed, it carmot be repudiated at will. Asking 

the people who enact whiteness to eradicate such a powerful force that shapes their lives, 

rejecting their histories and white identities is ideal, but unrealistic. As Winant (1997) 

explains, "rather than trying to repudiate [whiteness], we shall have to rearticulate it" (p. 

48). 

The Preservice Teachers 

The four preservice teachers were chosen as a representative sample of the class. 

Although I chose these preservice teachers because they reflected the genders, races, 

ethnic backgrounds, and diverse perspectives of the larger group, their views did not fall 

neatly into stereotypical categories. While it is easy to make assumptions about these 

preservice teachers based upon aspects of their cultural identities such as race, ethnicity, 

gender and socioeconomic status, their views proved to be complex and sometimes 

contradictory. 

Jennifer 

Jennifer was a 20-year-old white, middle class woman who lived in Tucson for 

most of her life (see Figure 6.1). She considered herself nonreligious and family was a 

major influence in her life. She called her parents her best friends, and shared a house 

with her older brother, who was also a student at the university. She credited their 

closeness to the traditional structure of the family, calling it "the Norman Rockwell 
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Figure 6.1. Jennifer's Heart Map 

family", with married parents and a mostly stay-at-home mother, saying "I think judging 

by how things are today that it's easier for a family to be that close-knit when people sort 

of have those roles. You know, that traditional family role." Jennifer wrote that, "I have a 

sense of patience and understanding for others because my parents and brother have 

always been understanding towards me. I have an inquisitive nature due to the exciting 

environment I grew up in; with a logical attitude that I developed from the logical 

answers I received from those around me." Later she continued, "I have developed an 

inquisitive nature and a passion for travel with the quest of knowledge of other cultures." 
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Early family experiences vacationing in foreign countries left Jennifer with a passion for 

finding out about other cultures. These family experiences included a yearly family 

vacation sailing in the Caribbean. "I spend every summer living on a sailboat in the 

Caribbean with just my family, we bond and make our own adventures as amateur 

explorers." 

Jennifer initially struggled with the idea that her family had distinguishable 

patterns of behavior, but realized that her parents fostered a strong sense of family 

through the traditions they developed. She said: 

It's nothing traditional like your common traditions. We have strange 
traditions. We have the normal Christmas stuff that we do, but it's like. I 
would actually call it a tradition that in my family we had dinner every 
day. It was just known all through high school, all through elementary and 
middle school, no matter if I work, no matter if anything. 5:30 I was to be 
home and ready to have dirmer. And sometimes that would be going out to 
dinner but it would always be our family time dinner, no matter what. That 
time, that's when we all connected and talked. That's part of made our 
family so strong. We always knew what was going on in each other's 
lives. We were always there, we were always around each other every day. 
That was, I guess that's the major family tradition. But Sunday mornings 
we'd make some waffles or crepes or something like that. We'd have a big 
dinner, or big brunch that would kind of last us most of the day. Then 
we'd snack for the rest of the day. But we'd have a big brunch together. 
And Sundays were always like my dad and my brother and I working out 
in the yard or helping my mom clean up the kitchen or clean around the 
house. It was like Sundays were also our family day. 

Family dinners, regular vacations, and Sundays together were deliberately implemented 

by Jennifer's parents to encourage a sense of closeness and strong bonds between family 

members. Jennifer recognized that the values encompassed in such traditions were of 

primary importance to her life, and felt that as she eventually married and had children of 

her own that she would work to pass on those same values. 
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Another strong family value that was passed down from her parents to Jennifer 

was a commitment to community service. As a child Jennifer saw her parents work with 

the Boy Scouts and in other volunteer opportunities. When she began college, Jennifer 

joined Alpha Phi Omega, a campus community service organization. Jeimifer described a 

long list of projects that the organization had undertaken, from baking cookies for the 

children at Ronald McDonald house to setting up for Race for the Cure. She commented: 

I enjoy doing community service because I enjoy seeing, I like seeing the 
effect it has on people and you see how people appreciate anything that 
you do. But on top of that too, I've kind of felt like I've been a really 
lucky person in my life. My parents have never forced me to work, though 
I have by choice, you know, summer jobs or taken jobs during school. But 
they've always paid for me, I've never had really tough times, so I kind of 
feel that more that I need to give something back to the community 
because I've had it a lot better than other people have. It makes me feel 
better. 

Jennifer's aunt was heavily involved in community service as well and was a major 

influence in Jennifer's life. This aunt was also a lesbian. Jennifer was aware of and angry 

about homophobia and believed that it was important for her to educate her friends and 

acquaintances so that the world would become a more equitable place for her aunt and 

other members of the gay community. 

The desire for a more equitable world not only arose from her family, but other 

experiences that Jennifer had. Her travels around the world allowed her to witness several 

other cultures and social classes. Jennifer believed that her travels gave her insight in 

ways several other cultural groups live out their lives and provided an understanding of 

the injustice of poverty. This awareness carried over into a desire for action as played out 

in her involvement with community service. Jennifer also talked eloquently about her 
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finstration with the implementation of English-only laws in Arizona and her desire to 

work with English language learners in order to ease their way through school. 

Jennifer recounted a number of experiences with people of other cultures, both 

from her travels and her day-to-day life. As a child she attended school with primarily 

white students, though she noted that "there were children who were African American, 

Native American and Hispanic in my school and I was friends and friendly to all of 

them." She recalled that the first time she noticed people have different skin colors came 

through a school experience where the teacher implemented a unit on cultural 

differences. At home Jennifer asked her mother what difference skin color made. Her 

mother replied that it made no difference, and asked if Jeimifer thought less of two 

friends because they were Latino. Jennifer wrote, "At that point I actually had to stop and 

think to myself and picture my friends— the truth was that I hadn't even noticed that they 

were 'different.' Their skin color was irrelevant to me." She recounted another memory 

from high school, when students were supposed to attend an assembly about racism; 

It was just all of us friends, boys and girls both that were all walking to it, 
and we were like, what is this assembly about? And somebody says, oh, 
this and this. We all stopped and looked at each other. And it's like, two of 
my friends were African-American, one was Asian, two Hispanic, you 
know, there were Caucasians, so it was the biggest mix of anything. So we 
were like, screw this, let's go to lunch. So we left and we all went to lunch 
together. Like, we don't need to go to this, there's no purpose. 

Because most people in her home area were white, Jennifer thought that people of other 

races likely assimilated into that dominant culture. She also noted that the area she grew 

up in was primarily middle class and that people, no matter what their race or ethnicity, 

shared a common culture based upon class values. "People acted in that socioeconomic 



169 

class...I think people change less with ethnicity, people change with socioeconomic 

class." 

When Jennifer tried to define culture she returned to what had been powerful 

influences on her own life—the people she was close to and the contacts she had while 

traveling. She struggled with articulating her ideas: 

It's so hard. Um, culture I think, god, I use it in so many different ways. 
Because I'm sure there's some people who have a major culture. My 
boyfriend, you know, the food they eat because they're Italian. I've gone 
there and they spend hours cooking at a time. Culture I think has a lot to 
do with food. But a lot of their culture, they're a loud and happy family. 
And they, um, their culture is so, it's such a rich culture. They, they're 
very, I think it's how your family structure works is your culture. The kind 
of food you eat is your culture. Um, I think, no, family structure is your 
culture and, but then I can look at other countries and I am envious of 
other countries and their culture, where America, our culture, the 
American culture you work like a slave. In European culture you don't 
live to work, you work to live. And they have their two hour siesta. You 
work a few hours, then you do this and it's fine. And they're still very 
productive, it's not. I think that we're such over consumers that we have to 
work so much to get more, get more, get more. And they're just content 
with what they have. I think your work ethic is your culture too. How you, 
what you hold is important in that way, and what's important in your life. 

Jermifer saw culture as both embedded in and the result of choices made throughout your 

life. As she described what she meant by "embedded" culture, she gave the example of a 

woman who grew up in a male dominated society. Jennifer felt that a woman raised in a 

society with entrenched beliefs of male dominance would most likely choose a dominant 

man even if she moved to another society where she had other choices: 

And that's sort of the kind of culture that's embedded in you. It's that 
pronounced. I think it's when something in your culture, the culture that 
surrounds you is so pronounced that that's how you are. Some people do 
change, but I think there's a lot of different culture that's embedded in 
you. I think other examples, um, I think for me because of how important 
family is for me and how big it is in my life, I need that. And I think that 
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when I have kids they'll need that too because it'll be so pronounced in me 
and I'll want to carry that on so much that that will be embedded into them 
that, how important family is. 

While she did think that changing your culture was possible, Jennifer stated that there are 

some things, "...you're taught and there's no getting around it. Once you've experienced 

it you're kind of stuck a certain way." 

Yet Jennifer also believed that parts of your culture are the results of choices that 

you make in your life. She gave the example of her father. Although he grew up in a 

racist household, he made the choice not to continue with prejudiced beliefs. Jennifer felt 

that, "There's some things you don't have control about, but you do have a lot of control 

over how you respond and how you let your culture grow." She continued, "I don't have 

any control over the fact that I'm Caucasian, but I do have control over the fact that how I 

choose to respond to that." 

Jennifer believed that everyone had a culture, but felt that some people had a 

more pronounced culture. While she had had contact with many different cultures, she 

found it difficult to describe her own. Early in the semester she wrote, "When considering 

my cultural identity I had difficulty coming up with any defining cultural aspects of my 

life, since I am a descendent of many cultures." She did see herself as participating in a 

U.S. culture, but did not see U.S. culture as having a big impact on her life. However, her 

experiences in foreign countries allowed her both to appreciate and disdain certain ideals 

of the United States. Jennifer saw the United States as an open-minded country with 

excellent educational opportunities. She believed that "if you work hard enough you can 

accomplish stuff ..there's just more obstacles if you're in a worse start off position for 
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some people. But I think that's great. Someone who is bom poor can work their way up 

the ladder and do well. And I don't think you see that in other countries." However, 

spending two months in France also helped her see "what over-consumers and bullies we 

are...how wasteful we are. How loud we are and how sexual our pop culture is." 

In the end, though, Jennifer felt that it was difficult to talk about her culture. 

Because people in the United States come from so many ethnic and racial backgrounds, 

she decided that, "it's such a mix up of so many cultures that it's hard to define it, so I 

identify my culture with my family." She wondered how someone from another ethnic 

background would explain their culture. As an example she noted that Latinos have a 

strong cultural identity with "traditions and stuff" Jennifer believed people from other 

backgrounds would be able to talk about their culture more easily because they have a 

stronger culture. She said: 

I focus on experiences that I've had. And I think somebody else might 
focus on not so much experiences but traditions that are foundation things, 
that have always happened, will always happen, that kind of thing. And 
mine's just random experiences that have made me who I am. I don't 
know. 

She went on to explain, "I have my own kind of culture, I guess, but I don't have a cookie 

cutter culture." Other people, she said, had a more pronounced culture that they shared 

with large groups of people. Jeimifer described a friend who is Jewish who just became 

engaged to a man "who is also Jewish and they connect so well because their culture is 

identical. And I don't think I could find someone who has an identical culture to me." 

She defined "cookie cutter culture" as "exact same things" shared by a large group of 

people including the way people deal with things, the way they are raised, and holidays. 



172 

Jennifer also believed that her cultural identities are shaped by many things, but 

stated that "the least relevant things (though they are not irrelevant) are that I am female, 

age 20, a US citizen, a Tucson native, heterosexual, and Caucasian; all of these items 

shape who I am in many ways but they are things I tend to ignore because I've found 

them to be common causes of prejudice in some people." She decided that those things 

may identify her physically, but do not identify who she is as a person. 

Jennifer could, however, talk about ways that she lives her life that reflect her 

culture. She stated: 

I talk to my mom maybe three times a day. My phone bill has to do with 
my mom. My culture is my family structure and our values I would say. 
Your personal values and stuff. So I'm very school oriented. I live close to 
school. Part of the reason I live where I live is because I ride my bike. I 
don't drive unless I have to. I like the exercise, I like being outdoors. But 
the fact that I live with my brother, that proves what's important to me is 
being close to family and having those bonds. And the fact that, hopefully 
I'll get out of school in four and a half years, but the idea that school's 
important because work's important because you need to achieve. You 
need to be productive. Be motivated. I think that's such a big part of my 
culture. What else? I guess on a day to day basis my culture is, I 
incorporate family as much as I can in my life. I try to be motivated and 
reach my goals. And part of that's for myself and part of that's for society 
and part of that's for, you know, making the rest of my family happy, too. 
There's a lot of things that motivate me. 

Although Jennifer had more experience with cultures and worldviews other than 

her own than most of the preservice teachers, she had difficulty seeing that she, too, had a 

culture. She had initial, tentative understandings of systematic, structural issues of culture 

for other people, but when it came to looking at herself, culture became family and the 

traditions and relationships developed with the people she loved. 
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Vanessa 

A 21-year-old, white, middle class Catholic, Vanessa was bom in the United 

States to immigrant parents. Figure 6.2 shows how Vanessa represented herself in her 

identity intersection. Vanessa believed that she participated in both Mexican and U.S. 

cultures. She saw this as an advantage, saying: 

I feel I am well rounded because I understand and am part of two cultures. 
I consider myself Mexican because both my parents were bom in Mexico 
and when they came to the United States they brought a wonderful culture 
with them. I consider myself American because I was bom and raised in 
the United States. I leamed and appreciated the American culture. Now I 
have a combination of both. 

Vanessa's parents came to the United States after they married when they were in their 

early 20s. Several other members of the family have since immigrated to the United 

States, but many family members remained in Mexico. Relations with her Mexican 

relatives were sometimes strained and Vanessa rarely saw them. The small border city 

where Vanessa grew up was primarily inhabited by Mexican-Americans who spoke 

Spanish as their primary language. 

Female 
Catholic Mexican American 
Mexican & American Culture 

Southwest Suburban - Small Town 
Nuclear Family Youngest Only female 

— Normal Physical Ability 
English & Spanish 

Heterosexual 
Middle Class 

21 
I I 

Figure 6.2. Vanessa's Identity Intersection 
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Vanessa's parents struggled financially for several years, with both working 

several jobs as her mother went to night school and got an associate's degree. Because of 

the poverty of her parents' childhoods and the early years of their marriage, "I was 

spoiled a lot because there was a lot of things that my mother didn't have that she wanted 

for her daughter. So, I had the big quincenera, you know, my room was filled with all the 

dolls I could ever want and stuff like that." Her father also sought out education, taking 

night classes to leam English. As a young child, Vanessa helped her father with his 

English lessons, hi return he helped her with math. Vanessa wrote: 

I sat at the kitchen table with my dad helping him with his English 
homework. We composed sentences, read stories, and completed all his 
assignments. I was his little teacher. "Mi maestrita" as my dad called me. I 
feel I acquired more knowledge from helping my father than that at 
school. 

Vanessa believed that in return for the time she spent helping her father with his English, 

he taught her honor, respect, wisdom, and work ethics. She saw the evenings they spent 

together as time when he passed down important cultural values. Her parents' search for 

education had an influence on Vanessa and her two brothers; all three children either 

attend or have graduated from college. 

While Vanessa valued her heritage, she struggled with some aspects of Mexican 

culture. As the only girl and the youngest in the family she "used to get teased often by 

my brothers and was seen as less." Her family lived out gender roles along fairly 

traditional lines and Vanessa was expected to accept that: 

My gender roles were really defined because I was the female. And my 
brothers were the males... I got to play inside with my dolls and they went 
outside to play with the balls and stuff ..You know, they would do yard 
work but I would clean the bathtub or wash the dishes. So those are the 
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kind of roles that I had. When I was six years old I started doing my own 
laundry. 

Vanessa saw this as an unconscious choice by her parents, saying, "to them it's just girls 

play with dolls and boys play with cars. So I would play with their cars and stuff, but yet 

I wouldn't get cars." 

Vanessa related these gender roles directly to her culture. "You got to understand 

that I'm female. And then I'm in Catholic and Mexican-American culture. That there, it's 

kind of stereotypical, but that there says a lot of who I am. I'm a female grown up in the 

Mexican-American Catholic family. And [that] sets a lot of characteristics." She stated 

that if one looked at a group of Mexican-American Catholic women one would see many 

similarities across the group. However, Vanessa rejected some aspects of the culture she 

grew up with. An amateur photographer, Vanessa described a photograph that she set up 

to depict her identity: 

It was kind of related to culture how I was kind of stuck in this box of who 
I'm supposed to be. And because I'm stuck in this box there's a shadow 
casted on my face because there's some identity lost because I'm still in 
the box. The bars on the chair are kind of crooked, kind of like I'm pulling 
apart, so I'm still in a box, but I'm getting, it's like there's more flexibility 
there. So that's what I was seeing. And you really can't tell, but I'm 
wearing a man's shirt. So that's kind of a part where I'm trying to get out 
of the box, not being stereotyped. So that was that picture. I was trying to, 
I mean, because there was a shadow casted, but it's not completely dark. 
So there's still hope for myself, there's still a way out of just being the 
norm. So yeah. And these are how some of them are. I'm wearing a cap 
and just kind of...not doing very feminine stuff. 

Vanessa hoped that she could pass on aspects of her Mexican culture to her future 

children, explaining that while cultural loss was inevitable, she wanted her kids to know 

at least some of her culture. When asked how she currently lived her life in ways that 
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reflect her Mexican culture she replied, "I have, like, ten saints in my house. Food. 

Language. Traditions, morals." She later explained she would want to pass on traditional 

values of hospitality, "Just kind of, come on, join us, the more the merrier, kind of that 

hospitality." She grew up with family values of: 

You have to respect who you are. Well, I know that my mom values that a 
lot... God is very important to our lives. Growing up we always went to 
church. We did the whole catechism, the whole confirmation, first 
communion, everything. Family is very important and being together is 
very important to our culture What else is important?...we have a lot of 
morals growing up. It's kind of like being self-respectful. This is like, I 
don't know, you have a higher power to answer to when you die, and what 
are you going to tell him when you get there, you know. This is what I did 
with my life. You gotta do good things with your life...You got to take 
care of yourself Because if you're not well taken care of you can't take 
care of other people. If you can't, if you don't love yourself you can't love 
other people. 

Vanessa saw her culture now as "kind of mixed up." As her parents spent more 

time in the United States, they became increasingly accustomed to the ways of life here, 

passing them on to their children: 

The whole American culture was new, you know. Now we have a balance 
where it's American and Mexican. You know, we'll celebrate 
Thanksgiving and Cinco de Mayo. We'll do both. I remember when we 
were really little we used to still go shopping in Mexico. Like, for our 
groceries. Then after a while my mom started shopping in the United 
States for groceries and it just kind of changed. Getting used to the fact [of 
being in America]. 

Being a U.S. citizen was as important to Vanessa as her Mexican heritage. Vanessa 

considered the American dream to be part of U.S. culture. "Going to a baseball game on 

Sundays with your family, or celebrating the 4th of July." She saw more educational 

opportunities here than in Mexico and greater opportunities to be who you want to be. 

Vanessa also saw social class as important in the United States, saying, "when I think of 
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middle class I think of people that have worked hard to get where they are. That's what I 

view as middle class. Where if you're in a high class, maybe you haven't had to work 

that hard. If you're in the poor class, you have to work even harder. It's hard to get out of 

that." 

Vanessa saw some tensions between her Mexican culture and U.S. culture, 

particularly between the traditional Mexican morals and youth culture in the United 

States. She tried to find a balance between the two, and felt that she was generally 

successful. She also noted the difficulties of fitting in. When she visited Mexico she 

reported being seen as too American, and when she left her border hometown for other 

parts of the United States, she was too Mexican. She occasionally experienced prejudice 

because of her ethnicity, mentioning social situations where the only Latinos were the 

ones working and overhearing remarks made by other preservice teachers. "I've heard 

comments like, 'What if we get a kid from Nogales who can't speak English?' And I'm 

like, what do they think, that we're stupid? I mean, that we're ignorant?" She recognized 

that problems with racism and discrimination in the United States have gotten better, but 

felt that they have not yet disappeared. 

As Vanessa has become more assimilated into the mainstream cultures of the 

United States, she also found that she has lost fluency in Spanish, her first language. 

Although she spoke only Spanish until she entered kindergarten, as an adult she was 

beginning to find it difficult to talk with her Spanish-speaking relatives. Bilingual classes 

were available when she was a child, but Vanessa was in English-only classrooms. She 

does not remember this as being difficult, and while she hopes her future children will 
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predominantly Spanish while she was growing up, saying, "So in the classroom you'd 

speak English and in the playgrounds or during break we'd speak Spanish. The downfall 

is that we would talk Spanglish so that's not such a good thing, I guess. Because we 

didn't become fluent in either language, we'd just kind of combine." When she first came 

to the university to study, Vanessa felt her English was poor, and worked hard at 

improving it. 

Vanessa stated that the cultures of Mexico and the United States were 

"predominate" in her life. However, she believed that she participated in more cultures 

than just those two: 

I consider being a university student part of a culture and belief system. I 
participate in that. And then an American culture. I'm part of that. And 
then the Mexican culture. I participate in that, too. And...what else? And 
then, I don't know, there's like a culture within my friends also. We have 
our traditions and what we do. What we do, what we eat. As part of a 
college student, food is fast food, you know. As part of Mexican, food is 
menudo. American, hot dogs. 

Vanessa saw participation in a variety of subcultures desirable because it "makes you a 

well-rounded person. You can cope with and handle yourself in different situations." 

Vanessa defined culture as "food, clothing, music, family orientation. All that is 

culture...it's what gives your hfe flavor, you know. Or else it'd be kind of bland." She 

continued, "Even you have your family's culture...! think there's culture everywhere. 

Values and traditions are culture. Every family has their traditions and their routines and 

that's part of their culture. I think everybody has a culture." Vanessa considered culture 

learned, coming fi-om "our ancestors and our parents and their parents. It goes on." She 
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made a distinction between ethnic background and culture, explaining that "Hispanic is 

more of an ethnicity or race. Not so much a culture. Because let's say I'm American and I 

can be involved in the Mexican culture but I'm not Hispanic...I can be Hispanic and not 

know anything about Mexican or Hispanic culture." 

Vanessa believed that cultures might change over the years and that people may 

begin to participate in new cultures, but she did not think that anyone could completely 

lose a culture to which they belong. She discounted the idea held by some of her 

classmates that people of color have more culture than European-Americans. Instead, 

Vanessa thought that cultural aspects that are normal for middle class whites might be 

invisible to them. She also wondered if the fact that the United States contains so many 

subcultures might play into the feeling that the culture of the United States is not easily 

defined. 

Vanessa concluded her thoughts on culture by explaining: 

I wouldn't be who I am without my culture. I would be a completely 
different person. Just how my friend is, she's a completely different 
person. She grew up with a different culture. So it's completely shaped 
who I am. And it will continue to as, you know, situations change and I'll 
probably adapt new cultures. So yeah, I don't think it, it has a lot to do 
with who I am. All of the culture and the beliefs that's how my parents, 
that's how I was raised according to those cultures and those traditions and 
those beliefs. Like if they had a different culture then they'd raise me 
differently and I'd be a different person. 

Mike 

One of the few men in the class, Mike was 21-years-old from a white, middle 

class Jewish family. In Figures 6.3 and 6.4 Mike represented himself in two maps. 
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Figure 6.3. Mike's Identity Intersection 

He spent his early years in New Jersey, moving to the southwest when he was 

approximately ten years old. The process of transitioning from the east coast was long 

and gradual. Although you could still hear the New Jersey in his voice, Mike considered 

himself a southwestemer and wanted to stay in the southwest after graduation. Mike saw 

the difference between the east coast and the southwest to be primarily a matter of 

weather. However, he also thought that schools in the east had higher expectations for 

their students. As a child he attended speech classes in New Jersey because of genetically 

caused hearing loss. He has worn hearing aids since he was a baby. Mike compared his 

New Jersey origin to his social class, saying "I am originally from New Jersey, but it is 

not as important to me as coming from a middle income family. Many people judge you 

about your class status and I believe I am very much like everyone else." 
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Figure 6.4. Mike's Literacy Map 

Mike came from a strong family, and credited his extended family, particularly 

his father, for making him who he is today. When describing his identity intersection 

Mike wrote, "The next important word is Nuclear Family. I have been deeply influenced 
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by the way my family brought me up. They raised me to be a courteous, generous, 

respectful, truthful and well-mannered person. They taught me the differences between 

right and wrong." They also influenced his choice of career. A number of his relatives 

have worked as educators or with youth in crisis. His father, now a social worker for 

Child Protective Services, helped Mike get a part time job at a shelter for abused and 

neglected children. His grandmother had lived with the family for many years and was an 

important source of nurturing and comfort. Mike had been involved with sports from the 

time he was very young and said, "I would say the biggest thing that's affected my life is 

being athletic. Because I did a lot of sports stuff. Soccer was pretty much my whole life 

when I was younger and I'm still playing now. All the different trips that we went to and 

traveling teams and practice and this and that I would say has been a big part and still is. I 

played soccer three nights a week, so that's pretty much half the week that I'm playing 

soccer." His approach to sports carried over to the way he lived his life: 

When I was a little boy I was the smallest person on the soccer field, but 
that did not hold me back from being the hardest working guy on that 
field. The coaches called me the Energizer Battery because I never 
stopped miming...My mentality is all about getting things done and not 
quitting. 

Mike found the semester-long theme of cultural identities difficult. He struggled 

with defining culture and examining how it influenced his own life. Much of the time he 

wavered between accepting and resisting the idea that culture was were important. In the 

final interview he tried to clarify his thoughts in an extended sequence: 

Mike: I always have problems in distincting between culture and ethnicity 
and religion. 

Janine: Ok. Go ahead and give it your best shot. 
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Mike: Well, like what's ethnicity? Is ethnicity like you're white or 
whatever, or you're English or something or what? 

Janine: You said, culture, ethnicity and religion. Are they related? 

Mike: Yeah, obviously I think they're related. 

Janine: How are they related? 

Mike: They all represent who you are. 

Janine: Ok. 

Mike: So ethnicity would be like European-American or whatever? So 
culture would be sort of the same type of thing, African-American, Latin 
American culture, whatever, democracy just like we were talked about the 
other day. Mexican-American, you know, how Mexicans have the 
different kind of culture than what we have. They have different 
celebrations. Maybe their family life is a little different. 

Janine: So what would you say is part of culture? If you were looking at 
two groups of people and said, oh! These are two different cultures. How 
could you tell? 

Mike: Maybe different belief systems or something. This culture believes 
in something else, some god, and this person, these people believe 
something else. Maybe their family structure. Their moms are all sort of a 
stay at home mom or something and the dad earns all the money. 

Janine: Anything else that might distinguish two cultures? 

Mike: Maybe the way they dress. The way they act, um. Towards other 
people or act in general. Um. Maybe their language. 

Although he found it difficult to articulate, Mike had a thorough definition of culture, 

eventually mentioning family structure, beliefs, economic processes, political systems, 

language, religion, the way people act, and traditions. He saw culture as something that 

could change over time, giving as an example his brother-in-law, who is converting to 

Judaism after marrying into a Jewish family. 
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Because he had rarely thought about the impact of culture, Mike did not believe 

that culture was important to his own life. Early in the semester he wrote, "My native 

language is English and I am a US citizen. They clearly identify the type of culture in 

which I have been raised." Later he said, "I have no culture, I guess...I never really think 

about it, I just sort of go on my merry way...Basically I could care less. You know, it's 

not really a big thing to me. But with this, for other people you have to respect that." 

Other people, Mike explained, take culture very seriously. "They always do all the 

celebrations and whenever they have family get togethers they're doing certain things 

that represent their culture." Mike saw his beliefs about being an honest and respectful 

person as far more important than any other aspects of his identities. 

After saying that he had no culture, I asked Mike if there is a Jewish culture. He 

immediately responded, "Yeah. If you've ever met a Jewish grandfather, how they act. 

You know. My family acts a lot differently than some other families." Being Jewish has 

played a large role in Mike's life. "I went to Sunday school and I had my Bar 

Mitzvah...on Tuesdays I had to go to Hebrew school and learn Hebrew and everything. I 

had to study a lot because I'm going to be teaching the people in the congregation...I try 

to go to the High Holy Days, but I'm just so busy that it's hard to do much of that. I'm 

not an ultra religious person, you know." However, when Mike discussed being Jewish, 

he usually chose to talk about it in terms of holiday celebrations and keeping kosher. 

"Being Jewish has influenced the things I eat. I try not to eat foods with milk and meat 

together because it is in the Jewish religion. I also do not eat pork, shellfish, lobster, etc." 
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Later he wrote, "My beliefs are very strong and make me different firom those who 

believe in something else." 

Mike saw some generational differences in how people were Jewish within his 

family. He remarked that while he tried to keep kosher, it was not always possible. "If I 

have to eat I gotta eat...I'm not gonna starve myself to death. God's not gonna kill 

me...my grandparents, they keep kosher, they're a lot more kosher than we are...my 

grandpa is kind of wondering why." His grandfather also disapproved of the way Mike's 

immediate family celebrated Hanukkah. "We have a, we call it a Hanukkah tree. My 

grandfather saw, he got upset because he has a son, who's my dad, who has a tree and he 

doesn't think we should have that. He's older, a different generation." This maybe 

explained by the fact that Mike's mother came from a Christian background and 

converted to Judaism when she married. 

Mike had difficulty articulating what the overarching culture of the United States 

is, but with some encouragement decided that democratic political structures such as 

elections and constitutional rights played a large role in how United States citizens live 

their lives. He continued by talking about free markets and capitalism, a high level of 

technology, and personal freedoms. Mike believed that within a broad context of U.S. 

culture there exist smaller subcultures. He rejected the idea that to be a citizen of the 

United States means that you must speak English, saying that people's languages should 

be respected. However, he noted that English is the language of commerce and the 

government and that everyone needed to learn it for pragmatic reasons. After this 

discussion, however, Mike returned to saying that the people of the United States did not 
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have a distinct culture, stating, "We don't have that. Americans, we don't have a distinct 

thing from Mexicans, how they have different celebrations...certain rituals." 

