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ABSTRACT
This dissertation joins in a discussion of promoting critical literacy through children’s
literature. Founded on Deleuze and Guattari’s theories, it examines preservice teachers’
responses to global children’s literature. The purpose of this study is to explore the ways of
adapting Deleuzian theories into critical reading and literacy and how global children’s literature
creates the space for critical literacy.
For this study, I designed reading and response strategies that reflect Deleuze and
Guattari’s theories, through which preservice teachers responded to global children’s literature.
This dissertation answers questions of how preservice teachers responded to sociopolitical
context, language use, and collectivity, which are three characteristics of Deleuze’s conception
of ‘Minor’ literature and are present in global children’s literature and how they engaged with
nonrepresentational visual responses as a Deleuzian literacy engagement. For three semesters, a
combined total of sixty-three preservice teachers participated who were enrolled in a children’ss
literature course in an undergraduate teacher education program.
Result of this study showed that reading global children’s books through a Deleuzian lens
created shifts in preservice teachers’ stabilized notions of politics and language. Global
children’s literature includes political contexts that are different from preservice teachers’ lived
experiences. Global children’s literature also present other languages than English and different
language uses from normalized English. Focusing discussions on the differences in politics and
language reveals how preservice teachers’ perspectives are stabilized and normalized in the
territorialized power structure.
Preservice teachers also developed the notion of becoming. Deleuzian reading facilitated
discussions about collective identity and how they become others. Nonrepresentational visual
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response provided new experience of creation. Analysis of preservice teachers’ engagement
showed that collectivity and creation could be ways of implementing the notion of becoming as
an effective practice for critical literacy.
Through this study, I investigated Deleuzian theories and global children’s literature in
pursuing critical literacy. This dissertation demonstrated a literacy practice in which preservice
teachers read global books through Deleuzian lens. Developing literacy practices of creating
difference and becoming could be useful additions to critical literacy. Global children’s literature
would be an effective conduit to this new approach.
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CHAPTER ONE: INTRODUCTION
Critical literacy has been an important area in education during the last six decades (Luke,
2013). In implementing critical literacy, children’s literature has been a primary tool. Literature
is a sociocultural product and so the power dynamics of society are inevitably presented in
literature.
I have been teaching a literacy course in the elementary teacher education program. The
course is Children’s Literature in the Classroom, which is a required course as a basis for reading
and writing in literacy education. Through this course preservice teachers explore a wide range
of genres and issues related to children’s books. As an advocate of critical literacy, I intended to
have critical discussion around children’s literature, however, I came to realize that engaging
preservice teachers in critical discourse was challenging.
I incorporated many multicultural books into the course curriculum, but received
reflections from some preservice teachers saying that it would be better for them to read books
about their lives rather than books in which the context is not their experience. They argued that
‘ordinary’ students will get more benefit from those books in that they could learn about the
world in which they live, because they present conflicts and plots that ordinary students confront.
I was shocked by this discussion in many ways.
Even though I did not know how to cope with the situation, I kept bringing multicultural
books into the classroom, hoping their appreciation would change as they read more books.
However, I came to realize that preservice teachers’ reflections were superficial. Often formulaic
and conventional. They seemed to have an expectation of what they have to say in response to
multicultural literature and in discussions of critical discourses. Their reflections said they should
know other people, but their responses displayed an attitude of Otherness.
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This experience brought so many questions. I came to realize that I was forcing my
students, preservice teachers, to read multicultural literature and imposing my ideology and
conviction of critical literacy. I wanted to know how to improve my teaching. Talking about
literature, exploring society and life, and creating changes were my life-long dream and
conviction in education.
On the other hand, I came to a question what critical literacy is. Even though critical
literacy has accomplished tremendous changes, we still live in a society in which the dominant
group’s ideology and power dominate social institutions. Since we live in a society where power
structures are reproduced and marginalized people endure injustice and inequity, I searched for
another way of approach to critical literacy.
The purpose of this dissertation is to adapt Deleuze’s theories to critical literacy and
literature education. Gilles Deleuze is regarded as one of the most influential philosophers,
whose theories expand into the fields of philosophy, arts, and literature. Recently, Deleuze’s
work has been used as a basis for new thinking in the philosophy of education. His series of
philosophical studies redraws traditional concepts of knowledge, learning, and thought. The
intent of this new philosophy is to produce a way of thinking that is disconnected from the
dominant, intellectual empire building that has predominantly hailed from traditional philosophy
and intellectual trajectory (Cole, 2017).
This chapter consists of two parts, that overview the context of the study and theoretical
frame. I contextualize this study in critical literacy and children’s literature, by describing the
trajectory of critical literacy. Critical literacy has been developed with a focus on various aspects
depending on the historical context and theoretical background. After that, I describe the
trajectory of multicultural children’s literature which has a substantial role in critical literacy. The
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second part of this chapter describes the theoretical frame of this dissertation. I describe
Deleuze’s theory of ‘Minor’ literature as a conceptual framework and explain global children’s
literature. Finally, I describe the research questions of this study and overview the organization
of this dissertation.
Background of the Study
In this dissertation study, I adapted Deleuze’s theories in reading children’s literature and
explored the ways that can be added to critical literacy.
Critical Literacy
Paolo Freire (1970) influenced the development of critical literacy in various literacy
fields. Freire’s revolutionary educational philosophy deﬁnes critical literacy as the capacity to
analyze, critique and transform social, cultural and political texts and contexts. Freire’s work
draws from Marx the key concept that ruling class ideology deﬁnes school knowledge and
ideology. From this perspective, school curricula are expressions of dominant, ruling-class
ideology and involve the systemic reproduction of the oppressor’s ideology. The alternative is to
begin from learners’ worldviews, in effect turning them into teachers and inventors of the
curriculum. By this account, the process of critical literacy entails a renaming of the world. The
focus of critical literacy then is on engaging students in forms of ideology critique to expose and
reconstruct misleading ideological versions of the world provided in media, literature, textbooks
and everyday texts. The critical analysis of ideologies in relation to social structure is central in
critical pedagogy.
According to Luke (2013), various practical approaches to critical literacy are advocated
in U.S. schools. Scholarly work includes a focus on community study and the analysis of social
movements. Critical literacy also involves the development of a critical media literacy, focusing
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on the analysis of popular cultural texts including advertising, news, broadcast media and the
Internet. There has been a broad focus on implementing critical literacy: the development of
alternative versions of history, altering dominant and hegemonic descriptions of national history,
and colonialism and political processes. Critical literacy entails establishing democratic
conditions in classrooms where authentic exchanges can occur around social, political and
cultural issues. In this context, various marginalized groups have staked the grounds for
approaches that require political ideology critique, as well as a strong focus on the signiﬁcance of
culture, broadly construed as shared value systems, interactional patterns, and forms of
afﬁliation.
A major critique of critical pedagogy emerged in the early 1990s when feminist scholars
argued that the model risked ideological imposition that was contrary to its ethos and did not
adequately consider issues of gender. A parallel development draws upon postcolonial and
critical race theory. American approaches to critical literacy have a strong focus on the “politics
of voice” (Darder et al., 2003) and on building interactions around distinctive cultural histories,
identities and contexts faced by groups marginalized on the basis of difference of gender,
language, culture and race, and sexual orientation. The enhancement of ‘voice’, ‘speaking
position’ and ‘standpoint’ become central pedagogical foci, with the assumption that these can be
translated into forms of self-determination, agency and social movement (Luke, 2013, p. 143).
These scholars raise substantive educational challenges for critical pedagogy approaches.
While Freirian models provide a pedagogical approach and a political stance, an orientation
towards ‘voice’ and ideology, they lack speciﬁcity in terms of how teachers and students can
engage with the detailed and complex structures of texts, both traditional and multimodal. The
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acquisition of language, text and discourse requires engagement with linguistic and discourse
complexity (Gee, 1992; Lemke, 1996).
Another strand of critical literacy studies views language, texts and discourses as the
principal means for representing and reshaping possible worlds. The aim is the development of
human capacity to use texts to analyze and transform social relations and material conditions.
This strand views critical literacy as a cultural and linguistic practice and entails an
understanding of how increasingly sophisticated texts and discourses can be manipulated to
represent and, indeed, alter the world (Luke, 2013, p. 145).
According to systemic functional linguists, the mastery of genre entails a grasp of the
social functions of lexical and syntactic functions, and an understanding of the relationships of
these functions with afﬁliated discourses and ideologies (Hasan & Williams, 1996). Halliday
(1994) argues that grammar goes beyond formal rules of correctness. It is a means of
representing patterns of experience and enables human beings to build a mental picture of reality,
to make sense of their experience of what goes on around them and inside them.
Based on Halliday’s linguistics, social semiotics investigates signifying practices in
specific circumstances and tries to explain meaning-making as a social practice. Kress and van
Leeuwen (2006) focus on the process of sign-making, in which the signifier (the form) and the
signified (the meaning) are relatively independent of each other until they are brought together
by the sign-maker in a newly made sign. The interest of sign makers, at the moment of making
the sign, leads them to choose an aspect of the object to present as criterial, at that moment, for
representing what they want to represent, and then choose the most plausible, the most apt form
for its representation. The communication takes place in social institutions, which are inevitably
marked by power differences and take form within the conventions and constraints.
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Social semiotics expands the notion of language into other semiotic modes (van Leeuwen,
2005). People have become increasingly aware that even a rich socially and semantically based
linguistic analysis of contemporary texts can provide only a partial description of how they work
to create meaning. With the growing importance of the internet as a source of information and
the incursion of the visual into formerly verbally-dominated forms, text analysis has faced the
challenge of describing textual forms which combine verbal language and different modalities
(Painter, Martin, & Unsworth, 2014).
Related, but not limited, to Halliday’s linguistics, another strand of social semiotics
stresses critical analysis of ideology and society that is allied to Marx (Chandler, 2002). Scholars
also draw on critical linguistics, an approach to the study of language which stresses the close
connection between linguistic structures and social structures. Its practical objective is to help
increase consciousness of language and particularly of the way in which the use of language
contributes to the domination of some people by others. While power exists in many forms,
including that of physical force, the type of power that is of interest to critical linguists lies in the
assumptions that are implicit in the conventions which underlie everyday social interactions
(Chew, 1992).
Hodge (1988) argues that, in order to sustain the structure of domination, dominant
groups attempt to represent the world in forms that reflect their own interests. They also need to
sustain the bonds of solidarity that are the condition of their dominance, and so create ambiguous
categories of ideologies. Hodge states that an ideological complex is a functionally related set of
contradictory versions of the world, coercively imposed by one social group on another on behalf
of its distinctive interests, or subversively offered by another social group in attempts at
resistance for own interests.
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In addition to linguistic theories, critical discourse analysis draws on social theories and
investigates ideology and power relation in discourse. Fairclough (1989, 1995) argues discourse
analysis should consist of three interrelated process of analysis: text, process, and social analysis.
Text analysis include verbal and visual text, process analysis investigate how the text is produced,
received, and interpreted. The social analysis explains the socio-historical conditions around the
text.
Janks (1997) argues what is useful about this approach is that it enables the analyst to
focus on the signifiers that make up the text, the specific linguistic selections and
lexico-grammatical structure. However, it also requires that the historical determination of these
selections is recognized in order to understand that these choices are tied to the conditions of
possibility. This is another way of saying that texts are instantiations of socially regulated
discourses and that the processes of production and reception are socially constrained.
Fairclough's approach to CDA is useful because it provides multiple points of analytic entry. It
does not matter which kind of analysis one begins with, as long as they are all included and are
shown to be mutually explanatory. It is through the interconnections that the analyst finds
interesting patterns and disjunctions that need to be described, interpreted and explained.
This process enables teachers and students to focus on how words, grammar and
discourse choices shape a representation or ‘version’ of material, natural and sociopolitical
worlds (Janks, 2010). It also enables a focus on how words and grammar attempt to establish
relations of power between authors and readers, speakers and addressees. Furthermore, this
process enables a critical engagement with the question of where texts are used, by whom, and in
whose interests (Luke, 2013, p. 145).
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Some of these critical theories have been developed and adapted more vigorously in the
U.S. educational context, while others are in other countries around the globe. Vasquez (2017)
argues that various theoretical paradigms and traditions of scholarship have influenced
definitions of critical literacy and its circulation, as well as its practice. Theoretical toolkits, or
combinations of such theories have resulted in different orientations to critical literacy. She states
that critical theories should be viewed as a concept, a framework, or perspective for teaching and
learning, a way of being in the classroom, and a stance or attitude toward literacy work in
schools.
Gilles Deleuze (1925–1995) was a French philosopher, who wrote about literature, art,
cinema, other philosophers, capitalism, and schizophrenia. His wide-ranging oeuvre has begun to
be considered seriously in education, because his ideas act as springboards for further elaboration
and application in connected areas such as research, learning theory, early childhood education,
curriculum and policy studies, and teacher education (Cole, 2017). Deleuze’s work acts a basis
for new thinking in the philosophy of education. His series of philosophical studies track and
develop a new philosophy, that redraws the established concepts of the subject, knowledge,
learning, and thought. The intent of this new philosophy is to open up ﬁxed ideas and to produce
a way of thinking that occupies a middle ground, disconnected from the dominant, intellectual
empire.
Foucault wrote in the preface of Anti Oedipus that;
There was a certain way of thinking correctly, a certain style of political discourse, a
certain ethics of the intellectual. One had to be on familiar terms with Marx, not let one’s
drams stray too far from Freud. And one had to treat sign-system - the signifier-with the
greatest respect. These were the three requirements that made the strange occupation of
writing and speaking a measure of truth about oneself and one’s time acceptable. (cited
in Deleuze & Guattari, 1983. P. Xi)
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Critical literacy has taken different developmental paths in a range of literacy areas;
however, there are two major approaches to critical literacy: critical pedagogy and critical text
analysis. These two approaches are influenced by two distinct intellectual strands: critical
pedagogy based on a historical materialist critique of the state and political economy founded on
Marxism. Critical text analysis views language and signifying practice as a principal means for
representing and reshaping the possible world (Luke, 2013).
Multicultural Children’s Literature
Since literature is a social institution, children’s literature has had an important role in
critical literacy. Multicultural children’s literature has been regarded as main conduit in
implementing critical literacy.
Nancy Larrick’s (1965/1995) article, “The All-White World of Children’s Books,”
created national attention to the underrepresentation of African Americans by uncovering racist
practices of exclusion and stereotyping in the world of children’s literature. She surveyed 5,000
children’s books and found that only 6.7 percent of the books had Black characters. Many of
these characters were featured as backdrop or rendered as slaves, servants, sharecroppers,
migrant or menial workers.
The African American community’s frustration at the slow pace of desegregation
throughout the late 1960s and 1970s led African Americans to demand more community control
over their schools and infusion of Black history into education (Bank, 1995). As schools
responded to African American community demands, other ethnic groups, who also experienced
institutionalized discrimination, placed pressure on schools for representation in the curriculum.
During these times several organizations and awards were founded to promote children’s
literature that reflected underrepresented cultural groups (Botelho, 2004).
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In 1982, Rudine Sims Bishop conducted a seminal study where she surveyed 150 realistic
fiction books published by and about African Americans between 1965 and 1979. She organized
those 150 books into three categories: social conscience, melting pot, and culturally conscious.
The social conscience books presented the interpersonal effects of desegregation. The melting
pot stories focused on racial integration. The last category, culturally conscious, consisted of
books that placed Black characters at the center of the story. These stories were told from their
perspective, so that some aspect of the text and images spoke to African American culture. Sims
Bishop’s (1991) assertion is that “if you want authentic African American experience, go to the
people who have lived it and who bring those life experiences to bear on creating literature for
children” (p. 34-35). And once you become familiar with these experiences, Sims Bishop
contends that the reader will have a basis for comparison in meeting new books and new writers
(p.35).
In the late 1980s, the term multicultural children’s literature gained wide recognition as
authors and scholars highlighted the issues of underrepresentation and misrepresentation. The
Horn Book Guide editors adopted the use of the term alongside the categories of Afro-American
and Black (Harris & Willis, 2003). Scholars of multicultural children’s literature argue that we
must focus on the populations who have experienced exclusion and marginalization such as
American Indians, Latinx Americans, and Asian Americans, along with African Americans.
These scholars lay the groundwork for defining multicultural literature as books about people of
color. The Cooperative Children’s Book Center defines multicultural children’s literature as the
literature by and/or about people of color (Botelho, 2004).
While multicultural literature about race and ethnicity contributed in critical literacy, at
the same time, there were many scholars who cautioned against definitions that reduce
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multiculturalism to racial essentialism. Race and ethnicity are social constructions and should be
at the center of any discussion about literature, but it is a limited perspective all by itself, because
racial oppression interfaces with other cultural domains such as class and gender (Botelho,
2004).
Rochman (1993) argues that too many lists of multicultural books function only as a
well-meaning spotlight shining brightly but briefly on one cultural island or another, providing
overdue recognition, but imposing a different kind of isolation, celebratory but still separate. In
many ways multicultural literature as literature about people of color isolates these cultural
groups from power relations.
Sims Bishop (1994) responds that if multiculturalism has been equated with racial issues,
it is because America is, and has been for centuries, a racialized society, and so establishes the
canon of multiculturalism. The image of African Americans in mainstream American literature,
including children’s literature, for so long had been either pathetic or laughable or non-existent
because race matters as people confuse race and culture. Black people and other people of color
have been segregated, discriminated against, and worse; and our designs for living, our cultures,
have evolved out of the conditions under which we have lived.
Like Sims Bishop, Toni Morrison (1992) argues that the United States is a historically
racialized society with its literature formed and shaped by the four-hundred-year-old African and
African American presence. She maintains that this presence needs consideration: “The
contemplation of this black presence is central to any understanding of American literature and
should not be permitted to hover at the margins of the literary imagination” (p.5).
On the other hand, expanding the definition of multicultural literature to include other
marginalized cultural groups is important, because it acknowledges the fact that those groups
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originate from historical and sociopolitical associations and disassociations (Botehlo, 2003).
According to Shannon (1994), racial multicultural literature allows most teachers and students to
stand apart from multiculturalism, as if it were only about the Other and not about themselves.
He argues that books are cultural products and all books demonstrate the complexity of
multiculturalism.
Corliss (1998) calls for diversity of literature that reflects the broad range of human
experience and global cultures. Corliss includes European American literature when those books
add to the diversity of human experience and connect to an aspect of the overall theme of
crossing borders. Rochman (1993) advocates for multicultural literature that are across cultures
and against borders, while not just referring to people of color.
Cai (1998) argues against this position because the sociopolitical basis for the creation of
multicultural literature is undermined when this happens. He is concerned that if the issues of
inequality, discrimination, oppression, and exploitation are excluded from consideration when
defining multicultural literature, there is a danger of diluting, or even deconstructing, the social,
political concept that underlies the term. He further states that a definition of multicultural
literature should therefore draw a demarcation line between the literature of the dominant
mainstream culture and that of marginalized cultures.
Botelho (2004) argues that power is a complex matrix that goes beyond the dualism of
dominant and dominated. Examining how all literature is culturally coded and the multiple
identities of characters and readers, as well as embracing a wider understanding of power
relations, rejects the idea that a dominant White Anglo-Saxon Protestant culture is the single
force of acculturation in the United States. All literature is multicultural, showing the
complexities of intercultural relations as well as cultural hybridity. Other social memberships
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work together with race. Multiple perspectives, cultural similarities and differences broaden an
understanding of multiculturalism, while highlighting the complex web of power relations.
Schwartz (1995) argues that multicultural children's literature is problematic in several
ways:
(1) it signifies that White is the normative term against which all other groups are
defined as " Other" ;
(2) it is an exclusive term that signifies a social group based on perceived
differences and described in the idiom of biology as opposed to the idiom of culture;
(3) ultimately, it leads to the exclusion of other issues that may be represented
within multicultural children's literature, such as issues of class, gender, disability,
religion, and sexual orientation; and
(4) the use of terms such as " people of color" and " parallel cultures" may
ultimately be more divisive than liberating and more disempowering than empowering
within the full context of inequitable power relations in western capitalist society. (p.
641)
While definitions of multicultural literature refer to the demand of historically
marginalized groups to be heard and represented in the literary history of the United States, these
conceptualizations can be divisive and essentializing. They assume a one-directional power base,
that is, power is owned, while culture is static and bounded. These definitions isolate race from
the power relations of class and gender, as if they do not influence racism. These explications do
not take into account that social identities are multiple, contradictory, shifting, and intersectional.
The assumption imbedded in multicultural literature is that there is a single meaning coming
from a single writer. Thus, language, culture, and power are seen as fixed and stable, but cultural
difference is historically and sociopolitically constructed (Botelho, 2004). Harris and Willis
(2003) maintain that definitions of multicultural literature are fluid and linked to shifting
historical, sociopolitical, and economic contexts. In responding to historical and social context,
multicultural literature has been defined in multiple ways.
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Botelho and Rudman (2009) argue that critical multicultural analysis draws from multiple
definitions of multicultural literature. It is grounded in the historical silence of underrepresented
groups, keeping this history of underrepresentation at the center, while bringing the interrogation
of the complexities of power relations into the fold. It is grounded in a definition of
multiculturalism that affirms diversity and examines hegemony and issues of social power.
Critical multicultural analysis of children’s literature examines the matrix of power in society, the
interlocking systems of race, class, and gender and how they work together.
Critical multicultural analysis of children’s literature foregrounds that race, gender, class,
culture, and the Other are socially constructed and must be contested in an effort to create
reading spaces that move against and beyond traditional sociopolitical boundaries and reach
toward social critique for social change. Young and adult readers should know that unless they
are able to read for social change and justice, they will find themselves affirming and
maintaining dominant ideologies that privilege some groups over others. Bringing a critical lens
to the study of multiculturalism in children’s literature invites the reader to deconstruct dominant
ideologies that have been instrumental in perpetuating social inequities and distributing power in
the United States. The discourses of class, gender, and race work together (Botelho & Rudman,
2009, p. 68).
Deleuze and Guattari (1987) state that a book has neither an object or subject, made of
variously formed matters. To attribute the book to a subject is to overlook the working of matters
and the exteriority of their relations. A book is an assemblage. As an assemblage, a book has only
itself, in connection with other assemblage and in relation to other bodies without organs. We
will never ask what a book means, as signified or signifies; we will not look for anything to
understand in it. We will ask what it functions with, in connection with what other things it does
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or does not transmit intensities. A book itself is a little machine. Deleuze and Guattari (1987)
compared two kinds of books: tree and rhizome. The tree book imitates the world, has filiation,
fixes an order, and impose to be. The rhizome book has no beginning or end, it is always in the
middle, it is alliance and heterogeneity (p. 7). In this dissertation, I aim to explore how Deleuze’s
theories of literature can be adapted in examining children’s literature as a way of pursuing
critical literacy.
Frame of Dissertation
Even though multicultural literature has been dedicated to critical literacy, the context
varies for globalized and marginalized groups and adds another approach to critical literacy and
multicultural literature. I used Deleuze and Guattari’s theories in approaching critical literacy and
examined global children’s literature. In this section, I describe Deleuze and Guattari’s notion of
‘Minor’ literature as a conceptual framework of this study, and then overview global children’s
literature. I am using Deleuze’s terminology of ‘Minor’ literature, ‘Major’ Literature, and
‘minorities’ to describe his theories, even though those terms are not in current usage.
Conceptual Framework of Deleuze
Deleuze and Guattari (1986) analyzed Franz Kafka’s literature and his life, exploring
three distinct characteristics of Kafka’s literature as ‘Minor’ literature. Deleuze and Guattari
define a ‘Minor’ literature as the literature that a minority author makes in a major language.
‘Minor’ literature does not refer to the literature which is written in a minor language.
Franz Kafka was a Czechoslovakian Jew writing in German and living in Prague. He
spoke Yiddish and Czech. In Prague, the German language was considered as the vehicle of
social mobility. Kafka attended German speaking school and wrote literature in German. In his
diary, Kafka (1977) outlines the characteristics of the literary community of Czech authors in
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Prague. Kafka observes in this community that literary discussions are intense, political and
personal issues interpenetrate, and the formation of a literary tradition is of direct concern to the
people.
Deleuze and Guattari (1986) interpret Kafka’s description of the literary community as a
description of an ideal community within which he would like to write, rather than as a
sociological sketch of particular artistic milieus. Despite the fact that Kafka wrote his books in
German, Deleuze and Guattari claim Kafka’s aspiration is to create a ‘Minor’ literature within a
major tradition of German language, one that experiments with language, ignores canonical
models, fosters collective action and treats the personal as something immediately social and
political (Bogue, 2011).
The linguistic context in the U.S. is similar, however, the domination of language is
stronger. English has been regarded as dominating academic and literary language in the U.S.
People from ethnic groups speak their native language at home, but they are, and have to be,
educated in English through an English-only academic and school system. Multicultural
children’s literature has to be written in English. Authors from multicultural groups, who speak
their native language at home, are expected to write their books in English. It is not a matter of
their choice, but systemic coercion resulting from the publishing market system.
Educators, who dedicated to multicultural education and critical literacy, have
incorporated children’s books which are written by authors from culturally marginalized groups.
Multicultural children’s books have presented issues of power disparity in race, including Black
and immigrant people. Some of those books present language issues. Especially for immigrant
literature, being bilingual is often presented as a difficult challenge that the protagonists confront.
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Scholars have explored how those books have disclosed systemic and historicized power
structures.
According to Deleuze and Guattarri, ‘Minor’ literature has three characteristics: (1)
‘Minor’ literature involves all the ways in which the language is effected by a strong co-efficient
of detterritorialization; (2) everything in ‘Minor’ literature is political; and (3) everything in
‘Minor’ literature has a collective value. Deleuze’s theories of ‘Minor’ literature are a
sophisticated lens through which preservice teachers can examine children’s books written in
multicultural, global, and bilingual contexts.
Global Children’s Literature
Global children’s literature exists within a long history of children’s literature. Many
children’s literature classics are books translated from other countries, such as the stories of Hans
Christian Andersen, the Grimm Brothers, Perrault, and Aesop. Through global children’s
literature, children’s horizons are expanded as they engage in reading a story, not only set in
another country but also often written from an insider’s perspective. Young readers are exposed
to multiple ways of knowing about experiences and events (Freeman & Lehman, 2001).
Global children’s literature has been called with different names, including world
literature, international literature, and transcultural literature, to name a few. Short, Lynch-Brown,
and Tomlinson (2018) define global literature as books set in global contexts outside of the
reader’s own cultural context. Global literature includes international literature first published in
another country by an author from that country as well as the books written by a wide range of
authors, including:
•
•

Books written by immigrants from another country who now reside in the US and
write about their country of origin,
Books written by authors who move between global cultures on a regular basis,
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•
•
•
•

Books written by American authors who draw from their family’s heritage in their
country of origin but whose own experiences have been in the US.
Books written by author who lived in another country for a significant amount of
time,
Books written by authors who research a particular country and who may or may
not have visited that country as part of their research,
Books written by an author in collaboration with someone from that culture (p.
174).

International literature is subset of global literature and refers to books that are set in
countries outside of the reader’s country, and that were first written and published in another
country and then brought to the reader’s country. International books can be subdivided into
three categories: English language books, translated books, and foreign language books.
Global society is filled with the richness of cultural diversity as well as the devastation of
violence and racism. Global children’s literature provides a pathway to understanding diverse
ways of living, valuing our connections, and challenging inequities (Short, 2018).
Freeman and Lehman (2001) advocate for the important role of global children’s
literature in multicultural education. They clarify the distinction between multicultural education
and global education. Global education deals with cultures outside the U.S. in countries around
the world. Multicultural education, on the other hand, concentrates on parallel cultures within the
U.S. They argue these two areas of study can support each other, citing Bank’s (1999) argument
that citizens who have an understanding of and empathy for the cultures within their own nation
are probably more likely to function effectively in cultures outside of their nation than are
citizens who have little understanding of and empathy for cultures within their own society.
Freeman and Lehman argue that in order to understand the experience of the Hmong people in
the U.S., children would benefit from knowing about the unique history of this refugee group.
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Short (2019) argues that practitioners should take social responsibility in using global
children’s literature. She states that students reading outside their comfort zones can actually
establish misunderstandings and stereotypes. She argues that transformative potentials of global
children’s literature should be balanced with addressing those dangers through our social
responsibilities as bookmakers, readers, and educators. Children’s books are windows.
Bookmakers need to be aware of which windows are already plentiful and which windows
cannot be found. The social responsibility of readers involves becoming aware of how our
cultural locations and biases do and do not connect with the cultural location of the book. The
social responsibility of educators centers on creating learning contexts that encourage dialogic
inquiry in which readers reflect deeply on a books in order to find issues they consider
significant, instead of being guided by what a teacher has already identified.
Research Questions
The long-term purpose of my study is to develop literacy curriculum which is founded on
Deleuze’s theories. In this study, I adapted Deleuze’s theories into reading global children’s
literature in a preservice teachers’ course in a university teacher education program and
examined readers’ responses. While the preservice teachers read many books in this survey
course of children’s literature, I focused my data analysis on their engagements on global
literature. Conceptually framed by Deleuze’s ideas about ‘Minor’ literature and founded on other
related Deleuze’s theories, I articulate four research questions: (1) How do preservice teachers
respond to the sociopolitical context presented in global children’s literature? (2) How do
preservice teachers respond to the language presented in global children’s literature? (3) How do
preservice teachers respond to the notion of collectivity presented in global children’s literature?

