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Abstract

7KLVVWXG\H[DPLQHGKRZUDFHLVUHSUHVHQWHGLQFKLOGUHQ¶VSLFWXUHERRNVDQGKRZ
students reacted to those representations. Research was conducted in a child care center.
Data was collected through field observations, interviews, questionnaires, and audio
recordings. The findings showed that the students are familiar with multicultural texts
and are able to point out differences among characters and cultures. However, the
students did not analyze the text from a critical standpoint. In order for students to use
critical literacy, educators must understand it and incorporate it into their classrooms.
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5HSUHVHQWDWLRQRI5DFHLQ&KLOGUHQ¶V3LFWXUH%RRNV
and How Students Respond to T hem
Those who challenge traditional education argue that schools are simply
socializing students into the dominant ideology and that they are organized to promote
specific values (McDaniel, 2004). The feel that literacy education is focused on learning
to read and not reading to learn (McDaniel, 2004). Such practices encourage students to
ILQGWKH³FRUUHFW´DQVZHUDQGVSHFLILFLQWHUSUHWDWLRQVVHWIRUWKDQGGHHPHGFRUUHFWE\WKH
teacher or curriculum set forth by school districts. Students in classrooms across the
country come from various sociocultural backgrounds, and oftentimes, required texts in
schools reflect the perspectives and beliefs of the dominant culture (Woods,A., Fisher,
D., Bruett, J., & Fink, L., 2009). Educators across the country attempt to inject more
multicultural literature into their classrooms and promote critical literacy (Heffernan &
Lewison 7KHFRQFHSWRIFULWLFDOOLWHUDF\³SXVKHVWKHGHILQLWLRQRIFULWLFDOOLWHUDF\
beyond the traditional decoding or encoding of words in order to reproduce the meaning
RIWKHWH[WDQGVRFLHW\XQWLOLWEHFRPHVDPHDQVIRUXQGHUVWDQGLQJRQH¶VRZQKLVWRU\DQG
FXOWXUHDQGWKHLUFRQQHFWLRQWRFXUUHQWVRFLDOVWUXFWXUH«´ 6KDQQRQS 
School districts and principles are stressing the importance of including critical
literacy in the classroom, however many teachers are unsure of exactly what is meant by
FULWLFDOOLWHUDF\ :KLWH 2IWHQWLPHV³«PHUHO\DVNLQJWHDFKHUVWRIRVWHUFULWLFDO
literacy in their students is too often asking the blinGWROHDGWKHEOLQG´ :KLWHS
2). Therefore teachers tend to adhere to the curriculum and standards (White). Most
curriculum and texts, although claim to promote critical literacy, often only reflect the
perspective of the dominant culture of the community (White). Students can be
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consciously and unconsciously affected by the stereotypes presented to them in picture
ERRNV7KHVHERRNVKHOSWRPROGDFKLOG¶VWKLQNLQJDERXWGLIIHUHQWFXOWXUHVDQGLIWKH
books are misrepresenting cultures children will have a misguided view of those cultures.
It is important to be able to see the stereotypes within books and understand the affect
they have on readers. In order to understand the affect representation of race has on
children, teachers should learn what thHLUVWXGHQW¶VDOUHDG\NQRZDQGEXLOGXSRQWKDW
T heoretical F ramewor k
Literacy is typically understood as the ability to read and write. However, the
ability to read and write is simply part of literacy. Literacy is active and multidimensional and ever changing with new technologies. In order to be literate one must be
able to express oneself in every aspect of life and society, whether it is in school
DFDGHPLD DWKRPHLQRQH¶VFRPPXQLW\RUDQ\RWKHUFRPPXQLW\RQHPLJKWEHORQJWR
such as clubs and other organizations. Being literate also means being able to use and
XQGHUVWDQGQHZWHFKQRORJLHV.XFHU  GHILQHVOLWHUDF\DV³«OHDUQLQJWRHIIHFWLYHO\
efficiently, and simultaneously control the linguistic, cognitive, sociocultural and
developmental dLPHQVLRQVRIZULWWHQODQJXDJH´ .XFHUS . Literacy is not
something that can simply be learned. Literacy involves a mixture of acquisition and
OHDUQLQJ*HH  GHILQHVDFTXLVLWLRQDV³«DSURFHVVRIDFTXLULQJVRPHWKLQJ
subconsciously by exposure to models and process of trial and error, without a process of
IRUPDOWHDFKLQJ´ *HHS Critical literacy takes literacy a step further.
Through critical literacy, literacy is understood as a social action through language use
that develops us as instruments inside a larger culture (Shor, 1999).
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Literacy itself is social; meaning and languages are typically structured by the social
identity of the learner and the context in which it is being used. 7REHFRPH³OLWHUDWH
means taking full advantage of social and cultural resources in the service of academic
JRDOV´ 0ROO *RQ]DOH]S  Further, the concept of critical literacy ³SXVKHV
the definition of literacy beyond the traditional decoding or encoding of words in order to
reproduce the meaning of text and society until it becomes a means for understanding
RQH¶VRZQKLVWRU\DQGFXOWXUHDQGWKHLUFRQQHFWLRQWRFXUUHQWVRFLDOVWUXFWXUH«´
(Shannon, 1995, p. 83). It is important for students to develop the ability to take a critical
stance when reading texts, and has become crucial in literacy education (Hall & Piazza,
2008).
Critical literacy theorists believe that literacy education must include the analysis,
interpretation, and critique of a text (Bourke, 2008; Hall & Piazza, 2008; Stribling, 2008;
Luke, A., Woods, A., Fisher, D., Bruett, J., & Fink, L., 2009; McDaniel, 2004). Critical
OLWHUDF\KDVDGHHSKLVWRU\LQHGXFDWLRQZKLFKFDQEHWUDFHGEDFNWR3DXOR)UHLUH¶VZRUN
with oppression in Brazil (Stribling, 2008). Freire saw literacy as a means of
empowerment and stressed the importance of critically examining the world we live in to
transform current structures through the power of words (Stribling, 2008).
Critical Race Theory (CRT) expands on the work of Freire. The heart of CRT is
not simply an issue of black and white; it is the way anyone is positioned in relation to
whiteness (Compton-Lilly 2009). It recognizes multiple forms of oppression including,
race, class, gender, nationality, ethnicity, language, and immigration (Compton-Lilly,
2009). CRT also focuses on the importance literacy has on the lives of the oppressed
(Compton-Lilly 2009). &ULWLFDO5DFHWKHRU\DQGLW¶V³connection to literacy involves
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acknowledging and valuing the cultures, knowledges, languages, and abilities of students
RIFRORU´ &RPSWRQ-Lilly, 2009, p. 3). CRT also stresses the importance for all teachers
to be aware of and understand the relationships between race, racism, and power
throughout history and now (Compton-Lilly 2009). CRT stresses the need to change the
way Language Arts is taught in school (Compton-Lilly 2009). Harris (1992) states that:

³/LWHUDF\ IXQFWLRQV LQ DQ RSSUHVVLYH PDQQHU«ZKHQ FXUULFXODU PDWHULDOV
educational philosophy, and pedagogical techniques combine to inculcate an
ideology that denigrates a group, omits or misrepresents the history and status of a
group, or limits access to knowledge that would enable the individual or group to
participate in all cultural institutions.(p.277).