Mike had never noted tensions between participating in a Jewish subculture and 

living within a broader context of U.S. society. He always "merged" with the group: 

I mean obviously in schools they never did anything around Hanukkah. 
As far as my schools, they just did Christmas. You know, Christmas 
songs, let's make Christmas trees...it was nothing about oh, well let's 
discuss Passover or this and this and that. But I didn't feel any let down or 
anything...That's just the way it was and that's what you went by. I didn't 
really think that, it wasn't a big deal to me. I guess some people take it as 
a big deal. 

He acknowledged that such tensions might exist for other people: 

No, I've always merged with any friends of mine. Jewish people, all 
different religions. I go back and forth obviously. But I would say that I've 
witnessed this in my neighborhood where my parents live. I knew a friend, 
his name was Elvis. And it was a little Mexican family. The mother didn't 
speak much English. She's living in a white neighborhood, pretty much. 
She can't really talk to anybody, so they moved. They moved to a part of 
town where they could be their culture was. People do that. I would say 
that I merge. 

Mike made a distinction between participating in a culture and belonging to a 

culture. For example, he noted that as a child he hunted for Easter eggs and celebrated 

Cinco de Mayo in school. However, while he took enjoyed some aspects of Christian and 

Mexican cultures, he did not belong to them. 

Throughout the semester Mike wavered on the importance of aspects such as race, 

ethnicity and gender on his life. He was cautious about expressing any view that might be 

considered controversial or that might be insulting his classmates or to me, preferring to 

stay within safe boundaries. Although he did engage with new ideas, he did so carefully, 

often making statements and then retreating from them. When speaking about race at the 
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beginning of the semester he wrote, "I am a white American man. I do not really think 

my race has had an impact on my life and identity. I do not look at it in that context. I 

have never looked at my race in a way that it has influenced my life or identity." Later he 

discussed his identity intersection with me, saying that he did not see his race as 

important. I asked him to explain and he said, "I mean, does it make a difference if you're 

white or black or this or that, well, it could because that would affect your culture. I guess 

that has affected me because I've been able to, you know, white is the majority 

population so I haven't been singled out by others. You know, maybe sometimes some 

people do." When thinking about how his gender has influenced his life he initially 

rejected the idea that there are any gender differences at all, worrying that our class 

discussions which called attention to perceived difference was stereotyping. "It's very 

stereotypical, the classes and stuff we've done is all stereotypical. The man do this and 

the women are for the caring and the men for the mind and the, you know, and they're 

higher up on the ladder and everything." However, when I asked him to think about how 

his life might be different if he was a woman, Mike went on to explain several ways that 

his gender has affected him: 

Being female I would probably make less money than males. Maybe men 
would treat me, obviously men are going to treat me differently as far as, 
oh, maybe they're going to say I'm not strong enough or something, which 
obviously could be totally wrong. Women are just as strong as men. 
Obviously the whole idea of, the sexual issues and stuff like that, that's a 
very different part. I would say that would be the biggest part of it all. 

He later distanced himself from the idea that gender had an affect. "Obviously women are 

still athletic, and they do tough things and they can go into certain jobs and stuff like that. 
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Maybe I would have, I don't know. Obviously I'm a male and obviously men go into 

teaching too, so I'm not sure." 

Jackie 

Jackie was a 21-year-old white, middle class woman who had lived in Arizona all 

of her life. Two maps, Figures 6.5 and 6.6, represent Jackie below. 

Education First-Boru Friends 

Christianity Job American 

21 Family Physical Ability 

Morals Goals Caucasian Priorities 

English Physical Appearance 

Female Rural Background Inspiration 

Childhood CoOTptehensio,rx of the World 

I 

Figure 6.5. Jackie's Identity Intersection 
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Figure 6.6. Jackie's Literacy Map 

Jackie came from a strong religious background, with parents who were 

nondenominational Christian missionaries working with Native Americans. She spent a 

large chunk of her childhood living at a mission boarding school attended by Navajo and 

Apache children. Her father served as administrator and pastor and her mother helped out 

in a variety of ways, including teaching kindergarten and preschool and doing secretarial 

work. The family— Jackie, her parents, and three siblings— came to the mission when her 
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father took a job as an assistant to the administrator. A few weeks later the administrator 

quit unexpectedly, and her father took over. 

Life at the mission was difficult in many ways for Jackie. She enrolled in the 

mission school and was one of the few European American children there. Jackie 

explained that the children who attended the mission boarding school often came from 

rough home situations filled with addictions and abuse. While they were sent to the 

school for a more stable life, they did not want to be there and sometimes took out their 

frustrations on Jackie. She added, "There's some bitterness about past things and present 

things with just political things. And kids say what they hear their parents say, so I got 

bulhed a lot, beat up...I got picked on a lot." Jackie's parents did not step in because they 

had their own problems of adjusting to life on the mission. "So they didn't really see 

what was going on and I've always been really independent so I wouldn't tell them. I'd 

think, well, I can take care of myself It definitely made me a stronger person, whether for 

good or bad." Jackie credited her survival of attending the mission school to her best 

friend, another European American child whose parents taught at the mission: 

That was very hard. If it weren't for her I couldn't have done it. There's 
no way. Because I still would go home and I'd cry because I wanted these 
kids to be my friend so bad. And they'd be my fiiend sometimes, like 
when I could get them out of dorm to stay at my house. Then the next day 
at school they'd be like, stupid white girl and stuff like that. Just stuff that 
kids do, but even harder when you're different than they are...really I 
hated it when I was little. It was horrible. And if it weren't for [my friend], 
I couldn't have done it. I'd have just been a mess...And the population, we 
had taken another boarding school about three hours away closed and we 
took in all their high schoolers. And they were a lot more lax with their 
rules, so these kids came in and they were doing drugs and drinking and 
really violent.... I'd have kids who were six years older than me in my 
class and they'd beat up on me and my roommate. And boys would be a 
little more aggressive than they should be to a twelve year old girl...It was 
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definitely kind of lonely. [My friend] just made it better. We'd just go and 
play out in the woods at night and escape for a little while. 

Jackie's time at the mission did have a good side. The rural area proved to be an 

incredible playground and she delighted in the times she had with her best friend and her 

brother. Because there were few other playmates, Jackie and her oldest brother became 

very close. She considers herself "still rural at heart" and hopes to return to the mountains 

after she graduates. 

Life at a mission school in a rural area was an isolating experience, although 

Jackie did not realize how isolating it was until she had the opportunity to go to a nearby 

public high school: 

I didn't see the world that was right outside my door for a long time. Until 
I started going to the public high school I didn't know anyone that lived 
around me. I lived on the campus of the mission for a period of time. I 
lived with my roommate's family, so 11 of us in a doublewide trailer for 
about two years. We lived out even farther out in the country for a couple 
of years, out in a cabin. And I was very content with that. My roommate 
and I would just go play in the woods and kill grasshoppers and bury them 
and make cemeteries. Weird things like that. Dressed the neighborhood 
cats in Barbie clothes... The kids just all came to church there, all the staff 
came to church there and just kept in very tight knit. Definitely going into 
high school is the best thing that's ever happened to me. It just kind of 
opened up my eyes to a whole 'nother world out there. 

Jackie explained her transition from the mission school into a public high school: 

We didn't have a tv. No current events, had no clue of anything that was 
going on in the world. I didn't even know my president's name until I 
started high school. Just books, I had access to religious books only so 
then I became an avid reader when I started high school. I didn't know 
trends, music that was popular. I didn't know anj^hing about the world 
around me. It was all based off of biblical, conservative, it was kind of 
bizarre...when I started people looked at me and they thought I was fi-om a 
foreign country. They thought I was a foreign exchange student because I 
had a Navajo slash mid-eastern accent. Somehow my speech was 
definitely different when I started high school. And my clothing was very 
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different. Just very naive and innocent. It took about nine months in high 
school before I started meeting people and making friends. And then from 
there it just went a little nuts. And then getting a car made a big difference 
also because then I had a lot more independence. I started rodeoing, 
hunting, and stuff like that and made friends that way. And that's, my 
hobbies now are really around that and the people I associate with now are 
people who want to be outdoors, go hunting and camping and stuff like 
that. Which I don't think ever would have happened had I not, had I stayed 
and graduated from high school there at that little mission school. 

In high school, however, Jackie became a different kind of minority. Instead of 

being one of the only European Americans in a Native American situation, she found 

herself one of the few people who did not belong to the Church of the Latter Day Saints. 

The school community also displayed a lot of prejudice against people of color. Because 

Jackie was white, she found it easier to fit in at this school. She noted that as a group, the 

Native Americans at the mission were trying to push outsiders away. Members of the 

Church of the Latter Day Saints were trying to pull outsiders in. 

Jackie's experiences in situations where she was an ethnic or religious minority 

gave her insight into the impact of cultural identities upon her life. She understood that in 

the broader U.S. society her skin color was an advantage, saying, "It has a lot to do with 

just privilege." However, while she recognized white privilege, she also felt that because 

she was white she was not allowed to feel pride in her own ethnicity. She wondered why 

it was all right to have days and months dedicated to a specific race or ethnicity, but not 

all right to be proud of her own heritage. 

Jackie had a strong family and called them both her harshest critics and most 

loving supporters. She said, "My mother is my heroine. I am who I am because of the 

qualities she has shown me through her actions." The family's conservative, religious 
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background had a lasting influence on her beliefs and how she lived her life. However, 

Jacque labeled herself "the black sheep" because she was not quite as conservative as the 

rest of her family. She said: 

I think growing up in an environment where I had to go to Bible school, to 
Bible class every day. I had to go to church every Sunday, had to go to 
chapel every Wednesday. Can't do this, can't do this, can't do this. Made 
me just want to do it all the more, so I was kind of a rowdy teenager and 
got into alcohol which was bad at a very young age. In a rural [setting] 
there's about three or four things you can do and they're all damaging to 
your body... I consider myself religious. I don't want to push what I 
believe on other people and I feel like my family does that a little bit. 
Well, they're missionaries, so it's their job! 

Jackie considered her identity as a citizen of the United States important to her 

culture. She explained, "My freedom to have the religion I have, to go to a school that I 

go to, to be able to afford to go to school and to own the possessions that I have, to work 

the job that I have. To be free to associate with people that I do are all because I am an 

American. So that's a very big part of my culture." When I asked her to continue talking 

about that she replied, "America is fun because there isn't a culture. It's, there's an 

umbrella of [being] American and that's about it over the whole soup of stuff. Tons and 

tons of stuff. And just because someone's an American does not make them even 

remotely close to, similar to some other people that are American. They can be complete 

opposites in almost every aspect and still both be Americans." She further explained that 

the "umbrella" of being American included the rights people have as United States 

citizens. 

Jackie did sometimes feel tensions between her cultural identity as a conservative 

Christian and her cultural identity as a youth in the United States: 
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There's a part of my cultural identity that's very religious and there's the 
part of my cultural identity that's the party girl and, um, I want to know 
everything and I want to know what everything feels like, what the world 
has to offer I want to know. And in my religion you don't want to seek 
that. You shouldn't even want to know and so those conflict. That's my 
biggest conflict in life in a lot of things. Is it right for me to want to do 
things that are not, to a traditional Christian person are not right. Even 
listening to music on the, secular music on the radio. 

She believed that at the time of the study she had found ways to resolve those tensions in 

her own life. Jackie did not recognize any other tensions between aspects of her cultural 

identities, saying, "I've been different so long from what's normal in my area that I just 

ignore it now...So if there are conflicts I've just kind of turned a blind eye to them a lot of 

the time because I'm tired of trying to please other people and trying to fit in with other 

people, and finally got satisfied with just being me." 

Jackie defined culture as: 

Culture is traditions and religion probably plays a big part in culture. It's 
what you associate, how you associate yourself with other people. Like 
your style of clothing, your beliefs, your speech and language and the way 
you raise your children and the way families are structured. All of that that 
is similar between a group of people would be what I consider culture. 

She believed that people could belong to more than one culture at a time, giving as an 

example a European American cousin who married a Latino man. Because her cousin had 

learned Spanish and had been integrated into family activities, she now belonged to both 

cultures. Jackie doubted that people could completely assimilate into another culture, 

however. In addition, no one could completely lose the culture into which they were 

bom. "Your roots are just always going to be there. Whether you like it or not." 

Jackie explained that culture comes from "human's desire to belong to something 

and to have something that's just theirs. Kind of to push other people out as well. And so 
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there became groups of people that had different viewpoints on things and they would 

fracture and would develop two different cultures and they would make their own ways 

of things." People became enculturated as they grew up. While culture does not always 

change as a person gets older, "to me a well rounded person would change a little bit. For 

me that's part of what I'm really thankful to the university and high school for doing, for 

giving me the desire that I want to know everything about everybody." 

Jackie considered her culture "middle class Anglo-Saxon American. Christian." 

Although much of her life was not spent living by what most people would consider 

middle class standards, Jackie explained that was because of the circumstances of the 

mission, not because of a lack of money. Class differences, to Jackie, were based on 

financial ability, worldly possessions, and the way people live their daily lives. She gave 

the example of how people play: 

It takes money to do a lot of the things that the upper class specifically 
would do. For instance, my mom got to go on a cruise but it was because 
they got hit by a semi truck from a major corporation! And the corporation 
gave them money not to sue them. But I have people where I work who 
are making $150,000 a year and that's a summer regular thing for them to 
go do. So we play with a camping tent and drive to California. 

Jackie lived out her culture in other ways: 

I go to church on Sundays. I drive a brand new car, which probably 
reflects my socioeconomic status that I'm able to do that. I go to school 
and I'm working towards becoming a teacher so that all reflects part of my 
culture. I do very, from my culture very traditional female roles. I'm the 
one who cooks in my home, I'm the one who cleans in my home...I do the 
standard, like, eight to eleven day. Right now I'm working a full time job 
and I'm a weekend warrior. I go play on the weekends which is maybe I 
think common of most people that I would consider in my culture. 
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Jackie explained that she grew up in an environment with traditional gender roles and that 

she would like to continue that. "I see myself doing that in the future. I see myself as a 

wife and a mom. And that's part of why I chose the professions that I chose, so I could do 

that." 

Jackie had other values as part of her culture: 

My religious beliefs are clearly very big for me. And I really value 
friendships and family, people. Because everything else is temporary but 
the relationships you make with people are for real...being honest with 
people and just always being real and not putting up something to be 
accepted by somebody because eventually it's going to come out that 
that's not really how you are. And I also believe that you have to work for 
what you get. That nothing's free and if you work hard you're going to be 
proud of yourself when you get what you want and then you set another 
goal and work for that one. 

Because of her unique life experiences Jackie had thought about issues of culture 

before this course. She had definite opinions and beliefs about her own cultural identities 

and those of others. While Jackie certainly had unconscious assumptions, 

misconceptions, and unexamined values, as did all the other preservice teachers, she was 

perhaps the most articulate and thoughtful about what was important and influential in 

her cultural worldviews. 

Interactions with Issues of Culture 

Throughout the semester the four preservice teachers interacted with issues of 

culture as they read and responded to children's literature that depicted a variety of 

cultural perspectives and as they examined the role culture plays in their own lives. The 

preservice teachers' interactions with culture fell into six categories: Ethnocentrism, 

Becoming Aware of Other Perspectives and Cultures, Attempting or Rejecting 
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Understanding of Others' Perspectives, Valuing Other Perspectives, Recognizing 

Prejudice and hijustice, and A Call for Action. 

Ethnocentrism 

hi interactions with culture that fell into this category the preservice teachers were 

limited to their own worldview and unable to move beyond the perspectives with which 

they were most familiar. Their ethnocentric beliefs saw the cultural values and behaviors 

of these preservice teachers as valid and superior to others, as well as being universally 

applicable (Hernandez, 1989). The preservice teachers assumed that their worldviews and 

cultural traits were normal and saw other worldviews as weird, exotic or wrong (Gollnick 

& Chin, 2002). They did not recognize others might see the world differently and often 

had preconceived notions that may be based on misinformation. Sometimes the 

preservice teachers felt sorry for others but did not make attempt to understand their 

lives. 

The preservice teachers often responded to the multicultural literature and class 

engagements with the assumption that everyone viewed the world through the same 

cultural lens. Their own worldview was normal; anyone who saw things differently was 

abnormal. Mike looked at a wealthy family that chose to leave city life for the coimtry in 

the book Bridge to Terebithia (Paterson, 1977) and decided that "this idea in the story 

was very weird." He thought that moving from the city to a farm would mean a lower 

standard of living and could not understand why anyone would want to do that. Mike also 

had trouble understanding that different time periods had different cultural values. He 
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called school discipline in the early 1900s "immoral" because it included corporal 

punishment. 

How people lived as a child shaped ethnocentric responses. Jackie assumed that 

everyone had a childhood that mirrored her own. She enjoyed Jerry Spinelli's (1998) 

autobiography Knots in My Yo-yo String because she connected so strongly with his 

activities outdoors. She wrote, in part, "Being a kid means not worrying about 

tomorrow...in My Yo-yo String does a good job of expressing the carefree youth of 

children...Because of those universal traits, I am sure this is a book that many can relate 

to and enjoy." Vanessa also coimected with a book that reminded her of her childhood. 

Any Small Goodness (Johnston, 2001) is set in a barrio in Los Angeles and Vanessa saw 

strong similarities with the neighborhood in which she grew up. Because the barrio was 

her childhood home, she had great difficulty understanding the negative reactions of 

some of her classmates who felt that the portrayal of the barrio was too positive, with not 

enough attention paid to gang activity, drugs, and crime. They had no real life experience 

of the barrio and so judged the positive depiction as unrealistic. Vanessa, who grew up in 

the barrio, could not understand how anyone would look down upon her childhood home. 

At times, both Mike and Jackie judged people with other worldviews as inferior. 

Mike was pleased when the grandmother in The Wednesday Surprise (Bunting, 1989) 

learned how to read, saying, "This made me think about how now the grandma can learn 

new things and explore new ideas that she was never able to do when she was younger." 

He discounted the idea that she could have had a rich, worthwhile life while also being 

unable to read text, hi another response, he was disappointed when his penpal drew a 
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picture of an American soldier killing an Iraqi soldier because it did not portray his view 

of the war. Mike worried that his penpal was learning biased information. It did not occur 

to him that his penpal might have had a different view of the war. Jacque dismissed the 

possibility of someday teaching Native American students, saying that school was not a 

priority for most Native Americans and that they did not try to succeed in school. 

Because the Native Americans that she had had contact with had different educational 

priorities than her own, Jackie did not want to waste her time with them. 

The preservice teachers sometimes felt sympathetic towards people of other 

cultures, but made little to no effort to move beyond feeling sorry for them. After reading 

Esperanza Rising (Ryan, 2000) Jackie wanted to comfort Esperanza, saying, "I felt so 

bad for her! I just wanted to be like, I'll take care of you. You can come stay with me. 

Poor little thing." She had the same reaction to Miracle's Boys (Woodson, 2000), another 

book where the main character lost a parent. However, she made no attempt to 

understand life as a migrant worker or in a poor urban area. Her sympathy limited her 

understanding. 

The preservice teachers often responded to literature and cultural issues from a 

base of preconceived notions. These ideas were often wrong. Both Jennifer and Jackie 

disliked The Friends (Yumoto, 1992), feeling that it gave an inaccurate portrayal of 

Japanese life. They believed that the translator must have removed a lot of material that 

American children might have struggled with because the book was "like normal boys 

being boys." Portrayals of attending soccer camp and hanging out with friends seemed 

too typically part of childhood in the United States. Japanese children, they felt, should 
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be more exotic. Jackie and Vanessa also commented on their work creating a text set of 

books set in the Middle East. Both were surprised at the wide variety of books available 

and the number of books showing happy, peaceful family life. 

Although Jennifer considered herself culturally aware and accepting, she also had 

preconceived notions that led to ethnocentrism. She worried about what a classmate 

would be like as a teacher because "she's very very religious. Very religious. I think 

people that are so, so religious are close minded." Jennifer marked her classmate as a 

possible bad teacher because she did not agree with her religious beliefs, hi another 

instance, Jennifer judged women who belong to sororities, saying, "it's basically binge 

drinking and slutting around." 

Both Mike and Jennifer showed preconceived notions based on socioeconomic 

class. Jennifer assumed that children in lower socioeconomic classes would come from 

more nontraditional family structures that "are not as strong as a family." Therefore, the 

children would find less support and encouragement from their parents. "There's kids in 

single parent homes that have to do those sort of things, have to be assertive, have to go 

far to succeed. Otherwise, they'll get lost in the dust. They have to be more assertive and 

walk over other people. And that kind of shines out, I think." Mike was wary of being 

stereotypical, but said: 

Poorer types of areas they're not going to have that extra help from the 
mother or father so they're pretty much doing stuff on their own. They 
don't have that extra kind of materials they can do projects with. They 
maybe have more behavior problems...I'm not saying that rich people 
don't have behavior problems, but it's going to be a lot different. The 
parents are going to take more responsibility. They're going to get into the 
school more and learn about the teacher and talk to the teacher. 
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Becoming Aware of Other Perspectives and Cultures 

Responses in this category indicate that the preservice teachers were beginning to 

acknowledge that other cultures and perspectives exist. Although they did not show that 

they accepted or valued other cultures or perspectives, they understood that people might 

hold beliefs different than their own. The preservice teachers also discussed the initial 

contacts with other cultures they had either in the past or during this study through travel, 

meeting people from other cultures, school experiences, or reading multicultural 

literature. 

At times the preservice teachers simply acknowledged that other cultures existed 

but showed no attempt of exploring other perspectives. For example, in a reflection 

journal Jackie wrote, "I really enjoyed this book and would really like to read it to my 

class, especially if we are doing a unit on Native Americans." Mike decided that an 

important cultural difference between the East coast and the southwest was "I eat a lot 

more Mexican food now that I live out here...not much Mexican food over there." 

The preservice teachers remembered school experiences as being a source of 

contact with other cultures. Jackie's time at the mission school exposed her to Navajo and 

Apache beliefs. Although the school curriculum did not support learning about Native 

American cultures, Jackie made initial contact with the cultures simply by being in the 

same classroom as member of those cultures. Transferring to the public high school gave 

her contact with another set of cultures as she met members of the Church of Latter Day 

Saints and rural European Americans she termed "rednecks." Jeimifer remembered 

childhood as a time when she became aware of religious beliefs as she became fiiends 
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with a Cathohc girl. "I'd spend the night at their house almost every night and the mom 

would say the rosary. And that was really my only experience with religion, you know." 

Elementary school also helped her become aware of the existence of different ethnicities. 

After a lesson in class she talked to her mother: 

I was like, I guess there are people with different color skin and she said, 
well, you do know your best friends Roxanne and Angelica are Hispanic. 
And I just stopped and think and I was like, yeah, I guess their skin color 
is different. And it was like, oh. Ok. But I guess there is differences. And 
that was the first time it ever dawned on me that there were differences in 
the way people look. To me it was like you have blond hair, you have 
brown hair, you know. You have dark skin, you have light skin. There was 
no difference to me in that way. 

Jennifer believed that her elementary school, while not outstanding, did an acceptable job 

with helping the students learn about other cultures. "We had Greek festivals and during 

Black History month we'd read books, you know. And we'd touch on stuff about culture 

when it came to different wars and stuff like that." 

Jennifer credited her travels as the source of initial contact with many cultures. "I 

have developed an inquisitive nature and a passion for travel with the quest of knowledge 

of other cultures. I have already experienced many cultures...which only creates a deeper 

passion to leam more." She also became aware of class differences while traveling. When 

she was in Peru, "you'd look on one side of the freeway and it was mansions with electric 

fences and on the other side it was houses, it looked like something from World War II 

where none of the houses even had whole walls. And it was completely poor or 

elaborately rich." While Jennifer believed that her travels had made her culturally aware, 

she did not recognize that viewing another culture from a tourist perspective is not the 

same as really coming to know another culture. 
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The university proved to be a source of contact with other cultures for Vanessa 

and Jackie. Vanessa moved to the university from a small city on the Arizona/Mexico 

border. At first she had difficulty adjusting to the exclusive use of English and abundance 

of bland, fast food. Jackie's move from a small, rural town to the university was "a huge 

culture shock." She suddenly became aware of both city life and university student youth 

culture, saying, "It was like, whoa! People do that?" Mike found that his part time job at a 

children's shelter made him more aware. "When I first got there you would think, oh, 

well, it's going to be Blacks and Hispanics. It's not going to be white people, but that's 

not the case." 

In other instances class engagements helped the preservice teachers become aware 

of other cultures. Interaction with multicultural literature through reading, reflecting 

upon, and discussing children's books forced them to confront the existence of other 

perspectives. Jennifer discussed her experience with Esperanza Rising (Ryan, 2000). 

"That book was probably the biggest eye opener. You know, it's the best way to get your 

feet wet and say, ok, there's a lot of different cultures." 

Mike agreed that this book and others that he read made him think. He spent a lot 

of time reflecting upon Between Earth and Sky (Bruchac, 1996). While he initially 

connected it to his own life, he then made associations with the sacred places for other 

groups: 

Jerusalem is a very sacred place because of all of the history that has 
surrounded it over the centuries. The birthplace of Jesus is very sacred 
because of the religious history that is involved about him in the Bible. 
The Wailing Wall and the Black Hills are also very sacred places that I 
thought about after I read this book. The Black Hills of South Dakota is a 
very sacred place for the Lakota Indians. 
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In response to a different book he acknowledged that the photographs helped him realize 

how different life was in the past. 

Attempting or Rejecting Understandings of Others' Perspectives 

In this category, the preservice teachers not only recognized that other cultures 

and perspectives exist, but also tried to understand them. This often occurred when the 

preservice teachers used their own experiences to explore others' experiences. The 

preservice teachers made the attempt to step out of their own worldview, sometimes by 

inserting themselves in the book in place of the characters. In contrast, preservice 

teachers often distanced themselves from cultural issues or rejected that they have any 

importance. They would introduce an idea for consideration then immediate devalued 

that idea, first supporting it then demolishing their own arguments for it. 

Mike relied heavily on the strategy of using his own experiences to understand 

other perspectives as he read multicultural children's literature. Often he made the 

connection in just a few sentences, such as when he responded to Between Earth and Sky 

(Bruchac, 1996) by writing, "The story also made me think about some of my own sacred 

places that I have. My home is the most sacred place of all because I feel safe there." As 

he wrote about Bridge to Terebithia (Paterson, 1977) he said, "When Leslie found out 

that Janice had been beaten made me think about my job and what I do there to help 

children who had been beaten by their parents...! have never been abused and I am very 

glad of that." Occasionally he wrote more elaborate connections. In his reflection journal 

on Esperanza Rising (Ryan, 2000) Mike wrote: 
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Esperanza Rising is about change. It depicts the changes forced upon 
Esperanza as she moves from Mexico to the US. Everyone goes through 
changes. I remember when I moved from New Jersey to Tucson. While it 
was nothing like what Esperanza went through, it was still tough to leave 
everything behind. You never want to leave home...The change I went 
through did not involve deaths but it was still the same idea of living 
somewhere else and adapting to a new environment. Esperanza adapted to 
a new lifestyle in America. I had to adapt to the pace in Tucson. 

Mike also made coimections between wider society and the children's books. After 

reading Witness (Hesse, 2001) he concluded, "The KKK reminds me of other extremist 

groups like Islamic Jihad, Hamas, Hezbollah, and other terrorist organizations because of 

their crazy ideas and extremist positions." 

Jackie and Jennifer also approached cultural perspectives by examining their 

childhood experiences. Jackie connected with Jerry Spinelli's boyhood in the 50s through 

his descriptions of play time activities. She also drew on memories of her time at the 

mission when she read Between Earth and Sky (Bruchac, 1996). "The whole Native 

American thing is kind of a little bit closer to my heart, living there...and like the 

illustrations with the giant rock. I think that's Shiprock which I have seen before, so that 

was neat to have that drawing there." Jennifer explored the sibling relationship shared by 

the main characters in Amber Was Brave, Essie Was Smart (Williams, 2001) by 

comparing it to her relationship with her brother. "Living in poverty and that kind of 

stuff. We never had to deal with those kind of situations. But any tough time we've ever 

had to go through we've been there for each other." 

Jennifer was also able to pull on her experiences traveling as she considered 

cultural issues. She believed that her summer long stay in France "helped shape my 

personality and understanding of other cultures." Jackie used her time at the mission 
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school and the public high school to reflect upon the experience of being a minority. "The 

difference in that experience being the minority [among LDS students in high school] and 

the experience in the mission being the minority is that they were trying to pull me in 

whereas the kids from the other school were trying to push me out...so that was definitely 

easier. And I had a lot of fun in high school." 

The preservice teachers attempted to understand other perspectives using other 

approaches as well. Class engagements provoked thought. In Mike's literature discussion 

about Witness (Hesse, 2001) the group built on the issue of racism and explored why 

extremist groups exist. This led Mike to compare the Klu Klux Klan to other terrorist 

organizations. Mike also found that a session at the children's literature conference 

introduced him to new ideas about Native American culture. The presenter: 

was just saying that some books shouldn't include some types of Native 
American things because they could be hurtful or harmful to others when 
they're reading them. So I think some books as far as they talk about 
different cultures and different rituals, some of that stuff maybe shouldn't 
be included in there. I don't know. 

While Mike did not necessarily agree with the presenter, he began to consider this piece 

of information as he revised his ideas about Native American cultures. Jackie responded 

to a professional article, saying, "I really had little insight on what students who are 

bilingual or who speak English as a Second Language actually go through in American 

schools. In a nation that claims it embraces diversity and individuality, it distresses me 

that young adults and children are being made ashamed of their culture because they 

pronounce words differently." The information in the article caused Jackie to begin to 

formulate her ideas on language policy. 
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Mike, Jennifer, and Jackie all agreed that there were books and cultural issues that 

were far enough out of their own cultural perspective that they could not personally relate 

to them. However, that did not mean that they turned away from attempting 

understanding. Jackie tried to enter other perspectives through empathizing with the 

characters. As mentioned in the previous category, this approach often limited the 

preservice teachers. While the expression of empathy made Jackie feel closer to the 

character, it did not encourage deeper understandings of the reasons behind the 

characters' struggles. Mike depended upon newspaper articles and his father's stories 

about work when he attempted to draw parallels between a character in Miracle's Boys 

(Woodson, 2000) and what happens to people who go to prison. "People go to jail and a 

lot of times they come back and they're different. Different behaviorally, emotionally, 

and everything else." Jeimifer worked at finding other ways into the story. In response to 

Amber Was Brave, Essie Was Smart (Williams, 2001) she said, "I've never been in 

poverty, but I understand the need for counting on someone." While looking for other 

ways into the story did not always work, she commented: 

Reading this book you learn something about what it's like. You put 
yourself in someone's shoes. It kind of scares me, I guess, that other 
people say I don't relate to this book so I'm not going to read it. You need 
to read the book so you can understand what people go through, so you 
can understand how other people feel...I'11 read a book about something 
that I have nothing to do with, but at least after I read it I say, well, now 
I've seen what could happen to somebody else and what somebody else 
could go through. And if I ever come into contact with someone who 
could be going into something like that I can think and say, oh, well, I 
kind of understand that. You know, I've read something like that. 