29
and (4) How do preservice teachers respond to global children’s literature through
nonrepresentational visual response?
Overview of Dissertation
The purpose of this study is to adapt Deleuze’s theories to critical literacy and literature
education. For this purpose, in this dissertation study I examined preservice teachers’ responses
to global children’s literature. This study is situated within the professional literature, describes
data collection and analysis, reports findings, and suggests implications and recommendations.
In Chapter 2, I review the professional literature that frames this study. First, I describe
Deleuze’s theories on ‘Minor’ literature, language, becoming, and art and literature, as a
theoretical foundation of this study. I then describe research studies, which draw on Deleuze’s
theories, in the field of literacy. Finally, I describe research studies on children’s literature
courses in preservice teacher education programs.
In Chapter 3, I explain the methodology of this study and describe the research setting.
Then I describe the curriculum, and response engagements, and methods of data collection.
Lastly, I explain the procedure of data analysis.
In Chapter 4 and 5, I report on the analysis of preservice teachers’ responses to global
children’s literature, based on Deleuze’s theory of ‘Minor’ literature. As I directed my analysis to
reconceptualize critical literacy, I categorized the findings into two themes, creating difference
and becoming, as a way of practicing critical literacy. In chapter 4, I describe how preservice
teachers create difference in their stabilized perspectives of politics and language. In chapter 5, I
describe preservice teachers’ experience of becoming by exploring the notion of collectivity in
global books and by creating nonrepresentational visual response to the books.
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In Chapter 6, I summarize the dissertation and discuss implications of the study, and then
I suggest future research.
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CHAPTER TWO: LITERATURE REVIEW
This study is based on Deleuze’s ideas, which are broad and differs from other theories
that have distinct focus and structure. Rather, Deleuze’s idea runs through multiple disciplines
and the terms he uses are not conventional. In this chapter, I describe Deleuze’s theories that are
most closely related to the research questions of this study. And then, I describe the empirical
research studies which are founded on Deleuze’s theories in the field of education. Given my
purpose is to explore critical literacy and literature education for preservice teachers, I also
examined research studies on children’s literature courses in preservice teacher education
program.
Theoretical Foundation
Gilles Deleuze (1925–1995) was a philosopher, known both for his own works as well as
for a series of collaborations with Félix Guattari. Deleuze is often presented as being
‘postmodern’ or ‘poststructural’. Even if these categories were intelligible, his work is known as
singular and achieved a break with previous philosophical tradition (Bialecki, 2018). Critical
literacy has developed in alignment with the modern intellectual strand of Marxism,
structuralism, and poststrructuralism. As I described in the previous chapter, critical pedagogy is
affected by Marx and critical analyses of text have drawn on structural and poststructural
linguistic theories. Deleuze rejected structural linguistics and deep, foundational structures that
are intended to provide order, coherence, and certainty (St. Pierre, 2019).
Deleuze’s wide-ranging oeuvre has begun to be considered seriously in education. His
ideas act as springboards for further elaboration and application in connected areas such as
research, learning theory, early childhood education, curriculum and policy studies, and teacher
education (Cole, 2017). Deleuze’s work is also widely discussed as a powerful critique of the
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educational system. His definite philosophical agenda connects to critical and political analyses
of empirical situations in education (Harris, 2013).
This study is conceptually framed by Deleuze’s exploration of ‘Minor’ literature. Deleuze
explains that ‘Minor’ literature has three distinctive characteristics: deterritorialization of
language, the connection of the individual to a political immediacy, and the collective
assemblage of enunciation (Deleuze & Guattari, 1986/1975). In order for me to get deep
understanding of their theory of ‘Minor’ literature, I read Deleuze and/or Gurattari’s other related
theories. I read Deleuze and Guattari’s approach to linguistics through which they criticize a
traditional approach of linguistics. I also found their notion of becoming useful not only because
the notion of becoming is an important concept for the third characteristic, but also because
becoming is a pivotal concept that runs through all of their ideas.
Once I understood Deleuze’s notion of ‘Minor’ literature and other related concepts, my
questions lead to incorporating these concepts into literacy. While I was grappling to design the
literacy engagement, I read other topics of Deleuze’s theories. I was inspired by his theories of
art and literature on which I draw to design literacy engagements in this study, related to art and
literature.
‘Minor’ Literature
According to Deleuze and Guattari (1986), a ‘Minor’ literature is not the literature of a
minor language but the literature a minority makes in a major language. Deleuze and Guattari
use the term major/minor. Major and minor are not determined by sheer numbers. Instead,
majority and minority are determined through their positions in power relations (Bogue, 2011).
Kafka lived in Prague, Czechoslovakia, where Czech was the language that the majority of
people speak. However, German was regarded as a language that intellectuals speak, and as a
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way of social mobility. Kafka was also educated through a German speaking school. In this
context, German was the major language, even though Czech was the language which the
majority people speak.
Adapting that situation in this study, it made me think of the linguistic background of
authors who write about multicultural issues. For the past few decades, many multicultural
children’s books have been published. Multicultural children’s literature has been regarded as the
literature of different cultural groups, but without specifically differentiating the authors’
linguistic background. Instead, authors have been differentiated based on their racial groups.
Illuminating the linguistic aspects of the author is a useful lens in analyzing children’s literature
and in implementing critical literacy of reading.
Deleuze and Guattari (1986/1975) state three characteristics of ‘Minor’ literature. The
primary characteristics of a ‘Minor’ literature involves the deterritorialization of language.
Territory is a term that Deleuze and Guattari (1987/1980) deploy in explaining many of
their philosophical concepts. Carin (2013) explains that all things are multiplicities of partial
objects. Things must be brought together and assembled, to constitute something. All things
about us change, and so will never be fully stable. This is the process of territorialization.
Language is also territorialized and gets power from occupying a particular territory. Deleuze
and Guattari (1987/1980) state that deterritorialization is the movement by which one leaves the
territory. It is the operation of the line of flight. ‘Minor’ literature creates lines of flight through
which languages of power lose their stable territory.
German was the major language in Prague. However, the German of Czech people is not
the same as the German of native or monolingual German speakers. German in Prague is ‘a
deterritorialized tongue suitable for strange and minor use’ (p. 16). Bogue (2011) asserts that the
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most important characteristics of ‘Minor’ literature is the experimental deterritorialization of the
power relations immanent within words. Standard language has been regarded as a norm in
language use. Deviations in standard language have been disregarded as unintellectual. An
ungrammatical sentence is regarded as violation of standard syntax and dialects, and sociolects
and idiolects are regarded as departure from the standard tongue. Deleuze and Guattarri
(1987/1980) argue that constants, norms, and rules in language use is the enforcement of power
relations. Countering traditional linguistics, Deleuze and Guattari argue that the variables are
primary characteristics of language and restricting linguistic variation is enforcing distinctions of
class and privilege.
Global children’s books are typically written by authors who are multilingual, some of
whom may not speak English as one of their languages. Many are living in rich multilingual
contexts that differ from the monolingual emphasis in the U.S. Their language use thus often
differs from standard English. Even when their language is standard English, their language
experience is richer than that of monolingual contexts. The variation and difference that bilingual
authors bring could be a useful experience to making a fracture in the established monolingual
power of English.
The second characteristic of ‘Minor’ literature is that everything in books is political. The
context and characters in ‘Minor’ literature are strongly connected to political situations. In
mainstream literature, in comparison, the issues that protagonists confront tend to be connected
to individual concerns and the social milieu serves as the environment and background. In a
‘Minor’ literature, every individual matter is immediately plugged into the political (Deleuze &
Guattari, p. 16). According to Bogue (2011), ‘Minor’ literature seeks to subvert dominant power
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relations and in that sense its orientation is in support of the struggles of minorities (Bogue,
2011).
Global children’s literature often brings contexts which are different from the U.S. While
children from marginalized groups in the U.S. have been affected by sociopolitical contexts
throughout the history of the US, depending on their cultural identities and communities,
children have few opportunities to develop political stances (Short, 2009). Global children’s
literature is written with a context in which political situations are the most substantial reason for
the protagonist’s adversity. Most of the events presented in global children’s literature are
strongly related to political contexts.
The third characteristic of ‘Minor’ literature is that it engages a “collective assemblage of
enunciation” (Deleuze & Guattari, 1986, p. 18). ‘Minor’ literature presents a collective value in
that:
… what the solitary writer says already constitutes a communal action and what he says
or does is necessarily political-even if others do not agree with him. The political field
has contaminated all statement, especially literature which finds itself positively charged
with the role and the function of collective, and even revolutionary utterance; because the
collective or national consciousness is often inactive in external life and always in the
process of disintegration, it is literature which produces an active solidarity. (p.16)
Global children’s literature includes books which are written by the authors who are from
culturally and politically marginalized groups in the U.S., and so they may have little political
engagement. However, politics permeate all social factors and literature has taken a role of social
and political engagement throughout history. For example, even if immigrant authors do not
actively and explicitly proclaim their political criticism of immigration policy in the U.S., their
experiences affect their writings. From these shared experiences of marginalization, political
power naturally permeates their writing and presents collective solidarity.
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On the other hand, Deleuze and Guattari’s (1986/1975) meaning of collectiveness is more
expansion and should be understood in relation to their linguistic theory. They argue that “what
is uttered does not refer to a subject who makes the utterance and would be its cause. It does not
refer to a subject of the statement which would be its effect. The subject of enunciation is not the
subject of the statement but the writer who produces the statement” (p.16). However, the author
also is not a subject. They argue that the subject is actually the author’s “existence” and “there is
no subject: there are only collective assemblage of enunciation” (p. 16).
As I described, ‘major literature’ focuses more on personal issues and concerns. Through
Deleuze’s theory, this is not a matter of a specific individual, but instead, reflects the author’s
existence in reading. The author’s existence should not be understood as an individual but should
be understood as a collective subject in a context of society and culture, an “assemblage.” They
argue that “literature expresses the assemblage, not as they are given on the outside, but only as
diabolic powers to come or revolutionary forces to be constructed” (p.17).
Assemblage is one of the most important concepts in Deleuze’s theories. “Assemblage” is
a term that Deleuze and Guattari (1987/1980) created to explain their ontological framework.
Even though the meaning of the term is obscured by the fact that Deleuze and Guattari never
formalized it as a theory per se, but largely used it ad hoc throughout their work, it is argued as a
fully-fledged theory, which Nail (2017) states is a confusion that comes from translation.
The English word “assemblage” is the common translation of the French word
“agencement” used by Deleuze and Guattari. …means “a construction, an
arrangement, or a layout.” … the English word “assemblage,” comes from the
French word assemblage (a-sahn-blazh), not the French word agencer. The
meaning of the English word “assemblage” is “the joining or union of two
things”. A layout is not the same thing as a unity… the French word assemblage
already exists and means the same thing as the English word “assemblage.” …
the French word assemblage means, “to join, to gather, to assemble.” Again, an
arrangement or layout is not the same as a joined or unified gathering. (p. 22)
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Nail (2017) argues that the dissociation of two French words is pivotal in understanding
the English term of arrangement. While an assemblage is a gathering of things together into
unities, an agencement is an arrangement or layout of heterogenous elements. It is so important,
because the rejection of unity, in favor of multiplicity, is a major argument in Deleuze’s
philosophy.
A unity is defined by the intrinsic relations that various parts have to one another in a
whole. A unity is an organic whole whose parts all work together like the organs of the
human body. Each organ performs a function in the service of reproducing its relations
with the other parts and ultimately the harmony of the whole organism. … In contrast to
organic unities, assemblages are more like machines and multiplicity, defined solely by
their external relations…they can be added, subtracted, and recombined with one
another ad infinitum without ever creating or destroying an organic unity. … Thus, in a
multiplicity, what counts are not the elements, but what is ‘between’ them, the
‘in-between’, a set of relations that are inseparable from each other. The assemblage
constructs or lays out a set of relations between self-subsisting fragments. (Nail, 2013, p.
23)
The concept of collectiveness should be understood as an assemblage, not as an
established structure. The assemblage is machinic. Machinic is a term used to name the way in
which every part works in connection with others. Things exist as assemblages and all things are
machinic, which creates continuous variation and the variation might eventuate in the diverse
forms.
The third characteristic of ‘Minor’ literature is a collective assemblage of enunciation.
Deleuze and Guattari (1986/1975) argue that literature and language should be understood as
assemblage. Language is collectively produced and reproduced through social interaction and
literature opens up new possibilities. Thus, Bogue argues (2011) that;
Thus, minor writers necessarily must attempt to articulate the voice of a collectivity that
does not yet exist. Their task, then, is to help invent a “people to come”, or a least
promote new possibilities for the future formulation of an active, self-determining
collectivity. They do so not by promoting specific political action or by protesting
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oppression, but by inducing processes of becoming-other, by undermining stable power
relations and thereby activating lines of continuous variation in ways that have
previously been restricted and blocked. (p.134)
Deleuze and Guattari (1975/1986) used the term ‘Minor’ literature to explain Kafka’s
literature that has the three specific characteristics. Kafka’s books were published in the early
1900s. In more current terminology, ‘Minor’ literature are books written by authors from
cultures that have been minoritized or marginalized by mainstream society, either in the U.S. or
global society. Major Literature refers to mainstream literature about and by authors from White
Western European cultures.
Language
Even though Deleuze and Guattari (1986/1975) categorized the characteristics of ‘Minor’
literature as three characteristics, their perspectives of language is a basic concept underlying
those three characteristics. Understanding Deleuze’s linguistic philosophy provides deeper
understanding not only of ‘Minor’ literature but also of their theories of poststructuralism.
Deleuze and Guattari (1987/1980) criticize traditional linguistics which originated from
Saussure and has been a foundational philosophy of structuralism. Deleuze and Guattari criticize
the Saussurean concept of system which connects to the notion of structure and argue to move to
the concept of machine. They claim that language is not a structure but a machine. Deleuze and
Guattari argue that traditional linguistics have four postulates which must be refused (Aurora,
2017).
The first postulate is that language is informational and communicational. Deleuze and
Guattari (1987/1980) argue that the elementary unit of language is the statement, which is the
order-word. They argue that linguistics should illuminate this characteristic of language, rather
than traditional linguistics. They argue that linguistics should define an abominable faculty of
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language consisting in emitting, receiving, and transmitting order-words. Language is made not
to be believed but to be obeyed and to compel obedience (p. 75-85).
The second postulate is that there is an abstract machine of language that does not appeal
to any extrinsic factor. Traditional linguistics approaches language as an independent system
based on a Saussurean approach defining language as signifier and signified. Deleuze and
Guattari (1987/1980) argue that traditional linguistics fails to reveal the immanent characteristics
of language and that language should be understood as content and expression. In addition, they
argue that language also should be understood as an assemblage. Assemblage has two axises:
horizontal and vertical. On a horizontal axis, an assemblage comprises two sides: content and
expression. On a vertical axis, the assemblage also has two sides: a territorial or reterritorialized
side which stabilizes it and deterritorialization side which carries it away from stabilization
(p.85-91).
The third postulate of language is that there are constants or universals of language that
define it as a homogeneous system. According to Deleuze and Guattari (1987/1980), the question
of structural invariants is essential to traditional and structural linguistics. They argue that it
allows linguistics to claim a basis in pure scientificity which is safe from any external or
pragmatic factor. Less than ten percent of human languages have generalization with grammar
and dictionary (Evans & Levinson, 2009). Also, language use differs from each other without
limit and in unpredictable ways so that language could be described better without any
preexistent scheme of what a language must be (Joos, 1996). Deleuze and Guattari (1987/1980)
argue that language is not a structure but a machine of which structure is a mere component, so
that language is not universal, or even general, but singular. Thus, language does not have
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invariable or obligatory rules, but optional rules that ceaselessly vary. In language, there are no
absolute universals but, at most, only statistical universals or strong tendencies (p.92-100).
The fourth postulate is that language can be scientifically studied only under the
conditions of a standard or major language. Deleuze and Guattari (1987/1980) completely reject
the distinction between standard and non-standard language, viewing the distinction as purely
political and has nothing to do with linguistics. Standard language is simply the language variety
which has undergone a process of standardization and which has acquired a legal status. Deleuze
and Guattari argue that it’s impossible to define a standard structure of a given language
regardless of the non-linguistic implicit presuppositions which constantly influence this language.
They state that there are not two kinds of language that are standard and non-standard, but two
possible treatments of the same language. The distinction is only a political distinction,
becoming a language of power, a major or dominant language (p.100-110).
Becoming
Becoming is another pivotal concept that permeates Deleuze’s theories. Deleuze and
Guattari (1987/1980) explain the theory of becoming with the notion of combining becoming
with other beings or things such as becoming-animal, becoming-woman, and becoming-other.
However, a becoming is not a resemblance, an imitation, nor an identification of others. Rather, a
becoming lacks a subject distinct from itself. Becoming produces nothing other than itself.
Becoming is not producing something, producing a filiation. Becoming is a creating block of
becoming. Becoming is a verb with a consistency. So, becoming is a rhizome. We can encounter
becoming-woman, becoming-child, etc, and we can find becomings-elementary, -celluar,
-molecular. Even becomings are imperceptible. Deleuze and Guattari argue that bodies have no
interior truth or meaning, but exist only through their external connections. All becomings are
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molecular. Things are molecular collectivities, not molar ones that we know from the outside and
recognize from experience, through science or by habit (p. 233-275).
Becoming is a threshold that is a zone in-between two multiplicities, or a zone of
proximity where the elements of multiplicities enter into and pass through and between each
other. Thresholds precede the bifurcations and distinctions that mark off one multiplicity from
another. When we on the threshold, what keeps us distinct from this or that can become
indiscernible, indistinct, or imperceptible. So, becoming is nonrepresentational (Sotirin, 2011).
Becomings are molecular deterritorialization. Becomings affect destabilizing dominant
molar forms and relations. Becomings resonate to the subordinate figure in the dualisms:
male/female, adult/child, and so on. For Deleuze and Guattari (1987/1980), the molar entity par
excellence is man, the rational, white, and adult. With the concept of becoming, Deleuze and
Guattari intend is to counter our fascination with being and power. Our fascination with power
engages us in questions of control, possession and order. For Deleuze and Guattari, such
questions fail to engage the constant unfolding of what is becoming and the vitalities and
potentialities of a life (Sotirin, 2011, p. 116-120).
Art and Literature
Deleuze (1964/2000) posits that ‘in art or in literature, when intelligence supervenes, it is
always after, not before’ (p. 23). He valued the importance of art in appreciation of literature and
in the act of learning, because art emits signs that make us think. He states that ‘we must first
experience the violent effect of a sign and the mind must be forced to seek the sign’s meaning’ (p.
23). He gives art superiority over logos, stating that “more important than philosopher is the poet,
because what is more important than thought itself is what leads to thought” (p.95). Even in
critical understandings of literature, as Rosenblatt (1995) posits, there should be no moment of
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excluding an aesthetic stance, without appreciating literature as an art, a critical agenda will not
be genuinely achieved. Students should naturally be invited to critically think by encountering
certain events or things. According to Deleuze (1964/2000), we search for truth only when we
are determined to do so in terms of a concrete situation, when we undergo a kind of violence that
impels us to do such a search. The violence of a sign forces us into the search and robs us of
peace. The truth is not to be found by affinity, nor by goodwill, but is betrayed by involuntary
signs (p. 15). When we read a book, written in the context in which we are familiar with its
sociocultural value and sociohistorical situation, we feel safe but no tension arises. “It is intensity
of difference that is important in the act of thought. The signs of art force us to think” (p. 98).
Literature should be the thing that can provoke some intensity in the reader’s mind.
Literature should be the thing that provokes some intensity in the reader’s mind. Banal literature
is a failure. Deleuze (1964/2000) states that literature is disappointing if it interprets signs by
referring them to objects that can be designated, if it surrounds itself with pseudo-objective
guarantees of evidence and communication, and if it confuses meaning with intelligible, explicit,
and formulated signification (p.33). Literature should provide readers with something that shakes
the accustomed peaceful status of a reader’s mind, which is hardly intelligible. In reading
literature, for an artistic stance to be enhanced, we need to seize and to magnify the moment of
encountering violent signs of the art of literature. We need instruction and strategy to provide us
with ample amounts of opportunities for this moment of experience.
We should encounter literature as signs of art which precede and go beyond the explicit
explanation. Artistic sensation is the embryo of knowledge. Deleuze (1981/2003) expounds the
notion of sensation with an analysis of Francis Bacon’s painting. Deleuze writes that sensation
acts directly on the nervous system and it does not pass through the brain. Sensation is what
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passes from one order to another, from one level to another, from one area to another. The form
related to sensation is the opposite of the form related to an object that it is supposed to represent
(p.32). The notion of representation implies the relationship of an image to an object that it is
supposed to illustrate (p.6). So, in the notion of representation, there is an assumption that the
object and the representation are in relation and in certain ways it should be identical. Logical
thinking has been valued in literacy and literature education. The function, which artistic
sensation can do, has been overlooked. We have approached literature mostly to verbally gain
logical knowledge. This knowledge tends to reside only in the same order, same level, and same
area. Students need opportunities where they can encounter and feel sensation which is
nonrepresentational. Nonrepresentational art does not represent or depict a being, a place, or a
thing in the natural world. Nonrepresentational art does not begin with a thing or a subject from
which a distinctive abstract view is formed. Instead, it is nothing but what the artist intended and
what the viewer interprets (Gersh-Nesic, 2017).
Deleuze’s philosophy of representation explains the notion of identity. Deleuze
(1994/1988) states that the primacy of identity defines the world of representation (p. xix).
Deleuze criticizes Platonism by stating that the whole of Platonism is dominated by the idea of
drawing a distinction between the thing itself and the simulacra. Deleuze dismantles the Western
thought of dualism, not by the dualism of body and mind, but by the dualism within bodies.
According to Deleuze, Plato argues that there are two kinds of bodies: copies and simulacra.
Copies are bodies that receive the action of idea, simulacra are the bodies that fail to receive it.
That is, there are bodies that represent the eternal essence of the pure forms, thus legitimated;
and there are bodies that merely copies of copies, which is called simulacra, and are thus
illegitimate (Deleuze, 1981/2003; Poxon & Stivale, 2011). So, overturning Platonism means
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denying the primacy of original over copy, of model over image, glorifying the reign of
simulacra and reflections (1994/1988, p. 66).
All identities are only simulated and produced by difference and repetition (p. xix).
Instantiating Monet’s series paintings of Lily and Ruan Cathedral, Deleuze values difference as
the mode of metaphysics. What makes this series of paintings possible is the notion of difference,
that is, what Monet painted with this series is not the object of lily or cathedral, but the difference
itself, that is, differenceness. And interestingly, this difference can be embodied only in the form
of repetition. Representation is associated with identity, and repetition is associated with
difference. Representation is the project of identity and it is, inevitably, reduced to the Same
(Deleuze, 1994/1988, p.xix). Many of the discourses in literature are about representation.
My initial inquiry was about how Korean Americans are represented in U.S. children’s
literature. This way of thinking presupposes that there is a certain object that the literature can
identify with. This is the practice of identity. Instead, based on Deleuze, we should focus on how
much it is different and what makes the difference. Challenging students with the notion of
difference, rather than the practice of identity, will hopefully broaden the method of thought and
provide new perspectives and possibilities in appreciating literature.
In opposition to traditional literature approaches of New Criticism, which put authority in
the text, Rosenblatt (1995) illuminated the role of reader. She argues that both reader and text
transform each other in the act of reading. Transaction creates the to-and-fro spiraling, non-linear,
continuously reciprocal influence of reader and text in the making of meaning (p.xvi). This
transformation produces what she calls the act of poem. No specific meaning resides in the
reader and the text separately.
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The reciprocal transaction for the act of poem can be elucidated by Deleuze and
Guattari’s (1983/1962) notion of machine. A machine produces something. It does not have any
meaning in itself. Its essential functions are connection and flow. “Every machine, in the first
place, is related to a continual material flow (p.36).” Deleuze and Guattari (1983/1962) argued
that there is no essential essence to machines, only those that emerge from affective forces and
flows. A machine is “a body without organ.” They state that we know nothing about a body until
we know what it can do. We do not know how it affects others. It can exchange passions and it
can destroy others or it can be destroyed. I can join in composing a more powerful body (p.257).
Deleuze and Guattari (1986/1980) posit that a book has neither object nor subject and state that
“we will never ask what a book means, as signified or signifier; we will not look for anything to
understand in it. We will ask what it functions with” (p.4).
When we engage in literature circles, we are sometimes astonished by how differently
people read the same book. Reader create their own meaning and all of their appreciation is
valuable. Then, what should matter in literature is not to discuss what meaning is generated, but
how much strong and influential meaning is generated. Literature should be the thing that
provokes something in a reader. What we should focus in literature instruction is the extent of
intensity which is generated by literature.
In addition, the production of literature as machine should not be limited to the personal
sphere, rather, it should be discussed in its social function. Deleuze (1962/1983) argues machines
are comprised of multiple assemblages and are as much a social product as mechanical, even
more so. Literature produces social discourse, and this produced discourse is in relation with
other social discourses. The relation is not neutral. They are put in “the order of discourse”
(Foucault, 1971), and build a “hegemonic bloc” (Gramsci, 1971) to embody their ideology and
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maximize their interest. However, Deleuze’s (1994/1988) theory goes beyond this “structural
project which is based upon a distribution of differential characters within a space of
coexistence” (p.xix). Deleuze (1986/1980) negates the notion of “universality which aspires to
classical image of thought” (p. 379). He criticizes the epistemology in which we see the whole as
the final ground of being or all-encompassing horizon. His theory does not presume one field of
structure. In literature discussion in terms of critical literacy and social justice, we have focused
on the power relation, which presumes one field of structure which we know. We rarely discuss
other possibilities that we do not know yet. Our notion of reality is discussed only in the realm of
what is perceived and actualized. From Deleuze’s theory we will try to enlarge the notion of
creation and possibilities which literature can produce as a machine.
Related Research Studies
I was interested in how Deleuze’s theories are used in literacy research studies. Deleuze’s
various ideas has been vigorously adapted in various fields of educational research, but my focus
was empirical research studies in literacy. On the other hand, I found only a few empirical
research studies in the research context of this study, a children’s literature course in teacher
education program in universities. To adapt Deleuze’s theories, I examined empirical research
studies in this context. It was helpful for me to situate Deleuze in the field of reading and literacy
for preservice teacher education.
Deleuze Studies in Literacy Research
In literacy research, a group of scholars have developed a literacy theory, called Multiple
Literacies Theory (MLT). MLT is founded on Deleuze’s notion of connecting and creating
through philosophy, art and science. MLT drew on the Deleuzian-Guattarian concept of
becoming to situate literacies as transformative processes. MLT views the notion of text broadly
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such that even the individual is viewed as a text in continuous becoming, describing reading as
reading the world and self as texts. This ongoing process shapes and reshapes an individual’s
worldview, that is, values, beliefs, politics, and principles about how the world works, and
contributes to their continual transformation as a process involving deterritorialization and
reterritorialization. Reading produces a moment of deterritorialization and a disruption of a
territory. The sense that emerges may destabilize the reader’s understanding of how the world
works, that is, their worldview. When worldviews connect and collide in this way, the reader
seeks stability, a reterritorialization. This reterritorialization may entail a reorganization and
transformation of the worldview. Thus, MLT allows for the consideration of the becoming that is
produced when worldviews connect and collide in the course of learning a second language.
Multiple literacies theory founded on the concept of becoming situate literacies as
transformative process. MLT is interested in the flow of experiences of life and events from
which individuals are formed as literate (Masny, 2006). Becoming is opposed to the
representational identity theories. Identity theories often maintain an actively controlling subject
at the center of the process. Engaging the concept of becoming, MLT frames literacies as
untimely transformative processes that:
. . . take on multiple meanings conveyed through words, gestures, attitudes, ways of
speaking, writing, and valuing. Accordingly, literacies constitute ways of becoming.
Literacies are texts that take on multiple meanings and manifest as visual, oral, written,
and tactile. They constitute texts, in a broad sense (for example, music: a music score, a
symphony; art: sculpture, physics: an equation, architecture: a museum) that fuse with
religion, gender, race, culture, and power, and that produce speakers, writers, artists,
communities. In short, through reading, reading the world, and self as texts, literacies
constitute ways of becoming with the world. (Masny, 2009a, p. 14)
MLT as a concept for the educational future disrupts the psychological perspective of
reading and exceeds the boundaries of conventional literacies. Nomadic connections provide
pathways to create reading as intensive and immanent. When connections happen they do so in
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relation to assemblages that disrupt/rupture while reading the world and self. Learning is about
the nomadic pathways travelled along uncharted unknowns (Semetsky, 2003). MLT as presented
in the introduction of the article is educational and philosophical. MLT with its concern for
creativity and concept creation is interested in becoming and how one might live. May (2005)
states that the question of how one might live concerns the creation of concepts of difference that
allow us to consider living at different levels. Among these levels we may find a variety of
understandings of ourselves and this variety of understandings may open up a variety of futures
to be lived (p. 25).
Deleuze (1994/1988) argues that there is no creation without experiment and states that
“whatever the difference between scientific and philosophical [and artistic] language, functives
are no more pre-given than concepts or sensations” (p. 127). MLT is experimenting and creating.
It is a theory that is constantly becoming. It is a practice and as such has to be used; it has to
work. It produces becoming. There is potentiality of MLT for the future of education.
Waterhouse (2011) maps critical literacies in the context of adult immigrant language
classrooms where reading the newspaper is a daily in-class reading activity. Reading a
newspaper article provoked a series of transformative events or becomings in which the
participants found themselves necessarily engaging certain forms of critical pedagogy. Analyzing
observation through the lens of MLT and Deleuze’s theories, Waterhouse conceptualizes power
as disruptive and connective. Unlike conceptualizations of critical literacies that hinge on an
individual humanist subject and empowerment of students in a power structure, critical intensive
reading happens as the effect of complex and continually shifting connections and relations
created by life’s affective powers flowing through an event. The dynamic interactions produce
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the event: a student, a teacher, a time of day, a newspaper, aroma of coffee brewing, curriculum,
immigration policies, an economic crisis, a protest rally, and so forth.
Masny (2011) has developed MLT and examined multilingual children’s literacies in
research. Participants were three children aged five to seven years old. Masny observed the
participants’ experience during Language arts, Science, Math, and Social Studies at school and at
their homes. Masny argues that MLT as theory-practice involves creativity, connections and
assemblages and the continuous movement between the actual and virtual creativity beyond the
given. These connections are complex and cut across disciplines, as in this article thinking with
science, math, and art. These connections do not happen unproblematically. Creativity happens
on a rhizomatic path of ruptures that open up avenues for lines of flight.
MLT considers reading that is not restricted to reading and writing, but reading in
multiple contexts (for example, music, mathematics, landscapes, animals). It is important to look
at events of life as “creations that need to be selected and assessed according to their power to act
and intervene in life” (Colebrook, 2002a, p. xliv); in other words, how one might live that
conceive of life as “remarkable, interesting or important” (May, 2005, p. 22).
The connections are rhizomatic, an event that flowed from the productive forces of desire
at work in the research project. As intensive reading of the painting is happening, a story
becomes.
Based on multiple literacies theory (MLT) and Deleuze’s notion of becoming, Cole
(2012) examined two Latinx immigrant families’ process of becoming literate. He demonstrates
that an understanding of the ways that the families are becoming literate in Australia necessitates
moving beyond linguistic analyses. Becoming-literate is therefore a conceptual construction that
does not simply involve the change from being illiterate to literate, but is a multi-directional and