5HFRJQL]LQJWKHYDOLGLW\RI)UHLUH¶VEHOLHIWKDWOLWHUDF\LVDPHDQVRI
empowerment, his peers have expanded upon his theory (Stribling, 2009). Theorists
EHOLHYH³OLWHUDF\LQVWUXFWLRQPXVWDOVRLQFOXGHLQIDFWPXVWHPSKDVL]HWKHFULWLTXHRI
texts as they relate to issues of power, dominance and intergroup relationships.
Instruction must examine how texts, readers, and writers operate within various
sociocultural contexts. (Kucer, 2009, p. 315). If a reader is uncritical and just accepts the
VRFLDOQRUPVLWFRXOG³OHDGWRDUHSURGXFWLRQRIH[LVWLQJVRFLRFXOWXUDOGLPHQVLRQVZLWKLQ
WKHFODVVURRP´ .XFHUS $WWKHFRUHRIWKLVDSproach to teaching is the
belief that while literacy enables students to make meaning from texts, critical literacy
will allow them to understand how texts are influencing them and changing them as
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members of society (Stribling, 2008). Critical literacy models explicitly aim to develop
mastery of text to transform social conditions (Woods et. al., 2009).

Research Q uestion
Given that literacy is social and requires one to recognize the cultural implications
of literature, this action research project asks, how is race represented in picture books
and how do children respond to those representations?
  
Literature  Review  
  

Critical  literacy  is  used  in  classrooms  across  the  country.  Teachers  often  

implement  critical  literacy  through  a  variety  of  multicultural  literature.  
Multicultural  literature  has  changed  through  the  years  along  with  the  way  different  
races  are  represented.  This  literature  review  discusses  current  research  related  to  
  ǯ Ǥ critical  
literacy,  including  frameworks  as  well  as  teaching  critical  literacy.  It  also  discusses  
multicultural  literature  and  its  benefits.  The  research  then  narrows  in  on  how  race  
 ǯ Ǥ  
Critical  Literacy  
  

Critical  literacy  has  become  a  crucial  part  of  literacy  education.  The  definition  

of  what  it  means  to  be  literate  is  changing  (Van  Sluys,  Lewison,  &  Seely  Flint,  2006,  
p.  199).  It  is  no  longer  defined  as  simply  being  able  to  read  and  write.  Literacy  is  
ǥcoming  literate  is  about  what  people  do  with  literacy-‐the  values  people  
   ǥ 
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linguistic;  it  is  political  and  social  practice  that  limits  or  creates  possibilities  
for  who  people  become  as  literate  beings.  (Van  Sluys,  Lewison,  &  Seely  Flint,  
2006,  p.  199).  
Critical  literacy  encourages  students  and  readers  to  look  deeper  into  a  text  and  
analyze  its  social  and  cultural  implications  (Hall  &  Piazza,  2008).  Being  able  to  
interpret  text  through    ǲǥ  
messages  that  texts  communicate  about  power,  race,  and  gender;  who  should  
 Ǣ ǳȋ Ƭǡ
2008).    The  way  students  interpret  texts  is  influenced  by  their  social  and  cultural  
backgrounds  (Au,  1998).    It  goes  beyond  the  concept  of  simply  reading  for  
comprehension,  students  must  realize  that  they  have  the  ability  to  interpret  the  text  
from  their  own  socio-‐cultural  perspective  (Fisher,  2008).    
Critical literacy takes the concept of critical thinking a step further. It calls for
social action based upon deeper understanding one receives through critical reading and
thinking (White, 2009). To participate in critical literacy students must learn to consider
TXHVWLRQVDQGFRQFHSWVDERXWRWKHUSHRSOH¶VSHUVSHFWLYHVFRQWH[WVFXOWXUHVJHQGHUV
races, languages, powers, privileges and credibilities (Shanklin, 2009). Critical literacy
DOORZVVWXGHQWVWRVWHSLQWRVRPHRQHHOVH¶VVKRHVIRUDPRPHQWDQd see and understand
concepts from their perspective. It allows students to develop empathy for others and
consider whether their perspective is credible and legitimate (Shanklin, 2009). It also
allows students to consider questions of power, equity, and fairness (Shanklin, 2009).
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Critical  Literacy  Frameworks.  
Various  critical  literacy  frameworks  are  used  by  researchers  to  analyze  data.  
ǲ    
provide  teachers,  researchers,  and  teacher-‐researchers  with  questions  to  ask  when  
studying  classrooǤǳȋǡǡƬ ǡʹͲͲȌǤǤǡ
(2006)  developed  a  four-‐dimensional  framework  to  explain  their  understandings  of  
critical  literacy.   ǲare  (a)  disrupting  the  
commonplace,  (b)  interrogating  multiple  viewpoints,  (c)  focusing  on  sociopolitical  
ǡȋȌ   ǳȋǤǡʹͲͲǡǤ
198).  Not  only  did  this  framework  explain  understandings  of  critical  literacy  it  also  
became  a  useful  tool  to  help  teachers  try  new  critical  practices  in  their  classrooms  
(Van  Sluys,  Lewison,  &  Seely  Flint,  2006)    
  

Another  important  framework  to  consider  when  researching  and  

implementing  critical  literacy  is  that  of  Freebody  and  Luke  (1997).    When  reading  
from  a  critical  perspective,  readers  rely  on  their  background  knowledge  to  
ǯ
their  own  ideas.  The  reader  plays  the  role  of  code  breakers,  meaning  makers,  text  
users,  and  text  critics.    
  

