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ABSTRACT 

The purpose of this study was to investigate read aloud with early childhood 

educators and children. As an action researcher I enquire into my experiences as an early 

childhood services coordinator, as a learner of the New Brunswick Early Learning and 

Child Care Curriculum Framework-English and as a graduate student to draw on the 

power of action research, literature, conversations and my own self-study to reframe 

experience allowing me to reconsider and reshape my thinking and actions in ELLC 

centres. Combining research on dialogic reading and expressive engagement, I 

cooperated in read alouds with four early childhood educators and one room of four-

year-old children within an Early Learning and Child Care centre. Through video 

documentation, observations, journals, and educators’ focus groups, I engaged in 

research with early childhood educators building on the collaborative relationship and 

engagement that occurs during a read aloud between a child, a book, and an educator. 
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Chapter One: Introduction and Experiential Lessons 

 
As an early childhood services coordinator, I am charged with the responsibility 

of supporting early childhood educators teaching and learning in over forty early 

childcare centres (ELCC).  Like many Canadian jurisdictions, New Brunswick childcare 

operates within a complex fragmented system of socio-political inequities including 

competition for the parent market, high staff turnover, limited budgets for material 

resources, and sporadic curriculum supports, while being governed by a range of 

standardized compliance measures.  

The Department of Education and Early Childhood Development expects annual 

unannounced inspections for initial and yearly licensing, continual monitoring to address 

complaints, and/or conduct incident inspections. In addition, there are yearly fire, health, 

and safety inspections. During these inspections early childhood services coordinators 

“determine the amount of follow up that is necessary to achieve and maintain 

compliance” (Province of New Brunswick, 2018, p. 8). An inspection booklet is 

completed by the early childhood services coordinator to determine if each compliance 

item has been completed, marked with a C for conform, NC for non-conform, and NA 

for not applicable. Currently, inspection compliances are posted online for public 

viewing. If a centre has failed to meet all inspection compliances, follow-up is 

completed by email, phone, or a centre visit to ensure compliances are completed before 

the renewal is issued. Compliances cover a range of topics including documentation and 

planning evident in environment and an appropriate number and variety of resources.  
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This inspection process speaks to the place of instrumental rationality and 

reductionist logic (Moss 2014; Lenz Taguchi, 2010). Compliance scores silence the 

complexities and contextual demands, including emerging challenges of learning with 

and caring for our youngest children. In addition, an unannounced inspection which 

takes up the reductionist scoring ritual reeks with power and hierarchy, it seems 

impossible to create trusting opportunities for educators to express and collaboratively 

explore their critical questions, pedagogic desires, imagined possibilities, and respectful 

engagements with other educators, coordinators, children, and families. At times it feels 

like collectively we are spinning about within a swirl of compliance inspections and 

investigations, rather than digging deeply into the principles, values, and broad-based 

goals of the New Brunswick Curriculum Framework for Early Learning and Child 

Care~English, (2008) (NBCF-E). This research project strives to move beyond 

inspection compliances to dig deeper into the curriculum enactments of read aloud 

within one room of one early childhood centre.  

The research is inspired by a critical pedagogic moment that occurred during an 

inspection I was completing in an early childhood centre. During a visit to an early 

childhood room, after I finished a dialogic read aloud (Whitehurst, 1992, 1994; 

Zevenbergen & Whitehurst, 2003) with a group of four-year old children, an observing 

educator stated, “I have never heard the children be so quiet.” Read alouds occur in 

many different ways throughout homes and early childhood centres however, the beauty 

is in a book being read aloud. As the carefully chosen words are read with the inflection 

of surprise, monotone of boredom, or rapid response of excitement, readers and listeners 

alike, bathe in the wisdom of the author’s choice of expression. The environment melts 
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away as the read aloud takes hold, whether it is outside under a tree, snuggled in a lap, or 

resting in a reading corner with a group.  

Initially, I was struck by the contrast between how this educator and I appeared 

to have read the children quite differently. She read quiet children, I read engaged 

children. Children who responded to the book by posing questions, pointing to 

illustrations, and making connections to their lives. What did this educator mean when 

she read the children as quiet? Did the term quiet, mean engaged, was it simply a 

difference in word choice or was there more to this perceived distinction? Was it quiet as 

in the refrain “Criss-cross apple sauce” heard in both ELCC and public-school 

classrooms? The mention of these words prompt children to sit down, within their own 

space, with their legs crossed. Based on my observations, the refrain suggest both the 

way to sit and the expected listening behavior that should be associated with sitting 

“criss-cross apple sauce”, children sitting with their legs crossed, not talking, and 

looking to the educator in the room to take over, to lead the learning. Out of this 

pedagogical moment, and a perceived difference between quiet and engaged, I 

wondered, how expansive is our understanding of children’s engagement during read 

aloud?  

In contrast to the criss-cross apple sauce ritual described above, the children 

within this research site who are the focus of this study, move freely and confidently into 

their story corner. The bodies seem to multiply as they join each other in the story 

corner, appearing eager to appreciate the next story. Four carpeted steps ascending into a 

classroom corner mark the read aloud area. Bradley takes the furthest position on the 

ledge, beside him Luta is kneeling, and Archie is sitting on the window’s ledge, all eyes 

on the educator. Further down the ledge, Murphy is perched with his feet dangling and 
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Charlie is cuddled in the corner of the bookshelf with her legs bent up on the shelf as she 

turns her head to watch the educator. On the third step, Heather and Amy sit side-by-

side. Heather with her elbows on her knees is holding her face in her hands waiting and 

Amy is fixing her shoe. Seva sits just in front of Amy and Heather clasping his hands 

together over his mouth listening to the educator explain why this book was being read 

today. Ava sits a few spaces over her hair falling over one eye, her head lifted to see 

over Nick’s head.  

On the first step directly in front of the reader, four children sit in a line. First 

there is Riza sitting on his hands with his head tilted towards the educator. Nick is 

holding the back of his shoes and looking at the book, Tim is fixing a nametag on his 

shirt, and right beside Tim, Oliver glances over at the mention of my name and quickly 

back to the educator. Fatima and Yara stand at the end of the row but quickly drop to the 

step as the educator introduces the title: “So Angela brought this book into us because 

she noticed a while ago outside that we were playing with a lot of mud. So, this book is 

called The Mud Family”. The educator sits in a well-worn chair in front of the steps.  

She holds today’s book up so everyone can see and before she begins the story, she 

observes the cover aloud, “Looks like someone has been drawing a story, maybe?” In 

this way the educator draws the children into the book.  

 In addition to action research in an Early Learning and Child Care (ELCC) 

setting, this study is also informed by my learning through conference presentations, co-

facilitated workshops, and attending university classes, locations where I expanded my 

knowledge of children’s literature. Specifically, in the context of this study, my learning 

about reading aloud included the lives and strategies of authors and illustrators. This 

combined learning, in the research site, and with my reading and analysis of the data 
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provoked questions during centre inspections. I became increasingly cognizant that early 

childhood educators may not benefit from similar professional learning opportunities. I 

witnessed the limited times children and educators discussed the work of authors and 

illustrators and observed the restricted ways children participated in collaborative 

meaning making during read aloud. Read aloud participation was often orchestrated: 

children were called upon only when they raised their hands. Or educators asked a 

specific question and allowed a limited number of responses. I rarely witnessed children 

discussing their thoughts about a story. During many visits, I wondered: Where were the 

engaging picture books stored? Could children access these picture books 

independently- rereading them again and again? When did educators get to share well-

crafted texts with one another and discuss illustrator’s techniques or explore a new book 

by a favorite author? 

Other critical observations occurred, connecting to the research that addressed 

children’s literacy engagements, raising more and more questions for me about literacy 

learning in early learning sites. For example, in many ELCC, children’s composing was 

often reduced to colouring worksheets or step-by-step art activities – narrowing the 

intellectual challenge and creative possibilities that children can express on a blank page 

(Ray & Glover, 2008). Where were the interconnections of listening, playing, reading, 

drawing, and meaning making that children need to experience in accomplishing literacy 

skills? Literacy researchers, Kuby and Rucker (2016) provoke educators to ask how they 

create spaces for children to be literacy creators, users, and learners. What are the 

collaborative visions and multimodal ways of children’s desiring-with-materials? How 

might children enact literate processes and products beyond alphabetic print and 

drawings? 
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 Many researchers theorize how an educator’s construction of children’s learning 

identities directly impacts children’s literacy participations and learning (Dyson, 2013; 

Dweck, 2007; Johnston, 2004, 2012, 2016; Ray & Glover, 2008; Schickedanz, 1999, 

2004, 2013; Wohlwend, 2011, 2013). Thinking with this body of research, I resist the 

schoolification of literacy learning within child care by enacting Frank Smith’s (1988) 

belief that  “members of the literacy club are people who read and write, even the 

beginners…A new comer is the same kind of person as the most proficient club member, 

except that he or she hasn’t yet had much experience” (p. 11). Ray and Glover (2008) 

disrupt the normative school readiness discourse when they write that children are 

‘already ready’ for membership to the literacy club – that is that children already bring 

their literate selves to child care centres and schools.  Ray and Glover theorize that 

adults then need to nurture children as literate beings, caring and protecting the growing 

writer/illustrator/reader who will thrive and be successful (p. xvii-xviii) rather than 

holding them to specific, universal developmental standards – which can place the child 

in a deficit position before they even begin school. Ray and Glover argue that the 

implications of the educator’s construction of the literate child are significant, and that 

“adults must hold two understandings of the child simultaneously: [the child] is a 

writer[/illustrator/reader], and [the child] is four years old.” (p.6). Likewise, Johnston 

(2004) writes, “By representing him as a poet, the teacher had opened the door for this 

student to entertain the possibility of becoming the kind of person who reads poetry and 

would welcome further interactions based on the premise that he is a poet” (p.9). This 

research embraces the space between respecting children as agentic participants in 

reading, respecting children through the kinds of environments we are constructing and 
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recognizing that children take very unique routes to literacy. There is no single path to 

being and becoming literate.  

 

1.1 Context 

In taking up an action research approach, educational researcher, Jean McNiff (2016) 

states that prior to undertaking research in any organizational structure one must 

consider how “learning about yourself involves taking stock of what you know now, 

what you need to learn more about, and what you need to do to help you to work 

successfully with others” (p. 64). Thus, in this section, I take McNiff’s advice seriously 

as I explore the following: what I knew as I began the study; what I needed to learn; and 

what I needed to do to investigate children’s engagement during read alouds within the 

landscape of Early Learning and Child Care (ELCC) curriculum making in New 

Brunswick. I do this in two ways. First, I analyse my growing understanding and 

enactments of The New Brunswick Curriculum Framework for Early Learning and 

Child Care ~ English (NBCF-E) (2008). Then I reflect on how my experiences as an 

early childhood services coordinator allowed me to draw on experiential lessons as 

resources for this action research project. My experiences combined with extensive self- 

learning allowed me to reframe and rethink my experience. This then led to identifying 

gaps in my knowledge, and what I needed to learn, while also identifying specific 

strategies I might use to support early childhood educators. My reflection begins with 

development of the NBCF-E (2008) and my role with the NBCF-E that began with my 

experiences as an early services coordinator, and shifting literate learning as a graduate 

student and researcher.  
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Learning the New Brunswick Curriculum Framework  

 In 2013, I began my position as an early childhood services coordinator, eager to 

support early childhood educators. My eagerness was blanketed with the awareness that 

I had much to learn. Specifically, the province of New Brunswick had adopted a new 

curriculum framework for birth to school entry age. The co-creation of the NBCF-E 

(2008) formally began in 2005 and continues today with the creation of additional 

professional support documents (See 

https://www2.gnb.ca/content/gnb/en/departments/education/elcc/content/curriculum/curr

iculum_framework.html).  As a co-constructed process, the co-authors who formed the 

research team were located at the University of New Brunswick Early Childhood Centre 

(UNB-ECC). They worked in partnership with early childhood educators in child care 

centres across the province of New Brunswick. This extensive project was funded by 

and in partnership with the Department of Social Development from 2005-2010 with the 

Department of Education being an advisory committee. Participants created and/or 

participated in more than 300 local, regional, provincial, national, and international 

presentations, seminars, workshops, and publications. In the first year of the project, 

there was an extensive literature review where 23 research papers were written and 

disseminated through local, regional, national, and international workshops. This 

research informed the construction and content of the NBCF-E and the accompanying 

professional support documents. The curriculum texts, including a values-based 

curriculum framework and, initially, five professional support documents, were co-

constructed through weekly writing meetings, consultation sessions, and ten reviewers. 
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Initially, there were 8 pilot sites and UNB Children’s Centre was a demonstration site 

where a draft curriculum framework and PPL were piloted and then expanded to all 

centres in the province. The New Brunswick Curriculum Framework for Early Learning 

and Child Care ~ English, published in 2008, became the mandated curriculum for 

licenced Anglophone ELCC. Early childhood educators, 40 men and 1240 women, were 

enlisted in a Program of Professional Learning (PPL) for the curriculum. Continuous 

onsite support and professional learning opportunities were implemented alongside the 

UNB-ECC research team and eventually with curriculum advisors located with Early 

Childhood and Care New Brunswick (ECCENB), the provincial association. The 

curriculum advisors supported pedagogic implementation of the values-based 

curriculum for ages birth to five (Langford, 2010; Rose & Whitty, 2010). Research and 

broad consultation across the province, nationally and internationally established the 

following curriculum values: valuing the distinctiveness of childhood, children’s rights, 

inclusiveness and equity, compassion and caring, living democratically, individuality 

and independence, social responsibility, communication, imagination, creativity and 

play, aesthetics, spirituality, and zest for living and learning.  Early childhood educators 

were expected to enact the broad-based curriculum goals of the professional support 

documents: Well Being (Ashton, Hunt & White, 2008), Play and Playfulness (Ashton et 

al., 2009), Communication and Literacies (Rose & Whitty, 2010), Diversity and Social 

Responsibility (Ashton et al., 2010) and Our Youngest Children, Learning and Caring 

with Infant and Toddlers (Elliot et al., 2011). This curriculum initiative, including 

supporting workshops, conferences, reading groups, and cross-institutional partnerships 

is a process that continues today.  
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At the departmental level it was the responsibility of early childhood services 

coordinators, such as myself, to support educators as they implement the curriculum 

goals, through the daily enactment of the curriculum values, principles, and broad-based 

learning goals. My curriculum training, provided by my employer, included a copy of 

The New Brunswick Curriculum Framework for Early Learning and Child Care ~ 

English (2008) with the recommendation to familiarize myself with the document and 

each of the professional support documents that illustrated many provincially 

documented examples of classroom practices. Within several months of my 

employment, the early childhood services coordinators and Early Childhood and Care 

New Brunswick (ECCENB) curriculum advisors held a joint meeting to discuss current 

involvement in ELCC. I was made aware at that time that the ECCENB curriculum 

advisors were no longer supporting educators and directors through on-site visits, and 

had shifted their work to holding regional professional learning sessions for educators. 

As such, they were considered to be the curriculum experts. I wondered aloud to my 

fellow coordinators where I could learn more and become better acquainted with the 

curriculum. Several of them responded that the philosophy was common sense and 

based on child directed learning.  

Increasingly dissatisfied with this explanation, and longing to learn the 

curriculum, I attended a curriculum orientation session. Shortly after this experience I 

was advised not to attend the curriculum sessions as my presence and participation could 

be perceived as a conflict of interest as I was the early childhood services coordinator 

responsible for inspections. As inspections include reviewing documentation and 

curriculum implementation, early childhood services coordinators are assumed to have 

more knowledge in curriculum however my attendance at curriculum sessions might 
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shake this false façade. Early childhood educators enacting the values of the curriculum 

daily are monitored by early childhood services coordinators with little to no expected 

knowledge of curriculum. However, when I, as an early childhood services coordinator, 

wished to separate this divide and learn from early childhood educators, this practice 

was discouraged. It appeared that the hierarchy of roles was more significant than the 

potential of collective learning. New to the position, longing to fit in, I unfortunately 

listened and complied to this advice. Additional advice suggested that I should not 

participate in the face-to-face curriculum meetings as it was inappropriate for an early 

childhood services coordinator to receive the same training as educators. This governing 

and tensions of my early childhood services coordinator role continued to trouble me, 

while I strove to fit into a new position.  

Reflecting back, I am frustrated by my rigid role compliance, a compliance that 

hindered my learning. While I recognized that as an early childhood services 

coordinator, I was expected to provide knowledgeable support to the educators I served, 

I initially listened to my more experienced peers, which limited my learning and thus my 

capacity to provide informed support. Struggling with my limited curriculum 

knowledge, my failure to enact my learning desire, and my capacity to support 

educators’ implementation of curriculum values, sadly, I felt unsupported by my 

colleagues/supervisors.  

Three years later, I was able to take the online thirty-hour curriculum course, co-

developed with the UNB-ECC research team and Department of Education and Early 

Childhood Department thus, expanding my knowledge and confidence with the language 

and practices of the curriculum. However, I felt to truly support educators, I required 

more than one course. It became increasingly evident that early childhood services 
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coordinators, early childhood educators, and centre directors might benefit from 

collective, collaborative immersion within the curriculum learning about children’s 

literature, playful pedagogies, democratic relationships and practices, pedagogical 

documentation, and learning in the outdoors.  

There is a commitment from the UNB-ECC Research team to disrupt the 

institutional and role barriers. The university team continues to work closely with the 

Department of Education and Early Childhood Development to host provincial 

professional learning opportunities, inviting coordinators, educators, librarians, and 

other service providers for young children and families to learn about each other’s roles, 

contexts, and perspectives while investigating many literacy and learning themes 

including the ones listed above. The UNB-ECC Research team’s efforts are in alliance 

with Unger’s (2004) call for “a cultural-revolutionary attack on rigid roles…a practice of 

role-defiance and role jumbling…a loosened sense of what it means to occupy a 

role…[that] helps to disrupt frozen connections among social stations, life experiences, 

and stereotyped forms of insight and sensibility” (p. 563-564, cited in Fielding & Moss, 

2011, p. 143). The early childhood team, with the support of Dean Ann Sherman and the 

Wallace and Margaret McCain Family Foundation has enacted their longstanding 

commitment to cultivate a strong learning community about early childhood care and 

education prior to and in the early years of public education. It is becoming more and 

more apparent to me that collectively all stakeholders in early childhood education need 

to participate in multilayered, deliberative learning, together, because early childhood 

education is much more than common sense of a child centred learning philosophy. 

When early childhood education is embraced as an ethical democratic meaning making 

practice between educators, children, families, directors, and coordinators, new 
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possibilities and knowledges are authored as participants contest what they take for 

granted in the presence and in dialogue with other learners. This kind of collaborative 

meaning making is intentionally illustrated in the Collaborative Assessment Tool 

(Hachey, Rose & Whitty, 2013) for the curriculum, see image below.  

 

Figure 1. Valuing Early Learning and Child Care in Action Collaborative Assessment 

Tool (CAT) (2013), p. 3. (Source: 

https://www2.gnb.ca/content/dam/gnb/Departments/ed/pdf/ELCC/CollaborativeAssessm

entTool.pdf). 
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Continuous learning of an early childhood services coordinator    

Filled with unexpected changes and challenges, my role as an early childhood 

services coordinator varied daily – yet daily I encountered lessons from my experiences, 

observations, and reflections. Visiting some childcare centres, I noticed first-hand the 

need for more resources in ELCC. Dollar store markers dried out quickly requiring the 

purchase of multiple sets in response to children’s pleas that, “There’s no red, blue, 

yellow!” In some centres, workbooks and coloring books are purchased rather than 

providing children with the intellectual challenge of the blank page (Ray & Glover, 

2008). Scholastic and dollar store books are often favored due to the lower price but 

these books may not always fulfill children’s interests or engage them with a wide range 

of genres and cultural representations.   

Often when open ended resources, such as blocks and paints were evident in the 

centre, the range of potential learning possibilities may be narrowed unintentionally by 

educators. For example, an educator given new wooden blocks created worksheets that 

provided building directions and structures for the children to use thus closing down the 

possibilities instead of allowing children to create and collaboratively or independently 

build their own structures. Another educator provided children with a variety of paint 

colors to choose from but allowed children to use only one color at a time to paint 

specific colored items such as green to paint trees, yellow for the sun, or red for hearts, 

indicating a possible lack of understanding of the learning associated through colour 

mixing.   

My understandings of young children’s learning throughout my multiple 

positionalities as a mother, an early interventionist, an early childhood services 

coordinator, a student, researcher, and a colleague troubled my observations of the 
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disengagement of children with books and print materials. For example, as a mother, I 

found the focus on leveled books in the elementary classroom and required home 

reading combined to create an avoidance of read alouds by my youngest son. Our 

cherished time to share a story was overshadowed by his perceived difficulty with print 

throughout the day.  

In ELCC, I observed children resisting mark making activities when materials 

provided to them narrowly defined possibilities or when the children themselves were 

overly corrected. For example, children given materials to be glued on a letter in a 

defined way or only allowed a green crayon to color the grass and trees may resist these 

structured activities as their own composing and exploratory desires are silenced. Or as 

many published authors and illustrators such as Stephen King (2000), David Wiesner 

(n.d.), and Dav Pilkey (n.d.) recall, when educators dismiss their narratives and visuals, 

children may begin to hide their compositions from unappreciative individuals, or they 

may stop composing completely. As I support early childhood educators, it is my 

responsibility to raise specific pedagogical questions that can open up learning 

possibilities for children, educators and myself.  

On many occasions, I initiated unannounced spot checks, that allowed me to 

demonstrate respectful and caring educational practices, where I could provide support 

to children, directors, and early childhood educators. These are energizing components 

of my role. There were also times, when what I could offer as an early childhood 

services coordinator was unwelcome and/or contested by directors or educators who 

were comfortable in the already established habitual and familiar practices, roles, and 

relationships. Others may have been resisting me as symbolic of the regulatory, 
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reductionist measures that diminished their efforts and erased the complexities of their 

context.  Others may have been fearful of change or taking a risk.  

In spite of the governing nature of my role as an early childhood services 

coordinator, it has always been my desire to be positive and supportive to ELCC. I 

enacted that supportive desire by reaching out to the curriculum developers at The 

University of New Brunswick (UNB) many times after spot checks to ask for guidance 

on an issue observed during a visit or to access supportive readings that addressed 

specific questions early childhood educators had asked. Through my academic 

relationships with professors and instructors at UNB, I was able to offer advice to 

centres, provide articles, offer collaborative spot checks, and provide co-facilitated 

workshops and on-site support for curriculum implementation.  

Providing information or investigating questions with early childhood educators 

is both challenging and rewarding. Being intentional in conversing with children in 

respectful, curious, and appreciative ways can demonstrate how one enacts the 

curriculum values. Nudging educators/directors to question and reflect on habitual 

practices, or routines that fail to acknowledge children’s desires can deepen educators 

understanding of children’s intentions. Encouraging educators to rethink their banning of 

gun play or their decision to skip read aloud to teach calendar time can create more 

openings for children’s learning. Being willing to seek support and academic 

engagement when I am addressed by the educators’ challenging questions shifted my 

role from inspection toward collaboration. As a result of my own learning about picture 

book authors, illustrative techniques, and read alouds, I learned to model joyful reading 

and playful sharing of picture books created by professional authors and illustrators. I 

learned to talk about books and created a beginning study of the author’s or illustrator’s 
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life, creative processes including writing and illustration strategies. For example, I 

attended a UNB Early childhood literature conference (October 22, 2016) where 

Canadian author-illustrator Barbara Reid shared aspects of book creation. (See 

https://barbarareid.ca). Later when I was visiting a centre, I was able to share my 

learning.  

I was seeking out opportunities in my work to support and collaborate with early 

childhood educators, applying my learning. I was discussing programming with early 

childcare educators in an afterschool centre when the educator stated the children enjoy 

book buddies many afternoons where the older children read to the younger children.  

My response was asking if he could extend this further and he responded he was unsure 

how. My immediate reaction when he mentioned reading buddies was author studies and 

I gave him the example of Barbara Reid’s books, sharing her online videos where she 

explains to children how she creates her plasticine illustrations. This afterschool 

educator was excited about the idea of this open-ended book extension. I left this centre 

experiencing feelings of support and helpfulness in relation to literacy practices and I 

began to realize how much I have been learning throughout my graduate degree.  

Two years prior to my degree, I could only name a few authors and truthfully, I 

would only notice the illustrator’s name in passing. Reflecting on the limits of my own 

knowledge, it is troubling that I was expected to support the literacy learning of early 

childhood educators with such limited knowledge of children’s literature and the authors 

and illustrators who creatively craft such inspiring texts. It speaks to the need for 

ongoing PL for those working outside centres as well. Now, I find myself 

recommending many more authors and illustrators, bringing countless mentors into my 
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own life and the lives of children, educators, colleagues, friends, and even family 

members.  

Reading. and learning from reading, has become a very playful and interactive 

space, both at home, at university, and within and across childcare centres. I can now set 

up book invitations as ways to support children and educators. I engage in children’s 

dialogue with the images, how colours, patterns, space, and shape are used by 

illustrators. I have learned to step back and observe educators as they read with children 

building on the positive aspects of these interactions such as the discussions, links to 

personal lives and joy educators and children are experiencing. I am able to share with 

children and educators’ ideas for new authors and/or illustrators based on interests and 

personalities.  

In my 27 years of learning with and caring for children, I have experienced the 

joy of reading picture books together. However, despite this joy, I realize I initially felt 

my role as an early childhood services coordinator was more restrictive, more of a 

monitoring role, limiting my interaction with children in childcare centres, restricting me 

from reading to and with children. This monitoring and surveillance of early childcare 

centres is apparent to directors and educators as early childhood services coordinators 

arrive unannounced to complete spot checks two to three times a year. Often, educators 

and directors are wary of early childhood services coordinators’ visits as it could signal a 

complaint has been received or leave educators and directors with a feeling they aren’t 

doing enough. I recall how I felt observing other early childhood services coordinators, 

learning how they enacted their role. It now seems this mentoring, achieved through 

observation, limited how I interpreted my role as a coordinator.  Initially, it was a child 

who disrupted how I constructed my role.  
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One day as I was talking to several children, a child held out a book to me and 

asked, “Can you read this to me?” I recognized the book, Bear Snores On (Wilson, 

2002) and was eager to read this wonderful book, so I did. After reading, I noticed the 

educator had approached the group of children reading with me and, self-aware, I 

laughed and stated that, “I better get back to my job!” At that time, I was unsure if 

reading with children was part of my job. Reflecting on this experience, I reread and 

reviewed my job description which highlighted support for ELCC including answering 

questions, modelling best practices, and listening to their concerns. 1 Pleased with this 

affirmation of my inclination to this enacted desire, I felt reading to children supported 

centres by providing a model of interactive reading where children could engage in 

booktalk (Chambers, 2011; Paul, 1998; Whitehurst et al, 1994) with peers and adults. 

Later I learned that my co-participation through read aloud also provides educators with 

time and space to observe, reflect and dialogue with children, myself or other educators. 

Spot checks, conducted in a more collaborative way, can potentially create space for 

educators to make meaning of their daily practices and to understand literacy learning 

and children differently. Yes, they can see a way to express and expand their literate 

selves.  

  Throughout my adult life, I have continually had the opportunity to read to/with 

children and experience engagement and enjoyment, theirs and mine. After observing 

the limited emphasis placed on book reading in several centres and responding to 

 
1 The current job description for a similar position. Early learning and childcare quality assurance monitor 
states, “monitor and enforce compliance to legislation, to ensure the safety, security and well-being of 
children, to assess quality of services, to identify areas of improvement and provide support and assistance 
to meet and exceed requirements” (ere.gnb.ca. Department of Education and Early Childhood 
Development, open competitions).  
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children’s request for reading when I was present, I felt confident that my role as an 

early childhood services coordinator was larger than measuring compliance by 

administering a standards checklist or discussing environments. I wanted to be able to 

engage in the act of reading and booktalk, so educators could observe the dynamics of 

the experience and the children’s engagement. I wanted to bring a range of authors and 

illustrators into the lives of children, their educators, and their centres.  

Lifelong learning as a graduate student  

One of the courses I took in my graduate program was Children’s Literature and 

Literary Theory with Dr. Pam Whitty. I was exposed to concepts that allowed me to 

appreciate the details of texts and the importance of multi-modal literacies. My journey 

into meta-fictive devices allowed me to think more critically about children’s literature 

revealing how authors and illustrators position words, characters, and images to disrupt 

conventional narrative lines as a way to slow down or invite the reader into the story. 

Thinking with a critical feminist lens, I began to uncover the hidden ideologies in the 

popular texts we consume with children such as fairy tales, Disney movies, and 

promoted picture books like those of Robert Munsch and Dr. Seuss. Each new education 

course introduced me to new authors, illustrators, theories, and perspectives, 

contributing to my knowledge of children’s literature and the importance of introducing 

and rereading a variety of texts, authors, and illustrators with children.   

My research direction took shape as I began to think deeper about infusing a 

range of authors and illustrators into ELCC. This was exciting for me as I would be 

learning alongside educators and children. I wanted to be able to share favorite and new 

to me authors and illustrators with educators and children. I wanted to investigate with 
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educators and children the ways in which illustrators show movement, time, and tension 

so children might consider using those strategies in their own composing (Ray & 

Glover, 2008). I wanted to share authors’ and illustrators’ childhoods and interests, 

revealing shared features of their lives and the lives of the children with the aim to 

connect to children’s agency and strong literate identities. Ray, Glover (2008) and 

Fletcher (1993, 2017) stress the importance of children learning that composers of 

published books are everyday people just with more experience. I wanted to invite 

children to think about the way authors play with font, language patterns, and repetitive 

words for emphasis (Doonan, 1993; Horning, 2010; Keifer & Huck, 2010; Nodelman, 

1988). I wanted to provoke children to think about the use of space, color, position, and 

perspective in illustrations as a way to engage their own mark making ideas (Bang, 

2016; Brown, 1986; Horning, 2010; Lacy, 1986). I wanted to learn from children and 

educators as they engaged with books, authors and illustrator’s lives, and the intellectual 

and creative invitation of composing on empty pages. 

 

1.2 Research Setting  

 My thesis work is situated within a demonstration classroom in the faculty of 

education. The UNB Children’s Centre is part of the UNB-ECC and both are part of the 

Faculty of Education. The University of New Brunswick Children’s Centre is an 

established demonstration site and has operated as a research site for 45 years. As a 

demonstration classroom, it is a complex environment where professors and instructors, 

nursing, education, and community college students observe and participate, 
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investigating learning and caring for and with young children and their families across 

natural and human made learning environments.  