Mike attempted to step into another worldview by putting himself in the place of 

characters in the books he read. In response to Witness (Hesse, 2001) he wrote, "When 
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Leanora was picked on for being black in school she ran away and did not want to go 

back. This made me think about how I would handle the situation. I would have done the 

same thing. I would not have wanted to go back and listen to them." Again in Esperanza 

Rising (Ryan, 2000) he assumed the character of Esperanza. "I would have dealt with 

Esperanza's situation in a very different way. If I were told that I could not see my 

mother because she was sick I would just go insane and would not leave. The nurses 

would have to drag me out." Later, in Miracle's Boys (Woodson, 2000) he took on 

Ty'ree. "If I were faced with this situation I do not think I would be able to take charge 

and support both of them." 

In contrast to all the attempts the preservice teachers made to understand other 

cultures and perspectives, there were times when they resisted new perspectives, 

devalued them, or distanced themselves from the cultural issues. Both Jennifer and Mike 

resisted the idea that race mattered in their personal life. Jennifer said, "I'm Caucasian, 

that's just something that's me, but it doesn't really identify who I am." Later she told 

me, "I'm sure deep down somewhere it must [matter]. It doesn't to me but I'm sure it 

does to other people." She then explained that she's occasionally been called "white girl" 

and that the fact her family is middle class is probably tied to their skin color. "I can't 

deny that, but does it affect who I am as a person or how I look at other people or 

anything like that? It doesn't at all." Mike also felt that his race was meaningless. "I do 

not think my race tells another person about my identity. Other races tell people about 

their identity." 
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Mike was usually uncomfortable making any kind of statement about cultural 

issues. He resisted definitive statements and often hedged his opinions. When talking 

about cultural differences between the east coast and the southwest he said, "There's a 

difference. Um, people out here, you can say it for any state, some people are going to be 

happy and friendly towards you and say hi and some aren't going to be, so that's in both 

states. That's all I can say." At another point he brought up the idea of valuing English in 

the United States. "I was going to say maybe the English language [as part of American 

culture], but I wouldn't say that because that's kind of a controversial issue, too. Just 

because you don't speak English doesn't mean you're not part of the American culture I 

don't think. To me. I don't know." 

Jackie devalued the importance of Native American culture for the students who 

attended the mission boarding school. The school curriculum was: 

Definitely white, middle class...we had one day out of the year that was 
the Native American celebration...So we'd have their parents, some of the 
kid's parents and aunt and uncles and we had some Native staff would 
come and teach us how to make fiy bread and baskets and jewelry and talk 
about why the hogan faces the direction it does. We learned stories and 
that was one day out of the year. 

However, the one day out of the year was enough, said Jackie, because: 

But these kids would go home on the weekends so a lot of them still lived 
in hogans. Most of them lived with no ruiming water. So they still knew 
their traditions and they would talk about them between each other. And 
even though it was forbidden to use Navajo in class or in the dorms they 
still did. So I learned a lot of that just by sitting and listening which was 
neat. 
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Although Jackie talked eloquently about white privilege, she was also concerned with 

what she called reverse discrimination. She believed that as a society we had gone 

overboard on trying to be sensitive to other cultures: 

For me that's one of my things that I have the hardest time with. People 
from other ethnic backgrounds, um, like we have a Black History month, 
and I know because America has white history you can't really have a 
White History month. But it's just silly to me that you can focus on one, 
but if you're white and you focus on your history that's discriminatory and 
that's leaving people out, but other races can do that and there's no 
problem with it. So that's kind of what I meant by that. Because I'm proud 
of my history also and I want to celebrate it and you really can't. You 
can't be proud to be white in America in a lot of ways because that's 
making yourself superior to other people. 

Valuing Other Perspectives 

The preservice teachers believed that it is important to know about other cultures 

and perspectives. On occasion they also showed an appreciation for other cultures and 

perspectives, expressing respect for cultures other than their own and recognizing the 

value of understanding them. The preservice teachers showed signs of acceptance and 

respect by acknowledging difference without denying its importance and admiring and 

characteristics of cultures and perspectives other than their own (Nieto, 2004) 

Jackie enjoyed her experience reading Between Earth and Sky (Bruchac, 1996), 

saying "I have always enjoyed hearing Native American tales of creation and formation 

of landmarks. I also enjoy Native American history because it is so rich with tradition and 

culture...! am always awed at the way Native American folklore describes the creation of 

objects and the world." Jermifer spoke about traveling to foreign countries. "The biggest 

thing that! think people have to learn when they go to other countries is that you blend 
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into that culture. You be respectful to that culture, respectful to that area...I'm here to 

respect their culture and be kind to their country." 

A larger number of responses dealt with why it was important to understand other 

cultures and perspectives. "It's important to understand other people," commented 

Vanessa. Jennifer discussed Was Brave, Essie Was Smart (Williams, 2001) 

saying, "There was no way that I could identify with this book but I think it's important 

for kids to read it, especially upper middle class kids to read it...I think it helps build 

sensitivity. Because you can be in their shoes." Mike did not particularly enjoy reading 

Witness (Hesse, 2001), but remarked on its usefulness. "It was good because you got 

different perspectives different people had." Later he explained that multicultural 

literature is important: 

That way people don't just know about themselves, they learn about 
different people and how they're different that [you] are. And how they 
maybe have similarities, too. And also it's interesting. Because when you 
move, you go overseas or something and you act a certain way because of 
your culture, but they act a certain way. They're not trying to offend you 
in any way, it's just how they are. So that's important for people to know. 
Just pure knowledge. People should know these types of things. 

Jennifer did not want people to put too much emphasis on cultural differences, but 

stated that people need to be sensitive to them. "I think any good teacher really needs to 

take a step back and be sure they understand the ethnicity of every child in the classroom. 

I think it's their job, their duty to do that so they can be sensitive at all times." 

Recognizing Prejudice and Injustice 

The preservice teachers identified instances of racism, prejudice and 

discrimination that they witnessed, experienced, and occasionally participated in. They 



212 

occasionally saw unfairness in schools and society based upon cultural differences. At 

times they recognized privilege based on race or social class. The recognition of 

prejudice was generally based on individual actions. Although they did understand that 

prejudice could lead to hurtful actions in ways that discriminated against other people, 

they did not, for the most part, recognize discrimination as an institutional practice. Like 

many other people they viewed prejudice and discrimination "as located in the negative 

perceptions of individuals toward members of other groups" (Nieto, 2004, p. 37). 

Mike denied ever witnessing prejudice or injustice, saying "I haven't heard any 

derogatory things toward anybody...I've never seen it either that I recall." He 

acknowledged that in school Jewish holidays were ignored while Christian holidays were 

celebrated, but did not consider it important. Other preservice teachers recounted 

examples of injustice. Vanessa talked about babysitting at parties where all the workers 

were Mexican and all the partygoers European American. She noted stereotypes about 

Mexicans and expressed anger at other preservice teachers who made disparaging 

remarks about Mexican-American children. However, she also questioned whether these 

were truly acts of prejudice, or whether she was imagining prejudice where none existed. 

Jennifer recounted an experience of reverse racism where a Latina woman "had an 

attitude towards me. And she actually made a comment towards me, well, look at what 

your people did to my people." 

Jennifer and Vanessa both remarked upon racist relatives. Vanessa talked about 

the need to respect her elderly grandmother even when she made racist remarks. Jennifer 

described her grandfather: 
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My dad's dad is probably one of the most racist men I've ever known in 
my life...he says all this kind of stuff and he's extremely racist. It's just so 
shocking to hear how he talks. And it's just his culture...And I love him 
and accept him, but I think he was raised with the wrong beliefs. 

Both women felt that this type of overt racism was more understandable coming from 

people of older generations. Jackie also recognized that her experiences at the mission 

school left her with some prejudiced beliefs about Native Americans. While she 

considered these beliefs unfortunate, she showed no signs of working to change them. 

During high school Vanessa attended a week long camp that focused on issues of 

social justice. After that week, she reported, she noticed more examples of injustice, such 

as the attitude towards gays within the Catholic Church. "That's not fair. If that's what 

makes them happy, what's wrong with it? Even with my boyfnend's friends, they're 

rude, making comments." Jackie noted the segregation within Tucson. "I lived in Tucson 

probably three weeks before I knew that the south side is where all the Hispanic 

population lives and it's lower end housing. The quality schools are on the north side and 

that's where the wealthier people live...there's still discrimination." She commented on 

the rural area where she grew up: 

It's like living in Missouri in the twenties, you know. The black people, 
you can't sit here. It's not spoken, no one says anything, but they know. 
And the white people know. And the Native Americans know. That side of 
the bar is for you, this side is for us and you will wait until everyone else 
is served before we'll come and serve you...There's no way they're going 
to get jobs at any of the higher end places there. 

Both Jackie and Jeimifer talked about incidences of injustice in the schools. 

Jennifer brought up teachers who were prejudiced. "You could see their attitudes toward 

other people...it was either how they acted toward a particular student or they'd be talking 



214 

about something in history, you know, and they'd say something racial that would further 

show their racist ideas." She continued talking about a teacher who held sexist attitudes 

toward boys. "It's really frustrating. And I think it's so subconscious for people that they 

don't realize they're doing it." She later remarked, "Socioeconomic class is the biggest 

racist aspect in elementary school." Jennifer discussed teachers who ignored students 

from poor backgrounds or those who came to school dirty. She was also concerned about 

the effect of English only laws on English language learners, calling it "far worse than I 

imagined." Jackie talked about gender discrimination in school. "That's another thing 

that's always been a pet peeve of mine because I've always been told, well, you're a girl, 

you can't play football with us. You're a girl...when I wanted to go in architecture one of 

my high school teachers told me that women aren't architects... so that's one of the things 

that I really want to focus on in my classroom is that girls can do anything boys can do 

and boys can do anything girls can do short of having babies." Jackie was the target of 

racial discrimination in elementary school as one of the few minorities in a 

predominantly Native American setting. When she transferred to the public high school 

she found that racial discrimination also worked the other way. "They were redneck, 

almost Aryan people. They were really white supremacists. That was the way their 

thinking was. And it was perfectly normal to talk like that and no one reprimanded you 

for saying white people are better than other people." Although as a high schooler Jackie 

belonged to the dominant racial groups, she became a religious minority. "The school 

board, teachers were all LDS and you couldn't get into sports very easily or into class 

presidencies, student council, you couldn't get into that unless you were LDS." 
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Occasionally participants remarked upon injustice as it was presented in the 

children's literature they were reading. Esperanza Rising (Ryan, 2000) caused Mike to 

"think about how life was back then for minority groups trying to make a living in the 

United States." Jackie questioned why the teacher in La Mariposa (Jimenez, 1998) didn't 

help the main character learn English. "She just kind of let him sit with his head down. 

That kind of bothered me a little." 

As a person who belonged to both Mexican and U.S. cultures, Vanessa 

recognized unfair attitudes. She strongly related to The Lost Garden (Yep, 1991), feeling 

that as a child of immigrants she was "often seen as too Mexican to be American and too 

American to be Mexican." In her reflection journal about this book she drew herself 

"stuck in the middle" between the United States and Mexico. The border had also caused 

resentment within her family. "Because [my parents] were the first people who actually 

came to the United States [my relatives] were like, well, they're too good for us...And 

then all my cousins grew up speaking Spanish and when I started going to school I started 

learning English. So when I'd go down there I wasn't Mexican enough." Later she 

remarked, "I don't know if they'll ever understand but there is more opportunity here 

than there is over there and my parents were able to see that so that's why they came." 

Jackie, Jennifer, and Mike all recognized to some degree the privilege they have 

because of being white. In the early part of the semester Jackie wrote, "The fact that I am 

a white American plays a huge role in my identity. I have not suffered from 

discrimination, which I am thankful for, but sad that my ancestors were a part of 

discrimination and racism." In this excerpt Jackie sees herself as belonging to the group 
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of white Americans; further into the semester Jackie discussed prejudice and 

discrimination that she personally faced. Later in that same piece of writing Jackie 

suggested that her privilege was limited. "Because I am white I feel I often have to hide 

my pride in my heritage because that would be discriminatory to non-whites...I am not as 

free as other ethnic groups are to display my pride in my ethnicity." At the end of the 

semester she told me, "There are privileges still, treatment is better for people who are 

white in a lot of places." 

While Jermifer was resistant to the idea that race affected who she is as a person, 

she noted that her race probably plays a role in the family's social class. She added: 

hi [another] class we're looking at inner city schools and suburban 
schools, hmer city schools, they're predominantly minority kids and 
they're getting less of an education...and then throwing all the minority 
kids in the remedial classes. It was just how the school was working, it had 
to do with a slight racism that was going on. So I look at that and that 
probably has affected my life in some way. 

Mike approached the idea of white privilege several times over the semester, usually 

distancing himself from the idea as soon as he introduced it. Early in the semester he 

wrote that race had no effect on his life. Several paragraphs later he wrote, "Now that I 

remember the schools that I have attended have been mostly white so being white has 

allowed me to be sort of part of the group." In our final interview he followed the same 

pattem, first denying that race had any impact upon his life. Then he said, "I thought it 

didn't have anything on my life. I talked to my dad about this question which I thought 

was kind of difficult. He said it has, obviously, being white has affected me. You know, 

being white in a white school and everything. I've been able to be part of the group, I 

guess, and not totally separate." 



I l l  

A Call for Action 

In the last category, the preservice teachers discussed what should be done to 

further societal and educational equality. They believed that teachers and the school 

played an important role in the fight for social justice. The preservice teachers advocated 

for a focus on cultures, the inclusion of multicultural literature, and organized 

experiences that put students in contact with people from other culture. Because they 

mostly connected discrimination to individual practice, there was little recognition of the 

need for transformation of the institution of education, histead the preservice teachers 

called for content and discussion about other cultures and perspectives to be added to the 

curriculum (Banks, 1994). 

Jennifer, as someone involved in regular community service, noted that: 
I enjoy doing community service because I enjoy seeing the effect it has 
on people and you see how people appreciate what you do. But on top of 
that I've been a really lucky person in my life...I've never had really tough 
times, so I kind of feel that I need to give something back to the 
community because I've had it a lot better than other people have. 

As a preservice teacher who will soon be in charge of her own classroom Jennifer 

realized "how important it is to focus on a lot of different issues, because even if I don't 

have problems with issues my students will need to have understanding of themselves. I 

have to teach understanding rather than just be an understanding person." Vanessa also 

promoted education as a way to social justice. "If more people are educated on the 

different cultures and different belief systems, then maybe everybody would be a little 

more open to difference." 

The preservice teachers saw their role as teachers as an important part of working 

toward justice. Mike wanted to promote gender equity by pointing out gender stereotypes 
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in books to his students. He also realized, "As a teacher I need to find all types of books 

that display both male and female characters to my students." Jackie hoped to "be 

focusing on always being sensitive to the differences of my students and the richness 

their diversity will bring to my classroom" while Jennifer saw herself eventually learning 

Spanish so she could work more effectively with English language learners. 

Children's literature was emphasized as a way to educate students. Jackie said, "I 

think kids need to be exposed to what is in the world that they live in...I think it's just 

important for everybody to know that their way's not the only way. And literature is 

definitely one of the ways to help that." She saw multicultural literature as important for 

everyone to read, especially for white children "because they get the least amount." 

Vanessa agreed, saying that everyone can learn fi-om the literature. Jennifer emphasized 

that children need to read these books when they are young "so they've not developed 

their little prejudices and attitudes that they develop when they're older." 

Jennifer also noted that personal experiences with people of other cultures can be 

an effective method of reducing prejudice. She described a field experience in a school 

that serves primarily poor Mexican American students. At the beginning of the 

experience many of her colleagues were dismissive of the school and the children. By the 

end of the experience, Jennifer reported, many had changed their minds and were eager to 

continue volunteering after the semester ended. She said, "I think teachers need to see it. 

Preservice teachers need to see what they're up against and what it's really like. It's hard 

to think that somebody could go help out in a school like that and come out still 

prejudiced...! think having people experience these things will make teachers more open 
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"I don't say a word to them, but I just take them to meet my aunt. And they hang out and 

stuff ..I've changed people's outlooks because that's what it takes. You get this prejudice 

because you don't know. It just makes her a regular person." 

Discussion 

Jennifer and Mike had great difficulty seeing themselves as cultural beings or as 

belonging to a racial group. Although both had experiences as outsiders to some degree— 

Jermifer as a traveler in foreign countries and Mike as a Jewish child in classrooms that 

celebrated Christmas and Easter—these experiences were not enough to initiate an 

examination of themselves as situated within a particular cultural context. Like many 

other white people, Mike and Jermifer did "not consider their 'whiteness' as an identity or 

a marker of group membership per se. That is, whiteness is a 'natural' identity because it 

has not been problematic and therefore salient" (Hurtado & Stewart, 1997, p. 299). 

Although class engagements encouraged Mike and Jennifer to begin considering 

themselves as members of a white racial group, as white people, they could "exercise the 

privilege of choice regarding whether or not they will attend to their own identity as 

racial beings" (Howard, 1999, p. 85). Until asked to explicitly look at these issues, both 

Jermifer and Mike chose to leave them unexamined. Vanessa and Jackie, who had both 

had extensive experiences living outside the dominant cultures, were more able to see 

how their cultural and racial identities compared and contrasted with those of other 

people. Because of the context in which they were raised, they knew that other people 
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would classify them according to their race and that these classifications into racial 

groupings had significance (Carter, 1997). 

Jennifer and Mike also located culture as within the Other (Warren, 2003). 

Jennifer believed that her Latino classmates had more culture than she did and Mike 

contrasted his lack of interest in culture with the intense pride a Latina classmate felt at 

her South American heritage. Although they were both willing to think about a white 

racial identity to some degree, they seemed to feel that such a cultural identity was empty 

(Rosenberg, 1997). Both preferred to describe themselves by personality characteristics. 

Jennifer also expressed envy of her Jewish friend and of the Italian heritage of her 

boyfriend. 

Although the first four categories Ethnocentrism, Becoming Aware of Other 

Perspectives and Cultures, Attempting or Rejecting Understanding of Others' 

Perspectives, and Valuing Other Perspectives could be seen as a continuum of response 

as the preservice teachers move from ethnically centered, limited knowledge of other 

cultures towards a multicultural approach to life, they should not be taken that way. The 

preservice teachers' interactions with culture did not flow neatly from one category to 

another as the preservice teachers gained more knowledge and experience with different 

cultures, histead, they could value one cultural perspective while completely rejecting 

another. For example, a preservice teacher could accept and respect the cultural identities 

and worldviews of Spanish dominant Mexican immigrants while devaluing the identities 

and worldviews of urban African Americans. When the preservice teachers discussed one 

issue over time, they often had a series of responses that fell into a variety of categories. 



and often contradicted themselves. In one anecdote or conversation their responses often 

jumped from category to category. It was not unusual for a preservice teacher to exhibit 

ethnocentrism, an awareness of prejudice, and valuing other perspectives within a single 

paragraph of writing. Like the teachers Sleeter (1996) describes, their "insights came in 

fits and jumps" (p. 74). They talked about new ideas without necessarily integrating them 

into previously held views and used the discussions, reflections, and interviews as places 

where they could work through their thinking with constant and recursive revisions, 

reconsiderations, and envisionments of new meaning. 

The strategies that the preservice teachers used to attempt understanding of 

others' perspectives and worldviews often disguised an enactment and defense of white 

privilege. When Jackie connected to events in Miracle's Boys (Woodson, 2000) by 

empathizing with the characters of Ty'ree and Lafayette, she was able to become 

involved with the story. Yet her involvement consisted of feeling sorry for the characters. 

This superficial level of interaction with the characters reinforced Jackie's sense of 

herself as a caring, good person, while absolving her from the responsibility of pursuing 

an in depth inquiry into the social inequities presented in the novel (Rosenberg, 1997). 

Mike used his own experiences as he tried to understand Esperanza's maturation over the 

course of the novel Esperanza Rising (Ryan, 2000). By comparing his move fi^om New 

Jersey to Arizona to Esperanza's flight from her privileged life in Mexico to the migrant 

camps of California, Mike consumed Esperanza's marginalization with his own privilege, 

thereby obscuring the impact of racist ideologies on Esperanza's life (Rosenberg, 1997). 
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The preservice teachers recognized that racism and social injustice existed. 

However, for the most part they saw discrimination as "isolated expressions of prejudice 

that hurt a person's feelings" (Sleeter, 1996, p. 141) and were unable to recognize subtle 

or institutional racism. As Nieto (2004) explains, "hi our society, interethnic and 

intraethnic biases and personal prejudices, while negative and hurtful, simply do not have 

the long-range and life-limiting effects of institutional racism and other kinds of 

institutional discrimination" (p. 38). Although all four preservice teachers acknowledged 

some forms of inequity in American society, in general they held uncritical stances 

toward cultural issues and did not question power relationships between groups. They 

were not yet able to name and critique this type of injustice. As people who benefit from 

white privilege, Jennifer, Mike, and Jackie recognized some forms of oppression that 

others suffered, but did not relate that oppression to their own advantages. As Dei, 

Karumanchery, & Karumanchery-Luik (2004) explain, "While the racially privileged 

may recognize the existence of oppression, they often do so without perceiving the 

relational tissue that runs between that oppression and their power" (p. 83). 

The preservice teachers also did not see themselves as agents of change except in 

limited ways. When they did recognize subtle acts of racism, they were unsure of their 

own ability to label or confront it. For example, when Vanessa heard other preservice 

teachers make disparaging remarks about Spanish dominant students, she questioned her 

own judgment of those statements as racist remarks. Even Jennifer, who was aware of 

inequities in power relationships, had an uncritical stance towards her own cultural 

awareness. Because she had spent time in several foreign countries, she believed herself 
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to be knowledgeable about many cultures, not realizing the difference between viewing a 

culture through the eyes of a tourist and having in-depth experience with a culture. 

Because of her history with community service, Jennifer did envision ways that she could 

make a difference. However, she was not yet equating making a difference with 

transformatory acts. 

The preservice teachers often found considering critical issues uncomfortable and 

distanced themselves from such issues. Mike, in particular, retreated from these topics, 

although he repeatedly tried them on before rejecting them. The other preservice teachers 

were more willing to discuss cultural issues, but were often hesitant to make definitive 

comments, hedging their statements with qualifiers or immediately rejecting an issue 

after they brought it up. They also worried about being stereotypical. The preservice 

teachers, "constructed uncertainty about the differences between generalizations 

regarding various groups that promoted insights about communities, families, and 

individuals, versus stereotypes about groups that simply bolstered unexamined 

assumptions and were in and of themselves racist perspectives" (Cochran-Smith, 1995, p. 

555). The preservice teachers considered any talk about general attributes of a group of 

people to be stereotyping. Because they did not distinguish between making 

generalizations and stereotyping they were often uncomfortable talking about any sorts of 

groups. Because most of the preservice teachers located themselves as individuals and 

had difficulty thinking of themselves as members of cultural groups, talking about groups 

meant talking about the Other. This raised their anxiety level even further. 
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The preservice teachers were also uncomfortable talking about difference, 

believing that by talking about difference they were reinforcing it or providing excuses 

for underperformance (Sleeter, 1996). These four preservice teachers and the class as a 

whole believed that by ignoring difference they could make it go away. They repeatedly 

rejected the idea that there were differences among groups, particularly in regards to 

gender. However, it was common for a person or small group to immediately contradict 

their rejection of difference. For example, when the class discussed gender they informed 

me that there were no longer any differences between men and women, hi the next ten 

minutes of discussion, as they continued to insist that the genders were now completely 

equal, they listed a number of personal anecdotes, statistics, and examples of children's 

literature that exemplified inequality. 

Although the preservice teachers had varjdng levels understanding of cultural 

issues and acceptance of different perspectives, all had some areas where they were 

unable to understand another's worldview. The multicultural literature proved to be a 

popular and successful method at getting the preservice teachers to consider cultural 

issues, but the preservice teachers recognized that it was not enough. Discussions of 

multicultural literature had to be accompanied by strategies and experiences that added 

new dimensions to their considerations of other cultures. The preservice teachers also 

needed to be able to access their own learning preferences. For example, Mike needed a 

great deal of time and space to consider new ideas. He also needed access to multiple 

sources of input. For example, when he thought about the impact his race had on his 

cultural identities he gathered information from course readings, discussions with me and 
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with his classmates, observations at his work, and conversations with his father. While all 

the preservice teachers required a sense of safety as they worked through their 

explorations of cultural identities, for Mike this was particularly important. 

Summary 

Looking at the data from four preservice teachers helped answer the question: 

how do preservice teachers interact with issues of culture during a study of their own 

cultural identities? 

Six broad categories were developed from the data. Ethnocentrism contained 

preservice teacher interactions that demonstrated assumptions that their own worldview 

was normal. These views were often based on preconceived ideas that were sometimes 

wrong. Becoming Aware of Other Perspectives and Cultures included responses where 

the preservice teachers realized that other cultures and perspectives existed and initial 

contacts with other cultures. Attempting or Rejecting Understanding of Others' 

Perspectives saw the preservice teachers trying to understand others' worldviews and 

using their own experiences to do so. This theme also contained responses where the 

preservice teachers distanced themselves from cultural issues or rejected them. In 

Valuing Other Perspectives the preservice teachers showed appreciation for other cultures 

and perspectives. Recognizing Prejudice and Racism included examples of prejudice and 

discrimination and recognition of white privilege. A Call for Action had the preservice 

teachers thinking about what needs to be done to further the cause of social justice. 
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CHAPTER SEVEN 

"EVERYTHING CAN JUST BRANCH OUT": EXPLORING CULTURAL 
IDENTITIES THROUGH CLASS ENGAGEMENTS 

Class engagements were designed to help students explore the semester-long 

theme of Cultural Identities. The children's literature read by the preservice teachers, 

class discussions, engagements and mapping strategies all focused on this theme. For my 

last question, I wanted to know what the preservice teachers thought about the things we 

did together in class. Which engagements were significant? What made them significant? 

How did they influence the preservice teachers as they explored the semester-long 

theme? In this question I asked: What are preservice teachers' reported perceptions of the 

ways in which class engagements with mapping and children's literature influenced their 

understandings of culture? 

To answer this question I used two primary data sources to look at four preservice 

teachers: Jennifer, Vanessa, Mike and Jackie. The data sources were the written 

reflections, including reflection journals and midterm/fmal self-reflections, and final 

interviews. I also used the exit cards as a secondary data source. Although I focused on 

the perceptions of four preservice teachers to answer this question, I used the 

midterm/final self-reflections from all the preservice teachers who participated in the 

study to confirm or disconfirm my findings. In this chapter I first show the preservice 

teachers' perceptions of the semester long theme of cultural identities. I then explain four 

categories developed from the data: Multiple Avenues to Understanding, Finding 
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Personal Connections, Valuing Diversity and Multiple Perspectives, and Building 

Knowledge and Understanding. 

Working With the Semester-Long Theme 

The preservice teachers had a range of reactions to the semester-long theme of 

cultural identities. Three of them saw it as worthwhile and valuable, and enjoyed the 

opportunity to explore family history, their own cultural identities and the cultural 

identities of others. One preservice teacher found it uncomfortable and spent the semester 

both engaging with and retreating from interactions with the theme. 

Both Jackie and Vanessa believed that the semester long theme of cultural 

identities was "the most significant" of all the class engagements and areas of thought. 

Vanessa thought that thinking about cultural identities was important, "Because I had to 

take a look at who I was. Because that's not something we always take time to do or 

reflect on." Later she said that class engagements that focused on cultural identities were 

"things that made me think the most...! have to put myself under a microscope." Jackie 

felt that the theme was significant for several reasons, stating: 

I learned a lot about myself through the projects, which was enjoyable. I 
learned, not really learned about myself, but I learned to look for those 
things and I learned new ways to express them. And I did some research 
about my family and stuff, asking questions to my grandma and grandpa 
that I didn't know and I wouldn't necessarily thought to ask if it weren't 
for the class. And I learned a lot about my classmates, which meant a lot 
to me. And I learned about books following the theme of identity. About 
different cultures and identities from the reading. 

Jackie saw the theme as multifaceted, valuable because of what she learned about herself 

and her family, her classmates, children's literature, and cultures other than her own. She 

also felt that college was an ideal time to focus on cultural identities: 
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Especially I think in about kindergarten/first grade, seventh/eighth grade, 
college are those points in a young person's life when they're really who 
am I, why am I here, what am I doing. So identity is an awesome theme, 
especially in college, like in this point in many of our lives we're picking 
what we want to be so we're thinking about what we are and how to get 
there. So that was a very good theme just because that was something our 
thought process is already doing...And that's kind of a human thing 
anyways, to ask, well, why am I here? What am I? Where did I come 
from? 

Jackie believed that learning about her own cultural identities helped her be more 

comfortable with herself, leading her to be more open with other people. This search for a 

deeper connection with others was facilitated within the classroom context. The literature 

discussions and class engagements around the theme supported a strong community, 

where learning about each other was not only encouraged but expected. For example, 

Jackie mentioned that this was the only university course that she had ever taken where 

she knew the names of all her classmates. She said, "I like that I've spent time with 

[another classmate] now and there's things that you don't just walk up to someone and 

ask, you know. I've made friendships through the class and I think that part of it was just 

doing those projects and focusing on identity and everything helped bring that out. It was 

neat to learn how different everyone was." 