Another  framework  to  consider  is  that  of  Paulo  Freire.  Freire  believed  

language  and  literacy  were  vital  means  for  social  reconstruction  (Cervetti,  Pardales,  
Ƭ ǡʹͲͲͳȌǤ ǯǲ 
their  pragmatic  value  in  the  lives  of  the  students  and  for  their  phonetic  
  ǳȋǡǡƬ ǡʹͲͲͳǡǤȌǤ 
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students  continue  with  reading,  writing  and  critical  discussions  related  to  the  
 ǲe  context  of  themes  that  relate  
directly  to  their  worlds  and  felt  needs  (Cervetti,  Pardales,  &  Damico,  2001,  p.  6).  
ǯ    ǲ
beyond  critical  readings  of  texts  to  become  actors  against  opǳ
(Cervetti,  Pardales,  &  Damico,  2001,  p.  6)  
  
T eaching C ritical L iteracy.
Critical literacy is crucial in all classrooms. Many educators who are not experts
on critical literacy themselves have difficulty finding ways to incorporate it into their
FODVVURRPV %RXUNH+DOO 3LD]]D ,WLVLPSRUWDQWWKDWWHDFKHU¶V
XQGHUVWDQGWKDWWKHLU³UROH«LVQRWWRVFDIIROGFKLOGUHQWRZDUGVXQFRYHULQJWKHDXWKRU¶V
intentions and meanings, but to empower them to bring their own understanding and
H[SHULHQFHVWRWKHWH[W´ )LVKHUS Introducing critical literacy in the
classroom begins with thHWHDFKHU¶VSHUVRQDOXQGHUVWDQGLQJDQGXVHRIFULWLFDOOLWHUDF\
which expands to teaching students about critical literacy (McLaughlin, & DeVoogd,
2004). It is important for teachers to identify their own beliefs and biases so they are able
to avoid selecting texts that promote their own ideas and stereotypes (Hall, & Piazza,
2008). It is crucial that teachers model critical reading through everyday teaching as well
DVSURYLGLQJVWXGHQWVZLWK³«DYDULHW\RIWH[WVWKDWUHSUHVHQWFULWLFDOOLWHUDF\´
(McLaughlin, & DeVoogd, 2004, p. 55).
Teachers should XQGHUVWDQGVWXGHQWV¶YLHZVRQUHDGLQJDQGWKHZRUOG +DOO 
Piazza). It is important that teachers understand how their students feel about issues such
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as race, culture and gender because it allows a teacher to understand why students are
engaged in reading (Hall, & Piazza). In order to do this, teachers might need to be
creative and need to work with their students and push them to broaden their thinking
(Hall, & Piazza). Another factor Hall and Piazza suggest is making the issues of power
central in the classroom. They suggest that texts can be used to help students understand
the role of power in society and also in the classroom. Addressing the issue of power
often make teachers nervous (Hall, & Piazza). Reading and discussing text that explore
the role of power is a good way to start the discussion off in an impersonal way (Hall, &
Piazza). Discussion of the role of power could then lead the discussion to other issues
such as race and gradually open the discussion to the class and become more personal as
long as students feel comfortable (Hall, & Piazza). It is important for teachers and
VWXGHQWVWR³«UHIOHFWRQZKDWWKH\NQRZDERXWEHLQJFULWLFDOO\DZDUHDQGKRZLWKHOSHG
WKHPWRXQGHUVWDQGWKHWH[W´ 0F/aughlin, & DeVoogd, 2004, p. 56). Reflection allows
students to make connections to the text (McLaughlin, & DeVoogd, 2004) as well as to
³ D VHHWKDWQRWHYHU\RQHVKDUHGWKHLUEHOLHIV\VWHPVDQG E UDLVHLPSRUWDQWTXHVWLRQV
about the stances they took on GLIIHUHQWLVVXHV´ +DOODQG3LD]]D ,QRUGHUIRUWKLVWREH
successful, teachers must include multicultural texts that represent children and families
from different racial, social, and ethnic classes (Hall, & Piazza, 2009).
  

Bourke  (2008)  feels  it  is  important  to  take  students  from  being  readers  who  accept  

text  as  it  is  to  readers  who  question  text  on  a  regular  basis.  He  suggests  that  teachers  
familiarize  their  students  and  support  them  in  the  process  of  asking  deeper  questions  
(Bourke).  Teachers  need  to  facilitate  questioning  that  requires  students  to  see  from  the  
perspectives  of  the  characters  (Bourke).  Conversely,  Shanklin  (2009)  suggests  that  
discussion  formats  that  steer  away  from  teacher  questions;  student  answers  and  teacher  
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judgments  of  answers  work  best.  In  order  to  achieve  this  level  of  critical  discussion,  
teachers  need  to  model  critical  questions  and  thinking  and  get  students  involved  in  
answering  their  own  questions  (Shanklin).     

M ulticultural L iterature
W hat is M ulticultural L iterature?
Multicultural literature is crucial to implementing critical literacy in the
classroom. There is a difference of opinion when it comes to defining multicultural
literature. Some advocates of multicultural literature believe the definition of
multicultural literature is restricted to that of people of color such as African-Americans
and Asian Americans (Agosto, Hughes-Hassell, & Gilmore-Clough, 2003). They feel that
people of color have suffered a great deal more, and that they should be the focus of the
multicultural movement. They also feel that:
The dominated cultures have been and are still underrepresented in the
curriculum. We should focus on the disenfranchised cultures rather than all
cultures. To include every culture, the curriculum would not only be
unmanageably large but also miss the ultimate goal of multiculturalism.(Cai,
1998. p. 318).

Advocates of multicultural literature at the wider end of the spectrum feel
multicultural literature should include any group of people that can be recognized by
certain demographic characteristics including religion, location, and language (Agosto,
Hughes-Hassell, & Gilmore-Clough, 2003). Some feel it is important to study all
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minority groups apart from the demographic characteristics that define them (Agosto,
Hughes-Hassell, & Gilmore-Clough, 2003). Others feel that the main goal
«RIPXOWLFXOWXUDOLVPLVWREULQJUHFRJQLWLRQDQGUHVSHFWWRPDUJLQalized people,

all marginalized groups should be included. Although people of color
unquestionably have suffered attitudinal, institutional, and government
discrimination for centuries, so have other groups. (Agosto, Hughes-Hassell, &
Gilmore-Clough, 2003, p. 261).

By including all minority groups, it allows a greater number of people to identify with
multiculturalism which in turn makes the movement much more powerful.
Although the discussion of the discrimination of other marginalized groups is less
common, restricting the discussion of all marginalized groups perpetuates their
marginalization (Agosto, Hughes-Hassell, & Gilmore-Clough, 2003).

