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perspectives by asking students to comment on his research. The dialogue that ensued 

revealed a difference in the ways Dan and his students perceived the beliefs of the 

aborigines. Some of the students’ comments seemed to devalue the aborigines’ beliefs 

on animism or the supernatural as being based on their irrationality while Dan tried to 

lead the students to understand the aborigines’ perspectives. However, to what extent 

can teachers guide and challenge students without discouraging them from fully 

exploring the implications of their own perspectives?  

Design without power  

It appears that Dan’s SEAJE analytical framework provided the students with 

opportunities to relate the themes of the oral text with their personal lives. This focus 

on the personal is revealed in the following excerpt from a student’s final paper (see 

Figure 6.30): 

 

 
 Figure 6.30--Dan’s Student’s Inclusion of Personal Experience in an Academic Paper 

 

A focus on personal experiences usually motivates students because it provides 

opportunities for self-identification (Ciardiello, 2004). However, although the 

application part of the SEAJE framework invites students to link the text not only 

with their personal experiences but also with social issues (see Appendix N), the 
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students’ final papers revealed that they were generally unable to make critical 

comments on the implications of the text for broader social, political, economic and 

cultural contexts. The students appreciated the oral literature for its metaphors and 

imagery (SW2-D), and for its being reflective of the region’s culture, particularly 

regarding superstition (SW1-D; SW3-D). On the other hand, they also noted as 

weaknesses its author’s inability to integrate values into it (SW3-D) or to make ‘a 

definite stand … on what it condemns or supports … which makes the story less 

profound’ (SW2-D). Perhaps the choice of text may have limited the students in 

practising critical literacy skills in their designs. This suggests that a teacher’s 

selection of texts that provide opportunities to analyse and reflect on broader power 

relations could affect the kind of critical designs that students produce. 

Design without access 

In discussing his plans for the second module, Dan indicated that the students would 

illustrate their interpretation of an oral text as one of the class activities. He later 

decided, instead, to require a written critique of an oral text (AL4-D) using the SEAJE 

framework as rubric for assessment (MC2-D). For this final submission, the students 

were to incorporate images in their paper ‘to become more open to multiple 

expressions not only in words but also nonverbal ways’ (MC2-D). This integration of 

images in the essay seemed to show Dan’s openness to the idea of composing 

multimodal texts. Nevertheless, without access to knowledge on how images can be 

used to reinforce authors’ messages, the students’ use of images in academic papers 

may not serve any deeper purpose. 

 

For example, a student selected the image in Figure 6.31 to represent the concrete 

bridge in the text. It appears however that the choice of image jars with the provincial 

setting and the feeling of eeriness suggested by the story (see translated version of the 

oral text in Appendix O). 
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Figure 6.31 – A Representation of the Concrete Bridge in the Oral Literature 

 

If multimodal texts are to be part of assessment tasks, students need to have access to 

knowledge about designing texts using a combination of modes to better convey their 

intended messages. Moreover, the students’ ability to effectively combine semiotic 

modes should also be reflected in assessment rubrics to signal to the students that 

designing multimodal texts is as legitimate and important a means of displaying 

critical ability as using words (Wyatt-Smith & Kimber, 2009). 

Design without diversity 

Dan assessed the students’ analyses of the oral literature titled At the Concrete Bridge 

based on the SEAJE analytical framework (MC2-D). This framework involves 

summarising the text, elaborating an analysis based on details, applying literary 

theories, judging the merits and weaknesses of the text, and extending the analysis by 

connecting ideas to other literary theories or texts (AL3-D; see Appendix N). The 

extension part of the framework in particular provides opportunities for students to 

draw on their knowledge of literary theories in making sense of the text. Dan’s 

suggestion that students should use the theory of hybridity in their final paper (CO3-

D) appears to have been accepted by one student. In the following excerpt, the student 

appears to pose a similar argument as the one Dan presented in the second module. 

They both seem to argue that the texts studied contradict common cultural traits 

assigned to the region such as being religious (see Figure 6.32). 
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The	second	interesting	thing	that	is	very	noticeable	in	the	story	is	that	there	is	no	
mention	at	all	of	God	or	supreme	being.	The	typical	XX	always	invokes	the	help	of	God	in	
times	of	dire	need.	This	is	especially	true	if	the	problem	is	difficult	to	control,	regulate	or	
manipulate,	and	that	the	only	possible	rescue	is	through	divine	intervention.	However,	
in	the	story,	although	the	experience	is	very	uncanny	and	unnatural,	there	is	no	request	
or	ejaculation	mentioned	although	normally,	it	would	elicit	immediate	utterance	of	the	
God,	considering	the	religious	nature	of	XX.	This	reaction	is	very	much	abnormal	to	a	
typical	Filipino.	

Figure 6.32-Adoption of Dan’s Suggested Analytic Lens in a Students’ Paper 

 

One wonders whether this student's analysis reflected his own beliefs or whether it 

was influenced by Dan’s point of view, as a result of being constantly exposed to his 

teacher’s papers as models for literary criticism. Dan reported providing his students 

with copies of his papers as a general practice to guide literary analysis (AL1-D; 

CO2-D; CO3-D; AL4-D; AL3-G; AL5-D). Such practice may provide scaffolding for 

students’ application of learning, but may also encourage students to conform to the 

arguments of their teacher, on whom they relied to attain their grades. This 

relationship may have inhibited them from taking on new positions. Providing 

students with alternative resources and a wider choice of analytic lenses may have 

recognised and valued students’ varied perspectives. 

Dan’s ending points for critical literacy 

Dan indicated that he had been practising critical literacy in his classes even before 

the action learning of this inquiry, albeit under another name: deconstruction. Dan 

reported finding similarities between the tenets of critical literacy and Jacques 

Derrida’s deconstruction theory. Dan explained: 
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[Critical literacy and deconstruction are] almost the same … because the main 

idea of deconstruction is going beyond boundaries that imprison us, that 

oppress us, consciously and unconsciously and transcend them. It can be 

related to many other endeavours like feminism, Marxism, and any movement 

that go beyond cultural oppression (AL5-D). 

 
For Dan, there are several ways a teacher can encourage the practice of critical 

literacy: First, it involves teachers selecting texts that emphasise power relations 

(AL1-D). For Dan, it is important that students are encouraged to be critical readers, 

able to perceive the different power relations in texts and society, ranging from the 

obvious to the subtle (AL1-D), and able to evaluate the strengths and biases in 

authors’ representations and ideologies (CO2-D; AL3-D). Dan also stated that a 

critical reader must be able to ‘[move] from a single, absolute fixed interpretation 

towards an open interpretation’ (CO2-D). However, he emphasised that critical 

readers do not stop at unmasking these multiple and hidden meanings in a text (AL3-

D; AL3-G). They should be able to connect the themes to their daily experiences, 

improve their ways of relating with other people, and if possible, do something to 

change society (AL1-D; AL3-D: CO1-D; CO2-D).  

 

Dan believed that providing students with opportunities to respond to texts in this way 

enabled them to modify their perspectives. A change of perspective, according to 

Dan, is possible because ‘we are continually exposed to multiple and sometimes 

conflicting cultures which are not normal but rather culturally produced’ (AL1-D). 

Dan nevertheless noted that it is difficult to address social problems, but students can 

start this change in themselves by deciding to have ‘internal power’. He recognised 

that this desire for self-empowerment may not happen immediately, in view of the 

students’ youth, but he hoped that over time this was possible (AL1-D).  

 

A critical literacy teacher must also be willing to transcend the boundaries of 

literature and tradition to include ‘marginalised’, ‘silenced’ or ‘unexplored’ genres 

(AL1-D; AL3-D; CO3-D). Dan’s predominant use of the regional oral texts for 

analysis in his Literary Criticism class (AL1-D; AL1-G; AL2-D; AL3-G; CO3-D) 

seemed to be his way of empowering this marginalised text form.  
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Moreover, Dan’s willingness to ‘welcome other possibilities’ (AL5-D) enabled him to 

try using as a resource the picturebook genre as well. Dan indicated that interpreting 

pictures is time consuming (AL3-G; AL5-D) but he acknowledged the value of 

picturebooks as texts that ‘will give more quality to the analysis of a single piece of 

literature’ (AL5-D). Dan explained: 

Reading is a culturally defined way of giving meaning to a part of reality. It is 

not limited to giving meaning to orally articulated or printed forms of 

language … but includes the way people give meaning to other parts of reality 

like shape, colour, size, sound, or even silence. (AL1-D) 

 

He further stated that ‘we have to be open to analysis not only of words but signs, 

colours, shapes’ (AL5-D) because ‘we cannot be very critical if we limit ourselves to 

mere language or verbal articulation’ (AL3-G). Dan appreciated the overall 

suggestion made in this inquiry to include multimodal texts as a regular part of 

teachers’ resources to develop students’ critical literacy (AL1-G; AL2-G). Dan 

remarked that this aspect of the inquiry was a ‘significant learning’ (AL5-D) for him. 

The belief that multimodal texts are alternative ways of expressing meaning aside 

from using words appeared to be a change in perspective for Dan. 