50
dimensional notion that is a convergent assemblage of parts that often chaotically collide in
language learning spaces. This study of family literacies is therefore critically concerned with the
politics of immigration and the ways in which it determines social life. The immigrants bring
with them ways of coping with Australian conditions from their previous lives in South America.
Yet they also have to evolve new strategies for working with unfamiliar social and cultural
factors, including divergent experiences of discrimination, isolation, racism, the English
language and capital.
The process of being literate constituted a politics of immigration, whereby the internal
hopes and desires of the family make up an affective plane that transforms language learning.
The internal hopes and desires of the family make up an affective plane that transforms language
learning.
Critical literacy research studies are often conducted in the field of race and gender
studies. Deleuze’s theories are an important foundation for anti-essentialism scholarship.
Anti-essentialist research on gender and literacies has provided important insights on the
constructedness and performative nature of masculinities and the multiple masculinities or
diverse ways of being among boys.
Founded on Deleuze’s theory of becoming, Rogers, Rowan and Walker (2014) explored a
high school boy’s experience while he was participating in a reading intervention program. The
program was a buddy reading program between high school and elementary boys. High school
boys in this program had been temporarily excluded from their regular school because of
behavioral issues and elementary boys were invited for their underperformance in literacy. The
high school students acted as mentors during a forty-ﬁve minute one-on-one reading situation in
which the younger boys selected books to share from boxes provided by their regular classroom
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teachers. Founded on an anti-essentialist approach, the program is designed to offer freedom in
engagement. Free engagement in reading created opportunities for the boys to embark on a line
of ﬂight that ultimately allows them to reconceptualize their relationships to school, to teachers,
to peers and, indeed, to their future. Participants were able to make a rhizomatic link that joined
their speciﬁc pasts and their speciﬁc bodies to new sets of skills and behaviors. The boys were
able to be big, yet gentle; strong, yet nurturing; a working class, football playing, Polynesian boy,
but also a supported, respected and valued student in literacy related contexts. Perhaps above all
else each was becoming people able to make choices in how they interact with staff, students and
children. Through intervention, masculinity is perceived as multiple, plural and open to
negotiation. They state that the participant’s experience can be conceptualized as a line of flight
away from traditional forms of masculinity. It is a journey in progress that has impacted
positively upon relationships with peers and teachers and changed beliefs about possible future
options. Participants could have anti-essentialistic literacy experience in which they are not
constrained by binary logic and oppositional thinking.
Qin (2018) also explored a high school boy’s gender identity, founded on the notion of
becoming and anti-essentialism. Qui examined an immigrant Muslim adolescent’s performance
of masculinities in ESL classroom. The participant’s identities were not stable and kept being
negotiated. He positioned himself as a nonreader in classroom interaction and performed
disengagement with reading to display a cool, non-schoolish masculinity aligned to the
normative discourses of Arab masculinity to which he was subject. However, he also enacted
reader identity and behaviors not traditionally associated with masculinity. Omar’s identity
negotiation demonstrated the instability of masculinity performances, featuring repeated citation
of gender norms fissured with lines of flight breaking away from normative ways of being. This
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analysis illustrated both the regulations and the ruptures in Omar’s masculinity performances
through reading practices. It contributes to the anti-essentialist literature on gender and literacies
by further deconstructing the myth of the stability of masculinity and unpacking the incoherence
of masculinity performances.
Honan (2009) investigate the ways of using digital texts in primary schools in Australia.
Drawing on notions of rhizome from Deleuze and Guattari, Honan investigates the way of using
the patterns of digital literacy which was previously explored in the field of digital literacy. He
describes the situation in which routines of teaching in the classroom are so embedded within the
cultures of literacy classrooms that, even when engaging with new technologies and 21st century
applications practices of social networking and interactive discussions, teachers take up the
pedagogical discourses associated with print-based literacy. Despite research that indicates that
there are different reading and writing practices associated with using digital texts, it does seem
that these routine and historical versions of using literacy in classrooms are of paramount
importance and teachers find it difficult to engage with other practices. Honan argues that
teachers would welcome an opportunity to rethink their pedagogical routines so as to open up
new spaces for new practices that help their students to make sense of the digital texts they use in
their outside-school lives. In calling for such a rethink about pedagogical routines and the
competing versions of literacy that are valued in classrooms, Honan argues educators should
attempt the different pathways that teachers can take when they engage with digital texts. It is
still possible for teachers to work with new digital texts as well as traditional print texts, but not
through the use of traditional pedagogical routines. Honan describes teaching and learning
patterns that are formed in the classrooms when students and teachers engage with digital texts in
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literacy lessons, which indicates how difficult it is to avoid these common routines and
taken-for-granted assumptions.
Leander and Boldt (2012) explored their concern with the way in which literacy research
and practices are framed through a dominant conceptual paradigm, which founded in new
literacy studies. Drawn on Deleuze and Guattari’s criticism of representationalism, they argue
that representational readings position researchers as being outside of a participant’s act, so that
makes a participant’s act as sets of signs that may be coordinated via expanded grammars to
convey meaning. They take issue with the New London Group’s disciplined rationalization of
youth engagement in literacies, which has been a dominant conceptual paradigm in new literacy
studies. Leander and Boldt organize their critical exploration of “A Pedagogy of Multiliteracies”
around Lee, a 10-year-old boy through one day as he engages in reading and playing with text
from Japanese manga.
Leander and Boldt (2012) argue that representationalism or text-centrism that is pivotal
for a reconsideration of literacies in use. This nonrepresentational approach describes
literacy-related activity, not as projected toward some textual end point, but as living its life in
the ongoing present, forming relations and connections across signs, objects, and bodies in often
unexpected ways. Such activity is saturated with affect and emotion; it creates and is fed by an
ongoing series of affective intensities that are different from the rational control of meanings and
forms. It helps retain the distinction between description and prescription sharp and to imagine
what else might be going on.
Lee is conceptualized as improvisationally making use of existing meanings, identities,
and texts. Sometimes he does this for the sake of reproducing or redesigning existing meanings,
and this may be what is primarily required of students in school. For Lee, who is resistant to
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literacy pedagogy, it is primarily in his play that he is able to use texts with intensity and joy.
This is what, following Deleuze and Guattari (1986/1975), is called playing with major
resources—the familiar, the known, the expected and dependable—in minor ways—unexpected,
emergent combinations that take flight into something new.
Boldt and Leander (2015) adapt Deleuze and Guattari’s ideas in their scholarly work.
They adapted Deleuze and Guattari’s concept of the break and examined a six-year-old boy,
playing with Legos. For Deleuze and Guattari, the break is thought about in relation to
impersonal flows of desire that are always everywhere at work and to the refrain, which is
referred to as energies organized into repeating patterns. The movement of desire flows in
relation to refrains, which produce difference. Breaks matter. Breaks are the introduction of
difference that might make a difference, that produces movement and momentum. They argue
that breaks keep things in movement in ways that give testimony to the life in things. These
broken openings are promises of possibility for difference and empirical commitments to new
potentials.
Children’s Literature in Teacher Education
Even though the importance of multicultural literature in critical literacy is valued,
preservice teachers are still not positive in their responses to multicultural literature. In
Papola-Ellis’s (2016) study, teacher candidates were asked to respond to multicultural and global
children’s literature that dealt with many social issues and disrupted the commonplace. Teacher
candidates were very resistant to using these texts in their own future classrooms. They had
strong emotional reactions that prevented them from consideration of how the texts could foster
opportunities for students to uncover power relations in texts or to discuss ways that texts either
maintain or disrupt the status quo. They frequently cited their own emotional responses to the
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text, along with anticipation of their future students’ emotional responses, as the reasons why
they would hesitate to include the books in their classrooms. The resistance to the texts also
stemmed from the emotion of fear, fear of how to handle what the candidates deemed as
controversial topics in the classroom, or fear of pushback from students’ parents. This study is
meaningful in that it focuses on the emotion as the reason of reluctance. Papola-Ellis posits,
based on the notion of “pedagogy of discomfort” (Bolder, 2004), that by embracing this
discomfort and using it to fuel discussions, students learn to navigate through tough
conversations in many contexts.
Flores, Vlach, and Lammert (2019) examined the ways that children’s literature is used as
a resource within literacy methods courses in the preparation of preservice teachers. They
identified twenty-seven articles published from the year 2000 to 2018 that reported on studies in
which children’s literature was used in literacy education methods courses for prospective
elementary and secondary school teachers (K-12). Their findings show that the use of children’s
literature in literacy methods courses have served two distinct purposes: to engage preservice
teachers in learning literacy instructional practices and to engage preservice teachers in building
sociocultural knowledge and learning transformative pedagogies. In the second category, which
is closely related to critical literacy, teacher educators included children’s literature to provide
preservice teachers, as the majority-White future teaching force, opportunities to engage in the
important intellectual labor of meeting the needs of diverse student populations. The work in this
category fell into three broad focus areas: using children’s literature to build understandings
about culture broadly defined, using children’s literature to build understandings about race and
ethnicity specifically, and using children’s literature as a way to learn broader transformational
pedagogies. They explain transformative pedagogy as a framework in which preservice teachers
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explore their own sociocultural backgrounds and examine the world at the intersection of culture,
equity, and justice, thus beginning to consider ways to disrupt the “standardization of
knowledge.” They state that the pedagogy need to be explored as it “rooted in the practice of
ethical and political formation of both self and the broader social order” (Giroux, 2010, as cited
in Flores, 2019. p. 226).
Children’s literature has been regarded as an essential instructional resource that plays a
vital role in elementary classrooms. Developing knowledge and understandings of children’s
literature among preservice elementary teachers is a necessary component of teacher preparation
courses. Sharp, Diego-Medrano, and Coneway (2018) examined course objectives as stated in 31
syllabi of children’s literature courses in elementary teacher certificate programs in Texas to
determine to what extent current teacher preparation practices align with professional
recommendations from recognized experts in the field. They ascertain three recommended
essential learning outcomes from individuals who were recognized children’s literature experts:
wide reading of children’s literature, critical and historical analysis of children’s literature, and
pedagogy with children’s literature. They identified 239 essential learning objectives from
collected 31 syllabi and categorized the objectives into seven themes. Findings show that 82
essential learning outcomes well aligned with the recommendation of wide readings of children’s
literature and 107 essential learning outcomes are categorized for the recommendation of
development of pedagogy. However, only 10 essential learning outcomes referred to critical and
historical analysis of children’s literature. They argue that since societal influences have such a
significant impact on the themes, characters, and perspectives represented in children’s literature,
teacher educators must ensure that their preparation efforts include how to analyze
sociohistorical aspects around children’s literature and the impact of specific cultural,
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educational, historical, and political influences on texts. By doing so, preservice elementary
teachers develop a social critical consciousness and become more knowledgeable about making
diverse and equitable choices with children’s literature.
I assume that this lack of teaching analysis of children’s literature aligned with scholarly
work in critical literacy as Luke (2013) described, that is, critical literacy in the U.S. has been
focused on voicing marginalized groups, while in other countries critical text analysis is
conducted more in academia of critical literacy. Illuminating critical aspects of children’s
literature is necessary in critical literacy. Terry Eagleton (1996) maintains that literary works are
forms of perception, particular ways of seeing the world; and as such they have a relation to that
dominant way of seeing the world which is the ‘social mentality’ or ideology of an age. That
ideology, in turn, is the product of the concrete social relations into which people enter at a
particular time and place; it is the way those power relations are experienced, legitimized and
perpetuated. By examining historical, sociopolitical, economic, cultural, and textual issues in
literature, we participate in critical multicultural analysis, thus illuminating the process that
enables readers to take control over the text, and, by extension, their worlds.
Lazar and Offenberg’s (2011) study shows the importance of learning contextual
knowledge of sociology in using children’s literature. Teachers often resist discussion about
racism in the classroom, yet it is a topic that is frequently addressed in multicultural literature.
The participants were inservice teachers who enrolled in a reading specialist program and were
taking a practicum course. The results show that the teachers, who took a course during the
previous semester that addressed the issues of racism, focused on the activism of Black
protagonists significantly more often than comparison teachers did. This finding suggests that
teachers need programs that strengthen their understandings of constructs such as structural
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racism and help them facilitate thoughtful inquiries of this concept when using multicultural
literature with children.
Along with the importance of sociological knowledge about the context of multicultural
literature, Whitin (2009) highlighted the importance of multimodality in comprehension and
literary interpretation to go beyond written language literacy. Kress (2000) argued that the single
exclusive and intensive focus on written language has dampened the full development of human
potentials. Preservice teachers read an autobiography of Rudy Bridges and created a digital
movie, which is aimed at deeper literary analysis in which groups could focus on one theme or
issue that emerged from their literature circles. The finding shows that preservice teachers
purposefully used the potentials of various modalities to fill spaces left incomplete when
expressed predominantly through a singular form of expression. The preservice teachers
developed heightened levels of comprehension through expanding and transforming meanings
when they relate visual, audio, verbal, and animated texts.
Varga-Dobai (2015) illuminates the importance of lived personal experience and story in
responding to literature. Varga-Dobai used storytelling to shed light on the hidden meanings of
impersonal academic responses to literature. Storytelling challenges the knowledge-making
process which is logical and impersonal, and emphasizes reasoning (Gee, 1986) and works as a
third space (Bhabha, 1994) where readers could learn their cultural identities and explore
possible roles and interpretations of events. Narratives would bring ideas into being that were not
there before the act of writing (Vavra, 2009). In this study, preservice teachers responded to
children’s literature through multigenre writing and artifactual narratives. The result suggests that
the reading of realistic fiction books about different countries and culture, and use of multigenre
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writing and artifactual writing developed intercultural understanding. The researcher posits that
the ability to analyze text is crucial in developing a critical understanding but insufficient.
Montero and Robertson (2006) report on a master level children’s literature course that
they taught. They designed the course to privilege international and global children’s literature
based on the rationale that learning about world cultures, ethnicities, languages and other related
issues would better prepare teachers to understand and connect with the diverse children in
today's classrooms. Activities and assignments in the course were intended to create memorable
learning experiences with unfamiliar children's literature, thereby indirectly challenging the
current canon of children's literature. They argue that the inclusion of a multicultural and
culturally relevant pedagogy in teacher preparation courses has historically been at the will of
volunteers interested in multiculturalism and, therefore, they are implemented unsystematically
and in a fragmented manner. Even with many teachers' good intentions to promote a
multicultural pedagogy, the reality is that teachers can't teach what they don't know.
To this end, they created a culminating project, a reader response, cross-cultural dialogue
between international students and the U.S. students enrolled in their course. Leading up to the
cross-cultural dialogue, students discussed the principles of culturally responsive teaching by
introducing, experiencing, and exploring international and global children's literature alongside
multicultural and mainstream children's literature. They held small group and large group
discussions about critical issues pertaining to children's literature. To make the cross-cultural
dialogue a reality, they recruited international students to join the project. Both international
student participants and students enrolled in the children's literature course read and responded to
the same book in preparation for a face-to-face conversation. In addition, to prepare for the
informal cross-cultural gathering, students enrolled in the course were required to research
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literacy education in the countries connected to the international student participants. The
cross-cultural gathering took place toward the end of the semester to discuss thoughts about the
pieces of international and global children's literature and other aspects of life and education in
the respective countries.
They examined their students' perspectives on these experiences in an attempt to
understand the factors that inhibited or advanced their motivation to use international and global
children's literature in their own classrooms. Findings show that international and global
children's literature, particularly with the cross-cultural dialogue, helped students realize the
depth of learning about the human experience and that they had only scratched the surface. The
lack of knowledge and experience about different countries impeded students from attempting to
use a book in their classroom for fear of not doing justice to the book or for fear that they weren't
knowledgeable about the book and the country it represented. However, once students learned to
access resources, they began to express an increased comfort level with using this type of
literature in their classrooms. Through this course, students began to challenge their thinking
about cultural groups, languages, and ethnicities of people, as well as the histories and various
perspectives in the stories as told by authors from different countries. By the same token, the
students also began to examine their own cultural identities through a more globally informed
lens.
Teachers do pivotal role in education. Teachers are not mediators of knowledge. If they
are not a true advocate of critical literacy, providing the content of critical literacy is only
superficial. However, as research studies show, children’s literature courses in teacher education
program should provide more structured learning experiences in order to make learning
transformative. They read children’s literature, but they are not children. College is a time period
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in which their intellectual engagement is vigorus and they came to confront real life so that they
start to build keen social perspective. Their reading and response to children’s literature should
be more intellectual and their appreciation should be aesthetically deepened.
Conclusion
In this chapter, I described the theoretical foundations of this dissertation study, related
empirical studies in literacy, and research studies on children’s literature courses in teacher
education programs. Deleuze and Guattari’s exploration of ‘Minor’ literature guided this
dissertation study. They define ‘Minor’ literature as the literature that a minority makes in a
major language and explain three characteristics of ‘Minor’ literature: deterritorialization of
language, the connection of individual to a political immediacy, and collective assemblage of
enunciation. To get deeper understanding, I described Deleuze’s linguistic ideas and notion of
becoming. Lastly, I described Deleuze’s ideas on art and literature.
Deleuze’s ideas are explored widely in literacy research. Multiple Literacy Theory is
founded on Deleuze’s notion of connecting and creating through philosophy, art and science.
Scholars in MLT explore the ways to situate literacies as transformative processes. Gender and
race research draws on Deleuze’s philosophy of anti-essentialism and explores the ways of
deconstructing the myth of the stability of masculinity and unpacking the incoherence of
masculinity performances. Educational researchers invest Deleuze’s ideas in exploring new
instructional methods which differ from traditional instruction.
Research studies in children’s literature courses in teacher education programs explored
the ways to support preservice teachers’ critical awareness of children’s literature. Research
studies describe preservice teachers’ reluctance to engage with critical approaches to children’s
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literature. Those research studies explored ways of facilitating preservice teachers’ critical
engagement with children’s literature.
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CHAPTER THREE: RESEARCH METHODOLOGY
This study is framed in the combination of action research and formative and design
experiment. The research setting was a children’s literature course in a teacher education
program, primarily for elementary education majors in the College of Education at the University
of Arizona. I have been teaching the course since Fall 2016. For this study, I designed and
incorporated response strategies based on Deleuze’s theories. Data sources were collected
through three semesters from Spring 2018 to Spring 2019. Sixty-three preservice teachers
participated.
The purpose of action research is for practitioners to investigate and improve their
practice. In action research, teachers study ways to increase student learning in their classes,
focusing on their intentions, methods, and desired outcomes as part of the investigation. McNiff
(2002) describes the epistemology of action research as based in knowledge as something that
action researchers do, rather than a fixed, static, or absolute entity. The process of action
research is a series of steps in which the action researcher reflects, acts, and evaluates. After
evaluation, the process continues with reflection, action, and evaluation. Thus, the process is a
spiral, consistent with the notion that action research is an ongoing process that individuals use
to constantly improve their practices (Hendricks, 2009).
This study was conducted in the course that I have been teaching since Fall 2016. Before
I started this action research study, I had taught the course for three semesters. While I was
teaching, I noticed that preservice teachers found it hard to engage in critical literacy and
respond to global children’s literature. Based on those experiences, I designed this research study
and planned to collect data for a semester, Spring 2018. However, after I implemented the
literacy strategies into my teaching practice, I noticed many flaws and limitations in both my
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strategies and my practices in teaching. So, I revised my curriculum and strategies, and
continued collecting data for the following two semesters. During the three consecutive
semesters, this study was on ongoing process of design, action, reflection, and revising.
This study is also conceptually framed by formative and design experiments. Formative
and design experiments in educational research attempt to bring about positive change in
education environments through creative, innovative, instructional interventions grounded in
theory and guided by data and analysis. They use available theoretical understandings, but they
are more interested in testing those theories in the real world of teaching and learning in
classrooms, and they expect to refine and to modify those theories in the course of their work
(Reinking & Bradley, 2008). According to Cobb et al (2003), researchers who use this approach
expect to find new theoretical insights that transform the existing theory and develop new
theoretical domains grounded in practice.
Research by practitioners is a credible and valuable source of knowledge in education
(Hendricks, 2009, p.4). Even though this study was initially designed to increase preservice
teachers’ engagement in critical literacy and global children’ s literature, I had to develop novel
strategies, not just implement strategies that are already developed. Through this study, I sought
ways of adapting Deleuze’s theories into reading and literacy in order to develop a literacy
program in which Deleuze’s theories are added to critical literacy practices.
Research Setting
Context and Procedure
The research setting for this study was the classroom for the course of Children's
Literature in the Classroom at the University of Arizona's College of Education from the Spring
2018 through Spring 2019. This is a required course for preservice elementary teachers in the
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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 adjunct faculties.
I began teaching the course, Children’s Literature in the Classroom, in the Fall 2016.
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.
These personal connections provide a foundation for increasingly sophisticated reflection and
critique of children's books, so that the preservice teachers develop a sound basis for using
literature in powerful ways with their future students.
After teaching the course for three semesters, I conducted this dissertation research in
Spring 2018. Initially, I had designed the research to be completed in a semester. However, when
I conducted the research in Spring 2018, I felt that my delivery of core concepts was not clear
and effective. Given that the purpose of this study was to examine preservice teachers’ responses
to global children’s literature through Deleuzian lens, it was imperative for me to clearly deliver
the core concepts and to effectively guide preservice teachers to the engagements based on
Deleuze’s theories. Consequently, preservice teachers in Spring 2018 were not much engaged in
the designed activities. I decided to extend research to the following semester, Fall 2018.
In Fall 2018, I was able to perform my teaching more effectively than Spring 2018. Also,
through the semester, I noticed that the preservice teachers in Fall 2018 showed special interest
in visual literacy. Considering students’ interests and needs, as a teacher, I focused more on the
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visual part of my research. Consequently, they created amazing visual reflections, which were
rich data for this dissertation study.
In Spring 2019, I was analyzing data which were collected throughout two semesters. At
the semester, all preservice teachers read The Season of Styx Malone written by Kekla Magoon
for the mini-conference that is one of regular curricula experiences in the course. It was a good
opportunity for preservice teachers to compare and contrast multicultural books and global
books. Also, through the process of analysis, my understanding of the Deleuze’s theories and the
ways of adapting the Deleuze’s theories into practice were getting deeper. I was able to obtain
rich data from the preservice teachers’ responses of Spring 2019.
So, the data used for this dissertation research was collected from the Spring 2018 to the
Spring 2019. During these three semesters, I kept revising my teaching practices through
reflecting on the preservice teachers’ responses.
This study was conducted in the regular context of this course and examined students'
ongoing class engagements. Students were not asked to do assignments beyond those stated in
the course syllabus and the data that was gathered were the regular assignments from the course.
At the beginning of each semester I introduced the semester-long emphasis on response
to literature and explained my beliefs on the importance of global children’s literature. At the
end of each semester, I explained my dissertation research to the class. I discussed the impact
collecting data in class would have on the course and on them and assured them of the
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 explained the Consent Form (Appendix 1). After that, I left the classroom and Dr. Kathy Short,
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my advisor and supervisor of this course, visited the classroom, so that preservice teachers could
give or deny consent without my knowledge. Dr. Kathy Short gathered the consent forms and
locked them in her office until final grades were turned in at the end of the semester.
Participants
During three semesters, sixty-eight preservice teachers enrolled in my class. At the
beginning of each semester I surveyed the Personal Information as a classroom activity. At the
end of semester, I asked preservice teachers whether they would consent for participating in my
dissertation study. Sixty-three preservice teachers out of sixty-eight preservice teachers signed a
consent form of participating in this dissertation study. I compiled statistics from only those
sixty-three students (Table 3.1).
Two students were freshmen, thirty-three students were sophomores, twenty-two students
were juniors, and three students were seniors. Fifteen students are female, seven students are
male, and one student identified as genderqueer or gender nonconforming.
Forty-four students were majoring in Elementary Education, ten students in
Pre-Education, and five students in the Literacy Learning & Leadership program. Two students
were majoring in special education at the College of Education. One student was from College
of Science, majoring in Psychology. One student was from College of Letters, Art, & Science.
Thirty-five students identified themselves as White, seventeen students as Latinx, seven
students as Asian, two students as Native American, two students as Middle Eastern, one student
as African American, and two students identified themselves as biracial of Latinx and White
heritage. Four students identified themselves as multiracial.
Forty-four students were born in the U.S. with both parents born in the U.S., five students
were born in the U.S. and one of their parents was born in the U.S. Six students were born and
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both of their parents were not born in the U.S. Two students were foreign born and naturalized.
Two students were foreign born and were international students.
Forty-one students identified themselves as monolingual English, though one of those
wrote that she understands Spanish. Twenty-three students identified themselves as bilingual.
Among them, eleven students identified themselves as bilingual in English and Spanish, three
students as bilingual in English and Chinese, one students as bilingual in English and
Vietnamese, one student as bilingual in English and Arabic, one student as bilingual in English
and Swahili, one student as bilingual in English and Navajo, one student as bilingual in English
and Hiligaynon, one student as bilingual in English and Tagalog, and two students in American
Sign Language.
All students were unmarried and had no children. Two students identified their/their
family socioeconomic status as lower class, ten students as working class, forty-three students
identified as middle class, and five students as upper class. Forty-two students were in-state
students, seven students came from other states in the U.S., and three students came from China.
Table 3.1 Participants Statistics (* Participants answered multiple choice or did not answered for
some items.)
Item
Spring 2018
Fall 2018 Spring 2019
total
Total Enrollment
23
27
18
68
Participants in Research
20
26
17
63
Freshman
1
0
1
2
Sophomore
9
14
11
34
Junior
8
12
4
24
Senior
2
0
1
3
Elementary
3
7
0
10
Pre-Education
14
18
12
44
LLL
2
1
2
5
Special Ed
0
0
2
2
Other
1
0
1
2
Female
17
23
15
55
Male
2
3
2
7
Other
1
0
0
1
White
9
16
10
35
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Latinx
Asian
Native American
African American
Biracial
Student and parents born in the US
Student and a parent born in the US
Student was born in the US and parents
foreign born
Student foreign born and naturalized
Student Visa
Monolingual
Bilingual
Low Social Class
Working Class
Middle Class
Upper Class
In-state
Out-of-state
International

5
2
0
0
2
13
1
2

10
1
1
1
0
21
3
1

2
4
1
0
0
10
1
3

17
7
2
1
2
44
5
6

2
0
10
8
0
3
12
2
14
3
2

0
1
22
7
1
4
19
2
17
9
0

2
1
9
8
1
3
12
1
11
5
1

2
2
41
23
2
10
43
5
42
7
3

Curriculum and Engagements
TLS 480 Children’s literature in the Classroom is a required course for preservice
teachers in the teacher preparation program who are seeking K-8 certification. I have been
teaching this course since fall 2016, so I had three semesters of teaching experience before I
commenced this research study.
The core curriculum of this course has been developed and evolved through many years
by sharing instructors’ reflections on their teaching and advice from Dr. Kathy Short. In this
course preservice teachers complete a number of engagements and assignments to respond to
children’ s literature from various genres and to discuss issues in children’s literature and
teaching. The basic curriculum worked as a comprehensive foundation both for me to design
new response engagements and for preservice teachers to respond to these literacy strategies.
Curriculum Overview
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TLS 480 Children’s Literature in the Classroom is a survey course of children’s literature
during which students read and discuss a wide range of genres and issues related to children’s
books. The goals of this course are that students: gain a better understanding of themselves as
readers and of how to engage in personal and critical response to literature; develop a broad
knowledge of the various genres and types of books for children, including the major authors
and illustrators of these books; be able to evaluate the literary quality and appropriateness of
specific children’s books; be familiar with the reference sources for information on children’s
literature; examine the role of literature in the lives of children; explore ways to engage children
with literature for both personal and academic purposes; and develop an awareness of social,
multicultural and international issues as they connect to literature for children.
This course is based upon six beliefs about learning which are adapted from Dr. Kathy
Short. First, learning is an active process. The preservice teachers learn 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 a 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 connect 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
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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 so as to expand understandings of cultural diversity and pluralism
in children's lives.
In this course the preservice teachers completed a number of engagements and
assignments. Many of these, such as Reading Records, Literature Circles, and Reflection
Journals were experiences that occurred on a weekly basis. Other experiences, such as
Author/Illustrator Profiles, Read Aloud Projects, Mini-Conference, and the Final Inquiry Project,
were assigned one time during the semester. In this section I describe these learning experiences.
Reflections. Reflection is an integral part of the course. The preservice teachers reflected
upon the literature that they read, class engagements, their own lives, and their learning. Each
week through the semester students read a chapter from Essentials of Children’s Literature,
written by Short, Lynch-Brown, and Tomlinson (2018) along with an academic article. While
students read the assigned reading, they chose intriguing Aha moments to reflect on. They wrote
quotes from the reading and their reflections. They submitted these Ahas on D2L before each
class session. Students wrote Weekly Reflections, reflecting on the themes of the week, and what
was significant to them. Students reflected on their learning and wrote reflection papers three
times through the semester: Learning Goals, Mid-term Reflection, and Final Reflection.
Literature Circle and Reading Records. Students read a book each week and prepared
for literature discussion. Students wrote a reflection on the book before the class discussion.
Preservice teachers were also 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 eighty-five
books, giving bibliographic information, a summary, theme, genre, and a personal response.
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Read-Aloud Project. Each student read aloud twice to a group of children, at least three
to five, once at the beginning of the semester and then again towards the end of the course. The
reading could be a single picture book or a chapter from a novel. The audience was any group
from toddlers to teens. Students wrote a reflection about the Read-Aloud experiences, paying
attention to verbal and non-verbal feedback from the audience, along with the reason for the
choice of books and a description of their engaging activities.
Author/Illustrator profile Presentation. Students created a presentation on an author or
on an illustrator, including basic biographical information, major works, and why that person is
important in the field. They also included why they picked this person and why this author or
illustrator writes or illustrates in particular ways. They presented biographical background
sketches to classmates and a mini-lesson or structured engagement so that classmates could
experience either the writing or the artistic technique of the author or illustrator. This
engagement was experiential rather than merely a discussion of the author or illustrator's work.
Mini-Conference. Small groups created a display table for the mini-conference that
included the text set of books, artifacts, a poster, and an invitation for others to experience. The
invitation engaged classmates with the themes and issues related to the text set. The text sets and
invitations were presented during the Mini-conference to the students from other TLS 480
sections.
Choice Inquiry Project. Students created a project of special interest to share with the
class during the last two class sessions. They submitted their topics at midterm. Students had to
complete a choice project in order to earn an A for the class and that project had to involve a
minimum of ten hours.
Restatement of Research Questions
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Through my previous course work in the doctoral program, I have engaged with
discussions about critical literacy and have been fascinated with this scholarly work. However,
once I started teaching, I realized that preservice teachers found it hard to engage with critical
literacy. They found it challenging to read multicultural literature and engage in thoughtful
discussion. As an instructor, I had difficulty engaging them in critical discussions of children’s
literature. I understood their challenges and realized that many educators do not have specific
literacy programs through which students can develop critical literacy. Critical literacy
practitioners approach critical literacy through their perspectives on the value of social justice,
but not always with well organized literacy strategies.
My lingering questions through my teaching was how to invite students into the discourse
of critical literacy without imposing my values of critical literacy on them. I wished to develop
an approach to critical literacy. As a first step, in this dissertation study, I adapted Deleuze’s
ideas in responding to global children’s literature. I examined how preservice teachers respond to
global children’s literature through the lens of Deleuze’s theory. I specifically adapted Deleuze’s
(1986) ideas of ‘Minor’ literature and created four research questions: 1) How do preservice
teachers respond to the sociopolitical contexts in global children’s literature? 2) How do
preservice teachers respond to language in global children’s literature? 3) How do preservice
teachers respond to collectivity in global children’s literature? 4) How do preservice teachers
respond to global children’s literature through nonrepresentational visual response? Then, I
created literacy activities related to each research question.
Engagements
Throughout the three semesters, I incorporated many global children’s books into the
curriculum for preservice teachers to read. Near the end of semester, when preservice teachers
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completed the genre studies, I brought seven different global books with multiple copies to the
classroom. These multiple copies of books were available from Multiple Copy Collection in the
Worlds of Words Center at the University of Arizona. Preservice teachers had already read some
of these books during literature circles throughout the semester. Preservice teachers chose a
global children’s book as their own choice and they sat together in groups with the same book.
Following are global children’s books used in this study.
Table 3.2 Global Children’s Books Used for Data Collection
Title
Bamboo
People

Author

Summary

Burma/
Myanmar

Chico’s experience of military
camp when imprisoned by
Burmese soldiers

N. H. Senzai

Syria

Nadia’s journey of escape from
Aleppo, Syria, during the Arab
Spring

Inside Out
and Back
Again

Thanhha Lai

Vietnam

Ha’s journey of fleeing from
Vietnam after the Vietnam War

Never Fall
Down

Patricia
McCormick

Cambodia

Arn’s story of a child soldier
forced to kill by the Khmer
Rouge

The Red
Pencil

Andrea Davis
Pinkney

Sudan

Amira’s survival from the
genocide in Darfur, Sudan,

Tropical
Secret

Margarita Engle

Jewish

Daniel’s journey of escaping
from Nazis on a boat to Cuba in
WWII

When My
Name Was
Keoko

Linda Sue Park

Korea

Sun-hee’s experience under the
Japanese Occupation of Korea
during WWII

Escape from
Aleppo

Mitali Perkins

Country of
Context

These books were selected because they reflect the characteristics of ‘Minor’ literature,
fully or partially. The first characteristic of ‘Minor’ literature is that everything in the books is
political. As I described in the Table 3.2, the backgrounds of the selected books are
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political/historical events. The experiences of the characters are based in those political/historical
events. At the same time, for readers, understanding the political/historical events is necessary in
understanding the plot.
The second characteristic of ‘Minor’ literature is that there is deterritorialization of
language in the books. I had to adapt this characteristic in selecting the books, because this
characteristic is related to the definition of ‘Minor’ literature that ‘minority’ makes in a major
language. I could not exactly know the authors’ linguistic, cultural identities and backgrounds,
but I assumed that all the authors, except Patricia McCormick have linguistic relation to other
language than English. Even though her cultural and linguistic background is different from the
criteria of ‘Minor’ literature, I included her book for the reasons that Patricia McCormick wrote
the book from a real Cambodian’s lived experience. Patricia McCormick also states the difficulty
in transferring Arn’s language into standardized English and states that she chose to use Arn’s
own distinct voice.
The third characteristic of ‘Minor’ literature is about collectivity. Bamboo People,
Escape from Aleppo, Inside Out and Back Again, and Tropical Secret are related specifically to
the authors’ national identities. For The Red Pencil, the author is related to the book from her
racial identity. For Never Fall Down, I do not see any identical relation. However, I thought
about the notion of collectivity more broadly. Collectivity should also be understood as an
assemblage which is not stable and changes. One of my ongoing interests and questions is how
we could be connected to others and how we could become others. Even though Never Fall
Down does not fit the collectivity in Kafka’s times, I think this issue should be a question to be
answered in this twenty-first century globalized society.
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With these books, I implemented engagement activities designed to adapt Deleuze’s
theories into critical literacy through global children’s literature. These engagement activities
consist of four themes: Sociopolitical context; Language Use; Collectivity; and Creating
possibilities. I designed engagement activities for each theme. Even though I put more emphasis
on specific activities depend on the preservice teachers interests and situations, the four theme
were used throughout three semesters. The only exception was the theme of creating possibilities
and becoming for Spring 2019. That theme was strongly related to visual literacy. In Spring
2019, I focused more on the theme of language use and could not spare time to engage with art
work which takes much times.
Table 3.3 Theme and Engagement Activities Related to Deleuze
Theme

Engagement Activities

Semester Used

Sociopolitical
context

Visualizing Sociocultural Context
Research of Sociocultural Context

Spring 2018
Fall 2018
Spring 2019

Language use

Anomalies in language
Social Context of Language Use

Spring 2018
Fall 2018
Spring 2019

Collectivity

Identity Fold
Author Profiling of Global Children’s
Literature

Spring 2018
Fall 2018
Spring 2019

Creating possibilities
and becoming

Becoming Animal
Nonrepresentational Visual Response

Spring 2018
Fall 2018

Sociopolitical Context. Children are often regarded as innocent and not mature enough
for political discussion (Young-Bruehl, 2012). Children need an opportunity to develop political
perspectives (Short, 2009). This issue is also significant in children’s literature. Sociopolitical
aspects are often not considered in mainstream children’s literature. Even in multicultural
children’s literature that aims at critical literacy, political concerns have often not been presented.
Rather, power structures are presented in a broad way as cultural difference. I came to think that
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it is necessary to read children’s books focusing on political contexts. According to Deleuze,
everything is political in ‘Minor’ literature, while individual concerns are the main focus in
‘major’ literature and the social milieu serves as a mere environment or background. I designed
literacy engagements in which preservice teachers focused on political aspects presented in
global children’s books.
Visualizing Sociocultural Context. Literature is actually a genre of art. According to
Deleuze (1964/2000), what the literature presents is the intensity that affects readers. By
responding to literature in multimodalities, the emotion and feeling of readers are increased.
Also, the image and pictures show readers authentic and realistic cultures, otherwise we only
imagine it through verbal representation. In this study, preservice teachers created digital video
clips. Originally, I asked them to create digital narratives by using either I-Movie or Movie
Maker. I wanted preservice teachers to have experiences of creating digital narratives including
their voices. However, given the short amount of time that they could work on it, I modified this
engagement to create a powerpoint slide show. Preservice teachers collected visual images that
represented the sociopolitical context of the book. They put all the visual images into a
powerpoint file. Then, they put music on the file. As a group they presented the file by playing it
as a slide show.
Research of Sociocultural Context. From previous teaching experiences, I noticed that
preservice teachers were reluctant to engage in discussion of the sociopolitical context of
children’s literature. During the genre study for historical fiction, the majority of students said
that they did not have much interest in reading historical fiction. They also said that history was
one of the most boring subjects in their school experiences. This lack of interest in history
connects to their lack of interest in politics. Preservice teachers said the reason for their lack of
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interest in history is that history does not describe ordinary people’s lives. They said that history
is only about politicians and heroes. I noticed that preservice teachers had difficulty in
perceiving the strong relationship between politics and its effect on an individual's life and on
communities. Their lack of perception of the importance of politics in ordinary people’s lives
was evident in their reading of multicultural literature. When they read multicultural literature,
they mostly felt empathy in the hardships that protagonists go through; however, they did not
take much consideration in pondering the sociopolitical structure which resulted in the hardships.
Consequently, they had superficial understandings of multicultural literature and ignored social
justice issues resulting from the sociopolitical context.
Many global children’s books are written within a strong sociopolitical context. Through
reading these books, preservice teachers could see contexts which are not often presented in
mainstream literature in the US. Through visualizing the sociocultural context, preservice
teachers encountered diverse aspects of the political context. Preservice teachers were able to see
the scene which revealed the effect of politics on ordinary people’s lives. After sharing
powerpoints to the whole group, preservice teachers selected a slide of an image from their
powerpoint, which intrigued them the most and they wanted to learn more about, and researched
the sociopolitical context of the scene as a small group. Because they were intrigued by the scene
and motivated to know what happened in the scene, they actively engaged in research. While
they researched, they collaboratively created a file on Google Drive and wrote up their research
report. After the collaborative research, each student wrote an individual reflection.
Language. Children’s literature is a primary tool for language and literacy. Children
learn how to read through children’s books and these books are usually written in what is
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considered standard English. While doing so, ideological aspects of language are often
disregarded.
According to Deleuze (1987), language is order-word, that is, the purpose of language is
not a neutral act of semiosis but a transferring of power relations. Even though educators
practice critical literacy, the aspect of power relations in language is not always considered,
meaning that critical literacy has often been practiced through a tool that works for dominance.
Illuminating the ideological aspects of language is a significant approach to critical literacy and
global children’s literature can bring rich resources through which readers encounter language
issues.
As Deleuze (1986/1975) argues, the literature written by a writer from a marginalized
group often includes variations of language use. However, in the U.S., the majority of children’s
literature has been written by writers for whom English is their only language. Although there
are differences in dialects across groups and regions, and in bilingual groups, most multicultural
books reflect a stabilized version of English.
Global children’ s literature is written by authors who are often bilingual or multilingual.
Their language uses are inevitably different from those of monolingual English users. Global
children’s literature could be a useful method through which readers encounter a wider range of
language uses to fracture the stabilized power of language.
However, taking a critical stance to language use is not a familiar literacy engagement for
preservice teachers except for those students in the bilingual cohorts. During the first semester of
this study when I had preservice teachers discuss this issue, they were hard to engage. For the
second semester of this study, I created two specified engagements to encourage preservice
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teachers to engage in deep discussion: Anomalies in vocabulary in interlingual text and social
context of language.
Anomalies in Vocabulary. To focus on the linguistic aspect in global children’s literature,
preservice teachers reread the chosen global books and found words that were not familiar to
them. Global children’s literature, along with multicultural literature, presents a culture that
differs from the U.S. mainstream. When students respond to that culture, their understanding can
easily turn to superficial. I think the reason for that is the concept of culture itself is broad and
hard to be specific.
Williams (1983) states that culture is one of the hardest words in English to define and
indicates the contested character of culture. Hall (1996) defines culture as the actual grounded
terrain of practices, representations, languages, and customs of any specific society. Culture is
concerned with questions of shared meanings, that is, the various ways we make sense of the
world. And meanings are generated through signs, most notably those of language. Rather than
approaching the events and story in the global books from the broad notion of culture, I focused
preservice teachers on the vocabulary as a way for students to get to know the culture. While
preservice teachers read global books, I did not talk much about the different cultures
represented in global books, however, by focusing on the foreign or unfamiliar words, preservice
teachers came to be introduced to the culture and actively get to know the culture.
According to Deleuze (1964), learning is essentially concerned with signs. To learn is
first of all to consider a substance, an object, a being as if it emitted signs to be deciphered and
interpreted. As we share what’s on our minds, we not only search for connections we already
have experienced, but we attend to differences (Short & Harste, 1996). Through this strategy,
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preservice teachers could focus on the difference from which their understanding of others could
be enhanced.
Social Context of Language. Preservice teachers discussed the social context of
language use. Global children’s literature presents many situations in which language is an
important issue to the protagonists. Language is not a neutral sign system. Social factors affect
the language. In critical studies, language is regarded as one of the important factors in
understanding power structures along with race, class, and gender. Even though in multicultural
children’s literature, situations in which immigrant protagonists struggle with English are
presented, students’ response to the books remained focused on empathy for the protagonist’s
hardship, rather than looking at the ideological aspects of language. In global children’s
literature, readers encounter many languages and many situations in which language is used.
Encountering the various situations of language use presented in the global children’s literature
was a useful method for preservice teachers to challenge the stabilized monolingual practice of
English-only policies in the U.S.
Collectivity. Many of the challenges preservice teachers experienced in engaging with
critical discussion of multicultural books resulted from their perspectives on children’s literature.
Many preservice teachers said that children’s books should be fun. I agree that personalized
emotion and feelings are a necessity in literature. Readers read books and see how people feel
while they go through the events in a book. Another challenge in critical reading is that
preservice teachers value the role of children’s literature in enhancing imagination. I agree that
children’s literature should enhance imagination. However, readers also need to be able to take
another approach in reading books from a critical perspective. Valuing imagination sometimes
impedes them in bringing a critical lens into reading.
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In critical reading, readers need to consider their identity as a collective self beyond the
personal and individual self. Collective identity is based on the perspective of looking at an
individual as a social object (Snow & Corrigall-Brown, 2015). It is based on the premise that
identities are rooted in the requisite conditions for social interaction. The essence of collective
identity resides in a shared and interactive sense of ‘we-ness’ and ‘collective agency’.
Most responses to multicultural literature focus on recognizing hardships of the
protagonists and creating empathy which are mostly about personalized appreciation. Deleuze
(1986/1975) states that the third characteristic of ‘Minor’ literature is collective enunciation
where authors efface their personalized self and characters represent their social groups. Students
need literacy strategies through which they can see their collective identities. I designed two
literacy strategies: identity fold and author profiling of global children’s literature.
Identity Fold. Preservice teachers looked back on their lives and drew a Journey Map in
which they recalled challenges and hardships that influenced who they are today. After that,
preservice teachers identified themselves as a social identity, for example, as related to race,
class, gender, and language. Then, preservice teachers folded a piece of paper in an accordion
fold to have eight rows. At the top row, preservice teachers wrote their identified identities.
From the second row to the seventh row, they wrote six lived experiences related their identified
identity. At the bottom row, they wrote their names. After they created Identity Fold, they shared
their identity journey. In class, I created my own Identity Fold and showed it to preservice
teachers as an example (Figure 3.1). In the example, I identified myself as a person who speak
Korean as a marginalized language and looked back on my lived experience related to language
identity.
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The objective of this strategy was to have them perceive that the hardships are ongoing
challenges. Even though they could overcome a single hardship, there might be another
challenge that results from the power structure of the society. Students could examine
themselves as a subject who is constrained in sociocultural relations and norms so that they
could see themselves as a social subject.