Benefits of M ulticultural L iterature
There are many benefits to the use of multicultural literature in the classroom. It
brings children in contact with cultures unfamiliar to them and increases respect and
acknowledgement of the contributions minorities have made on society (Evans, 2010).
MuOWLFXOWXUDOOLWHUDWXUHFDQDOVRLQFUHDVHRQH¶VVHOI-concept and awareness of his/her own
culture and heritage (Evans, 2010). It can make students aware of the inequalities and
prejudices and encourage them to work to eliminate those inequalities. Multicultural
OLWHUDWXUH³«FDQEHXVHGWRWHDFKWKHIRXQGDWLRQVRIGHPRFUDF\FRPPRQJRRGFXOWXUDO
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appreciation, social justice, caring and compassion, moral decision-making, and social
UHVSRQVLELOLW\´ (YDQVS 6WXGHQWVOHDUQWRXQGHUVWDQGDQGDFFHSt different
beliefs and value systems and recognize that people have similarities as well as
differences. Multicultural literature also has other benefits, it:
helps students expand their understanding of geography and natural history,
increase their understanding of historical and sociological change, broaden their
appreciation for literary techniques used by authors from different cultural
backgrounds, and improve their reading, writing and thinking abilities. (Norton,
1990 p. 29).
Because teachers and multicultural literature influence students greatly, text
selection and open discussion are crucial. Educators have the ability ³WRDIILUPVWXGHQWV¶
lives, language, cultural context, and voice as unique and important through the
selections of literature that is read. Quality multicultural literature should lead students to
WKLQNFULWLFDOO\DERXWVRFLHW\´ (YDQV, p. 94)
Multicultural literature in the classroom should be authentic, realistic, and contain
positive representations of characters (Evans). It is vital that the text avoids false views of
discrimination and text that supports prejudices and stereotypes (Evans). Multicultural
OLWHUDWXUHXVHG³«VKRXOGHQULFKDYLHZRIKLVWRU\H[SORUHGRPLQDQWV\VWHPVRISRZHU
give voice to those traditionally marginalized and show people taking action on social
issues (Evans p. 95) Students can learn to identify with the characters in the text as well
as the authors (Norton, 1990). Choosing text that positively represents different cultures
gives students an example to follow.
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5DFH5HSUHVHQWDWLRQVLQ&KLOGUHQ¶V3LFWXUH%RRNV
One of the major struggles in the United States is the social relationship between
Blacks and Whites (Pescoslido, Grauerholz, & Milkie, 1997). This struggle has not only
affected African American legal, social and economic power, but also in the portrayal of
race and race relations (Pescoslido, Grauerholz, & Milkie). Historically, African
$PHULFDQV³«KDYHEHHQLJQRUHGVWHUHRW\SHGRUGHPHDQHGLQFXOWXUDOLPDJHV´
(Pescoslido, Grauerholz, & Milkie, p. 443). These cultural images can be linked to the
social relationships and power shifts (Pescoslido, Grauerholz, & Milkie). Schudson
 DJUHHVDQGDUJXHV³&KLOGUHQ¶VSLFWXUHERRNVDUHSRWHQWFXOWXUDOREMHFWV-have
rhetorical force, resonDWHZLWKFKLOGUHQDQGDGXOWVDQGDUHUHWDLQHGLQLQVWLWXWLRQV´
(Pescoslido, Grauerholz, & Milkie, 1997, p. 444). &KLOGUHQ¶VOLWHUDWXUHFRXOG³«DIIHFW
LQGLYLGXDOUDFLDODWWLWXGHVDQGUHIOHFWRXUVRFLHW\¶VUDFLDOFOLPDWH«´ (GPRQGVS
30). The portrayDORIUDFHLQSLFWXUHERRNVLQIOXHQFHVFKLOGUHQ¶VXQGHUVWDQGLQJRIVWDWXV
boundaries and power (Pescoslido, Grauerholz, & Milkie). Board books play a significant
UROHLQWKHFRJQLWLYHGHYHORSPHQWLQLQIDQWVDQGWRGGOHUV³WKH\KHOSLQIDQWVOHDUQWR
recognize familiar objects and to develop basic concepts related to people, animals,
possessions, familiar events, and daily routines (Hughes-Hassell, & Cox, 2010, p. 211).
These board books may also contribute to infants and toddlers development of selfappreciation (Hughes-+DVVHOO &R[ 'XULQJWKHHDUO\\HDUVRIDFKLOG¶VOLIH
significant development occurs:
Research shows the infants as young as four weeks old enjoy looking at human
faces in picture books. As early as six months, infants begin to ask questions
about differences in skin color. And by the age of three, children notice physical
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differences such as hair texture and the shape of facial features, which leads them
to categorize people and to begin to form attitudes about people of different races
and ethnic groups. (Hughes-Hassell, & Cox, 2010, p. 212).
,WLVLPSRUWDQWHVSHFLDOO\IRUFKLOGUHQRIFRORUWREHH[SRVHGWRPXOWLFXOWXUDOFKLOGUHQ¶V
literature. It can increase self-esteem as well as cultural identity (Hughes-Hassell, & Cox,
2010). However, it is common for:
Children of color to absorb many of the beliefs and values of the dominant white
culture, including the belief that it is better to be white. Stereotypes, omissions,
and distortions, combined with an image of white superiority, play a role in
socializing children of color to value the role models, lifestyles, and images of
beauty of white culture over those of their own cultural group. (Hughes-Hassell,
& Cox, 2010 p. 214-215).
Schools, day care centers, and preschools try to counteract the prejudices and stereotypes
with multicultural books, dolls, toys, decorations, DVDs, and TV programs (HughesHassell, & Cox, 2010). Incorporating multicultural elements is an attempt to foster
development of positive self-esteem for children of color (Hughes-Hassell, & Cox).
Unfortunately until the 1960s literatures did not contain characters or settings of any
culture other than white culture (Hughes-Hassell, & Cox). If they did contain
multicultural images or settings, they were insensitive and inaccurate (Hughes-Hassell, &
Cox). Through the years, the number of books containing African Americans increased
but the portrayals continued to be negative and stereotypical (Hughes-Hassell, & Cox).
8QIRUWXQDWHO\WKLVUHPDLQVDQLVVXHLQFKLOGUHQ¶VOLWHUDWXUH
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In evaluating and selecting multicultural literature, issues such as visual and
verbal stereotyping, authenticity and authority, perspective and world view, and
XQGHUO\LQJLGHRORJ\PXVWEHFRQVLGHUHG«SUHVHQWLQDFFXUDWHSRUWUD\DOVRISHRSOH
of color confuse children, reinforce stereotypes, and can even be the source of
harmful misconceptions for both children of color and white children. (HughesHassell, & Cox, 2010 p. 216).

Finding literature that shows diversity within families of color is also difficult(HughesHassell,