Jermifer agreed that the focus on cultural identities was valuable. She believed 

that this theme was particularly important for the ways that it helped her and others in the 

class explore other cultures. She reported: 

I've now realized how important it is to focus on a lot of different issues, 
because even if I don't have problems with issues my students will need to 
have understanding of themselves. I have to teach understanding rather 
than just be an understanding person and expect everyone else to just, you 
know, by osmosis just get that from me. 
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In contrast to the other three preservice teachers, Mike found the emphasis on 

cultural identities difficult and at times uncomfortable. Unlike Jennifer, who explored 

other cultures throughout the semester, Mike used the theme primarily to focus on his 

own cultural identities. Because he had never before spent time thinking about his 

cultural identities he struggled with the theme. Early in the semester Mike wrote that 

thinking about his own identities "is a very tough question." Though he thought the 

engagements that encouraged exploration of his own identities "interesting," he 

repeatedly said that it was "very hard." However, Mike was invested in being a good 

student and in pleasing the instructor. Because he knew that I considered exploring the 

theme of cultural identities important, he spent the semester making repeated tentative 

approaches toward and retreats from the theme. Since the class was designed to 

encourage the preservice teachers to return to the theme in a variety of ways, Mike 

thought about his own cultural identities over and over again. He also found a variety of 

ways to resist thinking about it. After Mike completed the identity freewrite, one of the 

earliest class engagements focused on the semester long theme, he explained that 

thinking about his own identity was difficult. "I thought it was pretty hard this semester 

because I've never really actually thought about who I am. I'm just sort of Mike. I go on 

my merry way and do my thing. I never really sat down...it was kind of like, what? Who 

am I? It was kind of one of those things that you never really think about." 

As the semester progressed, Mike continued struggling with cultural identities. He 

used class engagements, the books he read, discussions with me, his classmates, and his 

family to work through his changing notions of who he was and how the various aspects 
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of his cultural identities have influenced him. By the end of the semester he wrote in his 

final reflection: 

The topic about identity was very interesting to me and made me think 
about who I am. This was a very hard question for me to answer all 
semester. It challenged me to think and I now have a better understanding 
of really who I am because of this class. 

Reported Perceptions of Class Engagements 

The preservice teachers saw class engagements as influential in several different 

ways. In this section I discuss four categories developed from their discussions of 

mapping strategies, use of children's literature, and other engagements from the semester. 

Multiple Avenues to Understanding 

Throughout the semester the preservice teachers stated that they used multiple 

avenues to approach and explore cultural identities. In this category, the preservice 

teachers discuss and evaluate several of those avenues. Class engagements in this 

category include reading, discussing and reflecting upon children's literature, mapping 

and the pen pal exchange. 

The preservice teachers drew strong connections between the children's literature 

they read during the semester and the exploration of cultural identities. They believed that 

the literature served as an important support for their explorations by allowing them to 

see reflections of their own cultural identities and providing insight on cultures and 

perspectives different than their own. Mike found that the course provided him with 

greater access to exploring cultural identities because the books he read and the 

engagements he participated in changed him as a reader. Previously uninterested in 

reading for pleasure, except for an occasional thriller, at the end of the semester he had a 
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pile of books he planned to read over the summer. Using literature that mirrored his own 

cultural identities and provided a window to other cultural identities greatly raised his 

interest in reading. Vanessa also felt that she changed as a reader through this course, hi 

her final reflection Vanessa wrote: 

Growth and learning are two world I strongly associate with this course. 
As a child I disliked reading for pleasure and often did not find the 
purpose. I am now able to see how enjoyable literature can be. It is 
through the reflections and literature discussions that I am able to see how 
reading can affect thinking and intra-personal relationships. It is amazing 
to see the cormections that are made and the journeys that are taken 
through the stories. 

The course helped open an avenue that had previously been unused. Jackie thought that 

many of the books she read for the course were well suited to support the explorations of 

cultural identities. She discussed Esperanza Rising (Ryan, 2000), the first book we read 

together for a literature discussion, sajdng that the main character Esperanza was ideal as 

a subject of an identity intersection. Because she was such a strong, vivid character from 

a culture unfamiliar to Jackie, mapping Esperanza's cultural identities helped Jackie see 

some aspects that influenced the way Esperanza lived her life. Jennifer used Boy (Dahl, 

1984) to compare her own family values with those of Roald Dahl's family. She 

considered that he was privileged in many ways, but that he did not "have the proper 

amount of time to build true relationships with his family." The book led her to reflect 

upon her own family relationships and the way that her parents fostered a sense of 

closeness. 

While the children's literature was the centerpiece of class activities, a number of 

engagements were built around the books and provided multiple ways to approach the 
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literature. A major engagement was the reflection journals, which preservice teachers 

completed before each literature discussion. Although Mike sometimes had difficulty 

deciding what to write about in his reflection journals, he enjoyed the fact that he had the 

"opportunity to write up my own thoughts which I take very seriously." Li his midterm 

reflection he wrote that, "The literature discussion circles have been very informative. 

The reflection journals on the chapter and picture books have made me think about how 

you can relate these books and ideas to the ideas of the world." He found that the process 

of writing the reflection journals helped him get deeper into the books, saying that ideas, 

"just started coming to me as I was writing...it sort of came to me, popped up in my 

mind...Sometimes I'd get stuck but something would come to mind and I'd be able to 

write something and then I'd work on that. And then that would work [to] something 

else." Vanessa did not see the value of the reflection journals in the beginning of the 

semester. "At first they made no sense. Why am I doing all these?" As time went on she 

realized that the reflection journals helped her think about the books. "If you read a book, 

you know, whatever, you read it. But when you're forced to make a reflection, then you 

really sit down and think about it." 

The preservice teachers chose what formats their reflection journals would be in. 

Mike wrote all his reflection journals. Although he felt that other forms of response 

would be more creative, he was most comfortable writing. Vanessa, on the other hand, 

did almost all of her reflection journals in some format other than written. She felt that, 

"I'm better able to express myself through pictures, through drawings rather than words. 

And it's not always that I get the opportunity to express feelings or emotions with 
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pictures." Vanessa believed that the less formal structure of sketched responses allowed 

her to focus on her thinking: 

I analyze the situation and I think about what I'm drawing as I do it. 
Where if I'm writing I'm more concerned with grammatical errors or 
spelling. But when I'm drawing it's more I'm thinking about the situation 
[in the book]. As I'm drawing I'm collaborating and things pop up...I'm 
better able to reflect...With writing I feel more structure like it has to be 
this, it has to look a certain way. With pictures I feel they can vary. That's 
why I like pictures. 

Jennifer and Jackie did both written reflection journals and reflection journals in other 

sign systems. Jennifer preferred to do "more abstract stuff than writing because it 

offered a chance for her to fulfill her creative side and take a break from all the writing 

she had to do in her other college courses. Jackie equated written reflections with book 

reports and said, "I always hated those. So if I could draw about it it still helped capture 

the memories...and thoughts that I had about a book but I didn't have to take the time 

writing and writing about the book...and it shows more emotion and everything in a 

drawing than in writing." However, Jackie did make sure to do some reflection journals 

in written form because she "wanted to make sure I had quality reflection journals." 

Although I had encouraged the class to respond to the children's literature in any way 

that they found appropriate, Jackie realized that most teachers would value written 

responses over other formats, and did not want to take the chance that I felt the same 

way, no matter what I said. 

Like the written reflections, mapping engagements were woven into class 

activities throughout the entire semester. Mapping was used as a way to respond to the 
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children's Hterature, explore initial thinking, build upon personal connections, and share 

tentative understandings. 

The preservice teachers often created maps in response to the children's literature 

that they read. The preservice teachers also created maps during and after literature 

discussions. For example, each small group created an identity intersection as they 

discussed the character of Esperanza in Esperanza Rising (Ryan, 2000) and drew maps of 

the author's stories when small groups discussed different author autobiographies. When 

Jackie recalled that mapping engagement, she called the maps of stories "a visual 

autobiography." By the middle of the semester, both Jeimifer and Jackie also began 

making occasional maps for their reflection journals. Figures 7.1 shows an identity 

intersection created for the character of Catherine in Catherine, Called Birdy (Cushman, 

1994) and Figure 7.2 shows a heart map for Lafayette from Miracle's Boys (Woodson, 

2000). 
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Figure 7.1. Identity Intersection for the character of Catherine in Catherine, Called Birdy 
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Figure 7.2. Map of Lafayette's Heart from Miracle's Boys 

The preservice teachers created maps as a way to explore initial thinking about a 

theme or topic. Jermifer saw mapping as an ideal way to sort through her initial response 

before she did more formal writing. "I would definitely do the map first. And it helped 

me remember more things because I could visuahze it...so writing would just become a 

breeze." She also saw the maps she created as more for her own personal use, saying that 

creating the maps helped her think through events and influences from her childhood in 

ways that might not be meaningful for other people. The maps that she drew helped her 

prepare for more formal assignments. 
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The preservice teachers used mapping as a way to think through initial responses 

from the start of the semester, beginning with the literacy map. This engagement asked 

the preservice teachers to make personal connections to their childhood literacy 

experiences. Mike found it difficult to remember things from his childhood to put on this 

map. As he gained more experience with mapping, Mike became more comfortable with 

it. hi another engagement, Kitchen culture, the preservice teachers used a map of a 

familiar place, their kitchen, think about the complexities of their cultural identities and 

how those identities are reflected in the ways they lived their lives. Mike called the 

things that he put on the maps, "things that make up myself" Mike told me that he chose 

what to place on his neighborhood map because the things he included, such as places 

and people, were "things that had an influence on my life" (see Figure 7.3). 

Figure 7.3. Mike's Neighborhood Map 
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Vanessa liked the way that the literacy map made clear the ways that her family 

valued literacy. As she talked about creating the literacy map she said; 

I wouldn't be the person I am if I didn't have the cultures that I do in my 
life. So by reflecting on who I am I'm reflecting on my culture. I know 
that probably in other cultures parents read to their kids. And that just 
wasn't a thing in out family. Which are subtle things to think about. 

She thought the literacy map and the other mapping that she did were other ways to 

explore her cultural identities. 

Mapping also became a way for the preservice teachers to share tentative 

understandings they reached after reading, discussion and reflection. Jackie believed that 

making maps was a useful way to present information about her cultural identity. She 

enjoyed it, but also felt that: 

It's more visual and spatial than just writing it down on paper so it helps to 
reflect not just ideas and memories but also emotions. And by the way 
things are positioned you can tell importance and value which would be 
harder to emphasize in just freewriting. 

Jackie thought that the identity intersection was a "simple and effective way to express all 

the different aspects that make me unique." She explained: 

I chose an identity intersection as my main identity map, because I think it 
relays my feelings and iimer workings in a way that is very simple and 
easy to understand. I like that so much of my identity can be displayed in 
such a small place with the intersection and it also represents crossroads in 
my life, which is where I am currently at. Parts of my identity have 
changed over the years, but the foundational things such as religion, 
family and friends will always stay the same. I like that the intersection 
really emphasizes that. 

Mike was aware of the ways space could be used in mapping to emphasize what 

was important in his cultural identities. In a heart map that he created as part of his final 
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project Mike used a larger size to highlight the most important part of his identity (see 

Figure 7.4): 

I decided to make "love of kids" large because that is why I am in 
teaching. I love kids and I want to work with them. All of the other themes 
take up a portion of my identity. There is no one theme bigger than the rest 
except for love for kids because all of these ideas are equally embedded 
and important to my identity and me...I decided to use the heart map 
because it shows other people what makes up my body. Without a heart 
one cannot breathe. These themes represent my air. 

Figure 7.4. Mike's Heart Map 

When Jennifer began working on her final project she had trouble deciding on 

which kinds of maps to create. She said, "I initially spent a long length of time shifting 

through old pictures and looking around my bedroom to allow myself to take a step back 

and identify my identity and where it came from." Because Jennifer did not believe she 

had a distinct cultural identity she had difficulty identifying artifacts or influences. She 



239 

eventually decided to focus on her childhood and family because "a lot of my identity has 

to do with things I experienced as a kid and how I reacted to those things." For one map 

she had the help of several friends: 

The identity collage I created was very amusing because it gave me the 
opportunity to see how others viewed me; my roommates helped me cut 
out magazine pictures that depicted aspects of my personality. I enjoyed 
having the opportunity to see how close friends envision my personality 
and interests. 

She reported that what her friends thought of as her cultural identity was close to her own 

ideas. Jeimifer believed that the type of map she created—a collage—accurately 

represented her mental state. The seeming randomness of placement of aspects of her 

cultural identity reflected the chaotic mishmash of thoughts in her mind. Jennifer also felt 

that the maps she created gave more of an overview of her cultural identities. Other 

engagements allowed her to go more in depth: 

Doing this map I didn't get to really, I could probably write a paper on 
each little thing and really talk about what I learned, why that makes me 
who I am today. I could go into such depth about that. But I just wanted to 
give little spots, little things that you can sort of get an idea of why that 
makes me who I am. 

The preservice teachers saw mapping as an engagement with both strengths and 

weaknesses. All related mapping to drawing or sketching. Jennifer, Jackie and Vanessa 

enjoyed it for that reason, while Mike was uncomfortable with art as a sign system. The 

unfamiliarity of using anything other than writing to think and display knowledge was 

difficult for him. He found the mapping difficult, particularly at the beginning of the 

semester, calling it "a weak area." However, the other three saw mapping as not only 

enjoyable, but as a tool for thinking and reflection. 
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Jennifer believed that map making and writing were two engagements that 

supplemented each other. She preferred mapping, saying: 

I like maps because I'm a visual learner and for me, I actually can think 
more, I do better. If I was to write I couldn't have written something like 
this...because my mind just flows with ideas and it would be so jumbled 
with just stuff because one memory triggers another. And so [I'd be] 
mapping out a house and then, you know, I'd draw this table and then go, 
oh, I remember this time that this happened and I can fill that out more. 
Everything can just branch out from one another. 

The two sign systems helped Jennifer see in different ways. She believed that both 

writing and mapping were useful, but showed different things. Maps, Jennifer thought, 

showed more information, but writing allowed greater depth of information. "I would say 

that this map would give more information than the written but the written would be 

more detailed. Like I'd write a little thing [on the map] about something, but I could 

really explain why this happened [in the writing]." She noted that one small label on a 

map could be turned into entire paragraphs giving more information. "And so you can't 

give too much detail in this [map] but you can make people visualize and add more to it." 

Jackie also saw writing and mapping as engagements with two separate meanings. 

While she did not think that work in one sign system was harder or easier than in the 

other, she did find the mapping more enjoyable. "For me, well, I like to draw so it was 

more fun to do the maps and write short sentences rather than just writing paragraphs 

about memories." She also appreciated the visual aspect of mapping: 

When you map it you can kind of visualize the places and that helps you 
remember sounds and sights, what was going on. It helps to bring the 
memory out a little better than just writing. Well, for me, anyways. And I 
like that it's more eye catching to look at it than just a line of words. If 
someone else was to look at your map they'd maybe get more out of it or 
read on more than if it was just a paragraph. 
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Vanessa agreed with both Jackie and Jennifer that mapping helped her think: 

I think there's more reflection with mapping. Because, like with drawing 
your house you can visualize it. And you can think back on it, where as 
writing an essay it's a little more hard...But when I have a map or 
something to visualize it with it makes me think, oh, yeah, I remember 
when that was there and you start including little things that you 
remember. 

She felt that several of the maps that she made would be impossible to explain in words 

and that mapping could show things that writing could not. However, writing was also 

important. Like Jennifer, Vanessa believed that both sign systems together could show 

things that only one sign system could not. Vanessa also worried that mapping would be 

easier to throw together at the last minute than a piece of writing. Although she put in a 

lot of time creating thoughtful maps, she knew that people could rush through the map 

making. Vanessa cautioned, "That's why it has to be meaningful. That's why it has to be 

attached to something that is meaningful." 

While working with children's literature and mapping were the two major ways 

that the preservice teachers explored cultural identities they also mentioned other useful 

engagements. Jennifer used the literacy memory as an opportunity to "do some personal 

and family research that my grandmother enjoyed experiencing with me." Jackie found 

several of the professional readings thought-provoking. One helped her begin to form 

opinions on first and second language use in the classroom and how she would deal with 

children who spoke other languages: 

This article has encouraged me to be aware and sensitive to the different 
backgrounds and cultures of my students. I do not want to be like the 
teacher in the article who used her student's language as a "bad" example. 
It's so easy to intend to do something good and end up doing hurtful 
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things to a sensitive student, especially if it is in the context of a situation 
that the teacher has not experienced in his or her own childhood. 

The last major engagement that some preservice teachers discussed was the pen pal 

experience. All the preservice teachers enjoyed writing to and visiting with the pen pals. 

Their interactions also helped them see that children were capable of discussing sensitive 

issues. Jennifer thought that seeing how the pen pals handled critical conversations made 

her "very excited to conduct my own class and come up with abstract ideas and influence 

my students to think critically." She also told me that her pen pal did not see gender 

issues in her fourth/fifth grade classroom because of "the heightened awareness of each 

student's personal identity and the similarities between boys and girls." Jackie was also 

impressed with the depth of thinking that her pen pal exhibited: 

She has taught me that just because she looks like a little girl doesn't mean 
she can't handle some very deep and profound issues. [My pen pal's] 
insight into subjects such as poverty and war blew me away. I learned 
from her that kids really do have a good grasp on what's going on in the 
world, and their often deep but simple views on why certain things occur, 
makes some adults look ignorant. 

Examination of the midterm/fmal reflections confirmed that the preservice 

teachers in the study believed they used several different avenues as they explored 

cultural identities. Like the four preservice teachers that I focused on above, they reported 

preferences for different engagements, but each saw the value in varied approaches to the 

exploration of the theme. For example, Rebecca explained that her reflection journals 

were "rushed" because she preferred to spend her time working on other assignments. 

While she did not take advantage of that engagement as a support for thinking, she 

thought that the discussions were powerful, saying "I like to hear other people's ideas and 
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put them together with my own ideas." Danielle found that the reflections helped her 

connect with the literature on a more personal basis and that "the reflections helped our 

class to connect to each other as well. During literature discussions I found myself 

speaking more to people I wouldn't normally speak to. I found that the reflection journals 

were good 'icebreakers' by sparking conversations and igniting ideas about different 

perceptions of the texts." 

Finding Personal Connections 

The preservice teachers believed that class engagements were an opportunity to 

find personal connections with the semester-long theme of cultural identities through the 

use of children's literature and mapping engagements. They found that children's books 

could mirror their own cultural identities, believed that children should be able to read 

literature that mirrored their identities, and thought that maps could connect to personal 

experience. 

The preservice teachers were able to use the children's literature as a mirror that 

reflected their own cultural identities and personal experiences (Bishop, 1990). They 

routinely connected situations and characters in the books that they read with aspects of 

their own lives. Both Mike and Vanessa connected with Esperanza Rising (Ryan, 2000), 

though in different ways. Vanessa saw the characters in the book as similar to her own 

family. She related a story about her great-grandmother packing up the family and fleeing 

a bad situation and talked about how her great-grandmother and Esperanza's 

grandmother were alike in looks and strength of personality. In fact, Vanessa's personal 

connection with the book was so strong that she asked her mother to read it. Mike did 
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not find a personal connection through family, but thought that Esperanza's reaction upon 

moving from her home in Mexico to the United States was much like his own reaction to 

moving from the east coast to Tucson. Although he recognized that the situations were 

not the same, he identified with her feelings of loss and difficulty in accepting her new 

life. He said, "Like I said, the memories. You always bring them with you, whether 

you're here or somewhere else, you're always remembering past experiences. It just 

relates to me because I've had to do the same thing." 

Jackie thought that the characters and settings of Esperanza Rising (Ryan, 2000) 

and Miracle's Boys (Woodson, 2000) were far removed from her own life. However, she 

still strongly connected with both books: 

I think it's a personality thing. Like I'm really, I'm easily touched by 
people that are hurting and I just want to help in any way I can so that's 
probably part of why I connected with both of those. And I've had loss in 
my family of close friends and family members so I connect with the pain 
of losing. Especially both of these children lost their parents. The grieving 
process they had to go through I could associate with also. So not 
necessarily pity, but I just wanted for both of them [to] help them in any 
way I could. 

Jackie did see connections with her own life in the memoir Knots in My Yo-yo String 

(Spinelli, 1998). Although she did not really enjoy the book she drew many parallels 

between the author's childhood and her own. Mike found his some aspects of life 

mirrored in two other books. In Between Earth and Sky (Bruchac, 1996) he thought that 

the serious mood of the book reflected his own serious personality. And although he did 

not like Witness (Hesse, 2001), the book made him think about being Jewish and the 

struggles that Jews have historically faced. When she presented her poetry share Vanessa 

found several poems that she felt related to race and ethnicity. Her favorite was a poem 
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that promoted multilingual voices. Vanessa wrote that, "I consider myself trilingual under 

the circumstances described in the poem. I can speak Spanish, English and Spanglish." 

Vanessa saw parts of her cultural identity reflected in several other texts. While 

she found the problems facing the characters in Miracle's Boys (Woodson, 2000) 

unfamiliar and struggled with the slang, she related to the feelings of guilt and blame the 

boys had about their mother's death. While sharing a room with her grandmother as a 

child, Vanessa woke one morning to find that her grandmother had died during the night. 

She said: 

Like when the little boy was blaming himself for his mother's death. I did 
the same situation with my grandmother because I used to have dreams 
where she passed away. So I'd get up and look at her and she'd be fine 
and [I'd] be able to go back to sleep. And I distinctly remember that night 
having that same dream and I said, oh, don't be stupid, just go back to 
sleep. And that was the one night that I did not get up to check on her. 
And for the longest time I felt that if I would have just gotten up and 
checked on her she would still be here. For a long time I blamed myself 
for that. 

Another uncomfortable reflection for Vanessa was in the book The Lost Garden (Yep, 

1991). She strongly related to feeling rejected from groups. '"Where do I belong?' is a 

question I often asked myself growing up. I was often seen as too Mexican to be 

American and too American to be Mexican" (see Figure 7.5). Vanessa connected warmly 

to the relationship depicted between the main character and his grandfather in A Day's 

Work (Bunting, 1994), seeing it as a reflection of her own relationship with her father: 

It got me thinking about my dad and things. Because here it's the little boy 
thinking he's the big person for trying to help his grandfather, but his 
grandfather taught him so much more. More honor and more than the little 
kind thought that the grandfather could ever teach him just cause of the 
language barrier. 
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Figure 7.5. Vanessa's Reflection Journal for The Lost Garden 

Jennifer also found that one book, The Friends (Yumoto, 1992), helped her understand 

her grandfather better. After reading the book and the small group discussion she 

uncovered a strong personal connection: 

[The Old Man] learned to appreciate the last years of his life. I wish I 
could do that for my grandfather right now 'cause he's sort of waiting to 
die right now. And it's, I don't know. It's sad. I look back at the book and 
think it's sad when somebody gets to that point that they don't enjoy life 
anymore. They just let themselves go. But see, I didn't imderstand that 
before and now I do because I read the book. Now I can relate to [that 
idea]. 



The preservice teachers reahzed that their future students, who might have 

different cultural identities than the preservice teachers, could use children's literature to 

reflect their own lives. While they realized that they did not always find personal 

connections to the books, they understood that students from different cultures and 

perspectives might be able to find personal connections that eluded the preservice 

teachers. However, they often phrased the hope that their students would find personal 

connections in the books they read as a need for the students to learn how to handle the 

"issues" in their lives. For example, Mike saw that there were no direct parallels between 

some books and his life, but thought that, "It all connects somehow. Maybe not to you. 

To other people, they have the same type of things they go through." After reading a text 

set of picture books with gay and lesbian characters Vanessa thought that they would be 

good for her young cousin to read. She wrote, "I was thinking about my cousin who is in 

6th grade who is constantly being called gay and laughed at. I fear he has a lot of 

emotional pain." She thought that reading those books might help him deal with the 

teasing. Jennifer spent several minutes talking about the need to teach about many issues, 

saying, "A lot of things are just never issues for me...I've now realized how important it 

is to focus on a lot of different issues because even if I don't have problems with issues, 

my students will need to have understanding of themselves...You really need to dig deep 

and find a lot of good books, find a lot of different cultural books." 

Sometimes they struggled with finding connections to literature set in other 

cultures, but recognized the need to make the attempt. Both Jennifer and Mike were able 

to move beyond making concrete personal connections with the literature to connecting 
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with larger themes or issues in the books. Jennifer told me, "You can always relate to it. 

You know, like Amber Was Brave, Essie Was Smart (Williams, 2001), yeah, I've never 

been in poverty, but I understand that need for counting on someone....you can't read 

something with out finding some substance and [also you] identify and understand what 

the author's trying to say." Mike agreed: 

You can always relate to something...If I use some type of imagination 
and try to think, oh, well, this has to relate to something, sort of along this 
line. There's some type of connection. You know, maybe it's not a direct 
relation but it's pretty similar. Maybe not directly to me, but to bigger 
themes, bigger issues. 

Mike found his way in to Miracle's Boys (Woodson, 2000) through a connection to larger 

issues. "I can not directly relate any of the things that happened in the book to me, but I 

can relate it to the world and what happens when kids get out of prison. People change as 

they see bad things and thus change into something bad, but not in all cases." 

As mentioned in the previous category, the preservice teachers often mapped their 

personal connections and then built off of those understandings. For example, in her final 

project Jackie created a map of her week (see Figure 7.6). She said, "You can tell a lot 

about a person's priorities by how they spend their time. And you can see from this that 

obviously school is a very big priority for me." The chunks of time devoted to attending 

classes and doing homework were a clear visual indicator of the value she placed on 

education. 
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Figure 7.6. Jackie's Map of ner Week 

The midterm/final reflections from the other preservice teachers agreed with the 

perceptions reported above. 
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Valuing Diversity and Multiple Perspectives 

The preservice teachers felt that class engagements exposed them to issues of 

diversity and multiple perspectives. They said that they valued having a window into 

other cultural identities, although they did not always understand them. The preservice 

teachers believed that the reflection journals and literature discussions allowed many 

voices and ideas to be heard. 

Vanessa saw the reading that she did in this course as one of the only places in the 

teacher education program where she was exposed to issues of diversity. She believed 

that the books and engagements around the books helped her think of herself in new ways 

and hoped to continue using such literature with her own students, saying; 

I felt I learned a lot about myself reading books. It helps you think about 
identity and culture and your own identity and the people around you. You 
know, just getting to think about new things...! know that I want to have a 
broad range of literature and different situations and different things, well 
rounded for my students. So yeah, it really did make me think a lot. 

While the preservice teachers valued children's literature as a mirror reflecting 

their own cultural identities, they also saw it as a window into other cultures and 

perspectives. 

The preservice teachers noted that the children's literature could help provide 

multiple perspectives on issues. Mike disliked reading Witness (Hesse, 2001), partially 

because he found the format of multiple voices difficult to access, but saw that "it was 

good because you got different perspectives [that] different people had." After Jennifer 

attended the children's literature conference she commented that she appreciated Joseph 

Bruchac's comments on his books. "I was really taken by his quote, 'you have two ears 
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so that you may always hear both sides of every story,' and I think it really pertains to 

one of our class's purposes of enhancing the use of multicultural literature in 

classrooms." 

Jackie realized that people from different cultural backgrounds might read the 

same piece of literature differently. After reading and not particularly enjoying The 

Friends (Yumoto, 1992) she wondered if someone who understood the Japanese culture 

better would like the book more than she had. She felt that because she lacked knowledge 

about the culture she might have missed important ideas in the book. Jennifer also had a 

low opinion of The Friends (Yumoto, 1992). This was partially because the plot did not 

match her expectations of the Japanese setting. Because the book was set in a foreign 

country, she expected something more exotic than the descriptions of soccer camp, 

school, and relationships among friends. 

Jackie also realized that the context of reading can affect the meaning made from 

the book and that one person might have two different responses to the same book or idea 

encountered at two separate times. As she reviewed the race/ethnicity freewrite she wrote 

in the middle of the semester Jackie noted that she had written that she had never 

experienced discrimination. This was clearly untrue, as Jackie recounted stories of racial 

and religious prejudice she faced as a child and teenager. Jackie concluded that whatever 

book the class was reading at the time that she wrote that freewrite must have included 

examples of discrimination far worse than any Jackie faced. She assumed that what she 

had been reading affected how she defined discrimination, but as the experience of that 
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response changed, she came to reaUze that while what she personally went through may 

not have been as severe, it was still discrimination. 

The makeup of the class and the small group interaction encouraged multiple 

perspectives. Jennifer felt that the class was fairly diverse, with people from several 

ethnic groups, age levels, and gender. This allowed her to hear points of view that have 

been rare in her other courses, particularly the perspectives from the men and the mothers 

in the class. After reading children's literature the preservice teachers prepared a 

reflection journal to prepare for the literature discussion. These reflection journals took 

many forms, including written essays, sketches and drawings, webs, collages, and poetry. 

The preservice teachers saw these reflection journals as part of the literature discussion 

because they often began their discussions by sharing the reflections that they had 

completed. Jennifer especially appreciated beginning the discussions in this manner 

because she felt it helped put everyone's perspective on the table before people began 

debating ideas; 

We all brought in our ideas first, rather than jumping in the discussion. 
Because there are always people who'll jump into a discussion and they'll 
go with whatever everybody else is going with. It was nice that everybody 
had a hard copy in from of them, that was their ideas, and they had to 
project their ideas before agreeing with other people...From the get go you 
got to hear everyone's little piece of information of what they got from the 
book. And a lot of it made me think were I was like, oh, I didn't think of 
the book that way, and it really opened my mind to new ideas. 

In her final reflection Jackie wrote, "I also am always interested in hearing alternative 

viewpoints and appreciate others' participation as well...I just am very interested in a lot 

of group interaction and try hard to get as much participation as possible out of my peers 

because we all leam more when we share our knowledge and viewpoints." 
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Jennifer enjoyed being in groups with different people for each discussion. She 

felt that this both allowed her to get to know her classmates better and to hear a larger 

variety of perspectives. She believed that the literature discussions were extremely 

important as a way to help people think about cultural identities: 

It felt to me that in a lot of my discussions that some people sort of opened 
their eyes to things...It was like there was so many people you just saw the 
light bulb go off It was like, wow, this is important. And I think a lot of 
people in our class really, really felt that way and the discussions really 
kind of built a better foundation for that. Everyone could bring in their 
ideas and put them all together and really build a foundation of what needs 
to be done in classrooms. 