 

1.3 Questions 

 The purpose of this thesis work is grounded by the following questions:  

The focus question is: What does engagement look like during a read aloud?  

The remaining questions expand the data to support the focus question: What do 

young children bring to the interactive literacy encounters with picture books? What 

strategies do educators use to intentionally choose texts that link to children’s passions 

and windows to the world as a way to reconceptualize books for children (Tschida, Ryan 

& Ticknor, 2014)?  

 

Why Action Research? 

As presented above, the Department of Education and Early Childhood 

Development in their mandate for “quality” and “high returns” scrutinize ELCC with 

systems of regulation: quality rating measures and subjective inspections often work to 

silence critical debate with early childhood educators. As I have articulated earlier, there 

is little space to discuss questions, challenges, or imagined possibilities. The ethical 

political project of achieving social justice through debate and experimentalism in early 

childhood can be silenced by governing educators who may in turn practice an “ever-

stronger governing of the child” (Moss, 2014). These standardised tools narrow quality 

by limiting what can actually be documented and measured for public consumption. 
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Implicitly, they do little to prepare coordinators, directors, and educators to 

collaboratively question and challenge taken for granted practices.    

Silenced by measures of compliance, early childhood educators, coordinators, 

and even directors may listen solely to other directors and the Department of Education 

and Early Childhood Development for guidance and direction, ignoring current research 

in early childhood. I believe action research can help strengthen the agency of early 

childhood educators, coordinators, and children. Listening to and engage with educator’s 

meaning making as they reflected on read alouds was a specific goal of this research 

project.  Collaborating and reflecting on read alouds together can support critical 

reflection on the kinds of texts we engage in with children and the ways we are open to 

children’s engagements. “In action research the claim is usually related to whether you 

can show that you have encouraged others to think critically, and have done so yourself” 

(McNiff, 2016, p.17).  In this study I have aimed to achieve the above two goals. 

Patton (2002) underscores this notion of change as central to action research in 
that action research is a systematic collection of information that is designed to 
bring about changes in practice rather than to observe the effect of an 
intervention. There are no experimental and control groups in action research, 
and participants are usually involved in the implementation of the changes in 
practice (Cranton & Merriam, 2015, p.75).  
 
My interest in investigating read alouds began with my own learning, informing 

my desire to support the learning of children and early childhood educators. Through the 

combined efforts of educators and myself, we learned through read alouds, book studies, 

observations, reflections, and discussions. In this study, I investigated read aloud 

methods, environments, and personalities of children and early childhood educators as 

they interacted with and composed in response to read alouds. I am curious, what do 

young children bring to the interactive literacy encounters with picture books? 
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Significance  

Recent New Brunswick literacy reports have identified the importance of 

supporting literacy learning in early childhood: 

Future success must build on current efforts to ensure effective research-based 
practices; a balanced approach to literacy; professional learning for staff; and 
resources to develop fundamental skills and promote a love of reading with 
young learners. It is important that work continues to ensure strong connections 
between the literacy practices in early learning and the early years of school 
(Trenholme & Roy, 2016).  
 
This research supports the goals of this and other New Brunswick reports as New 

Brunswick’s literacy levels are frequently reiterated to be one of the lowest in Canada 

(Bissett, 2018, Beckley, 2015). I suggest that this research project contests the story of 

lack that the Government of New Brunswick and some citizens retell in the context of 

young children’s literate selves. What might be learned through a close documentation 

of the engagements of our earliest readers prior to school? A recent government report 

echoes a focus on literacy. “Literacy is the foundation for all learning, New Brunswick’s 

literacy strategy report and the recommendations for the 10-year education plan both 

urge government to refocus efforts on literacy” (Province of New Brunswick, 2016). 

Included in the province’s focus on literacy skills development is the alignment “with an 

expanded definition of texts to recognize the multiple modalities (e.g. music, art, 

images) that learners must use, understand, and produce in the Digital Age” (p. 10). I am 

aware of how this research project might dangerously reiterate a focus solely on print 

literacy as the focus is upon engagements during read aloud. However, that is not my 

intention as I recognize New Brunswick is a province of rural and urban communities 

that celebrate local skills and livelihoods such as fishing, farming, hunting, weaving, 

pottery, brewing, baking, and music – livelihoods that animate an abundance of 
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literacies. To overcome the discourse of lack reiterated in public literacy reports, we 

might dedicate ourselves to expanding how we define literacy, “working in particular to 

broaden the concept of ‘basics’ being employed in both child and adult programmes and 

to shift the view of language from a focus on rules towards a more creative and user-

focussed approach” (Street, 2017, p. 39). This research project was interested in the 

user-focussed approach, specifically collecting evidence of how children and adults 

engage in read aloud prior to school. This valuing of children’s reading engagements 

works against the normative school discourse that labels early readers in a non-reading 

category. This research provides examples of how literacy participations are narrated, 

the work and play that children and educators are actually doing. It demonstrates 

children’s strengths and to return to Ray and Glover (2008)– children are already ready. 

How can we be ready for them?  

Read aloud practices are a well-researched area within the public-school system 

however, literacy participations in early childhood are less researched and early 

childhood educators have less access to literacy professional learning opportunities. 

Therefore, this research will make an important contribution to early childhood 

education leadership and learning within the province of New Brunswick and beyond. 

An additional and critical factor for this research is the investment the province 

has put into the development of an early childhood curriculum. Embedded in the 

curriculum, throughout the framework and the professional support documents, is the 

importance of read aloud, access to books, and open-ended compositional materials. One 

of the most recent support documents from the New Brunswick Curriculum Framework, 

Learning and caring with our young children (Gallagher et al., 2019) highlights the 

importance of children’s experiences with books;  
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Reading allows children to hold the books, touch the pages, chime in, ask 
questions, look back in the story, look forward, share their own connections and 
point out details. All of this strengthens what they notice, what they hear, what 
they take in, and nurtures their joy in the story (p. 33).  
 
In addition to the NBCF-E, educational research on read aloud supports the goals 

of this study. Anderson et al. (1985) state that reading aloud is “the single most 

important activity for building the knowledge required for eventual success in reading” 

(p. 23). A read aloud allows children to be introduced to the joy of reading and listening 

(Fisher et al., 2004), creates the motivation to read (Sulzby & Teale, 1991), builds 

vocabulary, while associating reading with pleasure (Trelease, 2013). The benefits of 

read aloud are expansive as Varlas (2018) writes: 

[Educators] can use read alouds to create a class bond; promote a love of 
reading; preview information, themes, or text structures; model effective reading; 
show how texts connect with one another (intertextuality); or provide an 
exemplar for a genre of writing. The read aloud is like the Swiss Army knife of 
literacy; it has multiple uses at every age and in every content area (para.7).  
 
I strengthened my own literate self as I collaborated to serve and learn with early 

childhood educators following the philosophy of the Communication and Literacies 

Professional Support Document (Rose & Whitty, 2010): “Children experience 

intellectually, socially, and culturally engaging environments where their 

communicative practices, languages, literacies, and literate identities are valued and 

supported” (p. 2).  The same is true for the educators, directors, and coordinators.  

The goal of the project is to learn more about read aloud practices within early 

childhood. The UNB Children’s Centre was chosen as it has already been established as 

a demonstration classroom committed to research practices.  
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Chapter Two: Literature Review 

In this chapter I focus on relevant literature specific to the following themes: 

libraries and access to books; read aloud; book selection; book tensions; access to 

literature; troubling quality books; and investigating David Wiesner, an author study.  

 

2.1 Libraries and access to books  

Committed to the power of read aloud, The New Brunswick Curriculum 

Framework for Early Learning and Child Care ~ English (2008) includes multiple lists 

of picture books, available in New Brunswick libraries, within each of the support 

documents. The UNB-ECC research team worked with public librarians to ensure early 

childhood educators could access the children’s literature listed. 

Throughout the curriculum support documents, specific picture books are 

highlighted as provocation for projects initiated by educators and children. For example, 

when a child exhibits a passionate response to Fancy Nancy books (O’Conner, 2005, 

2007, 2012) her educator extends her literate desires by suggesting that they write to the 

author. The documented learning event reveals that the author responded. Within the 

UNB Children’s Centre, there is a sensibility to link particular books to children’s 

passions as revealed by Karen, a research participant and early childhood educator, 

during a hallway conversation. She shared that many of the children in the UNB 

Children’s Centre enjoyed humor, so she read several books by Jon Klassen (2011, 

2014, 2016). After each read-aloud, the children asked a question or two sparked by 
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Klassen’s ambiguous endings. Karen encouraged children to write their own books and a 

few of the children began creating their own stories inspired by Klassen.   

Even though the UNB-ECC Research team made efforts to identify children’s 

literature available through the New Brunswick Public Library (NBPL) system, to 

support such literacy events between educators, children, and picture books, I rarely 

observed a collection of library books in childcare centres. In spite of the freedom 

associated with libraries as recognized by Neil Gaiman (2018), “Libraries are about 

freedom. Freedom to read, freedom of ideas, freedom of communication. They are about 

education, about entertainment, about making safe spaces, and about access to 

information” (2018). It appears this freedom may not be so easily experienced by early 

childhood educators and children in childcare facilities in New Brunswick. 

 Author Neil Gaimen’s description of libraries is persuasive, however my 

research uncovers economic, classed, and geographic limitations to the freedom libraries 

offer early childhood in child care centres. The NBPL system is available to centres in 

urban areas as educators and children can walk or take public transportation to the 

library. However, centres in rural areas are unable to visit public libraries due to the 

absence of a public library, the lack of safe affordable transportation, or because of road 

risk as sidewalks may be nonexistent limiting the capactity of educators taking children 

to the library. In 2015, the three aging book mobile vehicles, which served readers in 

rural areas were parked due to the age of the vehicles and the lack of reliable service 

during winter weather.  

 The libraries have set up policies to support early childhood educators. There is 

an option for educators to apply for an educator card by simply stating they are an 

educator. No proof is needed and the educator only has to renew the card annually. This 
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card allows educators to check out up to 150 books for six weeks with the option to 

renew that collection once, allowing children to access the books for a total of 12 weeks. 

The regular card allows only 50 items to be checked out during three-week loan periods 

and two renewals totalling nine weeks. Public librarians will prepare requested 

collections for educators to borrow for an extended time period. As well, educators 

holding an educator’s card can contact the library with a specific interest or author and 

librarians will pull the specific texts and have them ready for pick up by the educator. I 

have met a few educators who visit the library after work to pick up these collections to 

share with children within their rooms. Why is such a service not accessed more 

frequently? Perhaps this is because educators worry that children may tear, misplace, or 

lose library books inciting the cost of book replacements. Typically, the cost of a lost or 

damaged book is the replacement value which could be as much as $30 to $40 including 

a processing fee of $5 per book. There are no late fees for children, but adults are 

charged $0.15 a day per item, a fine that New Brunswick libraries are now considering 

eliminating.  

As an additional service, many librarians prepare and offer read alouds specific 

for early childhood educators and children. I was able to attend such a session with 

educators and children from one childcare centre. The selection of books was exciting 

and engaging, the librarian had chosen books based on children’s interests and the 

children were familiar with one of the authors. The librarian stated that each child was to 

get ready to read by sitting properly and being quiet. This advice reminds me of the 

recommendation of two librarians outlined in an article titled Managing Children’s 

Behavior in Storytimes (Rogers-Whitehead & Fay, 2010): 
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Designate a formalized area for you to sit. This can be marked by a backdrop or 
simply a cloth draped over a dry erase board. A lamp or table can be added to 
complete the scene. Having a formalized section dissuades nonparticipating 
children from roving into your area and creates a storytime atmosphere. Also, the 
children in the group need to know to stay seated. You might try repeating 
phrases such as, “Put your flat bottoms on the rug,” “Criss-cross applesauce,” or 
“Sit on your pockets.”  (p.8). 
 
When one child made a statement connecting the story to their own life, the 

librarian stopped reading and said that she couldn’t continue if there was noise. It seems 

this librarian may be unfamiliar with the playful and at times frenzied joy-filled 

relationships that can unfold between children, adults and books as together the child 

and adult, engage in the “intrinsic pleasures of the books themselves with all their 

rowdy, rhythmic, language” (Fox, 2013). The excitement and freedom of visual 

discovery and narrative meaning making was silenced by the librarian’s call for quiet 

attention and proper sitting. How is reading engagement constructed as children move 

through the institutions of libraries, ELCC, and schooling? How do these encounters 

between children, adults and books, differ from the more relaxed, joy-filled readings I 

experienced at home with my mother and father, with my own children? What is the 

effect of this type of modeling on ECEs? (McLean, 2020). I will explore this more in 

section 2.6.  

 

2.2 Read Aloud Research  

As an action researcher, examining read aloud practices was part of my research 

planning process. Just as a child snuggling in to hear a story, I immersed myself in 

learning about read alouds. A read aloud is so much more than just reading a book to 

another person, “The act of reading together secures people to one another, creating 
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order and connection, as if we were quilt squares tacked together with threads made of 

stories” (Cox Gurdon, 2019, p. 47). Just as a quilter chooses each square and thread 

carefully to ensure the completed quilt will be beautiful so is the process of designing 

symmetry of a read aloud. Each piece of the read aloud process – the relational 

component, the characteristics and complexity of effective read alouds, the intentional 

selection of terrific books, and the playful relaxed way the encounter is all stitched 

together connects to potential and powerful literacy learning.  

There is a relational component to read alouds that energizes and cultivates 

children’s relationships with other children, the reading adult, and the printed and visual 

texts. This relational interaction between the adult, the book, and the child supports 

learning to read. As author and educator Mem Fox (2008) describes:  

The more expressively we read, the more fantastic the experience will be. The 
more fantastic the experience, the more our kids will love books, and the more 
they’ll “pretend” read. And the more they “pretend” read, the quicker they’ll 
learn to read. So reading aloud is not quite enough- we need to read aloud well 
(p.40). 
 
How do we read well to and with children during a read aloud? Is it the book, the 

environment, the reader, the engagement expectations of the adult? Lane and Wright 

(2007) identified four factors that make read aloud more effective: time, books, method 

of reading, and book environment. The National Council of Teachers of English released 

a position statement on independent reading (November 7, 2019) that also applies to 

read alouds in early childhood, “a routine, protected instructional practice that occurs 

across all grade levels” (para. 2). This statement further clarifies that “the goal of 

independent reading as an instructional practice [or read alouds] is to build habitual 

readers with conscious reading identities” (para. 2). Setting time aside every day for 
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whole class, small group, and one on one reading communicates to young children that 

reading and being with books is important, pleasurable, and rewarding. 

Lane and Wright (2007) point out that the method of reading and book 

environment can impact engagement. The encouragement for children to share their 

background knowledge and ask questions of the text, illustrations, and beyond can 

support children’s engagement. As well, the environment is important for children to 

feel comfortable. This can be achieved by making “strong connections between home 

and classroom read aloud activities” and extending “the read aloud experience beyond 

the book itself through activities, discussions and projects” (p. 670).  

Ray and Glover (2008) identify the complexity of reading aloud and describe it 

as an “event that involves not just reading and listening but also looking, thinking, and 

talking as books, fiction, non-fiction, narrative non-fiction, and how to books are shared 

- children and teachers making meaning together from all the rich meaning found in 

picture books” (p. 12). Trelease (2013) writes:  

We read to children for all the same reasons we talk with children: to reassure, to 
entertain, to bond, to inform or explain, to arouse curiosity and to inspire. But in 
reading aloud, we also: build vocabulary; condition the child's brain to associate 
reading with pleasure; create background knowledge; provide a reading role 
model; and plant the desire to read (p.6). 
 
Anderson, Hiebert, Scott & Wilkinson (1985) identify reading aloud as “the 

single most important activity for building the knowledge required for eventual success 

in reading” (p. 23). In spite of the research, when I visited ELCC, reading aloud 

occurred inconsistently. Talk about weather, calendars, and days of the week often took 

priority in circle times and time consumed managing behaviors during calendar time 

rituals, frequently left little time for the relational pleasure of a read aloud. Educators, 

governed by the clock failed to value the NBCF-E’s goals that encourage “a slowing 
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down to allow for and value children’s joys and initiatives, spontaneous events, and the 

cultivation of relationships with children” (Rose & Whitty, 2010, p. 261). Educators felt 

they were meeting needs of families by providing “school-ready” skills such as calendar 

time. However, there is little evidence that calendar time is beneficial for children 

younger than first grade (Friedman, 2000). Younger children are not yet able to 

understand that time is sequential, have the ability to judge time periods, and;  

opportunities to explore and experiment with [mathematical] concepts  

individually using concrete materials with a responsive adult to question and  

guide children’s learning is likely to be more meaningful and beneficial than  

participating in a whole-group discussion of these same concept using the  

calendar as a basis. (Beneke, Ostrosky & Katz, 2008, p.6) 

In contrast to the commitment of intentionally planned daily read alouds, my co-

ordinator experience revealed to me that read aloud often was given up for calendar and 

weather rituals. Yet, rather than focused on a ritual chanting of the days of the week and 

naming the weather conditions, an engaging read aloud or just the right book could 

involve weather conversations far deeper than daily weather charting and predictions. In 

fact, outdoor participations may be the most powerful way to ‘read’ the weather. As 

early childhood educator Jill wrote:  

As a responsible kindergarten teacher, I used to teach children about weather.  
We would sing our weather song as part of the morning routine, the helper of the 
day would go to the window to look outside and assess which cards indicating 
“snowy”, “rainy”, “sunny”, “windy”, “hot” or “cold” could be used to indicate 
the current situation on our weather chart. We would then add them to our song 
with references to the day of the week and sometimes, even graph the results. I 
thought I was doing a great job of teaching children about weather, days of the 
week and math concepts, but now that I have made a conscious effort to have 
children out “in all kinds of weather,” I realize that I was only scratching the 
surface. My attempts to teach children about climatic conditions were unnatural 
and limiting. Until they had really experienced weather, played in weather and 
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were “in” weather, they really didn’t know weather. This year we have gone out 
to the exclamations of parents asking, “You aren’t really going outside today?!”  
I have learned that my attitude and the attitude of the other adults in our program 
do affect the children, so we answer cheerfully, “Of course! What a wonderful 
puddle day will be!” Sometimes we even admit to each other, privately, that we’d 
rather not be heading out the door as the snow swirls or the rain pounds, but 
rarely do we come back in with the same sentiment. We have experienced such 
joy from the children discovering that the blowing and drifting snow has created 
huge new hills to climb, that the unexpected warm rain has melted the snow into 
streams running into huge muddy puddles, or that the gusts of wind are driving 
the leaves into mini whirlwinds right in front of us. (Rose, Bateman & 
Hankinson, 2013) 
 
Educators hold the power to make time to support or discourage involvement in 

read alouds, to choose meaningful texts. As McGee & Schickedanz (2007) state, 

“effective teachers model what ideal readers do by explicitly talking aloud as they read, 

making children aware that they are predicting, making an inference, or changing their 

ideas about what is happening in a story” (p. 743) and re-reading when meaning gets 

lost. Jim Trelease (2013) includes a list of dos and don'ts for read alouds in The Read-

Aloud Handbook, with many of his listed items focusing on the educator. His list 

includes encouraging educators to hold picture books so every child can see, allowing 

time for discussion after a read aloud, where children can share “[t]houghts, hopes, fears, 

and discoveries that are aroused by a book” (p. 75) and the importance of educators 

showing their enthusiasm for books by reading at different times and sharing this 

pleasure with children. Educator Mem Fox (2001) cautions educators to read like many 

parents do, in a playful relaxed way, free from stress and tension, taking time to enjoy 

children’s wild connections and quiet discoveries on the page rather than after the read 

aloud. Researchers (Dorfman & Cappelli, 2017; Fisher et al., 2004; Kiefer & Huck, 

2010; Lane & Wright, 2007; McGee & Schickedanz, 2007; Wohlwend, 2011) advise 

that an educator maximizes children’s engagement when they invite children to read 
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along, comment, and make predictions/connections, while also pausing for remarks, 

moments of wonder, and to make connections to other books and life experiences.  

Educators “can plant the seed for a deeper connection in the way we introduce a 

book” (Dorfman & Cappelli, 2017, p. 28). Taking time to hook children into the reading 

by introducing the title of the book, the names of the author and illustrator, reading the 

dedication, while paying attention to how children are responding to these sections. I 

recently watched an early childhood educator introduce three books to an unfamiliar 

group of children. She began by reading the title of each book and the children instantly 

responded to the sound of the first title, Guji Guji (Chen, 2003). She then responded to a 

child’s question about the meaning of the words Guji Guji by posing the question back 

to the group by stating, “I wonder what Guji Guji means!” The children stated, “Goose”, 

“Duck”, “Crocodile” using their own knowledge and reading the clues from the image 

on the book cover. McGee and Schickedanz (2007) caution against too many book 

details such as identifying book parts, author/illustrator techniques, or dedication page 

before a first reading for pleasure as “these activities divert children’s attention away 

from the main goal of a first read-aloud – to enjoy a good story by focusing on its 

meaning” (p. 744). Educators may need to be aware of this balance between pleasure 

and investigation.  

It is evident in the research on read aloud that the intentionality with which 

educators approach read aloud contributes significantly to children’s agency, 

engagement, and learning with texts. Kiefer and Huck (2010) write that if an educator 

intentionally shares her passion for books with children, plans time and space for 

children to read, and participates in daily read alouds accompanied by conversations 
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about books and characters, poems, and oral storytelling, children will become 

enthusiastic readers. 

In addition, the language of picture books is significant because the vocabulary 

and language structures used are less typical than those in spoken in conversations 

(Trelease, 2013). As well, the careful reading and rereading deepens the understanding 

of the book language as intonation and tempo “can communicate the mood and meaning 

of the story and characters” (Kiefer & Huck, 2010, p. 572). As an educator shares a 

story, the excitement of a character can be shared through an animated tone or the 

sadness expressed through slower enunciation of each syllable. Educators  

exhibited this animation and expression by changing their voice to denote 
different characters’ emotions and various moods the author was suggesting. 
They also used movement, hand gestures, facial expressions and props to provide 
the animation and expression that seemed necessary to fully engage students. 
(Fisher, Flood, Lapp, & Frey, 2004, p. 12) 
 
Mem Fox (2008) describes reading aloud as an art form that involves the eyes 

and voice. Through our eyes, “we can widen them, narrow them, use them to “think” 

with, to be “shocked” with, to be “scared” with, to “listen” with, to be “happy” with, and 

so on (p. 41). Our voice holds equal importance to make a read aloud interesting without 

being overly cute or in any way condescending to children. Mem Fox notes seven things 

to do with the voice to keep children engaged: fast and slow, loud and soft, high and 

low, and pause. A low or slow voice can be beneficial for darker or frightening moments 

or representing a menacing character, while a high or fast voice can speed up specific 

parts or to build excitement or drama. A loud voice can emphasize capitalized font such 

as BANG! “The pause can be used to great effect before a dramatic mood change in the 

story, or indeed if there is an obvious pause in a character’s speech” (p. 45). Trelease 
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(2013) agrees with Fox on the importance of expression and voice changes and he 

stresses that,  

the most common mistake in reading aloud…is reading too fast. Read slowly 
enough for the child to build mental pictures of what he just heard you read. 
Slow down enough for the children to see the pictures in the book without 
feeling hurried. Reading quickly allows no time for the reader to use vocal 
expression. (p. 75)  
 
From the beginning of the first word to the last syllable, Mem Fox (2008) 

believes care and thought should be given to each word to fully engage children. As the 

first word is read, children should feel a welcome to the read aloud and a satisfying 

completeness when done. “A slow finish is an absolutely delicious experience. Both 

teller and listener find themselves in a state of bliss, akin to ‘living happily ever after’” 

(p. 51). This bliss can even occur when a child has read a book numerous times and can 

fully anticipate the ending that is coming. “Readers and listeners need a calm and 

ordered rhythm in the last line to help them sail safely into port after all the storms and 

tempests they encounter in a story” (Fox, 1993, p. 131). Many adult readers put off the 

last chapter of a novel for this same reason.  

 

2.3 Book Selection  
 

Mem Fox (2001) writes that terrific books matter because they affect us 

profoundly, lingering in our minds and hearts. It is this lingering that communicates the 

power of print and image the workings of language - learning about the world while 

developing a passion and skill for reading. The importance of book selection boosts the 

success of a read aloud including a variety of genres, illustrative techniques, and 

representation of diversity; 
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readers need books that show them their place in our multicultural world and 
teach them about the connections between all humans. Books are sometimes the 
only place where readers may meet people who are not like themselves, who 
offer alternative worldviews. (Tschida, Ryan & Ticknor, 2014, p. 29) 

 
Through my observations in many ELCC, I noticed how second-hand, donated 

books with uninteresting storylines, didactic lessons, bland characters, dull vocabulary 

took the enjoyment out of reading aloud, possibly for both the educators and children. 

Many powerful book engagements are missing and thus possibly many literacy desires. 

“It will do more for a child’s literacy to own one much-loved, beautifully written, 

trouble-filled book than to own lots of tacky, unappealing books in which the child 

shows no interest” (Fox, 2008, p. 135). Picture books that are appealing to young 

children are “stories in which readers must infer characters’ motivations and thoughts 

and connect them to actions (i.e. causes and effects)” (McGee & Schickedanz, 2007, p. 

743). Barbara Kiefer and Charlotte Huck (2010) explain that picture books must be 

personally meaningful to children; “books that will stretch children’s imagination, 

extend their interests, and expose them to fine art and writing” (p. 572). The irresistible 

force of books that present “better possibilities for layering up a complex response” 

(Mackey, 2016, p. 175) engage the child and adult reader to read and reread, making 

meaning of interrelationships between images, words, memories, experiences, and 

relationships.  

The intentionality of selecting books for and with children cannot be overstated. 

“Today when there are thousands of children’s books in print, read aloud choices must 

be selected with care in terms of their relevance for [children] and the quality of their 

writing” (Kiefer & Huck, 2010, p. 571). Goldschmied and Jackson (2004) identify some 

ways to choose books for children: choose books with the same care as toys, get rid of 
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any boring or unwanted books, no need to keep books with “feeble stories and crude or 

confusing illustrations” (p. 150) and educators need to attend to children’s preferences. 

Carefully crafted children’s books are “wisdom dipped in words and art” (Reynolds, 

2012). It is in offering a range of carefully and jointly selected texts that individual 

children may locate their reading passions.  

Several researchers (Fisher et al, 2004; Johnston, 2016; McGee & Schickedanz, 

2007) stress the importance of educator’s preparation in choosing a book and reading 

that book before introducing it to children. A purpose for the book could be considered 

whether reviewing an illustrative technique, particular choice of words or expanding on 

a child’s interest or passion, introducing a new idea, representing diverse families and 

cultures, or simply reading for pleasure. Fisher at al. (2004) state that educators should 

be completely fluent in reading the text and restrain their emotions, “a practiced 

[educator] would have shown the emotion through voice modulation rather than 

disrupting the story with tears” (p. 14). I think there is a benefit to children seeing us feel 

the emotions of a story; to feel pain when a character is hurt, joy when a lost object is 

found, or tears when the sadness of a well-placed phrase overcomes us. Readers learn 

how deeply reading can impact us. 

Our emotions may not be planned yet they may be beneficial by allowing 

children to see how much books can comfort us, embrace our beings and give us hope 

for another day. Potential emotional connections allow us to fall in love with books and 

want to return again to feel the sorrow, bask in the love, or feel the exhilaration of 

adventure, or the anxiety of suspense. Emotional responses reveal reading as an event 

that touches our hearts, souls, and minds in affirming, disruptive, or provocative ways. I 

think picture books can play a large part in allowing children to see themselves in the 
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world, recognizing that they are not alone. As Matt De La Peña (2018) states reading is 

an empathetic act where we are taken into worlds and experiences unlike our own.  

 

2.4 Book Tensions 

There are tensions in determining what books are appropriate to read to children. 

This has much to do with how we construct the child reader. For example, in Matt de la 

Peña’s picture book, Love (2018) editors thought the book needed to be softened by 

removing an image depicting the scene of parents arguing, while a child hides beneath 

the piano. The editors believed that “the moment was a little too heavy for children” 

(Peña, 2018, para. 9). In response to this feedback, Peña began to examine the question 

of how honest can writers be with children. He asked one of his favorite novelists, Kate 

DiCamillo, “How honest should we be with our readers? Is the job of the writer for 

the very young to tell the truth or preserve innocence?” (De La Peña, 2018, 

para.8). DiCamillo’s response included a story from a child in a school audience 

who connected with the author’s story of growing up. This child was able connect 

his life to DiCamillo’s childhood valuing her persistence. This boy approached 

DiCamillo, telling her, “He’s there and I’m here with my mom. And I thought I 

might not be okay. But you said today that you’re okay. And so I think that I will 

be okay, too” (DiCamillo, 2018, para.10). It seems that DiCamillo’s life story 

helped the boy reframe his own. 

  On a similar theme, Kate DiCamillo also shares the importance of E.B. 

White’s (1952) story, Charlotte’s Web to her childhood best friend. Although 

emotionally provoking, her friend kept re-reading the book,  
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I knew that a terrible thing was going to happen, and I also knew that it was 
going to be okay somehow. I thought that I couldn’t bear it, but then when I read 
it again, it was all so beautiful. And I found out that I could bear it. That was 
what the story told me. That was what I needed to hear. That I could bear it 
somehow. (Quoting a childhood friend, DiCamillo, 2018, para.6) 

 
Educators, directors, and coordinators may benefit from considering how they 

construct the child as a reader and how this informs their selection of books. The 

construction of childhood is a social practice that sanctions particular values and 

practices that are represented through texts. Children have the right to an abundance of 

texts that respectfully represent diversities, valuing differences and the complexities of 

difficult knowledge.  

  Mem Fox cautions that we must respect that children have a range of reading 

interests and they deserve shared reading experiences with adults long after they begin to 

read conventional print themselves. The relational connection that occurs during a read 

aloud is ageless and the benefits are present for both the reader and the child.  

Whenever an adult reads to a child, three important things are happening 
simultaneously and painlessly: (1) a pleasure connection is being made between 
child and book, (2) both [adult] and child are learning something from the book 
they're sharing (double learning), and (3) the adult is pouring sounds and 
syllables called words into the child's ear. (Trelease, 2013, p. 34) 
 
However, a few children may be less interested in a read aloud. "When a child 

has little to no experience with books, it is impossible for him to have a concept of them 

and the pleasure they afford. No experience means no attention span" (Trelease, 2013, p. 