&R[ &KLOGUHQ¶VERRNVWKDWGHSLFW$IULFDQ$PHULFDQFKLOGUHQZLWKYHU\GDUN

skin or very light skin are hard to find. The same is true for Hispanic children and
multiracial children.
There have been claims that the racial portrayals in picture books has improved
over the years, however, there have been several phases in which the depiction of race
has changed. From 1937-mid 1950s, Blacks are modestly represented in picture books
and whites are portrayed in a more positive light. (Edmonds, 1986). Many books portray
only one Black character and are almost all about Whites with Blacks in minor
subservient roles such as menial workers, servants, or slaves (Pescoslido, Grauerholz, &
Milkie, 1997). During this phase the relationships between Blacks and Whites are not
GHHSDQG³UHIOHFWVWKHVXSHULRUVWDWXVRI:KLWHVDQGWKHLQIHULRUSRVLWLRQRI%ODFNV´
(Pescoslido, Grauerholz, & Milkie, p. 450). Also during this phase, Black characters are
represented in multiracial groups of children in religious themed books (Pescoslido,
Grauerholz, & Milkie). Blacks were often portrayed as being more musical than other
groups, Hispanics participated in more religious activities, Native Americans were
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portrayed as strong and brave, and Asians were shown as reserved with few identifiable
traits (Edmonds, 1986). There is no mention of race and demonstrates no interaction
between White and Black characters (Pescoslido, Grauerholz, & Milkie).
In the second phase, from the late 1950s to the mid-1960s, there is a
disappearance of BlacNFKDUDFWHUVLQSLFWXUHERRNVDV³9LUWXDOO\QR%ODFNVDSSHDULQ
FKLOGUHQ¶VSLFWXUHERRNVSXEOLVKHGIURPWKURXJK´ 3HVFRVOLGR*UDXHUKRO] 
0LONLHS +RZHYHURQHRIWKHPRVWZHOONQRZQFKLOGUHQ¶VERRNVZDV
published during this phase: The Snowy Day. The Snowy Day is about a young, Black boy
named Peter and his adventures playing in the snow.
From the mid-1960s through the 1970s, the number of books containing Black
characters increases (Pescoslido, Grauerholz, & Milkie, 1997). Also, the portrayals of
Black characters improve and are not as stereotypical as in previous years (Pescoslido,
Grauerholz, & Milkie, 1997). During this phase several Little Golden Books were
reissued and depicted Black characters, however, the illustrations of White children were
simply replaced by Black children (Pescoslido, Grauerholz, & Milkie). Also, a handful of
new Little Golden Books were published and included Black characters, but rarely as the
main character (Pescoslido, Grauerholz, & Milkie). No Little Golden Book portrayed only
Blacks during this phase.
In contrast to the Little Golden Books GXULQJWKLVSKDVH³7KHUHDSSHDUDQFHRI
%ODFNVLQWKH&DOGHFRWW$ZDUGERRNVLVVWULNLQJ´ 3HVFRVOLGR*UDXHUKRO] 0LONLH
1997 p. 452). The award panel chose several books that featured only Black characters
(Pescoslido, Grauerholz, & Milkie). From 1937 through 1964, only six books across the
series centered on Black characters alone (Pescoslido, Grauerholz, & Milkie). However,
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during this phase the percentage of books depicting only Black characters increased by
10 percent (Pescoslido, Grauerholz, & Milkie). These books depicted images of Blacks in
Africa that were considered safe. Some of the African themes included the following:
³SDUHQWVLQWHUDFWLQJZLWh their children, families engaged in work activities, children
SOD\LQJDQGJURXSVDFWLYHLQVWRU\WHOOLQJGDQFHDQGSOD\´ 3HVFRVOLGR*UDXHUKRO] 
Milkie, 1997, p. #). Many of the books simply focused on the alphabet, counting, and
language, however the African families still remain central, none of the characters are
singled out and named (Pescoslido, Grauerholz, & Milkie).
After 1975, the percentages of books portraying Black characters stabilize; there
was very little change of Black and White character relations in both the Little Golden