Mike believed that the literature discussions were the aspect of the course that made him 

think the most during the semester. "It made me think about a lot of different ideas...You 

know, about how I'd try to connect this book to my life or to something else." Jackie told 

me: 

Definitely [it was useful]. There was not a single useless discussion that I 
had. We always were running over and just talking and talking and 
talking. I really enjoyed those discussion sections because the things that I 
wouldn't have necessarily thought of got brought up. Well, I read The 
Friends and Esperanza Rising and Miracle's Boys which are about three 
very different identities and ethnic backgrounds and then Knots on My Yo
yo String has another type. All of them had a very good theme of identity 
and we did get into that discussion in all of them. 

In the midterm/fmal reflections the other preservice teachers agreed that the 

children's literature, discussions, and other engagements helped provide multiple 

perspectives and encouraged everyone to value diversity. For example, Lyn remarked, "I 

am eager to hear the comments and feelings my group members have to say about books 

we have read. Although we do not always agree, it is fine by me. I enjoy hearing another 

perspective and have even changed my ideas of a subject afterwards." 
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Building Knowledge and Understanding 

The preservice teachers believed that class engagements helped them become 

more knowledgeable and understanding about cultural identities. They perceived value in 

their increased knowledge and recognized ways that they could take course experiences 

into their own classrooms. They explained that multicultural children's literature could be 

a way to educate their future students about other cultures and emphasized their beliefs 

that people hold prejudiced beliefs out of ignorance. The preservice teachers also 

discussed their responsibilities as a teacher and their lingering questions. 

One reason the preservice teachers valued using children's literature as a window 

into other cultures and perspectives is that it helped them see the differences within and 

among groups of people so that they could begin moving away from the idea that people 

are the same beneath superficial differences. For example, after creating a text set of 

books set in the Middle East, Jackie realized that the people of the Middle East came 

from varied cultural, linguistic, and religious backgrounds. When reading historical 

fiction Mike grappled with the idea that people from different time periods had different 

values and beliefs. Jennifer read Amber Was Brave, Essie Was Smart (Williams, 2001) 

and realized that socioeconomic status can play a role in cultural identities. She 

concluded, "It is important to teach and provide books that deal with people of different 

socioeconomic classes." Jennifer also recalled her reaction to Esperanza Rising (Ryan, 

2000), the first book the class read for literature discussions: 

My first experience with major cultural differences...when we read 
Esperanza Rising and seeing how everybody else talked about it. That 
book was probably the biggest eye opener. You know, it's the best way to 
get your feet wet and say, ok, there's a lot of different cultures. People 
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need to know about them and respect that. Seeing how it affected 
everybody else was just amazing...I said, ok! I see what I need to do. 

The literature allowed the preservice teachers to problematize their original ideas of 

cultural identities. 

Jennifer also recognized that books with which she did not find strong personal 

connections provided valuable insight into other cultural identities when she talked about 

reading books that were outside of her personal experience: 

I think that's the only way that you can become, I mean, reading this book 
you learn something about what's it's like. You put yourself in someone's 
shoes. It kind of scares me that other people say I don't relate to this book 
so I'm not going to read it. You read the book so you can understand what 
people go through, so you can understand how other people feel...I'11 read 
a book about something that I have nothing to do with, but at least I, after I 
read it, I say, well, now I've seen what somebody else could go through. 
And if I ever come into contact with someone else who could be going 
into something like that I can think and say, oh, well, I kind of understand 
that. You know, I've read something like that. 

Vanessa revisited this idea when she discussed working on a text set of Middle Eastern 

children's literature. She concluded her reflection on the text set by saying, "It was a 

privilege researching this culture, especially with the events that are unfolding in the 

Middle East today. It is essential that we all become educated about the Middle Eastern 

culture." 

The preservice teachers saw the books they read in class and the projects they 

completed as useful for their future teaching. For example, Jackie said, "The text set 

projects done by myself and the rest of the 480 students are really going to come in handy 

when I am looking for literature on specific areas such as race, socioeconomic status, and 

culture." She also mentioned several times that she would like to use books that she 
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discussed in small groups with her future students when she was teaching certain topics. 

For example, she told me that she planned to use Between Earth and Sky (Bruchac, 1996) 

when she taught a unit on Native Americans. 

Because Jennifer highly valued the knowledge and understandings built from 

interactions with multicultural literature and discussions with her classmates, she took on 

leadership roles in the groups where she was a participant, hoping to give other group 

members, "the opportunity to expand their ideas and begin deeper group discussions." 

She believed that she would take her experience into her future classroom, hi her final 

reflection Jennifer wrote: 

The literature discussion circles, supplemented by the multiculturally 
diverse literature, have been the most beneficial exercises I have 
experienced in this classroom. The readings and discussions have given 
me a heightened awareness of the importance and the benefit of the use of 
multicultural literature in the classroom, especially for children of young 
age, as a means of teaching acceptance and understanding of different 
cultures. 

The preservice teachers consistently assumed that one of the primary reasons to 

use children's literature as a window into other cultures and perspectives was because of 

the possibility of reducing ignorance. They equated prejudice with ignorance and 

believed that by educating children about groups of different people they could reduce or 

eliminate acts of discrimination. Jackie believed that "Prejudice is everywhere. Everyone 

(or almost) has some form of 'us' and 'them' which creates a sense of belonging and 

superiority." She saw part of her job as a teacher to prevent all kinds of prejudice. "It is 

our job to educate and much of prejudice is based on ignorance." Later she told me that 

"kids need to be exposed to the world that they live in...it's just important for everybody 
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to know that their way's not the only way. And literature is definitely one of the ways to 

help that." Vanessa believed that multicultural children's literature was important to use 

in the classroom because, "I think there's still some prejudice. If more people are 

educated on the different cultures and different systems, belief systems, then maybe 

everyone would be a little more open to difference." Jermifer also saw children's 

literature as an important way to educate students. She called Esperanza Rising (Ryan, 

2000) "an eye opening book that a lot of people should read." She thought that the book 

would help inform people of the situation that migrant farm workers live in, and reduce 

racism towards Latinos. And, Jermifer thought, "they need to do it when they're young so 

they're not developed their little prejudices and attitudes that they develop when they're 

older that they don't get rid of" She also wanted literature that focused on different 

socioeconomic classes. After reading Tight Times (Hazen, 1979) Jennifer said: 

It's for that understanding...I think it helps build sensitivity. Because you 
can be in their shoes. That's one of the things that everyone needs to read. 
Even if they can't identify, the need to read the book so they understand 
and they could at least understand and at least have that sensitivity for 
other people. 

Mike thought it was important to read children's literature about groups other than his 

own because, "That way people don't just know about themselves, they learn about 

different people and how they're different than they are. And how they maybe have 

similarities between them, too." Interestingly, he elaborated on his comments with a 

situation framed from an ethnocentric view. "Because when you move, you go overseas 

or something and you act a certain way because of your culture, but they act a certain 

way. They're not maybe trying to offend you in any way, that's just how they are. So 
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that's important for people to know. Just pure knowledge." Knowledge of other cultures, 

in this example, was important because the person from the dominant culture should not 

take offense at a foreigner's strange customs. 

The preservice teachers believed that everyone needed to read children's literature 

from as many different cultural groups and perspectives as possible. Vanessa exclaimed, 

"Who is [multicultural literature] for? Everyone! It's for everyone. I think everybody can 

learn from it. Regardless of age or anything really. Everyone." Jackie concurred, although 

she emphasized the need for children from mainstream American cultures to also read 

multicultural literature: 

I think it's important for everybody. I think it's especially important for 
white kids because they get the least amount. Because if you're black, if 
you're Hispanic, you know, I mean, you're taught that you're different 
from other people a little bit more than when you're white and you're 
taught that you're different from other people. So it's especially important 
there, but I think it's important for everybody. But there's so much 
literature about white kids that if they wanted to you could really keep 
them in that little comer with that. 

Mike talked a bit more about using literature to promote equity. He realized that 

part of his responsibility as a teacher would be to help students look critically at literature 

for gender stereotypes. "I am going to have to be aware and point out to my students that 

some of these books display very stereotypical characters and themes...as a teacher I need 

to find all types of books that display both male and female characters to my students." 

He recognized that books can represent boys and girls in stereotypical ways and resolved 

to help his students learn to identify and argue back with such depictions. Jackie took a 

critical look at how Ella Enchanted (Levine, 1997) tried to subvert fairy tale archetypes. 

She concluded that the book ultimately failed in showing a completely independent 
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female main character and relied too heavily on traditional fairy tale representations. 

Another children's book and the discussion related to the book angered Jackie. After 

reading La Mariposa (Jimenez, 1998) she protested, "To me there's no right way to say 

anything because it's a language and everyone's language is their own language and you 

can't tell them yours is wrong and mine's right. What makes any one person's language 

better than another person's language?" 

Jackie also believed that students needed to have access to literature that acted as 

a mirror. She realized that students often learned about the world through books and that 

they needed to see real life situations so that they could explore the world in a safe way. 

Because her own childhood was so isolated and her reading was restricted as a young 

child this had a particular urgency for her. Jackie explained that books should not be 

censored because the topics that often considered controversial are, "They're life. Those 

are just things that happen." She worried that by not including literature that deals with 

controversial topics teachers were not preparing their students for the real life issues they 

would face: 

By going to the extreme of getting them, any book that has any of this in 
it, getting it out of your classroom, you're going to leave your kids with 
what...And then they're going to go out in the real world and it's going to 
be a big shock! That's not the way things are!..And you can't just take all 
these things and stick them in a box and hide then away because then the 
kids are going to find them on their own and it's better if they find them 
with you in a more structured environment so you can go over it...there's 
some things, like bullying you've got to talk about it in your class, you 
need to talk about them in your class. And cursing and drugs and talking 
about how detrimental they can be and eating disorders. Those are things 
that I think need to be talked about in classrooms and not hidden away. 
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Jennifer took a broader look at the field of education. She discussed how she 

knew that she would use multicultural literature, but that she rarely had those types of 

experiences in her own elementary education. She continued, "It's something that I 

guess needs to be taught now so that teachers now can do it. The next generation of 

teachers can do it. But baby steps, right? Baby steps towards equality." 

The children's literature that the preservice teachers read, and the engagements 

that they experienced around the literature, including the literature discussions and the 

reflection journals, gave the preservice teachers an opportunity to explore their own 

cultural identities and the cultural identities of people other than themselves. The 

experiences with literature also left them with lingering questions. At the end of most 

class sessions the preservice teachers filled out exit cards. They often used this 

opportunity to mention lingering issues that still concerned them. For example, after the 

class discussed books that focused on families in lower socioeconomic situations, 

Jennifer wrote on her exit card, "How in depth should a teacher get into a discussion 

concerning socioeconomic class? Could it offend or embarrass students if they are 

singled out?" When the class looked at a text set of picture books with gay and lesbian 

characters she asked, "Is it the parent's job to explain differences in sexuality or will 

leaving it to parents create prejudices instilled by the parents that could have been 

prevented by the teacher's teaching of understanding and acceptance?" 

Both Jennifer and Jackie also discussed the week the class spent working with 

controversial issues as significant to their thinking. While neither supported censorship 

they both appreciated the more conservative views from some of their classmates who 
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several class members expressed concern about the ways that holidays are currently 

celebrated in the schools. Some promoted the idea that in order to be culturally sensitive 

schools should not promote any individual holidays. For example, instead of celebrating 

Christmas and Hanukkah, schools should have a more generic Winter Celebration. Others 

insisted that this sort of celebration suppressed what was worthwhile about the holidays 

and would eventually reduce vibrant and unique cultures to bland, boring shadows of 

themselves. Jackie was particularly concerned that schools no longer felt able to celebrate 

Christmas, Halloween, and Easter. She felt that replacing these holidays with generic 

celebrations denigrated their importance to large segments of the school population. 

Jennifer felt that there had to be some way to keep the uniqueness of individual holidays 

without promoting one cultural tradition over another, saying, "I truly think that it is 

possible to embrace all religions and cultures equally~and to embrace diversity. 

Uniqueness is awesome!" 

In her midterm reflection Emily explained: 

I have learned about how many views there can be on one book, and how 
many different things can be taken from a book depending on the person. I 
have come to appreciate more deeply books on different cultures. I am so 
glad that we as teachers today have so many children's books at our grasp 
that feature so many different cultures, because it will allow us to educate 
our students on diversity. 

Like the other preservice teachers, Emily believed that engagements built around 

multicultural literature could help build knowledge and understanding. 
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Discussion 

When looking at this data it was difficult to separate out the effect of any one 

assignment or engagement since all interrelated. For example, reflection journals were 

completed after the preservice teachers read a children's book in preparation for a 

literature discussion. The preservice teachers often began their literature discussions by 

sharing their reflection journals. Because these engagements were designed to support 

and lead into each other, the preservice teachers did not see them or discuss them as 

separate. 

The preservice teachers needed to be able to explore the semester-long theme 

from a variety of approaches. Each had strengths and preferences in certain areas, and 

building on these areas provided a sense of comfort as they worked with a sometimes 

difficult theme and begin shifting fi-om a personal view of identity to a group sense of 

cultural identities. The multiple ways the preservice teachers could explore the semester-

long theme also allowed them to continue work even when they had reached a dead end 

or were experiencing frustration with one approach. This was particularly important to 

preservice teachers like Mike, who needed to be able to approach and retreat from 

explorations of the theme. And as several of the preservice teachers noted, the different 

sign systems allowed them to think in different ways about the theme. 

Sign systems are the ways in which people share and make meaning (Short & 

Harste, with Burke, 1996). Each sign system, including art, language, music, drama, and 

mathematics, offers a different potential for making meaning (Eisner, 1994). hi this study 

the preservice teachers focused on using language, specifically discussion, literature, and 
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writing, and art. The preservice teachers thought that hterature was a powerful way to 

explore their own cultures and the cultures of others because it "offered cultural insights 

in natural ways" (Temple, Martinez, Yokota, & Naylor, 1998, p. 83). Different kinds of 

artistic explorations were also useful. As Goldberg (2001) described, "As a tool, the arts 

enable us to cross boundaries that are usually closed to us, or to join together in ways that 

are new. As such, it is not unusual for artists to imagine new ways of being or to invent 

ways of seeing something anew" (p. 10). Like written language, the arts are a "system of 

symbols that represent ideas, emotions, feelings, and history" (Goldberg, 2001, p. 11). 

Mapping is another way to make meaning. Comfort with maps as a sign system 

was clearly related to beliefs in one's artistic ability. Similar to creating art, making maps 

required the preservice teachers to actively engage in their own learning. Creating maps 

as a response to literature, a way to explore new ideas, and a way to present or share 

information was new for the preservice teachers. Those preservice teachers who were 

comfortable with art— even if they did not see themselves as artists—were comfortable 

with mapping. Mike, who protested that he could not draw and was not a good artist, had 

difficulty. While Vanessa enjoyed the mapping, her discomfort with writing influenced 

her concerns that people could rush through a mapping engagement but that rushing 

through a writing engagement was more difficult. 

The preservice teachers enjoyed finding personal connections and seeing 

reflections of themselves within the children's literature. They also recognized that their 

future students would value those same experiences. However, the preservice teachers 

framed the necessity for each group differently. The preservice teachers themselves 
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looked for personal connections out of enjoyment and to be able to better relate to the 

book characters and settings. Their students, on the other hand, would need to look for 

personal connections and see themselves in books so that they could understand the 

"issues" in their lives. This may be for two reasons. First, when the preservice teachers 

are reading children's literature, they are mostly thinking as a reader. However, when 

they begin to think about children reading the same books, they often fall into a teacher 

role, and look at the literature in terms of what use it would be in the classroom. It is also 

related to who preservice teachers see as reading multicultural literature. Because 

multicultural literature is usually defined as literature with characters or settings fi"om 

underrepresented groups, particularly ethnic and racial minorities, there is an unspoken 

and perhaps unconscious understanding that multicultural literature is primarily for the 

"Other" (Shaimon, 1994). While the preservice teachers believed that all children should 

read multicultural literature, there seemed to be an underlying belief that it is really for 

children from marginalized cultures. It is clear that preservice teachers as a group tend to 

view children from marginalized cultures as coming from more unstable, abusive, and 

less supportive homes, thus having more "issues" to deal with. The preservice teachers 

thought that the literature would help children from underrepresented groups cope with a 

hostile world (Sleeter, 1996). 

All of the preservice teachers had some level of commitment to equity issues. 

However, they remained at a mostly uncritical point, with overly-simplistic ideas about 

social justice. Their emphasis on prejudice arising from ignorance and the belief that 

simply educating children about other cultures would eliminate racism and discrimination 
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reflects this naivete. Sleeter (1996) explains that this view of educating children about 

differences in order to eliminate prejudice believes that "Children are more easily 'cured' 

than adults, and teachers can prevent prejudice by providing appropriate information and 

experiences" (p. 219). Although the class engagements helped raise awareness of societal 

inequities and cultural issues, the preservice teachers need more time and sustained, 

structured engagements to build upon these initial understandings so that they could 

move to more sophisticated understandings of culture and social inequities. 

Summary 

hi order to answer what the preservice teachers' perceived as the ways in which 

class engagements with mapping and children's literature influenced their understandings 

of culture, I looked at written reflections and final interviews of four preservice teachers. 

The preservice teachers discussed their perceptions of the semester-long theme of cultural 

identities. Three of the preservice teachers thought that the explorations with the theme 

were valuable and enjoyable, while one struggled with examining his own cultural 

identity. 

Four categories were developed fi'om the data. Multiple Avenues to 

Understanding contained responses discussing the different ways preservice teachers 

approached the semester long theme. The preservice teachers found their interactions 

with children's literature, reflection journals, and mapping engagements useful. They 

equated mapping with drawing or sketching, and those who were comfortable with their 

artistic ability enjoyed mapping. They also saw the different sign systems as reflecting 

different meanings, providing new perspectives on the same concept, hi the second 



266 

category, Finding Personal Connections, the preservice teachers saw their cultural 

identities reflected in the children's literature and mapping engagements. They also 

recognized that children could connect to literature, hi Valuing Diversity and Multiple 

Perspectives, the preservice teachers appreciated that the diversity of their classmates and 

the literature from many different cultural settings provided them with opportunity to 

hear multiple perspectives. They particularly valued the literature discussions. In the last 

category. Building Knowledge and Understanding, the preservice teachers valued 

multicultural children's literature as an important resource as they worked to reduce 

prejudice through increased education. They also discussed their responsibilities as 

teachers and expressed lingering questions and concerns about examining cultural issues 

in the classroom. 
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CHAPTER 8 

SUMMARY, IMPLICATIONS, AND RECOMMENDATIONS 

My experiences as an elementary teacher working with children from diverse 

backgrounds combined with the opportunity to instruct preservice teachers in a children's 

literature course led to concerns and questions about the cultural identities of preservice 

teachers. Through my work with the preservice teachers I became concerned that these 

mostly white, middle class women would struggle when placed in a context where they 

were responsible for the education of culturally diverse children. The purpose of this 

study was to help preservice teachers explore their cultural identities and the cultural 

identities of others within the context of an undergraduate children's literature course. 

This study was framed with three research questions: What aspects of their own cultural 

identities do preservice teachers explore when using mapping and children's literature? 

How do preservice teachers interact with issues of culture during a study of their own 

cultural identities? What are preservice teachers' reported perceptions of the ways in 

which class engagements with mapping and children's literature influenced their 

understandings of culture? 

My theoretical beliefs and understandings of culture, mapping, and response to 

literature framed this teacher research study. Twenty-four preservice teachers enrolled in 

a semester-long children's literature course that I taught and agreed to participate in the 

study. This children's literature course is required for all preservice teachers seeking 

certification and is generally taken soon after undergraduates are admitted into the 
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College of Education. It is a response-based course designed to expose preservice 

teachers to as much quality children's literature as possible. A strong classroom 

community fosters dialogue about children's literature and important questions within the 

field. During the semester of the study the class focused on the theme of cultural 

identities. 

Data collection took place in the spring of 2003. Primary data included several 

kinds of written reflections, student artifacts, and final interviews. Secondary data sources 

such as exit cards and my teaching journal were used to confirm or disconfirm findings 

from the major data sources. Data analysis was ongoing throughout the entire semester 

and into the summer. For each research question the relevant data was coded for 

emerging patterns and categories. 

Summary of Analysis 

Data analysis revealed interconnected categories of response. In this section I 

summarize aspects of cultural identities that the preservice teachers explored over the 

course of the semester, how the preservice teachers interacted with issues of culture, and 

how the preservice teachers saw class engagements as influential to their explorations of 

cultural identities. 

Exploring Cultural Identities 

Data from all 24 preservice teachers was examined to show what aspects of their 

own cultural identities preservice teachers explored while using mapping and children's 

literature. The aspects of identity that were explored changed over the course of the 

semester as the preservice teachers participated in class engagements and reflection. 
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Because one engagement, the identity freewrite, was completed early in the semester 

before we began our class focus on cultural identities I analyzed that data separately. In 

the identity freewrites the preservice teachers focused their discussions of their identities 

in four areas (see Table 8.1). The highest number of responses dealt with personahty 

Category Deflnition 
Personality Traits and 
Characteristics 

Self-described emotional states, attitudes 
and mannerisms including lists of 
characteristics and connections between 
personality and family relationships 

Relationships with Family and 
Friends 

Lists of relationships and descriptions of 
how relationships influenced personality 
traits and characteristics 

Use of Free Time Activities outside of school and work life, 
including hobbies and how the preservice 
teachers filled unstructured time 

The Complexity of Cultural 
Identities 

Cultural identities are dynamic, influenced 
by many different factors, and the result of 
personal choices 

Figure 8.1. Preservice Teacher hiitial Explorations 

traits and characteristics such as being ambitious, generous, or compassionate. These 

personality traits and characteristics were often connected with family relationships and 

discussions of relationships with family and friends were common. The preservice 

teachers considered the influence of their families, particularly their parents, as central to 

the formation of their cultural identities. The preservice teachers also described hobbies, 

interests, and entertainment choices as important to their identities. They considered their 

identities complex, changing, and often a matter of personal choice. These explorations 

of cultural identities highlighted individualism and ignored the possibility that the 
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preservice teachers were influenced by standards of behavior normalized by group 

memberships. 

The remaining data for this question fell into four interrelated themes (See Table 

8.2). The first theme, Systems of Belonging, encompassed five subthemes. Relationships 

Theme Subtheme Definition 
Systems of Belonging Relationships with Others Connections between 

family members and 
other people 

Systems of Belonging 

Racial/Ethnic Identification Self identification as a 
member of a particular 
racial or ethnic group 

Systems of Belonging 

V alues/B eliefs/Aspirations Connections with others 
of similar beliefs and 
values 

Systems of Belonging 

Significance of Place A sense of belonging to 
a specific place or region 

Systems of Belonging 

Participation in Groups Self identification of 
belonging to or 
participating in certain 
groups 

Facing Challenges/Freedom from Challenges Encountering hardships 
or a lack of hardships 
such as financial 
problems or prejudice 

How People Choose to Spend Their Time The ways preservice 
teachers spend their time 

The Complexity of Cultural Identities The ways in which 
cultural identities are 
seen as complicated, 
fluid, and subject to 
change 

Figure 8.2. Aspects of Cultural Identities Explored by the Preservice Teachers 

with others included considerations of family structure, traditions and rituals associated 

with family relationships, and the challenges and support provided by connections with 
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others. The preservice teachers also self-identified as members of particular racial and 

ethnic groups. These responses were often brief and many of the preservice teachers 

believed that race and/or ethnicity played little to no role in their lives. Several responses 

touched on the concept of white privilege, although half of these preservice teachers 

introduced the concept only to immediately reject it. A third system of belonging 

included connections to others of similar beliefs and values, including faith communities 

and career and personal goals. The preservice teachers found certain towns, regions, or 

locations important to their cultural identities, recognizing the influence particular places 

have. Regional and national associations were particularly important. Finally, the 

preservice teachers identified themselves as belonging to or participating in groups based 

upon commonalities such as sexual orientation, gender, age, language, or socioeconomic 

status, hi this theme the preservice teachers began to shift their perspectives towards 

consideration of cultural identities as group membership. 

hi the second theme the preservice teachers recognized how facing challenges or 

the freedom from challenges influenced the formation of their cultural identities. These 

responses focused on financial hardships or comfort, confronting prejudice based upon 

sexual orientation, ethnicity, or age, and recognizing their participation in a society which 

privileges people with white skin. Several of the preservice teachers who discussed white 

privilege also explained their tensions about being a white person in a time which, they 

felt, made being white something to be ashamed of. Two students believed that as 

citizens of the United States they were free from many of the hardships people in other 

countries face. 
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Throughout the semester the preservice teachers continued to discuss how the 

ways in which they choose to spend their time impacts their cultural identities. They 

discussed hobbies, participation in sports, and entertainment choices. The preservice 

teachers also described how their decision to pursue higher education reflected their 

identities and how travel had influenced their knowledge about themselves and people of 

other cultural backgrounds. 

Preservice teachers continued to describe their cultural identities as complex and 

changing, though this type of discussion declined as the semester progressed. Many of 

the preservice teachers believed that identity naturally changed as people matured. 

Several noted that descending fi-om several different ethnicities complicated cultural 

identity, though some used that to gloss over the possibility that ethnicity had any 

importance to their lives at all. 

Preservice Teacher Interactions with Issues of Culture 

Engagements such as reading, discussing, reflection, and mapping were built 

around multicultural children's literature. These engagements supported the preservice 

teachers as they explored their own cultural identities and those of other people. The 

impact of whiteness and white privilege emerged strongly in the analysis of this data, hi 

order to analyze how they interacted with issues of culture I focused on four preservice 

teachers. Jennifer was a 20-year-old white woman from a strong middle class family. She 

had close relationships with her family and valued the traditions they had developed 

together. Jennifer did not believe she had much of a culture, but thought that people from 

other backgrounds did. Mike, a 21-year-old white, middle class Jewish man, also had a 
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strong relationship with his family. He struggled with the semester-long focus on cultural 

identities and repeatedly approached, then retreated from exploring his own culture. 

Vanessa, on the other hand, proudly proclaimed herself a member of both American and 

Mexican cultures. As a child of immigrant parents, Vanessa spoke only Spanish until she 

entered school. She considered herself middle class. Jackie was also middle class. A 21-

year-old white woman, she had extensive experience with people of other ethnic or 

religious backgrounds. Because her parents were Christian missionaries who ran a Native 

American boarding school she spent a number of years as one of the only Anglo children 

in the area. Jackie detailed the prejudice that she experienced and that she had seen 

directed at others throughout her life. While she agreed with the concept of white 

privilege in some respects, she also felt that white Americans were not allowed to be 

proud of their heritage. 

The preservice teachers' responses to issues of culture fell into six categories as 

seen in Table 8.3. Many of their responses were ethnocentric, with the preservice teachers 

Category Definition 
Ethnocentrism Preservice teachers were limited to their own 

worldview and unable to move beyond the 
perspectives with which they were most familiar 

Becoming Aware of Other 
Perspectives and Cultures 

Preservice teachers were beginning to acknowledge 
that other cultures and perspectives exist 

Attempting or Rejecting 
Understanding of Others' 
Perspectives 

Preservice teachers tried to understand other cultures 
and perspectives, or distanced themselves from 
cultural issues 

Valuing Other Perspectives Preservice teachers believed that it was important to 
know about other cultures and perspectives 

Recognizing Prejudice and 
Racism 

Preservice teachers identified instances of prejudice 
or racism witnessed, experienced, or participated in 

A Call for Action Preservice teachers discussed what should be done to 
further societal and educational equity 

Figure 8.3. How Preservice Teachers hiteracted with Issues of Culture 
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unable to move beyond the perspectives with which they were most familiar. They 

assumed that everyone viewed the world as they did. These ethnocentric responses were 

often shaped by childhood experiences, such as Jackie assuming that all children lived in 

contexts where they were allowed to roam as freely as she did as a child. Ethnocentric 

responses also arose from preconceived notions that were often based on incorrect 

information. These ethnocentric responses meant that people with other worldviews were 

regarded as inferior. Sometimes the preservice teachers felt sorry for them, but made no 

effort to move beyond the feeling of sympathy to greater understanding. 

At times the preservice teachers discussed becoming aware of other cultures and 

perspectives. These responses showed that they recognized that other cultures and 

perspectives did exist, although they did not necessarily accept or approve of them. Often 

this came as a simple acknowledgment, with no effort to gain greater understanding. 

School experiences were highlighted as particularly important to the realization that other 

cultures existed. While Jennifer also emphasized her travel opportunities as the source of 

initial contact with other cultures and perspectives, she did not realize that encountering a 

culture through tourism differed substantially from truly understanding it. Finally, class 

engagements such as the reading and discussing of multicultural children's literature 

were considered important sources of information about unfamiliar cultures. 

As the preservice teachers combined their previous knowledge of other cultures 

and perspectives with new perspectives that they encountered through class engagements, 

they had the opportunity to accept or reject understanding others' perspectives. Preservice 

teachers used their own experiences in the effort to understand other cultures and tried to 



275 

step out of their own worldviews. This sometimes occurred when the preservice teachers 

tried to put themselves into the literature they read by inserting themselves in the place of 

the characters. However, while the preservice teachers did make attempts to understand 

other cultural identities, they also occasionally rejected them. The preservice teachers 

were able to be accepting of one cultural group while rejecting another. 

The preservice teachers recognized the importance of understanding worldviews 

other than their own. At times they valued these other perspectives. They discussed that 

knowing about other cultures and perspectives was necessary so that everyone would be 

more educated and get along better. 

All the preservice teachers except Mike recounted instances of prejudice and 

discrimination that they had experienced or witnessed. They recognized that 

discriminatory attitudes could be based on racial, socioeconomic, or cultural differences. 