36). I don’t completely agree with this linear logic about the impossibility of children 

inexperienced in book knowledge having interest in a read aloud. Karen Gallas (1997) 

shares a more nuanced narrative endorsing Trelease’s statement about a child in her 

grade two class that due to his lack of experience with read alouds and his resistance to 

join the group read aloud, he; 
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never understood the purpose of storybook reading in the larger framework of his 
possible life history. I was not able to persuade him to enter the worlds created 
by good literature or to engage him in other texts that would open other worlds of 
experience and understanding. (p. 254) 

  
Her solution was to offer more opportunities and time for retelling texts with 

drama, art, storyboards, clay, and blocks “to help all the students develop personal 

narratives about new topics or texts that we are studying in all subjects” (p. 254). 

Another reason that a child may be uninterested in the story books of imaginary places is 

that they are more drawn to real life events, animals, and places. “Donald Fry [shares an] 

account of Clayton, a young reader hesitant about reading stories but devoted to books 

and articles about farming. He typifies for me the ‘young expert’ for whom children’s 

nonfiction books are of too little use and no match for a wealth of firsthand experience” 

(Meek, 1995, p.11). Mackey (2016) reminds us that individuals are developing literate 

beings through idiosyncratic, unique, embodied, and universal experiences of becoming 

readers, so perhaps the complex timing of book engagements is a significant variance in 

the mapping of literate becomings. 

 

2.5 Access to literature 

In contrast to my academic learning, and my deep pleasure in exploring new 

books with my family, my spot checks and inspection visits in ELCC revealed a lack of 

engaging picture books. The books I most often encountered were merchandise books 

marketed from cartoons, Disney animations, or superhero movies. There is an 

abundance of books themed on holidays, animals, numbers, and the alphabet. Didactic 

books teaching manners and how to be friends and a selection of leveled or controlled 

beginning readers complete many of these childcare collections. Many ELCC were sadly 
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lacking the drama of an engaging story and the dance of delicious words inviting the 

children into the rhythm and play of language. When I did witness children’s delightful 

drama filled response to engaging picture books, I watched educators tucking these 

treasures into cupboards or on the top of high shelves, inaccessible to the children. 

Inaccessibility restricts children’s opportunity to revisit and reread these books alone or 

with a friend. For example, in one centre, when the educator invited children to story 

time, she reached into a closed educator’s cabinet and pulled out Oliver Jeffer’s (2005), 

Lost and Found. The children were excited to see the book. I noticed as the educator 

read it, she shushed several children and reminded them to sit still. This desire for a 

silent tongue and quiet body runs counter to the research on children’s embodied 

responses to read aloud. After reading, the educator replaced the cherished book to its 

original location, shut away in the cupboard. When I inquired why, she stated that she 

kept the picture book in the cupboard because she had purchased it and she wanted to 

ensure the children couldn’t “ruin” it.  

Rightfully so, such books are cherished by adult educators. Picture books are 

expensive.  

The explanation that the children can’t have the good books because they may 

destroy them constructs young readers and the educator in a particular way. Learning 

and teaching children to care for the books is silenced. Perhaps this is another reason 

second-hand books are more accessible to the children in some ELCC. I heard the 

explanation that children might destroy books at several centres. Sometimes the 

explanation varied when educators explained they had purchased the texts themselves 

and wanted to keep them for their own children. In contrast, other educators taught 
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children that books are special treasures and if books get torn the children and educators 

respond immediately, taking care to repair the damaged pages immediately.   

 Access to well-crafted children’s picture books is inconsistent throughout the 

sector and I began to think about the contrasts of quality and quantity across ELCC. 

Where one centre has the shelves overflowing, another has fewer than a dozen books. In 

one centre, I noted there was a large number of picture books placed on the shelf and 

several book bins strategically placed throughout the centre providing easy access to the 

children. In several bins, children’s authored books were displayed with the books of 

adult published authors, an intentional valuing of the children’s compositions. It was 

clear these children were involved in producing text for others to read. Some ELCC 

display books, cover facing outward on shelves so children can easily see the covers. 

Also book baskets are carried outside to extend reading opportunities and build on 

outdoor activities and investigations. However, in my experience more ELCC have 

books arranged too tightly on shelves, with only the spines revealed, or in baskets not 

visible during play. Aidan Chambers (2011) speaks to the importance of book 

placement, “Book displays make books prominent. They stimulate interest. They are 

decorative. They deeply influence the mental set of people who see them. Displays are, 

therefore, essential to an effective reading environment (p. 26)”.  There is a significant 

inconsistency among early childhood rooms within and across ELCC. However, there 

are sites where educators and directors intentionally purchase well-crafted and engaging 

picture books, researching recent medal winners for authors or illustrators, ensuring 

children have access to well-crafted, engaging, and diverse texts.  

I recall being in a room of two-year-old children, where there was a sparse 

collection of picture and board books. I sat with the toddlers gathered in the book area 
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and reached for a book with puppies on the cover. One child asked me to read it and 

another child joined us. I began by asking them, “What do you think the book is about? 

When I didn't get a response I said, “Look, what are these?” pointing to the puppies. One 

child responded, “Dog” and I energetically stated, “Yes, it’s a dog. I think the book is 

going to be about dogs or baby dogs, puppies.” I proceeded to open the book and we 

talked about the pictures. I adjusted my reading of the book as I felt the abundance of 

words with very few pictures was inappropriate for toddlers even though it was a board 

book. It seems not all board books are intentionally constructed for the interest of the 

toddler reader. Schickedanz (1999) recommends books for toddlers be about familiar 

stories with illustrations packed with information as toddlers often spend more time 

looking at the pages. Books that have less print, related closely to the illustrations, allow 

children to relate the pictures to what they are hearing. Toddlers enjoy books that are 

predictable, have rhyme and song, and easy-to-turn pages as they are just beginning to 

turn pages. The pages of the puppy book were filled with a great deal of words and I felt 

the pictures were dull and unappealing. I mentioned to the educator that there seemed to 

be a lack of engaging books specific for toddlers and she agreed stating that the number 

of children she had doubled, and the director hadn’t supplied more resources.  

One community daycare home included the children’s handmade books among 

the purchased picture books, celebrating the children’s identities as writers. Displaying 

children’s authored books demonstrates the educator’s valuing of children, recognizing 

that the children are already members of the literacy community. Valuing children’s 

handmade books by displaying them on the bookshelf may invite other children to make 

books. In contrast, in other centres, I often found books from the Dollar Store, Disney 

books, or yard sale/donated books that were in need of repair or even pages. There was 
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little evidence of children’s authorial products and participations. In one 4/5’s room, I 

found a complete set of encyclopedias. Across the forty-four ELCC I visit, there appears 

to be an expansive discrepancy of texts offered to children, representing very different 

constructions of who young children are as readers. Collectively, how intentional are we 

in supporting young children as readers through the provisions of inspiring texts and 

comfortable, participatory read alouds in ELCC? 

Questioning why some educators are ensuring that carefully selected books are 

displayed and accessible to children while other educators seemed unaware of the value 

of intentionally engaging children with carefully selected texts, I realized my 

observations were about more than access to literature or poorly selected books. What 

seemed lost were children’s engagement as readers and composers and educators’ 

interactions with children’s meaning making and authorial engagements. What are the 

conditions that must be met to allow children to have access to picture books that will in 

part shape their compositional strategies? How do ELCC ensure they can financially 

supply a library of diverse texts for children? How might educators strengthen their 

capacity to engage with children’s meaning making and composing? What literacy 

values and commitments are being enacted in the daily education and care of young 

children in New Brunswick? 

 

2.6 Troubling Quality Books 

In the section on read aloud, the following qualities of engaging books were 

explored: rich vocabulary and language structures, interesting and complex stories 

valuing diversity and differences, connections and opportunities to extend a child’s 
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interest. Picture books allow us to not only see ourselves but others. As a mother, 

grandmother, early interventionist, and early childhood services coordinator, I regularly 

scanned bookshelves in bookstores, libraries, and online articles looking for books to 

interest and engage the children in my world. Recommendations from friends and 

colleagues are given more weight than the identification of an award winner. The 

discussion of book choice is complex, and I began to question how books are selected 

for awards. What determines a book to be of higher quality over another?  

Researching literacy practices in early childhood, uncovered the central theme of 

children’s relationships with books. The term quality was reiterated many times as a 

measure of good books (Fisher et al., 2004; Stone & Twardosz, 2001) both in research 

and by the New Brunswick government (2009). Thus, it makes sense that books needed 

to meet a measure of quality to be considered worthy of a place on school and early 

childhood shelves. But what did quality mean? 

Dahlberg, Moss and Pence (1999) caution quality is a contested term, 

“Quality…is a constructed concept, subjective in nature and based on values, beliefs, 

and interests, rather than an objective and universal reality” (Moss & Pence, 1994, p. 

172). Dahlberg, Moss and Pence (1999) argue the term quality was a movement that 

began in the business world to quantify business production. Much like other business 

terms such as efficiency, and rigour, for example (Shareski, 2016), quality became a 

jargon word negatively used to quantify children’s learning and educators’ teaching. The 

negativity is located in the slippery nature of the term – who defines quality for whom 

and how do we reach consensus and is that consensus desirable given the complexities 

of educational landscapes and encounters. Adichie (2009) shares The Danger of a Single 

Story, and articulates that “The point of education is not to maximize profit, it is to 
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maximize human potential…Human potential is this beautiful, gloriously messy, 

inchoate thing that can never have one solution” (Adichie, 2018). Perhaps what counts 

as a quality picture book needs to be a landscape of possibilities. 

I return to my own childhood memories with this question of quality in mind. As 

a child, I can remember the warmth of my mother’s arms wrapped around me as I 

snuggled into her on the rocking chair.  My mother and the gentle rocking motion 

immediately lulled me into a cherished comfort of love and safety. Then the anticipated 

moment would arrive as she opened the pages to reveal a story, my favorite story, The 

Poky Little Puppy (Lowrey, 1942). Five little mischievous puppies, including a poky 

little puppy, continuously frolicked across the pages of this Golden Book. My favorite 

part of the book was the reward of the homemade dessert that was waiting for these 

adventurous puppies each day; a connection I made with my mother, a home maker who 

involved her three children in regular dessert preparations. The opportunity to whip up a 

dessert recipe was coveted in our home because the child invited to mix the ingredients 

enjoyed the pleasure of licking the beaters. We shared in the excitement of breaking the 

eggs, pouring the sugar, and sticking a toothpick into the cakes to check if the center was 

done. These domestic literate encounters, shared with mom, linger today in my heart and 

on my taste buds. I fondly remember my sense of accomplishment as I contributed to the 

dessert making process.  

 Given my research, The Poky Little Puppy (1942) might be considered a popular 

book more than a quality text as it was created as an affordable picture book and became 

one of the top selling books of all times. However, as I re-read this book, today, I am 

called back to my mom, hearing the echoes of our shared readings and the domestic 
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literacies we participated in as we prepared family deserts. Marcia Brown (1986) 

captures this calling back when she writes:  

It is hard to say what effect the books we read in childhood have on our later life, 
but we all know they do have an effect - in images that will not be erased, in 
people as real as those we know, in conversations heard as echoes. (p. 46) 
 

In his book The Child That Books Built: A Life in Reading, author and educator, Francis 

Spufford (2002) writes that “the book becomes part of the history of our self 

understanding” (p. 9). He writes that, 

books you read as a child brought you sights you hadn’t seen yourself, scents you 

hadn’t smelled, sounds you hadn’t heard. They introduce you to people you 

hadn’t met and helped you to sample ways of being that would never have 

occurred to you. And the result was… somebody who was enriched by the 

knowledge that their own particular life only occupied one little space in a much 

bigger world of possibilities. (p. 10)  

As a young child my world was expanded by those adventurous puppies who also 

enjoyed the love represented in their desert. 

What is a quality book? Is quality determined by awards granted such as 

Caldecott, Newberry, or Coretta Scott King? How are these awards granted? Mem Fox 

(2008) states that “any book that children own and love are good books for them” (p. 

135). Can this measure be applied to ELCC? Perhaps there are other texts readers 

finding meaningful. However, I continued to wonder, are there determining 

characteristics I could use to judge a book’s quality by looking at it or reading it. Are 

there determining characteristics that might help us to be more collectively intentional in 

our institutional read alouds?  
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Initially I sought a single answer or criteria for determining quality. A review of 

the Caldecott award manual was conducted in hopes for clarity. The Association for 

Library Services to Children (ALSC) (2009) defined quality books as: “picture books for 

children, distinguished, marked by eminence and distinction, noted for significant 

achievement, excellence in quality, and original work." The ALSC further defines that a 

children’s picture book would be intended for children. One Caldecott winner’s 

comments contested the definition used for Caldecott awards. Maurice Sendak believed 

that there is no such thing as a book for children. He states: 

The books for which I am best known are atypical of children’s books,” he says. 
For example, Pierre the boy who always says, “I don’t care” is a juvenile 
anarchist. “He’s a real favorite with children,” says Sendak. “He’s saying ‘F— 
you’ in his own way.” Max, the boy in Wild Things is the kid who explodes 
rather than swallow his anger and behave himself. He’s the kid who makes a 
mess. “Kids love making messes,”. (as cited in Stoler, 2012, para. 8) 
 
It’s about books for readers. Throughout my graduate studies, I have been deeply 

moved by picture books. Amy Krouse Rosenthal’s picture books (2016, 2015, 2009, 

2007) have made me laugh and cry; I characterize her picture books, auto-biographic 

novels, and online videos as carefully crafted texts that address multiple generations of 

readers rather than simply being directed to a child audience.  

The term “original work” as valued by the ALSC is complicated by David 

Wiesner who has stated that he noticed that the speech of the bugs in Mr. Wuffles (2013) 

is identical to Woodstock’s speech in Charlie Brown and his placement of vegetables in 

June 29, 1999 (1992) mirror the images in Sci-Fi movies from his teenage years. It 

seems writers, young and old, borrow, transfer, and remake texts they consumed across 

their life (Jenkins, 2009; Pahl & Rowsell, 2010). Likewise, Ludwig Bemelmans 

presented Madeline to the world in the Golden Basket (1936) in which he won a 
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Newberry Honor and later won a 1954 Caldecott Medal for re-introducing her to the 

world in Madeline’s Rescue (1954), further troubling a faithful commitment to the 

concept of original work. 2 

After reviewing Caldecott’s definitions, I wondered who decides if a book is 

“marked for eminence and distinction” or “excellence in quality” or especially 

“excellence of presentation in recognition of a child audience” (ALSC, 2009). Based on 

Caldecott’s list of recommended resource books for reviewers, I began to research each 

resource with the anticipation of uncovering the quality code asking, how does a 

reviewer look objectively at a new book and determine if it meets all criteria of award 

quality books? Can a reviewer look objectively given my subjective connection and 

relationship with The Poky Little Puppy (1942)? How did these norms become 

established? And, how does a group of individuals choose? Who are those individuals? 

How does this committee judge a picture book for diversity of readers and viewers 

within and across diverse communities?  

Jack Zipes writes, ‘We have tried to ‘nourish’ children by feeding them literature 

that we think is appropriate for them. Or, put another way, we have manipulated them… 

to think or not to think about the world around them (as cited in Bird, Danielson & 

Sieruta, 2014, p. 15). How are children constructed as readers? What if the child’s 

textual desires and passions challenges what adults perceive as suitable texts for young 

readers? How might adults learn from children about their passionate connections to 

specific texts? 

 
2 Continuing my exploration of remade texts, I wondered how many women won the 
Caldecott or Newberry Honor in a similar fashion –by remaking a text. The actual 
number of women who have accepted the award pales in comparison to men.  From 
Caldecott’s inception in 1938 until 2016, 67% of medal winners have been males.  
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The term quality and its encompassing definitions silence the snuggling in on my 

mom’s lap and the shared baking routines that created a warmth in my heart for The 

Poky Little Puppy (1942), not the words, artwork, or awards but the relationships, time, 

and love that were shared in those moments. Mem Fox writes, “It’s the stories that make 

us think and feel, laugh aloud or cry, gasp or shiver, snuggle in, or want to share that 

which makes us want to read and keep on reading” (as cited in Shannon & Goodman, 

1994, p. 154). It is not simply the stories, it is also the entangled relationships between 

adults, children and books. As Mem Fox (2008) writes:  

The fires of literacy are created by the emotional sparks between a child, a book, 
and the person reading. It isn’t achieved by the book alone, nor by the child 
alone, nor by the adult who’s reading aloud- it’s the relationship winding 
between all three, bringing them together in easy harmony. (p. 10) 
 

The love of reading isn’t created in isolation but in collaboration with a reader, a listener 

and the right book because there are no bad books as Neil Gaiman (2018) writes,  

I don’t think there is such a thing as a bad book for children. It’s tosh. It’s 
snobbery and it’s foolishness. We need our children to get onto the reading 
ladder: anything that they enjoy reading will move them up, rung by rung, into 
literacy. (p.18) 
 
Read alouds can occur anywhere in an early childhood centre but a special area 

should be created to encourage children to sit, read, and enjoy. Chair of the graduate 

program in Literacy Education at Judson University in Elgin, Illinois, Steven Layne 

(2015) writes: "When I'm reading aloud, I want kids to forget their surroundings and 

truly enter the story in every sense; this is more easily accomplished when they are 

comfortable" (p. 23). As a child, I can remember the snuggling on the rocking chair in 

my own home. An inviting and comfortable designated read aloud area, furnished with 

pillows, beanbag chairs and baskets of books, can foster a connection between home and 

care. Daily time for adult-child book reading can foster strong connections between 
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home and classroom read aloud activities (Lane & Wright, 2007) easing the transition 

and bringing in what many parents and children know and love about shared book 

reading. The attention to reading spaces and inclusion of family connections was evident 

in the research site as aunts, uncles, moms, dads, grand-parents, and siblings visited the 

children’s classroom to read picture books written in each of the twelve home languages 

of the classroom community. Across the day I witnessed whole class read alouds, small 

group, one on one reading between children and educators, as well as children reading 

independently.  

Free access to books is an important factor in a reading area. Children need to be 

able to touch and look at texts – even the most cherished picture books. I have a 

particular fondness for the feel of a new book in my hands and the familiar smell of an 

older text as I flip the pages returning to imaginary worlds, adventures, and characters 

that I yearn to know once again. To fall in love with reading, children should have these 

experiences whether in a home, classroom, childcare centre, or library. Teaching 

children how to care for and repair the narrative and non-fiction treasures on the 

bookshelf and throughout the learning environment is an important part of appreciating 

and caring for books.   

 

2.7 Engagement  

Goldschmied and Jackson (2004) suggest children get more out of read alouds 

when larger groups are broken up into smaller ones allowing children to express 

thoughts and reactions to the story as well as giving the reader a chance to find out what 

children think/know/understood about the story. Smaller groups would better replicate 
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home read alouds as recommended by Lane & Wright (2007). However, in contrast, 

Mol, Bus and de Jong (2009) were not able to support this conclusion through their 

research. “In fact, this meta-analysis demonstrated that children’s skills improved when 

their teachers engaged them in whole-group interactive reading sessions” (p. 1000). One 

of the criticisms against small group read alouds by Mol, Bus and de Jong’s (2009) is 

that, “the amount of extraneous talk and the opportunity for each child to elaborate on 

his or her own experiences might be distracting” (p. 1000). However, many early 

childhood researchers and authors (Dorfman & Cappelli, 2017; Lane & Wright, 2007; 

McGee & Schickedanz, 2007; Wohlwend, 2011) encourage educators to solicit, expect, 

and respect children’s responses during the story reading. The “most effective read 

alouds are those in which children are actively involved asking and answering questions 

and making predictions rather than passively listening” (McGee & Schickedanz, 2007, 

p. 742). Perhaps we need to consider a balance of one on one, small group, and whole 

class read alouds across the day.  

 Whitehurst and his colleagues (1992, 1994, 2003) theorized active engagement 

during read aloud as dialogic reading.  

Dialogic reading is based on three theoretical principles: encouraging the child to 
become an active learner during book reading (e.g. asking the child questions), 
providing feedback that models more sophisticated language (e.g. expansions), 
and finally, challenging the child’s knowledge and skills by raising the 
conversation to a level just above their ability (e.g. asking about characteristics 
of an object for which they already know the label). (De Temple & Snow, 2003, 
p. 23 as cited in Kleeck, Stahl & Bauer (Eds.), 2003, p. 23) 
 
It is interesting to note that the agency in Whitehurst’s research appears to be 

primarily located in the adult with the adult asking, providing feedback, modeling, and 

challenging children. As a developmental interpretation of read aloud occurring between 

individual or small groups of children with an adult, this theoretical position situates the 
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adult as the expert and the child as the receiver – very different from how Mem Fox 

conceptualizes read aloud. “The younger the child, the more we’ll be chatting together 

about the pictures, and it will be the child more often than not who’ll start the 

discussion” (Fox, 2008, p. 58). Other questions to consider include: Do children ask 

questions that raise the language or challenge the educator’s knowledge and skills? Do 

children notice characteristics about the text and images that the adult may miss? Do 

children make unique connections that expand the adults reading of the text?  

The contrast between small group dialogic read aloud and whole class read 

alouds is best described by Aiden Chambers (1993) who wrote that there is much that 

goes unnoticed in large group read alouds by the educators who are focused on keeping 

order and delivering her ideas of the text. Children express themselves rapidly during 

read alouds and without explanation as they comment on the books they read outside of 

read aloud. Chambers encourages educators to eavesdrop on children’s talk both during 

and outside of the read aloud event, to attend to the multiple meanings that may lay 

beneath their words, to the jokes they make and play with, to their initial assessments of 

the texts and images, encouraging readers to tell us more about their initial responses, 

questions, connections, and the patterns they notice, because for Chambers learning to 

talk well about books is learning to talk well about life. Chambers believes an adult has 

much to learn from and with child readers. 

Likewise, Lawrence Sipe (2002) addresses Whitehurst’s (1992, 1994) and 

Zevenbergen and Whitehurst’s (2003) adult centrism by constructing five categories to 

describe children’s expressive engagement during read alouds. Putting Sipe’s categories 

in conversation with other literacy researchers can expand educators’ valuing of 

children’s multiple and diverse engagements during read alouds. The first of Sipe’s 
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(2002) categories is dramatizing, verbally and non-verbally. “This spontaneous 

dramatization demonstrates participation in the story by imitating and physically 

interpreting what is going on it” (p. 477). For example, when I read David Wiesner’s 

The Three Pigs (2001) in the UNB Children’s Centre the children jumped up, sucked in 

the air and puffed up their chests, enacting the wolf’s huffing and puffing. They also 

shouted the pig’s refrain, “Not by the hair of my chiney, chin, chin.” Ray and Glover 

(2008) state that “read aloud is also likely to be a physically interactive event, as 

children point and mimic and sometimes roll on the floor with laughter at the book” 

(p.127).  

Hickman (1981) supports the physicality of children’s response to books when 

she stated that children,  

were the most likely to use their bodies to respond, scooting closer to the teacher 
as she read aloud, or clapping, or bouncing with anticipation. They frequently 
echoed the action of stories read aloud, trying out the sweeping motions of the 
Little Red Hen with imagined brooms…. In discussions with the teacher, primary 
children sometimes demonstrated or acted out answers as an alternative to 
struggling for words. (p. 349)   
 
Thiel (2016) expands on the body’s relationship to understanding and engaging 

with the material world; 

an illustration/photo, a movement, a creative/artistic endeavor and an effective 
outburst, etc., might all serve as a more advantageous and nuanced way to 
express experience rather than more traditional modes - such as writing and 
speaking. Take for example the child who becomes so visibly animated that 
her/his body shakes, giggles, and stammers with affective energy. This body 
shows rather than tells. (p. 102)  
 
Sipe (2002) identifies a second type of expressive engagement as children 

respond and talk back to the story and characters. Damber (2015) building on Stern’s 

idea of the narrative self, explains that children “see themselves not only as part of the 

stories they take part in but also as part of the stories about others, thus understanding 
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that shifting perspectives may be employed in meaning-making” (p. 260). During a 

second reading of David Wiesner’s The Three Pigs (2001) in UNB Children’s Centre, 

several children spoke to the characters. For example, they warned the pigs to watch out 

for the dragon, anticipating the dragon’s appearance in the following pages. “Thus, 

talking back to the story and addressing characters directly begins to blur the distinction 

between the story world and the children’s world. For a moment the two worlds become 

superimposed- one transparent over the other” (Sipe, 2002, p. 477). 

Sipe’s (2002) three other categories for expressive engagement involve children 

becoming directly involved in the story by suggesting alternative characters or settings, 

inserting themselves or friends into the story or taking over the text by “abandon[ing] 

any attempt at interpretation or understanding and treat the story as a launching pad for 

the expression of their own creativity”, their own narratives (p. 478). Children see the 

stories as invitations to respond and create and dramatize playfully. In addition, time and 

space for stories to be carried into dramatic play "allows children to walk around in story 

settings, it allows them to touch, feel, and actually look at objects from the vantage 

points of book characters" (Rowe, 2000, p. 20). These understandings were exhibited by 

the educators in my research site. For example, shortly after reading Goldilocks and the 

Three Little Bears (Galdoni, 1985) three faux fur bear hats and a metal bowl were taken 

to the wooded play area, serving as a combined material invitation -  the woods, the 

familiar tale, the furry hats, the children, and porridge bowl. Children took up the 

invitation, repeatedly playing their modified Goldilocks narrations where they modified 

the conclusions of the narrative by surprisingly shooting Goldilocks or by adding more 

than one Goldilocks as a way to include a friend.  
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2.8 Investigating David Wiesner   

I wanted to share my own excitement and personal experience of falling in love 

with David Wiesner’s books. My knowledge of how he created the books, where he got 

his inspirations, and even learning how to pronounce his name filtered through my read 

alouds with the children. I felt a kindred spirit, energized by a shared relationship with 

the children in discovering David Wiesner.  

On reflection of my own limited knowledge of picture book authors and 

illustrators, I began to research authors and illustrators such as Lois Elhert, Amy Krouse 

Rosenthal, Kate DiCamillo, David Wiesner, and Sheree Fitch. Learning about authors, 

illustrators, and poets and “becoming familiar with a large number of books is the best 

way to prepare oneself for read-aloud experiences. Having this knowledge of books will 

enable the reader to choose the right book at the right time for a read-aloud" (Sawyer, 

2009, p. 172). This picture book knowledge allowed me to prepare for a read aloud and 

supported my efforts to discuss possible author or illustrator studies with early childhood 

educators. I was better prepared to respond to children’s comments and questions about 

authors or illustrators they loved or were curious about. With the support of the 

educators, I visited the UNB Children’s Centre to complete an author study with the 

children. On my first day in the room, I introduced David Wiesner by showing a picture 

of him, enacting Ray and Glover’s (2008) recommendation that “looking at photographs 

of the people who make books also helps children believe in them as real and familiar, 

not just names on a jacket cover” (p. 130).  
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Figure 2. Picture of David Wiesner           
(Source: 
https://en.wikipedia.org/wiki/David_Wiesner). 

 
I shared that David always loved to draw even as a young boy, sharing down 

loaded pictures of his coloring picture of vegetables in kindergarten and then many of 

his hand drawn dinosaurs at ages 8, 9, and older.  

 

Figure 3: David Wienser’s kindergarten coloring pages.  

(Source:  http://www.davidwiesner.com/work/call-any-vegetable/) 
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Figure 4: David Wiesner’s dinosaur drawings at age 8.  

(Source: http://www.davidwiesner.com/work/heroes-pt-1/). 

 I stated that he started drawing as a young child and always continued because 

his parents encouraged him. I was enacting my learning from my research, sharing with 

the children that authors and illustrators have supportive people in their lives, just as 

they do (Ray & Glover, 2008).    

I shared that David Wiesner loved dragons, vegetables, and frogs and that he 

incorporated them into his many books. My aim was to reveal to the children “that 

writing isn’t a one-time event; people continue to write over time, accumulating a body 

of work that's associated with them as authors” (Ray & Glover, 2008, p. 131). I showed 

the children three of David Wiesner’s books, The Loathsome Dragon (1987), Free Fall 

(1988), and The Three Pigs (2001). One child recognized the same dragon was depicted 

in all three books. Another child asked why he didn't use words. I said, I thought that he 

wanted us to make up the story from the pictures. Reflecting on my reply, how I situated 

the answer within myself rather than within the child, or other children at the table, I 

now wonder how that child or his peers may have replied to his own question about how 



   

 61 

this book worked. What if I bounced his inciteful question back to him, “I don’t know, 

why do you think David did not use words in his books? Like Chamber’s educators, I 

became too focused on my goals.  

Each time I shared books, I reminded the children who the author/illustrator was 

and shared some details about their life and craft, “To build the critical concept of 

authorship, [educators] surround read aloud time with purposeful talk about the people 

who make books” (Ray & Glover, 2008, p. 129). This invites authorial agency in 

children and allows them to see themselves as becoming authors and illustrators.  

Learning personal knowledge of illustrators and authors cultivated my own imaginings 

of someday becoming a children’s author.  

After two days of reading The Three Pigs (Wiesner, 2001) and June 29, 1999 

(Wiesner, 1992) a child requested to hear The Three Pigs again. I happily re-read the 

requested book, recognizing that when educators “read a book to children for the second 

(or third or fourth or…) time, they talk about the author and illustrator like they know 

them, like they’re familiar members of the club of people who write” (Ray & Glover, 

2008, p. 130). Rereading is “important for well-rounded reading development, vital for 

their joyful engagement with texts, and crucial for helping children to develop a growth 

mind-set (Dweck, 2007) toward their reading and toward themselves as readers” 

(Collins & Glover, 2015, p. 15). I fondly recall my multiple rereadings of The Poky 

Little Puppy (1942). 

Prior to rereading The Three Pigs (Wiesner, 2001) I looked at the front of the 

book, stating that it looked like all the pigs were looking at us. Many of the children 

predicted who they were naming them as parents, sisters, brothers, etc., One child asked, 

“Where are the parents?” I stated, “I really don't know.” She suggested, “Maybe they 
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died.”  This time I was more open to the child’s interpretation. We looked inside the first 

page and noticed all three pigs pulling wagons filled with their materials for their 

houses, so we discussed this page. It seems that a rereading can be a slower engagement 

with the illustrations.   

  The children were eager to explore and re-read The Three Pigs (Wiesner, 2001), 

anticipating and predicting what was going to happen, recalling our last reading, and 

connecting with readings of other versions by other authors. The children chimed in, 

reading the familiar words of the pigs and wolf in the initial pages as I pointed to the 

words. Children excitedly pointed out the pigs in different spaces. I also pointed out the 

white space that showed the pigs moving out of the story. I talked about the letters at the 

end of the book and how they were falling away and how the words couldn't be said 

because they were incomplete. Aloud, I noticed that the dragon collected the letters in a 

basket and then used them on the last page, but he ran out and couldn’t spell after - only 

aft. The children thought this was funny and to their delight, I playfully continued to re-

read several pieces where the letters were falling away.  
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Chapter Three: Methodology 

 I chose action research to explore children and educators’ engagements with read 

aloud. “Action researchers regard critical reflection as a combination of reflecting and 

thinking critically; and they reflect critically on their practices as the first step in 

changing how and what they know about them” (MacNaughton & Hughes, 2009, p. 99). 