 

Dan maintains, however, that the critical literacy approach is more appropriately 

taught to ‘above-average’ (AL5-D) and more mature students (AL3-D), whom he 

believed are more characteristic of college students in the higher levels. According to 

Dan, such students can handle the critical literacy approach because it is a highly 

cognitive undertaking and requires the comprehension of complex theories (AL1-D; 

AL5-D). For Dan, the ability to be critical is based on ‘IQ, environment and genes’ 

(AL1-D; AL5-D) as well as knowledge and experience in reading theories (AL3-D).  

 

In conclusion, Dan gave the following advice to teachers of critical literacy: 

I would advise [teachers] to be open-minded and … really internalise and feel 

what they teach … You will only speak with passion and with life if you feel 

what you say, not if you only think about what you say. So the theory should be 

felt. It should be related to experiences and when you have this you will teach 

with spirit (AL5-D). 
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It appears that of the three teachers, Dan, the most experienced and oldest 

participating teacher was the one most exposed to the theory and practice of critical 

literacy. Dan was not only adept at analysing ideological messages in texts but also 

displayed an awareness of the groups with interests in promoting certain literacy 

practices in the Philippines. Moreover, Dan took a further step by taking the personal / 

social action of promoting regional culture and identity by emphasising marginalised 

genres in his syllabus and teaching. 

 

However, in his desire to expose students to the topics, genres and analytic lenses Dan 

valued most, he may have limited their ability to generate new possibilities and 

personal perspectives. Critical literacy also requires reflexivity about whose interests 

a teacher serves in their pedagogical decisions and actions. Are the students’ voices 

and choices recognised in the practice of critical literacy? Reflecting on this aspect 

may help Dan further strengthen his critical praxis. 

 

Chapter Summary 

This chapter examined teachers’ emerging definitions of critical literacy and the 

enablers and inhibitors they experienced in implementing their two literacy modules. 

Each module was analysed based on how the teachers negotiated the interdependence 

of power, access, diversity and design (Janks 2010) in their classes.  

 

Despite the complex nature of Janks’ model, data from classroom observations 

indicated that the teachers negotiated the practice of critical literacy orientations given 

the contextual realities in their classes and Luzviminda University. Enablers for 

critical literacy include: selecting texts that lead to discussions of inequitable 

relations, providing access to powerful genres, acknowledging students’ cultural 

capital, and allowing students to design alternative discourses. On the other hand, 

inhibitors of critical literacy include regulating students’ responses, guiding students’ 

interpretations, favouring conventional literacy practices, and making assumptions 

about the applicability of critical literacy. The next chapter will summarise the 

findings across the three cases in response to the research questions of this inquiry.
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Chapter Overview 

The purpose of this qualitative multiple case inquiry was to investigate the influences 

that shape teachers’ beliefs and practices regarding the teaching literacy at a 

university in the Philippines using the lens of a critical perspective. In fulfilling this 

main purpose, the inquiry set out to: 

• Engage the teachers in professional learning and inquiry in the teaching and 

learning of critical literacy 

• Explore the varied and changing perspectives of the teachers with regard to 

critical literacy 

• Describe and examine the classroom dynamics of how teachers and students 

negotiated the teaching and learning process in the light of the principles of 

critical literacy. 

 

The inquiry was guided by the following research questions: 

1. How can professional learning with a critical literacy focus support teachers’ 

literacy teaching? 

2. What enablers and inhibitors do teachers experience in implementing a 

critical literacy approach in their classes? 

3. What understandings do college teachers have about the teaching and 

learning of critical literacy? 

 

This chapter first discusses the findings in response to the research questions, 

followed by a discussion of their implications and limitations. The chapter ends by 

offering recommendations for further research and conclusions for this inquiry. 

Research Question 1: How can professional learning with a 
critical literacy focus support teachers’ literacy teaching? 

The action learning framework was used in this inquiry to support teachers’ 

professional learning about critical literacy teaching and learning. For one semester, 

the teachers and I engaged in a cycle of learning from experience through reflection 

and action (Aubusson, Ewing & Hoban, 2009). This cycle appeared to support the 
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teachers in three ways: development of their pedagogical knowledge of critical 

literacy; sharing as a community about possibilities, dilemmas and challenges of 

critical literacy, and providing the opportunity for micro-transformations in 

perspectives and practices to occur. Each of these is discussed below. 

Development of teachers’ pedagogical knowledge of critical literacy 

Critical literacy researchers advocate providing teachers with concrete examples of 

how critical literacy is taught in the classroom (Breunig, 2009; Janks et al., 2014; 

Rogers, 2014; White, 2009). Responding to this call, this inquiry began by showing 

teachers how multimodal texts can be used to develop critical literacy. Through 

analysing the elements of multimodal texts such as Facebook posts, newspaper 

articles and photos, political cartoons, and print and television advertisements, the 

teachers applied the principles of critical literacy to examining texts and their 

ideologies, exploring diverse and multiple perspectives, using alternative texts to 

analyse and compose texts, and responding to texts. Each of these principles is 

discussed: 

Examining texts and their ideologies 

Critical literacy provides learners with the tools to analyse ‘how texts work 

semiotically, linguistically … and politically to construct and position writers and 

readers in relations of power and knowledge’ (Luke et al., 1994, p. 35). The first step 

in critical literacy work is ideology critique (Sholle & Denski, 1993), which the 

teachers achieved through analysis of media texts. In the process, the teachers 

became more critically aware of how authors’ choices of language reveal their intent, 

and how they position readers to accept their points of view. The teachers also 

recognised the importance of focusing on other meaning-making modes such as 

sound, colour, lines, shots, angles, size, position and modality to discover authors’ 

ideologies. In doing so, the teachers were led to consider meaning-making resources 

beyond language alone.  The teachers’ modules manifested this same consideration 

of new literacy texts as means of ideological critique. Beth’s use of political 

cartoons, YouTube videos and photos invited students to read for author intent while 

Dan’s use of a picturebook enabled the students to read for symbols of domination 

and oppression in his first module. 
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Exploring multiple and diverse perspectives 

Analysis of media texts enabled the teachers to recognise that multimodal texts have 

their own meaning-making codes and systems, that these texts can express multiple 

and sometimes conflicting ideologies, and that readers from different contexts may 

perceive messages differently (Sholle & Denski, 1993). Critical reading, then, is not 

merely comprehension but extends to interpretation of meaning. Critical reading of 

texts does not privilege the author’s voice and stance but is also concerned with the 

effect of the message on the audience. It gives the audience the power to challenge 

the text and its underlying assumptions and ideologies through exploration of the 

audience’s multiple perspectives (Wallace, 2003). The teachers practised critical 

reading of texts by sharing their own interpretations of authors’ intentions in media 

texts and compared them with the effect that they created. The teachers’ responses 

revealed that most of the time they resisted the explicit as well as the underlying 

messages conveyed in the media texts during the workshops.  

Using alternative texts to analyse and compose texts 

Access to alternative texts was emphasised in the action learning meetings by 

making explicit the metalanguage of multimodal texts, with an emphasis on 

language, image and sound. The workshops enabled the teachers to determine how 

the elements of texts combined to coherently convey a message. In their own 

classrooms, the teachers showed openness to the idea of using multimodal texts as 

alternatives to those they had traditionally used. Beth showed this by using photos, 

videos and illustrations, Elaine by using photos and drama, and Dan by using a 

picturebook and oral literature.  

Responding to texts 

Responding to texts as an essential part of critical literacy was explored in the action 

learning workshops through an emphasis on social action projects (Bomer & Bomer, 

2001) and producing emancipatory discourses to give voice to the marginalised 

(Clark, Fairclough, Ivanič, & Martin-Jones, 1991). This was illustrated through the 

discussion on the Facebook post mentioned in Chapter 4.  The teachers extended the 

scope of activities in exploring students’ responses to texts. Beth emphasised 

personal reflection and Dan, personal plans for change while Elaine focused on a 

group reconstruction of a story that gave value to students’ interpretations.   
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Sharing as a community about critical literacy possibilities, dilemmas and 
challenges 

The action learning process provided the platform for the teachers to affirm each 

other’s effective critical literacy practices as well as share the challenges they 

experienced in implementing the principles of critical literacy in their classes.  

 

The teachers shared their suggestions for the successful implementation of the 

critical literacy approach. These suggestions included Elaine’s suggestion of ‘playing 

the devil’s advocate’ (AL1-G; AL3-G) to the students to allow them to see issues 

through a different lens and to expose students to a variety of text types to help them 

become familiar with a range of genre forms (AL1-G). Dan, on the other hand, 

suggested inviting students to put forward alternative ideas, giving them ‘enough 

time to think’ because such extended time leads to ‘deep’ rather than ‘superficial’ 

reading of texts (AL3-G) and constantly inviting students to dialogue (AL3-G). Beth 

shared her reflections on the importance of designing student-centred activities to 

allow the students to be ‘hands-on’ in fulfilling lesson objectives (AL3-G). 