Figure 3.1. Example of Identity Fold
Author Profile of Global Children’s Literature. At the beginning of the semester,
preservice teachers did an assignment, Author/Illustrator Profile, which is described earlier in
this chapter. Preservice teachers did the same work, but this time for the author of global books.
Some authors were from the same sociocultural group as the protagonist, other authors were
White. Preservice teachers researched how the author’s lived experiences related to the book.
For the authors who wrote about other sociocultural groups, preservice teachers focused on the
ways that the authors got to know about that cultural group. I designed this activity with two
objectives. One was to have preservice teachers perceive how an author’s lived experience is

84
related to collective identity. The other objective was to see how collectiveness could be created
heterogeneously. Traditionally, most children’s books have been written by mainstream authors.
Through multicultural education, authors from marginalized sociocultural groups are encouraged
to share their stories. Mainstream authors who write the story about other groups are challenged
to represent these groups and have been criticized for the lack of authentic understanding of the
culture and their perspectives and ideologies which have been developed through their lived
experiences and social positions. However, I wondered whether the notion of collectivity should
be restricted within the same identity border, and how creating new possibilities can cross the
border of identity. Some of the books that preservice teachers selected are written by authors
who are not from the protagonists’ sociocultural group. Through this activity, preservice teacher
could examine the issue of crossing borders.
Creating Possibilities and Becoming. The basic concept of critical literacy has been
discussed in terms of power structures in a society. Many discourses are located in the power
disparity between the powerful and the powerless. While doing so, critical literacy is thought of
as an emancipatory project through which the powerless gain power. Many literacy studies delve
into the empowerment of the powerless and spaces for the voices of a marginalized group. The
discourse of identity has been a crucial issue in critical literacy. The notion of identity creates a
distinct notion of being. The discourses of identity focus on clarifying who I am with the premise
that the being is something that is established and fixed. Instead, the notion of becoming focuses
on change and transformation. The demarcation between beings is blurred. When people
encounter other things or beings, they inevitably affect each other. I argue that critical literacy
should be dedicated to creating this space of transformation. Furthermore, the transformation
should be accepted as part of being that can be changed. And, what is changed and transformed
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is the thing that has not existed before. For embodying this notion in literacy, I adapted two of
Deleuze’s ideas, becoming animal and nonrepresentational thoughts to create two response
strategies.
Becoming Animal. I showed preservice teachers paintings by Francis Bacon (Figure 3.2
and 3.3) and they adopted the artistic style and painted themselves as being an animal. After
preservice teachers reflected their hardships through the Identity Fold activity, they painted
themselves transformed to a certain animal (Figure 3.4 and 3.5). Students were encouraged to
mimic the style of Bacon’s art in which organs and figures are de/reconstructed to depict the
intensity of the spirit which they related to themselves. After painting, they wrote a reflection
describing their paintings. According to Deleuze (1987/1980), becoming animal is an act of
movement from the constant major universality to the variable minor molecular Self. It is a
deterritorialization in which subject no longer occupies a realm of stability and identity (Bruns,
2007). I designed this activity for the objective of having preservice teachers encounter intensity
in themselves around endless transformations while they have been put in specific contexts
which generate power structures.

Figure 3.2. Study after Velázquez's Portrait of Pope Innocent X (Bacon, 1953)
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Figure 3.3. Three Studies for Figures at the Base of a Crucifixion (Bacon, 1944)

Figure 3.4. Elsa’s Painting of Becoming Animal (November, 2018)

Figure 3.5. Rebecca’s Painting of Becoming Animal (April, 2018)
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Nonrepresentational Visual Response. Preservice teachers find it difficult to understand
the notion of becoming. Preservice teachers’ engagement in becoming an animal remained at the
level of the imitation of an animal. According to Deleuze (1987/1980), becoming is not imitating
identifying with something. Becoming others is not being them, being like them, nor standing in
for them. Rather, becoming other is a key threshold for a line of flight that passes beyond the
binary distinctions that define and confine our lives. Becomings are molecular
deterritorializations, that is, effects destabilizing dominant molar forms and relations (Sotirin,
2011). In critical literacy, the strong identity project resulted in our epistemology being
developed and reinforced in an established form. I argue that critical literacy should involve how
we destabilize and fracture an established form, such as a structure of society, in an identity
project, and in epistemology. I designed a nonrepresentational visual response through which
readers could experience destructing the form and thought and crossing the borders. In class, I
explained the artistic style, comparing nonrepresentational art to representational style and
abstract style. After preservice teachers knew the different characteristics of artistic styles, they
responded to global children’s literature by painting a nonrepresentational visual response.
Students focused on presenting the sensation they felt. Students were encouraged to try to paint
their perceptions, not connected to any logical meaning.
Data Collection
For three semesters, sixty-eight preservice teachers were enrolled the course and
sixty-three of them consented to participate this study. After three semesters of conducting
research, I collected sixty-three participants’ artifacts and reflections that they produced
throughout semester as data for analysis. I thoroughly read all the sixty-three preservice
teachers’ artifacts and reflections. While I was reading data, I looked for statements and
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reflections that are closely connected to the purpose of this study. Some of the participants’
papers include close connection to the focus of this study, while others are not much engaged
with the focus of this study and are not much different from the usual preservice teachers’
reflections as noted through my previous teaching experiences. I selected the papers, which
include statements that are closely connected to the purpose of the study and offered insightful
reflections, and used those selected preservice teachers’ work from each semester as data for this
study.
Data was collected during normal class engagements and there were no additional
assignments outside of the usual requirements for this course. Data for this study consist of three
types: contextual data, secondary data, and primary data.
Contextual data came from the regular class activities through the semesters. Because I
was teaching the course, I had access to large amounts of possible data from regular classroom
activities and assignments throughout the semester. These data helped me get a comprehensive
understanding of the participants. Also, participants could understand the unique characteristics
of global children’s literature in relation to general children’s literature. These data came from
the weeks in which we explored the different genres of children’s literature and were not directly
related to the focus of this research study, but to other goals for this survey class on children’s
literature.
The primary and secondary data came from the class sessions specifically focused on
global literature near the end of the courses. This data consisted of the Deleuze response
engagements and preservice teachers’ reflections on these engagements and were gathered over a
four-week period. Secondary data refers to the data collected through response engagements that
were not primary data. It was a challenge for preservice teachers to perceive the value and
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genuine characteristics of global children’s literature. To ponder the topics for each research
question, we needed preliminary engagement activities. The secondary data was also used to
provide deep and wide understanding of the primary data.
After reading all of the data from the engagements around global literaure, I selected the
primary data in which preservice teachers reflected on influential characteristics of global
children’s literature. I used primary data for in-depth analysis and used secondary data to
confirm or disconfirm research findings from this analysis.
Contextual data included reflection papers and artifacts from the regular course
curriculum and genre studies, including Responses to Readings, Weekly Reflections, Literature
Reflections, Research reports, Read Aloud Reflections, Author Profiling, Choice Inquiry Project
Paper, and Mid-term and Final Reflections. Students submitted their written papers on D2L
throughout the semester. Students’ artifacts consisted of paintings, worksheets, and presentation
powerpoint files. Secondary data and primary data from responses to global literature are
organized based on the research questions as follows:
Table 3.4 Research Questions and Data
Research questions

Secondary Data

How do preservice
Powerpoint file of
teachers respond to the
visualizing sociopolitical
sociopolitical context in
context
global children’s literature?

How do preservice
teachers respond to
language in global
children’s literature?
How do preservice
teachers respond to
collectivity in global
children’s literature?

Primary Data
Weekly Reflection about
sociopolitical context
Group research report with
reflection about Sociopolitical
context
Final Reflection

Artifact of Anomalies in
Language

Weekly Reflection about
language use
Group research report with
reflection about language use
Final Reflection

Artifact and Reflections
of Identity Fold

Weekly Reflection about global
children’s literature
Group research report with
reflection about Sociopolitical
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context
Final Reflection
How do preservice
teachers respond to global
children’s literature
through
nonrepresentational visual
response?

Paintings and Reflections
of Becoming Animal

Paintings of nonrepresentational
visual response
Weekly Reflection about
Nonrepresentational Visual
Response

Data Analysis
I analyzed data in a combination of three analysis frameworks; Interim analysis, critical
content analysis, and constant comparative analysis.
Interim Analysis
According to Miles and Huberman (1994), data analysis begins early in a qualitative
study and qualitative researchers alternate between data collection and data analysis. This
cyclical or recursive process of collecting data, analyzing data, collecting additional data,
analyzing those data, and so on throughout the research project is called interim analysis. Given
this study was conducted as a regular course, I, as an instructor, continually reviewed the data
and reflected on my teaching. Continuous reflection and ongoing analysis of the data allowed me
to change the course as needed to enhance learning for the preservice teachers. I began making
sense of data at the moment of collecting the data. This analysis of data is an ongoing process
that occurred throughout the study rather than at the end of it. Interim analysis allows the
researcher to make changes to data collection strategies during the study based on problems and
questions that arise when analyzing the data. Interim analysis is part of continuous, ongoing
reflective planning of an action research study (Hendricks, 2009). This dissertation study was
conducted through three semesters. Based on my interim analysis, the primary data for this study
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was collected throughout three semesters, so differed for each semester and changed depending
on the semester’s specific situation and focused questions.
Critical Content Analysis
Intensive data analysis started over summer 2019. The intensive analysis was framed in
critical content analysis. According to Short (2017), critical content analysis focuses on locating
power in social practice in order to challenge conditions of inequity. Critical content analysis
involves bringing a critical lens to an analysis to explore the possible underlying messages
within those texts, particularly as related to issues of power. The content of texts are interpreted
through coding and identifying themes or patterns, with the actual approaches ranging from
impressionistic, intuitive, and interpretive analyses to systematic quantitative analyses (Hsieh &
Shannon, 2005). Krippendorff (2003) sees content analysis as a research technique for making
replicable and valid inferences from the texts to the contexts of their uses.
I archived all contextual data and primary and secondary data from D2L and google drive
into my computer. I took digital photos of paintings and artifacts, and saved them on my
computer. I created a subfolder for each learning activity and coded them with identification of
the research question, data category, and date. For example, the reflections on the sociopolitical
context, which are primary data for research question 1 and were submitted on D2L with the due
date on March 2nd in Spring 2018, were coded as ‘RQ1FD-181SP0302’. I added ‘1’ for spring
and ‘2’ for fall to put them in chronological order.
I read through all the data several times and highlighted phrases or ideas that I considered
to be an influential perception to answer the research questions. I also annotated my initial
responses, connections, and questions. I reread all of the highlights and notes and then created
excel spreadsheets as an analysis chart. I put preservice teachers’ names on the first column and
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wrote primary data sources on the first row. I wrote key words on each intersecting cell. After
that, I categorized the key words by coloring the cells with the same color.
Constant Comparative Analysis
Constant Comparative Analysis is a data analysis method in grounded theory. Grounded
theory is a qualitative methodology for developing theory that is grounded in data. Glaser and
Strauss (1967) counter the tendency in research studies to focus on theory confirmation, rather
than on theory generation and construction. For grounded theory, the theory is inductively
derived. Induction is a bottom-up approach based on original data. Constant comparative
analysis involves the constant interplay among the data and the developing theory. It is important
that the researcher is effective in thinking about what kinds of data need to be collected and what
aspects of the already collected data are the most important for the grounded theory. It involves a
mixture of analytic thinking ability, curiosity, and creativity. The theoretically sensitive
researcher is able to continually ask questions of the data in order to develop a deeper
understanding of the phenomenon (Johnson & Christensen, 2008).
During analysis, I categorized preservice teachers’ reflections and tried to find patterns
and occurring themes; however, I also focused on finding unique reflections from the data that
could be instantiations of Deleuze’s ideas. Even though in this dissertation study, I specifically
examined preservice teachers’ responses and looked at the effect of Deleuze’s theory, the
foundational purpose of my future long-term study is to develop approaches to critical literacy.
Through the analysis and throughout this study, clarifying theories and adopting theory into my
practice, which are data sources, and analysis were crucial and pivotal processes as a researcher.
For the unique reflection from the data, I tried to interpret and describe them deeply, utilizing
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preliminary data and basic data to get holistic understandings of the participants, and tried to
understand how those analysis could be developed as a literacy theory, inductively.
Conclusion
The research methodology of this study was a combination of action research, and
formative and design experiments. This study was conducted in a children’s literature course in a
teacher education program for three semesters and sixty-three preservice teachers participated.
For this study, I created response engagement activities to adapt Deleuze’s theories into critical
literacy in four different topics: Sociopolitical Context, Language, Collectivity, and Creating
Possibilities and Becoming. Preservice teachers responded to global children’s books using those
response engagement activities. Data were collected from preservice teachers’ ongoing learning
activities throughout the course and categorized into contextual data, secondary data, and
primary data. I analyzed only the primary data and the other data were used to confirm the
findings. Data analysis was framed in interim analysis, critical content analysis, and constant
comparative analysis.
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CHAPTER FOUR: FINDINGS: CREATING DIFFERENCE
Founded on Deleuze’s theories, this study examined preservice teachers’ responses to
global children’s literature to explore critical literacy. Through the analysis, two themes emerged
as significant aspects of critical literacy: creating difference and becoming. I believe that creating
difference and becoming are significant aspects of critical literacy that should be considered in
implementing critical literacy in the classroom. In chapter four, I describe preservice teachers’
responses in terms of creating difference. And then in chapter five, I describe preservice
teachers’ responses in terms of becoming.
By creating difference preservice teachers were able to make a fracture in their strongly
established and stabilized ways of thinking. Global children’s literature brings rich contexts and
events, which are unfamiliar to preservice teachers and differ from their previous experiences.
Focusing on this unfamiliar difference through the lens of Deleuze and Guattari’s theories,
preservice teachers created the moment of fractures in their firmly stabilized perspectives in
politics and language.
In this chapter four, I first describe preservice teachers’ previous experience of
multicultural education and their perceived difference between these previous literary
experiences and global children’s literature. And then I describe how preservice teachers
responded to global children’s literature through the engagements designed to adapt Deleuze’s
theories. By reading global children’s books through Deleuzian lens, preservice teachers
encountered differences that enhanced their awareness of political being and recognized various
aspects of language.
Previous Experiences of Children’s Literature
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At the beginning of semester, preservice teachers looked back on their previous
experiences of literature, remembering their old favorite books. After reading many global
children’s books through the semester, preservice teachers revisited their old favorite books and
compared their old favorite books with global children’s literature. Preservice teachers discussed
the difference as connected to their experiences of multicultural education in K-12 education. I
describe preservice teachers’ previous experiences, along with my teaching experience, which
was used as a starting point where I could articulate the research problems and a guidance for me
to design this study.
My Old Favorite vs Global Children’s Literature
I wanted to know whether or not there is any difference in preservice teachers’ approach
to global children’s literature from mainstream children’s literature. I wanted to know how
preservice teachers perceive the unique characteristics of global children’s literature, which are
new to most of them. Many of preservice teachers’ approaches in reading global children’s
literature was same as the approach that they took for reading their old favorite books. Some of
them recognized the difference, however, still, their perceived differences allied with a
traditional appreciation of literature which focuses on personal perspectives. They perceived
some difference but they attributed the difference to personal and non-sociopolitical factors.
They attributed the perceived difference to age level or ambience. On the other hand, some
preservice teachers approached the difference with a very critical stance. Preservice teachers
perceptions were different in a wide spectrum. These initial investigations made me think that we
need to develop specific literacy methods to guide the reading of global children’s books to be
connected to critical literacy.
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Sameness of individual character traits. Susan’s old favorite was Eric Carle’s books and she
compared these books with Never Fall Down, with a focus on similarity. Susan sees similarities in
comparing these books. Susan wrote that;
Well growing up I loved to read picture books written by Eric Carle. I loved the
technique he used to create beautiful pictures as well as the moral of his stories. …Eric
Carle does a great job at presenting common themes found in children's books like the
importance of patience. …It is argued that …the common one talked about is how
important it is to have patience. The caterpillar was never in a rush, it did its own thing
and did not rush through life to become a butterfly. On the other hand, Patricia
McCormick teaches themes through tackling horrible times in history. This novel does a
perfect job of showing the harshness of the world, the way humans can treat other
humans, and how much politics affect the people. It warms my heart to see that the main
character went to hell and back and there were multiple times he felt that his soul had
died but it never did. It never did because he did not let it. Never Fall Down was a very
heavy read but did it open my eyes (November, 2018).
Susan’s old favorite books focused on morality and patience, as virtues that children should learn.
On the other hand, morality and patience are virtues connected to conformity of what is established,
rather than challenging them. Children are taught to follow the moral and to endure patiently. While
doing so, what she fails to do is to question why the moral matters and whom the moral benefits. She
was not making space to question the existing norm, instead, praising following it.
On the other hand, Never Fall Down deals with a horrible time of genocide in history.
Susan commented that what the book showed was related to history and how politics affected
people. However, what was most significant to Susan is the protagonist’s strong will of hope.
Even though Susan felt empathy with the protagonist’s harsh situation, what Susan illuminates is
the personal characteristics of the protagonist.
Even though critical theory aims at a critical understanding of society and getting
involved in social action, what is valued in her reading is the personal characteristics of the
protagonist that is far away from social change. Susan reads the protagonist’s individual
characteristics which is the same approach she took while she read her old favorite.
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Difference in age level. Amy’s old favorite book is the Magic Tree House series and she
compared these books to Tropical Secrets. Amy wrote that;
They also teach children important history. They see the importance of children knowing
and understanding important events that have happened in the past. They are mostly
different in the historical event that they teach. Osborn teaching history more about
dinosaurs, knights, and Eygeption history. Engle writes for older children which makes it
a little easier to write about bigger, horrible historic history. Engle writes for older
children and is able to discuss more severe history events. She writes more in the
perspective for Cabins. She also writes more in a poetry format. Osborn writes more for
the younger children about softer history (November, 2018).
Amy describes the difference between the author of her old favorite books and the author of
global literature. She differentiates the history that both authors focused on as softer history
versus bigger and horrible history. She says that dinosaurs, knights, and Egyption history are
softer history, but history in global children’s literature is bigger, severe, horrible, and historic.
She perceives that history is a broad subject and global children’s literature provides different
contents of history than her old favorite books. However, Amy attributes that difference to age
level, rather than to the inherent characteristics of global literature. She attributes the reason of
difference in the books to the age level for which those books aim.
Difference in ambience. Nora sees the difference between her old favorite book and
global children’s literature as;
My old favorite author and the author of global children’s literature are polar opposites.
Lemony Snicket was a children’s novel author for the genre of horror, creepy, and dark
stories. Whereas the author of The Red Pencil, Andre Davis Pinkney is a children’s
author with books that are filled with hope ….This series of work has affected me in the
way that I look at everything kind of cynical and I believe its the fact that my favorite
series was a cynical story with no happy endings. Andrea Davis Pinkney’s story about
The Red Pencil is a story about a young girl Amira who goes throughout life wanting an
education while also experiencing trauma and dangers but never loses hope. Reading this
book was an eye opener to the problems around the world that young people face in these
areas (November, 2018).
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Nora’s old favorites were horror, creepy, and dark stories, that built her perspective as being
cynical. She read The Red Pencil and pointed out the main difference as hope. Amira, protagonist
of The Red Pencil, experienced trauma and dangers through her life, however, Amira did not lose
hope. Anissa’s lived experience as an American is far different than the trauma and danger of the
Sudan. Her education was not something that she was eager to get. She had a safe and affluent
life experience, compared to that of the Sudan, and so does not experience eagerness for
education. She liked cynical books that affected her perspective of being cynical in everything.
To Nora, global children’s literature shows different ways of living life. Nora focuses on Amira’s
overcoming personal aspects and was inspired by Amira’s overcoming hardship by not losing
hope, both of which are about a matter of personal sphere. Reading global literature gives her an
opportunity through which she could look back over her reading habit and reflect on how she has
been shaped by reading certain books. To Nora, reading global books was an eye opener to the
problems she was not aware of, and she came to think how Amira’s life was affected by her
social and political context.
Difference in context. Elsa’s old favorite author was J.K. Rowling and she compared her
to the author of Inside Out and Back Again. She wrote that;
When I was a young kid, I really admired the author, J.K. Rowling because she really
brought out my imagination and creative side that I had never seen before. She will
always be a huge inspiration in my life. She never failed to entertain me.…One of the
books I read was a really good book about the Vietnam War. This was such a horrific
event because war is never a fun thing. When war happens, tragic events happen like
innocent people are dying or being killed, families are having to flee because it is
dangerous, and families are getting separated from their loved ones because it is very
chaotic. The book “Inside Out and Back Again” written by Thanhha Lai, was a very
powerful book about the dangers of this war (November, 2018).
Elsa’s old favorite author was J. K. Rowling for the reason that her book inspired her imagination
and creativity. Reading her old favorite book was fun. On the contrary, Inside Out and Back
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Again was not an entertaining story because it deals with a horrific event. Elsa’s writing
indicated that she came to know how war affected ordinary people. She focused on how innocent
people’s lives inevitably were affected by the social situation. No matter how innocent, that is, no
matter how a person is not involved in political agenda, people are connected to the political
event and live their lives as a political being. This is the very characteristic that Deleuze and
Guattari (1976) posits as a ‘Minor’ literature. Everything is political. Global literature can
provide the context in which political background is presented. Elsa wrote that;
By reading about this book, you have true facts on knowledge from this war because the
author is telling it from her perspective.…you gain so much knowledge about the event…
Lai explained very well and it helps students understand how dangerous the past was. We
have come very far in rebuilding societies. … This book really had me on edge… We all
gained a better understanding of historical events (November, 2018).
Elsa gained knowledge about the Vietnam War. She must have had some previous knowledge
about the Vietnam War, but did not describe this previous knowledge. The knowledge that Elsa
gained from the book seemed to be meaningful to her by putting her on the edge. Elsa saw the
social context in which she grew up as different from that context. She seemed to perceive that
the history is connected now even though she is far from that historical moment.
Critical stance. As an instructor, I noticed that preservice teachers have difficulty in
taking a critical stance on their own favorite books. Tiffany’s old favorite author is Beatrix Potter.
Tiffany wrote that;
Beatrix Potter wrote books and told stories that took us on adventures and encouraged us
to do what was right, but she never spoke of anything of substance. Beatrix never talked
about her struggles or the life of an individual in England or any other country for that
matter. I believe she revealed numerous issues in the misadventures of a squirrel or rabbit,
but it was never too much for a child to decode and comprehend. Beatrix was a quiet sole
and now that I ponder this question, I see how she escaped through her writings and
misadventures of her characters. She never came out and said it, but she shed light on her
life through the animals of her books (November, 2018).
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Beatrix Potter is the author of The Tale of Peter Rabbit. Tiffany points out that the books
encourage readers to do what is right. What is right is the concept that presupposes the criteria or
norm. It is the legitimated value and knowledge of a society. The book contains the value and
norm of the society with the intention that readers obtain and be compliant with it.
Tiffany criticizes the lack of substance. The reason for the lack of substance is the absence of
struggles or the life of the individual by using animal characters. Misadventures of animals fall
short of inviting children to comprehend real life struggles that actually exist in human life.
Consequently, the represented struggle and aspects of real life are simplified without substance.
Tiffany also wrote about benefits of ‘Minor’ literature;
Minor literature authors, in my opinion, are bolder when revealing the beautiful and ugly
truth about more pressing matters, since youth readers are more capable of handling and
in tune with what’s happening in and outside of their lives (November, 2018).
Tiffany wrote that global children’s literature deals with more pressing matters of life, not only
beautiful aspects, but also ugly aspects. Authors are bolder in revealing the beautiful and ugly
truth. She thinks that these books are good because youth have the ability to handle what happens
in their life. She valued their capability. She thought that youth could be in tune with what is
happening to their lives. Tiffany wrote that the main difference of global children’s literature is
in revealing pressing matters.
Multicultural Literacy
In discussing their reflections comparing their old favorite books to global children’s
literature, preservice teachers also discussed their experience of multicultural education as
children in K-12 schools. Preservice teachers looked back on their experience of activities
implemented in literacy and educational programs. The discussion was meaningful in various
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perspectives, however, I specifically examined their reflections to see what preservice teachers
thought about the value of multicultural literature in literacy education.
Multicultural literacy as inquiry. Audrey wrote on her Weekly Reflection that;
It is crucial for literature to avoid cultural tourism by only including information about
holidays and food and surface-level information about the practices of a culture, not about
what makes them unique. It is especially important at a young age to instill the ideas of
diversity in children so that they have a view built on curiosity and a desire to learn more
about a people than an idea of diversity built on ignorance or misunderstanding
(November, 2018).
Audrey criticizes superficial understandings of multicultural education. She is saying that
multicultural literature should make each culture ‘unique’. Even though diversity has been a
primary issue in multicultural agenda, Audrey is evaluating her experience of multicultural
education as far from this goal. Multicultural education failed in illuminating the uniqueness of
each cultural group. Each cultural group were introduced to students all the same as an Other
who is not White/US, a practice of dichotomy. Finally, Audrey is concerned that multicultural
experience could end up building ignorance to other multicultural groups. She is assuming that
the unsatisfactory result of her multicultural experience is misunderstanding those cultural
groups. Audrey suggests that multicultural education should not be tourism, but should build a
deeper view. The purpose of education should be to build a perspective and it should connect to
epistemology. Audrey is explaining a view as something that facilitates curiosity and desire to
learn. What Audrey expects from multicultural education is an epistemological change that could
ignite her learning.
Multicultural literacy as a transformation. Further, Audrey wrote that;
Diversity isn’t about being tolerant of a people; the term tolerant is used to infer that what
is being tolerated is something annoying or bothersome. Diversity is about acceptance
and being informed about the views, experiences, and backgrounds of other cultures so
that together all people can focus on other issues (November, 2018).
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Mainstream culture is regarded as a norm while other cultures are something that should
be understood and accepted into mainstream culture. In this process, tolerance has been valued as
one of virtues that students should cultivate to understand others in multicultural and inclusive
education. On the other hand, there is an argument that tolerance has been appropriated to
maintain the established legitimacy despite growing inequalities among different social and
cultural groups (Tonder, 2013). According to Marcuse (1965), tolerance has become repressive
because it no longer marks an opposition to established order and homogeneity, but instead
serves the privileged that claims the mantle of tolerance in order to protect itself against new
demands from the marginalized. As Audrey states, tolerance has been criticized in liberal
democratic society is that tolerance makes people passive in dealing with difference. Deleuze and
Guattari (1983/1972) admitted that tolerance involves a refusal to act that can make people desire
their own repression. However, according to Spinoza, the practice of tolerance could be a way of
entering into new, more empowering relationships (Sharp, 2013). Deleuze (1994/1988) posits
that no one knows ahead of time the effects one is capable of and that the lasting prudence is
mobilized as part of an attempt to create new compositions in any given text.
Audrey feels tension in the complexity of tolerance and its operation in living with others
in a sociocultural context. However, Audrey perceives the importance of being informed about
other people. Audrey is ready to be affected by others and to transform herself to create new
possibilities. We need to provide students with reading programs and strategies that facilitate
their transformation to create new possibilities yet to come.
Global Children’s Literature as Critical Literacy
Preservice teachers reflected on many of the aspects of global children’s literature and its
influence on education. They perceived that global children’s literature would enlarge their
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understanding of others and deepen their critical stance in education. However, their approach
and focus are varied and adventitious. Most preservice teachers took the same stance in
approaching global children’s literature as they do for reading mainstream books. Other students
appreciated global books for focusing on differences from the books they read as children.
Global children’s literature is a unique genre that could enlarge students’ reading experiences.
Even though preservice teachers perceive the importance and unique characteristics of these
books, there are not reading programs designed for reading global children’s books. We should
delve into how to use this specific genre of literature to deepen our understanding of others and
to deepen the practice of critical literacy. Teacher education programs need to provide preservice
teachers with more refined and constructed experiences and knowledge of reading global
children’s books. It is necessary to develop reading strategies through which global literature
could be appreciated appropriately to its unique disposition. For this purpose, drawing on
Deleuze’s idea, I examined how preservice teachers incorporated Delueze’s ideas in their reading
of global children’s literature and how their perspectives changed.
Awareness of Politics and Political Being
Deleuze and Guattari (1986/1975) argue that everything is political in ‘Minor’ literature.
In mainstream literature, the individual concern is the focus and the social milieu serves as a
mere environment or background. In ‘Minor’ literature, in contrast, individual concerns connect
immediately to politics. Understanding the context of literature is necessary in reading literature,
however, not much consideration is given to sociopolitical context, beyond checking only when
and where the story happened as a background setting. The terms of social, historical, cultural,
and political are lumped together into the term of context, and are rarely discerned as political
aspects separate from other sociocultural factors, especially when reading children’s literature.
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In this study, preservice teachers inquired into the political context of the global
children’s books. After the inquiry, preservice teachers reflected on how the inquiry affected
their reading of the book. Findings show that by examining the political contexts of global
children’s literature, preservice teachers understood the political effects on individuals;
encountered unfamiliar politics that were different from their previous knowledge, and perceived
that global children’s literature could provide opportunities to develop a political stance. On the
other hand, the political aspects presented in children’s literature reaffirmed preservice teachers’
established political perspectives and their privileged ideology was not challenged.
Understanding the Political Effects on Individuals
According to Short (2012), stories are the way our minds make sense of our lives and
world. We work at understanding events and people by constructing stories. Literature contains
many stories. Readers came to understand the context and the protagonists’ act through creating
stories weaving the events provided in the literature. Stories and events, which are presented in
global children’s literature, are strongly related to the political situation. Readers could perceive
the importance of political effects that affect every single event that characters undergo.
Effects of politics on events and narratives. Historical and political knowledge that
students obtained through content literacy are not enough in understanding its effects on the
ordinary lives of characters. The content knowledge of a certain political system is not detailed
enough to perceive how it affects ordinary people’s lives. Rebecca read Shooting Kabul and
wrote that;
The story is about family, faith and prejudice but these sentimental plots
are born from the unfortunate consequences of political agendas and
disparities. …Some of the effects of the Taliban on the citizens on the
environment include forcing religious minorities to wear bands that
identified them as non-Muslims. Women were forced to cover themselves
even if they were not Muslim. The use of internet, playing cards, reading
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and board games were banned because they apparently did not align with
Islamic law. This historical context gives a clear view into the influences
that played a key role in the lives and decisions of the characters in
Shooting Kabul (April, 2018).
Rebecca perceives the role of political influence in the story. She states that the personal events
are the consequence of political agenda. She lists real life examples implemented by the Taliban
regime. These politically influenced examples help her to understand the lives and decisions of
the characters. These depictions of ordinary lives can be understood more easily when she sees
them through the lens of the political agenda of the Taliban regime. If we see only the
phenomena of life in another culture and country, it is hard to overcome traveler’s perspective
and easily ends up in celebrating the culture and cultivating conservative tolerances.
Enhanced understanding of marginalized groups. Knowledge in history helps
readers to understand the present phenomenon by looking at what has happened beyond what
readers see now. Global children’s literature helps preservice teachers to understand immigrants
by understanding the reason and context of why they have to leave their home country. Alice
read Inside Out and Back Again and wrote that;
The political context of the novel influences the text greatly. For example,
if the story was set during another time, the families immigration would
have been very different, and the family may have never left Saigon at all.
Knowing the full political context is rather important to understanding the
full impact of the story. If I use this book in my classroom, I would want
to first do at least a cursory lesson on the Vietnam War, so my students
understood why it was so dire that the family flee their home (April, 2019).
Inside Out & Back Again portrays a Vietnamese family’s journey of immigration to the United
States. In the U.S., there are many immigrated people. A multicultural perspective which focuses
on their marginalized status in the U.S. tends to overlook a diverse immigrant group’s specific
issues and situations and only puts them in a box that is labeled as immigrant. They are only
positioned as an immigrant, a marginalized group in the U.S., and do not take into consideration
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the reason for their immigration. It fails in deeply understanding their lives. Their way of life is
strongly bound by political issues both in their home country and in the U.S. The war is the most
important reason for Ha’s family to leave Vietnam and readers should not overlook the reason
and effect of the involvement of the U.S. in the war. Approaching the book from the lens of
global political issues is necessary to get deeper understandings of an immigrant’s trajectory of
life outside and within the U.S.
Encountering Unfamiliar Political Context
Preservice teachers have developed knowledge through their learning, however, the
knowledge that they have developed was often nourished with limited resources and experience.
Reading global children’s literature provided preservice teachers with resources that go beyond
their previous ones. Especially, illuminating political aspects of the global children’s literature
enriches their reading experience with various knowledge and perspectives that were new to
them.
Unvoiced history and politics. A group of students read Tropical Secret and wrote that
they came to new knowledge. Dora wrote that;
This book teaches American students about a lesser known aspect of
World War 2 and the Holocaust. I personally didn’t know Cuba’s part in
accepting refugees and hadn’t considered the effect the war had on other
countries. I learned a lot about the social and political context of Cuba
during this time period (November, 2018).
Dora realized that her knowledge of World War II is partial. Even though World War II is the
world war that many countries around the world were involved in, preservice teachers’ perceived
knowledge of World War II was limited and only related to America. Through focusing on the
political aspects of Tropical Secret, Dora describes that she came to know how Cuba engaged in
World War II, which she did not know and had not considered.
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Counter narratives of history and politics. Knowledge is also expanded through
encountering counter narratives. Preservice teachers encountered knowledge contrary to their
previous understandings. Nadia read Tropical Secret and wrote that;
This story introduces the struggles that the Jewish people went through
after escaping Nazi Germany. I thought that the United States accepted all
Jewish refugees. However, I learned that that was not the case (November,
2018).
Counter narratives are stories/narratives that splinter widely accepted truths about people,
cultures, and institutions as well as the value of those institutions and the knowledge produced by
and within those cultural institutions. Nadia believed that the United States accepted all Jewish
refugees at that time, but she came to know that it was not true. Nadia’s knowledge of history
became challenged by reading global literature. It is Nadia’s interpretation and her own meaning
making in a certain context, which is provided to Nadia in this reading experience. Global
children’s literature provides opportunities of encountering different contexts and viewpoints.
Global children’s literature is written under the context of different countries in the world. Since
modern times of nation states, politics and the recording of history depend on each nation,
people’s minds are shaped by knowledge that is produced within the border of each nation.
Global children’s literature can provide historical facts that are omitted in the national context of
knowledge, and so can shape knowledge differently.
Critical reflection on the U.S. history and education. Natalie read When My Name Was
Keoko and acknowledged that she obtained knowledge that she did not know before. Moreover,
she states that the point of view is limited by that of the U.S. Limited resources inevitably result
in narrow perspectives. Preservice teachers’ previous knowledge built a point of view that is an
American perspective for the global event. Through reading global children’s literature and
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focusing on political aspects, preservice teachers gain not only expanded knowledge but also
different perspectives. Natalie read When My Name Was Keoko and wrote that;
Being part of the United States, many of its residents only learn about
history from the American point of view, that aims to make everything
seem patriotic and good; but in fact this is far from reality. In the War,
many other countries greatly struggled during the war and this book
showed what happened to Korean people. As learners of history, we
should be informed with all the aspects of the war, especially from what
could be considered the minor point of view. This book had a great value
that informs readers about the history of what happened and gives a more
personal story of how it affected Korean people (November, 2018).
The historical context of When My Name Was Keoko is World War II and, specifically, the
political context in Korea is its colonization by Japanese imperialism. During 36 years of
colonization, Korean people suffered and were exploited by the Japanese imperial government.
Preservice teachers stated in discussion that they had never heard of how World War II
influenced places other than the U.S. and how it affected people in those places. As Natalie states,
history should deal with as many aspects of the event as possible, with extra attention on the
points that have been silenced. Global children’s literature provides knowledge that has often not
been heard in the U.S.
Furthermore, global children’s literature provides the opportunity in which preservice
teachers could review American perspectives, which have been developed in them. Natalie
reviewed the American perspective on war and criticizes the patriotism embedded in the history
and wars. Natalie argues that the history she learned in schools is aimed at American people to
be patriotic and to make them believe that America is a good country, which is far from reality.
She appraises that American history imposes patriotic perspectives and falsifies the reality
through education.
Opportunities of Developing Political Stance
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Children refer to a group of people who are at a certain age before they become adults
and prepare for adulthood. They are regarded as innocent and inexperienced and so they need
guidance and protection. According to Young-Bruehl (2012), childism is a prejudice against
children and view of the child as immature so adults deny children’s agency and capacity for
choice and expression of their reasoning. Especially for political aspects, children have been
denied their rights as a political being. By reading global children’s literature, children can have
opportunities to be open to political discourse and to develop their political stance. Nora
reflected on the reading strategies and class activities and discussion, which focused on political
aspects of global children’s literature, and wrote that;
Global children’s literature enriches multicultural and social justice
education by introducing controversial and relevant topics and fuels these
worldly problems as content for novels in order for young children to
understand what is going on throughout the world. This is a very effective
way of teaching as it teaches children right from wrong according to
political stance and informs them when justice needs to be served (April,
2019).
Nora sees that global children’s literature addresses controversial topics and problems. Through
global children’s literature, children can be introduced to problems. Compared to U.S. children’s
literature, which is often insulated from political issues, the context of global children’s
literature is full of political situations. Global children’s literature provides students with the
opportunity to be introduced to political issues and develop their political stance.
Stabilized Ideology on Politics
Even though the events and stories in global literature provide ample resources that
preservice teachers can use to expand their knowledge and deepen their understandings of
narratives of the book, the provided resources still remain in the established political ideology. A
group of students who read Never Fall Down wrote that;
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The Khmer Rouge had no regard for human life and did not care who they
had to kill in order for Communism to take total control of Cambodia.
This attitude reflected in the way the common man thought. Arn mentions
long meetings after working, and the leader would tell the listeners that he
was in charge and they should be happy working because they were
contributing to a better Cambodia.
Preservice teachers pointed out communism in the region and wrote about the genocide
committed by the communist regime. They wrote about the events and situations that the enacted
communism had on Arn’s life. Preservice teachers could experience how one communist regime
was practiced on the individual. They came to know how the specific political ideology was
enacted especially on one individual’s life. Interestingly, preservice teachers added comments
that this is the way the common person thought. I do not know whether this group of preservice
teachers' opinion is different from what the common person thought. Even though preservice
teachers can get perceptions on the effects of communism on ordinary life through reading books,
their perception of communism was the same as what they had previously developed.
Territory is the space of power. According to Deleuze and Guattari (1983/1972), the
notion of territory is a logical structure that makes boundaries using signs. The tendency of
territoriality is the resolution to maintain it and to defend its boundaries. The concept of territory
is therefore logically traversed both by a conservative self-preventing movement and by an
aggressive expansive instinct, which relate it to the phenomenon of power (Aurora, 2014).
Territorialization stabilizes thoughts. Communism is one of the thoughts that are regarded as a
taboo in our education and society, established through the times of cold war. We have been
living in a territory of anti-communism. As Deleuze posits, territorialization is accomplished by
signs. Even though we advocate for global children’s literature for the purpose of expanding
their understanding of self and others, global children’s literature resides in a territory of certain
thoughts and ideology. This is never about advocating for a communist regime, but
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understanding others involves understanding their context and perspectives. We should engage in
ample research of history and careful consideration to understand why other countries have
different political regimes from ours.
Political aspects of children’s literature are rarely discussed in the classroom. Preservice
teachers’ responses show that their political perspectives have been developed with narrow,
partial knowledge throughout their experience in K-12 schools. Global children’s literature
brings unfamiliar and different contexts, creating differences that bring fractures in their
established and stabilized perspectives on politics. This fracture led them to perceive individuals
as political beings and connected them to perceptions of the ideological aspects of politics. With
further interrogation, this fracture will be able to create a space of possibilities of new political
perspectives that we do not yet know.
Critical literacy has been dedicated to deconstructing stabilized power relations.
Amplifying the voices of marginalized groups of people is a powerful practice in multicultural
literature and literacy. Through calling attention to difference in their own political perspectives,
preservice teachers may come to understand the systematized and historicized systems of power
for marginalized groups of people.
Language as an Assemblage
Deleuze (1987/1980) argues that language should be understood as an assemblage. An
assemblage creates a territory that is not fixed for all time, but is always being made and unmade,
reterritorializing and deterritorializing. This constant making and unmaking process is inherent
characteristic of beings: they are always coming together and moving apart (Wise, 2010).
According to Deleuze, the second characteristic of ‘Minor’ literature is that the language of the
literature provides variation that can create a new space in the constants of established major
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uses of language. Deleuze’s concept of language juxtaposes dominant use of language with the
use of language by minoritized communities. Dominant use of language is defined by the power
of constants, while minoritized use of language is by the power of variation.
In this study, I examined preservice teachers’ response to global children’s literature to
see how they perceive Deleuzian ideas of language in reading global children’s literature.
Examining critical aspects of language was new to preservice teachers. At the beginning of this
study, they and I were both challenged. However, as discussions went on, they came to unmask
the critical aspects of language. First, I describe how the power of language is naturalized and
unperceived by preserve teachers. And then, I describe what preservice teachers perceived about
the power of language in terms of political aspects and critical linguistic aspects. After that, I
describe about the variations, that global children’s literature provides, and its effects. Lastly, I
describe the importance of language for critical literacy.
Naturalized Power of Language
Language in literature is usually regarded as a perfect exemplar to literacy learners.
People have not taken any doubt or need of examining language in literature. This phenomenon
was the same as preservice teachers’ responses in this study. When I introduced the notion of
language use in class, preservice teachers had difficulty engaging in the activity. I also found it
hard to connect them to the notion of language use. They did not have previous learning
experiences in terms of thinking about language through literacy education. Examining and
shedding light on language in literature was new both to preservice teachers and me.
When I asked preservice teachers to reflect about language in the global children’s
literature, a group of preservice teachers, who read Bamboo People, simply wrote that characters
in the book used the Burman language and did not take into consideration dynamic aspects of
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language use. A group of students who read The Red Pencil simply commented that the Arabic
language is used in the book without any description. It seemed natural to them that the
characters use their own language and the author writes in English. They were challenged in
responding to questions about the situation, in which characters use different languages than
English, whether the language use in the book is different from the book which is written from
authors who speak English as a mother tongue, and how it connects to ideological aspects of
language. The underlying power dynamics are hard to uncover. I describe preservice teachers’
reflections to reveal the practice in which the power dynamics of language are masked and
naturalized.
English is the only language. Most preservice teachers commented on the hardships that
people who speak other languages confront in learning English. Some students connected a
protagonist’s hardship with their own personal experience. Preservice teachers’ empathy
connects to recognizing their privilege. A group of preservice teachers read Escaping from
Aleppo and wrote that;
This book is based on those who speak Arabic, but the narrative is told in
English. Their native language is Arabic, but as refugees, she is in a
country where she cannot transition well to the new language. She will
have to struggle, but this gives insight and reassures readers that are in a
similar situation that their experiences are not unique and that they can
overcome (April, 2019).
This group commented on the difference of language between what the character is speaking and
what is written in a book. This group connected the language difference with the social status of
refugees. They empathized with the character’s hardship of transitioning to the new language.
They thought that the character’s experience would be helpful to readers who are in a similar
situation by encouraging them to overcome language barriers.
A group read Never Fall Down and wrote that;
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Arn was abruptly exposed to a new culture and lifestyle where he did not
fit in. Arn had to deal with the language barrier between his native
language and English. … Arn is processing his tragedy while trying to
deal with the new struggle of learning a new language and lifestyle (April,
2019).
This group also mentioned the language barrier that Arn had to deal with. Preservice teachers
expect that Arn’s tragedy continues with a new struggle of language. In both analyses, preservice
teachers perceived and empathized with the hardship of people learning English. Even though
they perceive the situation as one in which a English language learner should struggle, they did
not question the dominance of English. Speaking English in the U.S. is viewed as a norm that
speakers of other language should accept. There is no question about the established dominant
power of English. Speaking two languages must and should be an advantage. However, this is
not regarded as an advantage in any situation presented in the global children’s books that
preservice teachers read. Preservice teachers’ analysis of language of these books mainly focused
on empathy with the characters’ hardship. They did not question the situation in which only
English is a legitimized language. Even though preservice teachers empathized with the hardship,
their stance against language policy remains unquestioned.
Personalized stance to language policy. Audrey perceived the characteristics of power
of language, but she did not take a critical stance on it, rather, she focused on the way of solving
the issue on a personal sphere. She emphasized the role of teacher and wrote that;
Hà was very lucky to have someone like Mrs. Washington who was
willing to work one-on-one with Hà, because learning a second language is
difficult, especially when trying to adapt to an entirely new way of life
(November, 2018).
Even though Audrey reflected on the power of language, she still did not focus on the systemic
and political aspect of English at school. She took it as an apolitical frame of language
acquisition of second language. According to Albrecht (2011), the social aspect of language is
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evident in all facets of the social educational system and schools function to instruct and
command students to learn and internalize the linguistic conventions of a society. Audrey
mentions that Hà is lucky because she has a teacher who is willing to work with her. She put
stress on the role of Mrs. Washington and her kind help to Hà, which came from her willingness,
not from systematic support that should be systemically deserved for Hà. English is still the norm
that other language speakers should adjust to and she did not illuminate the role of minoritized
languages in deconstructing the established and territorialized power of English.
Political Aspects of Language
Although preservice teachers’ reflections reside in personal empathy for the language
learner’s hardship, on the other hand, they perceived political aspects of language through global
children’s literature. Preservice teachers discussed colonial language policy and critically
examined the notion of standard English.
Colonial practice of Language. A group of preservice teachers read When My Name
Was Keoko. The historical context of the book is the colonization of Korea by Japan. During the
occupation, Japanese government enforced a policy to obliterate Korean culture.
Colonial language policy. The political context of the book is distinctive, and
preservice teachers could make connections between language and politics. Nora wrote that;
One of the main points in this book is how the Japanese were taking over
the Korean culture and in fact working to eliminating and erasing the
Korean language altogether. This is why the government had the main
characters … change their [Korean] name to [Japanese] (April, 2019).
Korean language was prohibited and Korean people were forced to change their Korean names
to Japanese names. This historical event clearly shows that annihilation of language is a chief
colonial policy. Nora points out the role of government in enforcing the language policy,
systemically.
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Connection to language policy in the US. The colonial practice of language
annihilation in Korea is connected to language policy in the U.S. After reading When My Name
Was Keoko, Lucy wrote that;
In When My Name Was Keoko, since Japan is taking over Korea, Keoko
cannot speak her native language. Keoko asks her father why she cannot
speak her language if no one else is hearing her and her father tells her that
it is illegal. This reminds me of when I was growing up and I was told not
to speak Spanish in class (April, 2019).
Lucy described the situation of the book in which Korean language was prohibited by Japanese
invasion and its colonial policy to obliterate Korean culture. Lucy reflected on her lived
experience as the same practice of colonial language policy in which English is the only
legitimized language in education. Lucy compared the book with U.S. literature and wrote that;