By “taking action ‘in here’, in [my] mental world, to improve the quality of [my] 

thinking while in interaction with others, I hoped to improve the quality of my 

interactions with others, “’out there’, in the social world” (McNiff, 2016, p. 9). Engaging 

in action research alongside early childhood educators allowed me to reflect on read 

aloud practices while discovering and creating new knowledge so that I may better 

support children and educators during my coordinator visits to ELCC.  

 Self-study is often an essential starting point for action research projects (Briggs 

& Colemen, 2007). My first two chapters are full of self-study and the effect of self-

study on my actions. Throughout my graduate studies and this research, I began to 

reframe my experiences and personal history. The importance of books in my home 

growing up impacted the home I provided as a mother and later filtered into my 

positions. However, the concentration of literacy study opened my eyes to new authors, 

illustrators and ideas that allowed me to re-evaluate the impact of my literate childhood 

and professional identities.  

In the context of self-study specifically for this research, I reflected on how a 

remembered read aloud from my mother’s lap deepened my understanding of the 

relational component of read aloud and the kinds of textual connections I made as a 

young reader. A second layer of my self-study was my critical reflection of my initial 

enactments of early childhood services coordinator role and my desire to learn the 
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NBCF-E. Further to this, as a graduate student I was cultivating my literate knowledge 

through my self-study of children’s literature, authors and illustrators throughout various 

early childhood courses and conferences. Self-study requires critical inquiry where 

personal insights are documented, shared and critiqued in collaboration with others. This 

critical collaboration occurred through conference presentations, graduate course 

feedback, and ample critical debate with other graduate students during weekly 

conversations. As a researcher, learning to research, the self-study process of looking 

back on my experience and rethinking new possibilities, informed the limitations and 

challenges of the research project.   

Initially, I choose an action research methodology because of my combined 

desires to value, support, and collaborate with children and educators. This collaboration 

can be more challenging than one anticipates as there are many factors I failed to 

anticipate and others I could not address. My own career history as an early childhood 

services coordinator may have impacted the collaboration I was seeking throughout the 

research. As well, I couldn’t have anticipated that three educators would leave following 

the school year. I explore these limitations further in Chapter Five.  

Action research best supported my goal to live my values. In participation with 

others, I could investigate read alouds co-creating communities of enquiry where I was 

open to listening to others and examining my beliefs. Throughout my methodology 

section, I draw on the data to support my choice of research methods. Action research is 

a cyclical process that includes planning, action, observation, and reflection. These 

cycles continue to spiral as observations create more planning, and reflections lead to 

further observation. For example, in this research, my initial plan to discover what was 

involved in a read aloud – the triggering event as described in Chapter One was my 
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questioning of a possible distinction between being quiet and engagement. This interest 

evolved through observation and reflection to include the investigation of children’s and 

educators’ engagement with picture books during read aloud. Specifically, what does 

engagement look like during a read aloud? What strategies do educators use to 

intentionally choose texts that link to children’s passions and windows to the world as a 

way to reconceptualize books for children (Tschida, Ryan & Ticknor, 2014)?  

 

3.1 Context  
 

The time frame for the research was from March 11th until May 10th, 2019, I visited 

UNB Children’s Centre twice a week, 2 hours daily to observe and/or participate in 

read-alouds, booktalks and curriculum activities. Prior to conducting the research, during 

the last two weeks in February 2019, I visited the centre four times for two hours each 

visit allowing the children and educators to become familiar with me and to build trust 

with both the educators and the children while observing and engaging with children and 

educators in read-alouds and play. This gave me an opportunity to learn each child’s 

name and some of their current interests. I paid specific attention to children’s 

engagement during read-alouds, talk surrounding books and choice of picture books. In 

this ELCC, read aloud occurs in at least four ways, one on one, small groups, whole 

class, and child to child. For example, on February 7th, Archie read his own version of “I 

know an old lady” to me. He asked his educator, Rebecca to help him with any words he 

didn't know. On February 19, 2019, Brenda, the other educator in the room began 

reading one of The Magic School Bus books to Amy, Riza, and Marnia. Nora joined in 

and then left. Brenda sat at the table and the children stood around her. When one of the 
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children mentioned they couldn’t see, Brenda moved to the stairs. I observed all four 

kinds of read alouds, and while observing child to child, multiple children, and educator 

and child/ren’s interactions and read alouds, I wrote descriptions, observations, and 

quotes in my notebook.  

Typically, a whole class read aloud occurred daily about mid-morning after snack 

time. As children finished their snack, they went to the story corner to get a book and 

read to themselves or with friends, a familiar routine. Having completed her snack time 

responsibilities, the educator Brenda eventually joined the children in the story corner 

and said, “Put your books away, I’m going to read a poem with you in it” (February 

12th).  

My goal was to research the engagements of educators, children, and myself during 

read aloud encounters specifically addressing read aloud research drawn from the 

literature and my research questions: how educators intentionally choose texts that link 

to specific children’s passions and interests or expand their world view; how educators 

involved children in read alouds; how children display engagement during read alouds; 

and what texts and conversations seemed to impact children’s composing and reading 

initiatives. As Peter Johnston (2004) writes,  

Teachers’ conversations with children help the children build the bridges between 

action and consequence that develop their sense of agency. They show children how, 

by acting strategically, they accomplish things, and at the same time, that they are 

the kind of person who accomplishes things. (p. 30)  

I listened and observed for direct linkages between book/author/illustrator talks and 

the children’s composing and reading. In answering the key questions, I listened to 
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educators as they read aloud, looking for strategies and processes. I observed children’s 

interactions with texts and how they responded to read alouds.  

 The educators and I conducted read alouds, author/illustrator studies, and book 

talks with and for the children. To respect the educator’s knowledge of the children’s 

interests and curriculum plans, I followed their lead during read alouds. When one of the 

educators asked me if I would like to read a book, I was eager to share Baby Monkey, 

Private Eye (Selznick & Serlin, 2018). I had shared Baby Monkey, Private Eye a year 

earlier with the summer program with a positive response. Children were reading with 

me as they anticipated the familiar ritual baby monkey performed each time he was 

going to solve a case. Based on this experience, I anticipated a similar response from the 

children in the fall program and I was right. Children were reading with me and 

requested that I return to read it again.  

Educators took turns choosing books for children. Karen chose Jingle Dancer (C. L. 

Smith, 2000) to prepare children for the upcoming powwow they were attending where 

one of their classmates would be participating as a grass dancer. Brenda chose different 

nature books to expand on children’s interest in the woods and her own love of nature. 

Misty followed a parent’s suggestion and loan of a book, Lifetimes (Mellonie & Ingpen, 

1983) following the death of the centre’s guinea pig.   

The educator’s knowledge of books and children’s interests allowed them to choose 

books to expand on children’s knowledge, interests, and question traditional stories. 

Brenda shared Rapunzel (Grimm & Grimm, 1997) to break the Disney mold of beauty. 

Different versions of books were read so children could question and view different 

interpretations and cultural representations such as Anansi the Spider (McDermott, 

1972) and The three little pigs (Marshall, 2000).  
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Initially, I provided journals to the four educators participating in this study as part 

of the research methodology. I proposed two focus group discussions with the educators 

to discuss their journal entries and research articles, review videos, engage in quick 

writes, and discuss read alouds. I ended up conducting four shorter focus group 

discussions rather than two longer ones to respect the regular practice of morning and 

afternoon educators meeting at lunchtime to review the day, a time when enrollment was 

lowest and educators could be covered to attend discussions. During these focus groups 

we discussed the following questions:  

- Describe the ways children engage during read aloud.  

- What strategies are used to intentionally choose texts that link to children’s 

passions and interests? 

- In what ways do you/I prepare for read alouds? 

- What kind of literate identities do educators identify in themselves? I am a reader 

who… I am a writer who…, author, illustrator, composer who… 

- How does reading happen across the day? When does reading occur? 

Based on Johnston’s theorizing (2004), my research involved educators and myself 

in conversations and critical reflection about how we interact with children during read 

aloud. Over the course of three months, educators and myself met to review current 

research and practices reflecting on how children and adults co-participate (Johnson, 

2016) in read alouds. I met individually with each of the educators in February 2019 to 

give them each a journal and to discuss the research project as well as go over the 

educator consent form (See appendix 4). An initial focus group was held on March 21, 

2019 to review research goals, ask, answer, and invite questions. This meeting was an 
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opportunity to reflect on how texts are chosen and to determine what plans/supports are 

in place or needed.   

 

3.2 Research Setting and Participants  
 
 This study was conducted in one New Brunswick full-time Early Learning and 

Childcare Centre3, UNB Children’s Centre, an essential part of the UNB-ECC both 

housed within the Faculty of Education. The UNB Children’s Centre is an established 

demonstration and research site and has operated as such for 45 years. As a 

demonstration classroom, it is a complex environment as professors and instructors, 

nursing, education, and community college students observe and participate within the 

site, investigating learning and caring for and with young children. In addition, the site 

has hosted international and local educators and directors who are interested in early 

childhood education. Educators welcome and plan for the participation of families.   

Children attend the centre either part time, attending in the morning or afternoon, 

or full-time, participating in the whole day which begins at 8:00 and ends at 5:00. A total 

of 27 children (14 girls and 13 boys) participate in the centre along with four educators. 

All of the children and educators were invited to participate with all four educators 

agreeing to participate and 22 of the 27 children participating with parent’s/guardian’s 

consent. In this year of the study, three of the four educators rotated monthly between 

morning and afternoon shifts. Due to family responsibilities one educator held the 

morning shift consistently. Each of the educators are expected to do a six-hour shift, 

 
3 Daycare centres and community daycare homes were changed with the Introduction of the Early 
Childhood Services Act in June 2018. Daycare centres are to be called full or part-time Early Learning and 
Childcare centres and community daycare homes are renamed Early Learning and Childcare Homes.  
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with 30 minutes prior to children’s arrival and an hour and a half a day for planning, 

meeting, and pedagogical documentation.   

 
 
3.3 Ethical Considerations  
 

I invited children attending the UNB Children’s Centre to be involved in the 

research. I sought permission from parents/guardians of each child through a written 

explanatory letter and consent form. I sought verbal permission from children to use any 

artifacts, photographs, video recordings, or documentation that involved them. Alison 

Clark (2017) stresses an article from the United Nations Convention on the Rights of the 

Child that states children are capable of forming and expressing their own views in 

manners that affect them. Inspired by Clark’s research commitment to children who 

“had the opportunity to decline or accept the invitation to participate in the study – 

initially and on an ongoing basis” (p. 138), I consistently sought children’s assent over 

the course of the research. The study was approved by the UNB Research Ethics Board.  

Due to the age of the participants, there were several ethical considerations that 

were made and upheld. Research participants were not subjected to any harm, and 

dignity and respect for children’s participation was practiced. An example of showing 

children dignity and respect was made when a child, Heather asked me to stop 

videotaping her reading to another child, Amy. I immediately stopped recording and 

erased what I had recorded. On one visit, Seva showed me a page of his car book and I 

asked if he could share the whole book with me. He declined but on my next visit to the 

centre, he asked if I wanted to see and videotape his book. He watched the video of 

himself reading the book to me immediately after taping and approved the content.  



   

 71 

All information collected during the research project has been treated as 

confidential. All data collected is stored securely in a locked drawer of a filing cabinet 

while the research is on-going and then it will be destroyed. Videos taken with a cell 

phone were downloaded to a password protected laptop and erased from the cell phone. 

All computer files (observations, photos, videos) are kept in a password protected laptop 

and will be deleted after research is completed.  

 In terms of protecting children’s and educators’ anonymity, pseudonyms were 

used in the transcripts, thesis and will be maintained in any publications. I have changed 

obvious identifiers. Anonymity may be achieved in print however that may not be 

possible in photos and videos. Photographs and/or video clips in which children are 

included may be later used in publications prepared by the researcher including articles, 

book chapters, and conference presentations. In this case, additional permission will be 

sought.  

All individuals involved in this research, children, parents, and educators were 

given the opportunity to ask questions at any time. Parents were given the option to 

withdraw their child from the research at any time without prejudice, after initial consent 

was given.  

 

3.4 Data Collection Methods 
 

The data sources for this study included: journals, observations/conversations, 

photographs, videos, and audio recordings. I chose to use my personal cell phone for the 

video documentation as I felt it was the least intrusive in the environment. Cell phones 

are regularly used in childcare centres to document children’s learning as most educators 
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have ready access (National Association for the Education of Young Children, n.d.). My 

cell phone is protected through facial recognition to protect privacy. As well, I 

downloaded the photos and videos from my cell phone to my password protected laptop 

within the week of each video and photo, erasing the original video and photo on my cell 

phone.  

In this section I examine how the data collection methods detailed the conversations 

and embodied engagements of children, educators, and myself as the researcher. 

Examples of documented events illustrate how journals, observations, conversation, 

photographs, videos, and audio recording supported planning for read aloud, supported 

my memory of classroom encounters, and contributed to my growing capacity to 

document and critically reflect on read aloud engagements.   

The review of the videos took a total of 24 hours plus the initial review of 146 

minutes totaling close to 26.5 hours of video observation. The total length of the videos 

was 146 minutes. The videos ranged in length from  5:03 to 19:31 with total read alouds 

ranging from 8:08 to 21:16 due to the break in videos. To begin the video analysis 

process, I watched each video with the intention to decide which videos to use for the 

read aloud research. Initially, my decision was informed by whether the video 

documented a read aloud. Eventually my selection of video data was further narrowed to 

include only videos that focused on an educator reading to children to narrow my focus 

to educators reading aloud. The videos eliminated through this process included an 

observation video of a foot painting activity, five videos that recorded children 

dramatizing two different stories: Little Pigs and Little Red Riding Hood, a video of 

Karen exploring firefighters before a firefighter’s visit and three videos of children 

reading independently or with peers. In addition, I chose not to use any of the videos 
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with children reading because I decided to focus on educators reading. As one child had 

shown some resistance to me recording them, I erased that video. I began recording 

Heather reading to Amy one day and when she noticed, she made a face by pushing up 

her lips in my direction and put the book over her face and said, “Now, you can’t see”. I 

said, “Keep reading, I want to hear.” Heather, a child said, “No, I don’t want you to 

watch.” (April 30, 2019).  Based on this interaction, I felt it was more ethical and 

respectful to allow the children’s videos to remain unanalysed for this research.  

After the initial review, I determined 12 videos documented a read aloud. They 

involved an educator reading a chosen book to the children. Three complete read alouds 

were compiled across two videos due to interruptions: one due to the educator passing 

over the filming cell phone while I was doing the read aloud, another due to a child who 

inadvertently stopped the video and in the third case, a call received on the cell phone 

interrupted video recording. Therefore, a total of nine video documented read alouds 

were used for further analysis.  

The journals created a private space where the four educators and I could 

represent our own observations, questions, thoughts, and reflections. Journal entries 

were confidential unless educators or myself decided to share a selection during the 

focus groups. After an initial discussion with educators about keeping journal entries, 

they indicated their preference to write without any preconceived categories. Based on 

this discussion, I adapted my initial plan for myself and the educators to adhere to the 

following journal recommendations from McNiff and Whitehead (2010): “As part of 

your regular journal keeping, try dividing the page into four columns, each with their 

own headings: (1) What I did; (2) Why I did it; (3) What I learned from what I did; and 

(4) The significance of my learning” (p. 106). Allowing educators to choose how they 
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would use their journal is also more reflective of the collaborative relationships of action 

research. One of the educators wrote down thoughts and reflections from read alouds, 

another used the journal as a to-do list unrelated to read alouds and some reflections of 

read alouds and two of the educators stated that they didn't use the journal at all. 

As a researcher, my journal became a critical space where I could “problematize 

issues and unpack them for hidden meanings and assumptions” (McNiff, 2016, p. 172) 

through all stages of the research project. For example, following a conversation with 

one educator where she stated Bradley wasn’t listening during a read aloud, I wrote 

down the observations, “Brenda had a discussion with Bradley to see if he was listening 

during the book. He brought up watching the Rapunzel movies, so she was unsure if he 

was listening.” (March 21 notes). I wrote in my journal following the classroom visit on 

March 21st my own thoughts, “Although he moved throughout the story, I think he was 

listening because he made a connection to the movie.” (March 21st journal entry). I may 

need to unpack this thought further for hidden meaning and assumptions. Why am I so 

sure he was listening and assume Brenda is incorrect for thinking he is not? Why do I 

assume I know when Bradley is listening or not when Brenda is more familiar with him 

from her daily interactions?  Am I judging Brenda unfairly? Or is Brenda reading 

Bradley’s action through past behaviors and interactions? In hindsight, I missed the 

opportunity to ask Brenda what it looks like when Bradley is listening. 

 Educators’ Focus Groups: At the initial focus group with all the educators, I left 

them an educator information form (see appendix 3) and consent letter (appendix 4). We 

had a short discussion to confirm their ongoing interest in participating in the research, 

and I provided them each with a journal. I also reiterated a brief description of the 

research as provided on the information form and asked if they had any questions.  The 
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educators each said they wanted to participate and would return the consent forms within 

the next day or two. There were no questions at this initial focus group, however one 

educator asked me later the same day about the expectations of what goes in the 

journals. I followed up with an email to clarify.  

I just want to follow-up with a suggestion. Now that you have your journals, feel 
free to begin documenting your experiences around read-alouds. I have no 
expectation for how many entries you may have, that is totally up to you.   
I ask you to reflect on your book choices and what you have noticed during the 
read-aloud and after.  I hope this helps. (Angela Tozer’s email to all four 
educators, March 14, 2019). 
 
I wanted to make the best use of our discussion times during the educators’ focus 

groups, so I consulted with my academic supervisor about a productive way to set up 

focus groups for educators. Reminded of my own classroom experience in my 

supervisor’s classes, I remembered how quick writes can be a powerful and safe way to 

get people thinking and talking about topics. Graves and Kittle (2015) suggest that 

“[q]uick writes nudge us to discover topics that matter, not to respond to a question that 

may have nothing to do with our experience. When writing quickly, our own thoughts 

can surprise us. Quick writes seek diversity, not conformity” (p.3). Natalie Goldberg 

recommends in Writing down the bones (2016) to keep your hands moving; don’t cross 

out; don’t worry about spelling, punctuation, grammar; lose control; don’t think; and go 

for the jugular. A quick write promotes spontaneity and freedom in writing but also 

allows writers to collect their thoughts before verbalizing them (Goldberg, 2016). Based 

on this discussion and memories of my own quick write experiences, I decided to 

structure each educators’ focus group with a quick write chosen from my research 

questions, journal reflections, and article discussions, and video reviews. These quick 

write topics included: what strategies are used to intentionally choose texts that link to 
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children’s passions and interests? What kind of literate identity do you hold of yourself? 

Ask yourself: Am I a reader who…. Am I a writer who…. Or an, author, illustrator, 

composer who…. How does reading happen across the day? When does reading occur? 

Describe the ways children engage during read alouds.   

Each focus group included a quick write, followed by a discussion including 

explorations of the educators’ journal or practical reflections. At the educators’ focus 

group on April 3, 2019, the themes the educators shared from their journal reflections 

included: the importance of dramatic play, the power of building suspense during a read-

aloud, and providing children with the opportunity to explore different versions of 

stories and fairy tales. Brenda explained that she read several versions of Little Red 

Riding Hood in the classroom, on the playground, and in the woods. She provided the 

children with the props of a red cape and basket to support their dramatic play in the 

woods. Brenda felt that children, having read several versions, could freely make up 

alternate endings and write their own versions of the classic fairy tale. Rebecca 

expanded on Brenda’s ideas and said some different fairy tales allowed the children to 

see a range of cultures. Rebecca said some versions of the same fairy tale will describe 

the main character differently, for example, a fair-haired girl in one story may be 

described as the most beautiful girl but in another version, the beauty may be dark-

skinned with dark hair. Rebecca stated that this was why different versions are used so 

one representation of beauty is not shown to children. Many fairy tales books show a 

white, fair haired, slender girl as the main character repeatedly exposing children to a 

single conception of beauty. It is through “continual exposure to such texts without the 

benefit of critical questioning and discussion [that] could indoctrinate readers into the 

ideology of the story” (McDaniel, 2004, p. 477). However, this research documents how 
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children take up classic tales (three little pigs and three bears) and remake them to serve 

their own narrative and friendship extensions. Brenda stated that she liked to stretch 

stories over two days to build suspense and she skipped over some parts of the story if 

she didn’t feel they were age appropriate. This would be a good opportunity for me to 

ask her to tell me more. In contrast to this protection of childhood innocence, Dyson 

(1997) states: 

‘Innocent’ children, adults may feel, should be free from such complexities, free 

to play on playground and paper. But children’s imaginative play is all about 

freedom from their status as powerless children. Tales about good guys and bad 

ones, rescuers and victims, boyfriends and girlfriends allow children to fashion 

worlds in which they make the decisions about characters and plots, actors and 

actions. Thus, for children, as for adults, freedom is a verb, a becoming; it is 

experienced as an expanded sense of agency, of possibility for choice and action. 

(p. 166) 

As Dr. Sherry Rose pointed out in her response to my post in Ed 6108, The language of 

learning:  

The action of teaching critical literacy disrupts the construction of children as 

innocent and this is critically important when the digital age has opened up so 

much more freedom to information and has increased the number of people 

producing visual-audio-text materials to be consumed. Children are participating 

in these text productions just as adults do. We no longer live in a world where the 

adult-child binary maintains the construction of childhood as innocent - if we 

ever did at all. (personal communication, May 9, 2016) 

As Aiden Chambers (1993) writes: 
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…children often do not want to understand their own critical insights. What they 

expect the teacher to do is enable them to make the exploration. They expect her 

to help them articulate meaning, not by saying it for them, nor by explaining it to 

them, but by releasing their own ability to say it for themselves. (p.44)  

Looking back, I failed to ask Brenda to tell me more as a way to uncover what age-

appropriate meant to her. Does she believe children are innocent and free from concern? 

Or that children shouldn’t be exposed to certain topics by an educator? Or is it that 

adults have the age and wisdom to know what is best for children? Or has she developed 

an intuitive deeply learned sense of how to keep the flow going? 

At our last educators’ focus group on May 29, 2019, I began the meeting with a 

discussion of their journals instead of a free write as the educators had started eating 

their lunches and I felt it was important to let them eat first then do the free write later 

when their hands were free. The following conversation is a partial transcript of the 

audiotaping of the beginning of the May 29th focus group. 

Researcher: I thought we’d start with something different instead of the writing today 

which works out because everyone is eating. I thought we’d start with your journal 

reflections today. I am curious about your experiences keeping a journal. Can you 

maybe share your experience with keeping the journal, what you’ve noticed, anything 

around the journals?  

Rebecca: I haven’t been so good around it lately. I was good at it for a while but then. 

Karen: I think just generally, well always, we are pretty reflective about what we’ve 

been reading and planning to read. But it is nice to sort of have a space, we talk about it 

at the end of the day with each other but maybe to have a space to write your own 

thoughts takes you a bit deeper than before. 
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Researcher: Anyone else? 

Rebecca: You kind of get to write their reactions too, of the kids, like there is so much 

thought that actually goes into it but then what actually happens you get to reflect on it 

too. How they experience. You can notice patterns across their reading too.  

Karen: Yeah, if it’s written down, it’s easier to remember, to go back to. 

Researcher: Can you give an example of a pattern? 

Rebecca: Like when we were reading fairy tales and I didn’t really think about the 

hidden messages behind fairy tales and through them as much as when we read a 

selection of fairy tales and then we were kind of digging through that, I guess.  

Brenda: I found it exciting at first but then I really did lose, you know the discipline.  

Misty: I was going to say yeah, … sometimes we would write things down in the 

(planning) book, but we wouldn’t in the journal. But it is kind of like you said, an 

extension of what your exploring and see over time that I agree with too. You can kind 

of see just where things have gone from whatever experience it was. Yeah  

Karen: I think too it can show you, it can give you better insight depending on how they 

responded to the book and what kinds of books they like or the author that they like. 

They have pretty diverse choices overall. Even this week, we have been focusing on 

Steve Jenkins which they love and it’s,… his kind of information books but they’re fun 

and they really liked them for a while but then we had that hard day so I was like I just 

went into Sherry and said what is a really funny fun book, we just need to have a 

lighthearted day and we read one of those bear and duck books (John, 2018, 2017, 2015, 

2014). 

Researcher: Oh yeah. 
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 The transcription of the audio recordings from the educators’ focus groups was 

transcribed between word-for-word and verbatim. In 2018, an education professor was 

requesting transcription of an upcoming skype call between himself and a colleague in 

regard to the editing of a book. I agreed to complete the transcription and discovered 

online that there were three types of transcription: verbatim, word-for-word, and edited 

or general, and grammatically correct. “Verbatim transcriptions record all interjections, 

signs of emotions (coughs, sighs, chuckles, etc.), false starts and shifts in thought 

processes” (Quicksilver Translate, para. 1). Transcriptions that are word-for-word 

“capture the text as it is spoken but eliminate all filler words” (Quicksilver Translate, 

para. 2).  

 I didn’t want to assume the educators’ emotions or feelings but wanted to capture 

their full words, so I chose to include the filler words and false starts. I also included 

educators’ interjections when someone was speaking, as one way to understand a sense 

of power dynamics. I felt that the combination of transcriptions was the most ethical way 

to include the educators’ statements without the assumption of a sigh or laughter 

meaning anything beyond the moment.  

 I also collected data on centre visits by handwriting observations and 

conversations, taking photographs and videotaping. My photographic decisions were 

informed by three factors: the proximity to my phone, children’s requests to take their 

picture, and my request to a child/ren to take a picture. Video recording occurred when 

read alouds were beginning or when children were engaged in a new-to-me activity such 

as floor painting or the discussion of the upcoming powwow. On March 26, 2019, two 

video recordings (6:20 and 4:33 minutes) were made of the children performing 

different versions of little red riding hood with added characters and alternative endings. 
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On April 9th, an educator shared a child’s book (1:46 minutes) and on April 16th, the 

same child shared another book they had made (2:05 minutes). On April 16th, I 

videotaped the discussion, totalling 8:28 minutes between the educators and children 

about the upcoming powwow they were to attend. The children created their own 

version of the three little pigs in the woods on April 18th and I captured several versions 

with the help of a child videotaping in three separate videos (8:32, 1:36, and 3:31 

minutes). I videotaped 13:12 minutes of the floor painting activity on April 30th. These 

videos were in addition to the read aloud videos.  

I returned to the photos and videos as a reminder of the experience and to 

observe what I may have missed in the moment, expanding my understanding of the 

encounters. During each centre visit, I used a green notebook to write down 

observations, children’s and educators’ comments, or questions/observations of my own. 

For example, I engaged in the following conversation on April 2, 2019 and copied the 

narrative; 

Yara: Look Fatima, it’s starting to be summer. 

Researcher: How do you know? 

Fatima: Grass. 

Yara: We like snow, but we don’t like ice.  

On March 21, I wrote the following description of a painting from Jessica and 

took a photograph in my notebook to document.  

Jessica: Do you want to see my painting? 
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Figure 5: Jessica’s painting    
        
Jessica: The people are running to get the toilet thing for the poop and after the other 

thing. The poop run out of the toilet and then it goes down the stairs and then out of the 

room and then it gets up in the painting then it gets in the paint and then it goes in the 

book. That’s the drips from the painting.   

 During my observations of read alouds, conversations, and daily activities, I kept 

in mind my research questions. Sample guiding questions/topics for my observations 

included: 

• What strategies do educators use to intentionally choose books that link to 

children’s passions and interests? 

• What authors and illustrators are early childhood educators engaging with? 



   

 83 

• How do children show “expressive engagement” during read aloud? (Sipe, 

2002)? 

• What strategies do educators use to extend children’s interests in specific texts? 

• What kind of literate identities do the educators hold of themselves?  

• How do they construct the child as a reader? Composer? 

• How are children constructed as audience members? 

• Talk about a time when a child’s text desires and passions challenged the adults? 

Sometimes, documentation throughout the project included videotaping, audio 

recording, photos, children’s narratives, and artifacts. I took photos to remind me of the 

children’s activities, to document their learning, and sometimes by request. I took photos 

outside on April 2, 2019 to document the children’s enjoyment in the mud.  

 

Figure 6: Photos of outdoor play 

(Source: Documentation on iPhone of Angela Tozer) 
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In my notes, I included several quotes from the children: 

Yara: It’s running down the hill. 

Seva: It’s mixed up snow.  

Yara: They’re muffins. 

Fatima: Yucky! 

Yara: Mud muffins! 

 The children’s interest in mud lead me to talk to my academic advisor about 

possible extensions and books to support the mud interest. Extending the children’s 

interest in mud allowed me to be an active participant within the research, building on 

the collaborative nature of action research. My advisor suggested possible painting with 

mud, different brushes, and different paper to support mud painting and possibly leading 

to a mud mural. My advisor further suggested alliteration and mud poetry and 

recommended some books to construct the read aloud experiences around the children’s 

interest in mud. One book that was recommended was The Mud Family (James, 1994). 

The next day after the play in the mud, the weather changed and got much colder and the 

ground harder so it wasn’t for a couple of weeks that mud play could be re-visited. On 

April 23, Karen noticed that mud play could continue and read The Mud Family stating 

the following: “So Angela brought this book into us because she noticed a while ago 

outside that we were playing with a lot of mud. So this book is called The Mud Family.” 

(April 23, 2019 transcription of video). The children made the following comments:  

Bradley, “Mud family, I hate that one.” 

Bradley, “I hate mud.” 

Murphy, “Me too.” 
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 The painting, mud play and power dynamics all contributed to my learning about 

children, how to listen, and attend. Each visit when I joined this group of children and 

adults, I shrugged off any semblance of an early childhood services coordinator and 

immersed myself in the joy of being in the room, listening and attending. I observed, 

played, and attended deeply to the environment and people in it. As I watched educators 

engage children in interests or new activities, I was learning and thinking about how the 

educators linked read alouds in a meaningful way. I participated in curricular exploration 

through photographs and documentation by recording conversations and preparing 

documentation on mud play for the room. Through these experiences, I learned how 

self-study is transformative through planning, reflecting, and acting. As I learned in the 

classroom, I was learning about myself, illustrating how action research became a part of 

my everyday as aspects of the larger project.  
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Chapter Four: Analyzing Data 

 

In this chapter I first outline my data sources and my approach to analyzing and 

coding this data. I then articulate what is meant by engagement in the context of read 

aloud literature and the data. In the engagement section, I describe the categories of read 

aloud engagement which are revealed through the data analysis. Throughout this section 

I weave the scholarship on read aloud with the data analysis while illuminating the 

research questions. I highlight adult engagement, child engagement, the gendered nature 

of engagement, and the power of more than a single story as a way to engage children 

and adults together.  