 

During the action learning meetings, teachers also expressed their dilemmas about 

applying the principles of critical literacy considering their personal dispositions and 

professional contexts. Beth’s dilemmas centred on two things: 1) focusing on 

‘unearthing’ authors’ intended, ‘embedded’ meanings (AL3-G) or giving importance 

to students’ voices and varied interpretations (AL3-G; AL4-B; AL5-B); and 2) 

striking a balance between developing students’ functional literacy and critical 

literacy (AL1-G; AL3-G). Elaine’s dilemma, on the other hand, revolved around 

whether to emphasise independence by providing students with the opportunity to 

‘think and develop ideas on their own’ (AL5-E) or providing guidance through 

teacher questions and explicit directions towards critical development. Dan’s 

dilemma centred more on how to address valued academic norms. He shared his 

predicament about whether to emphasise breadth or depth in discussing topics in his 

Literary Criticism class, in which he perceived the quantity of topics in the syllabus 

as being valued more by administrators (AL3-G) than by teachers or students. He 

was likewise concerned with how much space to give to marginalised texts in class 
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such as oral literature, considering the cultural value given to foreign-authored, 

canon-oriented, print-based texts (SSI-D; AL3-G; CO3-D; AL5-D).  

 
One common challenge expressed by the three teachers in the action learning 

meetings was providing to students opportunities to design multimodal responses to 

the texts they read. In the first module, Beth and Elaine planned to let students 

illustrate through multimodal texts their definitions of a concept, whereas Dan shared 

his plan to let students illustrate an oral text in the second module. All teachers, 

however, changed their plans citing time constraints (MC2-B; AL4-D), lack of 

information on assessing multimodal texts (AL3-G), and irrelevance to the subject 

(AL5-D) as reasons. 

Providing the opportunity for micro-transformations in practice and 
perspectives to occur 

Perhaps the most important support of the action learning workshops was that they 

functioned as a catalyst for micro-transformations in the teachers’ perspectives and 

practices regarding literacy. It is useful to first define what is meant by ‘micro-

transformations’ and ‘practice’ in this context. Wolfe (2010b) defines micro-

transformations as the small shifts evident in a teacher’s practice and/or philosophy. 

Wolfe (2010b) explains that as there is no certainty that such shifts will be 

permanent, the focus for professional learning should be on the creation of 

opportunities for micro-transformations rather than on their permanency.  ‘Practice’ 

is defined in this inquiry as ‘sayings, doings and relatings that hang together’ 

(Kemmis et al., 2014, p. 55) in the pursuit of a purpose. Micro-transformations in the 

teachers’ practice in this inquiry, therefore, were identified based on how those 

beliefs and actions were coordinated in response to an expressed realisation.   

 

Collected data revealed that all teachers showed micro-transformations in their 

practice. Beth started to recognise the importance of using multimodal texts that 

reflect socio-political issues (CO1-B; CO2-B; CO3-B), determining authors’ 

underlying motives (CO1-B; CO2-B), and valuing students’ interpretations (CO3-B). 

Elaine was able to rethink her assumption that students would be able to intuitively 

comprehend texts without guidance (AL3-G). Elaine said, ‘That's something I 
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realised about [this] study – the way I think is not the way my students think’ (AL5-

E). It appears that towards the end of the inquiry, Elaine acknowledged the 

importance of not relying on her own assumptions about what students could do and 

being more sensitive to students’ needs in designing her lessons (AL5-E). Dan’s 

micro-transformation in practice was related to his willingness to use a picturebook 

as object of analysis for his Literary Criticism class (CO1-D; CO2-D). Dan stated 

that ‘literature … in modern times is very varied now … so we have to be open to 

analysis not only of words but signs, colours, shapes’ (AL5-D). Such statement 

illustrates Dan’s acknowledgment of the importance of providing students access to 

multimodal texts.  

 

Despite the limited time for professional learning, this inquiry seems to add to the 

findings of other studies that found providing time for reflection and sharing of 

insights with colleagues does aid in the understanding of and micro-transformations 

in practice (Aubusson et al., 2009; Leonard & Marquardt, 2010; Plauborg, 2009). 

The teachers in this inquiry all showed openness and willingness to change their 

beliefs or practices as a result of personal reflection and colleagues’ suggestions. The 

atmosphere of trust, support and reciprocal vulnerability in the action learning set 

(Conklinab, Cohen-Schneiderc, Linkewichde, & Legaulta, 2012) may have helped 

the teachers in their micro-transformations.  

Implications for a more effective professional learning 

The analysis of the conditions that did not support teachers’ action learning in this 

inquiry (discussed in detail in Chapter 5) served as basis for the following guidelines 

for a more effective facilitation of teachers’ professional learning for critical literacy. 

Extended time for professional learning 

The challenges experienced by the teachers in implementing the principles of critical 

literacy in their classes may be attributed to the limited time available for group 

professional learning. Although this inquiry intended to set aside an extended period 

of time for professional learning through regular meetings, the teachers’ busy 

schedules and commitments prevented this. The resources sent to the teachers that 

provided examples of critical literacy lesson plans, assessments of multimodal texts, 

and samples of multimodal projects apparently did not take the place of face-to-face 
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discussions generated by the action learning meetings. The data produced during 

these meetings were the richest compared with the ones when the teachers were 

individually discussing their reflections with me. 

 

This suggests that extended time for professional learning and regular group 

professional dialogue are needed for the development of critical literacy pedagogy. 

This requires the support of administrators and the willingness of teachers to invest 

time to reflect, practice and share their learnings with a group for mutual support, 

and to rethink their beliefs and practices if necessary. Dedicated time to converse 

with colleagues about improving practice has always been documented as a primary 

factor that contributes to successful professional learning (Aubusson, Steele, 

Dinham, & Brady, 2007; Hill, 2009; Kervin, 2004; Rodriguez-Valls, 2010).   

 

Moreover, in bringing about more effective professional learning, the facilitator 

plays the very important role of inviting the participants to critically reflect on their 

practice. As was the case in Plauborg’s study (2009), there was less focus in this 

inquiry on the participants’ challenging or taking a critical and reflective approach to 

one another’s practice, or to the social, economic, and political conditions that drive 

teachers to valorise or produce certain discourses and literacy practices in 

Luzviminda University. According to Kemmis, McTaggart, and Nixon (2014):  

By understanding their practices as the product of particular circumstances, 

[participants] become alert to clues about how it may be possible to transform 

the practices they are producing and reproducing through their current ways 

of working. (p. 21)   

This inquiry thus recommends that taking a critical perspective be emphasised in 

professional learning to complement the critical lens utilised in the teaching and 

learning of literacy.  

Sustained focus on ideology critique 

It is recommended that professional learning of critical literacy consistently focus on 

analysis of the power relations evident in texts as well as in the teachers’ pedagogical 

contexts. Critical literacy as a pedagogical approach is more than the application of 

its principles in the classroom. What makes critical literacy truly ‘critical’ is its 

‘explicit reckoning of power relations’ (Benesch, 1993, p. 57) that are present in 
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texts, literacy and pedagogical practices. This purpose must be foremost in the minds 

of both facilitators of and participants in professional learning activities as they apply 

the principles of critical literacy. This critical lens is applied by asking questions 

such as:  Who/what is valued? Who/what is marginalised? Who benefits and who is 

disadvantaged? What is gained or lost in the maintenance and perpetuation of a 

particular belief or practice? Are alternative and more equitable ways of thinking, 

doing and being possible? (Janks, 2010) The application of critical literacy principles 

without the exploration of such questions means that the approach is more accurately 

described as critical thinking and not critical literacy. 

Collaboration between knowledgeable practitioners and novice teachers of 
critical literacy in designing modules 

This inquiry envisioned engagement of teachers in regular workshops and meetings 

to deepen their understanding of critical literacy. It was assumed that through regular 

professional learning activities and dialogues, the teachers would be able to design 

their own critical literacy modules that would reflect their own definitions of critical 

literacy. This focus on the teachers’ autonomy in developing the modules was also 

motivated by a desire to follow closely Hill’s (2009) advice that action learning 

facilitators should enable participants to ‘reach their own conclusions and formulate 

their own decisions based on their learning’ (p. 333).  

 

In the context of Luzviminda University, however, the teachers’ heavy workloads 

prevented them from engaging in regular professional learning with colleagues. This 

may have limited their understanding of how ideology is implicit in multimodal texts 

and how students can be taught to analyse the use of semiotic modes to create 

particular effects. Collaboration between experienced and novice teachers of critical 

literacy in co-designing lessons, as exemplified in other studies (Ko, 2010; Lau, 

2010; Tan & Guo, 2009), may help teachers clarify what critical literacy is about.  

Facilitation of professional learning for critical literacy requires an acknowledgment 

that power relations are part of action learning (Russ, 2012). What may be important 

is that facilitators create possibilities for learning through insightful questions, 

feedback and a firm grasp of the nuances of critical literacy in varied contexts. Such 

collaboration entails a negotiation of critical literacy activities appropriate for each 

teacher’s contexts and purposes. After all, there is no definite formula for doing 
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critical literacy, with its varied cultural and theoretical influences, pedagogical focus, 

and methodology (Behrman, 2006).   

Research Question 2: What understandings do college teachers 
have about the teaching and learning of critical literacy? 

This inquiry explored the perspectives of the teachers with regard to critical literacy 

and how these perspectives are reflected on and represented in their practice. 

Through their responses to interviews and their actual teaching in the classroom, the 

similarities and differences in the teachers’ understandings are explored on these 

three themes: approaches to critical literacy pedagogy, teachers’ roles in critical 

literacy education, and the applicability of critical literacy to their teaching contexts. 