Books and &KLOGUHQ¶V&DWDORJ%RRNV (Pescoslido, Grauerholz, & Milkie, 1997).
Oftentimes Blacks were used simply to add to the graphic elements of the illustrations
(Forster, 1989). Black characters are mainly portUD\HGLQ³µFURZG¶VFHQHVRQFLW\VWUHHWV
SOD\JURXQGVRULQFODVVURRPV´ 3HVFRVOLGR*UDXHUKRO] 0LONLHS ,QWKH
Caldecott series, three things happened during this phase (after the mid 1970s). First,
books featuring only Blacks, focused on both Africans and African-Americans. Second,
in the 1990s, books presented clear interracial themes or addressed political issues
(Pescoslido, Grauerholz, & Milkie). Finally, the more recent award winning books
portray more racial ambiguity (Pescoslido, Grauerholz, & Milkie).
Conclusion
In conclusion, it is important to use critical literacy in the classroom. There are
many ways to do this, one way is through multicultural literature. Multicultural literature
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DORQJZLWKWRGD\¶VVRFLHW\KDVFKDQJHGKRZdifferent cultures and races are represented
LQSLFWXUHERRNVDQGWKXVFKDQJLQJSHRSOHV¶YLHZRQWKRVHFXOWXUHV
Methods
Context
Research for this study will occur at an upscale childcare center in a suburb in
Western New York. The childcare center provides care for children from several
surrounding towns. The center is in a central location to several area schools as well as
several shopping centers. The socioeconomic status of the families who attend the center
is upper middle class and middle class. The center itself is not very diverse, the majority
of the children are white. In the Pre-Kindergarten classroom however, there are two
students who are from Serbian speaking families and one student speaks mainly French at
home.
Participants
The participants for this study included three 5 year olds from the prekindergarten class and four seven year olds from the school age class. The prekindergarten classroom can have up to 16 children with two adults and the school age
classroom can have up to 20 children with two adults. Both of the classrooms have one
IHPDOHOHDGWHDFKHUDQGRQHIHPDOHWHDFKHU¶VDVVLVWDQWV
Students
The students who participated in this study were five year olds: Claire, Amy and
Peter; and four seven year olds: Renee, Sarah, Anna, Kade, and Adrian. Claire just
graduated from Pre-K and will be attending Kindergarten in a local school district. She is
an only child and lives with her parents; they are not married but are together. Amy also
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graduated from Pre-K and will be attending kindergarten in the fall. She also an only
child and lives with both of her parents. Peter graduated from Pre-K in June and will be
starting kindergarten in the fall. He is also an only child and lives with his parents.
T eachers
The Pre-kindergarten teacher, Allison Brown (pseudonym) is a white female who
lives with her husband in a suburb in Western New York. She certified in Early
Childhood and Childhood education in both New York State and Ohio. She attended
Ashland University LQ2KLRZKHUHVKHUHFHLYHGKHU%DFKHORU¶V'HJUHHLQ(DUO\
Childhood and Childhood education. She is certified in both Ohio and New York State.
6KHUHFHLYHGKHU0DVWHU¶V'HJUHHLQ/LWHUDF\IURP1D]DUHWK&ROOHJH
The school age teacher Callie Green (pseudonym) is a white female who also
lives with her husband in a suburb in Western New York. She is certified in Art
(GXFDWLRQLQ1HZ<RUN6WDWH6KHUHFHLYHGKHU%DFKHORU¶VGHJUHHIURP1D]DUHWK
College.
Researcher Stance
As a researcher, I played a passive role throughout the study. As defined by Mills
 DSDVVLYHREVHUYHU³QRORQJHUDVVXPHVWKHUHVSRQVLELOLWLHVRIWKHWHDFKHUWKH\«RQO\IRFXVRQWKHLUGDWDFROOHFWLRQ´ S ,FKRVHWRWDNHDSDVVLYHUROHEHFDXVH,
did not collect data in my own classroom. I wanted to conduct the research as part of their
normal routine and I wanted them to feel comfortable enough to answer the questions. I
am currently a graduate student at St. John Fisher College. I am working on earning a
0DVWHU¶V'HJUHHLQ/LWHUDF\,FXUUHQWO\KDYHDEDFKHORU¶VGHJUHHLQ(GXFDWLRQZLWK
certifications in Childhood and Special Education.
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Method
During this study, I used three sources of data collection. For the first source of
data collection, observed the classroom teachers in the pre-kindergarten classroom and
the school-aged classroom read a multi-cultural picture book to a small group of students.
,REVHUYHGWKHFKLOGUHQ¶VUHDFWLRQVWRWKHERRNDQGWRRNILHOGQRWHV,QRWHGWKHFKLOGUHQ¶V
body language, how they responded to the questions, and the questions they had about the
WH[W,QRUGHUWRHQVXUHWKDW,ZDVDEOHWRFDSWXUHDOORIWKHFKLOGUHQ¶VFRPPHQWVDQG
reactions I used an audio recorder.
I had the teachers pause throughout the story to ask the children questions. Some
RIWKHTXHVWLRQVLQFOXGHGµ:K\GR\RXWKLQNLWZDVQ¶WVDIHRIWKHRWKHUVLGHRIWKH
IHQFH"¶µ:K\GR\RXWKLQN6DQGUDVDLGWKHJLUOFRXOGQRWSOD\ZLWKWKHP"¶µ:KDWGR
\RXQRWLFHDERXWWKHFKDUDFWHUV"¶DQGµ:KDWLVGLIIHUHQWDERXWWKHWZRJLUOVLQWKLV
SLFWXUH"¶
In the school aged classroom, I had Sarah and Renee complete a questionnaire
after they had read the text. I asked the questions and recorded her answers. The
TXHVWLRQVLQWKHTXHVWLRQQDLUHFRQWDLQHGTXHVWLRQVVXFKDVµ:KDWGR\RXOLNHLQWKH
VWRU\"DQGµ:KDWGLG\RXQRWLFHLQWKHVWRU\DQGKRZGLGWKDWPDNH\RXIHHO"¶
Q uality and C redibility of Research
In completing this research, it is crucial to ensure the quality and credibility of the
study. Credibility as defined by Mills (2011) is the ability of the researcher to take into
account the complexities that arise throughout a study and to handle patterns that might
be hard to explain. In order to ensure the credibility throughout this study, I applied
certain strategies. I did continual observation in order to identify insidious qualities as
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well as unusual characteristics (Mills, 2011). I will did peer debriefing in order to help
me reflect on the different aspects of the study (Mills, 2011). It is helpful to have another
SHUVRQ¶VLQSXWRQ your work as they may see something you missed or did not consider. I
also applied triangulation during the study. Triangulation is when the researcher
compares a variety of data sources to cross-check their findings (Mills, 2011). I collected
my data using various sources. These sources included observing the students as they
OLVWHQHGWRWKHWH[WDXGLRUHFRUGLQJWKHVWXGHQWV¶UHVSRQVHVGXULQJWKHVWRU\LQWHUYLHZLQJ
individual students. During the interviews with students I asked them questions about the
text they just heard,. I was sure to collect all audio recordings and artifacts throughout the
study.
I also ensured transferability during my research. Transferability refers to the
researcher believing that everything in the study is context bound and that the purpose of
WKHLUZRUNLVQRWWRPDNH³VWDWHPHQWVWKDWFDQEHJHQHUDOL]HGWRODUJHUJURXSVRISHRSOH´
(Mills, 2011, p. 104). I collected data and information that was specific to my study that
gave me the ability to compare it between different contexts. I also provided detailed
descriptions of the context that will allow for judgments to be made about the relevance
with other contexts.
Dependability refers to the solidity of the data (Mills, 2011). For dependability, I
again used the triangulation method and used different sources of data collection. That
ensured that the weakness of one method was compensated by another method. I also had
DFULWLFDOFROOHDJXH³H[DPLQHWKHSURFHVVHVRIGDWDFROOHFWLRQDQDO\VLVDQG
LQWHUSUHWDWLRQ´ 0LOOV S 7KHXVHRIDFULWLFDOFROOHDJXHLVNQRZQDVDQ³DXGLW
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WUDLO´ 0LOOV LQZKLFKP\FROOHDJXH¶VIHHGEDFNZLOOKHOSJXLGHP\LQWHUSUHWDWLRQVRIWKH
data I have collected (Mills).
0LOOV  GHILQHVFRQILUPDELOLW\DVWKH³QHXWUDOLW\RUREMHFWLYLW\ of the data
WKDWKDVEHHQFROOHFWHG´ S ,HQVXUHGFRQILUPDELOLW\GXULQJP\UHVHDUFKWKURXJKWKH
triangulation process and by practicing reflexivity. I kept a journal of my observations
which allowed me to constantly refer back to my research questions and reflect on those
questions in order to create new questions based on the results in order to research
further.
Informed Consent and Protecting the Rights of the Participants
Before beginning the research process, I collected informed consent and protected
the right of all of the participants. This study was a qualitative study in which I worked
ZLWKPXOWLSOHFODVVURRPVRIVWXGHQWV,VHQWKRPHDFRQVHQWIRUPDVNLQJWKHLUSDUHQWV¶
permission to participate in the study. I also obtained verbal assent from each of the
children participating in the study. Both the parents and the children were aware that for
this study, all of the participants will remain anonymous and all identifying marks will be
removed from the artifacts used during the study. All of the participants' names will be
replaced with pseudonyms and confidentiality will be guaranteed.
Data Collection
As described earlier, I observed at least two classroom teachers read at least one
multicultural picture book to a group of students. I recorded all of the reactions the
students and teacher had during the reading of the text. I audio recorded one-on-one
interviews with some of the students to obtain more specific reactions to the text. I
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informally interviewed the classroom teacher to acquire any reactions she noticed while
reading and asked about how multicultural texts are incorporated into the classroom.
Data A nalysis
To collect data, I used field observation of students and their responses and
reactions to different texts. I also had students complete a questionnaire that was
reflective on the texts: Little Black Sambo, Dick and Jane, The Last of the Mohicans, and

The Other Side. I also informally interviewed the teacher about how she incorporates
multicultural literature in her classroom. To analyze the data, I looked for differences and
similarities in the data collected. Looking at the similarities and differences, I came up
with two codes which became the categories in which I discussed the data. I came up
with the codes by looking at the field notes I took while observing the students, the
responses from the questionnaires and teacher interview as well as looking at the
transcriptions from the audio recordings of the students reactions to the texts.
F indings and Discussion
This actLRQUHVHDUFKSURMHFWDVNHGKRZLVUDFHUHSUHVHQWHGLQFKLOGUHQ¶VSLFWXUH
books, and how do children respond to those representations? Based on the data collected
there were instances where my data is consistent across the three sources of data
collection. I found two major themes that were reflective throughout the data. The first
theme is how the students identified the characters in the texts. The second theme is
relationships and interactions the students pointed out in the texts. I was able to come up
with these two themes based on the triangulation I used while conducting my research
and analyzing the data I collected because I used multiple sources of data. I used four
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FKLOGUHQ¶VERRNV Little Black Sambo, Dick and Jane, The Last of the Mohicans and The