My key research question is what does children and educators’ engagement look 

like during a read aloud. Expanding on this question, I further ask: What do young 

children bring to the interactive literacy encounters with picture books? What strategies 

do educators use to intentionally choose texts that link to children’s passions and 

windows to the world as a way to reconceptualize books for children (Tschida, Ryan & 

Ticknor, 2014)?  

My approach to collection and analysis of the data 
 
  This research project is informed by both visual and transcribed data sources. I 

wrote classroom observations, recorded children’s and educators’ narratives, maintained 

a research journal, invited educators to keep reflective research journals, and transcribed 

audio and visual recordings. In addition to the video recording, other visual data 

included photographs and artifacts created by child and adult authors and illustrators. 

This collection of data was organized and analyzed to reveal examples of promising 
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practices and themes from the research literature related to read alouds. The promising 

practices revealed include: the importance of book selection (Tschida, Ryan & Ticknor, 

2014), and the strategies of read aloud including how to expressively read books 

(Trelease, 2013; Fox, 2008; Glover, 2008) and opportunities for meaning making 

through multiple kinds of engagement before, during, and after the read aloud (Lane & 

Wright, 2007; Ray & Glover, 2008). Each data source was analyzed for choice of texts 

presented, book/author/illustrator introduction, dialogue from educator and children, and 

children’s physical placement and engagements during read alouds. Over time, 

additional unanticipated categories were uncovered through data analysis, expanding the 

coding process to include the kinds of questions educators/children asked, gendering of 

the read aloud process, and the documentation of children’s bodily movements.  

 All the data was organized according to their specific collection method 

(observation, video, photo, focus groups (written and audio), and documented in 

different notebooks. The transcripts of the video-recordings were kept in two notebooks 

(brown and teal), observations and children’s quotes throughout my research visits were 

kept in a small green journal, and transcripts and notes from educators’ focus groups 

were kept in a pink notebook. I coded each category of data collection by identifying 

and tracking reoccurring patterns that illustrated what young children brought to the 

interactive literacy encounters with picture books. I recorded questions that children or 

adults asked during a read aloud. I organized a total of three tables; one that document 

children’s responses (See appendix 6), one for educators’ questions and comments (See 

appendix 7), and one for the selected books recording the reasons for each book 

selection (See Table 1). 

Table 1: Table of Selected Picture Books 
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Books read during visits (* identified on videotape) 
Date/ 
Educator 

Book Read Reason given by educator  

March 14 
Brenda   

Nature Book of 
poetry  

Interested in nature 

March 14 
Misty 

June 29, 1999 
(Wiesner, 1992) 

Expanding on cookbook creation 
One educator initiated a project where families 
could submit recipes for a collaborative 
cookbook that would be for sale to friends and 
families.  

March 21 
Brenda  

Rapunzel (Grimm & 
Grimm, 1997) 

Renaissance version to break Disney’s 
hegemonic representation of beauty 

March 26 
Angela  

Baby Monkey, Private 
Eye (Selznick & 
Serlin, 2018) * 

Noticed children enjoyed humour and 
researcher’s delight with this funny book 

March 28 
Brenda  

The Magic Hockey 
Skates (Morgan, 
1994) * 

The children’s skating experiences, pretending 
to play hockey/ representation of a variety of 
people 

April 2 
Karen 

Jingle Dancer (C. L. 
Smith, 2000)* 

In preparation of powwow/ follow-up to Luta 
and sister who shared their culture’s grass and 
shawl dances with the children and educators 
in classroom 

April 4 
Brenda  

CLICK Polar bears a linking text to previous bear book 
read, Blueberries for Sal (McCloskey, 1948) 

April 9 
Angela  

Baby Monkey, Private 
Eye (Selznick & 
Serlin, 2018) * 

Continuation as we needed to read the 
remaining chapters  

April 11 
Brenda  

The Great Fuzz 
Frenzy (Stevens & 
Stevens Crummel, 
2005) 

A repeated reading because the children really 
love book 

April 18 
Shyla 

The three little pigs 
(Marshall, 2000)* 

Children had been acting it out in their play so 
reading a different version will inspire them 

April 23 
Karen 

The Mud Family 
(James, 1994) * 

I brought it in as I noticed an interest in mud in 
the children’s outdoor play 

April 25 
Rebecca  

Diary of a worm 
(Cronin, 2003)* 

Just starting to learn about worms/ Sherry, the 
classroom director, had read an information 
book We dig worms! (McCloskey, 2015) a day 
before 

April 30  
Karen 

The Noisy Paintbox 
(Rosenstock, 2014)* 

Child gifted the children’s centre with a 
painting he created at home, this gift was used 
as invitation to invite his peers to paint with 
layers in abstract form – book celebrates the 
colours and sounds of Kandinsky’s abstract art 

May 2 
Misty 

Lifetimes (Mellonie & 
Ingpen, 1983) * 

Parent brought book in as one of the class 
guinea pigs had died. 
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May 7 
Angela 

Hey Little Ant (Hoose 
& Hoose, 1998) 

Karen had mentioned that the children had 
been discussing killing bugs and thought this 
would be a good book to share on the issue 
because it troubles the habit of killing bugs. 

May 9 
Misty 

Anansi the Spider 
(McDermott, 1972)* 

Exploration of bugs and spiders/ representing 
different stories from different places.  

 

Beyond collection methods, I also coded the data in two more ways. Using Post-

It notes I highlighted the connections adult and child readers made between the book, the 

world, their experiences, and other texts. I coded for the child-educator relationalities 

that were similar to my relationship with The Poky Little Puppy (Lowrey, 1942), my 

mom, and homemade desserts. I took analytic notes throughout the process analysing the 

data. The use of these analytic notes throughout my data allowed me to see initial 

connections and note any trends or behaviors that needed further investigation as well as 

uncover what might be missing in the investigated scholarship on read aloud. 

Collecting and analyzing research while participating in the action research cycle 

is complicated, “because the action research cycle consists of both action and analysis 

(reflection)” (MacNaughton & Hughes, 2009, p. 175). This action-analysis cycle was 

evident for me when I reviewed the April 2nd video recording of Karen reading Jingle 

Dancer (C. L. Smith, 2000). In the video recording, Bradley and Luta had dropped down 

from the ledge where they were sitting during the read aloud and hit Archie. After Luta 

dropped down the second time to go towards Archie, Archie stands up and moves away.  

The educator, Karen, without stopping the read aloud gets up from the chair and sits in 

the front row, her body between Archie and Bradley and Luta on the ledge. “Conflict 

can lead to a hardening of lines of descent and to increased regulation of the participants 

to bring them into line within the existing striations. It may also lead to a questioning of 

some of our taken-for-granted ways of thinking and being” (Davies, 2014, p. 45). From 
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my observation, Karen disrupts this conflict or rough or tumble playfulness without 

hardening the lines, by inserting her body between the children instead of a public 

calling attention to the behaviors. It appears Karen was using a combination of the 

proximity of her body and the focused attention on reading the book as a combined 

effort to draw the children back into the read aloud. What was silenced in this process? 

What was achieved? She achieves effectively communicating her expectations without 

public shaming or interrupting the read aloud for other children with the management of 

behaviors. What might be silenced is an investigation into the relational curriculum of 

peers. However, I would have needed to ask Karen if she had plans to investigate this 

situation privately with the children. After I watched this video, I was prompted to 

continue to observe and document in writing how educators reacted in similar situations. 

In this way my analysis of an action altered my research process, an integral aspect of 

action research  

On my first review for analysis of the video documentation, I observed the 

educator for behaviors such as placement of book (Chambers, 2011; Paciga, Lisy & 

Teale, 2009), introduction (Dorfman & Cappelli, 2017), and voice changes (Fox, 2008; 

Trelease, 2013) linking to the scholarship on read alouds that state, that the “educator’s 

role in read alouds is crucial for children’s engagement and love of books” (Kiefer & 

Huck 2010, p. 568). McGee & Schickedanz (2007) state that the “most effective read 

alouds are those in which children are actively involved asking and answering questions 

and making predictions rather than passively listening” (p. 742). I coded the video data 

from both these stances- attending to both the educators’ and children’s engagements 

separately.  



   

 91 

 I transcribed the audio from each video as well as describing the visual by 

writing down where the book was in relation to the children, how the educator 

introduced the book either by title, naming the author or illustrator, discussing the cover 

illustrations, by relating the book to other books, by sharing life facts about the author or 

illustrator, or by connecting to children’s interests. The expressions of the educator 

while reading including voice changes, bodily movements, and facial expressions were 

noted as was each question, comment, and response that the educator made during the 

read aloud.  

In my second viewing of the video data, I focused on the location of children 

throughout the book corner including drawing pictorial representations of their seating. 

Paciga, Lisy and Teale (2009) had conducted research on engagement during preschool 

read alouds and coded student verbal engagement by proximity to the teacher/text. “Talk 

that occurred within approximately six feet of the teacher/text was coded as ‘close’ to 

the teacher/text. Talk that emerged from beyond this area was coded as ‘far’ from the 

teacher/text” (p. 335). They discovered that children over six feet away were less 

engaged than the children sitting closer. As well further engagement of the children was 

determined by their eye placement at 2-minute intervals. If children were not looking at 

the book/educator, they were recorded as unengaged. I wanted to critically examine this 

point from Paciga, Lisy and Teale (2009) as during my research I viewed some children 

in constant motion both near and far to the educator/picture book. I wrote down every 

utterance from the children throughout the read aloud regardless of their proximity to the 

reader. I discovered that the distance from the educator did not affect responses or 

questions from children. Some children had preferred seating such as Charlie who 

always chose the corner position of the bookshelf, often with her legs pulled up in front 
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of her on the shelf, her head to the reader. Riza regularly sat in front of the educator, 

however, I would not state that Riza was more engaged than Charlie simply based on 

physical proximity to the educator.  

 On a third review of the video data, I observed every child individually gauging 

their bodily placement, eye contact, and other behaviors such as touching themselves or 

others. I tried to get an impression of each child’s behavior, but some children stood out 

for their lack of evident responses or a perceived concentration on something else. For 

example, Luta and Bradley were involved in their own conversation throughout the 

reading of Jingle Dancer (C. L. Smith, 2000) but Luta was quick to respond to an 

observation made by Karen, the educator, “I think I remember that when Luta’s mom 

came, she told us Luta’s sister dances for many people too. Do you remember that? 

Karen is looking at Amy as she says this but Luta, interrupting his own conversation 

with Bradley, says, “I do.” I included questions that came to mind as I viewed the video 

documentation such as: Are children allowed to read their own stories? Was Jennifer 

using prior knowledge of this book? Is Zachary listening to the book? In this way I was 

listening to and documenting my own critical reflections as I recorded my observations 

of teacher read aloud behaviors, children’s bodily positions, and responses and teacher 

and child questions.  

 
4.1 Educators’ construction of engagement  
 

The research on the benefits of reading aloud spans decades and all ages, birth to 

the elderly (Cox Gurdon, 2019), and does not necessarily focus on engagement. In my 

experience of reading aloud in the centre where this research occurred, I viewed the 

children as very engaged in read aloud through their questions, connections, and 
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comments. When the educator described the children as very quiet I was provoked to 

think that engagement may be viewed and understood in conflicting and complex ways. 

How do we, as educators construct and describe engagement? How do our descriptions 

limit or expand our understanding of children’s engagement or interest in a read aloud? 

How might our constructions of engagement limit some children’s participations more 

than others? In my position as an early childhood services coordinator, I had the 

privileged opportunity to view many read alouds in ELCC. Often, I experienced a 

perceived contrasting construction of engaged children. For example, in one centre, I 

observed a child sharing a related personal story in the middle of a read aloud displaying 

a connection between the read aloud and the child’s own life, which I understand as 

expression of engagement. However, the educator reading felt it was a disruption and 

shushed the child. Based on these conflicting constructions of the child reader, I 

wondered if we really observed children during read aloud, what would we discover 

about engagement. Would we discover the safe room as described by Kate DiCamillo? 

Reading aloud ushers us into a third place, a safe room. It's a room where 
everyone involved, the reader and the listener, can put down their defenses and 
lower their guard. We humans long not just for story, not just for the flow of 
language, but for the connection that comes when words are read aloud. That 
connection provides illumination. It lets us see each other. (DiCamillo, 
November 2018) 
 
 If the promises of read aloud as described above and within my literature review 

are to be realized, we need to deepen our understanding of children’s and educators’ 

engagements with the process. Data analysis in this research project determines that 

engagement can look very different for both educators and children. For educators’ 

engagement begins with a wide variety of choices for text selection ranging from 

expanding children’s interests to stories to dealing with ethical issues such as killing 
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bugs. Educators’ engagement as further elaborated through data analysis of their 

journals and focus groups uncovered that sometimes choices were made due to time, 

children’s activity levels, or to disrupt normative stories. Children’s engagements 

included the anticipated child-initiated questions, comments, imitation, chiming in, 

playfully entering the story, talking to the character, and body movements. 

One type of adult active engagement in the read aloud is dialogic reading, 

developed and refined by Zevenbergen and Whitehurst (2003):   

Dialogic reading is based on three theoretical principles: encouraging the child to 

become an active learner during book reading (e.g. asking the child questions), 

providing feedback that models more sophisticated language (e.g. expansions), 

and finally, challenging the child’s knowledge and skills by raising the 

conversation to a level just above their ability (e.g. asking about characteristics 

of an object for which they already know the label) (De Temple & Snow, 2003, 

p. 23 as cited in Kleeck, Stahl & Bauer (Eds.), 2003, p. 23). 

During my research, I observed educators enacting these principles to encourage 

children’s engagement during read alouds. For example, when reading of The Mud 

Family by Betsy James (1994), one educator asked 20 questions. Questions such as 

“Does it sound like the people in her house are very happy?” appear to help “children 

connect to the feelings of the characters in the books we read aloud, rather than just 

events of the story, can help foster new connections and unearth even more writing 

treasures” (Dorfman & Cappelli, 2017, p. 26-27). “Did she make a new family?” and 

“Do you think she’s going to go with her family?” allowed the children to identify with 

the characters in the story by putting themselves in the character’s mind to make 

decisions and how those choices would affect them. Aidan Chambers’ (1993) questions 
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may have extended conversation about The Mud Family by allowing children to express 

their interpretation of the story. “When you think about the book now, after all we’ve 

said, what is the most important thing about it for you?” or “Which character interested 

you the most?” (p. 177-181). 

The educator raised the conversation by questioning “Why do they have to 

leave? Why do they have to go somewhere else?” and “So if the corn doesn’t grow, do 

they have food? Can they make money for food if the corn doesn’t grow?” These are 

very traditional comprehension questions that situate the meaning within the text rather 

than the reader. They target children with strong memories. Typically, these are 

described as low-level questions. Bradley was quick to answer the educator about why 

they had to leave, “Because the corn is not growing.” The response from the children on 

their ability to grow more corn was a resounding “No” and “Die”. Amy stated, “Cause if 

they don’t have rain and feed their food, they would die. And then if they don’t have 

food, they die too!”  Higher-level questions that invite the children’s experiences and 

worlds in may have included; “Was there anything that you never found in a book 

before?”,  “Has anything that happened in the book happened to you?”, “Have you read 

other books like this one?” (p. 177-181).  

When the educator asked, “Do you know what it means to be cross? Have you 

heard that word before?” she was encouraging active learning through connecting prior 

experiences to vocabulary and providing feedback on sophisticated language. The 

educator further connected the word “cross” to her own life, “that’s a word that my 

grampy used to use a lot.” The educator’s sharing prompted Luta to say, “And that’s 

what my mom used.” Bradley added, “My dad and mom use that too and my papa and 

nana!”  
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When [children] connect to literature on a personal level, they can begin to see 

that they have similar experiences or feelings. This allows them to understand 

that the everyday occurrences in their lives have meaning and are worth sharing. 

(Dorfman & Cappelli, 2017, p.22) 

The educator deepened the conversation by reminding children of the words 

used, “Did you hear what her dad said to her? I’m going to read it one more time.” 

“You are my mud girl,” my father says, “You are my dove, my dragonfly. You are Sosi, 

who brings rain to my heart. Come.” (James, 1994) 

“What do you think the father is trying to say when he’s saying those words?” 

Bradley answers, “I know because they really want rain to come.” 

The educator extends his statement, “Because he wanted the rain to come. Do you think 

he’s telling her how much he loves her?” The educator takes the opportunity to explain 

what the father’s words possibly mean.  

Bradley, “Yeah” 

Amy, “That’s why they singed the song for the rain to come.” 

A review of the literature on engagement in read alouds revealed a prevalent 

theme of adult centricism. Numerous checklists and guidelines were sprinkled 

throughout the research of what adults can do to support a read aloud, silencing the 

agency of the child participant. Adult centrism is evident in the questions this educator 

asked during the reading of The Mud Family (James, 1994). The educators asked the 

questions expecting specific performative levels of engagement rather than allowing 

children to question what they were hearing or promoting children’s engagement with 

their peer’s questions as I discussed in the David Weisner’s example.  
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Children’s engagements: Time and space for a multiplicity of responses 
 

The scholarship on children’s engagements with read aloud contrasts with this 

adult centric focus. Classic research by Meek (1995) focused on children asking 

questions and Paul (1998) extended Chamber’s (1993, 2011) booktalks in a feminist 

direction, allowing children to question not only the story but who is telling it and who 

benefits. The combination of this classic research and Sipe’s (2002) research with Ray 

(2008), Glover (2008), Hickman (1981), Thiel (2016), and Fox (2008), reveal reading 

processes that value the entanglements of child and adult in collaborative meaning 

making. As Mem Fox (2008) states, “The fire of literacy is created by the emotional 

sparks between a child, a book, and the person reading” (p. 10). I’m inspired by these 

researchers because much of their work is in interaction with children and values 

children’s peer interactions during read alouds. I want to be collaborating with children, 

I appreciate those who have gone before me and collaborated and immersed themselves 

with children to create emotional sparks.  

Specifically, expressive engagements of children during read alouds as defined 

by Lawrence Sipe (2002) was affirmed in this research. Sipe’s first category of 

dramatizing, verbally and non-verbally was observed when Luta bent over and pushed 

his bum out when he heard “He put his butt in his pants” during the reading of Baby 

Monkey, private eye (Selznick & Serlind, 2018). “This spontaneous dramatization 

demonstrates participation in the story by imitating and physically interpreting what is 

going on it” (p. 477). In the duration of this study, the children were observed 

dramatizing two familiar stories, Little Red Riding Hood (Hyman, 1983) and The Three 

Little Pigs (Marshall, 2000). The educators had provided a red cape and basket to 

support the extension of Little Red riding hood. While in the woods, the children found 
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sticks, wood and rocks for bricks to tell the story of The Three Little Pigs. Within these 

play narratives, both children and educators expanded and reengaged stories read aloud 

through found and provided symbolic materials. 

Ray and Glover (2008) and Hickman (1981) discuss the physicality of children’s 

responses to read alouds. They say children will scoot to be closer to the book, mimic 

the actions of a read aloud, or roll on the floor with laughter at a funny story. While 

reading Baby Monkey, Private Eye by Brian Selznick and David Serlin (2018), the 

children pointed at their nose when the case involved a missing nose or laughed and 

bounced at the monkey trying to put on his pants. They scooted closer for some pictures 

and touched one another in anticipation of some pages. When the missing pizza was 

found in the book, the children took turns “eating” pizza. Many of their bodies explicitly 

communicated engagement.  

The children in this study demonstrated Theil’s (2016) expansion of how the 

body shows understanding and engagement. For example, the children’s expansions of 

their chest served to show the physicality of huffing and puffing of the wolf. Children’s 

bodies expressed the words and expressions of the story as fingers were moved back and 

forth to indicate no, chins tapped for “chiney, chin, chin” and the searching of the face 

for a missing nose. I wonder if Zachary was expressing his experience of the read aloud 

by running up and down the steps of the story corner for seven minutes during the 

reading of The Magic Hockey Skates (Morgan, 1994).  

Thiel is pushing me to think engagement is the wrong word I want to use to 

express children’s expressions of experience. Engagement has historically been tied to 

some rigid classroom practices such as criss-cross applesauce and a normative 

understanding of listening, but I wonder if expressions of experience may be a better 
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term to view children’s reactions and experiences during a read aloud. If we looked for 

expressions of experience then we may be better equipped to hear and value children’s 

giggles, outbursts, running, touching, rocking, scooting, chatting, and unique 

connections. 

Haynes and Murris (2009) address the divergent and complementary strengths 

that children bring to engagement, inviting the educator to attend to children’s unique 

individual strengths as a way of promoting successful engagement.  

Individual children, like adults, have strengths in different areas, such as logical 

reasoning, imaginative ideas, the ability to see the whole, awareness of others, 

the expression of empathy, the ability to spot patterns and connections, and the 

ability to see flaws in a line of argument. Successful engagement depends on the 

freedom of interaction of such divergent and complementary strengths within a 

group. (p. 181) 

I believe Thiel might also value freedom of interaction and both divergent and 

complementary strengths when she looks for other modes in which children show their 

meaning, experience, and engagement.  

 

Children’s engagements: Alternatives and Expression 
 

The second category of engagement identified by Sipe (2002) occurs when 

children become directly involved in the story by suggesting alternative characters or 

settings. During the retelling of Little Red Riding Hood, the children suggested a 

grandfather should be added to help catch the wolf. It is interesting to hear how they 

actively gender the catching of the wolf – suggesting a grandfather rather than a 
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grandmother. Understanding this category of engagement can create a space to contest 

normative gendering when it occurs while engaging in read alouds or read aloud 

extensions. Attention to the ways in which children take up or contest normative gender 

roles can inform book choices that early childhood educators read aloud to children. 

While playing the three little pigs’ narrative in the woods the children suggested having 

more than one wolf. It seems that having more than one wolf might increase the 

dramatic excitement of the story. However, perhaps the intentional act of adding wolves 

and grandfathers may also be a way to include friends into the play which would 

confirm Sipe’s third category of children insert themselves or friends into the story line. 

A fourth category of expressive engagement according to Sipe is when children 

respond and talk back to the story and characters. For example, during a second reading 

of David Wiesner’s The Three Pigs (2001), several children spoke to the characters - the 

pigs in the story telling them to watch out for the dragon that was to appear in the 

following pages. “Thus, talking back to the story and addressing characters directly 

begins to blur the distinction between the story world and the children’s world. For a 

moment the two worlds become superimposed- one transparent over the other” (Sipe, 

2002, p. 477). 

During focus group meetings, the educators mentioned the engagement of one 

child, Kiba, that illustrates the fifth category of Sipe’s expressive engagement. This 

category involves children taking over the text by “abandon[ing] any attempt at 

interpretation or understanding and treat the story as a launching pad for the expression 

of their own creativity” (p. 478).  Kiba had many launching pads. Throughout the study, 

I observed her acting out stories but also adding layers as educators read or sang. During 

the reading of The three little pigs (Marshall, 2000), Kiba shouted, “Look at the butt, the 
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pig’s butt.” The children laughed and she began to shake her bum. Brenda responded 

that it was the pig’s knees. Kiba pointed to the book, “It kind of looks like a butt” as she 

continued to shake her bum.  

An educator shared a story that Kiba became so engaged in Babushka’s Doll by 

Patricia Polacco (1990) that she dreamt about it that night and came in to tell the 

educators the next morning. How do we as educators learn to hear or make space for 

engagements that enter into children’s home lives? 

 

4.2 Gendered spaces: how to break the binary  
 

After reviewing the video recordings three times, I began to notice there were 

more questions and responses from the boys. I coded the video data a third time by 

charting each of the children’s responses, boys and girls, noting whether the read aloud 

was in the classroom or in the woods. This coding revealed that certain boys responded 

orally more often than the girls. In recognizing this difference, I also have to question if 

the educators and myself responded to a specific set of children more often or gave them 

more space to voice ideas and questions. There are other intersectional forces at work in 

this environment such as social class and race that require further troubling. Future early 

childhood research must make a move to call attention to the complexity of how gender 

is “lived, embodied, experienced, performed and encountered” in a way that points to 

the limits of the “dominant binary sex/gender ideology of Eurocentric modernity” 

(Stryker &Whittle, 2006 p. 3).  

Out of children’s questions, comments, and responses, there were a total of 305 

vocal responses. The boys were responsible for 209 and girls for 96, 68% to 32%.  
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That’s significant. There is a danger of quantifying the data by gender, reiterating the 

binary but by placing the gendered responses in the chart, it deepened my understanding. 

Certain boys and one girl in particular held a lot of social capital in the room. The girl 

held a privileged position in this room as a blonde-haired, white girl. Many of the boys 

and girls acted to get a response from her or have the opportunity to play or sit with her.  

She was aware of this power and decided on some days to ignore children. During my 

observations in the room, I noticed this girl’s avoidance of children or tasks was often 

overlooked by the educators in the room while brown skinned children were asked to 

quiet down or restrain their behavior. Girls were more consistent in responding outside 

(46) but still have much less response than the boys at 75 responses. Were there more 

boys in the room than girls and did that account for prevalent male voice? No, the 

numbers were almost equal, there were 14 girls and 13 boys. 

 
Table 2: Boy and Girl Responses (every answer, comment or question) 
 
 Boys-Inside Boys-Outside Girls-Inside Girls-

Outside 
The Magic 
Hockey Skates  

16  2  

The Mud 
Family  

12  14  

Baby Monkey, 
Private Eye 

70  12  

Jingle Dancer 15  8  
The Noisy 
Paintbox 

9  8  

Three little pigs  35  14 
Anansi the 
Spider 

12  7  

Diary of a 
worm 

 7  16 

Lifetimes  33  15 
Total: 134 75 51 46 
305  209  96 
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Percentage   68%  32% 
 

During the read aloud of Baby Monkey, Private Eye, generally boys responded, 

70 times compared to only 12 responses from girls. However, the reading of Baby 

Monkey, Private Eye was a split group. On that day, Misty suggested reading a fairy tale 

that several children were interested in and would I take a group to the story corner to 

read Baby Monkey, Private Eye. The children could choose whichever group they 

preferred but I noticed that out of the group with me, there was one girl with 5 boys.  

When Misty’s group finished their story, they joined our read aloud and over the course 

of 4 minutes, there were 12 responses from girls. Do the boys feel they have more of a 

voice compared to the girls? Gendering is an important social aspect of children’s 

subjectivity that needs to be addressed in the interest of equitable learning opportunities. 

Gendering is also an important lens for educators to interrogate, exploring how the texts 

they choose to read and the ways in which they respond to the children are not 

dominative by heteronormative and cis-normative representations and discourse 

patterns. What pedagogic steps do educators need to take to avoid gendering children’s 

engagements during read alouds? How do educators become aware of their complicit 

reiterations of oppression such as race, class and gender? What equitable and 

transformative pedagogies would contribute contemporary understandings of gender in 

children’s lives (Osgood & Robinson, 2017)?   

In hindsight, I want to avoid constructing a binary understanding of gendering 

read alouds. Do educators address particular boys more than other boys? Silence 

particular boys and girls? Do they seem to accept the silence of other boys and girls?  
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Also, which boys are dominating the talk is a key point that needs further investigation? 

This complexifies the performance of gender recognizing other intersectionalities such 

as the performance of particular masculinities and the intersections of class, race, 

ethnicity, including how the expectations of the early childhood site may run contrary to 

the ways in which children are learning within their own families and communities.  

What are educators’ understandings of gendering processes in early childhood? 

(Osgood & Robinson, 2017). Intersecting with gendering processes is the issue of 

power. It becomes normative that particular boys can speak because they engage in the 

normative hegemonic masculinity and the normative caring female teacher responsible 

for constructing a happy, safe, classroom has little recourse to contesting normative, 

gendered, power relations (Walkerdine, 1986). 

“The societal binary of masculine and feminine can be extremely limiting and it 

is important that individuals, particularly those in a position of authority with children, 

recognize this binary” (Chapman, 2016, p. 1272). The binary revealed through coding 

was that some of the boy’s voices were more vocal and they often were allowed to speak 

freely. “The assumption that children are developmentally too young to know about 

gender can influence practice in ways that may inadvertently uphold a patriarchal culture 

in their classroom” (Prioletta, 2019, p. 8). I noticed in two videos that Kiba, a girl, was 

shushed or ignored when speaking. However, Luta or Archie were allowed to stop the 

read aloud and the educator responded to them, possibly seeing their behavior as natural 

rather than “boys actively performing hegemonic masculine behaviors” (p. 8). As 

“Ewing and Taylor (2009) believe, educators ‘have gender-typed expectations for 

children’s behavior in the classroom and differentially reward and punish boys’ and 

girls’ behaviours in accordance with these expectations’ (p. 93)” (as cited in Chapman, 
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2016, p. 1275). In my observations, the questioning and comments from Kiba were 

punished (disciplined and silenced) while Luta and Archie were rewarded with attention. 

This may have been the timing of the spoken response. Or was it because the boy’s 

voices were given more weight? In a classroom of 4 female educators, did they allow the 

boys to hold the power or does “relying exclusively on a developmentalist pedagogic 

gaze support and reproduce sexist gender relations” (Prioletta, 2019, p. 8) in this centre? 

Or were the educators engaging the boys intellectually as a way to govern their outbursts 

and rein them back in to their normative understanding of listening? 

 “Gender is not an established social identity, but a dynamic practice built and 

shaped by ongoing interactions. These encounters are bound by the collective 

performances of the participants.” (Yelland, 1998, p.178). As educational researcher 

Barrie Thorne (1993) revealed, “if boys and girls are different, they are not born, but 

made that way” (p. 2). This recognition of the social construct of gender roles, is evident 

in this research by the predominance of boy voices. As Osgood and Robinson (2017) 

urge, early childhood educators need to attend to who gets heard and what gets silenced 

within the current research about gender in early childhood theory and practice.  