I think that the difference between this book and U.S. literature is that
there is other language involved other than English. Also, we are being
told by an ethnicity that is a minority of why their culture and language
was not acceptable (April, 2019).
She emphasized the language use of When My Name Was Keoko, comparing it with U.S.
literature in which she has no experience involving language issues. In U.S. books, readers have
less opportunities to be invited to think about ideological perspectives of language. It was just a
norm that needs no questioning.
The colonial practice in Korea enforced by Japan helped Nora see through current
immigration policy. Nora also wrote that;
I was also able to compare to another novel we have previously read called
La Linea. …in La Linea there were specific Spanish names of the main
characters that were Miguel, Elena, and even Abuelita which means
grandma…I have learned after reading this novel that immigration is and
has been a major problem throughout the United States and Mexico which
motivates me to advocate against strict border security policies. In looking
at When My Name Was Keoko, I could identify how the characters wanted
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to keep their name. This expresses the strong connection … the conquering
of the country and how injustice that was to wash and eliminate the beauty
behind the culture of Korea, especially in their own territory (April, 2019).
Nora voluntarily compared When My Name Was Keoko to La Linea. She pointed out that
language is a device of cultural identity. Eliminating language is eliminating the culture.
Eliminating culture is a political device to colonize a country. Through reading When My Name
Was Keoko, Nora appreciated the importance of sustaining one’s own language for immigrants
and understood why in La Linea Spanish names and terms are used, not being translated in
English.
Standard English. Critical examination of language policy as a colonial practice led
preservice teachers to have intensive discussions about standard English. As Deleuze and
Guattari (1986/1975) argue, ‘Minor’ literature can bring up issues of language use in a
standardized language system. Preservice teachers perceived that standard English is a
sociopolitical practice, rather than a linguistic component. They used sociocultural categories of
race, gender, and nationality in defining the notion of standard English.
Demarcation of space in language use. According to Deleuze (1987/1980),
territorialization is established through processes that organize and systematize social space and
language production. These processes impose a certain kind of order and categorization on the
world that become fixed in conceptual structures (Albrecht-Crane, 2011). Preservice teachers see
how the notion of standard English is a product of demarcation as a social practice. Cora wrote
that;
The notion of standard English depends on where you are from. What a
person from New York City may view as standard versus someone from
California versus someone from a foreign country that doesn’t speak
English may view it very different. … I feel standard English is an
American accent. I do not agree with this opinion because it looks down on
anyone who is not from America. I feel this should be changed to accept
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any “form” of English because it is the same language it shouldn’t matter
how one pronounces it (April, 2019).
Cora connects the different uses of language to the place where people come from. She sees the
difference of language between New York and California, which are differences inside the U.S.
And then, she extended her thinking to compare Americans versus foreigners. She finally
defined standard English as an American accent. The border of language is flexible and is
demarcated arbitrarily. The border is constructed based on alterity to maximize its interest. The
demarcation of standard aligned with national border. As Cora recognized, the use of language is
varied. Linguistic action is a perpetual variation (Bogue, 2011). The variation creates a gradual
spectrum and is hard to divide. Cora recognizes the different language uses between domestic
regions but does not see the difference as a discursive practice which generates power. Rather,
she sees that the power exists in whether the language is American or not. She recognizes the
contempt for people who come from foreign countries and speak with an accent. She asserts that
people should accept any form of English. She acknowledges the existence of various forms of
English and perceives variation as a natural characteristic of language. Moreover, the variation of
language that generates power is connected to the national border of the U.S.
Power of language in nation state. The border of language is not always the
same as national border. The border of language is more natural than artificial. A group of
preservice teachers who read Bamboo People wrote that;
An event that we felt represented linguistic difference was when Chiko
spoke to a Karenni person and they could not understand each other. It
showcased that despite geographical proximity, people even within the
same country do not always understand each other (April, 2019).
Through reading global children’s literature, preservice teachers were introduced to a context in
which the border of language is not always the same as the national border, which prevails in
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many countries and regions outside the U.S. Language borders are more closely connected to
region and culture, that is, it is more related to the way of life itself. Through modern history,
nation states need more effective ruling systems so that they can develop the official language.
Speaking different languages is a natural and inherent phenomenon of human beings. Language
is ideological and reflects the dominant group’s interest. In many areas of the globe, these
phenomena prevail. In the U.S., from the time of founding the country, English Only policies
have been strongly implemented. To preservice teachers the inconsistency of borders between
national and linguistic is regarded as unfamiliar. Global children’s literature could be an
effective text to open understandings of language diversity and ideological aspects of language
use.
Critical Aspects of Linguistics
In traditional linguistics, language is regarded as a signifier that describes and recognizes
what already exists. However, according to Deleuze and Guattari (1987/1980), language is
‘order-word’. Language is not to represent, but to order.
Language as an order-word. The practice described by Audrey also related to personal
names. The English pronunciation of Hà’s name is different from the Vietnamese pronunciation.
Hà hated the English pronunciation of her name. The truth of her name is a name that is
pronounced in Vietnamese. Hà has to accept the name pronounced in an American way as her
true name. This practice, which while not true, is legitimized as the truth and norm.
Deleuze’s argument of language poses that language forms the mechanism of truth
production. Language is not passive, but active. It outlines an explicitly pragmatic conception of
thought and language as a means of intervention in, rather than representation of, the world
(Patton, 2010; Deleuze & Guattari, 1983/1972; Albrecht-Crane, 2011).
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Extrinsic factors in linguistics. In traditional linguistics, language is assumed to
describe and recognize what already exists and is considered linguistic factors by themselves in
isolation from their social sense (Albrecht-Crane, 2011). Deleuze asserts that considering
extrinsic factors is crucial in the study of language (Aurora, 2017). Laurel wrote that;
It is natural for so many Americans to have accents but still speak english
perfectly fine, the only reason they are not seen as standard english is
because they have an accent (April, 2019).
She perceives that the various ways of speaking English with accents prevail in the U.S. society.
She does not see any failure or limitation of speaking English with a strong accent in
communication. Traditional linguistics approaches sign as the interplay between signifier and
signified. If linguistic inquiry and teaching are based on traditional linguistics, there is no room
to explain the power dynamics of language. Speaking with an accent is ‘perfectly fine’ only for
the communication. As Deleuze (1987/1980) argues, communication is only one function of
language. Language use intervenes. Laurel states that the only difference between standard and
non-standard English is an accent, which is not a matter of signifier and signified. Granting a
type of language use the status of ‘standard’ means granting power to that social group. Laurel
sees that a strong accent is the factor that differentiates it from standard English, which goes
beyond the neutral linguistic factors that are focused on in traditional linguistics. As an educator,
we should develop literacy methods through which students can perceive the factors that grant
power to the language function. Laurel’s reflection went further to delve into the notion of
standard and justice, that is, who has the power and who does not. Laurel also wrote that;
I think that many Americans think of standard english as the “average
American” voice and language. … I think that the most standard image we
have of english is a white male born in the United States (April, 2019).
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Laurel perceives naturalization in the power of language. She wrote that ‘many’ Americans
‘think’. She also criticizes the term of ‘average’ by putting quotation marks and uses the term
‘voice’ that indicates something other than the traditional definition and function of language.
Laurel connects power to the sociocultural categories of race and gender, along with nationality.
She did not state anything about traditional linguistic aspects in defining standard English.
Variation in Language
According to Deleuze (1986/1975), ‘Minor’ literature creates a line of flight from
territorialized language. This literature provides examples of differences in language use and
these differences could create fracture in the established and naturalized power of language. I
examined preservice teachers’ perceptions of the variations that global children’s literature can
create in language use, and its effects on critical literacy. Preservice teachers perceived that
global children’s literature provides variation in vocabulary and style of language. Preservice
teachers also pointed out that global children’s literature presents the contexts in which different
languages coexist, which is different from the mainstream children’s literature in the U.S.
Interrogating the variations in language use and contexts deepened preservice teachers’
understandings of other cultures, challenged the deficit discourses around bilinguals, and
developed multilingualism to fracture the established power of English.
Vocabulary and style. In the study of multicultural literature, development of characters
has been an important literary element. Many culturally diverse students have difficulty in
finding characters who look like them. In global children’s literature, the characters often
present diverse racial and ethnic group. On top of their diverse cultures, global children’s
literature can bring in diverse languages. Global children’s literature often uses terminologies
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that are not used in American mainstream culture. Gwen read When My Name Was Keoko and
wrote that;
Used Korean vocab in place of English common terms such as Abuji for
when referring to Father, to show the culture and location of the story…
Language is a pain part of this story…This is different than any other
english book were all of the vocab was written in english, because that is
what properly reflects the culture (April, 2019).
In When My Name Was Keoko, the author uses many Korean terms. Abuji refers to Father.
Global children’s literature can present many languages that reflect the cultures in the books.
Preservice teachers encounter the basics of linguistics in the relation of signified and signifier.
Through encountering different languages that mean the same thing, preservice teachers will be
able to perceive the arbitrariness of language. Using the vocabulary of the culture, instead of
translating those terms into English, could be an opportunity in which preservice teachers
fracture their naturalized perception of linguistics. Nora’s reflection is another example,
connecting this notion to a Latinx book;
I compare this change in language and implementing foreign words in the
the Korean language to how in La Linea there were specific Spanish names
of the main characters that were Miguel, Elena, and even Abuelita which
means grandma (April, 2019).
Her connection to a Latinx book shows that this proposition is an essential characteristic in
language. Dani has Mexican heritage in her family culture. Global children’s literature is
regarded as the literature of others. However, it creates an opportunity that readers can adapt to
their own cultures, so that they could notice the essential characteristics of language.
On the other hand, there are some words in other languages of which meanings are not
available in English. A group of students read Bamboo People and wrote that “Daw” means
older sister, “Ko” can mean two things- older brother or lover. There is no specific word in
English to call “older sister”. In English, people do not differentiate the difference of age in sister
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and brother. However, some languages differentiate the names for older sister and brother.
Korean language also uses different words for older sister and older brother. Unfortunately, we
did not have time to investigate this characteristic. It could be a great opportunity to learn the
cultural value system in a different language community.
Traditionally, style in language and literature is regarded as the individual characteristics
of language. This approach failed in unpacking the underlying power dynamics of language.
Deleuze and Guattari (1997/1993) argue that style is asyntactic and agrammatical and create the
moment when language is no longer defined by what it says, even less by what makes it a
signifying thing, but by what causes it to move, to flow, and to explode. They argue that ‘Minor’
literature makes language flee from established language, making the legitimized language uses
stutter and stammer. This style invents flows that undercut and escape what has been
conventionally defined as intelligibility. Global children’s literature presents a situation in which
the style of speaking language is different from the standard way of speaking. A group of
preservice teachers read Bamboo People and wrote that;
Tu Reh’s mother had broken Burmese so it was hard to communicate with
Chiko. … The interaction shows us the difference in interaction between
two people of the same language and two people of different languages.
The sentences are shorter and often more curt and to the point (April,
2019).
Interactions between people of different languages are different. The manner of communicating
between two different languages cannot help being different from the manner of communicating
between people who use the same language. It is so natural for them to communicate in the style
of ‘shorter, more curt, and to the point’. This manner of speaking should be accepted as a natural
way of speaking. However, this manner of speaking in English is regarded as deficient and
needing to be corrected and improved.
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Learning the vocabulary of other languages enhances our understanding of other cultures
and peoples. Style also is a way of understanding other cultures. Another group of preservice
teachers read Bamboo People and wrote that,
The majority of the book speaks in a very formal manner. (Ex: Mother
instead of Mom or Sir for gentleman). There are also formal names that are
used to refer to people of importance to each other. The soldiers also refer
to their soldier in charge as “Father,” and call themselves his sons (April,
2019).
The style of language use is different from the preservice teachers’ familiar style of English.
Preservice teachers perceived those differences. In this study, I did not have time to discuss the
reason or embedded cultural value of using more formal language and referring to other people
by relationships. Global children’s literature is a useful text through which we could explore
other cultures more deeply through an interrogation of variation in language use.
Multilingual context. There are many languages in the world. Language is an expression
of culture and ideas. Language is a conduit through which we can get to know others. Even
though the United States is regarded as the place in which people come from various languages
and cultures, children’s literature and literacy practices have been dominated only by English.
Global children’s literature provides a multilingual context. Kevin read When My Name Was
Keoko and wrote that;
There is oftentimes a lot of Korean language that is used to refer to culturally specific
contexts. There is also quite a bit of Japanese language that is used throughout the book
to refer to those culturally specific terms as well. Some of these terms are not as easily
translatable in English because of their deep cultural significance as well (April, 2019).
Language is an expression. Each culture can be best expressed through its own language. Korean
language best expresses Korean culture, while the Japanese language does the same for Japanese
culture. Global children’s literature presents stories in which contexts differ from American
culture. The terms presenting these contexts do not exactly correspond with English language.
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Something that exists in a culture may not exist in other culture. Those objects and thought
cannot be introduced to other cultures without its language. Global literature can present the
multiple contexts in which children could encounter the situation of how global children’s
literature could be an effective device through which various languages could be introduced and
help young readers open up to essential characteristics of language.
Enhanced understanding of characters and culture. Global literature is written under
and about different contexts, but written in English. Using terms from the language makes the
story authentic and accurate so that readers can understand the character’s actions better and feel
empathy. Rebecca read Shooting Kabul and wrote on reflection that;
Being culturally accurate when taking on a story of this magnitude and
sensitivity is imperative….Language is a very important part of this story,
allowing readers to have a fully developed understanding of the characters
and plot. … [Language] allows readers to take a few steps in the shoes of
the characters. The readers can have a better understanding of the
character’s struggles and triumphs because of the language (April, 2018).
Rebecca said that the story of Shooting Kabul is one of magnitude and sensitivity. This comment
reflects her feeling of tensions while she was reading the book, as the characters and plots are
different from her experience. Global literature is hard to convey its unique pathos so that
readers feel otherness. Through these unique languages, reader could be invited to have closer
interpersonal relationships with characters, sharing the language that they use. Consequently,
readers could have more intimate relationships with characters, otherwise, readers could get only
factual information of the story in which pathos and interpersonal functions are filtered through
the major language.
Challenging the deficit discourse. English learning is often viewed as being a deficit or
an obstacle, and we tend to focus on what English learners cannot do by framing them primarily
in deficit terms, primarily as problems to be fixed (Gutierrez & Orellana, 2006; Martinez, 2018).
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Standard English is regarded as the only correct form. Speaking in standard form is regarded as
signaling an intelligent person while any deviation is judged to be unsophisticated and
uneducated. Speaking in a standard form is a very low coefficient, at best, in the relationship
between intelligence and language use. Alice challenged this permeated practice in literacy
classrooms and wrote that;
As a future educator … I feel introducing books from other countries that
are written in English or have been translated into English. I feel showing
books like this could show student that the use of standard English is not a
measure of intelligence (April, 2019).
Alice’s reflection implies that she sees the difference of English use in books from other
countries or translated books. Linguists traditionally characterize a language in terms of
constants and invariables, and treat variations in the actual use of a language as deviation from a
norm (Bogue, 2011, p. 132). Dialects or speaking English with a strong accent is regarded as
unsophisticated. Deleuze and Guattari counter that variables are primary in language and that
constants, norms and rules are secondary enforcement of power relations (Bogue, 2011, p. 132).
The usage and style of language use varies. It is a power relation that a certain type of language
turns to a norm and is stable. The established power through language permeates in other social
spheres, especially literacy. Literacy practice has focused on teaching correct grammar.
Grammatically correct writing has preceded creating and sharing ideas. Alice dissociates
intelligence from the use of standard English, essential to creating more meaningful and creative
space in literacy classrooms. Global children’s literature can provide various usages of English
so that the stable norm can be destructed.
Fracturing the established the power of English. Languages other than English
are rarely taught in elementary education. Literacy instruction is practiced only in English.
By incorporating other languages and diverse uses of language in literacy, students will be
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able to have opportunities to consider the critical characteristics of language. Traditionally
dialects are disregarded and excluded in literacy. Mainstream children’s literature is
written mainly with standard English. Global children’s literature includes other
languages, along with many variations of language use. Laurel asserts that we should
include diverse language books and books presenting various dialects. She wrote that;
We can change this idea of standard english in children’s literature by
including more diverse language books in libraries which include various
dialects and exposing children to this language diversity. I think that it is
important to allow children to express themselves in their own languages
as well as educate their classmates on what that language is all about and
why it is different from english. I think that we can deconstruct standard
english in ESL classrooms by not following the set guidelines and teach
them in a new way that is not so binding and formal. This could encourage
their confidence and lead to more acceptance in the classroom (April,
2019).
Laurel asserts that the benefit of incorporating diverse languages and language uses is not only
to make a space in which language minority students feel their language is valued and included
in the mainstream English classroom. The reason of incorporating other languages and diverse
language uses is to make a fracture in the stabilized and legitimized power of standard English,
so not only the language minority students but also mainstream students who speak standard
English will be able to have an opportunity of learning about the aspects of the power of
language more deeply.
Language as a Power
According to Deleuze (1986/1975), in order for a literature to secure its feature of
‘Minor’ literature that deconstructs the established major axiom, literature should create space in
which the major language should be challenged.
Linguistic context. While multicultural literature has dealt with issues of race as a
primary conduit for critical literacy, global children’s literature could illuminate language as
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another power device. In a group discussion reflection, preservice teachers compared a global
children’s book with a multicultural book and wrote that;
When the main character and her family in “Inside Out & Back Again”
moved to Alabama, they found that going about the town and trying to
communicate in school or at the grocery store was hard. The language
barrier between the American Southerners and her family was a big
difference that both them and the new people around them struggled to get
used to. The children of the family often were bullied in school because of
this. [However,] There are no events in “The Season of Styx Malone”
where the characters experience language minority (Spring, 2019).
In Inside Out & Back Again, the context inevitably includes the situations in which protagonists
confront hardship that is generated from language. The protagonist moved from other country, so
English is an inevitable issue for them. However, the multicultural children’s book, The Season
of Styx Malone, is written in a U.S. context, so there is less opportunity for the situation about
language issues to be presented. Global books can bring up language issues smoothly embedded
in characters’ daily lives.
Devaluing the difference. Regina recognizes not only the situation presented, but also
the different style of writing. She perceives the different language use and make a connection
between style and context.
The grammar use in Bamboo People is all correct, but is not complex. This
may be because of two different reasons, that the author is not a native
english speaker, and her primary language does not utilize complex
sentence forms regularly, and because of the context of this book. Since it
is set in a dangerous, fast pace setting, the author might be using shorter
sentences to make the book read faster, she wants the audience to feel
rushed in reading the situations that her characters are involved in (April,
2019).
Regina perceives the different style of this global book and attributes this different style to the
context of the book which is dangerous and fast moving in an urgent political situation.
According to Deleuze (1986/1975), in ‘Minor’ literature everything is connected to politics.
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Regina infers that the reason of the style is caused by the context. More interestingly, she
analyzes the reason for different styles of language use such as the author not being a native
English speaker. She states that the author’s language does not utilize complex sentences.
Regina’s feeling and analysis are candid and correct. As I mentioned, Deleuze argues that a
minoritized literature is valuable by making the legitimized language uses stutter and stammer.
As a bilingual, the use of English is inevitably different from a monolingual speaker. However,
this language use is not recognized as a valuable asset which creates fracture in an established
power of English. Nico takes the same approach. He read When My Name Was Keoko and wrote
that;
In comparison to The Season of Styx Malone by Kekla Magoon, Park’s
book is more formal. Magoon’s book had Midwestern and African
American influences throughout the story which contributed to a more
informal and relaxed writing style. Park’s book, on the other hand, focused
on Japanese atrocities with Korean influences which made it more formal
even though the chapters were like diary entries (Spring, 2019).
Nico recognizes the different language used in When My Name Was Keoko, and attributes the
reason of the formal style to the content of the book which presents Japanese colonial atrocities.
He sees that the political situation affected the author’s writing style, but did not recognize the
value of different language uses. Traditionally, grammatically correct and elegant styles of
writing are necessary and expected conditions of literature. Even though global and multicultural
books pursue critical literacy, the use of language in most global and multicultural books
conform with the established standard English and so they, consequently, reinforce and reside in
the power system. Even though The Season of Styx Malone deals with racial issues of African
Americans in the Midwest, which is a highly White dominant region, the context is hard to
deliver as a political situation and diverse language use. In The Season of Styx Malone, racism
runs through children’s ordinary life, which is the crucial topic in critical literacy. What I argue
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is that critical literacy could expand its scope to recognize language as another substantial factor
of power and global children’s literature could be a useful method for examining this power.
Conclusion
I described preservice teachers experience on children’s books including their old favorite
books, multicultural literature, and global children’s literature. Preservice teachers perceived the
value and unique characteristics of global children’s literature, but they took the same
approaches and perspectives in reading global children’s literature as in reading their old favorite
books.
Political aspects have been overlooked in children’s literature. By focusing on political
aspects in reading global children’s literature, preservice teachers created fractures in their
established political perspectives and came to obtain deeper understandings of the people whose
culture have been marginalized in the U.S. Preservice teachers recognized the importance of
politics and its effects on individuals and critical literacy.
The power of language was naturalized and hard to perceive. Through reading global
children’s literature preservice teachers perceived characteristics of Deleuze’s linguistic theories.
By critically examining the immanent characteristics of language, language can be clearly
perceived as a device of power. Approaching language as an assemblage created fractures in
preservice teachers’ perspective on language. Preservice teachers’ previous perceptions of
language are passive and their interests have focused on how they help bilingual students in
English learning. By considering language as an assemblage, preservice teachers came to
perceive variations and extrinsic factors as inherent characteristics of language. This fracture in
their perception of language led preservice teachers to value other languages and the different
language use of bilingual students.
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Through Deleuze and Guattari’s (1986/1975) theory of ‘Minor’ literature, preservice
teachers encountered and focused on the different aspects of politics and language which differ
from their previous learning and experiences. Global children’s literature provides many
unfamiliar political contexts and uses of languages. Focusing on and interrogating those
differences could be a useful literacy practice in deconstructing the stabilized, historicized power
systems which are stabilized in preservice teachers’ ways of thinking.
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CHAPTER FIVE: FINDINGS: BECOMING
Becoming is one of the pivotal concepts of Deleuze and Guattari’s (1987/1980) theories
and refers to the act of transformation. Through the act of becoming, people can transform
themselves to someone who is different from their previous self and can create new possibilities
that they have not imagined before. Preservice teachers explored the notion of becoming.
Through reading global children’s literature, preservice teachers explored ways of becoming
others and how individuals become a collective subject. Preservice teachers’ experience of
nonrepresentational visual response shows how nonrepresentational ways of thinking could be a
way of becoming and creation.
First, I describe how preservice teachers perceived and responded to the notion of
collectivity presented in global children’s literature. Preservice teachers’ discussion led to
exploring the authorship of multicultural and global children’s literature. They also discussed
new possibilities that global children’s literature can create. To explore deeply the question of
becoming and creation, I created a literacy engagement of nonrepresentation visual response and
describe preservice teacher’s experiences in this chapter.
Collectivity and Creating New Possibilities
Preservice teachers responded to global children’s literature based on the third
characteristic of ‘Minor’ literature that everything takes on a collective value (Deleuze &
Guattari, 1986/1975). Deleuze and Guattari argue that in mainstream literature, authors seek to
develop a unique voice and express themselves as individuals, whereas in ‘Minor’ literature,
writers try to efface themselves and articulate a collective voice. In this literature, the character
no longer designates an individual person. The characters represent social relations and designate
an arrangement in which an individual finds connections in those relationships. Even though
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authors are resisting the existing power relations, they cannot simply speak in the name of a
given minoritized group, for that group is structured and regulated by the dominant power that it
seeks to resist. Thus, these writers necessarily must attempt to articulate the voice of a
collectivity that does not yet exist (Bogue, 2011).
Collective Subject and Contextualized Uniqueness
By focusing on the notion of collectivity, preservice teachers came to perceive characters in the
global children’s literature as collective subjects. Preservice teachers could see the uniqueness of
marginalized cultural groups by understanding historically specific contexts.
Collective subject and shared experience. Individuals share historical events. Even
though an individual’s detailed experiences are unique and different from each other, their lived
experiences go through similar historical milieu. Individual characters in literature also live
through a historical event. Preservice teachers read it not only as an individual’s experience but
as a collective experience of all people who went through that historical event. Marginalized
groups are often underrepresented in mainstream culture and represented with negative
stereotypes. By understanding the context in which marginalized people have to live, preservice
teachers can develop in-depth understandings of marginalized people and the importance of
sociohistorical context. Taylor read Inside Out and Back Again and wrote that;
Hà is based on the author of the novel Inside Out and Back Again. It gives
the reader a different view of the Vietnam War and how the Vietnamese
people felt while there was a war going on in their country (November,
2018).
Hà is a protagonist of Inside Out and Back Again and is a character created from the author’s
experience. Taylor connects the author and the protagonist to collective Vietnamese people. The
book is not saying that all Vietnamese people’s lived experience is same. Rather, it should be
thought as a connection of politics and history, that is, it shows how history and politics affected
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all Vietnamese people. Taylor stated that this book gave readers a different view of the Vietnam
War. She did not state how her new view is different from her old view. The important thing is
that the book created new perspectives for readers. Inside Out and Back Again created collective
enunciation that is based on Vietnamese shared history and politics and it created the voice of
collectivity, positioned in an asymmetrical power relation in the US. Most importantly, that voice
is new to readers from mainstream culture in the U.S. Their established knowledge and
perception of Vietnamese people will be enlarged and changed.
Elsa read Escaping from Aleppo and wrote that;
This book shows the life of the Syrian War and how difficult it was back then. Life was
not easy in this time. People are trying to flee from the danger zones of their town, and
it’s very difficult when there are bombs going off, and people not speaking the same
language (November, 2018).
Literature shows a protagonist’s life, as an individual, however, the individual in the minoritized
literature is not an individual. The books show people’s lives in a certain era or context. As Elsa
wrote, through the protagonist’s life in Aleppo, what she saw is collective people’s lives who
went through the Syrian War in the city of Aleppo.
Denise read the same book, Escaping from Aleppo, and wrote that;
This book shows us the life of normal people trying to survive with their families through
the Syrian Civil War. They are very suspicious of other cultures and constantly live in
fear of being killed or maimed for their beliefs or their loyalties. They cannot trust one
another. Such a situation is not always conceptualized by people living in western society.
This book provides a window into a foreign culture beset by outside forces, and shares a
unique perspective that all audiences can learn from (November, 2018).
Denise uses the term ‘normal people’ to reveal her understandings of the collectivity of
characters. By using the term, ‘normal people’, she is projecting her compassion with ordinary
Syrian people who are suffering from the imposed historical context.
A group of preservice teachers who read Tropical Secret wrote that;
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This book shows the hardship of adapting to a new culture. It focuses on
the struggle of being forced to leave your own culture. Refugees
commonly struggle to reconcile their current identity with the culture they
immigrated. They must form a new identity to assimilate. It gives an
insight to modern day refugees, allowing readers to gain empathy to
refugee crisis (April, 2019).
Preservice teachers got to know more about the refugee people’s lives through the book. They
wrote that this book gives insight about refugees. Compared to mainstream literature, which
focuses on individual’s life and emotions, global children’s literature makes readers consider the
sociohistorical context and to read characters as a collective subject. It enhances their cultural
understandings of marginalized and underrepresented groups.
Contextualized uniqueness and enhanced diversity. Understanding characters
as a collective subject does not mean that people in a certain cultural context are all the same.
Collectiveness is not sameness, but it should be understood as a multiplicity. According to
Deleuze (1994/1988), multiplicity is an organization that has no need of unity in order to form a
system. Preservice teachers perceived the notion of multiplicity in reading global literature. Nico
wrote that;
The challenge though is for teachers to have enough knowledge in that one
culture to distinguish between stereotypical facts and authentic facts. These
… mindset enrich global children’s literature because it encourages
students to have a multifaceted viewpoint of the world. They will see the
world through uncensored lens and begin to realize that there are many
more cultures than the ones around their neighborhoods (April, 2019).
Culture is a term that is never easy to define. Multicultural education advocates cultural diversity
and authentic understandings of marginalized cultural groups that are different from mainstream
U.S. culture. Educators have tried to avoid stereotypical understandings and endeavored to get
authentic representations of groups. When we say the term culture, we tried to get a collective
understanding of the culture. The reason for difficulty in understanding the culture is the premiss
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that we see the group as one solid structure. We should see the group of people and culture as a
multiplicity. Multiplicity is in constant flux, though it attains some consistency for a short or
long duration. A multiplicity can be defined provisionally because of its variations (Tampio,
2010). Consequently, a cultural group cannot be understood by reading one aspect of that group.
We should have more books and stories so that we can get one step closer to the group of people.
On top of that, we should take multiple lens through which we see people from that culture. We
should have uncensored lenses that are constructed from their specified cultural experiences.
Tiffany argues for the importance of diversity in authors and its effects on literacy;
One thing I believe we should start allowing is the mainstreaming of
multiple ethnic authors. It’s time we allow diverse individuals to write and
illustrate their experiences, thus boosting reading and writing by students
of all demographics and breaking down the walls of hate (November,
2018).
The majority of children’s literature authors are White. It was not long ago that we started to
have authors from marginalized groups. Tiffany states that the times have changed and the
minoritized group has enough ability to write their own story. The focus of Tiffany’s assertion is
that multiple diverse authors should be in the mainstream.
Since multiculturalism has been incorporated in education and the field of children’s
literature, the number of books that are written by people of color has increased. However, it is
still a small number. Considering the entrepreneurial characteristics of the publishing business,
the mainstreaming of multiple diverse authors may be a project that will take a long time.
However, we could make those books mainstream in the literacy curriculum. As Tiffany reasons,
those books have an important role in boosting reading and writing of students who belong to
these minoritized groups.
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Integrating global children’s literature is harder than multicultural literature, since the
number of global books is fewer than multicultural books. With globalization, the multicultural
milieu undergoes drastic changes. In the U.S., minoritized groups are more diversified. The
pivotal issues for each group are unique and various. Even though there must be great books
about the home country, few books are translated in the U.S. and the number of books published
about/in other countries is very small. In a globalized society, social disparity is strongly
connected with immigration. Moreover, immigrants speak languages other than English.
Language is power. Even though some immigrants come to the United States with academic
knowledge and literacy ability in their own language, their English is still far from being
comfortable enough to author in English, academical or literary. We have to consider the
question of how they can be an author who tells their story.
Becoming Other: Insider/Outsider in Authorship
Whether multicultural literature should be written by a member of an ethnic group or can
be written by an author outside of that culture has been an ongoing debate (Bista, 2012). The
situation is the same for global children’s literature. There are books written by authors who are
insiders of the country and other books are written by American authors about that culture.
Preservice teachers responded to the books written by outside authors. I examined their
responses to see how those books affected their notions of collectivity and becoming, specifically,
I wished to describe what it means to become others and what we should do to become others.
Ideology as criteria. For Deleuze and Guattari (1986/1975), ‘Minor’ literature does not
only refer to the literature written by people who are from culturally marginalized groups. Many
global books are written by a person who is American and not in that cultural group. Tiffany
praised the literature about marginalized people. She wrote that;
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I’ll never take credit from author’s who retell or write stories and pieces of
literature for those who don’t have a voice, for without those authors numerous
stories may never be heard. So, I appreciate and applaud the authors who yearn to
help and open doors for those without a voice. These authors are pivotal and
important to the literature world and the advancement of history (November,
2018).
Tiffany recognizes the role of books written by outsiders. However, she clearly states the reason
is that these books help those who don’t have a voice. Issues related to books written by
outsiders have been around authentic representation. Research study shows that stories told by
insiders more accurately and authentically represent those cultures, even though the books
written by insiders are sometimes inaccurate (Wolf, Ballentine & Hill, 1999). The notion of
representation makes a premise that there is a true and objective thing. However, as a Korean
myself, it is hard for me to say what is accurate and authentic culture of Korea. The discussion
should be oriented more from ideological aspects, especially in terms of critical literacy.
Mainstream authors could invest their privileged resources in opening doors for marginalized
groups who, otherwise, are invisible and cannot be heard. As Tiffany states, whether a book
gives voice to the marginalized group could be a substantial criteria in evaluating global and
multicultural books.
Lived experience. Some books are problematic in terms of the issues of authentic
representation and lack of understanding for a cultural group. Preservice teachers value a book
which is written by an author who belongs to the same cultural group as represented in the book.
Taylor read Inside Out and Back Again and wrote that;
It has a real impact when the reader is reading each piece of work, because the
character is actually based on the real life experiences that the author had, not the
interpretation of a historian or other person with a second-hand/outside
perspective (November, 2018).
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Taylor focused on direct experience. She pointed out that the character is based on the author’s
real life experience so that each piece of the story has a real impact. She differentiated the reality
that is presented in literature from that of history and from the actual experiences of the author.
She describes history as something interpreted, while the story of the book is not. If the book is
written by an author who is from a different cultural group, the story would be built on
second-hand perspectives. Woodson (1998) values personal relationships, saying that authors
should sit down at the dinner table and dip the bread into stew, conveying first-hand experience
is crucial for authorship. Audrey wrote that;
An author who has experienced a certain event, situation, interaction, or scenario
is going to be much more successful at creating an account that describes these
experiences accurately and with the full potential of the emotional effects. An
author who has not encountered these experiences would have a much more
difficult time writing something that accurately portrays what had happened
(November, 2018).
Audrey is also weighing in on authors who have experienced the events rather than authors who
do not experience the events. People could say that accuracy can be obtained by knowledge and
research. Research studies assert that if authors come from other social and cultural groups, they
must have either sufficient knowledge or a wide range of research to create accurate portrayals of
a cultural group (Bista, 2012. p.318). Or, they must have close relationships and experiences in
the culture. However, for Audrey, accuracy should be secured also by emotional effect. Without
emotional genuineness, factual research is not enough for accurate account and portrayal of a
certain event and situation.
Exclusive authorship. Going back to the question of who writes the story of
marginalized people, I was wondering how we can cross the border and became other. Deleuze
and Guattari (1987/1980) assert that we all have to become woman whether we are male or
female and we all become non-white, whether we are white, yellow, or black. Bogue (2011)
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asserts that dominant and marginalized people are not defined by fixed identities. Yet not all
works written by marginalized authors are instances of minoritized literature. Conversely,
Western white males may produce minoritized literature, but only if they engage in a
becoming-other that undermines their own position of privilege. How could we adopt this notion
into authoring literature about marginalized groups as an outsider? I find a suggestion in
Audrey’s reflection;
Research and interviews can only go so far when an author is trying to get all of
the necessary information for their writing. These accounts of events are lacking
in the first-person experiences that are so crucial to a good account of an event in a
narrative form. Even if the author is writing about the experience of someone that
they know, for the writing to be accurate and true, the person who experienced it
needs to be included in the writing process to look at the author’s work and correct
them if what they’ve written isn’t exactly how they experienced it (November,
2018).
Audrey asserts that the marginalized person who experienced the real-life events needs to be
included in the writing process. There are authors who wrote or wanted to write the story of
minoritized groups. They could do it, but Audrey sees that the people from that group should be
part of their writing process. Authoring is a discursive practice. Even though an author writes
about the event which is closely related to a minoritized person, if the book does not focus on
undermining the dominant group’s position of privilege, the book cannot be viewed as what
Deleuze calls ‘Minor’ literature. Marginalized people could be regarded as a source of the book
and the person who actually writes on the paper with written language is regarded as the only
author of the book. We should think of the definition of the act of writing. We define reading as
meaning making. Writing is also a process of making meaning, not only practical writing. Never
Fall Down is written based on Arn Chorn-Pond’s real-life experience. First-hand experience is a
crucial thing. Arn Chorn-Pond is recognized in the book but the copyright of the book is only for
Patricia McCormick. Unfortunately, I do not know any other specific details about copyright,
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especially for those books in which the author writes mainly from other people’s experience. It
can be contrasted with the autobiography of famous people. We usually accept the convention
that a professional writer actually writes the autobiography. The differences between the cases of
Arn and celebrities is their power. There are many authors who wrote about minoritized groups.
Owing to an author’s work, readers can hear the life experience that is not possible in their lives.
However, the privileged power of writing and authorship remains still in the same power
structure of society.
Creating New Possibilities
Fundamentally, literature by a minoritized author aims to resist the established power
structure. However, these authors do not explicitly proclaim their resistance in the literature but
create their work in which their wish and creed are embedded. Bogue (2011) argues that
minoritized writers necessarily must attempt to articulate the voice of a collectivity that does not
yet exist. Their task, then, is to help invent a “people to come”, or at least promote new
possibilities for the future formulation of an active, self-determining collectivity. That means that
an aspiration for a new society is inevitably embedded in their writings. Then, what kind of new
worlds are suggested in global children’s literature? Near the end of semester, I asked preservice
teachers what global children’s literature can do for children. I examined preservice teachers’
reflections to see what kind of new possibilities they would create through global children’s
literature.
Multiplied cultures. Multicultural literature has been used as a way of understanding
underrepresented groups in U. S. society. However, providing a reading of multicultural
literature sometimes ends up in a negative portrayal about underrepresented groups. Without
careful considerations, multicultural literature can be positioned as a binary power structure of
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White/non-White culture in the US. This binary structure naturally creates hierarchy and
dominance. The dominant culture becomes the norm to the other counterpart culture in a binary
power spectrum. The minoritized cultures tend to be compared and evaluated by the dominant
culture. However, global children’s literature multiplies the number of cultures so that the
established binary spectrum could be deconstructed. Raina stated that;
Reading such books can also make students aware that there are a variety of cultures and
that we should not judge others by our standards even if they are very different (April,
2019).
Every culture is different and unique. Pursuing multiculturalism and diversity should not be
limited inside the national border of the U.S. Global children’s literature provides a variety of
cultures in the US classroom. Children will understand the dynamic relation of ways of life and
developed culture so that they will be able to challenge the stabilized discursive practice of
granting the White dominant culture as a standard and norm.
Literature takes readers to a different world. Through reading literature, children can
meet other people who are different from them and can walk into their world. Through this
reading process, they transform themselves. They became someone who is different from the
previous self. Global children’s literature expands and diversifies the proximity of change. The
extent of difference that global children’s books bring to children is stronger than books written
in domestic settings. Alice wrote that;
I feel that children’s literature is a great way to immerse children in the
stories of individuals different than them. Literature is one of the only
ways someone can experience someone else’s emotions, thoughts, and
experiences to some degree. I believe literature is a wonderful asset in
broadening ones believes and shaping children into adults who are
accepting and be able to see the world in a multicultural lens. Global
children’s literature enriches education by showing multiple perspectives
of what life is for individuals all over the world (April, 2019).
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Alice wrote that reading is immersion. Through these immersions, children shape themselves
into someone who is different from the previous selves. Global children’s literature provides
multiple perspectives that are constructed from different contexts from all over the world. So, by
incorporating global children’s literature, children’s becoming is intensified and broadened.
Multilingualism. Preservice teachers think that through global children’s literature we
create the world in which difference and multiple perspectives are valued. The difference can be
presented by diverse languages. Raina wrote after reading Bamboo People that;
Global children’s literature offers us a new perspective of looking at events because they
are usually written and translated from different languages and different point of views
(April, 2019).
Multicultural literature has been used as an important learning material in commitment of
diversity. We pursued diversity from different sociocultural groups, mostly racial and ethnic
groups in the United States. While doing so, language use and different languages have not been
considered. Global literature can bring diverse language to the book. In literacy classrooms we
can connect children to many of the diverse languages in the world. Language is an important
factor in literature and human beings think mostly through language. Different languages are a
useful device of conveying different perspectives. Through global children’s literature, readers
could be introduced to a multilingual society and world.
Political being. Global children’s literature can enhance political awareness. The effect
of politics on individuals is rarely discussed in mainstream American children’s literature. In
global children’s literature, individual life is strongly affected by the political and governmental
context. Reading global children’s literature could facilitate children’s awareness of themselves
as political beings. However, political issues in global children’s literature should be carefully
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discussed. Knowing about a country’s political context could reinforce the superiority of the U.S.
to other countries. Raina wrote that;
I learned a lot about Burma and the government through this book so I
think we should include more of these into the school curriculum. We
could teach about social issues that are going on in other places other than
America because many places aren’t as evolved in their laws and it creates
difficult situations for the individuals that live there (April, 2019).
Raina could incorporate the book in her curriculum and create a space in which she can teach the
role of government and laws and how crucially they affect individual life. However, her
reflection remains on discussing the politics of the country, and does not utilize the book as an
opportunity in which children think about how the politics of the U.S. affect themselves. Global
children’s literature should be used as a mirror through which children can see themselves
reflected, rather than regard them as just the same as others. More carefully, the harsh political
situations in some global books should not be used as a chance of recognizing American
superiority to other third-world countries. Also, the political situation of those countries needs to
be understood in their context. We need lots of careful consideration and research on this issue.
Nomadic Creation. With the concept of becoming, Deleuze counters people’s
fascination with stabilized being (Sotirin, 2011). Becoming is not about origins and ends, rather,
it is a mode of expansion which is always in the middle and in-between (Deleuze & Guattari,
1987/1980). Through reading, readers are in the process of endless becoming. It is not about
stable identity politics. Pushing yourself in the endless and multiple processes of becoming,
rather than pursuing certain cultural identities, allows a person to be open to others and create
new collective possibilities that have not existed before.
Deleuze’s work is often applauded for the positive ontology it pursues. Deleuze
affirms beings who open new pathways in thinking and living can travel beyond the relation,
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values and meanings that seem to be laid out by our historical and political identities, and the
social and cultural structures (Sotirin, 2011). People live their lives in a certain time and place.
Individuals are socially and historically constructed. The established structure creates power
relations. People have to challenge and confront the injustice and dominance. It is not the project
that they should or could accomplish. Educators should teach injustice and dominance. However,
it should not be an emancipatory project. Rather, now we also should teach students to be able to
create new possibilities. Creating new possibilities should be ongoing becoming. It should be
their life itself. People should create rhizomatic changes in their lives.
The act of creating should be celebrated through their journey. Chloe sheds light on Hà’s
journey from Vietnam to Alabama and how her hardships are used as an asset for her growth.
Chloe wrote that;
Inside Out and Back Again has a contribution to multiculturalism because Hà and her
family learn how to continue practicing their Vietnamese culture while also including
what the cultures in Alabama have to offer. Hà uses the hardships that she witnessed in
Vietnam to help herself grow in her new life in the United States.
Many global books portray journeys of immigrants, who are escaping from the injustice and
hardship of their home country. At the same time, as soon as they cross the border, they are
incorporated into the power structures of the new country. To them, there is no way of breaking
the power structures in both places. They could create just a little difference and variation in their
life. It is an endless journey of becoming for new possibilities.
Many multicultural books reveal hardships that marginalized groups have to undergo.
While doing so, they can also create certain negative stereotypes. It is true that these groups are
powerless in the structure, however, it does not mean that their ways of living are also powerless.
Critical literacy should reveal the systemic power structure, however, on top of that, critical
literacy should suggest how the marginalized groups can create triumphant moments in their
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lives. It does not need to focus only on the achievement in their sociopolitical status. Rather, it
should be more of ontological aspects, that is, how people from marginalized social groups
create moments of triumphs in their every moment of lives. Alice wrote that;
By introducing multiple different global children’s literature pieces with
stories of struggle but also of triumph, students get more that the
stigmatized single story which is detrimental to the forming of their world
view (April, 2019).
Alice asserts that global children’s literature can present a story of triumph. The harsh contexts in
which protagonists undergo life should be discussed. On the other hand, global books should
present the moment of triumph. In critical literacy, while we are shedding light on systemic
power structures, we often overlook how they are shaped as deficit. We should take
consideration in presenting their power in living their lives to support forming their positive
world view.
Global children’s literature shows readers the place where they are new or different, the
space where people’s lives affects their way of thinking. Through reading global children’s
literature, readers could destabilize their notion of space. Kevin wrote that;
We need to build up our youth so that they are prepared for the society
ahead because oftentimes, where they grow up, is not where they will
always live their lives, and the world around them is much larger than the
one they knew (April, 2019).
There are other places that go beyond what we could see. The space we live is demarcated by a
certain border. Space is open but power relations create borders. Our thoughts are constrained by
space. By reading global children’s literature, readers will be able to see that there is another
space. They will recognize that the space they live in is not the only place. They will come to
know how other spaces are differently constructed. They could make their journey to there and,
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moreover, they could make their own space journey by creating joyful possibilities in their way
of life.
Nonrepresentational: Literacy of Becoming
I wanted to know how nonrepresentational art influences preservice teacher’s responses
to global children’s literature. Based on my previous research projects of critical visual literacy,
the notion of nonrepresentational art created many lingering questions. How can
nonrepresentational art enhance an aesthetic stance in appreciating literature? How does
nonrepresentational art influence acts of learning? How can nonrepresentational aesthetic
appreciation be connected to a reader’s mind? How and what kind of change can the
nonrepresentational art create in our way of thinking? Finally, how can the enhanced aesthetic
experience enhance critical literacy?
The notion of nonrepresentational art was new to the preservice teachers in TLS 480.
Many preservice teachers compared their nonrepresentational visual responses with their
previous literature response experiences. In this section, first I describe how preservice teachers
perceived the difference of nonrepresentational visual response compared to figurative art styles
in visual reflections and verbal reflections, both of which they have used as literature reflection
activities as students in K-12 classrooms. Then, I describe preservice teachers’ experiences of
nonrepresentational visual response. I found that nonrepresentational visual response influenced
preservice teachers’ learning in three categories: Creation of response, Literacy method, and
Difference as an epistemology.
Verbal and Representational Visual Response
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Preservice have many verbal and visual response experiences through K-12 education.
They reflected on their experience and perceived the importance of visual methods, but their
experience of visual methods in reading was negative.
Importance of visual response. Literature is an art of language. Even though verbal
language is the primary medium both for authors to create their literature and for readers to
appreciate literature, the act of appreciation of literature, which happens in a reader’s mind,
could not be said as only a verbal act. Kaden wrote about his experience of verbal reflection
activities in his final reflection at the end of semester,
When reading and viewing a book as strictly a collection of words and pages, it is easy to
take it at face value. You read the words, remember the plot, and move on (November,
2018).
He describes the deficit of verbal reflection as what makes him focus on the text itself and his
own meaning making as different. He is calling it ‘face value’ which is the value of the text itself
and can be swiftly taken, with a focus on reading as an act to ‘remember’ the plot. His literary
experience focused on verbal text was not sufficient to take him to deep consideration in creating
meaning from reading literature.
Impeding visual response. Incorporating art in responding to literature is widely used to
expand ways of responding and thinking. Nevertheless, preservice teachers’ previous
experiences of visual literacy were only occasional and faulty. Yasmin’s reflection said:
A lot of times when I was growing up and going to school we used art to help aid our
understanding of the text. This incorporation of art into the reading we did was a way to
see the importance of art and to gain more from the text. Unfortunately for us, the focus
was on realistic art and it made me and my classmates embarrassed. We got so focused
on making the art pretty and perfect that we didn't get the real lesson (November, 2018).
Yasmin remembered her previous experience of visual response in her Weekly Reflection. She
wrote that she has struggled in art. When Yassmin was asked to draw or paint something, her
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teacher had her draw or paint it ‘pretty and perfect’. Yasmin states that she ‘didn’t get the real
lesson’. In her experience, incorporating visual into readings turned to impede the literacy.
Visual Methods for Reading and Literacy
The objective of incorporating art into literacy and literature response is to facilitate and
enlarge students’ meaning making. Using art as response should be different from instruction in
art class. Teachers need to specify visual methods when they use art as a way of literature
response and support students in this response. Without specific guidance, students may be
distracted from engaging in response to literature.
Not to be perfect. Nonrepresentational art was helpful for students to focus on response
to literature without being overly concerned about their artistic skills.