Each theme is discussed below. 

Approaches to critical literacy pedagogy 

A cross-comparative analysis of data revealed that the teachers’ approaches to 

critical literacy can be examined using five categories, with each teacher focusing on 

some principles more than others: exploring multiple perspectives, going beyond 

given norms or assumptions, focusing on genre structures, and making personal 

connections.  

Exploring multiple perspectives 

Exploring multiple perspectives as an important critical literacy practice is frequently 

mentioned in the literature to emphasise the partiality and biased nature of texts 

(Ciardiello, 2004; Robinson, 2011) and the importance of viewing issues through 

different lenses (Clarke & Whitney, 2009; Harste, 2008; Lewison et al., 2002). In 

this inquiry, the opportunity for the students to realise that texts are mere 

representations to be evaluated and not ‘truths’ to be accepted was evident in Beth’s 

juxtaposing of texts that revealed authors’ opposing viewpoints in her first module. 

More focus, however, is given to exploring readers’ various perspectives such as 

what Elaine did by selecting texts that lent themselves well to different 

interpretations, and asking questions which posed problems (McLaughlin & 

DeVoogd, 2004). Dan devoted extended time in class to listening to students’ varied 

insights about Piggybook, and provided time to engage students in a dialogue about 
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their learnings from the lessons. It appears, however, that for the teachers exploring 

multiple perspectives meant giving students an opportunity to express their ideas but 

did not necessarily involve focusing on detecting biased representations.   

Going beyond given norms or assumptions 

During the period of data collection, Beth, Elaine and Dan consistently portrayed 

critical literacy as ‘going beyond’ accepted or given norms or assumptions. In Beth’s 

first module, her questions invited students to consider authors’ underlying motives 

or texts’ underlying meanings, while in the second module, Beth wanted students to 

‘go beyond what meets the eye’ (AL3-B) in analysing Richard Cory’s motive for 

committing suicide. Elaine said that in letting students interpret photos and 

reconstruct their own versions of In a Grove, she wanted them ‘to go beyond what is 

offered’ (AL5-E) by the creators. Dan’s use of the Piggybook picturebook and oral 

literature in his modules appeared to be his way of ‘going beyond the boundaries of 

tradition’ (AL4-D; CO3-D; AL5-D) of using print-based, canonical and elitist texts 

in literature classes. Reading beyond surface meanings (Jewett, 2007) and going 

beyond traditional forms of school discourses (Lesley, 2008; Sangster et al., 2013) 

are examples of practices related to critical literacy pedagogy.    

Focusing on genre structures 

The genre approach is considered as an entry point to critical literacy (Alford, 2001; 

Exley et al., 2014; Rogers, 2014). Genre pedagogy aims to teach students explicitly 

the language use and structures of powerful genres commonly used in academic 

institutions to enable them to effectively produce such texts (Lemke, 1988). Genre 

theorists believe that equipping students with knowledge about the distinguishing 

features of particular genres created for specific purposes and audiences empowers 

marginalised students whose limited exposure to reading and writing text types may 

prevent them from participating in the dominant academic discourses (Cope & 

Kalantzis, 1993; Martin, 1997).  In this inquiry, Beth and Elaine’s main aims in their 

modules were to equip students with knowledge and skills for composing texts in 

narrative, descriptive and expository genres. Beth’s class resources, for example, (see 

Appendix I2) included samples of paragraphs that modelled the targeted written 

discourse types. Beth and Elaine both said that one of the purposes of their class 

exercises was to support students as they coped with the reading and writing 
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requirements in other subjects (SSI-B; SSI-E). Dan, on the other hand, consistently 

asked his students to use the SEAJE framework as an analytic lens for their 

assessment tasks. It appears that for these teachers, focusing on genre structures 

meant gaining access to discourses valued in the Philippines and, thus, potentially 

empowering students to participate in these prevailing discourses.    

Making personal connections 

While many teachers who use the critical literacy approach select texts that highlight 

social justice issues (Boske & McCormack, 2011; Kuo, 2009; Rogers, 2014), the 

teachers in this inquiry selected texts which they believed to be personally relevant to 

the students. Furthermore, the teachers’ questions demonstrated a predisposition 

towards the reader-response approach which explores students’ personal insights. 

Dan, in particular, encouraged his students to think of plans for how they could apply 

their learnings from the texts in future actions. Overall, the teachers’ encouragement 

of the students to connect the text with their lives led to their engagement. This 

finding suggests that selecting texts that are personally relevant to students may be a 

more suitable entry point for critical literacy in this particular context than social 

issues. A focus on the personal significance of texts is likewise encouraged in critical 

literacy studies (Bender-Slack, 2010; Masuda, 2012; Park, 2011). Pegrum (2008) 

notes that exploration of one’s identity may be the first step towards global 

citizenship. As learners reflect on their personal situations, they may soon make 

connections between themselves, the social situatedness of their experiences, their 

cultural practices, and individuals beyond their communities. 

Teachers’ roles in critical literacy education 

An analysis of the data revealed the teachers’ perceptions of the critical educator’s 

roles in implementing successful critical literacy pedagogy. These perceptions are 

discussed in the following categories: explicit articulation of critical literacy 

objectives, careful selection of texts, and design of learner-centred activities.  

Explicit articulation of critical literacy objectives 

Among the teachers, Dan was the one who explicitly aimed to develop students’ 

critical literacy skills. Critical reading of texts in Dan’s Literary Criticism class was 

facilitated by a personally designed assessment rubric. Beth and Elaine, on the other 
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hand, embedded the use of critical literacy principles in their teaching through oral or 

written problem-posing questions while explicitly targeting the development of 

students’ writing skills in the Study and Thinking Skills subject.  

 

Based on their students’ performances in the assessment tasks, Dan judged his 

students’ critical skills to be ‘satisfactory’ (AL5-D) while Beth and Elaine believed 

their students had little ability in critical literacy (AL5-B; AL5-E). This led Beth and 

Elaine to recognise the importance of making students aware of the objectives of 

critical literacy and carefully planning lessons that fitted those objectives that need to 

be attained if the development of critical literacy is to be achieved (AL5-B; AL5-E). 

Studies have similarly found that explicit instruction on critical literacy is more 

effective than embedded instruction in enhancing students’ critical skills (Choo & 

Singha, 2011; Huang, 2011a; Ko, 2010). 

Careful selection of texts 

The three teachers said that the selection of texts is crucial to the development of 

students’ critical literacy. They all seemed to agree about the importance of selecting 

texts that were personally and culturally relevant to students. Elaine emphasised the 

need to expose students to an engaging variety of texts in various forms (SSI-E; 

AL1-G). Beth believed in selecting texts that ‘stirred’ (AL5-B) students to question 

their common assumptions about how things are, while Dan reported preferring texts 

that emphasised power struggles (SSI-D; CO1-D; CO2-D). Both Beth and Dan also 

aimed to ultimately move their students to action in response to what they had 

learned from the selected texts (AL1-G; AL5-B; CO4-B; AL3-D; CO1-D; CO2-D).  

Design of learner-centred class activities 

During the action learning meetings, the teachers acknowledged the importance of 

learner-centred activities in critical literacy lessons. In the classroom observations 

Elaine was the one who consistently provided extended time for student talk and 

collaborative group work in the two modules. Beth and Dan appeared to give equal 

importance to teacher-centred and student-centred class activities. Although Beth 

affirmed that ‘students should be the one achieving the [lesson’s] objectives and not 

the teacher achieving them for the students’ (AL3-G), her seeming disposition 

toward maintaining structure and coherence between phases of the lessons drew her 
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towards teacher-directed class discussions. Dan, on the other hand, asserted that 

teacher-centred lectures may be necessary to provide students with more information 

about how to apply concepts.  

 

In this inquiry, the sessions that generated rich data were the ones that occurred when 

the students were presenting their ideas before the class (CO4-B; CO1-E; CO4-E; 

CO1-D; CO2-D). While some studies have found that English language learners’ 

critical literacy skills become evident when students’ voices are given more space in 

the classroom (Park, 2011; Wolfe, 2010b; Zyngier & Fialho, 2010), Kuo’s (2009) 

study indicates that teacher-led discussions may also be needed to ensure that 

students gain a deeper understanding of the issues raised in group discussions.      

Teachers’ assumptions of the applicability of critical literacy 

The teachers all expressed the belief that the critical literacy approach is a highly 

cognitive undertaking and as such can be more appropriately taught to mature and 

academically high-achieving students (AL5-B; AL5-E; SSI-D; AL5-D; AL3-G). 

Beth and Elaine appeared to characterise critical students as those who were able to 

express a firm stance on social issues. As such, they believed that fresher college 

students may not be capable of critical literacy since they tend to focus on personal 

experiences, are still in the process of forming their own identities and opinions, and 

may easily be swayed (AL5-B; AL5-E). Dan, on the other hand, suggested that the 

ability to be critical is ‘based on IQ, environment, and genes’ (AL5-D). Moreover, 

Beth and Dan indicated that being a wide reader tends to make one a critical reader. 