 

4.3 Children and Adults together: the collaborative power of moving beyond a single 

story  

 After listening to the audio-recording of April 25th focus group with educators, I 

pondered the discussion between two educators and the power of picture books within 

classrooms. The discussion occurred while discussing a Ted talk, Chimamanda Ngozi 

Adichie’s The Danger of the Single Story (2009) 
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Karen: Yeah, that, so this ties into what you were saying but this realization 
caused her to experience a mental shift in her understanding of literature and its 
power. Who decides which stories are told, who tells them, when are they told 
and how they are told, all of that is part of this power? And as educators we, our 
literate choices are very powerful because what’s on the shelf is decided by us 
and what is read aloud is largely decided by us, right? So, it’s so important to 
always be thinking of those things, I think. And even myself I’ve been reading a 
book by Chelsea Vowel and she’s um, she’s Indigenous and she says even a lot 
of the stories that are passed down or books on our bookshelves, they are 
technically Indigenous stories or they’re labelled that way but they’re not told by 
Indigenous, they’re re-told be white people so you really have to pay attention to 
what you are reading and make sure that it’s authentic. 
 
Brenda: Maybe we shouldn’t even be reading it, maybe we should, maybe they 
should be told stories because that tradition is more told. (April 25, 2019 
educators’ focus group) 

 
 I connected with Karen’s comments that we need to trouble the stories we read 

and tell. I have been reading several books by Indigenous authors that have informed my 

understanding of the past and the erasure of voices and knowledge from Indigenous 

Peoples. I think this knowledge made me resistant to Brenda’s comment that we should 

be orally sharing stories because I felt she was trying to erase Indigenous voices from 

the classroom by only sharing them orally. However, I may have misunderstood her 

intention of truly respecting Indigenous voices and traditions.  

 Daniel Heath Justice (2018), Cherokee professor of First Nation and Indigenous 

studies at the University of British Columbia states “we live in a world that demeans the 

oral as a primitive, cruder, less evolved body of knowledge” (p. 20). However, that 

doesn’t mean we stop sharing the stories. As Justice shares, 

When we’re in the presence of stories, we’re never truly alone. But that’s not to 
say that all stories are welcome companions. We must take care with the 
company we keep, for some of these stories do far more harm than good. And the 
stories of how we become and remain human are some of the most dangerous of 
all” (p.36).  
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Karen’s point that the educators are choosing the read alouds in combination 

with Brenda’s discussion of the absence of oral stories might be two provocative spaces 

for transformative equitable education. What will these stories look like for my 

Indigenous grandchild?  

As I held my two-month old grandson, Jace, I noticed he was beginning to fuss 

so I pulled out a familiar - well-loved book, Barbara Reid’s (2005) Sing a Song of 

Mother Goose. As I read to him, he quieted his body and turned his eyes to watch my 

mouth as I expressed the words on the page. His eyes moved back and forth to the 

illustrations and then to my mouth. At two months, he is beginning to reach for toys and 

I notice he’s moving his fingers and arms in the direction of the book. Is he beginning to 

connect to books? Definitely! Is he starting to develop an identity as a literate being, as a 

person in relationship with another reader, as a reader and author? Truly! How amazing 

it is to watch him transition from an infant to a young child engaged with picture books. 

I have the opportunity to learn through his growth and witness what he is learning in the 

presence of more experienced peers. And I am struck by the hope, competence and 

possibility of potential! But I am also aware of the dangers ahead… as a child with 

Indigenous heritage, what stories will be made available to him in childcare and 

schooling? What stories will be valued within these learning environments? Will he 

experience educators who are thinking critically about the stories they are reading 

aloud? 

Haynes and Murris (2009) list a number of reasons why picture books are suited 

to teach thinking but these same reasons support the enjoyment of a read aloud and 

discussion. “A good selection can represent a wide variety of aesthetic styles, and 

different cultures, giving children a rich and varied source of ideas to think and feel 
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with. (p. 178). Mem Fox shares the same thought in Reading Magic (2008), “The 

pictures tell a thousand words and help unlock the action of the story”   

The boredom children display in the face of specially created instructional 
resources disappears when teachers introduce books that do not moralise or 
patronise but communicate to young readers that they are taken seriously as 
thinkers by offering rich, complex and ambiguous pictures and texts. They are 
given the freedom and support to make sense of it themselves drawing on their 
own strategies and life experiences. (Haynes & Murris, 2009, p. 178) 
 

Haynes (2007) states that “the very management of this process of choosing books or 

other starting points and eliciting questions from children is in itself controversial” (as 

cited in Haynes & Murris, 2009, p. 177) because children may venture into topics that 

aren’t comfortable for educators or parents. As well, educators may want to control the 

books read or prepare an invitation following a read aloud. How do we balance educator 

and child choices? The purchaser of the books is still the educators, directors, or 

possibly the parent. However, choosing reading material is an important motivational 

and learning process in learning to read. Would regular visits to the library allow 

children to participate in choosing a collection of books to have on site in their centre?  

What may happen if a new interest is found on the day after the visit, does that interest 

now have to be pocketed for a week or more? What about the educator’s love of certain 

books being introduced into the classroom? Or an educator knowing a certain funny 

book may lighten the mood or a series by a certain author enhance children’s knowledge 

in insects? What about a variety of genres?  Some children or even educators, may think 

they don’t enjoy wordless picture books until they read David Wiesner’s The Three Pigs 

(2001) and suddenly want more?  

 
Book selection – interests  
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Based on the literature I read, I would argue that the choosing of books be a joint 

effort of children and educators. This was confirmed during this study as the educators 

searched for collection of books for specific topics allowing children to choose. For 

example, when the children were showing an interest in worms, a variety of texts 

including picture books and informational texts were placed on the bookshelf to access. 

Children were also encouraged to bring in their favorite books from home to share.   

During a free write prompt during March 21st educators’ focus group, educators shared 

what strategies they use to intentionally choose texts that link to specific children’s 

passions and interests. In hindsight, I missed an opportunity to ask educators how they 

balance choosing books with children. Educators responded that listening to 

conversations and observing children’s play helped them uncover interests, hear events 

in their lives, and observe emotional responses. The Mud Family (James, 1994) was 

shared with the children after an interest in mud was observed during outside play. The 

children’s interest in worms was further expanded with an information book, We dig 

worms! (McCloskey, 2015). Rebecca extended this interest by reading Diary of a Worm 

(Cronin, 2003). The Magic Hockey Skates (Morgan, 1994) was read during a read aloud 

as several of the children were enjoying skating for the first time with their peers during 

a weekly field trip to the rink. One child, Archie regularly attended hockey games with 

his parents and brought the excitement of the rink into the classroom for other children 

by playing hockey. An educator further supported this interest by bringing in sticks and 

providing space to play.  

 
Book selection - involving families  
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Educators imparted that they also share their favorite picture books and invite 

children and families to do the same indicating that there was a respect for family and 

child choices. The centre invites familiar individuals and family members to visit the 

centre as a mystery reader. The children receive clues as to who the mystery reader will 

be with an opportunity to guess who it is. When the mystery reader arrives, the children 

are introduced to the person and how they are connected to the centre (ex. father, 

mother, grandparent, or a familiar face in the education building). The mystery reader 

has the opportunity to share their favorite stories. Sometimes these stories will be read in 

the home languages of the reader as the centre has made the effort to purchase picture 

books in a range of twelve home languages. Children have the opportunity to build 

relationships and community through mystery readers and see their own and other points 

of view. As Bishop (1990) states, “all [children] deserve to read mirror books, in which 

they see themselves, and window books, in which they learn about others” (p.ix). Steven 

Pinker expands on the mirrors and windows of books in A velocity of being (2018);  

Reading also allows us to get inside the heads of people who are very different  
from us. A boy can appreciate a bit of what’s it’s like to be a girl, and vice-versa.  
An American can learn what it’s like to be an Arab, or an African, and vice- 
versa. An old person can learn what’s it’s like to be a young person of today; a  
young person can predict what it’s like when he or she is older”. (Pinker, 2018, 
as cited in Popova & Bedrick, 2018, p. 136) 
 

 
Book Selection - Social justice  
 

An evolving variety of picture books allows children to enter different worlds 

and experiences and also to “pay attention to what’s going on in their lives” (Educator, 

March 21, 2019) so picture books can be available to help children prepare, reflect, and 

manage thoughts and feelings. In the site of this study, children had a daily opportunity 
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to choose books from a bookshelf that offered rotating displays of books from a very 

large centre library or borrowed from the public library. Because children’s literature 

contributes to their literacy skills and identities it is important that educators recognize 

that providing picture books that foreground transgender, gender expansive or 

genderqueer protagonists or narrators can support or challenge gender binaries, gender 

essentialism, sex/gender congruency and gender stability (Capuzza, 2019). The focus of 

our book choices needs to emphasize social justice, an ethic of caring while equipping 

children’s imaginations and sense of self with critical thinking skills necessary to 

transformative education. In turn, the introduction of respectful, culturally diverse 

picture books, authors, and illustrators can also build children’s agency as a writer, 

illustrator, composer, and reader.  

 

Being and becoming literate – a constant process 

The second educators’ focus group on April 3rd included a quick write on the 

following questions: what kind of literate identities do you hold of yourself? Ask 

yourself: I am a reader who…? I am a writer, author, illustrator, composer who…? 

Educators had a variety of responses with one educator expressing that she saw herself 

as a reader once but with required reading in school and not having the freedom to read 

what she wanted, she no longer considered herself a reader. She expressed that her 

writing identity was tied to research papers. Another educator stated, “Working with 

kids forces you into that community, kind of a literacy community.” One of the 

educators mentioned that we shouldn't illustrate for children as it doesn't give them 

freedom and she stated, “Techniques are okay but you can’t draw a bunny because a 

model has been made, coloring books are like that too.”  
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Becoming a writer/reader/composer doesn’t occur in one day from an isolated 

event. Open ended playful materials must always be available inviting children to 

continually compose to encourage their strategies and skills as a writer, an author and 

composer within the presence of an appreciative adult. Kim Stewart, one of my literacy 

instructors, drawing on a range of teacher research (Ray, 2008; Glover, 2015, 2008; 

Newkirk, 2017, 2014) reminds me that to be an educator of writing, you must be a writer 

first. My experience with frequent writing within university courses and this research 

project has shown me firsthand that the fear of judgement can paralyze creative 

expression. Also, at times it is hard to come up with something to write. The act of 

writing freely has allowed me to feel, imagine, and release hidden potential; a scary yet 

rewarding feeling for writers of all ages and experiences.  

I draw many connections to the experience of rediscovering myself as a writer 

and the risk taking that is a necessary component of composing. For example, every day 

early childhood educators and directors compose environments and activities with and 

for children. Most of them care deeply about their efforts. Then I as an early childhood 

services coordinator, drop by, unannounced, for a spot check to assess their creative 

work and engagement with children. It occurs to me that their vulnerability is exposed as 

their efforts are critiqued. The tears and emotional expressions I experienced during 

these inspection processes carry new meaning for me now. How can we value educators’ 

efforts, encourage expressions of freedom and nudge respectfully during inspection 

processes? What processes and understandings would support educators as they share 

their risk taking, ask critical questions, and seek support? How are our inspection 

processes supportive? How do these processes acknowledge and account for the 
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vulnerabilities of opening your compositions of all kinds to others? How do we cultivate 

the reading and writing lives of early childhood educators? 

 
Accessibility of books  
 
 The third educators’ focus group on April 25th invited educators to participate in 

the following quick write: How does reading happen across the day? When does reading 

occur? Karen began by sharing: 

I just put down that it occurs in many forms throughout the entire day. … 
sometimes it’s planned reading and sometimes it’s spontaneous. It can occur in 
groups or with individual children. It could be a child reading on their own or 
with friends. It doesn't always have to be an adult involved. … sometimes it will 
be born of a spontaneous interest if they asked a question and go to a book to 
refer to that. …, also, that they are composing throughout the day, they are 
reading and writing their own work. ... That happened this morning when they 
made their own poems about mud (Karen, 2019). 

 

Misty expanded on Karen’s comments: 

I guess I had a few points that you said too. So, I said books are available to read 
at any point of the day or they’ll go to read at any point. Sometimes we will even 
stop free play, like especially more so in the morning because we have things set 
up on the table, but just to read or take note of something that’s related to the 
activity. So sometimes it can be kind of cut in between what’s we are doing or 
the beginning of the end. It’s not always teacher led so it can include the 
children’s choices of books or their own books brought into the classroom…., 
children also ask to read poems on the wall quite often. (Misty, 2019). 
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 Figure 7: Book area  

(Source: iPhone photo in UNB Early Childhood 

Centre) 

Picture books were accessible as all times to the 

children. Educators changed them depending on 

children’s interests, events, questions and life 

experiences as noted in their responses in the 

educators’ focus group. 

 

Beyond the book . . . 
 

Read aloud was extended beyond the reading of books as the educators reflected 

on children as poets. It was clear that poetry was valued in this early learning site. 

Poems posted on the wall beside the reading corner were level with some of the steps 

allowing children to be at eye level, creating an important opportunity for children to 

link language to print. Most of the poems were repeated orally during group times and 

transition times allowing the children to learn many poems by heart. Poets’ photos were 

discussed with the children and then displayed beside their words. The same was done 

with the poems the children composed orally. Educators scribed these poems, children 

illustrated them and the child’s photo and illustrated poem was hung in the 

multigenerational display of poets. 
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Figure 8: Mystery reader read aloud  

(Source: Photo taken on iPhone on February 22, 2019) 

 The action of displaying the children’s poems alongside published poets and 

authors was intended to support their identities as authors, poets and illustrators. As 

Archie showed me the poems one day, Fatima pointed out the picture she had drawn on 

the poem. During the April 25th educators’ focus group, two educators discussed how 

they have changed how they validate children’s poems:  

Karen: Trying to validate them. Like today they were writing their mud poems 
and Tim wrote a beautiful poem and then Oliver wrote one and it was one line 
and it had the word poop in it.  
Rebecca: I knew, I knew you were going to say poop. 
Karen: He wrote it all out and he was pretty proud of it, so we read it, you know. 
The kids thought it was so hilarious and I was like these are two different types 
of poems, one is a comical poem and one is whatever. Probably at another time, 
earlier on in my career, I would have been like I can't read that out loud because 
it says poop, you know what I mean, so now I’m like well… 
Rebecca: It is what they find funny, they’re four years old. (Educators’ focus 
group 
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Educators discussed sign and notes within the learning environment: 

Rebecca: Recognizing their names on the sign-in sheets and writing their names 
on the sign-in sheets.  
Brenda: Or who is here or who is not? 
Rebecca: Yep, they’ll read each other’s names on the sign-in sheets or snack 
tags, bathroom chart. 
Brenda: Sometimes it’s the instructions on the tables, activities. The signs they 
put on the blocks. Sometimes they have messages in their lunches that they read 
from their families.  
Brenda: Signs are big…the kid-made ones but also the ones out and about when 
we head to the woods or looking at things and stuff.  Also, at lunch time, 
someone will say what kind of yogurt do you have?, what kind do I have?, what 
kind of juice is yours?, that sort of thing. (Educators’ focus group, April 25, 
2019). 
 

 
This message that reading functional print is important is supported by the 

educators in this centre daily through a sign-in area, name tags on cubbies, allowing 

children to check bathroom lists, poems and stories posted, signs for invitations and 

provocations, charts, and documentation binders accessible on a shelf for children and 

adults. These support the Communication & Literacies Professional Support Document 

(Rose & Whitty, 2010) message regarding print; 

Plan for children to encounter and playfully explore print through:  
• Signs in the block corner, the dramatic play centre, and the rest of the 

room 
• Letters to home, other children, friends, guest speakers, Santa 
• Lists, cards, surveys, rules, directions, maps 
• Books, poems, songs, recipes 
• Notes, reminders, invitations, shelf labels  
• Sign-in, nametags, placemats 
• Documentation of learning such as questions, descriptions, ideas, and 

theories (p. 37). 
 

It was clear in this research site that read aloud activities were embedded within 

a range of diverse and intentional literacy encounters that supported and expanded 

children’s engagements with the read aloud text and process. At no time did I witness 
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calendar rituals, chiming of the days of the week, or behavior refrains of criss cross 

apple sauce. The children engaged freely with read aloud or chose not to on any given 

day. However, as the educators reported, and as I observed, children’s engagement with 

read aloud was not confined to group time or even to adult direction as one could often 

observe children reading to children. 
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Chapter Five: Discussion 

 

My relationship with The Poky Little Puppy (Lowrey, 1942) has not changed 

over my lifespan. The fire of literacy sparked in those moments snuggling-in with my 

mother has continued. Emotional connections sparked through read alouds linger. The 

content of the story, the educator’s excitement, the dialogue afterwards, and the 

connection to their own lives can enhance or diminish a read aloud. The importance of a 

read aloud cannot be overstated and its contribution to early childhood is long-lasting.  

There is no perfect book. A carefully selected book or a childhood favorite that 

can be shared with enthusiasm and love allow children to snuggle in to the moment. 

These experiences of meaning making may look very different for each child. One child 

may be front and centre, eyes focused on the reader while another child may walk 

around or chat as they sneak glances at the images in the book. As there is no perfect 

book, there is no perfect listener.  The engagement of each child is unique to them and 

these differences should be celebrated.  

I believe action research can help strengthen the agency of early childhood 

educators, coordinators, researchers, and children. Specific to this research project was 

the goal to listen to and engage with educators’ meaning making as they reflected on 

read alouds. Collaborating and reflecting on read alouds together will hopefully support 

educators’ critical reflection on the kinds of texts we engage in with children and the 

ways we are open to children’s engagements. “In action research the claim is usually 

related to whether you can show that you have encouraged others to think critically, and 

have done so yourself” (McNiff, 2016, p. 17). A true test of my work will be whether the 

data indicates that I have achieved these two goals. My own thinking has expanded to 
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consider all the texts we offer to children including a representation of books that show 

“windows and mirrors” to children (Tschida, C., Ryan, C., & Ticknor, 2014). The 

educators, during discussions expanded on the variety of texts offered in their centre, 

representing different languages, cultures, abilities, and genders. As well, questions 

about the engagement of children during read alouds were troubled during educators’ 

focus groups and later in my own reflections.  

 

5.1 Implications  
 

Together, during the educators’focus groups, their journals, and read aloud 

research, early childhood educators and I were able to reflect on reasons for intentionally 

selecting well-crafted books for children. Educators suggested they chose books based 

on children’s interests, listening to children’s conversations with one another, observing 

play, expanding on topics, children’s favorites or fitting with personalities, life 

experiences, and issues. Educators reflected on children’s book choices identifying that 

children choose books in the following ways: related to their interests (ex. Hockey), 

books about themselves (classroom book, It’s not a stick), favorite characters, 

personalities (many of the children liked humorous books this year), and learning about 

topics. The expansion of book choice by educators and children expanded my original 

research question. Throughout the research study, I observed that educators’ intentional 

practice of choosing texts did not always reflect their actual practice. An educator stated 

that she had difficulty finding a book she wanted so she just chose another one for that 

day’s read aloud. One educator was happy to share children’s continued interest in 

worms with a colleague without building on the interest herself through texts or 
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preparation of the environment. Educators make thousands of decisions within a very 

complex learning environment and other priorities may have pulled at the educator’s 

attention on any given day contributing to instant book choices. What is most beneficial 

to this study to reflect on the range of ways educators selected books, the ways read 

aloud occurred across the day with compositional texts, children’s literature and non-

fiction, as well as through the children’s attention to and use of functional print. This 

expanded view of read aloud expands our understanding of how children initiated 

reading engagement in a range of ways.  

One educator who is currently involved in graduate studies shared her reflection 

on her own validation in books,  

I’m so much more aware now than I ever would have been before, that I’ve 
never been put in a position where I haven’t…or I haven’t had a window because 
you know I’m white middle class. I come from a 2-parent family. My mom 
stayed home and my dad worked, very traditional. I saw myself validated in all 
the books we ever read when we were young but when I was trying to think back 
on ways that other children in my class might have felt, I couldn’t (Educators’ 
focus group, April 25, 2019).  
 
This educator had viewed Adichie’s TED Talk - The Danger of the single story 

in a feminist theory class, but re-reading Adichie’s article brought up new emotions and 

insights; 

We need to start in early childhood because they’re seeing all these things. And 
if they’re going to the powwow and experiencing all these cultural things, it’s 
going to help them when they are hearing those single stories, to be able to say 
no, wait a minute, I’ve experienced stuff and it isn’t how it is (Educators’ focus 
group, April 25, 2019). 
 

Another educator built on this statement by sharing the danger of only reading stories 

that reflect our images; 

The disparity of mirrors in books also impacts readers who do see themselves. 
For if all children see are reflections of themselves, they grow up with an 
exaggerated sense of their own importance and value in the world, a dangerous 
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ethnocentrism. Which I thought was so interesting because you think about the 
fact that you do see yourself in these books, but we don’t think about how that 
negatively impacts you and it makes so much sense. (Educators’ focus group, 
April 25, 2019). 
 
The Adichie article and the discussion prompted a deeper look at the picture 

books we read to children. There is a danger to not only showing stories about people 

different than us but in only reading stories about people like us, we are creating an 

exaggerated sense of self. This may inadvertently reinforce the sexism, racism, gender 

assumptions, and classism that we are trying to challenge. 

The importance of learning about books, authors, and illustrators, and the 

preparation before a read aloud will all support children with access to “windows and 

mirrors” in the texts they explore. Throughout the research, educators asked many more 

questions than the children sometimes resulting in stifled responses from children. When 

children did ask questions, they asked for the meaning of specific words, (“What does 

early spring mean?”-Nick or “What is the red water? -Tim) or concerns about characters 

(“Why is the snake not stinging him?”-Luta). Due to the prevalence of male voices over 

females throughout the read alouds, Paul’s (1998) questions may have opened the 

discussions to include more female voices. Questions that deconstruct how we look at 

stories such as whose story is this?, who gets punished?, and who gets praised?, who 

speaks?, who acts?, and who is silenced? (p. 16).  

To answer one of the key questions about what engagement looks like during a 

read aloud, I suggest viewing the expressions of experience children express through 

movement, gasps, talking, sharing, and laughter. In addition, to revisit Sipe, children 

expressed engagement throughout read alouds by suggesting alternatives, inserting 

themselves, dramatizing, responding to characters, and taking over the text affirming 
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Sipe’s (2002) categories of engagement. In addition to Sipe’s character additions, 

children added roles defined by friendships. The dramatization of little red riding hood 

and three little pigs allowed the children to own the text and change to accommodate 

friends such as adding a grandfather in little red riding hood and additional wolves into 

the three little pigs.  

 

5.2 Limitations  
 
 Throughout this research, some deeper questions and reflections could have 

expanded the research. My field notes included comments and reflections however, to 

clarify meanings from children and educators, I could have followed up with further 

questions.  For example, when asking Brenda about Bradley listening to the read aloud, I 

could have asked her what it would look like if he was listening. Another example 

occurred in one of the educators’ focus groups when I failed to ask Brenda what age-

appropriate meant to her.  

Journals were included to allow a space for educators and myself to reflect on 

read aloud practices however, a choice of a journal or some other method of reflecting 

may have been more appealing and accommodated educators’ preferred expressions of 

meaning. For example, as one educator suggested sometimes they wrote their book 

choice in their plan book. Inviting educators to revisit these pages for patterns and trends 

may have revealed different information. When an educator asked what my expectations 

were for the journal, she positioned me as the expert which doesn't support the living 

side-by-side form of enquiry representative of action research. In hindsight, perhaps 
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asking them how they documented children’s engagements in read aloud might have 

been a better place to begin before the journal introduction.  

The choice of the research site was both a limitation and a strength. It was a 

limitation because although all four educators participated in the research, three of the 

four educators involved in this research project submitted their verbal resignation (for 

June) shortly after the research began. One of the educators, a fourth-year educator 

stated that they were leaving to attempt to enter the teaching community at a First 

nations school close to her home community. The second educator, a first-year educator 

suggested she would like to try teaching in the public-school system and the third 

educator retired from her position. Although each educator agreed to be part of the 

research, including keeping a reflective journal on read alouds, their journal use was 

individually defined by their current career decisions. One educator used her journal for 

future home and career planning and the retiring educator stated that she lost interest 

quickly in keeping the journal. Perhaps two educators were more future orientated, 

looking toward future job prospect, rather than focusing on their present engagements. 

For example, one educator talked about her potential job opportunity during one of my 

visits turning her back to the children at the table she was at. The second educator left a 

group of children at the sign in table to share with me the reduced class sizes and 

welcoming environment of her possible new employment position the following 

September. In being so future-focused, these two educators may have missed the 

exciting environment they were currently immersed in with an abundance of resources 

and professional support, time for reflection and planning, shorter workdays, and having 

a teaching partner and team for collaboration, ideas, encouragement and assistance. The 

mindset of the leaving educators may have affected their involvement in this research as 
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they were focused on the future instead of the present. Action research involves not only 

reflecting on current practices but a willingness and desire to change current practices 

and without a desire to remain in the early childhood field, this willingness and desire 

may have been missing.  

As an early childhood centre with a morning and afternoon program, the four 

educators (two in the morning and two in the afternoon) have the opportunity to 

communicate each day to prepare for children’s interests and challenges. The team of 

two in each time period can create a partnership to plan invitations, build on children’s 

interests, and match personal strengths to individual interests (for example, Brenda 

enjoys gardening and outdoor activities, Karen has a personal interest in photography). 

However, based on my observations, I noted the lack of partnership between educators.  

Early childhood leadership calls upon educators to do the complex interpretative 

work of thinking in moments of not knowing (Berger, 2015) what to do or what 

might be possible and presenting their thoughts to their peers while seeking 

different perspectives (Gallagher & Rose, 2019, p. 22). 

This challenging ethical-ontological-epistemological way of being requires 

courageous and trusting relationships where educators are comfortable with the 

possibilities within conflict. The younger educators relied on the more experienced 

educators for direction and support making the environment less of a partnership 

positioning their more experienced teaching partner as a patriarchal leader in the sense 

that they could do as they were told or resist what they told. For example, on several 

occasions, I observed one of the educators ignoring children’s arguments and waiting for 

the senior educator to “deal with it”. On another occasion, miscommunication was often 

evident. For example, one educator told me upon arrival that the children were presently 
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outside and due to buddy composing with the education class today that a read aloud 

would probably not be occurring. I informed her I understood and would spend the 

morning outside with the children until buddy composing time. The other educator 

approached me half an hour later and said that today’s plan (I was unsure of what it was) 

wasn’t going to work out and if I wanted to read a book, go ahead.  

Uncomfortable with this inconsistency in advice, I spoke to the first educator and 

informed her of this change. She advised me on a particular book that may work well 

and possibly to ask if anyone wanted to join me in a read aloud while outside.  She 

suggested the book Hey Little Ant (Hoose & Hoose, 1998) as the children had stepped 

on a bug the day before and were kicking dirt on it to make it “hurt” and “suffer”. This 

educator was striving to support the read-aloud research while negotiating my role 

within the schedule of the day.  

This leader-follower dynamic was viewed in educators’ focus groups as well 

when sometimes the more experienced educators began discussions or when the younger 

educators would seemingly look at the experienced educators for approval when they 

shared. Rebecca looked at Brenda two times as she discussed reading fairy tales.  

Another limitation may have been my personality and independent career 

histories impacting the affectiveness of collaborative action research. Focus groups with 

the educators may have been more collaborative and reflective if everyone agreed on the 

structure and topic of discussions however, as the researcher I made the decision which 

may have limited educators’ engagement. Gaby Jacobs (2017) speaks of community 

involvement in action research, “a coming together of ‘two worlds’. This democratic 

philosophy requires… a dialogue in which processes of conjoint meaning making take 

place between participants” (p. 576). I felt the coming together in moments of the focus 
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groups but in others, the separation of myself as a researcher and educators as 

participants. New to research, my desires to learn and collaborate with educators 

overrode my capacity to share knowledge and dig deeper in areas that I was noticing 

such as gendering processes. This was also impacted by the challenge of time and the 

business of the day. 

I also felt that my role as an early childhood services coordinator impacted my 

embodied construction of early childhood educators. The Department of Education and 

Early Childhood Development often speaks of the lack and deficits of early childhood 

facilities and early childhood educators. As a coordinator, viewing facilities and 

educators with a compliance measure sometimes blurred my view to a deficit model. I 

have continually pushed back against this complicity participation in constructing 

subjectivities of lack. I also wrestled with a nagging fear that I may be assuming a role 

of expertise and discounting the educators’ practical pedagogic and theoretical 

knowledge during my research. Instead of sharing more research on what I learned about 

read alouds during educator’s focus groups, I allowed the discussions to revolve around 

their experiences in the classroom which is action research. However, I may have 

limited discussions and new knowledge within the educators and myself by not sharing 

more resources such as current research on read aloud and the patterns I was finding 

within the data I was analyzing. As well, the educators may have viewed me as a 

coordinator and not as a learner in collaboration.   
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5.3 Recommendations 

Ongoing professional development around read alouds would be beneficial for 

educators, directors, and coordinators. Cross-institutional PD that highlights the 

contribution of curriculum coordinators, licensing teams, directors, educators, 

universities and libraries in a collaborative framework may reduce territorial and 

hierarchal positions. Included in this PD experience could be on-site support based on 

respectful relationships. Online courses would benefit educators unable to attend 

evening or weekend sessions due to family commitments. However, a financial 

commitment from the Department of Education and Early Childhood Development 

could support educators’ and director’s access to training by providing a wage and travel 

subsidy, similar to public school teachers. Book study could involve authors, illustrators 

and researchers in conversation with participants and the provision of materials and 

books for childcare centres.  

In collaboration, educators, directors and coordinators could support one another 

through the discussion of picture books, research on read aloud practices, and Lissa 

Paul’s (1998) questions could be a guide to choosing books. Engagement, gendering, 

and intersectionalities could be explored in these joint collaborations such as what does 

engagement look like, are interactions dominated by heteronormative and cis-normative 

representations, and who is represented in our stories.  

While conducting the literature review for this research project I learned how 

integrated children’s composing can be with their encounters with well-crafted picture 

books and the intentional reading of them by their educators (Ray & Glover, 2008). A 

future research project would expand on children’s engagements with read aloud to 
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discover the literate links they enact during composing. This research could confirm and 

extend on the research of Ray and Glover (2008).  

The bodily engagement of children could be expanded by focusing on how we 

currently define engagement in ELCC and school classrooms. Expanding on Thiel 

(2016)’s expressions of experience, we may be better able to see children’s interests and 

how they express their experiences. Educators need to move beyond the “criss-cross 

applesauce” mentality and reflect on their own practices of engagement to view children.  

Questions for educators to ponder may be: do you focus better when walking or 

doodling?  Does a quiet room allow you to write and plan or are you more productive in 

a loud, crowded space? This insight for educators may allow them to see a child that 

constantly moves throughout a read aloud is better able to focus if their body is in 

motion.   