Figure 5.1. Yasmin’s Nonrepresentational Visual Response
In nonrepresentational visual response, Yasmin painted many brush touches using
various colors. She does not need to try to paint it pretty. The term ‘pretty’ is a hard word to
define. However, her previous visual reflection indicates the constraint of thinking to make art
‘pretty’. She was also concerned about making her visual image something ‘perfect’. Learning is
a process. We should seize and focus on the moment in which something happens in a reader’s
mind, rather than making students feel forced to emphasize the product or result.
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Not to present. Preservice teachers discussed the problem in using representational art in
responding to literature. Nora wrote in her Weekly Reflection that, “Doing the
nonrepresentational art was interesting and made me realize how difficult it can be to create art
to NOT represent something.”

Figure 5.2. Nora’s Nonrepresentational Visual Response
Nora wrote that it was hard to “NOT represent something”, emphasizing ’not’ with
capitals. When students are asked to visually represent their response to a book, they are often
limited in that response. Deleuze (1994/1988) posits that representation is the practice of
identification. With representational visual reflection, students tend to represent the image of
what is directly in the plot of the book. Their mind is confined to what is directly suggested to
them in the book. Through this practice of identification, students can be limited to literal levels
of meaning within the book and fail to have the opportunity of making their own meaning that
goes beyond literal levels.
New way of thinking. Nonrepresentational art was new to these preservice teachers.
They came to perceive differences in nonrepresentational visual response from their previous
experiences of reflection. Diana perceives the influence of nonrepresentational art on our
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thinking. She connects this artistic activity to the cognitive effect. Diana wrote in her Weekly
Reflection how the nonrepresentational art affected her brain and way of thinking.
I began to understand making connections with a piece of literature and how it can
nonverbally make sense inside of my head. …I think that I am actually a very creative
person but … I struggled at the beginning of this assignment … how I was going to
convey my message nonverbally. … It[nonrepresentational art] forces you to dig deeper
in your understanding and it forces you to create different connections … I believe that it
forces you to trigger into a different part of your brain and asks you to use a different
side.

Figure 5.3. Diana’s Nonrepresentational Visual Response
Diana found it hard to use art as a sign system through which she could make meaning.
She was used to making sense only verbally. She sees herself as a very creative person. To her,
creativity in art may have been thought as being skillful in using artistic elements and mediums,
rather than the ability to create and generate ideas through the arts. To know about and to use
artistic elements and various mediums may be a necessary condition, but is not a sufficient
condition for visual literacy. Diana describes that thinking visually is another cognitive act.
Incorporating art in visual reflection should be approached as more of cognitive act, not the work
of skillful art technique.
Creation of Response
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Preservice teachers stated they could immerse themselves in responding to children’s
literature and concentrate on their feelings through visual response. They felt freedom in letting
their emotions and feelings unfold. They were able to unleash their minds and feelings to get
somewhere that they had not intended or expected.
Beyond cognizance. Audrey enjoyed the act of painting and feeling freedom in her act of
thinking. Her hands just followed her mind and her mind was not constrained by rules and
conventions. Audrey wrote in her Weekly Reflection that:
Any excuse to be artistically creative in class is good enough for me. … I loved having
the opportunity to think about the book in a new way. I really enjoyed being able to just
listen to what was going on in my head, and let it guide my hand as it added to the paper.
… [Nonrepresentational art] allows me to express my thoughts with no guidelines or
prompt or wrong or bad way or representing something.

Figure 5.4. Audrey’s Nonrepresentational Visual Response
Audrey was immersed into the act of painting and regarded it as a process, not a product. It is not
a completed terminal artwork, but a process through which she could get somewhere she does
not already know. According to nonrepresentational theory (Thrift, 2007), nonrepresentational
ideas try to attend to the flow of experience. This approach recognizes the “processual register of
experience” (Dewsbury et al., 2002. p. 437). Audrey could have time for immersion into
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literature by having the time to listen to her mind. She could experience the flow of her feelings
and mind.
Connecting to soul. To make meaning that is transformative to a reader’s mind, a
connection between the reader and literature should be created. It is hard for preservice teachers
to engage in reading global children’s literature, which is written from a different cultural
background than their lived experiences. Readers’ understanding of the context of the global
books are often limited. Consequently, their understanding of the protagonist can be partial and
superficial. Readers can find that hard to understand and empathize with a protagonist’s feelings.
Through nonrepresentational visual response, preservice teachers had an opportunity to immerse
themselves into the minds of protagonists. Susan wrote in her Weekly Reflection that:
This was the hardest novel that I ever had to read. It was very hard to believe the world
ever got to that point. … The main theme I took away from this was the fact that Arn
thought that his soul had died but in reality, he still did his best to help those around him.
Arn never let his soul die even if the world made it feel like it did. I kept that in mind and
was able to create a piece that I feel best represents Arn and his personality, hard work,
and his strong soul.

Figure 5.5. Susan’s Nonrepresentational Visual Response
After Susan read Never Fell Down, she was struggling in connecting to the book. It was
her “hardest” novel. The sociohistorical context was different from hers and she had little
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background knowledge of the book. She might have heard about these events, but she did not
realize the extent of the situation and events in that region. Through nonrepresentational visual
response, Susan was able to have time to think about the protagonist’s thinking and immerse
herself into the book. She was able to keep the experience in her mind. Finally, Susan was able
to consider what the protagonist felt by connecting to the protagonist’s “personality” and “soul”.
In my teaching experience, I have often used visual reflection in the classroom. My
inviting question to students is usually to ask about the most interesting moment of the book.
Students usually create realistic representational paintings, by painting a scene which depicts an
event that was interesting to them. My invitation may ask students to connect the events and
background of the story, however, it rarely enabled students to consider a protagonist’s feelings.
Readers failed to feel empathy for the protagonist and, consequently, they failed in genuine
engagement in the story and context. Consequently, this superficial understanding did not lead to
transformation in the reader’s mind and did not create becoming-others.
Disrupting conventions. Susan compared nonrepresentational art to representational art
and wrote in her Final Reflection that;
The nonrepresentational approach is beneficial in appreciating literature as an art from
compared to representational art because there are no rules to nonrepresentational art.
…With representational art you have to follow a bit more rules, having to paint
something that is more recognizable. You are able to paint whatever you feel with
nonrepresentational art.
Susan describes the advantage of using nonrepresentational art as feeling freedom in painting. As
noted in Nora’s reflection, painting in representational art constrains our minds. In
representational art, we have to be concerned about the elements of art to make the painting
similar to real objects so that viewers can recognize the image as something that exists in real life.
For example, if we paint a person in a representational style, the painter pays attention to basic
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body parts in acceptable proportions. We incorporate art in responding to literature with the goal
of expanding appreciation, however, our thoughts and appreciation have to instead attend to rules
and criteria of the incorporated modes. Consequently, there is little expansion or deepening of
appreciation and understanding. That means that there is no additional benefit that we actually
gain in incorporating other modes, beyond language, in responding to literature.
Response itself. Nonrepresentational visual response creates a space for readers to go
beyond their initial understanding and intentions. It is a newly created space that owes its
experience to using different mediums. Nora’s Weekly Reflection said that;
My paining at first started as something that I thought was going to be
something amazing. Then in the end it changed into something that I felt [that I] didn’t
represent how I felt about the story but [it was] how I felt. The story made me feel very
different emotions. I felt oblivious to how others are in the world when I was reading the
story and somewhat my painting represented that. It was a lot of fun creating the painting.
Nora shows the trajectory of her mind while she was creating her painting (Figure 5. 2). At first
she wanted to depict something amazing. She did not provide additional explanation of what the
amazing thing meant to her. We do not know clearly about what she wanted to paint at the
beginning. However, she indicates that there was a change from the beginning and the end in her
act of painting. Finally, what she painted was her feeling and emotion, that is, her response itself,
not “something amazing” about the book. Through nonrepresentational visual response, Nora
was able to confront her emotion, which was new to her and different from what she had felt
before from other books. What she painted is her ‘obliviousness’, not the theme of the book, The
Red Pencil. Nora created her genuine experience of the book, not a replica of the plot of the book.
She realized that she did not know much about this global society and this transformed her
understanding. This will work as a motivation for other learning activities inquiring into the
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sociocultural context of the book. She was able to connect to further learning in a genuine way,
which is not imposed and forced by an instructor.
Literacy of Connecting and Integrating
Through nonrepresentational visual response, preservice teachers put multiple topics onto
one canvas. In my past experiences as a teacher, students usually painted a scene about a
significant event in the book. In most cases, the painting had a specific theme. In
nonrepresentational visual response, preservice teachers depicted multiple ideas and themes in
one visual image.
Symbolic Collage. Amy painted her nonrepresentational visual response after reading
Never Fall Down and wrote in her Weekly Reflection that:
The nonrepresentational art I painted has broad brushstrokes of red paint across the
canvas symbolizing bloodshed. The green mixed with the red located at the bottom of the
painting is the mud and terrain people were forced to trek to reach the killing camps in
Cambodia. The white on the corner is the emotionless and numb feelings of death people
felt from the consistent murderers that became apart of their daily lives. The yellow
symbolizes hope with the light seeping through the bloodshed of the killing camps,
lingering behind reality. The combination of the colors mixed together in an abstract
artwork exhibits what I believed to be the significance of Arn’s journey.