Jackie and Jennifer both described instances of prejudice that took place in schools, but 

the preservice teachers also discussed racist relatives, intolerance towards gays and 

lesbians, gender inequities, and discrimination based on class status. They sometimes 

noticed injustice in the children's literature that they read and discussed for the course. 

Jennifer, Mike, and Jackie also remarked on the concept of white privilege. 

Finally, the preservice teachers discussed what could be done to further the goals 

of educational and societal equality. They suggested that teachers played an integral role 

in reducing injustice and gave examples of what they would do in their teaching. The 

preservice teachers emphasized children's literature as a way to educate students about 
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cultural issues. Jennifer also believed that personal experiences with people from other 

cultural backgrounds were important. 

The Influence of Class Engagements on Understandings of Culture 

Explorations of the semester-long theme were supported with a variety of class 

engagements such as reading and discussing children's literature, creating maps, 

reflecting upon learning experiences, and writing to pen pals. In the analysis of this 

question I continued looking at data from Jennifer, Mike, Vanessa and Jackie. I 

confirmed the validity of their responses by using the midterm and final reflections from 

the rest of the preservice teachers (See Table 8.4). Jennifer, Vanessa, and Jackie enjoyed 

working with the theme of cultural identities and saw it as a worthwhile experience. 

Jackie and Vanessa particularly liked being able to focus on their own identities, while 

Jennifer thought the theme allowed a strong focus on the cultural identities of others. 

Mike found the semester-long theme uncomfortable, and spent the semester engaging 

with and then retreating from interactions with the theme. 

Category Dennition 
Multiple Avenues to 
Understanding 

Preservice teachers discuss and evaluate the ways 
in which they explored cultural identities, 
including reading, responding to and discussing 
children's literature, reflection, mapping, and the 
pen pal exchange 

Finding Personal Connections Preservice teachers found reflections of their own 
cultural identities in literature 

Valuing Diversity and Multiple 
Perspectives 

Class engagements provided a window into other 
cultural identities and allowed multiple voices to 
be heard 

Building Knowledge and 
Understanding 

Class engagements helped the preservice teachers 
become more knowledgeable about cultural 
issues 

Figure 8.4. Reported Perceptions of the Ways In Which Class Engagements Influenced 
Understandings of Culture 
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The preservice teachers found that the class engagements provided them with 

multiple avenues for exploration of cultural identities. Children's literature was an 

especially important support for these explorations. The literature gave them insight both 

into their own cultural identities and those of others. Reflection journals, written in 

preparation for the literature discussions, also proved valuable. Mike and Vanessa found 

that these reflections forced them to think through their initial ideas and thoughts. 

Because the reflection journals could be in any format, several of the preservice teachers 

focused on sketching or drawing their responses. Accessing these different sign systems 

allowed them to think about the cultural issues presented in the literature in different 

ways. Mapping proved to be another sign system that Jennifer, Vanessa, and Jackie 

enjoyed. They found that making maps allowed for different perspectives on the ideas 

they were considering. Mike considered map making akin to drawing and was 

uncomfortable with any sign system other than writing. 

The preservice teachers used the mapping and engagements with children's 

literature as an opportunity to make personal connections. They found ways to coimect 

maps with their personal experiences. They also believed that they could see themselves 

in many of the children's books that they read and that children should have the same 

opportunities to see their identities reflected in literature. The preservice teachers enjoyed 

the chance to explore aspects of their own cultural identities in print, and believed that it 

was important for children to do the same. However, the manner in which they talked 

about seeing reflections of identity changed. They thought it was enjoyable to see 
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themselves, but that their future students would need to see reflections of their cultural 

identities so that they could deal with the "issues" in their lives. 

The preservice teachers felt that class engagements exposed them to multiple 

perspectives and issues of diversity. The format of the literature discussions encouraged 

everyone to speak up and be heard, especially since most literature discussions began 

with groups sharing their reflection journals. The literature itself provided opportunities 

for the preservice teachers to leam about different cultures. Several of the preservice 

teachers also felt that the diversity of the class members added to the opportunity for 

multiple perspectives to be heard. 

The preservice teachers believed that class engagements helped them become 

more knowledgeable and understanding about cultural identities. They emphasized the 

importance of multicultural children's literature for both themselves and their future 

students. They strongly believed that reading and discussing such literature with their 

students would increase understanding and thus decrease prejudice. Racism and 

discrimination was repeatedly linked with ignorance. Although the preservice teachers 

found the class engagements valuable, they all had lingering questions about using 

children's literature to explore cultural identities. 

hnplications and Recommendations 

The findings of this study have led to the following implications and 

recommendations. I first discuss the impact of white privilege on our work over the 

course of the semester. Then I turn to implications for teaching for both myself and other 
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teachers, then focus on imphcations for teacher education programs, and finally discuss 

directions and recommendations for further research. 

The Impact of White Privilege 

When I began this study I did not expect to spend much time examining how 

whiteness and white privilege shaped the exploration of the preservice teachers. I knew 

that whiteness is often invisible to white people and thought that the white preservice 

teachers—the majority of the class—^would have no recognition of a racial identity or 

racial privilege. I did plan some time into the syllabus to look at how race and ethnicity is 

written about in children's books, but had no intentions of looking at white privilege 

because I originally felt that it was beyond the scope of this course. 

However, the impact of whiteness was immediately obvious. When the preservice 

teachers wrote their identity freewrites at the beginning of the semester there was a clear 

difference in the descriptions of cultural identities of the white preservice teacher 

compared to those of the other preservice teachers. Most white preservice teachers 

ignored racial or ethnic categories as they wrote about their cultural identities while 

everyone else usually self-identified as members of specific racial or ethnic groups in the 

first few lines. A few weeks later the preservice teachers constructed identity 

intersections. I had modeled my own and as I talked through each aspect of my cultural 

identity I mentioned being white and the role I felt that played in my life. In their own 

intersections, almost all the preservice teachers self identified as a member of a racial 

group, yet here, too, whiteness was obvious. White preservice teachers generally 
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acknowledged race, but constructed the intersections so that the importance of race was 

marginalized. 

As I took a closer look at the data the impact of whiteness and white privilege 

began to emerge from every artifact, piece of writing, and interview. Jennifer, and many 

of the other white preservice teachers, claimed that they did not see race. Like the teens 

that Phoenix (1997) interviewed, the preservice teachers said that race did not matter to 

them, yet they consistently positioned themselves as white through their words and 

actions. Because they saw whiteness as the normal state of affairs, they judged others by 

that standard and because whiteness is often invisible, the preservice teachers could 

define themselves by what they were not. Jennifer, for example, talked about her "Jewish 

friend" or a "Latino classmate," but did not describe herself as white unless specifically 

asked questions about race. She relied on the unspoken nature of race to create an 

assumption of whiteness (Warren, 2003), which also allowed her to think of herself as an 

individual while people of color were seen as stereotypes. The preservice teachers often 

announced their colorblindness as a way to affirm that they were good people, but 

colorblindness means that one first recognizes a person's color, then chooses to ignore it 

(Carter, 1997). Such colorblindness and the belief that discussing race is unnecessary is 

unrealistic. As Powell (1997) reminds us, "The ongoing conversation in this culture about 

race is sometimes notable in its silences or its perversions, but it is always in progress by 

virture of each of our physical embodiment and identity development. Regardless of what 

we intend to teach or leam we each import our part of this conversation into our 

classrooms" (p. 57). 
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The fact that most of the white preservice teachers were unprepared and 

uncomfortable talking about race and racism is itself a vestige of white privilege 

(Lawrence & Tatum, 1997). Located firmly within the dominant paradigm of whiteness, 

the preservice teachers had not had reason to examine their own privilege, histead of 

seeing their success as partially based on matters of unearned white privilege, the 

preservice teachers depended upon an ideology of individualism. Whites were successful 

because they worked hard and earned what they had. The unspoken corollary to this 

belief is that people of color must be lazy, or they would have the same success. Warren 

(2003) explains, "Individualism directly appeals to a rhetoric of whiteness, for only white 

subjects, socially (and individually) conceived of as normal, can position themselves 

outside the forces of racial politics" (p. 90). This was clearly exhibited in both Jennifer, 

who decided that her culture had to be her family because she was unique, and Mike, who 

decided that being honest and courteous was the most important aspect of his identities. 

Another way that whiteness was enacted in the classroom occurred when white 

preservice teachers claimed to be victims. This played out in several ways. Some 

preservice teachers recounted experiences when they had faced prejudice for being white. 

Jermifer, for example, talked about a Latina coworker who was rude because "Look what 

your people did to my people." Jackie thought that she could not be proud of her white 

heritage because people would be offended. Other preservice teachers believed that 

affirmative action meant that they had lost out on scholarships. By recounting examples 

of racial prejudice these white preservice teachers placed themselves in the role of victim. 
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By aligning themselves with the oppressed, they absolved themselves of responsibility 

for oppressing others through white privilege (Warren, 2003). 

In another instance a class engagement on controversial issues veered off into a 

discussion of which holidays should be celebrated in schools. Again, some of the white 

preservice teachers positioned themselves as victims whose heritage was being excluded 

from public settings while other cultural groups were able to celebrate their beliefs. 

Several preservice teachers were quite upset about not being able to celebrate Christmas 

or Easter at school, instead having a generic "Winter Festival" or "Spring Carnival." 

Again whiteness was being reinforced because marking whiteness as the silenced victim 

remakes whiteness' normalization. Only that which is already considered normal can feel 

the sudden absence left by the exclusion of whiteness as the dominant perspective 

(Warren, 2003). 

Whiteness also affected the responses of the preservice teachers of color. For 

example, when Vanessa talked about her experiences with prejudice or discrimination, 

she immediately questioned herself, wondering if she was being too sensitive by seeing 

prejudice where none existed. And although Mike insisted that he did not mind 

celebrating Christian holidays and ignoring Jewish ones in school, I wonder to what 

extent his responses were influenced by his need to position himself within the dominant 

group. While we build a supportive classroom community, certainly that support had 

limits and challenging the dominant perspectives would have been particularly risky for 

the Jewish preservice teachers and those of color (Warren, 2003). 
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Implications for Teaching 

Because this was a teacher research study part of my focus was an examination of 

my own teaching practices and an evaluation of the engagements I created for my 

students. The following implications and recommendations focus on characteristics of 

teaching that were important to the explorations of cultural identities and suggestions to 

further the examination of cultural issues. 

Understanding Oneself as a Cultural Being and a Teacher 

Our cultural identities shape our teaching. The cultural codes that are learned in 

our earliest interactions create beliefs about teaching and learning, including our ideas of 

what school is and how it should be organized, how the roles of "teachers" and "students" 

are envisioned, what counts as knowledge, how the family and community are included 

or excluded from the educational process, what counts as success and failure, and how we 

react to those who do not fit our worldview (Britzman, 1986; Hill, 2000; Walters, 1994). 

Based upon culturally-normed values and expectations teachers look at children and 

judge their worth as students and as human beings. We cannot separate our identities as 

students and teachers from our identities outside of school. Understanding ourselves as 

cultural beings is inextricably linked with understanding ourselves as teachers. 

It is common to hear teachers and preservice teachers say that they do not bring 

their beliefs and values into the classroom. They see the classroom and their work within 

the classroom as culturally and politically neutral. Elizabeth, for example, had strong 

feelings about the morality of certain behaviors based on her conservative Christian 

beliefs. She insisted that she would not let her religious beliefs affect her teaching or how 
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she treated children. However, she consistently rejected the idea of using certain 

children's books on these topics in her classroom. While I am sure that Elizabeth will not 

discuss her religious beliefs or promote her religion over others, her beliefs are central to 

who she is. If they remain unexamined and Elizabeth does not take advantage of 

opportunities to articulate the ways in which her religion affects how she sees the world, 

she will not be able to make conscious decisions about how she treats children who are 

living out other belief systems. No matter how teachers try, they bring their beliefs and 

values into the classroom because we create meaning through our cultural codes. While it 

may be easy to keep silent about church membership, it is impossible to make behavior 

neutral. Our culturally-based worldviews affect everything, including such integral 

educational practices such as how we choose what to teach and in what manner, what 

books we will read aloud, how rewards and punishments are meted out and what is 

considered worth rewarding or punishing, and our expectations for how children should 

interact with the teacher and with each other. 

In order to teach all children successfully we need to understand the influences 

behind our practices and beliefs. Why do we make certain decisions? Why do we find 

certain behaviors from our students pleasing? Why do we organize instruction in certain 

ways? What student interactions do we approve of or find disconcerting? How do we see 

the world and why do we see it this way? In all of these areas we act according to the 

standards of behavior considered normal for the cultures in which we exist. Culture 

provides the context for the meanings behind our actions (Geertz, 1973). Teachers and 

preservice teachers need opportunities to personalize culture (Hollins, 1995) so that they 
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can bring subconscious aspects of culture to the conscious level for examination. They 

need to explore their "webs of significance" (Geertz, 1973) in order to uncover how we 

position ourselves and are positioned within our cultural identities. Examining our 

cultural identities should lead us to ask if there are other ways of seeing the world. 

Teachers need to be able to take a critical look at their own cultures and understand their 

own cultural identities. As Montecinos (1995) explains, "Teachers, and students, bring 

into the classroom a vision of teaching and act through their cultural lenses, prejudices, 

and stereotypes. Successful multicultural teachers are the ones who are open to learning 

from their students by critically and publicly examining and changing those views that 

preclude them from relating positively to the Cultural Other" (p. 302). 

Teachers and preservice teachers need to understand the messiness and inherent 

contradictions in their own cultural identities. Because many, if not most, grew up 

believing in the American ideology of individualism (Banks & Banks, 1993; Powell, 

2000), they may find discussions of the cultural borderlands or intersections between 

cultural identities an affirmation of their beliefs that who you are is shaped by personality 

and choice. The preservice teachers need engagements that balance explorations of how 

identities are shaped by cultural and societal forces and how individuality and the 

borderlands also play a role. They should understand how these identities are both 

overlapping and disjunctive and how they can change over time. They also need to 

understand that this process never ends. Additionally, they need support as they go 

through the process, particularly when confronting difficult issues such as our own 

racism and prejudice. As Nieto (2004) explains, "Because we are all products of a society 
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that is racist and stratified by gender, class, and language, among other differences, we 

have all internalized some negative messages in one way or another" (p. 383). 

While it is particularly important for teachers to understand themselves as cultural 

beings when they are working with children from cultural identities other than their own, 

all teachers need this as a foundation. There will never be an entire classroom, teacher, 

and school community where everyone has exactly the same worldviews. Teachers must 

understand that even if they are in a classroom that appears homogeneous, there will still 

be underlying differences. 

While the focus of this study was preservice teachers' explorations of cultural 

identities, during the course of this study I continued examining my own cultural 

identities as I facilitated my students' explorations. As I planned each engagement I read 

the children's literature and tried out the mapping engagements. Because I also modeled 

each mapping engagement for the class I had another opportunity to revisit my thinking. 

As the preservice teachers participated in the discussions and engagements their 

comments, questions, and ideas provided me with new perspectives and ways of thinking 

about my own cultural identities. This helped clarify my own thinking about my cultural 

identities and provided insight into my actions. Because understanding cultural identities 

is a process, I will return to these considerations in the future. 

Understanding Students as Cultural Beings 

When teachers understand how their own cultural identities are formed, they are 

likely to understand how their students' identities are formed (Montecinos, 1995). While 

understanding yourself as a cultural being and as a teacher is a necessary foundation, it 
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must be accompanied with knowing your students. How do they see the world? How do 

their worldviews intersect or diverge from your own? Whether a teacher is working with 

children or with as a teacher educator, successful teachers understand that all students 

come to school with rich funds of knowledge (Gonzalez, et al., 1993) and know a great 

deal about the cultural identities of their students. Because many teachers work in 

contexts where their students come from diverse backgrounds, successful teachers know 

how to find out about cultures with which they are not familiar by using community 

resources or by creating engagements where the students can share their lives. 

Like teachers, preservice teachers and children have messy, contradictory cultural 

identities. Teachers must be aware of the multifaceted, dynamic nature of culture and 

understand how various cultural identities intersect and interact as they come together in 

the person of the student. They must understand that students from the same ethnic or 

racial group maybe very different in significant ways because of how cultural identities 

other than race or ethnicity intersect with these characteristics. Teachers with this 

knowledge will be able to critique and improve multicultural education programs which 

often essentialize or reify culture. 

Teachers who understand their students' cultural identities use this knowledge as 

they plan and carry out instruction. Culturally relevant teaching becomes possible, as 

teachers with cultural competence structure classrooms and learning engagements so that 

their students can be academically successful and culturally aware. Teachers can also 

help their students gain the critical consciousness that enables them to question both the 

dominant culture and their own cultural identities. As with all areas of learning, students 
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will be at varied levels of awareness about their cultural identities. Teachers must retain 

the flexibility to begin where the student is and provide support for their learning. 

Because teachers and students will rarely have exactly the same cultural identities, 

students will often have values, perspectives, and priorities that conflict with those of the 

teacher. When student worldviews differ from teacher worldviews or what the school 

deems important, the teacher must find respectful ways to show that the student 

worldviews are worthwhile and valued. Teachers must provide the space, skills and 

knowledge so that students will be able to critique the institution of school and their own 

cultural identities. 

Teacher educators, and all teachers, need to understand their students and help 

students make clear their own histories and value systems (Cockrell, et al., 1999). When I 

began this study I brought the experience and knowledge of four previous terms of 

instructing preservice teachers. This knowledge provided a foundation for learning about 

this particular group. Throughout this study I learned a great deal about the preservice 

teachers in the class. These understandings helped me be able to read and assess their 

work more fairly and respectfully and plan engagements that built upon and extended 

their knowledge of themselves and their cultural identities. While I consider myself a 

dedicated teacher for every group of students I have worked with, because I knew these 

preservice teachers so well there was a level of care and commitment in my teaching that 

exceeded my normal standards. 
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Building and Nurturing a Classroom Community 

When teachers understand their students, it becomes easier to help the students 

understand each other. Because every course consists of a group of people coming 

together for a purpose, a community of some type is always developed, even if the 

instructor puts forth no effort towards doing so. The community has a purpose, develops 

a way that members relate to each other and communicates, and formulates rules of 

behavior. It may be quickly formed for the completion of a single purpose then easily 

abandoned or it could develop over time with a multiplicity of relationships and goals, hi 

this study we developed a multilayered classroom community. My primary goal in 

building the community was to create a place where the preservice teachers would feel 

safe to discuss controversial issues. I knew that most people would only talk about issues 

of diversity with people that they know and trust (Benton & Daniel, 1996). I hoped to 

build a sense of trust over the course of the semester and a respect for multiple 

perspectives. As with any classroom community, ours had a number of different 

subgroups with different purposes, some of which conflicted with my own. However, I 

believe that most of the preservice teachers did feel a level of safety and trust that 

allowed them to begin considering issues of culture. 

In order to build and nurture a classroom community where the preservice 

teachers felt safe with me as the instructor and with each other, I purposefully created 

engagements that required them to get to know each other and to share aspects of their 

personal lives. While the preservice teachers knew that they were in control of what they 

chose to share and were always able to keep information private, most were quite willing 
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to talk about many aspects of their lives. These engagements helped the preservice 

teachers find personal connections with each other and over time a sense of trust 

developed. As I am also a member of the community, I also shared aspects of my 

personal life because, "As members of our learning community, we have to be open to 

questions and examination, too, and share with our students the impact these issues have 

made on our lives" (Benton & Daniel, 1996, p. 14-15). 

While students must feel safe so that they will be willing to talk about critical 

issues, safe does not always mean comfortable. Having discussions about critical and 

cultural issues means that students may find their worldviews, values, and perspectives 

challenged. As the instructor, I deliberately created several engagements that I knew 

would disturb or discomfort the preservice teachers because the sense of disequilibrium 

was necessary for the preservice teachers to reconsider or take a critical look at their own 

cultural identities and beliefs about teaching and learning. However, because there was a 

level of trust between the preservice teachers and between me as the instructor and the 

students, these engagements took place within an atmosphere that supported risk-taking 

and allowed the preservice teachers time to work through new ideas. The preservice 

teachers often rejected the new perspectives that I offered or that they heard from their 

classmates, but because that was acceptable within our community, when these ideas 

came up again in the discussion, they were willing to reconsider them. 

Examination of cultural issues must take place in an atmosphere that values 

multiple perspectives. Multiple perspectives need to be introduced and shared through 

class readings and engagements and from other members of the class. All students need 
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to feel that their ideas will be heard, even when their views are unpopular. An instructor 

who values multiple perspectives will make sure that students have the skills to engage in 

a discussion, such as how to disagree respectfully, and how to build off of each other's 

statements. 

The community must be nurtured and fostered throughout the entire time the 

group spends together. The tone needs to be set by the instructor, but the students need to 

be invited to share in the maintenance and continuation of the community. 

Using Multiple Avenues to Examine Cultural Issues and Cultural Identities 

Because all students are different, with different learning strengths and different 

cultural identities, they should have access to a variety of approaches to the examination 

of cultural issues and the study of their own identities. Students who find one avenue 

fruitless may have more success with other strategies. Because each avenue provides a 

different view of the issue under consideration, using many different avenues will 

encourage multiple perspectives and revision of ideas. The different avenues also support 

each other. 

In this study I used mapping in several ways throughout the semester. Some 

students found that the mapping was a successful way to begin thinking about cultural 

issues while others found it difficult. However, it provided new ways to look at children's 

literature and characters, and gave different insights into the preservice teachers' own 

lives. Mapping challenged preservice teachers to think in new ways about their lives 

because they were forced to think about familiar objects differently as they mapped them. 

By making the familiar strange, the preservice teachers gained new perspectives and 
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began having new questions. Some preservice teachers found the mapping to be a support 

for writing and some found it valuable in and of itself As they gained experience with 

mapping, it became more comfortable and several began picking up on it for their own 

purposes. 

While I focused heavily on mapping as a tool supporting inquiry into cultural 

identities during this study, other sign systems are equally valuable. The preservice 

teachers in this course used various forms of writing, talk, and art to help them make 

meaning of children's literature and cultural identities. While we did not use dance, 

music, or math these sign systems, too, can be valuable ways to help students think. 

Because cultural issues can be uncomfortable to talk about, using the various sign 

systems which access other forms of knowing can provide support to critical conversation 

and ease the way to dialogue. For example, several of the preservice teachers found it 

easier to map or sketch a response to the children's literature. After they finished, they 

had something concrete with which to begin a conversation. 

Because schools normally privilege writing over other sign systems, students need 

extensive modeling and mini-lessons on how to use other sign systems, debriefing 

sessions and reassurance that what they are doing counts as schoolwork. Before every 

mapping engagement or artistic response I modeled ways the engagement could be 

completed. Although I tried to make it clear that I valued response in all sign systems, at 

the beginning of the semester the preservice teachers repeatedly inquired about the 

validity of responding through art. At the end of the semester, two preservice teachers 

told me that while they preferred responding through art, they made sure that they did 
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some responses in writing because they beUeved most teachers would value the written 

responses more highly and they were worried about their grades. 

The preservice teachers and I also found literature a valuable place where students 

could see their own cultural identities and those of others. Literature makes it possible to 

experience situations that would normally be impossible. It can help create a sense of 

empathy by arousing emotions in a safe space. Because the events are occurring in 

writing, literature provides a sense of distance. While readers are emotionally engaged, 

they are also outside of the experience, so that it becomes easier to discuss and critique 

issues that are normally taboo. Engagements surrounding literature can support and 

extend the books. 

Creating Space for Critical Conversations about Culture 

Most of the preservice teachers were willing to discuss critical issues. They told 

me that many of our conversations were the first time they had ever considered those 

topics, especially in educational settings. However inexperienced the preservice teachers 

were with talking about cultural issues in classroom situations, they participated in lively, 

wide-ranging discussions about all sorts of critical topics. They merely needed an 

invitation to begin. 

I viewed my job as instructor to provide a space for these conversations. This was 

built upon my belief in their importance and my trust in the preservice teachers. While I 

had a tendency to underestimate the abilities and willingness of the preservice teachers to 

discuss these issues, they usually took my invitation and ran with it. It was common for 

me to dread introducing a topic, then be amazed at how the students jumped into 
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discussing it. Because I trusted them, I followed their lead. For example, after the 

race/ethnicity freewrite, one preservice teacher suggested talking about it in small groups. 

I had not intended to follow the free write with discussion because I did not think many 

of the preservice teachers would be willing to talk about race. It turned into one of the 

best discussions of the semester. However, while it is important not to underestimate 

yourself or your students, you must also realize that the students need to be supported 

through this process and that you may need to find support for yourself from colleagues 

or the professional literature. 

The teacher sets the tone for the classroom. By constant modeling or thinking out 

loud the teacher is sending messages about what is acceptable. For example, I was very 

honest about my religious beliefs and talked through them in the identity intersection and 

several other mapping engagements. In the rest of the semester there was more talk about 

religion from a variety of perspectives than there had been in previous groups of 

preservice teachers. This held true with other topics such as dealing with racist relatives 

and gender issues. In another example, after I talked through my own identity 

intersection, I saw several students pick up what I was saying and using the same 

phrasing in their own intersections. While this may have partially occurred because they 

were trying to please me, I also believe that something I said during the engagement 

resonated with them. They were trying on this new idea but could not quite articulate it 

for themselves yet. If we want students to talk about cultural issues, then we have to talk 

about them ourselves. I signaled what were acceptable topics and ways of response by the 

books I chose to read aloud, what they read for literature discussions, and what I chose to 
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share about my own life. Openly discussing issues such as cultural diversity is a new 

experience for most preservice teachers because, "Avoidance of topics addressing 

cultural differences, especially race, is embedded in America's broader social and 

cultural issues" (Benton & Daniel, 1996, p. 10). By breaking the taboo of silence about 

these issues, I opened a space for the preservice teachers to have their own discussions. 

Another part of the process of opening space for discussion of critical issues is for 

the instructor to admit discomfort and uncertainty. Students need to know that it is all 

right to explore and that finding answers is not always easy. Teachers need to make 

explicit that some of this process will be uncomfortable and explain why it is all right for 

learning to be uncomfortable. As students "construct uncertainty" (Cochran-Smith, 

1995), they may experience confusion, anger, and frustration. Wade (1998) found it 

helpful in the beginning of the semester to talk about the "brick walls" that make 

preservice teachers reluctant to talk about cultural issues. Tatum (1992) also began her 

courses on racism with an explanation of the emotional and psychological stages students 

may go through. By making these attitudes and behaviors explicit, the preservice teachers 

were more able to recognize and get beyond them. 

Exploring cultural identities and cultural issues can be a messy process. The 

preservice teachers in the study clearly had recursive, contradictory responses to their 

interactions with cultural issues. I heard comments that were disturbing and sometimes 

saw people promoting one idea and then advocating something else before returning to a 

version of their first idea. As the instructor I knew that I was a member of the community 

and therefore, provided judicious challenges and questions. I sometimes contributed ideas 
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that I knew would be provocative and understood that a rejection of the idea was not a 

rejection of me personally. I also tried to question myself at the same time that I 

questioned the preservice teachers and showed them how I tried to work through my own 

questions. At the most basic level, however, my job as instructor was to create invitations 

and engagements, provide support, and then get out of the way as the preservice teachers 

examined cultural identities. 

Implications for Programs 

"Teacher education, like any education, is an ideological education. It promotes 

particular images of power, knowledge, and values by rewarding particular forms of 

individual and institutional behavior" (Britzman, 1986, p. 443). However, teacher 

education programs do not exist in a vacuum. What occurs in the program is always 

affected by the political, social, and historical context. University instructors are bound 

by curriculum guidelines, course descriptions, and the culturally bound expectation for 

the role of "professor" and "student". University courses must meet state or accreditation 

association guidelines and fit within a program influenced by many competing needs and 

agendas. Successful courses and instructors who help preservice teachers gain 

multicultural competence work within successful programs. In this section I discuss 

implications and recommendations for teacher education programs. 

Emphasizing Cultural Issues throughout the Teacher Education Program 

Preservice teachers form their beliefs about learning and teaching early on and are 

resistant to change. Their beliefs serve as filters for new information. Preservice teachers 

are insiders just as much as inservice teachers are, and as such generally are not ready to 
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challenge the status quo. Through their years of school preservice teachers have often 

internalized the values, beliefs and practices of their teachers (Stuart & Thurlow, 2000). 

Because attitudes toward cultural issues are so deeply ingrained, they can be very 

difficult to change. Single course multicultural requirements are not very effective 

because true change takes time. While requiring a single course on multicultural 

education or discussing multicultural issues for a week or two in a few different classes 

may be an easy way to integrate cultural issues into the teacher education program, this 

likely will not create lasting change or preservice teachers who take a multicultural 

orientation towards life. 

Multicultural content needs to be integrated throughout the entire teacher 

education program. It needs to be coherent and consistent, beginning in general education 

courses and continuing until student teaching and hopefully on into the teaching career. 

While I do not advocate reducing academic freedom by requiring that certain topics are 

taught in certain ways, education and university faculty need to come to some agreement 

about how multicultural content will be taught in their specific programs. As an instructor 

of preservice teachers who are usually in their third or fourth year of college, I hear 

repeatedly that my course is the first time they were ever asked to think about cultural 

issues. While I wonder to what extent this is true, and I know that what I do in my course 

is worthwhile, I find it frightening that most of the preservice teachers rarely talked about 

critical issues while they have been in higher education. For most of the preservice 

teachers my course opens a space and sets them on a journey, which they may or may not 

choose to follow after the course ends. However, by the time they are juniors and seniors. 
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they should have had multiple opportunities to interact with cultural issues on a deeper 

level that just learning to appreciate diversity. 

Because most teacher education programs deal with multicultural education and 

cultural issues in a single course or in scattered, unconnected topics, most barely scratch 

the surface of preservice teachers' entrenched beliefs (Hill, 2000). This is undoubtedly 

partially due to faculty member's discomfort introducing and talking about these issues. 