For them, the critical literacy approach, therefore, may be effective for students who 

have had extensive reading experience (SSI-B; AL2-G; AL5-D). Previous studies 

have also reported similar assumptions from teachers who believe that younger and 

academically low-achieving students may not benefit from a critical literacy 

approach (Curdt-Christiansen, 2010; Ko & Wang, 2009; Lau, 2010; Lee & Runyan, 

2011; Park, 2011) and this discouraged them from exploring the possibilities of 

critical literacy with some learners. 

 

Elaine also expressed her view that the critical literacy approach lends itself well to 

certain subjects such as literature or research courses but may not be applicable to 
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composition subjects such as Study and Thinking Skills. It appears that for Elaine, 

critical literacy is applicable to subjects that require critical reading, thinking and 

exploration of social issues, which for her seemed to be outside the scope of the 

objectives of a composition class.  Researchers, however, have argued that critical 

literacy is applicable in physical education (Wright, 2004), science (Priest, 2013), 

mathematics (Terry, 2010) and other courses (Gillis, 2014). The lack of time for 

extended professional learning had not provided the teachers sufficient time to 

explore a broader picture of the different forms of critical literacy and its potential 

applicability to all subjects they taught. 

Implications for a deeper understanding of critical literacy 

The teachers’ beliefs and practices suggest the following implications for critical 

literacy teaching and learning. 

 

First, there are many entry points to critical literacy and no single way of 

implementing the critical literacy approach. Novice critical literacy teachers wishing 

to introduce critical literacy to their classes will have to adapt critical literacy 

principles to suit their purposes and class contexts. However, one common thread 

that must be present in a critical literacy lesson is a consistent focus on the analysis 

of the power relations present in texts and pedagogical practices. 

  

Secondly, the assumption that being critical is an inherent quality suggests that this 

need not be taught. The student either possesses it or not. However, critical literacy 

theorists and practitioners have always advocated that critical literacy requires 

explicit instruction and scaffolding in the deconstruction and reconstruction of texts 

(Janks et al., 2014; Luke et al., 1994). Just like any other skills, critical literacy skills 

are developed over time through purposeful reflecting on and questioning of the 

implications of one’s own ideologies, and the ideologies of others, which are 

reflected in discourses.  

 

Overall, the critical literacy approach may be welcomed and adopted by teachers in 

contexts such as the Philippines if they believe in the importance of its overarching 

goals and if they see evidence that the approach does help in the development of the 
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students’ critical literacy skills. However, changing one’s beliefs and practices takes 

time to manifest. According to Lindsey, Robins and Terrel (2003), teachers ‘resist 

change because they feel threatened. They fear that they may lose something that 

they value. The new idea or process does not fit within the boundaries of their 

current paradigms’ (p. 219). This suggests that facilitators of professional learning 

for critical literacy should perhaps not expect teachers, especially the novice ones, to 

immediately adopt a critical lens in their teaching because changing one’s practice 

takes time. As Wolfe (2010b) aptly states, ‘educators must perhaps judge the success 

of critical teaching not in that something happens but in the hope that something 

will’ (p. 335).    

Research Question 3: What enablers and inhibitors do teachers 
encounter in using critical literacy in their classes? 

The following section discusses the common beliefs or practices that enabled and/or 

inhibited the teachers from using the critical literacy approach. The enablers and 

inhibitors, and the tensions that arose, are discussed within each of Janks’ (2010) 

orientations to critical literacy pedagogy. 

Power 

The analysis of ‘power’ in the classroom dynamics may be done in two ways: 1) 

determining power relations in the selected classroom resources, and 2) examining 

how the classroom is also a site of competing interests insofar as the legitimacy of 

knowledge, discourses, authority and literacy practices are concerned (Janks, 2010). 

 

It appears that the teachers’ selected multimodal texts enabled the students to 

recognise power struggles between competing groups of people, and to explore, to 

some extent, social issues in the Philippines. For example, in discussing the two 

political cartoons with opposing viewpoints (see Figures 5.1 and 5.2), Beth led 

students to be aware of class struggles and which classes are heard or silenced in the 

Reproductive Health Law (CO2-B).  Elaine’s selected photos of love and Dan’s 

selection of Piggybook provided students with opportunities to explore gender issues. 
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The teachers’ control of discussions, however, may have inhibited the students from 

fully exploring the implications of the authors’ and their own ideologies. This form 

of teacher control manifested through using whole-class, teacher-directed lectures 

and discussions (CO1-B; CO3-B; CO3-D), quick transitions from one text to the next 

(CO1-B; CO2-B; CO3-B; CO1-E), and limitations of compositions to a paragraph 

(CO3-B; CO2-E). The regulation of students’ responses may have been adopted by 

the teachers to follow institutional requirements such as finishing syllabus objectives 

on time (AL5-B; AL1-G; AL3-G; AL5-E), or covering many topics in one semester 

(AL3-G). The finding that teachers tend to give little importance to critical practices 

in class matches those reported in earlier studies whose contexts give importance to 

accountability and compliance with the prescribed school curriculum (Bopry, Tan, & 

Guo, 2010; Curdt-Christiansen, 2010; Masuda, 2012).  This finding thus raises the 

question of whether an emphasis on regulation or control is counterproductive to 

critical literacy, as similarly suggested in some studies (Exley et al., 2014; Luke & 

Dooley, 2011; Pessoa & Freitas, 2012). 

Access 

The ‘access’ orientation explores the questions: To what extent do teachers allow 

learners opportunities to practise languages, linguistic varieties, knowledges, 

literacies, modes of semiotic representation and cultural practices? Which ones are 

deemed important? Insignificant? Why? (Janks, 2010) 

 

The teachers’ individually-designed modules enabled students to gain access to 

powerful genres. Beth and Elaine provided students information on the structure of 

narrative, descriptive, and expository genres, which appear to be valued rhetorical 

genres in the Philippine literacy curriculum (Department of Education Philippines, 

2013). By providing access to these genres in the Study and Thinking Skills subject, 

Beth and Elaine aimed to help prepare students for the academic writing required in 

higher education as stipulated in the syllabus (see Appendix H). Beth and Elaine’s 

unproblematic acceptance of prescribed genre structures, however, may have 

prevented them from exploring alternative ways of writing which reflect students’ 

personal and cultural identities, as proposed in some studies (Archakis & Tsakona, 

2013; Hultin & Westman, 2013). 
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The teachers provided students with access, not only to dominant genres, but to 

alternative texts as well. Despite using predominantly language and print-based texts 

in the past as classroom resources (SSI-B; SSI-E; SSI-D), the teachers showed a 

willingness to introduce students to alternative reading practices. Whereas previous 

class reading activities required students to decode authors’ intended messages, the 

reading of multimodal texts enabled the students to move beyond comprehension 

towards interpretation. The use of multimodal texts in class may therefore help in 

empowering students to view themselves as co-constructors of meaning with the 

creators of texts. The engagement and empowerment afforded by multimodal texts to 

help learners gain confidence in comprehending and interpreting texts has also been 

noted in previous studies (Chun, 2009; Elliot-Johns, 2011; Traore & Kyei-Blankson, 

2011; Whitin, 2009). 

 

Despite the potential of multimodal texts to develop students’ critical literacy (Ajayi, 

2008, 2009; Assaf & Delaney, 2013; Miller, 2011), Beth and Elaine used multimodal 

texts in their classes as a ‘novelty’ to provide a break from routines (AL3-G; AL3-B; 

AL4-E), attention-getters (AL3-G; AL5-E; AL1-G; AL3-B) and ‘anchors’ (SSI-B; 

AL1-G; AL3-B; AL5-B) to the main lessons on rhetorical structures. The teachers’ 

concern for finish their syllabuses on time (AL5-E; MC1-B; AL3-G), their apparent 

assumptions that students would intuitively know how to read, access and design 

multimodal texts (AL4-B; AL5-E; AL5-D), and the fact that they were not given 

enough information about how to incorporate multimodal theory and analyses into 

their classes, may have played a part in preventing teachers from considering 

multimodal text as a bridge rather than simply as a springboard towards critical 

literacy (Graham & Benson, 2010). 

Diversity 

Janks (2000) defines the ‘diversity’ orientation as acknowledging students’ ‘different 

ways of reading and writing the world in a range of modalities’ (p. 177). In this 

inquiry, there appear to be several tensions where the teachers’ recognition of 

students’ diversity becomes both an enabler and inhibitor to the students’ 

development of critical literacy. 
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It seems that the diversity in students’ abilities was perceived as both a strength and a 

weakness. For example, Elaine selected photos for students to read, and gave them 

the task of creating a drama, to acknowledge her students’ capital, which she 

evaluated to be drawing from personal experience and speaking skills (AL3-E; AL4-

E).  However, in the same way that students’ strengths were acknowledged, they 

were also seemingly positioned as deficits (Shapiro, 2014) by providing them what 

are perceived to be easier alternative texts to interpret or compose. This positioning 

of English language learners as students of deficits based on their language and not 

necessarily their critical skills has likewise been reported in the literature (Menard-

Warwick, 2007; Shapiro, 2014).  