Figure 5. 6. Amy’s Nonrepresentational Visual Response
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She depicted the sociohistorical event, the geographical context of the place, the
psychological status of the people, and the protagonist’s resilience and hope. She depicted brutal
killings with strong brushstrokes in red, taking up most of her picture. Amy left the corner white
to depict the psychological state of the people who are suffering under unbelievable catastrophe.
Amy painted her hope in yellow seeping through bloodshed. Hope is depicted among the
catastrophe to mean that hope grows from the disastrous reality. Amy also wrote in her reflection
that, “The protagonist in Never Fall Down was resilient refusing to fall down to ensure the
enemy would never win over him.” She also depicted the mud terrain. The weather and climate
of Cambodia is different from the southwest of the U.S. where she was born and grew up. The
humid weather and dense jungle caught her attention. Perceiving differences in geography is a
useful first step from which understanding of the society and culture expands. According to
Begler (1996), cultures operate within a geographic context that involves them in a constant state
of interaction.
Amy created semiotic paintings in which she put four different themes in a visual image.
Through nonrepresentational art, she did not need to have one theme for reflection. Her
reflection had potential and could be developed into many inquiry topics. She is opening and
connecting to many potential learning topics that can create other learning experiences.
Mirror. While Amy put different concepts and ideas into one picture, Michelle depicted
her appreciation of literature as a whole and used literature as mirror to look at herself. Painting a
nonrepresentational visual response created a space in which she could take care of her
scrambled emotions from the book.
I think this form of art is crucial when it comes to reflecting about what one is reading so
that they can understand the book to the fullest extent. …you can learn more about what
your own morals are and discover more about yourself. … it was a very therapeutic
process. Painting made me feel better about the story and helped me understand my own
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feelings towards the book. … my painting represents the relief I felt when the boy was
rescued by an American man. … it really aids in my understanding of my own emotions
and helps me see where I stand when it comes to topics such as war and racism.

Figure 5.7. Michelle’s Nonrepresentational Visual Response
Michelle felt tension when she was reading Never Fall Down. She struggled with the
whole situation of the book. Once the protagonist was rescued by an American man, which fit
her values, she could feel relieved. While immersing herself in this activity, she came to confront
her uncomfortable feelings, trace her feelings, and found her comfortable zone of feeling where
her values are fulfilled. The path of tracing her emotion makes her think about her cultural values
and identity. She could immerse herself into her uncomfortable feeling while she was doing
nonrepresentational art. She could linger on her tension and open a path to explore who she is.
Social Action. Nonrepresentational visual response can be used as a tool through which
readers engage in social action. Hannah wrote in her Weekly Reflection that;
I had many emotions while reading this book from sadness to frustration. However,
the main emotional that I experienced was confusion. I was confused how someone at
such a young age could be sent to a place full of danger. To demonstrate my emotions,
I painted many “X’s” on my paper which showed that children this young should
never be sent to war. I also drew question marks because I don’t understand the
reason for such an innocent young boy to be sent away from his family, friends, and
home town to a place filled with violence. …Art is an excellent way for people to
show how they are feeling without directly expressing their emotions.
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Figure 5.8. Hannah’s Nonrepresentational Visual Response
Literature contains many characters and events. Many different feelings arise. While
Hannah was reading Never Fall Down, she experienced many feelings “from sadness to
frustratio.” Once she was asked to create a nonrepresentational visual response, she seemed to
look back on her feelings to figure out the reasons for those feelings, which might happen
unconsciously. Finally, she thought that confusion was her “main” emotion. After that, she
clarifies the reason for her confusion. She came to know that her confusion was from the
sociocultural context of the book, which differed from her lived experience. She drew question
marks to show her confusion of the context. She felt tension which was an intensive motivation
for inquiry.
Her confusion is connected to generating her critical stance and social action. She created
her visual reflection by painting many big Xs all over her painting. She describes that children
“should never” be sent to war, showing her strong protest about child rights. Even though she did
not have ample knowledge about the social context, her social action was not deferred. Social
engagement was recommended to be conducted after obtaining concrete knowledge and
understanding of society. Social justice is based on a common sense of humanity. Developing
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social engagement should not be a terminal engagement. As knowledge grows through many
learning activities, students’ engagement of social action should be encouraged to develop step
by step. Through nonrepresentational visual response, Hannah was considering her social action
at a beginning stage of curriculum.
In her reflection, Hannah values art because of being able to show one’s feeling without
“directly” expressing emotion. Throughout the semester, Hannah was a student who did not
often speak up to share her opinions. While we had heated controversial discussions about the
topics of childism and social justice, I do not remember Hannah expressing her ideas. However,
Hannah is the only person who portrayed the issue of children’s rights in the nonrepresentaional
visual reflection. Even though I do not know how Hannah used the term “feeling” and “emotion”
differently, she seemed to be revealing her anger about the situation in which children are
mobilized to war and express her protest against it through her painting.
Throughout the history of resistance movements, art has been an effective and substantial
medium of conveying conviction and creed, especially under a strong political oppression.
Nonrepresentational art can be used as a powerful media in engaging with social action.
Machinic strategy. Dora used nonrepresentational visual response in a different way
from other preservice teachers. She used nonrepresentational visual art as a tool to show her
analysis of the book. Dora read Tropical Secret and her Weekly Reflection said that:
With nonrepresentational art pieces, children are able to process the story and interpret it
as their own. … Though I am able to give you a summary of the text I read, the events
were more background information and historical facts. There was very little plot
involved in this story. The majority of the text surrounded David’s feelings about his
situation and the world around him. So, for my nonrepresentational art response, I drew a
plot map and left the area around it white to symbolize a lack of focus on this element of
literature. Then, I used colors and intense lines to symbolize the ways David was feeling,
and therefore making me feel as I read. I enjoyed this activity, and I think it brings value
to the classroom because it causes kids to relate to what they have read. They think about
how it made them feel, and just respond in the most authentic way.
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Figure 5. 9. Dora’s Nonrepresentational Visual Response
Nonrepresentational visual response gave her an opportunity to see the book as a learning
potential. She was approaching the book and this activity as taking the stance of a teacher. She
zoomed out from the story and stated her analysis of the book. With nonrepresentational visual
response, a broader space is created in which students could approach literature from the criteria
that is significant to them. Broad possibilities of learning experience are provided and students
are encouraged to have more choice of learning connections. She said in her Final Reflection
that:
It all connects, and children being able to make these connections is crucial in developing
their critical thinking skills. These methods can motivate inquiry learning because it
allows the students to go beyond the text and discover topics they might not have thought
about before. This could spark interest in said topic and lead to the student going off on
their own to learn more.
Dora’s stance as a teacher made her see nonrepresentational visual response as a literacy strategy
that can be used in various literacy engagements. She notices that nonrepresentational art can
create broader space in which many literacy aspects can be connected and integrated, facilitating
critical thinking and an inquiry stance.
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Nonrepresentational visual response worked as a platform on which preservice teachers
could bring various connections that were significant to preservice teachers. Kaden describes the
advantage of nonrepresentational visual response in his Final Reflection:
It[Nonrepresentational visual response] makes readers really think about what the book
was to them and then it lets that have time to sink in…[Nonrepresentational visual
response] really serves to help the reader take a step back from the book and view it for
everything it is and can be. …reader is made to face the book with a new angle. …the
reader then has to examine and interpret how all of the elements weave together to create
the experience that was the selected piece.

Figure 5.10. Kaden’s Nonrepresentational Visual Response
In his paintings, Kaden used different media, colors, and techniques. Nonrepresentational art
created a space in which Kaden could immerse himself in appreciating literature. During this
time, he could make connections to whatever emerged in his mind. Kaden weighs in on integrity
and states how all components are valuably woven together to create his own unique thoughts.
Difference
Through nonrepresentational visual response, preservice teachers created their own
genuine responses. All of these responses were unique, creative, and different. Deluze
(1994/1988) argues that idea is created from difference, not from the practice of identity. I
investigated how the difference that preservice teachers created and experienced through the
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nonrepresentational visual response acted as an epistemology and created a space in which
preservice teachers could expand their learning.
Sign as violence. The range of creative nonrepresentational paintings aroused preservice
teachers’ curiosity. Audrey wrote that she wanted to know how and why other students drew
particular images. Compared to figurative representational art, nonrepresentational art is not easy
to perceive at a glance.
I also really enjoyed seeing my tablemate’s creations and thinking about the ways it
represents The Red Pencil and how they experience it as they read it. Once I got to see all
of the other papers together on the table from all of the other groups, it was interesting to
try to think of what books they were representing and the different ways people were able
to express their thoughts about a specific piece of literature.
According to Deleuze (2000/1964), we must first experience the violent effect of a sign
in order for our minds to be forced to seek the sign’s meaning. When Audrey saw other students’
paintings, she wanted to know how they were created. Nonrepresentational paintings do not have
objects and meanings that are easy to interpret and so are useful signs which force viewers to
think. Every student painted differently, even though they were reading the same book. However,
their reflections were different. When all paintings were gathered on a table, Audrey would
figure out which painting represented which book, a common practice for the class. If they were
realistic paintings, Audrey would not have been as interested in figuring out the book.
Connecting to Inquiry. The presented differences in nonrepresentational visual response
led preservice teachers to think about what makes the difference. Diana was intrigued by the
difference between paintings but she did not regard these differences as a matter of different
artistic skills. She stated that the difference was generated from each preservice teacher’s
different perspectives. Diana wrote in her Weekly Reflection that:
I think that the nonrepresentational painting that we did in class, it was so valuable for
me to see the individuality and differences that every single painting had, even if it was
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about the same book. All pieces were different and different colors and that showed me
about different perspectives and how things are all interpreted differently, and how even
though we read the same book we all understood it differently. Or aspects of the same
novel stood out differently to a different set of eyes.
Judy also describes how other people’s different visual representations facilitate her
inquiry stance. She wrote in her Final Reflection that:
This activity is helpful for me to do in research for sociocultural context because it shows
that everyone is different. We all react differently to the same thing because we all have
different perspectives. … This can motivate inquiry learning because students will want
to know why we all think differently. They would want to ask their classmates why they
see ideas the way that they do.
After Judy saw other students’ nonrepresentational visual responses, she wanted to ask
them about their ideas in the visual reflections. The perceived differences made preservice
teachers inquire about the meanings of the book. Unfortunately, we did not have discussion time
of sharing and discussing their drawings in class. Talking about the nonrepresentational visual
response could have created a very engaged discussion.
Boundless being. Division and classification are valued practices in modern scientific
epistemology. These days there are many efforts to overcome the epistemology of dichotomy in
various fields of academic disciplines. Scientific practices of demarcation in thoughts and fields
are being challenged. Through nonrepresentational art, preservice teachers were able to confront
different aspects of thoughts. Tiffany wrote in her Final Reflection that:
… non-representational art expresses the boundless inner livings of the soul. These
expressions of art bend the rules by incorporating the realities of boundless possibilities,
we're complicated and simple … with the darkest of white, [nonrepresentational art]
opens and urges us to boundless clarity…you are able to draw your own conclusions and
opinions…You are able to find your footing and truth, without the biases of the masses
who have been trained to appreciate the world the same.
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Figure 5. 11. Tiffany’s Nonrepresentational Visual Response
Tiffany states that the dispositions of soul and possibilities are boundless. Nevertheless,
as she argues, we are living under the legitimized practices and rules which we are forced to
follow and finally we are produced as the same. A thing has both sides: complicated and simple;
dark and bright. Scientific epistemology has focused on division rather than how those two sides
relate to each other. Through nonrepresentational visual response, preservice teachers were asked
to overcome figurative and representational styles of painting. Tiffany adapted this artistic style
in her way of thinking. A thing is a multiplicity (Deleuze & Guattari, 1987/1980). A thing
consists of many different factors that are flexibly related and continually dismantling.
Nonrepresentational art provided preservice teachers with the experience in which they could see
different aspects of issues and ways of thinking.
Conclusion
Preservice teachers perceived the characters in global children’s literature as a collective
subject. They appreciated each character’s experience as the collective experience of that cultural
group. This experience helped preservice teachers notice the uniqueness of each cultural group
and enhanced their recognition of diversity. Preservice teachers explored the way of writing

166
multicultural and global books by outside authors. They recognized the ideological aspects of
children’s books, lived experiences with marginalized groups, and co-authorships with people
from marginalized groups. Preservice teachers suggest new possibilities that global children’s
literature could create. The world will be a society where multiplied cultures coexist and are
valued. This multiplicity will be fostered by multilingualism and enhanced awareness of political
beings. The world will be a place where people will create joyful nomadic journeys.
Preservice teachers experienced creating nonrepresentational visual response. Preservice
teachers perceived the difference of nonrepresentational visual response compared to their
previous experience of verbal response or figurative visual response. Through
nonrepresentational visual response, preservice teachers were able to create deeper responses to
the literature that go beyond the identification of the book. Preservice teachers also perceived
nonrepresentational response as a potential literacy method. Preservice teachers perceived the
notion of difference as an epistemology of expanding their learning.
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CHAPTER SIX: DISCUSSIONS AND IMPLICATIONS
Since Paolo Freire (1970), critical literacy has been pursued in research and practice, and
multicultural literature has been used as a primary method. However, preservice teachers had
difficulty in engaging with critical discourse when they responded to multicultural children’s
literature. While I was teaching children’s literature in a teacher education program, I also had
difficulty in providing preservice teachers with literacy experiences to enhance their critical
literacy.
The underlying purpose of my study is to configure critical literacy differently from
previous theories and practices, so that I could provide students with new possibilities of critical
literacy experiences. Specifically, in this dissertation study, I drew on Deleuze and Guattari’s
theories and examined preservice teachers’ responses to global children’s literature.
The trajectory of scholarships in critical literacy and discussions around multicultural
children’s literature led me to design this study drawing on Deleuze and Guattari’s theories and
using global children’s literature. Based on Deleuze’s theories, I articulated four research
questions and created response engagements in four modules: sociopolitical context, language,
collectivity, and creating possibilities. Preservice teachers responded to global children’s
literature by engaging in these modules. Research questions are: (1) How do preservice teachers
respond to the sociopolitical context presented in global children’s literature? (2) How do
preservice teachers respond to the language presented in global children’s literature? (3) How do
preservice teachers respond to the notion of collectivity presented in global children’s literature?
and (4) How do preservice teachers respond to global children’s literature through
nonrepresentational visual response?
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This study was conducted for three semesters of the course, Children’s Literature In the
Classroom, that I was teaching. Sixty-three preservice teachers participated. Data was collected
throughout the course and categorized as contextual data, secondary data, and primary data. I
analyzed only the primary data and used the other data to confirm the findings. The next section
is a discussion of the findings for the four research questions.
Discussions of Findings
Awareness of Political Being
Deleuze and Guattari (1986/1975) argue that everything is political in ‘Minor’ literature.
In mainstream literature, the individual concern is the focus and the social milieu serves merely
as an environment or background. In ‘Minor’ literature, in contrast, individual concerns connect
immediately to politics. Understanding the context of literature is necessary in reading literature,
however, not much consideration is given to context and often checked only in relation to when
and where the story happened as a background setting. The terms, social, historical, cultural, and
political are often lumped together into the term of context, and political aspects are rarely
discerned from the wholistic approach to the context, especially when reading children’s
literature.
Through reading global children’s literature, preservice teachers could perceive the
importance of political effects that influence every single event that characters undergo. After
reading Shooting Kabul, Rebecca perceived the role of political influence in the story and stated
that the personal plot is the consequence of political agenda. She listed real life examples from
the Taliban regime. These politically influenced examples helped her to understand the lives and
decisions of the characters. Historical and political knowledge that students obtained through
content literacy are not enough in understanding its effects on the ordinary lives of characters.
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This content knowledge of a certain political system is often not detailed enough to perceive how
it affects ordinary people’s lives.
Global children’s literature provided preservice teachers with content that expanded their
previous knowledge and perspectives of politics. Through reading global children’s literature,
preservice teachers encountered different aspects of historical and political facts that they had not
learned in their K-12 school experience. Dora stated that her knowledge of World War II was
partial and limited to events related to the U.S. Preservice teachers encountered political facts
that were contrary to their previous knowledge. Nadia stated that she believed that the United
States accepted all Jewish refugees at that time, but she came to know that was not true.
Preservice teachers stated in discussion that they had not heard of how World War II influenced
places and people other than the U.S. Preservice teachers perceived that the political knowledge
they gained through K-12 experiences had silenced minor points of view from marginalized
groups.
Children are viewed as immature and their agency and capacity for choice and expression
of their reasoning have been denied (Young-Bruehl, 2012). Children have especially been denied
their rights as political beings. Compared to the U.S. children’s literature, which is often
insulated from political issues, the context of global children’s literature is full of political
situations. Preservice teachers realized that global children’s literature provides students with the
opportunity to be introduced to political issues and develop their political stance.
Even though the political contexts and events in global children’s literature provide
meaningful resources that readers can use to expand their knowledge and deepen their
understandings of narratives of the book, these resources still can remain in the established
political ideology. After reading Never Fall Down, preservice teachers critiqued the communist
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regime which they described in relation to the events presented in the book. Their interrogation
about the political regime did not move forward. Even though I advocate for global children’s
literature to expand their understanding of self and others, preservice teachers’ interrogation of
politics resides in a territory of certain thoughts and ideology. Preservice teachers did not
interrogate why and how the communist regime worked in Cambodia and only accepted the fact
that there is a communist regime.
Language as an Assemblage
Deleuze defines Minor Literature as the literature that a minority author makes in a major
language and so linguistics is a key concept in Deleuze and Guatttari’s theory. They state that
Minor Literature involves all the ways in which the language is affected by a strong coefficient
of deterritorialization. That means, the language of these books highlights variation that can
create a new space in the constants of the established mainstream use of language. By criticizing
Saussurean structural linguistics, which regards language as an independent system of signifier
and signified, Deleuze (1987/1980) argues that language should be understood as an assemblage.
An assemblage creates a territory that is not fixed for all time, but is always being made and
unmade, reterritorializing and deterritorializing. This constant making and unmaking process is
an essential characteristic of beings: they are always coming together and moving apart (Wise,
2011). By looking at language as an assemblage, extrinsic factors of language are inherently
incorporated. This approach to language helps readers understand more holistic aspects of
language as a power device.
In this dissertation study, preservice teachers examined the linguistic aspects of global
children’s literature. Language in children’s literature is commonly regarded as an exemplar. The
power dynamics of language in children’s books was not usually considered in literacy
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classrooms. Preservice teacher’s initial responses indicated they struggled to critically examine
linguistic aspects in children’s books. Preservice teachers empathized with the protagonists’
struggles of learning English, but they did not question the assumptions around language in the
books. Using English in the U.S. is a naturalized norm that assumes people who speak other
languages should accept. Preservice teachers did not take a critical stance on social structures
and the educational system, but focused on solving the issue from personal spheres by
emphasizing the role of teachers.
However, as preservice teachers had more experiences responding to global children’s
literature, they perceived the sociopolitical aspects of language. Global children’s books present
rich contexts around language issues. Preservice teachers who read When My Name Was Keoko,
discussed Japanese colonial language policy in Korea where Korean language and names were
prohibited by force. Latinx preservice teachers reflected on their own lived experiences where
they were forced to speak only English in class.
Preservice teachers read Inside Out and Back Again and discussed the English
pronunciation of the Vietnamese language. The English pronunciation of Vietnamese cultural
objects and the protagonist’s name were different from the original Vietnamese pronunciation,
however, the English pronunciation is legitimized, not Vietnamese, by characters in the book.
Deleuze (1987/1980) argues that language is order-word. The essential characteristic of language
is not to represent or signify, but to order. This discussion led to critical exploration of the
aspects of power embedded in standard English. Standard English and English only policy is
highlighted in classrooms. Languages other than English are rarely taught in elementary
classrooms. Global children’s literature creates fractures in this established canon by presenting
other language than English and diverse language uses.
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In global children’s books, many words in other languages are presented. Preservice
teachers believed that by reading these books presenting other languages in the classroom,
students would feel their language is valued. Finding their own story has been regarded as
important in multicultural children’s literature. As a same token, finding their own language is
crucial. Some words represent specific cultural values and cannot be translated in to English.
Preservice teachers stated that these words could be a great opportunity to learn the embedded
cultural values to enhance their understanding of their future students who come from
marginalized groups.
Global children’s literature is often written by authors who are bilingual or have bilingual
family backgrounds. As a bilingual author, their style of English writing could be different from
English monolingual authors. Preservice teachers perceived the difference in style, however, they
attributed the perceived difference only to the style of narrative in specific books and did not also
consider the author’s bilingual background. Attributing the difference only to the style of specific
narratives overlooks the sociocultural aspects of global children’s literature. Deleuze and
Guattari assert that ‘Minor’ literature includes experiments with language and their language
theory focus on variation. By illuminating and valuing the variation, a fracture is created in the
stabilized canon of language and in the established power of English.
Collectivity as Creation
Deleuze and Guattari (1986) argue that ‘Minor’ literature engages in a collective
assemblage of enunciation. In mainstream literature, authors seek to develop a unique voice and
express themselves as individuals, whereas in ‘Minor’ literature, writers try to efface themselves
and articulate collective voice.
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Basically, literature is an author’s solitary statement. In minoritized literature, the
character no longer designates an individual person but creates a collective subject. Preservice
teachers read a global book not only as an individual author’s experience, but also as a collective
experience of all people in a country. Individuals share historical events. Even though each
individual’s detailed experiences are unique and different from others, their lived experiences go
through similar historical milieu. This collectivity created uniqueness, not a stereotype.
Educators have grappled to avoid stereotypical understandings of marginalized cultural groups
through authentic representations. Focusing on the sociohistorical shared experience of groups
created unique understandings of cultural groups who are underrepresented in the U.S..
The notion of collective enunciation does not demarcate other. The notion of ‘Minor’
connects to the notion of Becoming and challenges the notion of fixed identities. Whether
multicultural literature should be written by a member of an ethnic group or can be written by an
outsider has been an ongoing debate (Bista, 2012). Preservice teachers recognized that authors
outside of a culture can give voice to marginalized groups. In the authoring, preservice teachers
put more weight on the first-person experience and emotional accuracy, rather than accurate
knowledge and research. Preservice teachers valued having diverse ethnic authors, rather than
just having more books in which the contents are multicultural.
Deleuze and Guattari (1986) argue that ‘Minor’ literature authors live on the margin and
express another potential community to force the means for consciousness and sensibility. Bogue
(2011) explains that authors from minoritized groups cannot simply speak in the name of a given
groups, for that group is defined, structured and regulated by the dominant powers it seeks to
resist. Thus, writers from minoritized communities necessarily must attempt to articulate the
voice of a collectivity that does not yet exist. Their task, then, is to help invent a “people to
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come”, or a least promote new possibilities for the future formulation of an active,
self-determining collectivity. Preservice teachers discussed the new possibilities that global
children’s literature suggest. Through their discussion, I wanted to see what kind of new world
they hope to create.
Preservice teachers value that global children’s literature presents multiple contexts and
ways of living which are unfamiliar to them. These unfamiliar multiple contexts challenge their
binary way of thinking and transform the previous self. Preservice teachers perceived that this
unfamiliar difference is facilitated through diverse language. Preservice teachers valued gaining
an awareness of politics. The effect of politics on individuals is rarely discussed in mainstream
American children’s literature. In global children’s literature, individual lives are strongly
affected by the political and governmental context. Reading global children’s literature could
facilitate children’s awareness of themselves as political beings. However, my concern is that
even though preservice teachers realized the importance of politics, their perspectives on politics
remained unchallenged. Preservice teachers reinforced their privileging of American politics and
they did not interrogate other countries’ political contexts to create deeper understandings of
people in those contexts. In global children’s literature, protagonists face harsh adversities.
However, preservice teachers focused on global children’s literature as presenting a story of
triumph. It is true that minoritized people are powerless in the social structure, however, it does
not mean that their ways of living are also powerless. Their force of living has power.
Nonrepresentational: Literacy of Becoming
After I explored the collective creation, I was wondering how our minds cross borders
and become others. The basic concepts of critical studies have been discussed in terms of the
power structures of a society. Many literacy studies explore how to empower the powerless and
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create spaces for the voices of a marginalized group. Discourses of identity have been substantial
issues in critical literacy. Recent research studies challenged the essentialistic notion of identity
and assert that identities are not stable and keep being negotiated (Qin, 2018: Rogers, Rowan,
Walker, 2014). Deleuze and Guattari (1987) argue that a being is always in the process of
becoming. Becoming established thresholds which are zones of in-between. These zones of
proximity become indiscernible, indistinct, or imperceptible. So, becoming is
nonrepresentational (Sotirin, 2011).
In this study, preservice teachers experienced nonrepresentational art and created
nonrepresentational visual responses to global children’s literature. Preservice teachers stated
they could immerse themselves in responding to the books. They felt freedom to let their
emotions and feelings unfold without confining their minds to realistically represent something.
They were able to unleash their minds and feelings to get somewhere that they had not intended
or expected. Nora stated that what she thought at the beginning turned different at the end.
Nonrepresentational visual response creates a space for readers to go beyond their initial
understandings and intentions. What Nora created is her genuine experience, not something in
the book, that is, not another replica of the book. She created becoming in between a book and
herself.
Nonrepresentational response is a potential literacy tool and a machine. Deleuze and
Guattari (1983/1972) argue that a machine is a desire that flows, connects, and produces.
Nonrepresentational visual response worked as a platform on which preservice teachers could
bring various connections that were significant to them. Through non representational visual
response, preservice teachers flowed with their desire of learning in various ways and to various
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destinations. Nonrepresentational response intensified their desire of learning and had the
potential to take them to where they do not know yet.
Nonrepresentational response created difference and ambiguity, which worked as a sign
of epistemology. After preservice teachers created their own visual responses, we gathered all of
the paintings. The paintings were different and it was impossible to know what each painting
meant, even though they were reading the same book. Preservice teachers created difference. A
focus on clarifying thoughts has been a dominant philosophy. While doing so, identification,
division, and classification are regarded as effective epistemology. Unfortunately, that focus can
constrain thought. Tiffany wrote in her reflection that “non-representational art expresses the
boundless inner livings of the soul. …You are able to find your footing and truth, without the
biases of the masses who have been trained to appreciate the world the same.”
Nonrepresentational art provided preservice teachers with the experience of acknowledging
different ways of thinking.
Implications of this Research
Expanding Critical Literacy Studies
Critical literacy has been developed in the two strands of critical pedagogy and critical
text analysis. Freire’s work draws from Marx the key concept that ruling class ideology deﬁnes
school knowledge and ideology. School curriculums are expressions of dominant, ruling-class
ideology and involve the systemic reproduction of the oppressor’s ideology. By this account,
critical analysis of ideologies in relation to social structures is central in critical pedagogy.
However, practical approaches to critical pedagogy in the U.S. have been developed and adapted
in various ways, resonating with specific socio historical contexts. Critical pedagogy set the
grounds for a strong focus on the signiﬁcance of culture, broadly construed as shared value
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systems, interactional patterns, and forms of afﬁliation. While doing so, enhancement of voice
and politics of identity became central pedagogical foci, with the assumption that these can be
translated into forms of self-determination, agency and social movement.
Another strand of critical literacy studies views language, texts and discourses as
principal means for representing and reshaping possible worlds. The aim is the development of
human capacity to use texts to analyze and transform social relations and material conditions.
This strand sees critical literacy as a cultural and linguistic practice and entails an understanding
of how sophisticated texts and discourses can be manipulated to represent and, indeed, alter the
world. This strand has developed in various theoretical paradigms and traditions of scholarship,
including systemic functional linguistics, social semiotics, and critical discourse analysis (Luke,
2013).
These two strands are aligned with the intellectual strands of the discourses of Marx and
structural linguistics, as Michel Foucault describes in the preface of Anti Oedipus (Deleuze &
Guattari, 1983/1972). Gilles Deleuze (1925-1995) was a French philosopher. His series of
philosophical studies developed a new philosophy that redraws the established concepts. The
intent of this new philosophy is to open up fixed ideas to produce a way of thinking that
disconnects from the dominant, intellectual empire (Cole, 2017).
In this dissertation study, I adapted Deleuze’s theories for reading global children’s
literature and tried to reconceptualize critical literacy. Preservice teachers challenged their
previously established perceptions of language and politics. The power of language is naturalized
and often overlooked in children’s literature. Linguistic aspects are strongly established through
traditional, structural linguistic theories and practices. Political aspects of children’s literature
have been rarely discussed. Preservice teachers noticed that their knowledge of political aspects
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in historical events was narrow and limited. Language and politics are domains that are strongly
constructed and naturally stabilized. By creating fractures in the canonical axiom of language
and political aspects, critical literacy studies will be able to create new possibilities.
Deleuze and Guattari (1987/1980) argue that bodies have no interior truth or meaning,
but exist only through their external connections. Becoming is a zone of proximity where the
elements of multiplicities enter into and pass through and between each other (Sottirin, 2011).
Through reading global children’s literature from a Deleuzian lens, preservice teachers
encountered discourses of becoming. Preservice teachers explored the ways of crossing the
borders of identities and becoming others. Solitary individuals become a collective subject.
Deleuze’s theories are wide and deep. In this dissertation study, I only was able to adapt a
part of his theories with limited understanding. Exploring and adapting Deleuze’s other theories
will further broaden and deepen the multiple aspects of critical literacy.
Integrating Global Children’s Literature
Literature is a social institution. Multicultural literature has been a primary method in the
practice of critical literacy. Based on the specific sociohistorical context, multicultural literature
is developed by and dedicated to voicing marginalized cultural groups. While multicultural
literature about race and ethnicity contribute to critical literacy, at the same time, many scholars
caution against definitions that reduce multiculturalism to racial essentialism. Race and ethnicity
are social constructions and should be at the center of any discussion about literature, but are a
limited perspective when isolated because racial oppression interfaces with other cultural
domains (Botelho, 2004).
Many research studies are exploring the ways of incorporating multiple aspects of
multicultural literature and expanding its scope. However, in expanding the scope, there are
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concerns of exclusion or dilution of issues of inequality, discrimination, oppression, and
exploitation (Cai, 1998).
Global children’s literature has a long history within children’s literature. Through global
children’s literature, children’s horizons are expanded as they engage in reading a story set in
another country, especially if written from an insider’s perspective. Freeman & Lehman (2001)
advocate for the important role of global children’s literature for multicultural education. Global
literature deals with cultures outside the U.S. in countries around the world, while multicultural
literature concentrates on parallel cultures within the U.S.. They argue these two areas of study
support each other. Short (2018) argues that global society is filled with the richness of cultural
diversity as well as the devastation of violence and racism. Global children’s literature provides a
pathway to understanding diverse ways of living, valuing our connections, and challenging
inequities.
In this dissertation study, I adapted Deleuze and Guattari’s (1986/1975) theory of ‘Minor’
literature in configuring the characteristics of global children’s literature for critical literacy.
Global children’s literature present a range of political contexts. The events and narratives in
global children’s literature are strongly connected to political contexts. Through these contexts,
readers come to understand the influence of politics on individuals. Readers can perceive
individuals as political beings. Global children’s literature presents diverse linguistic contexts,
and creates a space in which readers are introduced to multilingualism and to the ideological
aspects of language. Global children’s literature presents unique collectivity and specific
sociocultural contexts shared by that group of people. Individual characters create collective
subjects. This collectivity creates unique, culturally specific understandings about the cultural
group.
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Global children’s literature presents events and contexts which are new to U.S. readers.
When this unfamiliar diversity is oriented to critical aspects, global children’s literature can be a
meaningful addition to multiculturalism, and hopefully can cross national borders.
Implications for Teacher Education
Preservice teachers often have difficulty in engaging with critical discourses as they
discuss children’s literature. On the other hand, I, as a teacher, realized I was trying to impose
my conviction of critical literacy, instead of guiding them to critical discussion with organized
and structured literacy engagements. Through this study, I explored the literacy engagements that
can engage preservice teachers in critical discussions of global children’s literature.
Political context is important, but are often not considered in reading children’s literature.
Even in reading multicultural children’s literature, political aspects have often not been
illuminated and power structures are explored in a broad way as cultural differences. Sharp,
Diego-Medrano, and Coneway (2018) examined syllabi of children’s literature courses in
elementary teacher certificate programs and state that critical and historical analysis of children’s
literature has been overlooked. Lazar and Offenberg’s (2011) study shows the importance of
learning contextual knowledge of sociology in critical reading of children’s literature. Deleuze
and Guattari (1986/1975) argue that everything in ‘Minor’ literature is political. Political
influences have such a significant impact on literature and people’s lives. By focusing on
political aspects, preservice teachers will be able to more clearly analyze power structures that
permeate every sociocultural aspects. In this dissertation study, preservice teachers read global
children’s books by focusing on political aspects. They came to perceive their political and
historical knowledge was partial and biased. They also realized the impact of politics on
individuals and were able to see them as political beings.
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Linguistic aspects of literature are important. Examining critical aspects of language in
children’s literature was new to preservice teachers. The power of language was accepted as
natural by preservice teachers. By focusing on linguistic aspects in reading global children’s
literature, preservice teachers can reveal how language works as a power device. Deleuze and
Guattari (1987/1980) criticize a Saussurean approach that defines language as an independent
system of signifier and signifies and argues variation is an essential characteristic of language.
Deleuze and Guattari (1986/1975) argue that ‘Minor’ literature creates a line of flight from
territorialized language. Global children's literature brings context and examples of language
variations. Once preservice teachers get to know the importance of language, their discussion
becomes rich and keen. Focusing on language in reading has potential as an engagement.
Aesthetic stance is important. Even though disengagement was a concern in teaching
preservice teachers multicultural and global books, the other concern is that their engagements
were superficial. Even though they resist reading and using those books, on the other hand, they
read the books with strong empathy to the characters’ adversity. However, I came to realize that
their response is often superficial and stereotyped. Their response and connection were not deep
or diverse.
Rosenblatt (1995) explains that readers approach a text by taking a range of aesthetic and
efferent stances. In efferent reading, the reader’s attention is primarily focused on what will
remain as a residue after the reading. In aesthetic reading, readers’ attention is centered directly
on what they are living through during their relationship with that particular text. I thought that
preservice teachers’ aesthetic stance needs to be enhanced. Deleuze (2000/1964) argues that in
art or in literature, when intelligence supervenes, it is always after, not before. He gives art
superiority over logos, stating that the poet is more important than a philosopher.
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In this dissertation, the preservice teacher created nonrepresentational visual responses to
global children’s literature. Through nonrepresentational visual response, preservice teachers
could immerse themselves in the act of responding by letting their emotions and feelings unfold.
Creating a nonrepresentational visual response was an act of process and creation, not for a
product. It does not need a completed terminal artwork. Preservice teachers were able to unleash
their minds and feelings, and, consequently, they could get somewhere that they had not intended
or expected.
Through this study, preservice teachers focused on exploring political aspects, language,
and nonrepresentational visual response. These engagements will be meaningful suggestions to
children’s literature and literacy courses in teacher education.
Further Studies
Deleuze and Guattari’s ideas are wide in scope and run across many disciplines. Their
ideas are various and concepts are not distinctively articulated, but are connected to each other.
An idea cannot be fully understood by itself. Understanding an idea means understanding other
ideas, as they are explained as rhizomic thought. I started this dissertation study with the theory
of ‘Minor’ literature, however, reading only that theory was not enough to understand their ideas.
Their argument on deterritorialization of language in ‘Minor’ literature could not be understood
without reading their critique of linguistic postulation. The notion of collectivity cannot be
understood with the notion of becoming. Reading Deleuze’s other theories will deepen
understanding of each concept. This dissertation study used Deleuze’s ideas in reading literature
and critical literacy. Deleuze’s ideas introduced in this dissertation, along with reading Deleuze’s
other theories, will be a potential tool in broad fields of literacy.
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In this study, I narrowed down my interest in critical literacy. However, critical literacy
cannot be achieved when it is isolated. Especially, when we pursue critical literacy through
literature, we should not disregard the essence of literature education. I suggest exploring
aesthetic aspects of critical literacy through Deleuze’s theories. Being critical has been
associated with struggle. Why do we want to be critical? How could our resistance be a joy?
Incorporating visual literacy and multimodal literacy could be a useful method for exploring
aesthetic aspects of critical literacy.
This study examined preservice teachers’ responses. Owing to preservice teachers’
genuine response, I suggest adding a critical content analysis study of global children’s literature
to the courses. Adding this in-depth analysis, we will be able to develop more structured
guidance for educators to incorporate global children’s literature in their literacy curriculum.
Investigating my experience as a Korean educator, I suggest research studies of global
literacy. Global context will provide various contexts and resources. The world is getting more
closely connected. The issues of a country are strongly related to other countries. Power
structures are created across national borders. I am wondering how the global connection should
be. How can the connection reveal critical aspects of global power structure? How does
connection help marginalized students’ critical stance?
Final Thoughts
I thank the preservice teachers who I worked with during this study. They were
co-researchers and co-thinkers, rather than my students or participants of the research. At the
beginning of this study, my ideas were not clear and my expression of the ideas was not clear
enough. I remember their sincere faces trying to understand my explanations and their
paraphrasing of my words between themselves with aha nods. As classes went on, through
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working with them, my ideas were getting clearer. It was my great joy to read their sincere,
thoughtful responses and reflections. I became them and they became me. They reminded me of
my college times when I was first introduced to critical studies, which impacted me so strongly
at that time and have lingered through the rest of my life. It was a precious experience that I was
interrogating critical studies again in a different time and space. I hope this experience will also
remain meaningful to them.
Through this study, I, thankfully, created a machine. Through the machine, something
will flow and will be connected to something, of, which I do not know yet. This machine asks
me to create endless nomadic movement.
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APPENDIX A: CONSENT FORM
University of Arizona
Consent to Participate in Research
Study Title: Examining Pre-service Teacher’s Response to Global Children’s Literature
Principal Investigator: Hee Young Kim
You are being asked to participate in a research study. Your participation in this research study
is voluntary and you do not have to participate. This document contains important information
about this study and what to expect if you decide to participate. Please consider the
information carefully. Feel free to ask questions before making your decision whether or not to
participate.
We live in a global society and the connections between countries is getting closer. The purpose
of this research is to examine pre-service teachers’ responses to global children's literature.
This study will examine your assignments and classroom engagements through the semester.
After the semester some of you will be invited to an interview. This study will be conducted in
the regular context of teaching and learning of TLS 480 Children’s Literature in the Classroom.
This study will examine your ongoing class engagements and no additional implementation will
be conducted other than what was designed and stated in the course syllabus.
This consent form will be collected by Dr. Kathy Short who is my advisor and supervisor of this
course. Collected consent forms will be stored in her cabinet until the semester ends, including
submission of the official grade report. After that, collected consent forms will be handed over
to Hee Young Kim, the Primary Investigator.
There are no expected risks to you as a result of participating in this study.
You will not benefit directly from participating in this study.
Your name will not be used in any report. Identifiable research data will be encrypted and
password protected.
Your responses will be assigned a code number. The list connecting your name to this code
will be kept in an encrypted and password protected file. Only Hee Young Kim, the primary
investigator, will have access to the file. When the study is completed and the data have been
analyzed, the list will be destroyed.
For those who agree to an interview with your permission, I would like to audiotape the
interview so that I can make an accurate transcript. The audio files and transcribed files will be
password protected. Your name will not be in the transcript or my notes.
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The information that you give in the study will be anonymous.
collected or linked to your answers.