Other Side.
Little Black Sambo ZULWWHQE\+HOHQ%DQQHUPDQLVDFKLOGUHQ¶VSLFWXUHERRN
about a young Indian boy who outwits four tigers who threaten to eat him. Sambo saves
himself by giving each tiger an article of his clothing. The tigers argue over which one of
them is the most magnificent. The tigers chase each other around a tree so fast that they
turn into butter. Sambo takes the butter home and uses it on the pancakes that his mother,
Black Mumbo, made for him. Little Black Sambo is often criticized because of its
negative portrayal of African Americans. The scene in which Sambo eats 169 pancakes is
seen as a stereotypical image of African American greediness. The book also contains
stereotypical illustrations including flashy multicolored clothing, bare feet, and
abhorrently exaggerated physical features.
7KH/DVWRIWKH0RKLFDQ¶V $XWKRUXQNQRZQ LVDFKLOGUHQ¶VSLFWXUHERRNDERXWD
young Native American boy. It follows the boy and describes what his life as a Native
American is like, including living in a teepee and activities such as archery, hunting,
swimming. The book incorrectly portrays Native Americans. The cover in particular
depicts a young Native American boy in a full headdress, long hair, and a very western
face and features.

Dick and Jane is a series of readers published by the Scott Foresman Company.
Its lead characters: Dick and Jane, along with their dog named Spot and kitten named
³3XII´LQKDELWDZLVWIXODQGSXUH$PHULFDQODQGVFDSHZLWKZKLWHSLFNHWIHQFHV7KH
content is limited and focuses more on methodology: non-phonic sight reading and
repetitive, limited vocabulary. Dick and Jane depicts a stereotypical white family. The
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characters were viewed as the perfect mother, father, children, dog and cat in a seemingly
perfect suburban neighborhood.

The Other Side E\-DFTXOLQH:RRGVRQLVDFKLOGUHQ¶VSLFWXUHERRNDERXWD\RXQJ
white girl named Annie and an African-American girl name Clover, whose homes (and
OLYHV DUHVHSDUDWHGE\DIHQFH%RWKRIWKHJLUOVDUHWROGE\WKHLUPRWKHU¶VQHYHr to go
over the fence. Annie sits on the fence daily and watches Clover and her friends play.
Clover begins to wonder why the fence is really there. Eventually Clover asks her friends
if Annie can join them while they were jumping rope, they agreed.

Identification
Across all three of my data sources, I found that the many of the students identify
the characters in the text in a variety of ways. While listening to the text The Other Side
by Jacqueline Woodson, five year old Peter pointed out that the girls in the story are
³GLIIHUHQWFRORUV´+HZDVWKHRQO\RQHLQWKHJURXSWKDWSRLQWHGRXWWKDWWKHWZRJLUOV
were different races. Peter was the only boy in the group, and the girls seemed to be more
concerned about the friendship between the girls. ThHVWXGHQW¶VREVHUYDWLRQVVKRZWKDW
WKHUHLVDGLIIHUHQFHLQZKDWWKHVHER\VDQGJLUOVILQGLPSRUWDQW3HWHU¶VSDUHQWVDUHERWK
teachers and may bring more multicultural texts into the home and may teach Peter to be
more culturally aware.
During the picture walk (Looking through the story and discussing the pictures
butand not reading the text) of the texts Little Black Sambo, Dick and Jane, and The Last

of the Mohicans I wanted the students to notice certain things about the illustrations. In
Dick and Jane I was hoping they would notice that all of the characters were white and
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well-kempt. In The Last of the Mohicans I wanted the students to point out the
stereotypical Native American clothing, including the feather head dress and bow and
arrows. In Little Black Sa mbo ,ZDQWHGWKHVWXGHQWVWRSRLQWRXWKRZGDUNWKHFKDUDFWHU¶V
skin, the type of clothing they were wearing as well as the stereotypical activities
including cooking in the kitchen. The four students Anna, Kade, Renee, and Adrian
pointed out a variety of characteristics when identifying the characters in the stories.
When looking at The Last of the Mohicans, the students tried to decide if the character on
the cover was a boy or girl. Kade said he thought it was a girl because it had long hair
and earrings and was wearing a skirt. The other students agreed with him. 7KHVWXGHQW¶V
observation could be because from what they observe in their own surroundings girls
wear skirts, have long hair, and wear earrings and boys do not.
When looking at all three texts side by side, Renee noticed a difference in the
clothing. She said that in Dick and Jane WKHFKDUDFWHUVZHUHZHDULQJ³QRUPDO´FORWKHVLQ

The Last of the Mohicans WKHFKDUDFWHUVZHUHZHDULQJ³,QGLDQ&ORWKHV´DQGLQ Little
Black Sambo she was not sure what kind of clothing the characters were wearing. When I
DVNHGKHUZKDWVKHPHDQWE\³QRUPDO´FORWKHV5HQHHH[SODLQHGWKDWWKHFKDUDFWHUVZHUH
wearing clothes that she and her family and friends wear. I also asked how she knew the
characters in The Last of the Mohicans ZHUHZHDULQJ³,QGLDQ´FORWKHVVKHUHSOLHGWKDW
she had learned about it in school. 5HQHH¶VREVHUYDWLRQPDNHVPHZRQGHUZKDWWKH
VWXGHQWVDUHEHLQJWDXJKWDERXW1DWLYH$PHULFDQVLQVFKRRO6KHXVHGWKHZRUGµ,QGLDQ¶
LQVWHDGRIµ1DWLYH$PHULFDQ¶ZKLFKWHOOVPHWKDWWKDWZDVWKHWHUPXVHGGXULQJ
instruction.
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When asked what else they noticed about the characters, Renee said that the in

Dick and Jane WKHFKDUDFWHUVKDG³OLJKWVNLQ´LQ The Last of the Mohicans the characters
KDG³GDUN VNLQ´DQGLQ Little Black Sambo WKHFKDUDFWHUVKDG³GDUNHUVNLQ´6KHZDVWKH
only one out of the four students who noticed that the characters were of different races.
5HQHH¶VREVHUYDWLRQFRXOGEHWKDW5HQHH¶VSDUHQWVDQGRUWHDFKHUVKDYHWDXJKWKHUWRbe
more culturally aware or that she is surrounded by more diverse groups of people at home
and at school5HQHH¶VREVHUYDWLRQWHOOVXVWKDWVKHFRXOGEHPRUHFXOWXUDOO\DZDUHWKDQ
Adrian, Kade, and Anna through her interactions with the environment.
Relationships
Another theme that surfaced during data analysis is that of relationships and how
the students identified them. During the reading of The Other Side, the girls Claire and
Amy were very concerned with the friendship between the two girls. They wanted to
know why they could not be friends and really wanted them to become friends and be
able to play together. 7KHFKDUDFWHU¶VIULHQGVKLS is something they focused on throughout
the entire book. I think this shows that girls value their friendships with other girls
especially.
When looking at The Last of the Mohicans, Dick and Jane, and Little Black