 

Secondly, data from this inquiry raised some tensions about the intersection between 

power and diversity. The teachers provided students the platform to explore their 

interpretations of photos, a picturebook, stories, or poems. However, in the same way 

that they welcomed different perspectives, the teachers also showed a tendency to 

lead students toward perceived ‘correct’ perspectives through leading questions, 

implicit judgments, definitive comments, or the prescription of a lens for text 

analysis (CO1-B; CO2-B; CO4-E; CO3-D). To what extent, therefore, are students’ 

interpretations acknowledged or challenged when they do not conform to the 

teacher’s perspectives and desired answers? These are seemingly the same tensions 

that critical educators grapple with in valuing of students’ voices (Aukerman, 2012; 

Bautista, 2004; Hall & Piazza, 2010). 

Design 

Design, in Janks’ (2010) model, includes all modes for text production with the goal 

of constructing meanings for reinvention or agency. In this inquiry, the teachers 

enabled students to create their own texts using varied meaning-making modes. 

Through drawing, for instance, Beth’s students practised their knowledge and skills 

in representing Richard Cory through colour, angle, size, layout, and framing. 

Elaine’s students combined words, gestures, facial expressions and narrative 

technique to reconstruct their own versions of a story. Dan’s students enhanced the 

presentation of their arguments about a picturebook and an oral text by combining 

language and images in their PowerPoint presentations and final papers, respectively. 
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One wonders, however, whether the students’ designs would have shown more a 

critical perspective if they had been allowed to express themselves in their preferred 

design modes. Or perhaps they would have taken a sharper critical perspective in 

response to closer tuition about the ways meaning can be expressed visually and with 

sound and movement.  

 

Several studies suggest that letting students design multimodal texts enhances their 

critical literacy practices, especially with regard to creating a text with an awareness 

of its social or ideological purposes (Ajayi, 2008, 2009; Lau, 2010; Sewell & 

Denton, 2011; Tan et al., 2010; Valdez, 2012; Walsh, 2008). The teachers in this 

inquiry, in contrast, focused more on the language aspects of the multimodal tasks 

based on their assessment rubrics (see Appendices I4 and N). The dominance and 

value given to print and language-based literacy by the teachers may have been 

influenced by the value given to language as the primary meaning-making mode in 

the curricula prescribed by the Philippine Department of Education (2010; 2013). 

Thus, the cultural value given to the traditional literacy practices of reading and 

writing words may have discouraged the teachers from treating multimodal texts as 

legitimate means of composition to develop and assess students’ critical literacy. 

This finding seems to confirm earlier studies indicating that teachers of ELLs tend to 

show preference for conventional literacy practices since these are similarly given 

emphasis in the school curricula (Tan et al., 2010; Tan & McWilliam, 2009; Valdes, 

2004).     

Re-design 

‘Re-design’ in Janks’ (2010) model is the orientation that provides the possibility for 

a change in perspective or action as a result of critical reflection about situations. In 

this inquiry, Beth and Dan asked questions that enabled students to reflect on the 

lessons that they learned from the text: ‘What’s the lesson here?’ (CO4-B), ‘How can 

you become a better person?’ (SSI-D), ‘What advice can you give to your 

classmates?’, ‘What should he/she do?’ (CO1-D; CO2-D). Providing such space in 

the classroom interactions gathered rich insights from students on how they could 

transform their present dispositions and conduct.  
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This inquiry, however, raises the questions: To what extent can moralising and 

advice giving provide opportunities for critical reflection and action without 

inhibiting students’ exploration of complex issues? Can moralising and advice giving 

provide opportunities which are not provided by asking what ought to be done? This 

kind of educational dilemma related to critical literacy has also been noted in the 

literature, but appears not to have been extensively explored (Buzzelli & Johnston, 

2001). 

 

Implications for exploring enablers and inhibitors in critical literacy  

In this inquiry, the teachers’ negotiation of the use of multimodal texts to teach 

critical literacy within the bounds of the curriculum enabled the students to practise 

to some extent critical literacy principles. Without a willingness to use multimodal 

texts in class, the teachers and students would perhaps not have been able to explore 

the possibilities and constraints of alternative literacy practices and achieve the 

micro-transformations evident in their practice.  

 

The concept of multimodality, which attends to details on how different modes 

coherently convey meaning (Jewitt, 2008; Kress & van Leeuwen, 2001), is a 

relatively new concept in education, particularly in the Philippines. In this regard, 

teachers may need more information and concrete models showing how the semiotic 

potentials of forms of representation such as image, sound, gesture, movement and so 

on can be taught, interpreted, created and assessed. Such information may encourage 

teachers to consider the possibilities of multimodal compositions for exploring 

contemporary texts, which do not focus on paragraphs or essays as the predominant 

means of conveying meaning (Bowen & Whithaus, 2013).  

 

This inquiry also raises questions about how teachers’ authority and control in the 

classroom potentially inhibits students’ critical abilities. Power is present in all 

discourses (Foucault, 1977), much more so in education when the authority of both 

teachers and the establishments within which they work are a given (Freire, 1972). 

This inquiry thus invites educators to continually reflect on the many and often subtle 

ways that teachers legitimise knowledge, texts, perspectives and literacy practices, 
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and on the implications of their effects. Such reflection may be the first step towards 

becoming a critical educator. 

Finally, the questions raised in this inquiry that dwell on the tensions in classroom 

dynamics do not have clear-cut answers. The teachers’ pedagogical beliefs and 

practices were inevitably influenced by the contextual realities in Luzviminda 

University, as well as the educational and cultural values promoted in the 

Philippines. The Philippine government’s emphasis on English language competence 

(Gonzales, 1998; Pefianco Martin, 2012) and conventional literacy practices (Bureau 

of Secondary Education Curriculum Development Division, 2010; Department of 

Education Philippines, 2013) may have been imbibed by the teachers and may have 

manifested in their practice. The teachers’ focus on the development of the 

psycholinguistic skills of reading and writing may have been encouraged by the 

general-curriculum syllabuses in Luzviminda University which privilege the 

development of these skills over critical literacy. Teachers’ regulation of students’ 

responses may have also been necessary given the large class sizes in Luzviminda 

University (AL3-G). This suggests that teachers’ beliefs and practices may not 

always be anchored in their individual wills or choices but may often be dictated by 

institutional or cultural contexts and norms. 

Recommendations 

This section discusses recommendations for future critical literacy education in the 

Philippines in terms of theory, practice, methodology and policy. 

Theory 

Janks’ (2010) synthesis of critical literacy as interdependent of power, access, 

diversity and design is a useful model for analysing the complexity of literacy 

practices. While other critical literacy models (Jones, 2006; Lewison et al., 2002; 

Luke & Freebody, 1999; Stevens & Bean, 2007) tend to emphasise textual critique, 

Janks’ model seems to be an all-encompassing model applicable to the critique, not 

only texts, but of literary, institutional or cultural practices. Moreover, it gives 

significance to cultural identity and meaning-making that highlights the sociocultural 

and ideological nature of literacy. 
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This inquiry recommends further exploration of Janks’ model in different teaching 

and learning contexts to determine how each orientation can be further defined. For 

example, while Janks (2010) gave more emphasis to the role of language and culture 

in the ‘diversity’ orientation, the teachers in this inquiry defined ‘diversity’ as 

providing opportunities to explore students’ perspectives, perhaps because they noted 

that this was what the ‘shy’ students of Luzviminda University needed. 

 

While Janks’ (2010) model includes both reading and designing texts, this inquiry 

has focused more on the ‘reading’ aspect of critical literacy in both the professional 

learning workshops and the teachers’ modules. Future studies on critical literacy 

might further explore the designing of texts to examine how learners use their 

knowledge and skills in combining meaning-making modes to create ideological 

representations and redesign them, if necessary, after critical reflection (Janks, 2012). 

 

Using this model, Janks (2012, 2013, 2014) continues to argue for the importance of 

critical literacy in education as a means to help learners to challenge everyday 

experiences of inequities, question powerful discourses purported in media, produce 

countertexts, or take action after examining community issues that matter to them. If 

teachers continue to think that critical literacy is only for bright, mature students, 

then they risk denying all types of learners the right to ‘read the word and the world’ 

(Freire & Macedo, 1987) around them. Engaging in more critical literacy research in 

the Philippines on the use of Janks’ (2010) model with younger students or teacher-

identified low-achieving learners is thus recommended to examine the applicability 

of critical literacy with learners across ages and abilities.   

Future practice 

Teachers in this inquiry negotiated the application of critical literacy principles in 

their classes amidst while dealing with time constraints, the demands of the syllabus 

and class conditions at Luzviminda University. This illustrates that critical literacy 

can be taught across subjects. Critical literacy, however, is more than a set of skills to 

be taught or applied, – it is a mindset that exists within and beyond the norm. 

Therefore, if one is to support critical literacy philosophy, one has to first explore its 

significance and examine the implications of its practice. 



 

231 

 

 

This inquiry thus recommends introducing more regular and extended professional 

learning opportunities for teachers to explore their own critical lenses, and to 

examine how critical literacy can be taught and assessed in different subjects, across 

ages or year levels. These professional learning events would begin conversations 

regarding the selection of texts that include both local and foreign texts, the creation 

of well-developed lessons, and multimodal assessment of work samples. It is also 

recommended that these professional learning conversations provide space for the 

examination of the possibilities and constraints of meaning-making modes, and of 

how teachers can give value to learners’ voices, choices and identities. More 

importantly, this inquiry highly recommends that teachers be guided on how to 

explicitly teach critical reading and designing of texts so that critical ability is not 

perceived as an innate quality but a skill developed over time through close guidance 

and practice.  