Like our students, teacher educators-white teacher educators in particular—have been 

schooled to ignore racial and cultural differences; past experiences have taught us that to 

acknowledge race ranges from being impolite to outright racist (Lawrence & Bunche, 

1996). However, as Benton & Daniel explain: 

The rest of us involved in teacher education have to give preservice 
teachers many opportunities to discuss these issues throughout their course 
work. If we do not, then the avoidance of the topics will be reinforced; 
teacher educators will be communicating to students that these are indeed 
topics that cannot be addressed in public settings or are relegated to 
special one-shot courses in multicultural education (Benton & Daniel, 
1996, p. 11). 

Teacher educators need to break the taboo on discussing difficult issues with 

preservice teachers. I believed, as an instructor, that it was necessary to bring up difficult 

and possibly controversial issues even if it might discomfort some of the preservice 

teachers because, "Teaching about controversial issues in the classroom can provide a 

safe place for students to ask questions, express their fears, leam how to listen to one 

another...and the benefits and challenges of living productively in an increasingly 

multicultural society" (Soley, 1996, p. 11). The taboo against discussing such topics is 

strong, but business as usual in the classroom merely reinforces the status quo. I also felt 
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it important to model ways the preservice teachers could approach these issues in their 

future classrooms. Often the preservice teachers exhibited a high level of fear about 

perceived sanctions should they discuss these issues in school, leading the preservice 

teachers to an attitude of docility and conformity (Evans, Avery & Pederson, 1999). They 

often could not articulate why these topics were taboo in the first place—their fears did 

not center on the topic, but on the fact that the topic was prohibited. It also seemed that 

because one or two topics were deemed controversial, all related topics were assumed to 

be controversial as well (Evans, Avery & Pederson, 1999). For example, because same 

sex parenting was considered taboo, the preservice teachers generalized their discomfort 

with this one type of nontraditional family to a fear of discussing any type of 

nontraditional family. 

Teacher educators have to be comfortable with working with cultural issues in the 

classroom so that they can be effective in helping preservice teachers leam about cultural 

issues. In order for them to be effective, they need to have support as they develop the 

necessary skills and comfort level. Teacher educators mirror public education faculty in 

terms of cultural backgrounds. While they also probably have a great deal of theoretical 

information about working with students from diverse backgrounds, many teacher 

educators do not generally have to deal with large numbers of students from other 

cultures because students who struggle with the cultural discongraities have either ended 

their education before college or have learned to assimilate into the dominant culture. 

Unlike many elementary and secondary teachers who deal with cultural discongraities 

every day, they have more distance from cultural issues. While teacher educators "should 
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explicitly and proactively attend to the entry beliefs of preservice teachers if they are 

serious about changing how students think about teaching, knowledge, and learners 

within a culturally diverse and rapidly developing universe" (Goodwin, 1997, p. 129) 

they first must attend to their own beliefs and actions. 

One course on multicultural issues may have a limited effect on student attitudes 

toward and awareness of diversity, but rarely leads to major adjustments in student 

beliefs about the role society plays in contributing to underachievement and inequality 

(Arias & Poynor, 2001; Weisnam & Garza, 2002). Jennings and Smith (2002) argue that 

in order to truly educate preservice teachers about diversity and the role of culture, 

multicultural education courses must extend beyond traditional courses that offer limited 

time and opportunities for learning. It is more effective to take a multi-pronged approach, 

using a variety of methods to encourage lasting change of student attitudes and beliefs 

(Sleeter, 1996). For example, Leavell, Gowart, and Wilhelm (1999) used multicultural 

children's literature as they worked to prepare preservice teachers for a diverse student 

population, viewing it as "an excellent springboard for discussion of topics related to 

diversity" (p. 66). They describe a program, the Professional Development Institute, that 

was initiated in order to provide an in depth, coherent approach toward preparing 

culturally responsive teachers. Multicultural literature, connections with ethnically 

diverse schools and communities, work with minority students, and other components of 

the program helped change preservice teacher attitudes and beliefs about diversity. 
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Begin at the Beginning: Personalizing Culture 

Multicultural teacher education needs to be built on a foundation of understanding 

yourself Learning how to ask critical questions regarding teaching and learning starts 

from learning how to analyze one's immediate reality (Freire, 1985). Students should be 

asked to think about how they participate within various cultural identities, including 

what the normalized standards of each cultural group are, how these cultural identities 

sustain themselves by enforcing these standards of behavior, and how various cultural 

identities impact each other. Students should have opportunities to cormect new learning 

to previous understandings and should have chances to explore their cultural beliefs about 

each subject area that they take, hi general education courses they should be able to 

examine how different cultures see each academic discipline. For example, they should 

explore how science is defined and valued in their culture and in other cultures. 

Students should have opportunities to explore how their race and ethnicity 

impacts how they see the world. White students should examine the concept of white 

privilege and discuss what it means to be white in American society. While this is 

important, and will need to be revisited at various times over the course of the teacher 

education program, we must be careful not to focus solely on whiteness. Although the 

majority of preservice teachers are white, students from other cultures should also have 

the opportunity to examine how their cultures shape their worldviews. Focusing out 

attention on whiteness, while necessary for white students, ignores everyone else. There 

must be room in the curriculum for everyone to examine their racial and ethnic identities. 
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Having the preservice teachers examine their own cultural identities is an 

important foundation for developing a multicultural approach to life, but it cannot be a 

stopping point. Throughout the program preservice teachers need to be pushed to interact 

with other cultures and critically examine those interactions. Programs must be careful 

that they do not essentialize culture and need to approach multicultural content from a 

variety of ways. Just as preservice teachers need access to various sign systems as they 

make meaning, they need access to varied kinds of explorations of culture. This may 

include access to professional readings, children's and adult literature, discussions, 

writing, art, music, and very importantly, personal contact. Preservice teachers need 

sustained, supported personal contact with children and adults from other cultures in a 

variety of contexts, both formal and informal. These contexts need to include community 

life, because preservice teachers need to see the whole child, not just consider the child as 

a student from the point of view of a teacher. 

Becoming Professionals 

Teacher education programs need to position preservice teachers as capable 

professionals who can take control and question their own practice and the institution of 

schooling. They need experiences where they can actively critique and construct beliefs 

about learning, including help to "formulate theory that will explain the relationship 

among culture, cognition, and school learning" (Hollins, 1995, p. 75). Teacher education 

programs need to emphasize professional development, connections with other 

professionals, and teacher research. Courses across the entire program need to focus on 

thinking and decision making skills. 
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Preservice teachers need experience with work on the critical edge. They need to 

be given the permission and the tools to critique their own cultures, the cultures of others, 

schools and society. As Montecinos (1995) explains, "Multicultural teacher education 

curriculum needs to focus on helping teachers uncover and challenge practices and 

policies that translate differences into inequalities" (p. 299). Teacher education programs 

should not divorce culture from the political, historical, and socioeconomic conditions 

which shape cultural knowledge, cultural identity, and cultural formation (Duesterberg, 

1998). Preservice teachers also need to be given the skills to help take action, and should 

be involved in taking action while they are students. 

Implications for Research 

While this study furthers understandings of the cultural identities of preservice 

teachers, more research would provide further insight into questions raised by this study. 

In this section I discuss lingering questions that I plan to explore in the future and provide 

suggestions for further research in the field. 

Exploring Lingering Questions 

In the early stages of the study and data analysis I was encouraged by the ways in 

which the preservice teachers engaged with issues of culture and their willingness to 

participate in discussions about cultural identities. However, as I conducted more in depth 

analysis it became clear that some of what I was seeing was the illusion of willingness 

and was actually very sophisticated resistance. My students were well-schooled and they 

knew how to please the instructor. Hill (2000) explains, "Unlike education, schooling is 

not renowned for its attention to inculcating reflective and critical thinking and judgment 
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in its learners. Most teachers, I hazard, are more schooled than educated. Consequently, 

most are not practiced at joining in thoughtful dialogue about substantive issues. Sadly, 

many appear disinclined toward it. Schooling has left its mark" (p. 50). I would like to 

explore their methods of resistance of the discussion of critical issues further. In 

particular, I want to look at discursive markers and strategies they employed while they 

gave the appearance of compliance. I am particularly interested in taking a closer look at 

one preservice teacher, Mike, through looking at his talk in the interviews and the 

literature discussions. 

I am increasingly interested in the idea of third space— the space that is created in 

the intersections of two or more different sets of beliefs and expectations. I plan to use 

third space to look at the data in several different ways. First, I believe that the literature 

discussions created a third space as each group negotiated meanings out of different sets 

of understandings about the children's literature. Second, many students created their 

own third space as they attempted to maintain their worldviews in the face of my 

emphasis on examining cultural identities. 

I also want to look further at the ways in which the preservice teachers looked at 

multicultural literature for themselves and for their future students. I believe that they saw 

multicultural literature as helpful in letting students examine their "issues" because of 

unstated and perhaps unconscious beliefs about who multicultural literature is for and 

what types of homes those students come from. 

Finally, I want to continue exploring the use of mapping as a strategy for 

understanding cultural identities and exploring culture and looking at children's 



literature. I especially want to begin using some of the mapping engagements with 

children. 

Further Areas of Research 

hi recent years there has been a great deal of focus on white preservice teachers 

including the formation of a white racial identity (Helms, 1990), attitudes toward 

diversity and children of parallel cultures, and how white preservice teachers interact 

with multicultural literature. While this is understandable as most preservice teachers 

(and researchers) are white, we do need to know this same information about preservice 

teachers from parallel cultures. A few studies do exist, but more would give us important 

data about recruiting and retaining teachers of color and how these teachers need support 

when working with children from diverse backgrounds. 

hi this study mapping and other sign systems were important ways to think about 

cultural issues. While there has been research done on using sign systems with 

elementary and secondary students, more research needs to be done on how sign systems 

can be incorporated at the university level. How can sign systems be incorporated in 

higher education? How do preservice teachers respond to the use of sign systems? How 

does the culture of teacher education programs accommodate or reject using sign systems 

as a tool for thinking? 

Given the contradictory and recursive nature of responses in the preservice 

teachers' interactions with culture it would be interesting to follow several preservice 

teachers across several years in a multicultural setting to see if their responses feel into a 
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pattern or continued along a continuum of little understanding to greater understanding 

over time. 

I would also like to see more longitudinal studies that look at the effect of cultural 

identities on teaching and learning, in particular expanding the study of how preservice 

teachers interact with culture across a number of years and into their teaching careers. 

Does understanding your own cultural identities lead to greater success in teaching 

diverse students? Do teachers who understand their own cultural identities and the 

identities of their students have higher retention rates? 

Concluding Thoughts 

I have great respect for the preservice teachers that I worked with during this 

study and I believe that most of them will be good teachers, hi my course, they were 

motivated, caring, and eager to make a difference as they began their careers as 

educators. However, in spite of these excellent qualities I worry about them and about 

the students that they will teach. Their goodwill and genuine care for children may not be 

enough to overcome conscious and unconscious assumptions of superiority, normality, 

and privilege learned through membership in groups such as those based on racial, ethnic, 

gender, or class distinctions. I believe that these preservice teachers have started building 

a good foundation for living multiculturally through the work we did during this study. I 

hope that they will have opportunities in the remainder of their teacher education 

program and in their private lives to continue examining and critiquing their own cultural 

identities and those of others. 
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APPENDIX 1 
SUBJECT CONSENT FORM 

SUBJECT'S CONSENT FORM 
Mapping Identity: How Preservice Teachers Explore Cultural Identities 

through Mapping and Literature 

I AM BEING ASKED TO READ THE FOLLOWING 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 WRITTEN INFORMED CONSENT PRIOR TO PARTICIPATION 
IN THIS RESEARCH STUDY SO THAT I CAN KNOW THE NATURE AND RISKS OF MY 
PARTICIPATION AND CAN DECIDE TO PARTICIPATE OR NOT PARTICIPATE IN A 
FREE AND INFORMED MANNER 

PURPOSE 

I am being invited to participate voluntarily in the above-tided research project. The purpose of 
this project is to gain understanding in how preservice teachers explore and think about their own 
cultural identities in response to children's literature. 

SELECTION CRITERIA 

I am being invited to participate because I am a student enrolled in LRC 480-2/3H. 
Approximately 20-27 students will be enrolled in this study. 

PROCEDURE(S) 

If I agree to participate, I will be asked to consent to the following; The work that I do as a 
student in LRC 480-2/3H will be photocopied or photographed. Class discussions, midterm 
conferences, and final interviews will be audiotaped. Exit cards will be kept by the instructor. All 
this information will be used anonymously as data in this study and in any presentations and 
publications resulting from this study. 

RISKS 

I may feel uncomfortable answering questions about and discussing personal issues, but I may 
refuse to answer any question I choose or end my participation in the study at any time. My 
participation or non-participation in this study will have no impact either positive or negative on 
my grade in LRC 480-2/3H. 

BENEFITS 

There are no guaranteed direct benefits associated with my participation in this project, but I may 
benefit from observing a teacher research project in action and may be able to take the knowledge 
I have gained into my own classroom once I begin teaching. 
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CONFIDENTIALITY 

All data collected will remain confidential. The only people who will have access to the raw data 
are the Principal Investigator, Janine Schall, and her advisor, Dr. Kathy Short, Ph.D. Any time 
that I am referred to in the final research report or subsequent publications or presentations, only 
my first name or a pseudonym will be used. 

I would like to be referred to by (Please write your first name or a pseudonym of your choosing.) 

PARTICIPATION COSTS AND SUBJECT COMPENSATION 

For most participants there are no costs or compensations to participating in this study. At the end 
of the semester participants will be asked to volunteer for in depth interviews with the principal 
investigator. Those participants who agreed to be interviewed will have the cost of a time 
commitment for two interview sessions of one and a half hours each. 

CONTACTS 

I can obtain further information from the principal investigator Janine Schall, Ph.D. Candidate, at 
(520) 621-1311. If I have questions concerning my rights as a research subject, I may call the 
Human Subjects Committee office at (520) 626-6721. 

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 MAY ASK QUESTIONS AT ANY TIME AND I 
AM FREE TO WITHDRAW FROM THE PROJECT AT ANY TIME WITHOUT CAUSING 
BAD FEELINGS. MY PARTICIPATION IN THIS PROJECT MAY BE ENDED BY THE 
INVESTIGATOR FOR REASONS THAT WOULD BE EXPLAINED. NEW INFORMATION 
DEVELOPED DURING THE COURSE OF THIS STUDY WHICH MAY AFFECT MY 
WILLINGNESS TO CONTINUE IN THIS RESEARCH PROJECT WILL BE GIVEN TO ME 
AS IT BECOMES AVAILABLE. THIS CONSENT FORM WILL BE FILED AN AREA 
DESIGNATED BY THE HUMAN SUBJECTS COMMITTEE WITH ACCESS RESTRICTED 
TO THE PRINCIPAL INVESTIGATOR, JANINE SCHALL OR AUTHORIZED 
REPRESENTATIVE OF THE LANGUAGE, READING AND CULTURE DEPARTMENT. 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 

INVESTIGATOR'S AFFIDAVIT 
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 his/her participation and his/her 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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APPENDIX 2 
FINAL INTERVIEW QUESTIONS 

Dissertation Final Interview Questions: Part 1 

Tell me about your family. 
Relationships with parents/sib lings Places lived 
Citizenship/immigration stories 
Ethnic/Racial/ SES background 
What things are important to your family? Beliefs and values? 

Tell me about your neighborhood growing up. 
Friends 
Ethnic/Racial/SES mix 
What kinds of things did you do with your friends? 

Tell me about your school experiences. 
Ethnic/Racial/SES mix of students and teachers 
Respect for other cultures? 

What experiences with diversity have you had? 
As a child/adult 
In the College of Education 

What kind of job would you like as a teacher? 

Have you ever seen examples of prejudice or discrimination? As a child? As an adult? 

Has anyone ever been prejudiced or discriminatory to you? What is culture? 

Does everyone have a culture? 

Can you have more than one culture? Can you change your culture? 

What is your cultural identity? 

What cultures do you identify with? 

What beliefs and values do you have that are part of your cultural identity? 

How is your cultural identity similar or different from others? 

What are ways you live your life that reflect your cultural identity? 
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How have the various aspects of your cultural identity influenced you? 

Have you ever experienced tensions between various aspects of your cultural identity? 

Is there anything you'd like to add, change, or elaborate on? Is there anything that I 
should have asked you but didn't? 
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Dissertation Final Interview Questions: Part 2 

Tell me about your identity intersection? 

Would you change anything from your identity intersection? 

What on your identity intersection is most important to your cultural identity? 

Tell me about each assignment you completed, (while looking at the assignments) 
How did you create this? 
Why did you decided to draw this? 

Why did you choose to primarily write/draw the reflections? Was our focus easy or 
difficult for you? 

Do you see your cultural identity as fixed or changing? How are culture and identity 
related? 

What is multicultural literature? 

Why use multicultural literature? 

How did the literature discussions help you think about culture? About identity? 

What do these maps say about you? 

What would a stranger think about you after viewing your maps? 

How did the mapping help you think about culture? About identity? 

What is the difference between mapping and writing? 

Is it worthwhile to think about your cultural identity? 

How has your thinking changed over the course of the semester? 

What engagement or class activity was most significant for you? 

What engagement or class activity made you think the most? 

Is there anything you'd like to add, change, or elaborate on? Is there anything that I 
should have asked you but didn't? 
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APPENDIX 3 
COURSE SYLLABUS 

Children's Literature in the Classroom 
480 Section 2/3H 

Spring 2003 

Instructor: Janine Schall 
Email- jschall@email.arizona.edu 

LRC Office-621-1311 
Home phone: 795-8254 

Class time: Tue/Thur 10:00-11:30 
Location: Education Building, Room 530 and 534 

Office Hours: Tuesday and Thursday 9:30-10:00 and 11:30-12:00 in room 530 or by 
appointment 

Course Description: In this course, participants will be invited to read, enjoy, ponder, 
discuss, and engage in a wide range of excellent books for children. Class members will 
explore various authors/illustrators of children's books and become familiar with 
resources available concerning children's literature. Together, we will read professional 
literature framing classroom discussions on how to use literature effectively and 
authentically in the classroom. Through these opportunities and experiences, participants 
will establish a foundation for sharing and using literature in the classroom. 

The course description and learning experiences are based on the following beliefs about 
learning (adapted from Dr. Kathy Short). 

1. Learning is an active process. We will immerse ourselves in reading and responding 
in a variety of ways to many children's books. 

2. Learning is a social process of collaborating with others. We will explore our 
thinking about our reading through dialogue. There will be many opportunities for 
informal interaction and sharing about literature both in small groups and in whole class 
discussions and experiences. 

3. Learning occurs when we make connections to our own experiences. We will 
respond to literature through exploring our own personal responses rather than according 
to a specific literary interpretation. We will make decisions about the books that we read 
and the resources we develop based on our needs and experiences as individuals. 
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4. Choice allows learners to connect to their experiences and feel ownership in the 
classroom. We will have choices in what we read, how we respond, and the specific 
focus of class projects and small group experiences. 

5. Learning is reflective as well as active. We will have many opportunities to reflect on 
what we are learning through writing, talking, and sell' reflection. 

6. Learning occurs in a multicultural world in many ways of knowing. We will 
explore children's literature from a multicultural perspective, whereby our understanding 
of the cultural pluralism in children's lives and literature has the opportunity to expand. 

Course format: The primary learning intent of this course is to facilitate your 
exploration of literature for children in a way that is personally meaningful to you. 
Curricular engagements for using literature will be experiences where we interact with 
books and each other This is primarily a survey course of children's literature and 
resource materials, rather than a curriculum or methods course. I will provide the basic 
framework for the course, but what you learn and how much you leam will depend on the 
choices you make during each class period and in your independent reading and projects. 

Required course texts: 
Essentials of Children's Literature by Carl Tomlinson and Carol Lynch-Brown. 
Esperanza Rising by Pam Mufioz Ryan 
Miracle's Boys by Jacqueline Woodson 
Professional articles found in the electronic reserves. The password for our class is 
lrc480-2. 

My Map Book by Sara Fanelli is recommended but not required 

Class participants will read several required chapter books. These books are most likely 
available at your public library if you do not wish to purchase them. All course materials 
have been ordered and can be purchased at the campus bookstore. 

Available resources: 

1. Books can be borrowed fi-om the book cart. When signing out the books, be sure to file 
the index cards under your last name. 
2. Books provided for check out to be read for small group discussions 
3. The Tucson Public Library 
4. U of A's Main Juvenile Library on the fourth floor 
5. The LRC's Children's Library in room 534 
6. Regular opportunities to order from various Book Clubs. 
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STATEMENT OF PRINCIPLES OF MULTICULTURAL 
EDUCATION 

Department of Language, Reading and Culture 
University of Arizona 

The term "multicultural education" expresses the essential mission of the department and 
the university. Multicultural education is not just "about" certain subjects; it does not 
merely offer "perspectives" on education. It is an orientation to life, one that values 
diversity of viewpoints and experiences and sees people as valuable contributors to the 
experience of school and society. Life in universities is a self-consciously multicultural 
experience, from the varieties of cultural, linguistic and religious backgrounds 
represented in it to the full spectrum of ideas and disciplinary traditions that compose the 
community of scholars. Our recognition of this central tenet leads us to commit ourselves 
to the following general principles: 

Education must expand on the linguistic and cognitive strengths that learners already 
possess and bring them to the classroom, rather than ignore or try to replace them with 
others. 

Respect and appreciation for cultural and community knowledge means that universities 
serve the interest of education when they allow for an exchange of views, rather than rely 
exclusively on a transmission model of instruction. 

We recognize the existence of a variety of communities- each with its own voice and 
interests- both within and outside the university; a broad education offers both the 
opportunity to hear and study as many of these voices as possible. Such an 
accommodation must include those communities that have traditionally been excluded or 
under represented in the university. 

Recognition of the validity of these general principles must be reflected in our courses, 
our relations with students, staff, and other faculty members, and in the community life of 
the Department. 
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Expectations and Learning Experiences 

Attendance and Participation 

Be here for every class, on time, no slipping out early 

Participation and attendance are essential to this course. Each person's unique responses 
and insights help our class to reflect and grow in new ways. This course has been 
designed as a highly experiential course involving book browsing, literature discussion 
groups, and class discussions. While participation styles will vary, in class and small 
group discussions are essential to the learning process. Active participation will require 
reading the text and books for small group discussions as well as preparing for discussion 
by critically reflecting on your thoughts and connections about your reading. Reading, 
writing, and sharing in small groups or with the whole class helps create and sustain our 
community of learners. 

More than two absences, habitual tardiness, and/or leaving early will lower your fmal 
grade. If you must miss a class session, make arrangements to talk to me in person about 
your reasons for the absence and your plans for keeping up with the course work. 

Late assignments will also adversely affect your final grade. If you need accommodations 
due to a documented learning disability, please discuss with me your needs early in the 
semester, well it advance of assignment due dates. 

Browsing Books During Class 

You will have multiple opportunities for browsing tables filled with hooks to read. It is 
important to use this time wisely. Here are some strategies to get you started, so that you 
don't waste your time. 

> Do a quick browse of all the books in the room. 
> Sit at one table and read the books 
> Spend 5 minutes at each table then move on 
> Read one book at each table and keep moving 
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Initial Conferences 

Each student will meet with me for a brief conference in the first two weeks of school. 
This conference will allow me to get to know you and for me to answer any questions 
you may have about the course. 

Reflection Journals 

Reflection is an integral element in learning, and your reflection journals provide you 
with an opportunity to reflect, respond, analyze, question, or comment informally in 
writing about the books you are reading and the experiences you have in class. At times I 
will direct your reflections by asking you to write on a specific topic. More often, you 
will be free to choose your own topics. Entries can be written, but can also be in the form 
of poetry, maps, visual diagrams, drawings, etc. They should be approximately one page 
long. At the end of the course your reflection journals will be turned in as part of your 
resource portfolio. 

Due- Weekly as indicated on the tentative schedule 

Literacy Memory and Map 

One way to understand our feelings about literature and reading is to reflect on our 
personal histories and experiences with print. As we examine our feelings toward 
literacy, we become better able to understand ourselves as learners. What memories do 
you have of stories, literature, reading, or literacy? Did your family tell stories? Were you 
read to as a child? How did you leam to read? Draw a map of your childhood literacy 
memories and describe at least one memory in an autobiographical piece. An example 
will be given in class. You will share a one page literacy memory draft with small groups 
then turn in a final copy. The literacy memories will be collected into a class book. 

Draft due- 1/211 
Final copy due- 1/23 
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Poetry Experience 

We will start off each class with poetry. Each person will sign up for a day to bring in a 
poem or two to present to the class. At least one poem you share must be related to the 
class topic for the day. I strongly encourage you to share your poems in a creative way-
get the audience involved. Bring in the book in which you found the poem and write a 
1/2-1 page reflection that includes the bibliographic information for the book in which 
you found the poem, the reason you chose that particular poem and that way of 
presenting it, and ways this poem could be used in the classroom. Also bring a handout of 
the poems (include bibliographic info) for your classmates. 

Reading Records 

Extensive and intensive reading of children's literature is the primary focus of this class. 
It is expected that you will read a minimum of 100 books. Your reading record must 
include at least 15 chapter books. You are expected to read across genres and read books 
appropriate for a full range of ages. Please include only books that you consider high 
quality and potentially useful in your future teaching. Organize your records in a way that 
will be useful to you in the future. Consider your own learning style and how you might 
use these records with future students. You might consider using index cards, a database, 
loose-leaf notebooks, etc. Record each book as you read so all the needed information is 
fresh in your mind. Your records must include the following information (but can include 
other information as well): 

Bibliographic information 
author, illustrator, title, publisher, copyright date, number of pages 

Brief summary of the book (including a description of illustrations) 
Genre 
Theme 

Reading children's books should be done weekly. Don't wait until the end! It is essential 
that you continually read children's literature throughout our class. Your reading record 
will be turned in four times: 

Due- 1/23- 5 reading records 
2/18-35 reading records total 
3/25- 75 reading records total 
4/29- 100 reading records total 
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Author/ Illustrator/Poet Project 

We will talk more about this project in class. However, the basic expectations for this 
project are for you to become an expert on a children's author, illustrator, or poet who is 
currently publishing in the field of children's literature. Develop a handout that includes a 
biographical sketch and annotated bibliography of this person's works. Your handout 
must cite your sources (at least three!). Make copies of the handout for everyone in the 
class. Be creative! You will give a 10-15 minute presentation about your person to the 
class. Make sure you bring examples of the person's work. You'll sign up for a 
presentation slot at the beginning of the semester. 

Midterm Reflection 

Self-reflection is a key component of this course. Write a brief (3-4 pages) reflection 
about your experiences, thinking, and questions you have as a learner and reader. Focus 
questions will be provided. Each student will also meet with the instructor for a short 
conference about the course. 

Due- 3/11 

Text Set Project 

For the text set inquiry project you will be asked to work in small groups to develop a 
text set, visual display, and annotated bibliography on some aspect of identity. These 
projects will be shared in class and at the children's literature conference. More detailed 
information on the project will be given later. 

Due- 2/27 Annotated bibliography 
3/6 Visual and presentation 

Pen Pals 

This semester you will be paired with a fourth or fifth grade student from Duffy 
Elementary. We will be exchanging letters approximately every two weeks. It is 
extremely important that you complete these letters on time. There may be other activities 
that you do with your pen pal, including two trips to Duffy Elementary to meet them in 
person. 
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Read Aloud Mini-Inquiry 

One of the most important activities you will do as a classroom teacher is reading aloud 
to your students and discussing what you've read. For this mini-inquiry you are required 
to have a read aloud session with an entire class at an elementary or middle school. Ask 
the teacher what topics the class is working on so that you can find appropriate books to 
read aloud. You must read aloud and discuss one book, but may choose to do two or three 
depending on the time available. After the read aloud session you will write a 1-2 page 
reflection about the experience. 1 will provide a format for this. 

You will schedule this inquiry on your own time, but it must be done and the reflection 
turned in by 4/8. It's ok if you turn it in earlier. 

Final Inquiry Project 

For the final inquiry project you will choose some aspect of cultural identity that you 
consider personally important. You will put together a text set around your focus. The 
text set will include at least six children's books and three maps. More information on this 
project will be given after midterm. 

Due- 5/6 

Final Reflection 

Turn in a 4-5 page reflection about your experiences, thinking, and questions you've had 
as a learner and reader during this course. Focus questions will be provided. 

Due- 5/6 
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Resource Portfolio 

The purpose of the portfoho is to gather and organize all the materials from this class. In 
organizing your portfolio think about how you will best be able to use this resource when 
you are teaching. Your portfolio can include outside resources that you feel will be 
helpful to you as you use children's literature in your classroom. A table of contents page 
will give you easier access later. The resource portfolio must include the following items: 

100 or more reading records 
Literacy memory and map 
Reflection journals 
Poetry reflection 
Poems from class presentations 
Author/Illustrator handouts from class presentations 
Read aloud reflection 
Group text set project and handouts from other groups 
Midterm reflection 
Final inquiry project 
Final reflection 
Pen pal letters (optional) 

Due- 5/6 

Professional Experiences and Other Opportmiities 

Professional experiences such as conferences and workshops help teachers continue their 
education and form supportive communities. This semester you are required to attend the 
11th Annual Conference on Literature and Literacy for Children and Adolescents, to be 
held March 8 at the College of Education. More information will be provided as the 
conference approaches. 
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Grading Policy 

Students will receive a final grade based on the quality of their written work, classroom 
participation including attendance, engagement in experiences, references to reading 
assignments, in class discussions, etc. Participants' perspectives concerning their grades 
will be voiced through the two self-reflections of their learning. As part of the final 
reflection, you will be asked to reflect on the grade you feel you have earned and state the 
criteria for the grade you indicate. 

Students who earn an A will have missed no more than two class sessions, will 
participate regularly in small and whole group class activities, and will turn in work on 
time that is of excellent quality. 

Missing more than two class sessions, habitual tardiness or leaving early, or late/poor 
quality assignments will lower your grade. 