The gendering of book talks could be investigated by determining how books are 

chosen for read alouds, book placement within the room, and allowing educators to 

become aware of their gender-typed expectations for children’s behaviors. There is also 

an opportunity to support educators and directors in their consciousness of oppressive 

classes. Allowing children to ask questions following Paul’s (1998) recommendations 

may uncover some hidden ideologies within picture books that intersect not only with 

gender but with race, religion, and class.  

Educators’ own personal reading and writing preferences can support further 

research in read alouds. What are educators’ personal reading habits? How do these 

habits affect their expectation of children’s reading? Does screen time affect personal 

reading habits? 
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Several questions continue to linger: How is reading engagement constructed as 

children move through the institutions of libraries, childcare, and school? A cross 

institutional study of Sipe’s categories and Thiel’s expression of experiences may be 

more informative about adult constructions of engagement during read aloud. A study 

that examines whole-group, small-group, and one on one read alouds may find important 

distinctions between children’s engagement. I wonder what else can be done to bridge 

the limited use of libraries by early childhood educators. I wonder if directors could 

support educators by picking up library books or providing time for educators to visit the 

library and pick up their selections.  

There is no perfect read aloud, there are experiences with a reader and a listener 

or listeners and a book: books with beautiful words enclosed in color or, images that 

defy any printed text. The listener can be snuggled in, spread out or in motion. The 

experiences of meaning during a read aloud are as diverse as the listener. A sigh, nod of 

the head, a tap on a friend’s knee, a pacing up and down stairs, turning in circles, or 

quietly watching can all be described as engagement or experiencing the meaning of a 

read aloud.  
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Appendices 

Appendix 1 
 
February 27, 2019 

To parents of UNB Children’s Centre 

Investigating Read Alouds with Children and Early Childhood Educators 

My name is Angela Tozer and I am an Education Masters student at the University of 

New Brunswick, Fredericton (NB). Your child is invited to take part in this research 

project, which I am conducting as part of the requirements of my degree.  The project is 

called, “Investigating Read Alouds with Children and Early Childhood Educators”.  

This research has been reviewed by the Research Ethics Board of UNB. The project is 

on file as REB 2019-022. 

The goal of the project is to learn more about read aloud practices within early 

childhood. Read aloud practices are a well-researched area within the public-school 

system however, literacy participations in early childhood are less researched and early 

childhood educators have less access to literacy professional learning opportunities. 

Therefore, this research will make an important contribution to early childhood 

education leadership and learning within the province of New Brunswick and beyond. 

The UNB Children’s Centre was chosen as it has already been established as a 

demonstration classroom committed to research practices.  

I will be observing and documenting (observations, photographs and video clips) in the 

early childhood classroom two hours daily twice a week from March 11th until May 10th, 

2019. These observations and documentations will focus on the following research 

questions:  

-What happens when I engage in a study of read aloud with early childhood educators?  
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-What strategies do educators use to intentionally choose texts that link to children’s 

passions and interests as a way to reconceptualize books for children? 

-In what ways do read aloud processes impact children’s composing and reading 

initiatives? 

Although consent may be given on the Parent Consent Form, if you choose to allow 

your child to participate, you may withdraw from this research at any time without 

prejudice.  

All information collected during the research project will be treated confidentially and 

will be coded so that you remain anonymous. All data collected will be stored securely 

in locked drawers of a filing cabinet while the research is on-going and then it will be 

destroyed. Digital data will be kept on my password protected laptop and deleted once 

research is complete. The information will be presented in a thesis and in articles, in 

which your child’s identity will not be revealed.  I will invite you to a presentation of the 

final report. This presentation will be held at the University of New Brunswick.  You 

may also be sent a summary of the final report on request.   

The findings of this research could help support the professional learning of educators 

across the province in workshops, conferences and further study groups.   

You may communicate with me if you have questions regarding this research project at 

506-476-1924 or angela.tozer@unb.ca. Any ethical concerns about the study may be 

directed to UNB Research Ethics Board at ethics@unb.ca. If you wish to speak to 

someone about my research, please contact my supervisor, Dr. Sherry Rose- 

srose@unb.ca or if you wish to speak with someone not directly involved in the project, 

you may contact the Associate Dean of Graduate Studies, Dr. Ellen Rose- 

erose@unb.ca. 
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Sincerely, Angela Tozer  
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Appendix 2 
Parent Consent Form 

 

Permission to use children’s artifacts, photographs, video recordings, and 

documentation collected while observing read aloud and connecting activities to 

read aloud  

Project title- Investigating Read Aloud with Children and Early Childhood 

Educators  

Investigator: Angela Tozer   Thesis Supervisor: Dr. Sherry Rose 

            Angela.tozer@unb.ca       Associate Professor, UNB 

            476-1924 (cell)       sherry.rose@unb.ca 

 

Name of child_________________________  Date ________________________  

Your signature below indicates: 

- that you give permission to the educators and researcher (Angela Tozer) involved 

in Investigating Read Aloud with Children and Early Childhood Educators 

to observe, take photographs and video recordings of key learning activities in 

which your child may be involved as a part of the research project. For this 

project a series of videos will be produced. These videos will feature children in 

the action of learning and will be shared with early childhood educators during 

the weekly discussion groups.  
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- that you have read the information letter and understood the conditions of 

participation for this study and that you have had the opportunity to have your 

questions answered by the researcher. 

- I understand that my child’s participation is voluntary, and I am free to withdraw 

permission for them at any time.  

 

_________________________     _______________________ __________________ 

Print name of parent/guardian  Signature    Date 

In terms of protecting your child’s anonymity, their name will not be revealed in 

transcripts, reports, or publications that are produced. I will change such things as their 

name and obvious identifiers. Please note that although in printed text anonymity may 

be achieved, with the photos and videotapes this is not possible.  

Photographs and/or video clips in which your child is included might later be used in 

publications prepared by the researcher and possibly educators including: articles, 

book chapters, Master’s thesis written as part of the project. In this case additional 

permission will be sought.  

This research has been reviewed by the Research Ethics Board of UNB. The 

project is on file as REB 2019-022.   
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Appendix 3 
 
February 27, 2019 

To educators of UNB Children’s Centre 

Investigating Read Alouds with Children and Early Childhood Educators 

My name is Angela Tozer and I am an Education Masters student at the University of 

New Brunswick, Fredericton (NB). You are invited to take part in this research project, 

which I am conducting as part of the requirements of my degree.  The project is called, 

“Investigating Read Alouds with Children and Early Childhood Educators”.  This 

research has been reviewed by the Research Ethics Board of UNB. The project is on file 

as REB 2019-022. 

The goal of the project is to learn more about read aloud practices within early 

childhood. Read aloud practices are a well-researched area within the public-school 

system however, literacy participations in early childhood are less researched and early 

childhood educators have less access to literacy professional learning opportunities. 

Therefore, this research will make an important contribution to early childhood 

education leadership and learning within the province of New Brunswick and beyond. 

The UNB Children’s Centre was chosen as it has already been established as a 

demonstration classroom committed to research practices.  

I will be participating and documenting (observation, photographs and video clips) in the 

early childhood classroom two hours daily twice a week from March 11th until May 10th, 

2019. These observations will focus on the following research questions:  

-What happens when I engage in a study of read aloud with early childhood educators?  

-What strategies do educators use to intentionally choose texts that link to children’s 

passions and interests as a way to reconceptualize books for children? 
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-In what ways do read aloud processes impact children’s composing and reading 

initiatives? 

Although consent may be given on the Educator Consent Form, if you choose to 

participate, you may withdraw from this research at any time without prejudice.  

As co-researchers, I will ask you to observe read alouds and write journal observations 

and questions that can be shared in regular meetings.  

All information collected during the research project will be treated confidentially and 

will be coded so that you, the educator, will remain anonymous. All data collected will 

be stored securely in locked drawers of a filing cabinet while the research is on-going 

and then it will be destroyed. Digital data will be kept on my password protected laptop 

and deleted once research is complete. The information will be presented in a thesis and 

in articles, in which your identity will not be revealed.  I will invite you to a presentation 

of the final report. This presentation will be held at the University of New Brunswick.  

You may also be sent a summary of the final report on request.   

The findings of this research could help support the professional learning of educators 

across the province in workshops, conferences and further study groups.   

You may communicate with me if you have questions regarding this research project at 

506-476-1924 or angela.tozer@unb.ca. Any ethical concerns about the study may be 

directed to UNB Research Ethics Board at ethics@unb.ca. If you wish to speak to 

someone about my research, please contact my supervisor, Dr. Sherry Rose- 

srose@unb.ca or if you wish to speak with someone not directly involved in the project, 

you may contact the Associate Dean of Graduate Studies, Dr. Ellen Rose- 

erose@unb.ca. 

Sincerely, Angela Tozer  
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Appendix 4 
Educator Consent Form 

Permission to use photographs, video recordings, and documentation collected 

while observing read aloud and connecting activities to read aloud  

Project title- Investigating Read Aloud with Children and Early Childhood 

Educators  

Investigator: Angela Tozer   Thesis Supervisor: Dr. Sherry Rose 

            Angela.tozer@unb.ca                        Associate Professor, UNB 

            476-1924 (cell)           sherry.rose@unb.ca 

Your signature below indicates: 

- that you give permission to the researcher (Angela Tozer) involved in 

Investigating Read Aloud with Children and Early Childhood Educators to 

observe, take photographs and video recordings of key learning activities in 

which you may be involved as a part of the research project.  

- that you have read the information letter and understood the conditions of 

participation for this study and that you have had the opportunity to have your 

questions answered by the researcher. 

- that you understand that participation is voluntary, and you are free to withdraw 

permission at any time.  

_________________________      ______________________    __________________ 

Print name      Signature   Date 
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For this project a series of videos will be produced. These videos will feature children in 

the action of learning and will be shared with early childhood educators during the 

weekly discussion groups.  

In terms of protecting your anonymity, your name will not be revealed in transcripts, 

reports, or publications that are produced unless you request it. Please note that although 

in printed text anonymity may be achieved, with the photos and videotapes this is not 

possible.  

Photographs and/or video clips in which you are included might later be used in 

publications prepared by the researcher and possibly educators including: articles, 

book chapters, Master’s thesis written as part of the project. In this case additional 

permission will be sought.  

This research has been reviewed by the Research Ethics Board of UNB. The 

project is on file as REB 2019-022.   
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Appendix 5 

Sipe’s categories of expressive engagement  

 
Text  
 
 
 
 

Suggesting 
alternatives 

Inserting 
themselves or 
friends  

Dramatizing  Responding/ 
Talking back 
to characters  

Taking over the 
text by using it as 
launching pad 

The 
Magic 
Hockey 
Skates 

 “Why can’t it 
be 4?” 

    

Baby 
Monkey 
Private 
Eye  

   “little monkey” 
moved his finger 
and lowered voice 

Several 
children, 
“Pants” 

Making “gu-gu” 
sounds for baby 

    “He put his butt in 
his pants” bent 
over and pushed 
butt out 

  

    “I want to eat 
pizza” puts face in 
book to eat pizza. 
 “No, No” takes 
turn 
 “eat mine” 
Two more take a 
turn. 
“No, I want to eat 
another piece.” 

  

   holding nose, 
“Nose, missing 
nose” 
held his nose as 
children repeated 
“missing nose” 

  

    “I want to eat 
apples.” Head into 
book.  
Two jump up to 
join.  
Child joins, “I want 
my apples” 
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Anansi 
the 
Spider 

     “Maybe when it’s 
bedtime we should 
look up in the sky.” 

Three 
little pigs  

  shakes finger for 
No, No 

  

   taps his chin.    
   puffing up her 

cheeks and huffing 
and puffing. 
Shaking her body 
as she huff and 
puffs Facing 
educator as 
educator huffs and 
puffs 

“Run away 
from the 
pigs.” 

 

   bouncing up and 
down as she 
repeats “little 
pigs,…then 
touching chin.  

  

   Huffing and 
puffing- Child 
puffs up cheeks 2nd 
child puffs her 
cheeks and leans 
front and back as 
she huffs and puffs.  

  

   bounces and puts 
her hands on hips 
as Shyla reads 
wolf’s words. 
2nd child puffs up 
cheeks again. 
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Appendix 6 
 
Spontaneous responses, not from educators’ questions 
 

Children’s 
questions  

Children finishing 
story 

Children’s statements about 
book 

Repeating text 

Archie, “Who’s the 
goalie?” 

Jessica, “And now 
he is the goalie 
because…” 

Seva, “Let me see the 
number 3.” 

 

Archie, “How is 
the goalie going 
fast cause he’s not 
having those 
skates?” 

 Nicholas, “And now he has 
one more wish.” 

 

Nicholas,”What 
does early spring 
mean?” 

 Seva, “The big people are 
there.”  

 

Archie, “Who is 
it?” 

   

Amy, “Carry in her 
files?” 

 Luta, “There’s a dress on 
there. 

Seva,”Ting, ting, ting” 

  Amy, “That’s a really good 
story.” 

 

  Bradley, “Mud family, I 
hate that one.” 

 

  Bradley, “I hate mud.”  
Murphy, “Me too.” 

 

  Tim, “There’s swirls.”  
Rory, “Where's the 
uncle?” 

 Rory, “I think the flowers 
are dying.” 
Amy, “The mud.” 

 

Tim, “What is the 
red water? Why?” 

   

Luta, “Was that the 
girl who singed the 
song?” 

   

   Children, “Wait” 

   Luta, “Baby Monkey!” 

  Luta, “Baby monkey has a 

big eye.” 

Luta, Murphy, Seva, 

“monkey” 
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   Murphy, “a little baby” 

  Luta, Murphy, Seva, “Yeah” Luta, “He has the job” 

  Luta, “the arm” 

“Zebra” 

 

  Murphy, “No, it’s the opera 

singer. 

 

  Luta, “I think it’s the 

person” 

Seva, “I think it may be a 

Zebra” 

Nikolas, “I think it's a 

person” 

 

  Luta, “I knowed it”  

  Luta, “Like the movies”  

  Luta, “A monkey. People 

have to help not monkeys.” 

 

  Seva, “Baby carrots” 

Luta, “I don’t eat baby 

carrots.” 

 

 Luta, “pants” Luta, “That’s going to be 

really funny.” 

 

  Luta, “He’s full of his 

pants.” 
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  Luta, “I know” 

“A giraffe.” 

Seva, “No, a zebra.” 

Riza and Nikolas, “Zebra” 

Seva, “I said zebra” 

 

  Seva, “Zebra” 

Luta, “I said a zebra” 

Nikolas, “I said a zebra” 

Murphy, “Me too” 

Riza, “I said zebra” 

Seva, “No” 

Luta, “I said it first” 

 

Seva, “Who did 

that?” 

 Riza, “Baby monkey”  

  Luta, “I don’t like that”  

 Riza, “pizza” 

Seva, “missing 

pizza” 

Seva, “It’s a lion” 

Murphy, “It’s a horse” 

Seva, “A tiger, a tiger” 

Murphy, “a pizza man” 

Seva, “a lion” 

Luta, “a lion, a lion, a lion” 

 

  Seva, “A lion. I said a lion.” 

Luta, “No, I said a lion” 
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 Luta, “baby food” 

Seva, “peas” 

Murphy, “And my dad 

grows snap peas” 

 

 Riza, “pizza” 

Seva, “missing 

pizza” 

Seva, “He got it”  

  Luta, “There’s his foot”  

  Luta then rest, “Lion, Tiger” 

repeated. 

Luta, “Don't say, I say only” 

Luta, “I said it first, I knew 

it” 

 

 Murphy, “pizza”   

 Nikolas, “Nose, He 

finds the nose.” 

  

Seva, “What does 

that say?” 

 Murphy, “I said that 

already.” 

 

 Luta, “a clown 

nose” 

  

 Murphy, And then” 

Luta, “pants, pants” 

Murphy, “pants, 

pants” 

  

  Riza, “You need to read.”  
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“you need to” 

  Luta, “I like apples” 

Others, “Me too” 

 

  Seva, “Maybe, he…” 

Riza, “They’re on his back” 

Seva, “Maybe he’s a dog.” 

 

  Murphy, “a snake” 

Luta, “a snake” 

Children repeat snake 

 

  Murphy, “Yes”  

Luta, “Wait, why 

is the snake not 

stinging him?” 

 Bradley responds to Luta, 

“Because, because look at 

it.” 

“Because look he has a rope 

on there” 

Luta, “You know what, 

when people, when 

monkeys are around snakes, 

when…I saw a video and 

like the monkey and a tiger 

and the snake could still 

sting him.” 

 

  Tim, “I want to see it”  
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  Several children, “Yeah”  

  Riza, “Astronaut” 

Murphy, “Astronaut” 

Several children, ”my 

spaceship” 

  Amy, “an alien” 

Bradley, “No, it’s not alien” 

“Baby monkey wants to 

help.” 

  Bradley, “He can’t help.” 

“Because he’s tired” 

Several, “Wait” 

  Bradley, “Look at” pointing 

to print size. He loudly 

repeats, “Wait” 

 

  Bradley, “look at those 

pants” 

Several, “Ready” 

  Amy, “He’s not (ready). He 

doesn’t have his top on.” 

Luta, “Cause monkeys can’t 

have shirts” 

Tim, “Monkeys don’t wear 

pants.” 

 

  Several, “Mouse” 

“The guinea pig, a bunny, a 

mole, a wolf” 

 

  Luta, “I knew it”  

  Murphy, “Look at his face.”   
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Seva, “What does 

that say?” 

 Archie, “It’s the 5th 

chapter.” 

Fatima, “last chapter” 

 

  Murphy, “my baby”  

  Heather, “That's a naked 

monkey” 

 

Archie, “He was 

lost, right?” 

   

  Kiba, “Wait”  

  Luta, “It’s on front and it’s” 

Misty finished, “It’s on the 

back” 

 

  Nicholas, “They have to put 

pictures.” 

Kiba, “It’s for the 2 of 

them” 

 

  Nicholas, “I think…” 

 

 

  Jessica, “There’s something 

more growing right there.” 

 

  Nicholas, “That story is not 

real.” 

“It’s not real.” 
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  Luta, “Paint” Unknown voice, “On 

the paintbox palette” 

  Tim, “snake” Bradley, “hiss” 

Amy, “Why does 

they going to be…” 

   

Amy, “Are you 

almost done?” 

 Amy, “You already said 

murmur.” 

“But you already said 

murmur.” 

Amy, “Abstract art” 

  Luta,” I want to hold it.”  

  Amy, “Eggs” 

Riza, “eggs” 

Kiba, “An egg” 

Amy, “Hey I said eggs first” 

 

 Luta, “I know what 

it is, it’s fishie.” 

Unknown voice, “They 

break” 

 

  Luta, “fishie” Kiba, “a lion fish” 

  Kiba, “Well that’s the tiniest 

ant” 

 

  Archie, “Sometimes, 

animals, sometimes animals 

they never die.” 
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“Sometimes animals are so 

strong they can’t even dead. 

They don’t like dead. They 

just stay alive the whole 

time.” 

 

Amy, “I didn’t stay alive the 

whole time.” 

 Luta, “a crab” Luta, “I know”  

  Excuse me/ I can’t see  

 Luta, “I know, I 

know, a bumblebee 

ant.” 

  

  Luta, “When I stepped on 

the ant, he was squished.” 

 

  Request from Tim, “I want 

to sit on your lap” 

 

  Nicholas, “Wait, I don’t 

think they live or dead, they 

are alive…” 

 

  Luta talking about light, one 

leg is in the shade, it's dark. 
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When it’s in the light, it’s 

not.” 

  Luta, “When people are 

fishing, they go get the 

worms and then get stuck on 

the hooks.” 

 

  Kiba, “Oh, you know what 

actually.” 

 

  Kiba, “Misty, you know 

what, cat and fish are 

similar cause fishes like 

eating cats and cats like 

eating fishes.” 

 

Nicholas, “Is that 

the end?” 

“Is that the end?” 

“What was the 

end?” 

   

  Kiba, “Look at him, the 

newspaper.” 

Heather, “Spider” 

  Kiba, “I need…”  

Jessica, “Why 

hopscotch?” 

 Kiba, “Actually hopscotch, I 

think hopscotch is a game 
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that you take whatever’s in 

that bowl.” 

Kiba, “Where’s 

that shovel? 

  Bradley, “I love when 

they do that.” 

  Heather, “Watching all the 

ants.” 

Children, “Thud” 

   Bradley, “All that 

homework” 

  Kiba, “Because he’s still 

supposed to be dirty.” 

 

  Tim, “A rocket going 

underground” 

 

   Kiba, “Wolf” 

   Kiba and then children, 

“Little pig, little pig, let 

me come in. 

Kiba, “no, no, not by 

the hair of my chiney, 

chin, chin” 

Many children join in.  

   Children, “I’ll huff and 

I’ll puff and I’ll blow 

your house in.” 
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  Kiba, “You do it like this.”  

  Luta, “It doesn’t say no, no” 

“Well, it has to say only not 

by the hair of my chiney, 

chin, chin.” 

 

  Archie, “I think it’s too 

strong and the wolf can’t get 

him.” 

Bradley, “Yeah” 

 

  Kiba, “No, it’s no, no…”  

  Archie, “I told you.” 

Bradley, “Yeah, me too.” 

 

 Nicholas, “It’s in 

the kitchen.” 

  

 Bradley, “He’s 

gonna eat him. 

He’s gonna eat 

him” Repeated 4 

times  

  

Bradley to Archie, 

“He’s gonna eat 

him, right?” 

 Kiba, “No, listen to him eat 

him.” 

 

 Luta, “He’s lying.” Nicholas, “This is too long.”   
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“So that’s what I did.” 

  Kiba, “Look at the butt, the 

pigs’ butt.” 

 

 Bradley, “He’s 

lying.” 

Nicholas, “That’s how 

he…” 

 

 Luta, “falling in the 

fire.” 

Nicholas, “I think 

that…” 

Amy, “No, go back to the 

page.” 

“His hair is sticking down.” 

Nicholas, “And I see a body 

on top.” 

Bradley, “That’s a giant 

wolf.” 
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Appendix 7 
 
Educators’ questions 
 
Closed Open 
Brenda, “Do you think she is going to get 
those skates?” 
Brenda, “Can you see the magic in 
them?” 
Brenda, “That’s a great story, isn’t it?” 

Brenda, “He had one wish, how many 
does he have left?” 
Brenda, “I wonder if she is going to be 
the one?” 

Karen, “Do you know what it means to be 
cross? Have you heard that word before?” 
“Does she use it sometime too?” 
“Does it sound like the people in her 
house are happy?”  
“Did she make a new family?” 
“So, if the corn doesn't grow, do they 
have food?” 
“Can they make money for food if the 
corn doesn’t grow?” 
“Do you think it’s safe to be somewhere 
where they don’t have water?” 
“Do you think she is going to go with her 
family? Let’s see what happens.” 
“Did you hear what here dad said to her?” 
“Do you think he’s telling her how much 
he loves her?” 

Karen, “What is this?” 
“If you look at your palm, do you have a 
swirl like that?” 
“What does that mean if you’re feeling 
cross, how are you feeling?” 
“So what is their plan, what are they 
planning to do?” 
“How are they going to make the rain 
come? What are they going to do?” 
“What do you see up in the sky? 
“What do you think is going to happen 
next?” 
“What is the little girl using the mud 
people for? What is she using them for?” 
“To play with, what else?” 
“Have you noticed the words that she is 
using when the mud people are talking to 
each other? Listen carefully.” 
“Why do they have to leave? Why do 
they have to go somewhere else?” 
“How do you think they’re feeling right 
now?” 
“What do you think the father is trying to 
say when he’s saying those words?” 
“How do you think, so in the beginning 
of the book it told us how they are feeling 
in the beginning, do you remember?” 
“And now how are they feeling at the 
end?” 
“What is this?” 
“Does it look like your hand?” 

Angela, “Do you see the arm in the 
door?” 
“Do you know how opera singers sing?” 
“You think it’s baby food?” 
“That didn’t work, did it?” 

“Does he have a big eye or is he holding 
something that makes his eye look 
bigger?” 
“What did you say she was?” 
“How’s he doing?” 
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“It’s still there, isn't it?” 
“Look pretty big for his face, doesn’t it?” 
“Is the astronaut waiting for him to solve 
the case?” 
“Does he look ready?” 
“Do we want to read the very last 
chapter?” 

“They look kinda big, don’t they?” 
“Who do you think tied him up?” 
“You don’t like that?” 
“What is it?” 
“What did you say?” 
“What is he eating today?” 
“Is everyone’s guess a snake? Why are 
you guessing a snake?” 
“Why do you think he can’t help?” 
“You’re all saying the mouse, how 
come?” 
“Who do you think is under the hood?” 

Misty, “Can you boys see it over there? I 
know I can hear you over here.” 
“Do you think he can drink all the river?” 

“Why do you think he was called 
cushion?” 
“What’s happened to Anansi?” 
“What has caught Anansi?” 
“Where is the father now? Do you think 
they know he’s inside?” 
“What do you think he’s trying to do by 
taking a drink?” 
“What do you remember of the spider at 
the very end?” 
“What is this?” 

Karen, “Does she look comfy sitting there 
with grandma?” 
“Do you ever cuddle up to your grandma 
or grandpa?” 
“DO you think she’s worn the dress in a 
long time?” 
“Do you see this special show she is 
putting on? Those are called moccasins, 
do any of you have a pair of moccasins?” 
“Does she look happy?” 
“Do you think she’s proud?” 
“Do you think she’s feeling loved for all 
the people who gave her the jingles for 
her dress?” 
 

Karen, “Can you tell us anything about a 
powwow? Can you share anything about 
a powwow?” 
“What does she have in her hand?” 
“So is Jenna just dancing for herself or is 
she dancing for many people?” 
“They’re very beautiful shoes. What do 
you think they’re made of?” 
“What is she putting on the bottom of her 
dress?” 
“How do you think she’s feeling?” 
 

Misty, “Does it look like a lion?” 
“DO you want me to put it up higher for a 
little moment?” 
“Do you need space?” 
Brenda, “Does anyone know how old 
Rosie was when she died?” 

Misty, “What happens to seashells when 
they land on the beach?” 
“What happened to this ant?” 
“What happens when the winter comes to 
our flowers and our grass?” 
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Karen, “Do you think he wants to paint 
what other people paint?” 
“Or do you think he wants to paint what 
he likes to paint?” 
“Does he want to paint flowers and 
people and houses?” 
“Is he drawing something?” 
“Is he trying to make a person?” 
“Does it make you feel bad to see the 
art?” 

Karen, “What do you think he’s 
hearing?” 
“Can anyone guess from the pictures 
what abstract art means?” 
“What do you think Addison?” 
“So are there any rules if you’re an 
abstract painter?” 

Rebecca, “Is he eating the newspaper?” 
Brenda, “eating the newspaper?” 
Rebecca, “Worms eat the newspaper?” 
Brenda, “Ours do, we put them in there, 
don't we?” 
 Rebecca “Do you think spiders are 
supposed to swallow dirt?” 
Rebecca, “Can worms walk upside 
down?” 
“Can worms put arms and legs in?” 
“Do you think worms are important to the 
earth?” 

Rebecca, “And what do they do with the 
newspaper when they eat them?” 
Brenda, “Why is that all he could do?” 
Rebecca, “Why do you think that’s true? 
Why do you think the earth never 
forgets?” 

Shyla, “See him building the house 
here?” 

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 

  



   

 157 

References 

 

Adichie, C. N. (2018, October 10) Chimamanda Ngozi Adichie’s closing story [Video  
file] Retrieved from https://youtu.be/jhSAgTcLFbE  

 
Adichie, C. N. (2009, July) The danger of a single story. [Video file] Retrieved from 

https://www.ted.com/talks/chimamanda_ngozi_adichie_the_danger_of_a_single
 _story?language=en 
 
Anderson, R., Hiebert, E., Scott, J., & Wilkinson, I. (1985). Becoming a nation of  

readers: The report of the Commission on Reading. Washington, DC: National  
Institute of Education.  

 
Ashton, E., Hunt, A., Nason, P., & Whitty, P. (2010). Diversity and social responsibility  

professional support document. Fredericton, NB: Department of Social  
Development, GNB.  

 
Ashton, E., Stewart, K., Hunt, A., Nason, P., & Scheffel, T. (2009). Play and playfulness  

professional support document. Fredericton, NB: Department of Social  
Development, GNB.  

 
Ashton, E., Hunt, A., & White, L. (2008). Well being professional support document.  

Fredericton, NB: Department of Social Development, GNB.  
 
Association for Library Service to Children. (2009). Randolph Caldecott Medal  

Committee Manual. Retrieved from 
http://www.ala.org/alsc/sites/ala.org.alsc/files/content/caldecott_manual_9Oct20
09.pdf  
 

Bang, M. (2016). Picture this: How pictures work. San Francisco, CA: Chronicle Books  
LLC.  
 

Beckley, T. (2015). State of Rural Canada Report, Canadian Rural Revitalization  
Foundation. Retrieved from http://sorc.crrf.ca/nb  
 

Beneke, S. J., Ostrosky, M., & Katz, L. G. (2008). Calendar time for young children:  
Good intentions gone awry. Young Children, 63(3), 12-16.  
 

Bemelmans, L. (1936). The golden basket. New York, NY: The Viking press. 

Bemelmans, L. (1953). Madeline’s rescue. New York, NY: Viking.  

Berger, I. (2015). Pedagogical narrations and leadership in early childhood education as  
thinking in moments of not knowing. Journal of Childhood Studies, 40(1), 130-
147. 



   

 158 

Bird, B., Danielson, J., & Sieruta, P. (2014). Wild things! Acts of mischief in children’s  
literature. Somerville, MA: Candlewick Press. 

 
Bishop, R.S. (1990). Mirrors, windows, and sliding glass doors. Perspectives, 6(3), ix– 

xi. 
 
Bissett, K. (2018, September 6). Election spotlight on New Brunswick’s low literacy  

rate: ‘An embarrassment’. National Post. Retrieved from 
https://nationalpost.com/pmn/news-pmn/canada-news-pmn/new-brunswick-
tories-promise-programs-to-address-provinces-low-literacy-rates  
 

Briggs, A.R.J., & Coleman, M. (2007). Research methods in educational leadership and  
management. Sage Publications. 
 

Brown, M. (1986). Lotus seeds: Children, pictures and books. New York, NY:  
Atheneum Books. 
 

Capuzza, J. (2019). “T” is for “transgender”: an analysis of children’s picture books  
featuring transgender protagonists and narrators. Journal of Children and Media 
DOI: 10.1080/17482798.2019.1705866. 
 