Methodology 

This inquiry appears to have achieved the aim of action learning, which is to provide 

space for teachers to collaboratively learn from experience through reflection and 

action (Aubusson et al., 2009). The action learning process in this inquiry enabled 

the teachers to: explore educational dilemmas, challenges and possibilities in 

applying the critical literacy approach; reflect on the implications of their modules; 

and enact changes in their practice based on their reflection, colleague’s suggestions 

and students’ feedback.  

 

Critical action learning may however, may be a more appropriate methodology for 

future research on critical literacy. Future research could engage teachers in 

conversations, not only about how to teach critical literacy, but also about how to be 

more conscious of their beliefs and practices, their own cultural stances, and the 

implications of those beliefs and practices in order to transform the way things are 

done for a more ‘productive, sustainable, just and inclusive’ education (Kemmis et 

al., 2014, p. 67). 
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Shor (1999) indicates that in teaching critical literacy, teachers have to be mindful of 

how they can use their authority and expertise to encourage rather than silence 

students’ voices because ‘saying too much or too little, too soon or too late, can 

damage the group process’ (p. 10). The same advice may be applicable for 

facilitators of critical action learning who wish to work with teachers. Facilitators 

need to strike a balance between supporting teachers’ reflections and plans on the 

one hand, and exploring with them the implications of long-held beliefs and practices 

on the other. Such an approach may help teachers transform their practices, not 

because it is urged by experts and authorities, but as a result of careful personal 

evaluation. 

Policy  

In the Philippine government’s efforts to enable its citizens to be globally 

competitive, it is focusing predominantly on the development of the skills of 

listening, speaking, reading, writing and viewing (Department of Education 

Philippines, 2013). This approach appears to be based on an autonomous notion of 

literacy which focuses on the personal, cognitive, decontextualised learning of 

literacy skills without much regard for the social, political and economic conditions 

that promote the valorisation of certain literacy practices (Street 1984). The 

Department of Education’s (2013) emphasis on grammatical correctness and the 

development of communicative competence in English needs broadening to include 

opportunities for Filipino learners to critically interrogate texts and practices in its 

varied forms. 

 

This inquiry thus recommends the acknowledgment of critical literacy in its 

curriculums where ‘critical’ goes beyond critical thinking. Moreover, in 

implementing the new K-12 curriculum, policy-makers, administrators, and teachers 

alike are encouraged to reflect on what literacy practices are valued, and to what 

extent they respond to the changing needs of Filipino learners in the 21st century. 
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Conclusions 

This inquiry set out to critically investigate the influences that shape teachers’ beliefs 

and practices on teaching literacy at a university in the Philippines. In fulfilling this 

aim, this inquiry engaged the teachers in professional learning about the teaching and 

learning of critical literacy, explored the varied and changing perspectives of 

teachers about this pedagogical approach, and examined how the teachers and 

students negotiated teaching and learning processes in the light of its principles.  

 

The findings from this inquiry have enhanced our understanding of critical literacy 

which entails a balancing act between seemingly opposing yet complementary 

concepts. 

  

Firstly, to engage in critical literacy is to examine both the personal and social 

contexts of events, discourses and practices. An understanding of one’s lived realities 

and cultural contexts places one in a better position to explore the possibilities and 

constraints of discourses based on experience. However, critical literacy also invites 

us to go beyond our immediate personal and cultural contexts and to examine other 

cultures and perspectives, and the social conditions that influence the valorisation of 

practices and viewpoints. Reflecting on personal experience enables personal 

empowerment. Widening this view to include a reflection on the socio-political 

forces that shape discourses and practices may pave the way for social action.   

 

Critical literacy is also a problem-posing process that is planned and intentional, yet 

responsive and spontaneous. A well-developed critical literacy discussion entails 

carefully thought-out questions or prompts by teachers or professional learning 

facilitators that examine the implications of texts and practices. At the same time, 

critical literacy educators unhurriedly allow learners to explore their own ideas but 

are quick to challenge inequitable beliefs and assumptions. Moreover, critical 

literacy educators are comfortable with the practice of engaging students in a 

purposeful dialogue about complex issues which may not have definite answers.  
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Furthermore, critical literacy educators provide guidance but allow learners to take 

the lead in reading and designing texts. Critical literacy requires explicit guidance in 

critical analysis of authors’ ideologies but takes into account the play of personal and 

cultural contexts in giving texts meaning beyond what the authors may have 

intended. Similarly, this approach intends to provide students with the metalanguage 

to rationalise the designs they make in re/constructing own representations of 

concepts. Meaning-making modes have their own possibilities and constraints. Thus, 

giving students a choice in designing texts that align with their own skills, abilities, 

and dispositions may be a concrete manifestation of acknowledging students’ 

diversity. 

 

Finally, critical literacy involves access to both powerful and alternative texts and 

discourses. However, explicit interrogation of the factors that cause one discourse to 

be valorised over others may be necessary so that one understands that power 

struggles are inevitable in all discourses and practices. Providing space for this kind 

of reflection in professional learning or classroom discussions may enable rethinking 

of beliefs and hopefully, transformations towards a more equitable and inclusive 

practice. 

 

Taken together, the findings of this inquiry suggest that the road to critical literacy is 

not an easy journey especially in the Philippine context where students’ English 

grammatical competence and use of conventional literacy practices are generally 

favoured over critical multimodal interpretations and designs. However, for an 

educator who wishes to respond to the literacy needs of the times, and teach learners 

about their responsibility towards this world, it is a journey worth making. 
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Appendix A: Information Sheet and Informed Consent Form for Teachers 

Appendix A1--Participant information for teachers 

 
Dear Teacher, 
 
Purpose of study 
 
I am presently working on my doctorate research, Teaching Critical Literacy Using 
Multimodal Texts to College Students in the Philippines, in the University of 
Wollongong. Although critical literacy has been widely explored in different 
educational settings in other countries, few studies have been conducted on this 
approach in tertiary settings in our country. Through this study, I hope to discover 
college teachers’ perspectives on teaching critical literacy, determine how 
professional learning workshops on critical literacy can help them guide their 
students’ learning, and how such an approach enhances and/or limits their teaching.  
 
Research procedures 
 
I am seeking three English teachers who will journey with me in responding to my 
research questions. I hope you will consider participating in this study. If you decide 
to be involved in my study, here is what would happen: 
 
First, I would like to understand your existing beliefs and practices in teaching 
English in a 30-minute interview to be conducted in October 2012 before the 
beginning of the second semester of school year 2012-2013. The list of the issues that 
will be explored during the audio-recorded interview will be given to you beforehand 
so you can reflect on your answers. 
 
Next, I would like to invite you and the other teacher participants to attend three 
professional learning workshops to learn with me the ways by which critical literacy 
can be used in teaching multimodal texts. Each workshop will last for three hours and 
will be conducted in October 2012 before the beginning of the second semester. 
 
In the first workshop, we will discover some principles of critical literacy. In the 
second workshop, we will explore critical reading of sample multimodal texts. In the 
third workshop, we shall help one another plan the two critical literacy modules that 
you will implement later in your class. 
 
Please allow me to observe your English class during the times when you implement 
the two critical literacy modules. I understand that one module can use up one or more 
class sessions. When you teach the critical literacy modules, I wish to observe the 
ways by which a critical literacy approach to teaching enhanced students’ learning as 
well as the challenges that you and the students experienced in using this approach. 
The classroom proceedings will be recorded on video for transcription and analysis of 
data. 
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When you and the other teachers have implemented the first module, we will all meet 
together to share our reflections of the classroom experience and possibly to improve 
the plans for the next module.  After the implementation of the second module, we 
shall meet together again for a debriefing to evaluate our experience of the whole 
teaching and learning process. 
 
After you finish implementing each critical literacy module, a group of students will 
be selected from your class and will also be invited for a focus-group interview about 
their reflections of their critical literacy experience. This group will be selected from 
among the groups that have been already established in your class. 
 
Teacher resources such as your English class syllabus, critical literacy module plans, 
assessment tasks and criteria, and copies of your students’ submitted multimodal 
projects, with their permission, will be requested for analysis. 
 
Voluntary participation 
  
Your participation in this study is voluntary.  Your decision to participate will not in 
any way affect your relationship with the University of Wollongong, [Luzviminda 
University], the Department of Literature and Language Studies or the researcher. If 
you decide to participate, you are free to withdraw your participation and any 
information you have given at any time during the data collection phase of the study.  
 
Possible risks, inconveniences and discomforts 
 
To ensure that this research process does not place demands on your time and effort 
more than what is necessary, I will make sure that the interviews, workshops and 
meetings be set at your most convenient time. The list of issues that will be explored 
in these meetings will be provided to you beforehand so you can reflect on your 
responses. I will also be ready to provide assistance in terms of teaching resources and 
ideas to facilitate your implementation of the critical literacy modules, should you 
require it. Any information obtained through interviews, discussion, documents and 
observation will be treated with utmost confidentiality. This information will only be 
accessible to me and my research supervisors, Dr Lisa Kervin and Dr Jessica Mantei 
for a period of five years.  Any identifiable information will be removed from the raw 
data in the transcription and your identities and that of the University will be protected 
through the use of pseudonyms in the thesis or in any publication or presentations that 
may be shared out of the results of this study. 
 