Your name will not be

Education records used by this research project are education records as defined and protected
by Family Educational Rights and Privacy Act (FERPA). FERPA is a federal law that protects the
privacy of student education records. Your consent gives the researcher permission to access
the records identified above for research purposes.
Because of the nature of the data, it may be possible to deduce your identity; however, there
will be no attempt to do so and your data will be reported in a way that will not identify you.
Information collected about you will not be used or shared for future research studies.
The information that you provide in the study will be handled confidentially. However, there
may be circumstances where this information must be released or shared as required by law.
The University of Arizona Institutional Review Board may review the research records for
monitoring purposes.
For questions, concerns, or complaints about the study you may contact Hee Young Kim. Phone
number is (520)225-7002 and email address is heeyoung@email.arizona,edu.
For questions about your rights as a participant in this study or to discuss other study-related
concerns or complaints with someone who is not part of the research team, you may contact
the Human Subjects Protection Program at 520-626-6721 or online at
http://rgw.arizona.edu/compliance/human-subjects-protection-program.

Signing the consent form

I have read (or someone has read to me) this form, and I am aware that I am being asked to
participate in a research study. I have had the opportunity to ask questions and have had
them answered to my satisfaction. I voluntarily agree to participate in this study.
I am not giving up any legal rights by signing this form.
Printed name of subject

Signature of subject

I will be given a copy of this form.
Date
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APPENDIX B: COURSE SYLLABUS
TLS 480, Section 003
CHILDREN’S LITERATURE IN THE CLASSROOM
Spring 2019, Mon2:00-3:30
Education Room 455
Instructor: Hee Young Kim
Email: heeyoung@email.arizona.edu
Office: 439c, Worlds of Words
Phone: (520) 225-7002
Office hours: Monday 12:00-2:00, Wednesday 12:00-2:00 or by appointment
Course Description: This course is a survey of children’s literature during which we will
explore through reading and discussion a wide range of genres and issues related to children’s
books.
Course Objectives
During this course you will:
• gain a better understanding of yourself as a reader, your cultural identities, and of how to
engage in personal and critical response to literature.
• develop a broad knowledge of the various genres and types of books for children, including
the major authors and illustrators of these books with an emphasis on books and authors that
reflect cultural and linguistic diversity.
• be able to evaluate the literary quality and appropriateness of specific children’s books,
including books that connect to children’s own cultural identities and open their minds to
cultures that differ from their own.
• be familiar with the literary and artistic elements and how they interact to create an effective
book for children.
• be familiar with the reference sources for information on children’s literature.
• examine the role of literature in the lives of children.
• explore ways to engage children with literature for personal, cultural, and academic purposes.
• develop an awareness of social, multicultural and global issues as they connect to literature
for children.
Beliefs about learning:
Our class experiences are based on the following beliefs about learning (adapted from Dr. Kathy
Short):
• Learning is an active process. We will immerse ourselves into reading and responding in
various ways to many children’s books.
• Learning is a social process of collaborating with others. We will explore our thinking about
our reading through inquiry and dialogue in small groups. There will be many opportunities
for informal interaction and sharing about literature in small group and whole class
experiences.
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• Learning occurs when we make connections to our own experiences. We will respond to
literature through making personal connections to our reading and then exploring and
critically examining those responses in literature circles with other readers. Our focus will not
be on a specific literary interpretation. We will make decisions about the books we read and
the resources we develop based on our needs and experiences as individuals and as teachers
and librarians.
• Choice allows learners to connect to their experiences and feel ownership in the curriculum.
We will have choices in what we read, how we respond, and the specific focus of projects and
small group activities.
• Learning is reflective as well as active. We will have many opportunities to reflect on what
we are learning through writing, talking, and self-evaluations.
• We live in a culturally diverse world. We will explore literature from a multicultural and
global orientation to expand our understanding of the cultural pluralism in children’s lives and
their world.
• Learning is a process of inquiry. We will search out the questions that matter in our lives and
develop strategies for exploring those questions and sharing our understandings with others.
Reading Materials
Required readings:
• 80 or more children’s books (at least 15 of which are chapter books)
• The Season of Styx Malone by Kekla Magoon
• Articles on d2l
• Children’s books for weekly literature circles
Required Text:
• Short, K. Lynch-Brown, C., Tomlinson, C (2017). Essentials of Children’s Literature, 9th ed.
Sources for children’s books:
• Tucson public libraries (Pima County Public Library system) or school libraries
• Worlds of Words, College of Education, 4th floor (adjacent to our classroom)
• University of AZ Children’s Literature Collection (Main library, 3rd floor)
• Poetry Center
• University bookstore or Local books stores (Kid’s Center)
• Scholastic Book Club orders (an economical way to begin building your personal library)
• Internet booksellers such as amazon.com, hpb.com, barnes&noble.com (their used book sites
are an economical way to acquire books)
• For books not published in the US try amazon and scholastic sites from other countries
Weekly Assignments
1. Read chapter(s) from the textbook each week. Be prepared for class discussion and
activities related to the reading by bringing a page of 1A1Q (one aha moments and one emerging
question) for each chapter to class.
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2. Read at least 5 picturebooks each week. You will read total 65 picturebooks. This number
includes a variety of genres and will be recorded in your Reading Records. These records may
include books we read together in class. Please include poetry books.
3. Read at least 1 novel each week. You will read total 15 novels. This number of books may
include required children’s literature, literature circle books, and your choice of books. Literature
circle books will be checked out from class. One must be listened to in audio book format. These
books will be recorded in your Reading Records and you will be fully prepared for literature
circle discussion.
Learning Experiences
Learning experiences of this course are developed and designed based on learning theory,
Inquiry Framework for Children’s Literature: Learning by, through and about (Short, 2018).
• Learning by children’s literature: Reading widely to immerse in story
• Learning about children’s literature: Reading strategically to learn about children’s
literature
• Learning through children’s literature: Reading deeply to think critically
Learning by children’s literature: Reading widely to immerse in story
Personal Literary Memoir
Describe key formative literary experiences, both positive and negative, inside and outside of
school that have shaped your attitudes and abilities as a reader. Consider which of these books
were mirrors that reflect your life and which were windows that took you outside of your life to
other places, times and cultures.
Reading Records
• Extensive and intensive reading of children’s books is the primary focus of this course.
Record your reading in a format that works for you-e.g. data base, journal, index cards. One
option to consider is LibraryThing.com on your library page. Your records will vary from
brief annotations or categorizations to more extensive annotations and analysis of your
reading. The major function of the record is for you to write down information you want for
the future.
• The information you provide about books should include:
§ bibliographic information (author, title, illustrator, publisher, date, number of
pages)
§ type of book format and literary genre
§ short summary of the main plot
§ tags or subject headings that describe the content and the themes of the book
§ your response to the book (comments on connections, strengths, or concerns).
§ For novels for Literature Circle, you will write detailed reflective response.
§ Note: it is NOT appropriate to copy comments and summaries from sites like
Amazon, Goodreads, etc.
• The reading for this course should be done weekly. There may be some weeks when you read
fewer books than others but this is not a project that you put off until it is due. This course is
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based on continuous reading of children’s literature and you will greatly decrease your
learning and participation in this class if you are not reading regularly throughout the course.
Include poetry books in your reading record since poetry is so often overlooked in classrooms
and libraries.
Your reading records need to include at least one book in Audiobook format, one graphic
novel, one pop-up book and one magazine.
You are expected to read a minimum of 80 books in a combination of picture books
(minimum of 65) and chapter books (minimum of 15), reflecting a range of genres and age
levels.
You will turn in your Reading Records three times during the semester along with an analysis
sheet of your books.
The purpose of the course is to introduce you to new literature so try to read books that are
new to you, not only old favorites.
If you are reading a series count only one of the books as part of your 80 books. Additional
books in the series can count as ‘above and beyond’ the 80 required.
Focus on books for children and young teens.

Browsing books and Book Share
You will browse books related to the class focus and specific themes. While you are browsing,
you will create notes about the books.
You will bring books selected from your reading records to share with classmates.
Read-Aloud in class
Instructor or class members will read aloud books to set the context for the focus of the class
topic. You will write journal responding to the books.
Learning about children’s literature: Reading strategically to learn about children’s literature
Genre Studies
When genres are covered in class, you will work in a small group and present the synthesis of the
genre including key concepts, books, implementation in teaching, along with leading class
discussions. As a group you will identify issues of the genre and articles exploring the issues.
Each student will bring a book of your favorite of the genre and share your response to the book
in class. We will collaborate and create lists of these books on google drive. After each genre
covered, you will write genre synthesis paper in which you reflect literary knowledge of genre,
implementation of teaching, and reflections of books.
Professional reading/expert guest speakers
You will read articles to broaden and deepen issues and topics around children’s literature. Some
articles will be provided on D2L and you will also identify articles for specific emerging issues.
You will read articles with annotations. You will listen to from expert guest speaker who may be
author, illustrator, and/or educator.
Library Exercises
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Complete the library orientation provided by the university. Visit the library and complete the
exercises as assigned during the semester. The links to the exercises can be accessed through
D2L. We will get instruction class at the main library.
Read-Aloud with Children
• Listen to or read Mem Fox on reading aloud to children. www.memfox.com: How to Read
Aloud (Introduction, And Do It Like This, Ten Read-Aloud Commandments). Write a
reflection about the primary things you learned from listening to Mem Fox. Then choose two
of Mem Fox’s Read Alouds to watch for evidence of her ten commandments.
• Each student will read aloud twice to a group of children (group = at least 3-5 kids), once at
the beginning of the semester and then again towards the end of the course. The reading can
be a single picture book or a chapter from a novel. The audience can be any group from
toddlers to teens. Practice so you can read it WELL. Write a reflection about the Read-Aloud
experiences, paying attention to verbal and non-verbal feedback from your audience.
Author/Illustrator profile Presentation
You will do two profiles of an author or illustrator.
• Create a profile of an author, illustrator or poet who is an old favorite, someone you
remember reading as a child or who has a long history within the field. Gather their books,
research their biographical information, and determine why their books have stood the test
of time and been read by generations of readers. Prepare a display of that person’s work
and be ready to share in a small group about why their books remain significant.
• Create a profile of an author, illustrator or poet who writes books reflecting the lives of
children from marginalized or underrepresented groups. Include basic biographical
information, major works, and why he/she is important to children as readers. Also include
why you picked this person. Discover why this author or illustrator writes or illustrates
what he/she does. You will briefly present your biographical background sketch to
classmates (small group) and you plan a display plus an invitation for your classmates, so
they can experience a writing or the artistic technique of your person. This engagement
should be experiential rather than merely a discussion of the author and illustrator's work.
Learning through children’s literature: Reading deeply to think critically
Literature Circle and Response to literature
The focus is on personal responses to books. This is a chance for you to dig deep and reflect on
what you read or experienced. You will write reflection paper to be prepared for literature circle
discussion prior to class.
Text Sets and Mini-Conference
Work in a small group to create a text set of books that are related by our class theme. Record the
bibliographic information, summary and your rationale for why this book is worthy of being in
the text set. The books should reflect a range of culture, genres, and thematic connections. This
set should include 10-20 books that you are able to bring for a book browse.
You and your group will create a display table for the mini-conference. This display will include
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the text set of books, artifacts, a poster, and an invitation for others to experience. The invitation
should engage classmates with the themes and issues related to your text set. The texts set and
invitations will be presented in class and during the mini-conference to the other TLS-480
sections. Attendance at the mini-conference, where the text sets will be presented and an author
will present, is required.
Worlds of Words Project
Through the courses you will read many of global children’s literature that have different
sociocultural contexts from your own background and experience. Through your reading of
global children’s literature, you will identify specific issues and topics that you think are helpful
for expanding your global and intercultural understandings. In small groups, you will select a set
of global books to analyze and will write a research paper to describe the sociohistorical contexts
and the social issues in those books. Papers will be written as a group.
Learning reflections and self-assessment
You will reflect your learning and class learning activities through the semester. Learning
reflections and self-assessment include:
• your personal learning goals (revised mid-semester)
• self-evaluations at mid-term and final
• reflection of your learning including response to class activities, class discussion,
presentation, literature circle discussion, etc.
Choice Inquiry Project (Optional “A” Project)
Create a project of special interest to you that you will share with the class during the last two
class sessions. You will submit your topic at midterm and receive feedback several weeks before
the project is due. You must complete a choice project in order to earn an A for the class and that
project must involve a minimum of 10 hours.
*Children’s Literature Resource Portfolio (Benchmark Assignment)
ALL of the learning exercises will go into a notebook or expanding file folders (whatever format
will be useful for you). Include all the handouts and the syllabus. Take photos of your group
work to include as artifacts.
• The purpose of the portfolio is to gather and organize the projects and resources from this
class according to the course objectives.
• The portfolio should include a reflection for each section indicating how the artifacts
demonstrate how you have met the course objectives related to that section.
• You will use your portfolio as the basis for your final examination (in-class exam) and it will
act as a final evaluation of whether or not you have met the course objectives.
• Include a Table of Contents for each section.
• The sections of your portfolio will include:
Responding as a Reader
§ Projects and handouts in which you reflect on yourself as a reader and in-depth
personal responses to the books you have read in this class.
§ Possible artifacts include your reflective journals with your personal responses to
literature, Book Clubs, etc.
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§ Course objective: You will gain a better understanding of yourself as a reader and of
how to engage in personal and critical response to literature.
Knowledge of Children’s Literature
§ Projects and handouts that reflect your knowledge of children’s books and ability to
evaluate the literary quality and appropriateness of these books. Includes the range of
books which you read as part of the class and your ability to organize text sets of
conceptually related books.
§ Possible artifacts include your reading records and inventories of your records, chapter
AHAs, genres project, text sets, etc.
§ Course objectives: You will develop a broad knowledge of the various genres and
types of books for children, including the major authors and illustrators of these books.
You will be able to evaluate the literary quality and appropriateness of specific
children’s books. You will be familiar with the literary and artistic elements and how
they interact to create an effective book for children.
Reference Sources and Resources
§ Projects and handouts that reflect your knowledge and use of reference sources on
children’s literature and how to locate information on authors, illustrators, and poets as
well as books on particular themes or topics.
§ Possible artifacts include library exercises, library guides, author/illustrator/poet
projects and handouts, professional articles that focus on children’s literature as a field,
poetry handouts. .
§ Course objective: You will be familiar with the reference sources for information on
children’s literature.
Literature Engagements with Children
§ Projects and handouts that reflect ways in which literature can be used with children.
§ Possible artifacts include read-aloud reflections, literature response strategies,
professional articles or handouts on the use of books with children, professional
conference reflections.
§ Course objectives: You will examine the role of literature in the lives of children. You
will explore ways to engage children with literature for both personal and academic
purposes.
Social and Cultural Issues in Children’s Literature
§ Projects and handouts that focus on specific cultural and social issues in children’s
literature such as censorship, stereotypes, and controversial books.
§ Possible artifacts include reflective journal entries and professional articles, projects or
papers on these issues.
§ Course objective: You will develop an awareness of social, multicultural and
international issues as they connect to literature for children.
Final Examination
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Final exam will be on Friday, May 3rd at 1:00 – 3:00 pm at the same classroom, Education Room
455. Please refer to the Final Exam Regulations,
https://www.registrar.arizona.edu/courses/final-examination-regulations-and-information, and
Final Exam Schedule, http://www.registrar.arizona.edu/schedules/finals.htm
Attendance Policy
Participating in class sessions and other course events are vital to the learning process. As such,
attendance is required at all class meetings. Absences may affect a student’s final course grade.
If you anticipate being absent, are unexpectedly absent, or are unable to participate in class
online activities, please contact me as soon as possible. To request a disability-related
accommodation to this attendance policy, please contact the Disability Resource Center at (520)
621-3268 or drc-info@email.arizona.edu. If you are experiencing unexpected barriers to your
success in your courses, the Dean of Students Office is a central support resource for all students
and may be helpful. The Dean of Students Office is located in the Robert L. Nugent Building,
room 100, or call 520-621-7057.
The UA’s policy concerning Class Attendance, Participation, and Administrative Drops is
available at:
http://catalog.arizona.edu/policy/class-attendance-participation-and-administrative-drop
The UA policy regarding absences for any sincerely held religious belief, observance or practice
will be accommodated where reasonable,
http://policy.arizona.edu/human-resources/religious-accommodation-policy .
Absences pre-approved by the UA Dean of Students (or Dean Designee) will
be honored. See: https://deanofstudents.arizona.edu/absences
Because courses are preparation for your career as teachers, being dependable, responsible, and
punctual are behaviors that you must exhibit. The children whom we teach as well as their
families and the community expect this of us when we are in schools, and so the faculty in the
College of Education expect this of you during the semesters you are in the program. Being
dependable, responsible and punctual are signs of the professional behavior we expect you to
demonstrate while at the College of Education and throughout your professional career. We have
high expectations of you, possibly higher than you have experienced before the program.
In accordance with the University of Arizona Academic Policy for class attendance, the
following guidelines are in place:
• Plan to be in class every day scheduled.
• Any personal events you have, such as doctor's appointments, vacations, family
events, or hours at work, should be planned after your course meeting times. Personal
events should not conflict with class sessions.
• All holidays or special events observed by organized religions will be honored for
those students who show affiliation with that particular religion.
• These absences, as well as other excused absences, require that you contact your
instructor ahead of the class session to provide an explanation of why the absence
merits exception.
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Absences pre-approved by the UA Dean of Students (or Dean's designee) will be
honored (for example, absences required of athletes).
Arriving to class on time and being prepared are professional behaviors. We will
start class promptly each day. If you arrive more than 5 minutes late, or leave more
than 5 minutes early, this will be noted.
Three or more late arrivals or early departures will constitute an unexcused
absence.
We know that unexpected events occur. You are allowed two excused absence from
class for illness or personal emergency. The reason for the excused absence must be
justifiable and verifiable by a third party and for the most part unplanned and
unavoidable, for example a car accident or an unexpected illness that results in an
emergency room visit.

In order for the absence to be excused, you must:
• notify your instructor as soon as possible.
• make arrangements for another student to gather handouts and take notes for you if
you are missing coursework. You are responsible for catching up on any missed
material and completing a make-up assignment within one week of the absence.
Multiple absences may indicate issues that need to be addressed because they may reflect a lack
of professionalism. More than two excused or any unexcused absences will result in a conference
with the instructor.
Multiple—more than two—unexcused absences will result in lowering your grade by one full
letter. For example, if you were receiving an A in the course, the highest grade you could receive
is a B.
Multiple unexcused absences may result in a failing grade for the course, unless a valid and
justifiable reason has been provided, or as per University policy, “excessive or extended
absences from class are sufficient reasons for the instructor to recommend that the student be
administratively dropped from the course.”
Grading Policies
Self-evaluation is an integral part of this course. You will be asked to submit an initial statement
of goals for this semester. For selected projects, you will be asked to turn in a self-evaluation in
which you state your goals for that particular project and evaluate the process you went through
in reaching those goals. You will receive evaluative comments for each of your projects based on
your goals and the project intent. You may resubmit projects that are not satisfactory in meeting
the goals and intent. At mid-semester, you will revise your goals for the course and evaluate your
learning at that point in the semester and will receive evaluative comments from me. At the end
of the class, you will write an overall self-evaluation of your learning throughout the class.
Your final grade will be based holistically on both my evaluation and your self-evaluation of
your growth and learning related to the course objectives, the quality of your written work, and
your attendance, participation, and preparation for class sessions. While you can negotiate the
ways in which you define and complete class projects, you must complete all of these projects to
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fulfill course requirements and your final grade for the course will be based on the
thoughtfulness and quality of this work with a B reflecting the completion of all course projects
at a satisfactory level. You must exceed those requirements in some way to receive an A by
selecting one or more choice inquiries that involve a minimum of 10 additional hours.
Your mid-term evaluation will include a discussion of the grade for your work completed as of
that date so that you can establish goals for maintaining or improving your final grade for the
course. The instructor will not give Incompletes for the course except in extreme situations and
only with prior approval.
Late assignments without a valid excuse will affect your final grade.
A - Complete all assignments for the course at a satisfactory level and meet attendance and class
participation requirements. In addition, complete one or more Choice Inquiries for a final
project (negotiated with instructor).
B - Complete all assignments for the course at a satisfactory level and meet attendance and class
participation requirements.
C – Issues with several missing or incomplete assignments or attendance, tardiness, leaving class
early, or participation in class sessions
D – Unsatisfactory in multiple areas related to assignments, attendance and participation.
E – Failure to complete multiple assignments at a satisfactory level and/or multiple absences
from class.
Requests for incomplete (I) or withdrawal (W) must be made in accordance with University
policies, which are available at
http://catalog.arizona.edu/policy/grades-and-grading-system#incomplete and
http://catalog.arizona.edu/policy/grades-and-grading-system#Withdrawal respectively.
University Policies
Accessibility and Accommodations
Our goal in this classroom is that learning experiences be as accessible as possible. If you
anticipate or experience physical or academic barriers based on disability, please let me
know immediately so that we can discuss options. You are also welcome to contact
Disability Resources (520-621-3268) to establish reasonable accommodations. For
additional information on Disability Resources and reasonable accommodations, please
visit http://drc.arizona.edu/. If you have reasonable accommodations, please plan to meet with
me by appointment or during office hours to discuss accommodations and how my course
requirements and activities may impact your ability to fully participate. Please be aware that
the accessible table and chairs in this room should remain available for students who find
that standard classroom seating is not usable.
Classroom Behavior Policy
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To foster a positive learning environment, students and instructors have a shared responsibility.
We want a safe, welcoming and inclusive environment where all of us feel comfortable with
each other and where we can challenge ourselves to succeed. To that end, our focus is on the
tasks at hand and not on extraneous activities (i.e. texting, chatting, reading a newspaper, making
phone calls, web surfing, etc).
Students are asked to refrain from disruptive conversations with people sitting around them
during lecture. Students observed engaging in disruptive activity will be asked to cease this
behavior. Those who continue to disrupt the class will be asked to leave lecture or discussion and
may be reported to the Dean of Students.
• Personal computers may be used for class note taking and activities, but should not
be used for personal reasons during class.
• Cell phone use is not permitted during class and phones should not be turned on. If
there is an unexpected need to receive a call during class, please inform me ahead of
time.
Please
limit trips to the bathroom during class.
•
• NOTE: Drinks are permitted as long as they are in a covered container.
Threatening Behavior Policy
The UA Threatening Behavior by Students Policy prohibits threats of physical harm to
any member of the University community, including to one’s self. See:
http://policy.arizona.edu/education-and-student-affairs/threatening-behavior-students.
Accessibility and Accommodations
At the University of Arizona, we strive to make learning experiences as accessible as possible. If
you anticipate or experience barriers based on disability or pregnancy, please contact the
Disability Resource Center (520-621-3268, https://drc.arizona.edu/) to establish reasonable
accommodations.
Code of Academic Integrity
Students are encouraged to share intellectual views and discuss freely the principles and
applications of course materials. However, graded work/exercises must be the product of
independent effort unless otherwise instructed. Students are expected to adhere to the UA
Code of Academic Integrity as described in the UA General Catalog. See:
http://deanofstudents.arizona.edu/academic-integrity/students/academic-integrity.
The University Libraries have some excellent tips for avoiding plagiarism available at:
http://www.library.arizona.edu/help/tutorials/plagiarism/index.html.
UA Nondiscrimination and Anti-harassment Policy
The University is committed to creating and maintaining an environment free of
discrimination,
http://policy.arizona.edu/human-resources/nondiscrimination-and-anti-harassment-policy
.Our classroom is a place where everyone is encouraged to express well-formed opinions
and their reasons for those opinions. We also want to create a tolerant and open
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environment where such opinions can be expressed without resorting to bullying or
discrimination of others.
Additional Resources for Students
UA Academic policies and procedures are available at:
http://catalog.arizona.edu/2015-16/policies/aaindex.html
Student Assistance and Advocacy information is available at:
http://deanofstudents.arizona.edu/student-assistance/students/student-assistance
Standards Addressed
Students in the Elementary Education Program are assessed on the Interstate
Teacher Assessment and Support Consortium (InTASC) Standards, the International Society for
Technology in Education National Educational Technology Standards for Teachers (ISTE
NETS-Teacher), and the University of Arizona Teacher Preparation Programs Professional
Standards. The Standards work in concert. By addressing them, graduates of the Elementary
Education Program demonstrate that they are professionals and are prepared to participate in the
very important process of educating young children.
Arizona Professional Teaching Standards: InTASC Standards
•Standard #1: Learner Development. The teacher understands how learners grow and develop,
recognizing that patterns of learning and development vary individually within and across the
cognitive, linguistic, social, emotional, and physical areas, and designs and implements
developmentally appropriate and challenging learning experiences.
•Standard #2: Learning Differences. The teacher uses understanding of individual differences
and diverse cultures and communities to ensure inclusive learning environments that enable each
learner to meet high standards.
•Standard #3: Learning Environments. The teacher works with others to create environments
that support individual and collaborative learning, and that encourage positive social interaction,
active engagement in learning, and self-motivation.
•Standard #4: Content Knowledge. The teacher understands the central concepts, tools of
inquiry, and structures of the discipline(s) he or she teaches and creates learning experiences that
make the discipline accessible and meaningful for learners to assure mastery of the content.
•Standard #5: Application of Content. The teacher understands how to connect concepts and
use differing perspectives to engage learners in critical thinking, creativity, and collaborative
problem solving related to authentic local and global issues.
NETS-T
•#3: Model Digital Age Work and Learning. Teachers exhibit knowledge, skills and work
processes representative of an innovative professional in a global and digital society.
•#4: Promote and Model Digital Citizenship and Responsibility. Teachers understand local
and global societal issues and responsibilities in an evolving digital culture and exhibit legal and
ethical behavior in their professional practices.
University of Arizona Professional Standards
Teacher candidates at the University of Arizona demonstrate a commitment to their academic
program and to education by:
•
attending, being on time, and being prepared for scheduled classes and field
experiences;
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•
•
•
•
•
•
•
•
•

having a professional appearance;
communicating professionally and respectfully orally and in writing with peers,
colleagues, instructors, K-12 students, teachers, administrators, families, and
community members;
looking beyond self and respecting differences of race, ethnicity, language, social
class, national allegiance, cultural heritage, disability or perceived disability, gender,
and sexual orientation;
accepting and acting upon reasonable criticism;
understanding and respecting others’ perspectives;
questioning and testing their assumptions about teaching and learning;
separating personal and professional issues;
exhibiting their knowledge through inquiry, critical analysis, and synthesis of the
subject;
maintaining or exceeding the minimum grade point average of 2.5 G.P.A.
TLS Position Statement on Social Justice (3/25/2014)

The members of the TLSS community are committed to providing equal opportunity and
nurturing an academic climate dedicated to social justice. Injustice takes many forms.
Oppressive acts are sometimes overt, but most are subtle, and are difficult to document. These
hidden forms of discrimination are identified in the literature as microaggressions, often resulting
from unexamined attitudes and beliefs. Macroaggressions are expressions of both the overt and
systemic forms of injustice.
Our commitment to social justice reflects an orientation to our goals and practices in education
and ultimately, an orientation to life that values a diversity and inclusion of viewpoints and
experiences of all people as valuable contributors to the experience of schooling and society.
This stance recognizes that individuals bring a variety of linguistic, social, and cognitive
strengths from their families and communities into the classroom; we view these strengths as
assets.
• We value and honor human diversity.
• We recognize that all relationships include dynamics of power. We are committed to
relating to each other with conscious awareness and sensitivity to these power dynamics.
• We pledge to contribute to expanding the linguistic and cognitive strengths that learners
possess and bring with them to the classroom.
• We understand that systemic policies, traditions, and laws along with personal beliefs,
experiences and attitudes affect personal relationships and equitable treatment and
opportunity for all.
• We strive to provide a context where we all have the venue, the opportunity, and the
confidence to express our experiences and that these experiences will be heard
constructively, critically, and with sensitivity.
• Hence, we are not color blind. We will not erase who someone is in the name of equality,
nor deny the historical, material and emotional impacts of racialized and gendered
identities, and colonial legacies.
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We stand alongside and speak out with our colleagues, staff, students, and community members
when any of us or others experience micro- or macroaggressions. We recognize that those of us
who enjoy privileged status due to our racialized, gendered, heteronormative, or otherwise
privileged aspects of our identities may be unaware of the ways this privileged status
marginalizes others. We pledge to listen to our colleagues, students, staff, and community
members when any of us or others make efforts to remain diligent in maintaining awareness of
micro, macro aggressions, and raise our awareness around issues of invisibility, marginalization,
normativity, power, and privilege.
We view these goals as both crucial and ambitious. The entrenched nature of oppression
requires both institutional restructuring and new social discourses. Therefore, our stance on
disrupting existing and persisting inequities requires attention to micro and macro level
interactions. Every interaction is an opportunity for disrupting processes of marginalization,
whether overt or subtle, both through person-to-person exchange and through resisting
oppressive structures and systems. We commit to holding one other and ourselves accountable,
through our research and practice, to rejecting entrenched inequalities, and to cultivating new
discourses as groundwork for imagining new social world.
Subject to Change Statement
Information contained in the course syllabus, other than the grade and absence policy, may be
subject to change with advance notice, as deemed appropriate by the instructor.
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