Tentative Schedule 

Date Topic Required Reading Due 

1/16 Children's Information sheet 
Literature 

1//21 Children's Chapter 1 Literacy map and memory 
Literature/ 
Reading 
Records 

draft 

1/23 Connections 
to literature 5 reading records 

literacy memory and map 

1/28 Response/ 
Identity 



1//30 Response/ 
Identity 

2/4 Genre 

2/6 Poetry 

2/11 Visual 
Literacy 

2/13 Visual 
Literacy 

2/18 Library Visit 

2/20 Author/ 
Illustrator 

Esperanza Rising 

"Categories of Children's Lit" 
by Tunnell and Jacobs 

Chapter 3 
picture book for lit discussion 

Chapter 4 

"Design Matters" by Scieszka 
picture book for lit discussion 

"Children's Literature Websites" 
by Yokota 

chapter book for lit discussion 

2/25 Multicultural Chapter 10 
Issues 

2/27 Family 

3/4 Family 

3/6 Text Sets 

Miracle's Boys 

3/8 Children's Literature Conference 

3/11 Family 

3/13 No class 

3/25 Gender 

Reflection j oumal 
Identity intersection 

Reflection journal 

Reflection journal 

35 Reading Records 

Reflection journal 

Annotated Bibs due 

Reflection journal 

Text set visuals 
Text set reflections 

Midterm Reflection 

"Men Who Weep, Boys Who 
Dance" by Fox 

"Why Boys Don't Read" by Scieszka 

75 Reading Records 

3/27 Gender 

4/1 Penpals 

chapter book for lit discussion Reflection j oumal 
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4/3 SES 

4/8 SES 

5/1 

picture book for lit discussion 

4/10 Race/Ethnicity "What Color Is Beautiful?" 
by Segura-Mora 

4/15 Race/Ethnicity chapter book for lit discussion 

4/17 Language 

4/22 Language 

4/24 Penpals 

"Teaching Standard English" by 
Rethinking Schools 

picture book for lit discussion 

4/29 Censorship "Places I Never Meant to Be" 
by Blume 

"Censorship" by Goforth 

Curricular 
Connections 

Chapter 11 or chapter 12 

5/6 Inquiry 
Presentations 

Reflection journal 

Read Aloud Reflection 

Reflection j oumal 

Reflection j oumal 

100 Reading Records 

Reflection journal 

Inquiry Project 
Resource Portfolio 
Final Reflection 

5/13 Final Exam 11:00-l :00 Best Books 
Food 
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Bruchac, J. (1998). Heart of a chief. New York: Puffin. 

Bunting, E. (1989). The Wednesday surprise. (D. Carrick, 111.). New York: Clarion. 

Bunting, E. (1994). A day's work. (R. Himler, 111.). New York: Clarion. 

Carmi, D. (1994). Samir and Yonatan. New York: Scholastic. 

Cushman, K. (1994). Catherine, called Birdy. New York: HarperTrophy. 

Dahl, R. (1984). Boy: Tales of childhood. New York: Puffin. 

Ellis, D. (2000). The breadwinner. Toronto: Groundwood. 

Fanelli, S. (1995). My map book. New York: HarperCollins. 

Fox, M. (1992). Dear Mem Fox, I have read all your books, even the pathetic ones. New 
York: Harcourt Brace Jovanovich. 

Hazen, B. S. (1979). Tight times. (T. S. Hyman, III). New York: Puffin. 

Hesse, K. (2001). Witness. New York: Scholastic. 

Jimmez, F. (1998). La mariposa. (S. Silva, 111.) New York: Houghton Mifflin. 

Johnston, T. (2001). Any small goodness. New York: Scholastic. 

Levine, E. (1989). I hate English! (S. Bjorkman, 111.). New York: Scholastic. 

Levine, G. C. (1997). Ella enchanted. New York: Scholastic. 

Lowry, L. (1998). Looking back. New York: Delacorte. 

Paterson, K. (1977). Bridge to Terebithia. New York: Scholastic. 

Ryan, P. M. (2000). Esperanza rising. New York: Scholastic. 
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Spinelli, J. (1998). Knots in myyo-yo string. New York: Scholastic. 

Spinelli, J. (1990). Maniac McGee. New York: Scholastic. 

Voigt, C. (1984). Building blocks. New York: Fawcett Juniper. 

Voigt, C. (1996). Bad girls. New York: Scholastic. 

Williams, V. B. (2001). Amber was brave, Essie was smart. New York: Scholastic. 

Woodson, J. (2000). Miracle's boys. New York: Scholastic. 

Yep, L. (1991). The lost garden. New York: Simon & Schuster. 

Yep, L. (1991). The star fisher. New York: Scholastic. 

Yumoto, K. (1992). Thefi-iends. New York: Bantam Doubleday Dell. 



326 

References 

Abt-Perkins, D. & Gomez, M. L. (1993). A good place to begin—Examining our 
personal perspectives. 70, 193-202. 

Allen, J., et al. (2002). PhOLKS lore: Learning from photographs, families, and 
children. Language Arts, 7P(4), 312-322. 

Allen, J. & Labbo, L. (2001). Giving it a second thought: Making culturally engaged 
teaching culturally engaging. Language Arts, 7P(1), 40-52. 

Anderson, J. M. (1995). Maps and children: An emerging area of cartographic 
research. Geomatica, 49{\), 13-19. 

Apple, M. (1997). Consuming the other: Whiteness, education, and cheap french fries. In 
M. Fine, L. Weis, L. C. Powell & L. M. Wong (Eds.), Off White: Readings on 
Race, Power, and Society. New York: Routledge. 

Arias, M. & Poynor, L. (2001). A good start: A progressive, transactional approach 
to diversity in pre-service teacher education. Bilingual Research Journal, 
25(4), 417-434. 

Athanases, S. (1998). Diverse learners, diverse texts: Exploring identity and 
difference through literary encounters. Journal of Literacy Research, 50(2), 
273-296. 

Banks, J. A. & Banks, C. (1993). Multicultural education: Issues and perspectives 
(2nd ed.). Boston, MA: Allyn & Bacon. 

Banks, J. A. (1994). Multiethnic education: Theory and practice (3rd ed.). Boston, 
MA: Allyn & Bacon. 

Banks, J. A. (1996). The canon debate, knowledge construction, and multicultural 
education. In J.A. Banks (Ed.), Multicultural education, transformative 
knowledge and action: Historical and contemporary perspectives. New 
York: Teacher College Press. 

Banks, J. A. (1997). Educating citizens in a multicultural society. New York: Teachers 
College Press. 

Benton, J. & Daniel, P. (1996). Learning to talk about taboo topics: A first step in 
examining cultural diversity with preservice teachers. Equity & Excellence in 
Education, 29(3), 8-17. 



327 

Blaut, J. M. (1991). Natural mapping. Transactions, 7(5(1), 55-74. 

Bednarz, S. (2002). Using action research to implement the national geography 
standards: Teachers as researchers. Journal of Geography, 101(3), 103-111. 

Birtzer, C. (2000). Seeing one's place with new eyes: The role of map-making in 
place based education. Active Learner, 5(1), 12-15. 

Bogdan, R. & Biklen, S. (2003). Qualitative research for education: An introduction to 
theories and methods (4th ed). New York: Allyn & Bacon. 

Bollin, G. & Finkel, J. (1995). White racial identity as a barrier to understanding 
diversity: A study of preservice teachers. Equity & Excellence in Education, 
25(1), 25-30. 

Boyle-Baise, M. (1997). Crossing borders to rethink multicultural teacher education. 
Curriculum and Teaching, 12{V), 15-30. 

Britzman, D. (1986). Cultural myths in the making of a teacher: Biography and social 
structure in teacher education. Harvard Educational Review, 5(5(4), 442-456. 

Buley-Meissner, M. L. (2002). The spirit of a people: Hmong American life stories. 
Language Arts, 79(4), 323-331. 

Bruner, J. (1996). The culture of education. Cambridge, MA: Harvard University 
Press. 

Byrnes, D., Kiger, G. & Maiming, M. L. (1997). Teachers' attitudes about language 
diversity. Teaching and Teacher Education, 13(6), 637-634. 

Cannella, G. and Reiff, J. (1994). Preparing teachers for cultural diversity: 
Constructivist orientations. in Teacher Education, 16(3), 37-45. 

Campbell, A. (2000). Cultural identity as a social construct. Intercultural Education, 
(ll)\,3\-39. 

Carter, R. T. (1997). Is white a race? Expressions of white racial identity. In M. Fine, L. 
Weis, L. C. Powell & L. M. Wong (Eds.), Off White: Readings on Race, Power, 
and Society. New York: Routledge. 

Chiodo, J. (1993). Mental maps: preservice teachers' awareness of the world. Journal of 
Geography, 92(3), 110-117. 



328 

Cochran-Smith, M. (1995). Uncertain allies: Understanding the boundaries of race and 
teaching. Harvard Educational Review, 55(1), 541-570 

Cochran-Smith, M. & Lytic, S. (1990). Research on teaching and teacher research: The 
issues that divide. Educational Researcher, 2-11. 

Cockrell, K., Placier, P., Cockxell, D., & Middleton, J. (1999). Coming to terms with 
"diversity" and "multiculturalism" in teacher education: Learning about our 
students, changing our practice. Teaching and Teacher Education, 15, 351-366. 

Colher, M.J. & Thomas, M. (1988). Cultural identity; An interpretive perspective. In Y. 
Y. Kim & W. B. Gudykunst (Eds.), Theories in Intercultural Communication, 
(99-120). Thousand Oaks, CA; Sage. 

Crouch, D. & Heimessey, N. (1995). Local knowledge, community maps and 
empowerment. Ecos, 7(5(3-4), 39-43. 

Dalai, F. (1999). The meaning of boundaries and barriers in the development of cultural 
identity and between cultures. Psychodynamic Counseling 5(2), 161-171. 

Danzer, G. (1991). Part 1: World Maps, worldviews, and world history. European 
cartography on the eve of the discoveries. Social Education, 55(5), 301-303. 

Davis, A. P. & McDaniel, T. R. (1999). You've come a long way, baby—or have 
you? Research evaluating gender portrayal in recent Caldecott-winning 
books. The Reading Teacher, 52{6), 532-536. 

Dei, G. J., Karumanchery, L. L. & Karumanchery-Luik, N. (2004). Playing the race 
card: Exposing white power and privilege. New York: Peter Lang. 

Delgado-Gaitan, C. & Trueba, H. (1991). Crossing cultural borders: Education for 
immigrant families in America. New York: Palmer Press. 

Dien, D. S. (2000). The evolving nature of self-identity across four levels of history. 
Human Development, (43), 1-18. 

Dorling, D. (1998). Human cartography: When it is good to map. Environment and 
Planning A, 30, 211-2SS. 

Dorough, D. & Rye, J. (1997). Mapping for understanding. Science Teacher, 64{\), 
36-41. 

Duesterberg, L. (1998). Rethinking culture in the pedagogy and practices of 
preservice teachers. Teaching and Teacher Education, J4(5), 497-512. 



329 

Eisner, E. (1994). Cognition and curriculum reconsidered. New York; Teachers 
College Press. 

Enciso, P. (1994). Cultural identity and response to literature: Running lessons from 
Maniac Magee. Zangwage71, 524-533. 

Evans, R., Avery P. & Pederson, P. (1999). Taboo topics: Cultural restraint on teaching 
social issues. The Social Studies, (90)5, 218-224. 

Fine, M. (1997). Witnessing whiteness. In M. Fine, L. Weis, L. C. Powell & L. M. Wong 
(Eds.), Off White: Readings on Race, Power, and Society. New York: Routledge. 

Florio-Ruane, S. (2001). Teacher education and the cultural imagination. Mahwah, NJ: 
Lawrence Erlbaum. 

Foss, A. (2002). Peeling the onion: teaching critical literacy with students of privilege. 
Language Arts, 79(5), 393-403. 

Frank, C. (2003). Mapping our stories: Teachers' reflections on themselves as 
Language Arts, 80(3), 185-195. 

Frankenberg, R. (1993). White women, race matters. Minneapolis: University of 
Minnesota Press. 

Freire, P. (1985). The politics of education: Culture, power, and liberation. Hadley, MA: 
Bergin & Garvey. 

Freire, P. (1994). Pedagogy of hope: Reliving Pedagogy of the Oppressed. New York: 
Continuum. 

Galavan, N. (2002). I, too, am American: Preservice teachers reflect upon national 
identity. MCT, 20(2), 8-12. 

Geertz, C. (1966). Person, time, and conduct in Bali: An essay in cultural analysis. New 
Haven, CT: Yale University Press. 

Geertz, C. (1973). The interpretation of cultures. New York: Basic Books. 

Geertz, C. (1983). Local knowledge: Further essays in interpretive anthropology. 
New York: Basic Books. 

Glasgow, J. (1994). Action research changes cultural attitudes. Teaching Education, 
5(2), 41-48. 



330 

Glaser, B. (1978). Theoretical sensitivity. Mill Valley, CA: Sociology Press. 

Goldberg, M. (2001). Arts and learning: An integrated approach to teaching and 
learning in multicultural and multilingual settings (2nd ed.). New York: Addison 
Wesley Longman 

Gollnick, D. M., & Chirm, P. C. (2002). Multicultural education in a pluralistic society, 
(6th ed.). Columbus, OH: Merrill. 

Gonzalez, N., Moll, L.C., Floyd-Tenery, M., Rivera, A., Rendon, P., Gonzalez, R., 
& Amanti, C. (1993). Teacher research on funds of knowledge: Learning from 
households. Santa Cruz, CA: National Center for Research on Cultural 
Diversity and Second Language Learning. 

Gonzalez, N. (1999). What will we do when culture does not exist anymore? 
Anthropology & Education, 50(4), 431-435. 

Goodwin, A. L. (1997). Multicultural stories: Preservice teachers' conceptions of and 
responses to issues of diversity. Urban Education, 52(1), 117-145. 

Gregg, M. (1997). Seven journeys to map symbols: Multiple intelligences applied 
to map learning. Journal of Geography, 96(3), 146-152. 

Gregg, M. & Leinhardt, G. (1994). Mapping out geography: An example of 
epistemology and education. Review of Educational Research, 64(2), 311-
361. 

Gritzner, C. F. (2002). Farewell to Bongo, Ahab and Iglook. Journal of Geography, 
101(A), 176-178. 

Hadaway, N. (1993). Encountering linguistic diversity through letters: Preparing 
preservice teachers for second language learners. Equity & Excellence in 
Education, 26(3), 25-30. 

Harper, R. A. (1990). Geography's role in general education. Journal of Geography, 
5P(5), 214-218. 

Helms, J. (1990). Black and white racial identity: Theory, research, and practice. 
Westport, CT: Greenwood Press. 

Hernandez, H. (1989). Multicultural education: A teacher's guide to content and process. 
Columbus, OH: Merrill. 



331 

Hill, L. (2000). What does it take to change minds? Intellectual development of 
preservice teachers. Journal of Teacher Education, 51(1), 50-62. 

Hinchey, P. (1994). Introducing diversity: We don't have to wait for a program. 
Action in Teacher Research, 16(3), 28-36. 

Hoffman, D. (1996). Culture and self in multicultural-education: Reflections on 
Discourse, Text, and Practice. American Educational Research Journal, 33(3). 
545-569. 

Hoffinan, D. (1998). A therapeutic moment? Identity, self, and culture in the 
anthropology of education. Anthropology & Education Quarterly, 29(3), 324-
346. 

Hoelscher, K. (1999). Cultural watersheds: Diagramming one's own experience of 
culture. Social Studies and the Young Learner, 12(2), 12-14. 

Hollins, E. (1995). Revealing the deep meaning of culture in school learning: Framing 
a new paradigm for teacher preparation. Action in Teacher Education, i 7(1), 
70-79. 

Howard, G. (1999). We can't teach what we don't know: White teachers, multiracial 
schools. New York: Teachers College Press. 

Hubbard, R. & Power, B. (1999). Living the questions: A guide for teacher-
researchers. York, ME: Stenhouse. 

Hubbard, R. & Power, B. (2003). The art of classroom inquiry: A handbook for teacher-
researchers. Portsmouth, NH: Heinemann. 

Hurtado, A. & Stewart, A. (1997). Through the looking glass: Implications of studying 
whiteness for feminist methods. In M. Fine, L. Weis, L. C. Powell & L. M. Wong 
(Eds.), Off White: Readings on Race, Power, and Society. New York: Routledge. 

Hyerle, D. (1995-1996). Thinking maps: Seeing is understanding. Educational 
Leadership, 55(4), 85-89. 

Jackson, P. (1989). Maps of meaning: An introduction to cultural geography. Boston: 
Unwin Hyman. 

Jackson, P. & Smith, S. (1984). Exploring social geography. London: G. Allen & Unwin. 

Jacob, C. (1996). Toward a cultural history of cartography. Imago Mundi, 48, 191-
198. 



332 

Jennings, L. & Smith, C. (2002). Examining the role of critical inquiry for 
transformative practices: Two joint case studies of multicultural teacher 
education. TeachersCollege Record, iO¥(3), 456-481. 

Jones, E. B., Pang, V. O., & Rodriguez, J. L. (2001). Social studies in the 
elementary classroom: Culture matters. Theory Into Practice, 40{\), 35- 41. 

Ketter, J. & Lewis, C. (2001). Already reading texts and contexts: Multicultural 
literature in a predominantly white rural community. Theory Into Practice, ^0(3), 
175-183. 

Kincheloe, J. L. & Steinberg, S. R. (2000). Constructing a pedagogy of whiteness for 
angry white students. In N. Rodriguez & L. Villaverde (Eds.) Dismantling White 
Privilege: Pedagogy, Politics, and Whiteness. New York: Peter Lang. 

Ladson-Billings, G. (1995). But that's just good teaching! The case for culturally 
relevant pedagogy. Theory Into Practice, 54(3), 159-165. 

Laframboise, K., & Griffith, P. (1997). Using literature cases to examine diversity 
issues with preservice teachers. Teaching and Teacher Education, 75(4), 
369-382. 

Lawrence, S. & Bunche, T. (1996). Feeling and dealing: Teaching white students 
about racial privilege. Teaching and Teacher Education, 12(5), 531-542. 

Lawrence, S. & Tatum, B. (1997). White educators as allies: Moving from awareness to 
action. In M. Fine, L. Weis, L. C. Powell & L. M. Wong (Eds.), Off White: 
Readings on Race, Power, and Society. New York: Routledge. 

Leavell, A., Cowart, M. and Wilhelm R. (1999). Strategies for preparing culturally 
responsive teachers. Equity <& Excellence in Education, 52(1), 64-71. 

Levinson, B. & Holland, D. (1996). The cultural production of the educated person: 
An introduction. In B. Levinson, D. Foley, & D. Holland (Eds.), The cultural 
production of the educated person: Critical ethnographies of schooling and 
local practice (pp. 1-54). Albany, NY: SUNY Press. 

Lipman, P. (1995). "Bringing out the best in them": The contribution of culturally 
relevant teachers to educational reform. Theory Into Practice, 34(3), 203-208. 

Lucal, B. (1996). Oppression and privilege: Toward a relational conceptualization of 
race. Teaching Sociology, 24, 245-255. 



333 

Manning, M.L. & Bamth, L. (2004). Multicultural education of children and 
adolescents. Boston, MA: Pearson 

Mayer, R. (1995). Inquiry into place as an introduction to world geography— starting 
with ourselves. The Social Studies, 86(2). 74-77. 

Mchityre, A. (2002). Exploring whiteness and multicultural education with 
prospective teachers. Curriculum Inquiry, 32(1), 31-49. 

McKay, R. (1998). Colouring maps does not geographic education make. Canadian 
Social Studies, 52(3), 74. 

McKinney, C. (1990). What do preservice elementary majors know about world 
Journal of Social Studies Research, 14(2), 13-25. 

Mchitosh, P. (1990). White privilege: Unpacking the invisible knapsack. Independent 
Schools 

Meacham, S. (2001). Vygotsky and the blues: Re-reading cultural connections and 
conceptual development. Theory Into Practice, 40(3), 190-197. 

Merriam, S. (2001). Qualitative research and case study applications in education. 
San Francisco: Jossey-Bass. 

Montecinos, C. (1995). Culture as an ongoing dialog: Implications for multicultural 
teacher education. In C. Sleeter & P. McLaren (Eds.), Multicultural education, 
critical pedagogy and the politics of difference (pp. 291-308). New York: 
SUNY. 

Munson, J.L. (1989). Story and poetry maps. Reading teacher, 42(9), 736-737. 

Nieto, S. (1999). The light in their eyes: Creating multicultural learning communities. 
New York: Teachers College Press. 

Nieto, S. (2002). Language, culture, and teaching: Critical perspectives for a new 
century. Mahwah, NJ: Lawrence Erlbaum 

Nieto, S. (2004). Affirming diversity: The sociopolitical context of multicultural 
education (4th ed.). Boston, MA: Allyn & Bacon. 

Noe, K. & Johnson, N. (1999). Getting started with literature circles. Norwood, MA: 
Christopher Gordon. 



334 

Ortiz, A. (2000). Expressing cultural identity in the learning community: Opportunities 
and Challenges. New Directions for Teaching and Learning, (82), 67-79. 

Phoenix, A. (1997). "I'm white! So what?" The construction of whiteness for young 
Londoners. In M. Fine, L. Weis, L. C. Powell & L. M. Wong (Eds.), Off White: 
Readings on Race, Power, and Society. New York: Routledge. 

Pohan, C. (1996). Preservice teachers' beliefs about diversity: Uncovering factors 
leading to multicultural responsiveness. Equity & Excellence in Education, 
29(3), 62-69. 

Powell, L. (1997). The achievement (k)not: Whiteness and "black underachievement." In 
M. Fine, L. Weis, L. C. Powell & L. M. Wong (Eds.), Off White: Readings on 
Race, Power, and Society. New York: Routledge. 

Powell, R. (1997). Then the beauty emerges: A longitudinal case study of culturally 
relevant teaching. Teaching and Teacher Education, 75(5), 467-484. 

Probst, R. (1990). Literature as Exploration and the classroom. In E. Farrell & J. 
Squire (Eds.), Transactions with Literature: A Fifty-Year Perspective. New 
York: NCTE. 

Rice, G. (1990). Teaching students how to become discriminating map users. Social 
Education, 54(6), 393-397. 

Rosaldo, R. (1989). Culture and truth: The remaking of social analysis. Boston, MA: 
Beacon Press. 

Rosenberg, P. M. (1997). Underground discourses; Exploring whiteness in teacher 
education. In M. Fine, L. Weis, L. C. Powell & L. M. Wong (Eds.), Off White: 
Readings on Race, Power, and Society. New York: Routledge. 

Rosenblatt, L. (1995). Literature as exploration (5th ed). New York: MLA. 

Rosenblatt, L. (1993). The literary transaction: Evocation and response. In K. 
Holland, R. Hungerford, & S. Ernst (Eds.), Journeying: Children Responding 
to Literature. New York: Heinnemann. 

Rossman, G. & Rallis, S. (1998). Learning in the field: An introduction to qualitative 
research. Thousand Oaks, CA: Sage. 

Ruiz, R. (1984). Orientations in language plarming. NABE: The Journal for the National 
Association for Bilingual Education, 8(2), 15-34. 



335 

Salter, C. L. (1995). The geographic imperative. The Journal of Geography, 94{A), 
471-477. 

Scott, R. M. (1995). Helping teacher education students develop positive attitudes 
toward ethnic minorities. Equity & Excellence in Education, 28(2), 69-73. 

Shannon, P. (1994). I am the canon; Finding ourselves in muticulturalism. Journal of 
Children's Literature, 20(\), 1-13 

Short, K. (1993). Making connections across literature and Hfe. In K. Holland, R. 
Hungerford, & S. Ernst (Eds.), Journeying: Children Responding to Literature. 
Portsmouth, NH: Heinemann. 

Short, K. (1998). Creating community of learners. In K. G. Short & K. M. Pierce (Eds.), 
Talking about Books: Literature Discussion Groups in K-8 Classrooms. New 
York: Heinemaim. 

Short, K. & Harste, J. with Burke, C. (1996). Creating classrooms for authors and 
inquirers. Portsmouth, NH: Heinemann. 

Short, K., Kauffman, G., & Kahn, L. (2000). "I just need to draw": Responding to 
literature across multiple sign systems. The Reading Teacher, 54{2), 160-
171. 

Sleeter, C. (1996). Multicultural education as social activism. Albany, NY: SUNY. 

Sleeter, C. (2001). Preparing teachers for culturally diverse schools: Research and 
the overwhelming presence of whiteness. Journal of Teacher Education, 
52(2), 94-106. 

Smith, R. (2000). The influence of teacher background on the inclusion of multicultural 
education: A case study of two contrasts. The Urban Review, 32(2), 155-
176. 

Sobel, D. (1998). Mapmaking with children: Sense of place education for the 
elementary years. Portsmouth, NH: Heinneman. 

Sobel, D. (1998-1999). Mapmaking from the inside out: The cartography of 
childhood. Clearing, 103, 14-19. 

Soley, M. (1996). If it's controversial, why teach it? Social Education, 60(1), 9-14. 



336 

Soto, L. (2001). Childhood memories. Anthropology & Education Quarterly, 52(1), 
104-112. 

Spindler, G. & Spindler, L. (1989). Instrumental competence, self-efficacy, linguistic 
minorities, and cultural therapy: A preliminary attempt at integration. 
Anthropology & Education Quarterly, 20, 36-50. 

Stice, C. & Alvarez, M. (1987). Hierarchical concept mapping in the early grades. 
Childhood Education, 64(2), 86-96. 

Stuart, C. & Thurlow, D. (2000). Making it on their own: Preservice teachers' 
experiences, beliefs, and classroom practices. Journal of Teacher Education, 
5i(2), 113-121. 

Sussman, N. (2000). The dynamic nature of cultural identity throughout cultural 
transitions: Why home is not so sweet. Personality and Social Psychology 
Review, (4)4, 355-373. 

Tatum, B. (1992). Talking about race, learning about racism: The application of racial 
identity development theory in the classroom. Harvard Educational Review, 
62{V), 1-24. 

Temple, C., Martinez, M., Yokota, J., & Naylor, A. (1998). Children's book in children's 
hands: An introduction to their literature. Boston, MA: Allyn & Bacon. 

Terrill, M. & Mark, D. (2000). Preservice teachers' expectations for schools with 
children of color and second-language learners. Journal of Teacher Education, 
51{1), 149-155. 

Tomlinson, C. & Lynch-Brown, C. (2001). Essentials of children's literature (4'*̂  ed.). 
Boston, MA: Allyn & Bacon. 

Torok, C. & Aguilar, T. (2000). Changes in preservice teachers' knowledge and 
beliefs about language issues. Equity & Excellence in Education, 33(2), 24-
31. 

Trevino, J. (1996). Worldview and change in cross-cultural counseling. Counseling 
Psychologist, 24(2), 198-215. 

Trifonoff, K. (1995). Going beyond location: Thematic maps in the early elementary 
grades. Journal of Geography, 94(2), 368-374. 



337 

Turner, T. (1993). Anthropology and multiculturalism: What is anthropology that 
multiculturalists should be mindful of it? Cultural Anthropology, 5(4), 411-429. 

Turvey, J.S. (1986). Investigate a culture: Map, research, present, and write. English 
Journal, 75(1), 82-83. 

Tyner, J. (1987). Interactions of culture and cartography. History Teacher, 20(4), 
455-464. 

Uttal, D. & Wellman, H. (1989). Young children's representation of spatial information 
acquired from maps. Developmental Psychology, 25{l), 128-138. 

Vera, H., Feagin, J. R., & Gordon, A. (1995). Superior intellect? Sincere fictions of 
the white self Journal of Negro Education, 64(3), 295-306. 

Vygotsky, L. S. (1981). The genesis of higher mental functions. In J. V. Wertsch (Ed.), 
The concept of activity in Soviet psychology (pp. 144-188). Armonk, NY: Sharpe. 

Wade, R. (1998). Brick walls and breakthroughs: Talking about diversity with white 
teacher education students. Social Education, 62(2), 84-87.1 

Walters, T. S. (1994). Multicultural literacy: Mental scripts for elementary, secondary, 
and college teachers. Equity & Excellence in Education, 27(2), 45-51 

Warren, J. T. (2003). Performing purity: Whiteness, pedagogy, and the reconstitution of 
power. New York: Peter Lang. 

Wax, M. (1993). How culture misdirects multiculturalism. Anthropology and 
Education Quarterly, 24(2), 99-115. 

Webb, P. (2001). Reflection and reflective teaching: ways to improve pedagogy or 
ways to remain racist? Race, Ethnicity and Education, 4(3), 149-156. 

Weisman, E. & Garza, S. (2002). Preservice teacher attitudes toward diversity: Can 
one class make a difference? Equity & Excellence in Education, 55(1), 28-34. 

Whitlow, F. & Sidelnick, D. (1991). Integrating geography skills and local history: A 
third grade case study. Social Studies Journal, 20, 33-36. 

Winant, H. (1997). Behind blue eyes: Whiteness and contemporary U.S. racial politics. In 
M. Fine, L. Weis, L. C. Powell & L. M. Wong (Eds.), Off White: Readings on 
Race, Power, and Society. New York: Routledge. 



338 

Wink, J. & Putney, L. (2002). A vision ofVygotsky. New York: Allyn & Bacon. 

Wise, N. & Kon, J. (1990). Assessing geographic knowledge with sketch maps. 
Journal of Geography, 89(3), 123-129. 

Wolf, S. (2001). "Wax on/wax off: Helping preservice teachers "read" themselves, 
children, and literature. Theory Into Practice, 40{3), 205-211. 

Wolf, S. A., Ballentine, D., & Hall, L. (1999). The right to write: Preservice teachers' 
evolving understandings of authenticity and aesthetic heat in multicultural 
literature. Research in the Teaching of English, 34, 130-184 

Wollman-Bonilla, J. (1996). Outrageous viewpoints: Teachers' criteria for rejecting 
works of children's literature. Language Arts, 75(4), 33-41. 

Wood, D. (1984). Cultured symbols/thoughts on the cultural context of cartographic 
symbols. Cartographica, 21{A), 9-37. 

Wood, D. & Pels, J. (1986). Designs of signs/myth and meaning in maps. 
Cartographica, 23(3), 54-103. 

Xu, H. (2000). Preservice teachers integrate understandings of diversity into literacy 
instruction: An adaptation of the ABC's model. Journal of Teacher Education, 
51(2), 135-142. 