Sambo all of the students pointed out various relationships they observed. In The Last of

the Mohicans, they pointed out the Native Americans doing various activities with their
friends: shooting bows and arrows, swimming, hunting, and fishing. In Dick and Jane,
they pointed out that the family did various activities all together such as running,
watching an airplane, and playing with their pets. In Little Black Sambo, the students
noticed the relationship between the little boy and his mother as well as the relationship
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between the little boy and the tiger. The VWXGHQWV¶ observations tell me that they noticed
differences in the types of activities each of the characters participated in. I was hoping
the students would make the connection that the characters in the books were doing
activities that were common in their different cultures. However, none of the students
mentioned anything about it, they just pointed out what the characters were doing.
When I asked what they thought about the various relationships, Anna said that
she thought the family in Dick and Jane ZDVD³QLFHIDPLO\´DQGWKHRWKHUVWXGHQWV
agreed with her. Adrian said that the he thought the mother in Little Black Sambo ³ORRNHG
PHDQ´DQGWKDWKHWKRXJKW³VKHZDVPDNLQJKLPGRWKLQJVOLNHFKRUHV´7KHVWXGHQWVDOVR
agreed with this statement. When I asked them why they thought the mother looked
PHDQWKH\DOOVDLG³,GRQ¶WNQRZ´ I do not know why Anna thought the family in Dick

and Jane was nice and not the families in the other books. Maybe it is because she thinks
white people are nice and black people are not because they all agreed that the mother in

Little Black Sambo looked mean.
Implications
Based on the understanding of the data, it is crucial that critical literacy and
multicultural literature be incorporated into classrooms. Based on my findings, I believe
that most of the students I worked with are not familiar with critical literacy. Based on
my research, critical literacy helps students interpret text and become aware of what the
text is communicating about power, race, and gender (Hall & Piazza, 2008) and in order
for students to participate in critical literacy, students must learn to consider questions
DQGFRQFHSWVDERXWRWKHUSHRSOH¶VSHUVSHFWLYHVFRQWH[WVFXOWXUHVJHQGHUVUDFH
languages, powers, privileges, and credibilities (Shanklin, 2009). The students I worked
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with did not examine the text through a critical perspective; they simply pointed different
aspects on the surface and did not look any deeper into the texts. Most of the students did
not point out aspects of race, gender or power that was represented in the texts.
As a teacher, I feel it is extremely important to teach students how to examine
texts critically and understand the deeper messages a text portrays. Based on the data, it is
clear that critical literacy needs to be introduced and utilized in all classrooms, including
pre-school and the primary grades. I think it is important that all teachers be educated on
critical literacy and implementing it in their classrooms. I also think parents should be
aware of critical literacy and how to promote it at home with their children. Children
should be able to look deeper into the books they read and question the meanings of the
WH[WV,DOVRWKLQNLWLVLPSRUWDQWIRUFKLOGUHQQRWWREH³FRORUEOLQG´DQGEHDEOHWR
recognize and respect other cultures.
Conclusions
Through this research project, I set out to determine how race is represented in
FKLOGUHQ¶VSLFWXUHERRNVDQGZKDWDIIHFWLWKDVRQFKLOGUHQUHDGLQJWKHWH[W7RJXLGHP\
research project, I turned to the critical literacy theory. Critical literacy takes the concept
of literacy a step further. It is understood as a social action through language use that
develops us as instruments within a larger culture (Shor, 1999). Paulo Freire saw literacy
as a means of empowerment and stressed the importance of critically examining the
world in which we live in order to change current structures through words (Stribling,
2008).
After completing my research project, I have realized the importance as well as
the lack of critical literacy in classrooms. Many of the students barely recognized
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different cultures in the texts that were presented to them. They did not examine any of
the texts critically; they simply pointed out what they saw at first glance. Even when
questioned about what they saw in the texts, they still only recognized things on the
surface. ThHVWXGHQWV¶REVHUYDWLRQV tell me that these students are unfamiliar with critical
literacy and that as educators we need to first understand critical literacy for ourselves
and then be able to teach our students how to take a critical stance when reading a text.
There were several limitations throughout my research. Time was a big limitation.
It was difficult for me to find the time to observe in classrooms, as I work full time and
GXULQJWKHKRXUVLQZKLFK,FRXOGREVHUYH,DOVRKDGWRZRUNDURXQGWKHVWXGHQWV¶
summer camp schedule as well as their field trips. I was only able to work with students
that attend the child care center I work at because it was the end of the school year.
Another limitation I ran into was getting the parent consent forms back. I was only able
to work with a handful of students because I did not get parental consent forms from all
of the students. If I were to do this action research project again I would work with
students from many different age groups as well as work with students from different
cultures. At the end of the research I am still left with questions. I want to know what
WDNHVSODFHLQWKHVWXGHQWV¶FODVVURRPVDWWKHLUHOHPHQtary schools and how and if critical
literacy is implemented at all. I want to know if and how parents utilize critical literacy at
home and what parents teach their children about other cultures. I also want to know how
to appropriately incorporate critical literacy in Pre-Kindergarten classrooms.
Primary students were found to have some concept and understanding of
PXOWLFXOWXUDOOLWHUDWXUH7KHVWXGHQWV¶DELOLWLHVWRSRLQWRXWFXOWXUDOGLIIHUHQFHVDQG
characteristics in multicultural texts can be used as a foundation to incorporate critical
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literacy in the classroom. In order for students to examine texts from a critical standpoint,
they need to be instructed on how to do so.
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A ppendix A
Student  Questionnaire  
  
1. Who  do  you  like  in  the  story?  
  
2.  ǯǫ
heard  them?  
  
  
  
3. What  did  you  notice  about  this  story?  
  
4. How  does  that  make  you  feel?  
  
  
  
5. Who  has  power  in  the  story?  
  
6. Who  is  obeyed  and  tells  the  other  characters  what  to  do?  
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7. Who  makes  decisions  in  the  story?    
  

A ppendix B
Teacher  Questionnaire  
  
1. What  reactions  did  you  notice  while  reading  the  story?  
  
  
2. Did  any  of  them  surprise  you  in  any  way?  
  
  
3. Do  you  typically  incorporate  multicultural  literature  in  your  classroom?  
Why  or  why  not?  
  