Chambers, A. (1993). Tell me: Children, reading and talk. Gloucestershire, UK: The  
Thimble Press. 
 

Chambers, A. (2011). Tell me (children, reading & talk) with the reading environment.  
Gloucestershire, UK: The Thimble Press. 

 
Chapman, R. (2016). A Case Study of Gendered Play in Preschools: How Early  

Childhood Educators’ Perceptions of Gender Influence Children’ s Play. Early 
Child Development and Care, 186(8), 1271–1284.   

 
Chen, C.Y. (2004). Guji Guji. La Jolla, CA: Kane Miller EDC Publishing.  
 
Clark, A. (2017). Listening to young children: A guide to understanding and using the  

mosaic approach. (3rd ed.) London, UK: Jessica Kingsley Publishers. 
 

Collins, K., & Glover, M. (2015). I am reading: Nurturing young children's meaning  
making and joyful engagement with any book. (3rd ed.). Portsmouth, NH: 
Heinemann. 

 
Cox Gurdon, M. (2019). The enchanted hour: The miraculous power of reading aloud in  

the age of distraction. New York, NY: HarperCollins Publishers.  
 
Cranton, P., & Merriam, S. (2015). A guide to research for educators and trainers of  

adults. (3rd ed.). Malaber, FL: Krieger Publishing Company.  
 

Cronin, D. (2003). Diary of a worm. New York, NY: HarperCollins Publishers. 



   

 159 

Dahlberg, G., Moss, P., & Pence, A. R. (1999). Beyond quality in early childhood   
education and care: Postmodern perspectives. London, UK: Falmer Press. 
 

Damber, U. (2015). Read-alouds in preschool - A matter of discipline? Journal of Early  
Childhood Literacy, 15(2), 256-280.  

 
Davies, B. (2014). Listening to children: being and becoming. New York, NY:  

Routledge. 
 

de la Peña, M. (2018, January 9). Why we shouldn't shield children from darkness.  
TIME. Retrieved from https://time.com/5093669/why-we-shouldnt-shield- 
children-from-darkness/ 
 

Derrida, J. (1976). Of grammatology. Trans. G. C. Spivak. Baltimore, MD: Johns  
Hopkins University Press. 
 

DiCamillo, K. (2018, January 12). Why Children's Books Should be a Little Sad. TIME,  
Retrieved from http://time.com/5099463/kate-dicamillo-kids-books-sad/  
 

DiCamillo, K. (2018, November 19). Kate DiCamillo on the magic of reading aloud  
[Video file] Retrieved from 
https://www.pbs.org/newshour/show/kate-dicamillo-on-the-magic-of-reading-
aloud 
 

Doonan, J. (1993). Looking at pictures in picture books. Gloucestershire, UK: The  
Thimble Press. 
 

Dorfman, L., & Cappelli, R. (2017). Mentor texts: Teaching writing through children's  
literature, K-6. (2nd ed.). Portsmouth, NH. Stenhouse Publishers. 

 
Dweck, C. S. (2002). The secret to raising smart kids. Scientific American Mind.  

December/January, 36-43.  
 
Dyson, A. H. (1997). Writing superheroes: contemporary childhood, popular culture,  

and classroom literacy. New York, NY: Teachers College Press.  
 
Dyson, A. H. (2013). Rewriting the basics: Literacy learning in children's cultures. New  

York, NY: Teachers College Press. 
 
Early Childhood Centre Research and Development Team, University of New  

Brunswick. (2008). New Brunswick curriculum framework for early learning  
and child care ~ English. Fredericton, NB: UNB Early Childhood  
Centre for the New Brunswick Department of Social Development.  

 
Elliot, E., Ashton, E., Hunt, A., & Nason, P. (2011). Our youngest children, learning  

and caring with infant and toddlers professional support document. Fredericton, 
NB: Department of Education and Early Childhood Development, GNB.  



   

 160 

Ewing, A. R., & Taylor, A. R. (2009). The role of child gender and ethnicity in teacher– 
child relationship quality and children's behavioural adjustment in 
preschool. Early Childhood Research Quarterly, 24(1), 92–105. 

 
Fielding, M., & Moss, P. (2011). Radical education and the common school: A  

democratic alternative. London, UK: Routledge. 
 

Fisher, D., Flood, J., Lapp, D., & Frey, N. (2004). Interactive read-alouds: Is there a  
common set of implementation practices? The Reading Teacher, 58(1), 8-17. 

 
Fox, M. (1993). Radical reflections: Passionate opinions on teaching, learning and  

living. San Diego, CA: Harcourt, Inc.  
 
Fox, M. (2001). Reading magic: Why reading aloud to our children will change their  

lives forever. New York, NY: Houghton Mifflin Harcourt  
Publishing Company.  

 
Fox, M. (2008). Reading magic: Why reading aloud to our children will change their  

lives forever. (2nd edition). New York, NY: Houghton Mifflin Harcourt  
Publishing Company.  
 

Fox, M.  (2013). What next in the read‐aloud battle?: Win or lose?. The Reading  
Teacher, 67(1), 4-8.  
 

Fletcher, R. (1993). What a writer needs. Portsmouth, NH: Heinemann.  
 
Fletcher, R. (2017). Joy write: Cultivating high-impact low-stakes writing. Portsmouth,  

NH, Heinemann. 
 
Friedman, W. J.  (2000). The development of children's knowledge of the times of future  

events. Child Development, 71(4), 913-932.  
 

Gaiman, N. (2018). Art matters. New York, NY: HarperCollins Publishers.  
 
Galdoni, P. (1985) The Three Bears Boston, MA: Clarion Books. 
 
Gallas, K. (1997). Story time as a magical act open only to the initiated: What some  

children don't know about power and may not find out. Language  
Arts, 74(4), 248-254.  

 
Gallagher, C., & Rose, S. (2019). Learning and relating through pedagogical  

documentation professional support document. Fredericton, NB: Department of  
Education and Early Childhood Development. 
 



   

 161 

Gallagher, C., Rose, S., Stewart, K. & Whitty, P. (2019). Learning and caring with our  
young children professional support document. Fredericton, NB: Department of  
Education and Early Childhood Development.  

 
Goldberg, N. (2016). Writing down the bones: Freeing the writer within. Boston, Mass:  

Shambhala Publications, Inc.  
 

Goldschmied, E., & Jackson, S. (2004). People under three: Young children in day care.  
(2nd ed.). New York, NY: Routledge.  

 
Graves, D.H., & Kittle, P. (2005). My quick writes: For inside writing. Portsmouth, NH:  

Heinenmann. 
 
Grimm, J., & Grimm, W. K. (1997). Rapunzel. New York: NY: Penguin Young Readers  

Group.  
 

Hachey, S., Rose, S., & Whitty, P. (2013). Valuing early learning and child care in  
action collaborative assessment tool (CAT). Fredericton, NB: Department of  
Education and Early Childhood Development, Government of New Brunswick.  

 
Harvey, P. (Host). (1951-2009). The Rest of the Story. In Harvey Jr., P., ABC Radio  

Networks.  
 
Haynes, J. (2007) Listening as a Critical Practice: Learning from Philosophy with  

Children, PhD thesis submitted for examination to University of Exeter.   
 
Haynes, J. & Murris, K. (2009). Opening up space for children's thinking and  

dialogue. Farhang, No. 69, p.175-188.  
 
Hickman, J. (1981). A New Perspective on Response to Literature: Research in an  

Elementary School Setting. Research in the Teaching of English, 15(4), 343-354. 
Retrieved from https://www.jstor.org/stable/40170933 
 

Hoose, P., & Hoose, H. (1998). Hey, little ant. Toronto, ON: Tricycle Press.  
 
Horning, K. T. (2010). From cover to cover: Evaluating and reviewing children's book.  

New York, NY: HarperCollins Publishers.  
 

Hyman, T. (1983). Little Red Riding Hood. New York: Holiday House. 
 
Jacobs, G. (2017). "A guided walk in the woods': boundary crossing in a collaborative  

action research project. Educational Action Research. 25:4. 575-593.  
 

James, B. (1994). The Mud Family. Oxford, UK: Oxford University Press. 
 
Jeffers, O. (2005). Lost and found. London, UK: HarperCollins Children's.  
 



   

 162 

Jenkins, S. (2009). Never smile at a monkey: And 17 other important things to  
remember. New York, NY: Houghton Mifflin Books for Children.  

 
John, J. (2014). Goodnight already!. New York, NY: HarperCollins. 
 
John, J. (2015). I love you already. New York, NY: HarperCollins.  
 
John, J. (2017). Come home, already!. New York, NY: HarperCollins.  
 
John, J. (2018). All right already!: A snowy story. New York, NY: HarperCollins.  
 
Johnston, P. H. (2004). Choice words: How our language affects children's learning.  

Portland, ME: Stenhouse Publishers. 
 

Johnston, P. H. (2012) Opening Minds: Using language to change lives.  
Portland, ME: Stenhouse Publishers. 
 

Johnston, P. H. (2016, June). Engagement, resilience and children’s development.  
Keynote presentation at the Learn2Learn Conference, Rothesay, NB. 
 

Johnston, V. (2016). Successful read-alouds in today's classroom, Kappa Delta Pi  
Record, 52(1), 39-42.  
 

Justice, D. H. (2018). Why Indigenous literatures matter. Waterloo, ON: Wilfrid Laurier  
University Press.  
 

Kiefer, B. Z., & Huck, C. S. (2010). Charlotte Huck's children's literature. Boston, MA:  
McGraw-Hill. 
 

King, S. (2000). On writing: A memoir of the craft. New York: Scribner. 
 
Klassen, J. (2011). I want my hat back. Somerville, Mass: Candlewick. 
 
Klassen, J. (2014). Sam and Dave dig a hole. Somerville, Mass: Candlewick.  
 
Klassen, J. (2016). We found a hat. Somerville, Mass: Candlewick.  
 
Kleeck, A., Stahl, S., & Bauer, E. (Eds.). (2003). On reading books to children: Parents  

and teachers. Mahwah, NJ: Lawrence Erlbaum Associates, Inc.  
 

Kuby, C. & Rucker, T.G. (2016). Go be a writer!: expanding the curricular boundaries  
of literacy learning with children. New York, NY: Teachers College Press.  
 

Lacy. L. E. (1986). Art and design in children's picture books: An analysis of  
Caldecott award-winning illustrations. Chicago, IL: American Library 
Association.  

 



   

 163 

Langford, R. (2010). Innovations in provincial early learning curriculum frameworks.  
Child Care Resource and Research Unit Occasional Paper No. 24. Retrieved  
from http://www.chilcarecanada.org/sites/defualt/files/op24_0.pdf 

 
Lane, H., & Wright, T. (2007). Maximizing the effectiveness of reading aloud.  

The Reading Teacher, (60)7, 668-675.  
 

Layne, S. (2015). In defense of read-alouds: Sustaining best practice. Portland,  
ME: Stenhouse Publishers. 
 

Lenz Taguchi, H. (2010). Going beyond the theory/practice divide in early childhood  
education: Introducing an intra-active pedagogy. New York, NY: Routledge.  
 

Lowrey, J. S. (1942). The poky little puppy. Racine, WI: Western Publishing  
Company. 
 

Mackey, M. (2016). One Child Reading: My Auto-Bibliography Edmonton, AB:  
University of Alberta Press. 
 

MacNaughton, G., & Hughes, P. (2009). Doing action research in early childhood  
studies: A step by step guide. Berkshire, UK: McGraw-Hill. 
 

Marshall, J. (2000). The three little pigs. New York, NY: Grosset & Dunlap.  
 
McCain, M. (2017, September). Educating for democracy. Public lecture at Annual  

Lecture for the McKenna Centre for Communications and Public Policy  
Distinguished Speaker Series, Fredericton, NB. 
 

McCloskey, K. (2015). We dig worms! New York, NY: TOON Books. 
 
McGee, L., & Schickedanz, J. (2007). Repeated interactive read-alouds in preschool and  

kindergarten. The Reading Teacher, 60(8), 742-751.  
 

McDaniel, C. (2004). Critical Literacy: A questioning stance and the possibility for     
change. The Reading Teacher, 57(5), 472-482.  
 

McDermott, G. (1972). Anansi the spider: A tale from the Ashanti. New York,  
NY: Henry Holt & Company.  
 

McLean, C. (2020). Personal communication.  
 

McNiff, J. (2016). You and your action research project. (4th ed.). New  
York, NY: Routledge.  
 

McNiff, J., & Whitehead, J. (2010). You and your action research project. New York,  
NY: Routledge.  
 



   

 164 

Meek, M. (1995). The critical challenge of the world in books for children. Children's  
Literature in Education, 26(1), 5-23.  
 

Mellonie, B., & Ingpen, R. (1983). Lifetimes: A beautiful way to explain death to  
children. New York, NY: Bantam Books.  
 

Mol, S., Bus, A., & de Jong, M. (2009). Interactive book reading in early education: A  
Tool to stimulate print knowledge as well as oral language. Review of  
Educational Research, 79(2), 979-1007.   
 

Morgan, A. (1994). The Magic Hockey Skates. Markham, ON: Fitzhenry and Whiteside. 
 
Moss, P.  (2016). Why can’t we get beyond quality?. Contemporary Issues in Early  
 Childhood, 17(1), 8-15. 
 
Moss, P. (2014). Transformative change and real utopias in early childhood education: a  

story of democracy, experimentation and potentiality. New York, NY: 
Routledge.  

 
Moss, P., & Pence, A. (1994). Valuing quality in early childhood services: New  

approaches to defining quality. New York, NY: Teachers College Press. 
 

Moustakas, C. (1990). Heuristic research: Design, methodology, and applications.  
Newbury Park, CA: Sage.  

 
National Association for the Education of Young Children (n.d.). Technology and  

interactive media as tools in early childhood programs serving children from 
birth through age 8. https://www.naeyc.org/resources/topics/technology-and-
media/resources 
 

National Council of Teachers of English. (2019, November 7). Statement on 
 independent reading. https://ncte.org/statement/independent-reading/ 

 
Newkirk, T. (2014). Minds made for stories: How we really read and write  

informational and persuasive texts. Portsmouth, NH: Heinemann. 
 
Newkirk, T. (2017). Embarrassment: And the emotional underlife of  

learning. Portsmouth, NH: Heinemann.  
 
Nodelman, P. (1988). Words about pictures: The narrative art of children's picture  

books. Athens, GA: University of Georgia Press.  
 

O'Conner, J. (2005). Fancy Nancy. New York, NY: Harper Collins.  
 
O'Conner, J. (2007). Fancy Nancy and the posh puppy. New York, NY: Harper Collins.  
 
O'Conner, J. (2012). Fancy Nancy, super sleuth. New York, NY: Harper Collins.  



   

 165 

 
Osgood, J., & Robinson, K. H. (2017). Celebrating Pioneering and Contemporary  

Feminist Approaches to Studying Gender in Early Childhood. In: Smith, K., 
Alexander, K., Campbell, S. (eds) Feminism(s) in Early Childhood. Perspectives 
on Children and Young People, vol 4. Springer, Singapore. 
 

Paciga, K. A., Lisy, J. G. & Teale, W. H. (2009). Examining student engagement in  
preschool read alouds. K. Leander, D. W. Rowe, D.K. Dickinson, M. Hundley, 
R. T. Jimenez, & V. J. Risko, (Eds.), 59th Yearbook of the National Reading 
Conference. Oak Creek, WI: National Reading Conference. 
 

Pahl, K. & Rowsell, J. (2010). Artifactual Literacies: Every object tells a story. New  
York, NY: Teachers College Press.  
 

Paley, V. G. (1997). The Girl with the brown crayon: How children use stories to shape  
their lives. Cambridge, MA: Harvard University Press.  

 
Patton, M. Q. (2002). Qualitative research and evaluation methods (3rd ed.). Thousand  

Oaks, CA: Sage Publications. 
 
Paul, L. (1998). Reading otherways. Stroud, Glos: The Thimble Press.  
 
Pena, M. (2018, January 9). Why we shouldn't shield children from darkness. TIME.  

Retrieved from http://time.com/5093669/why-we-shouldnt-shield-children-from-
darkness  
 

Pilkey, D. (n.d.) Dav Pilkey. https://pilkey.com/author 
 
Polacco, P.  (1990). Babushka’s Doll. New York, NY: Simon & Schuster books for  

young people. 
 
Prioletta, J. (2019). Patriarchy in the preschool classroom: Examining the effects of  

developmental ideologies on teachers’ perspectives and practices around play  
and gender. Contemporary Issues in Early Childhood. 
https://doi.org/10.1177/1463949119831461 
 

Province of New Brunswick. (2018). Operator Manual Full-time and Part-time Early  
Learning and Childcare Centres Education and Early Childhood Devleopment  
Retrieved from www2.gnb.ca Fredericton, NB: Province of New Brunswick. 
 

Province of New Brunswick. (2016). 10-year education plan - Everyone at their best  
(Anglophone Sector). Fredericton, NB: Province of New Brunswick. 

 
Quicksilver Translate. (n.d.). Retreived from  

https://quicksilvertranslate.com/quicksilvertranslate-com-language- 
services/audiovisual-interpreting/transcription-services/types-of-transcription.  
 



   

 166 

Ray, K. W., & Glover, M. (2008). Already Ready: nuturing writers in preschool and  
kindergarten. Portsmouth, NH: Heineman. 
 

Reid, B. (2007). Sing a song of Mother Goose. Markham, ON: Scholastic Canada.  
 
Reynolds, (2012, November 10). Why picture books are important. 

https://picturebookmonth.com/why-picture-books-are-important-by-peter-h-
 reynolds/ 
 
Rogers-Whitehead, C., & Fay, J. (2010). Managing children's behavior in storytimes:  

Two librarians' experiences. Children & Libraries; Chicago, 8(1), 8-12.  
 
Rose, S., Bateman, J., & Hanksion, R. (2013). Experiencing Weather, workshop for  

NBTA professional learning event, Miramichi, NB May 2013. 
 

Rose, S., & Whitty, P. (2010). Communication and Literacies Professional Support  
Document. Fredericton, NB: Social Development, Government of New  
Brunswick by the Early Childhood Centre.  

 
Rose, S., & Whitty, P. (2010).  “Where do we find the time to do this?” Struggling  

Against the Tyranny of Time. The Alberta Journal of Educational Research. 
56(3), 257-273. 

 
Rosenstock, B. (2014). The Noisy Paint Box: The colors and sounds of Kandinsky's  

abstract art. New York, NY: Knopf books for young readers.  
 
Rosenthal, A. K. (2007). The OK book. New York, NY: HarperCollins. 
 
Rosenthal, A. K. (2009). Duck!Rabbit!. San Francisco, CA: Chronicle Books LLC.  
 
Rosenthal, A. K. (2015). I wish you more. San Francisco, CA: Chronicle Books LLC. 
 
Rosenthal, A.K. (2016). Holy cow, I sure do love you. New York, NY: Abrams.  
 
Rowe, D. W. (2000). Bringing books to life: The role of book-related dramatic play in  

young children's literacy learning. In K. A. Roskos & J. F. Christie (Eds.), Play 
and literacy in early childhood: Research from multiple perspectives (pp. 3–25). 
Mahwah, NJ: Erlbaum. 

 
Sawyer, W. (2009). Growing up with literature. (5th ed.). Delmar & Learning.   
 
Schickedanz, J. A (1999). Much more than the ABCs: the early stages of reading and 

writing. Washington, DC: National Association for the Education of Young 
Children. 
 



   

 167 

Schickedanz, J. A., & Casbergue, R. M. (2004). Writing in preschool: Learning to  
orchestrate meaning and marks. Newark, DE: International Reading Association  
Inc.  
 

Schickedanz, J. A., & Collins, M. F. (2013). So much more than ABCs: The early  
phases of reading. Washington, DC: National Association for the Education of  
Young Children. 
 

Selznick, B. & Serlind, D. (2018). Baby monkey, private eye. New York, NY:Scholastic  
Press.  
 

Shannon, P., & Goodman, K. (1994). Basal readers: A second look. Katonah, NY:  
R.C. Owen. 

 
Shareski, D. (2016). Embracing a culture of joy. Bloomington, IN: Solution Tree Press.  

 
Sipe, L. (2002). Talking Back and Taking over: Young Children's Expressive  

Engagement during Storybook Read-Alouds. The Reading Teacher, 55(5), 476- 
483.  
 

Smith, C. L. (2000). Jingle Dancer. New York, NY: HarperCollins Publishers. 
 
Smith, F. (1985). Reading without nonsense. New York, NY: Teachers College Press.  
 
Smith, F. (1988). Joining the literacy club. Portsmouth, NH: Heinemann.  
 
Solomon, A. (2014, March). How the worst moments in our lives make us who we are.  

[Video file] Retrieved from  
https://www.ted.com/talks/andrew_solomon_how_the_worst_moments_in_our_l
ives_make_us_who_we_are?language=en   
 

Spufford, F. (2002) The child that books built: A life in reading. London: Faber and  
Faber. 
 

Stevens, J & Stevens Crummel, S. (2005). The Great Fuzz Frenzy. New York, NY:  
Houghton Mifflin Harcourt Publishing Company.  
 

Stewart, M. (2012, May 8) Author Maurice Sendak’s Favorite Books [Video File]  
Retrieved from https://youtu.be/ed5vR7F8N3g 
 

Stoler, P. (2012, May 9). From TIME’S Archive: Maurice Sendak on Children’s Books, TIME  
Retrieved from http://entertainment.time.com/2012/05/09/from-times-archive-maurice-
sendak-on-childrens-books/  
 

Stone, S. & Twardosz, S. (2001). Children's Books in Child Care Classrooms: Quality,  
Accessibility, and Reasons for teachers' Choices. Journal of Research in Childhood 
Education. 16:1, 53-69.  



   

 168 

Street, B. (2017). International struggles over 'low literacy' versus the alternative 'social  
practices' approach. In R. Zaidi & J. Rowsell (Eds.), Literacy lives in 
transcultural times. (pp. 32-42). New York, NY: Routledge.   

 
Stryker, S., & Whittle, S. (Eds.). (2006). The transgender studies reader. New York, NY:  

Routledge.  
 
Sulzby, E., & Teale, W. (1991). Emergent literacy. In R. Barr, M. L. Kamil, P. B. Mosenthal, &  

P. D. Pearson (Eds.), Handbook of reading research (Vol. 2, pp. 727-757). New York: 
Longman.  
 

The New Brunswick Teachers' Federation. (2017). Agreement between Treasury Board  
and The New Brunswick Teachers' Federation, March 1, 2016 to February 28, 
2021. Fredericton, NB. Retrieved from 
https://www2.gnb.ca/content/dam/gnb/Departments/ohr-brh/pdf/ca/201.pdf 
 

Thiel, J. (2016). Shrinking in, spilling out, and living through. In Enriquez, Johnson, et al. (Ed.).  
Literacies, learning and the body. (pp. 90 -104). New York, NY: Routledge. 

 
Thorne, B. (1993). Gender Play: Girls and Boys in School. New Brunswick, NJ: Rutgers  

University Press. 
 
Tozer, A. (2018). Personal journal. Unpublished, Fredericton, NB. 
 
Trelease, J. (2013). The read-aloud handbook. (7th ed.). New York, NY, Penguin Books.  
 
Trenholme Counsell, M. & Roy, L. (2016). The power of literacy - Moving towards  

New Brunswick's comprehensive literacy strategy. Fredericton, NB: Province of 
New Brunswick.  
 

Tschida, C., Ryan, C., & Ticknor, A. (2014). Building on windows and mirrors:  
Encouraging the disruption of "single stories" through children's literature.  
Journal of Children's Literature, 40(1), 28-39.  

 
Unger, R. M. (2004) False Necessity: Anti-necessitarian Social Theory in the Service of  

Radical Democracy. 2nd Edn. London: Verso.  
 

Varlas, L. (2018). Why every class needs read alouds. ASCD, Vol. 60. Retrieved from 
 http://www.ascd.org/publications/newsletters/education-
 update/jan18/vol60/num01/Why-Every-Class-Needs-Read-Alouds.aspx 
 
Walkerdine, V. (1986).  Progressive Pedagogy and Political Struggle: Valerie  

Walkerdine looks back at an educational fantasy. Screen, Vol. 27, Issue 5 Pp. 54-
61 https://doi.org/10.1093/screen/27.5.54 
 

White, E.B (1952) Charlotte's Web. New York, NY: Harper & Brothers.  
 



   

 169 

Whitehurst, G. L.  (1992). Dialogic reading: An effective way to read aloud with young  
children. https://www.readingrockets.org/article/dialogic-reading-effective-way-
read-aloud-young-children 
 

Whitehurst, G.L., Arnold, D.S., Epstein, J.N., Angell, A.I., Smith, M., & Fischel, J.E.  
(1994). A picture book reading intervention in day care and home for children 
from low-income families. Developmental Psychology. 30, 679-689. 
 

Wilson, (2002). Bear snores on. New York, NY: Little Simon. 
  
Whitty, P., & Haché, C. (2016). Valuing children, families and childcare New  

Brunswick child care review task force final report. Fredericton, NB: Province of 
New Brunswick. 
 

Wiesner, D. (n.d.). David Wiesner. davidwiesner.com.  
 
Wiesner, D. (1988). Free Fall. New York, NY: HarperCollins Publishers. 
 
Wiesner, D. (1992). June 29, 1999. New York, NY: Clarion Books. 
 
Wiesner, D. (2001). The Three Pigs. New York, NY: Clarion Books. 
 
Wiesner, D. (2013). Mr. Wuffles! New York, NY: Clarion Books. 
 
Wohlwend, K. E. (2011). Playing their way into literacies: Reading, writing and  

belonging in the early childhood classroom. New York, NY: Teachers College  
Press. 
 

Wohlwend, K. E. (2013). Literacy playshop: New literacies, popular media, and play in  
the early childhood classroom. New York, NY: Teachers College Press. 
 

Yelland, N. (1998). Gender in early childhood. New York, NY: Routledge. 
 

Zevenbergen, A. A., & Whitehurst, G. J. (2003). Dialogic reading: A shared picture  
book reading interevntion for preschoolers. In van Kleeck, A., Stahl, S. A., & 
Bauer, E. B. (Eds.).(2003). On reading books to children: parents and teachers. 
New York, NY: Routledge.  

 
 

 
 

 
 
 
 



   

 
 

CURRICULUM VITAE 
Angela Tozer  

 
 
 
EDUCATIONAL RECORD: 
 
M.Ed. Faculty of Education, University of New Brunswick, Fredericton, Canada, NB 

Thesis Title:  Investigating Read Alouds: A Self-Study In The Company Of 
Children And Early Childhood Educators  

 
B.A., Psychology, Faculty of Arts, University of New Brunswick, Fredericton, NB 
(1996). 
 
PUBLICATIONS:     
 
Tozer, A. (2019). Snuggling-In: Disrupting Quality in Picture books. Antistasis. 
https://journals.lib.unb.ca/index.php/antistasis/article/view/28740/1882524548 
 
 
SELECTED PRESENTATIONS OF SEMINARS, CLINICS, AND 
WORKSHOPS: 
    
Child Made Books: The Power of the Blank Page, Early Childhood Literacy Harvest, 
Department of Education and Early Childhood Development, Fredericton, New 
Brunswick, (23 participants) November 17, 2018.  
 
Transforming your Book Shelves: Questioning Reading Encounter, In a reflective 
conversation, I challenged participants to rethink reading with children. Examining 
books read to/with children, reconsidering the books placed throughout centres and 
thinking deeply about the relationship between educators, children, and books. Invitation 
to Explore: Day Full of Curriculum, PiCS 8th Annual Fall Conference, Moncton, NB 
(300 participants) September 28, 2018.  
 
Invitations to Play workshop, early childhood educators were given the opportunity to 
have hands-on experiences with a variety of invitations of play and inviting them to 
think about how invitations are set up in their own classrooms and learning 
environments. Invitation to Explore: Day Full of Curriculum, PiCS 8th Annual Fall 
Conference, Moncton, NB (workshop was delivered twice, 75-90 participants each 
session) September 28, 2018. 
 
Oliver Jeffers, an author study for A Day of Play-full-nes, Fredericton, New Brunswick, 
(60 participants) January 17, 2018.  
 
Positive Child Guidance, a workshop (one full day and one evening follow-up session) 
for early childhood educators to provide and generate from their experiences and 



   

 
 

strategies that involve: positive engagement processes with self and others including 
children, adults, materials and various environments; the key role of educator in 
modeling, and co-participating as a way of encouraging strategies for promoting self-
identity, self-confidence and self-control while learning and living together. We also 
deepened our understandings of pedagogies of listening with children; learning about the 
child through the parents; inviting the parents to share their goals for the children; and 
problem solving with children and families, Woodstock, NB (24 participants) January 
2018.  
 
Authors and Illustrators, Facilitated session for Department of Education and Early 
Childhood Development Exploring Literacies Fredericton, New Brunswick, (150 
participants) November 25, 2017.  
 
Grandparents and Grand persons: Bringing Literacy to Life, Literacy Coalition of New 
Brunswick, Co-facilitated a session on literacy, Fredericton, New Brunswick, October 
24, 2017.  
 
Quality Play Environments – a workshop (one full day and one evening follow-up 
session) for early childhood educators on the value of the environment as a third teacher, 
planning for indoor and outdoor learning, embracing the value and responsibility of 
being outside in all weather, and understanding the benefits of risky play including 
rough and tumble, Woodstock, NB (12 participants) October 2017.   
 
Dancing with authors and illustrators: Exploring Interactive Read Aloud, Facilitated 
workshop for 30 participants, Moncton, New Brunswick, September 29, 2017.  
 
The Bridging Year Project, Co-facilitated 10 Sessions with Early Childhood Educators 
and Kindergarten Teachers, Collaboration of Department of Education and Early 
Childhood Development and University of New Brunswick Early Childhood team, 
January to May 2017. 
 
Children’s Composing Through Pictures, Play and Print, With Sherry Rose, Hannah 
Jarvis, Kristy Fitzpatrick and Candace Gallagher, Designing Environments of Creative 
Thinking for Early Years and K-5 Educators, NBTA Elementary Council Days, May 6-
7, 2016.  
 
Valuing Early Learning and Child Care in Action Collaborative Assessment Tool 
presentation, Department of Education and Early Childhood Development: Co-
facilitated 2 sessions with Early Childhood Educators and Directors (56 participants) 
Fredericton, New Brunswick, 2015. 
 
Each Child Matters, New Brunswick Association for Community Living.  Yearly 
workshops presented to parents and early childhood educations, 2007 – 2010. 
 
Welcome to Kindergarten, parent Sessions at eight schools, Department of Education, 
District 17, 2011-2012. 
 