Benefits of the study 
 
By agreeing to be a participant in this study, you will be contributing to primary 
research on the viability of the critical literacy approach in the learning of language or 
literature considering the unique educational and social context of the Philippines. 
You will also be provided with copies of any publication that may be shared from this 
study. 
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Ethics concerns 
 
This research is approved by the University of Wollongong and as such will adhere to 
strict ethical guidelines. If you have any concerns or complaints regarding the way the 
research is or has been conducted, please contact the Ethics Officer, Human Research 
Ethics Committee, Office of Research, University of Wollongong at rso-
ethics@uow.edu.au. 
 
If you are willing to participate in this study, please e-mail me at 
mff936@uowmail.edu.au or contact me in this phone number +63 916 544 4166 
within this week. When you have been selected as a participant, let us meet so we can 
discuss this study further. Thank you for your consideration of this invitation. 
 
 
Truly yours, 
 
 
Margarita Fajardo  Dr Lisa Kervin  Dr Jessica Mantei 
EdD Candidate  Senior Lecturer  Lecturer 
Faculty of Education  Faculty of Education  Faculty of Education 
University of Wollongong University of Wollongong University of Wollongong 
Wollongong   lkervin@uow.edu.au  jessicam@uow.edu.au 
Wollongong, NSW 2522  
Australia 
 

---------------------------------------------------------------------------------------------- 
 
Appendix A2--Informed consent form for teachers 
 
 
I have been given information about the study, ‘Teaching Critical Literacy Using 
Multimodal Texts to College Students in the Philippines’ and have discussed the 
project with Margarita Fajardo who is conducting this research towards the 
completion of a Doctor of Education degree and supervised by Dr Lisa Kervin and Dr 
Jessica Mantei in the Faculty of Education at the University of Wollongong, New 
South Wales, Australia.   
 
I understand that my participation in this research is voluntary. I am free to refuse to 
participate, I am free to withdraw from the research and any information that I have 
given at any time. My refusal to participate or withdrawal of consent will not affect 
my relationship in any way with the University of Wollongong, [Luzviminda 
University], the Department of Literature and Language Studies, or the researcher.  
 
I understand that this research process will demand my time and effort, but I have 
been assured that the data collection procedures will be conducted at my most 
convenient time. The list of issues that will be explored in the interviews and 
meetings will be given to me prior to the actual data collection. The researcher will 
also provide me with assistance in terms of ideas or teaching resources, should I 
require it, to facilitate my participation in this study. I also understand that any 
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information obtained in this study will be treated with confidentiality and that I will 
not be identified in any way when the data have been reported. Moreover, I will be 
provided any report that may have been published in relation to this research. 
 
If I have any enquiries about the research, I can contact Margarita Fajardo 
(mff936@uowmail.edu.au), her research supervisors, Dr Lisa Kervin 
(lkervin@uow.edu.au) and Dr Jessica Mantei (jessicam@uow.edu.au) or if I have any 
concerns or complaints regarding the way the research is or has been conducted, I can 
e-mail the Ethics Officer, Human Research Ethics Committee, Office of Research, 
University of Wollongong at rso-ethics@uow.edu.au. 
 
 
By signing below I am indicating my consent to (please tick): 
 
□   Be individually interviewed for about 30 minutes regarding my beliefs and 
practices in the teaching of literature prior to the start of the second term of the school 
year 2012-2013. This interview will be audio-recorded. 
 
□  Participate in three professional development workshops on the use of a critical 
literacy approach in analysing multimodal texts as well as in two cycles of group 
sharing and reflection of the teaching experience within the aforementioned semester. 
These workshops and meetings will be recorded on video. 
 
□  Allow the researcher to observe and record on video the dynamics that take place 
in my literature class in those times that I implement the two critical literacy modules. 
 
□  Provide the researcher with copies of my English syllabus, critical literacy module 
plans, assessment tasks and criteria related to the modules. 
 
By signing below I am indicating my consent to participate in the research.  I 
understand that the data collected from my participation will be used primarily for a 
Doctor of Education thesis, and possibly for publications and presentations, and I 
consent for it to be used in that manner. 
 
 
.......................................................................  ......./....../...... 
 Signature above printed name          Date 
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Appendix B: Audit Trail 

 

DATE 
COLLECTED 

DATA COLLECTED 
ASSIGNED 

CODE 
October 18, 2012 Semi-structured interview--Beth SSI-B 
October 22, 2012 Semi-structured interview--Elaine SSI-E 
October 24, 2012 Semi-structured interview--Dan SSI-D 
November 16, 2012 Action Learning / Workshop 1 --group AL1-G 
November 23, 2012 Action Learning / Workshop 2 --Beth & Elaine AL2-G 
November 30, 2012 Action learning workshop--Dan AL2-D 
December 4, 2012 Fieldwork Journal Entry 1--Researcher 

E-mailed resources--group  
FJ1-R 
EC1-G 

December 6, 2012 Fieldwork Journal Entry 2 FJ2-R 

December 8, 2012 
Action learning meeting on first module plans--
Beth 
Fieldwork Journal Entry 3 

AL3-B 
FJ3-R 

December 13, 2012 Classroom observations--Beth CO1-B 

December 18, 2012 Classroom observations--Beth 
CO2-B; 
CO3-B 

January 10, 2013 

Action learning meeting on first module plans--
Elaine 
Focus group discussion--Beth’s students 
Collection of work samples--Beth 

AL3-E 
FGD1-BS 
WS1-B 

January 12, 2013 Action learning on first module plans--Dan AL3-D 

January 15, 2013 
Classroom observation--Elaine 
Class group discussion--Elaine’s students 

CO1-E 
CGD1-ES 

January 17, 2013 Classroom observations--Elaine & Dan 
CO2-E; 
CO1-D 

January 21, 2013 Fieldwork Journal Entry 4--Researcher FJ4-R 

January 22, 2013 
Classroom observation--Dan 
Focus group discussion--Elaine’s students 
Collection of work sample--Elaine 

CO2-D 
FGD1-ES 
WS1-E 

January 24, 2013 Focus group discussion--Dan’s students FGD1-DS 

January 26, 2013 
Action learning on second module plans--
Elaine 

AL4-E 

January 27, 2013 Fieldwork Journal Entry 5 – Researcher FJ5-R 
January 28, 2013 Fieldwork Journal Entry 6 – Researcher FJ6-R 
January 31, 2013 Classroom observation--Elaine CO3-E 
February 1, 2013 Action learning meeting--Beth, Elaine & Dan AL3-G 
February 4, 2013 Fieldwork Journal Entry 4 – Researcher FJ7-R 
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Audit Trail (continued). 

 

DATE 
COLLECTED 

DATA COLLECTED 
ASSIGNED 

CODE 
February 5, 2013 Classroom observation--Elaine CO4-E 
February 6, 2013 Focus group discussion--Elaine’s students FGD2-ES 
February 8, 2013 E-mailed resources--group ER2-G 
February 19, 2013 Action learning on second module plans--Beth AL4-B 
February 21, 2013 Classroom observation--Beth CO4-B 
February 23, 2013 Action learning / debriefing--Elaine AL5-E 
February 25, 2013 Fieldwork Journal Entry --Researcher6 FJ8-R 

February 27, 2013 
Focus group discussion--Beth’s students 
Collection of work sample --Beth 

FGD2-BS 
WS2-B 

March 8, 2013 Action learning / debriefing--Beth AL5-B 
March 9, 2013 Action learning on second module plans--Dan AL4-D 
March 11, 2013 Fieldwork Journal Entry  – Researcher FJ9-R 
March 12, 2013 Classroom observation--Dan CO3-D 
March 13, 2013 Fieldwork Journal Entry  – Researcher FJ10-R 
March 19, 2013 Collection of work sample--Dan WS1-D 
March 20, 2013 Fieldwork Journal Entry  – Researcher FJ11-R 
March 21, 2013 Action learning / debriefing--Dan AL5-D 
July 24, 2013 Member checking--Beth MC1-B 
July 27, 2013 Member checking--Elaine MC1-E 
November 21, 2013 Member checking--Beth MC2-B 
January 9, 2014 Member checking--Dan MC1-D 
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Appendix C: Interview Guides for Teacher Participants 

Appendix C1 --Interview guide for understanding teachers’ existing perspectives 
on literacy 

 

Training and Experience 

1. Tell me about your teaching experience and training (teaching 
qualifications, years of teaching, courses taught) 

 

Assessment of reading / writing skills 

2. What activities, if any, do you use in your class to explore and extend 
students’ response to the text? 

3. (Follow up) What is your purpose for using such post-reading activities? 
4. What type of assessments have you used in the past to determine whether 

your students have learned to be good readers / writers? 
5. What do these assessments reveal regarding the reading / writing skills 

learned by your students? 
6. How would you assess students’ interpretation skills? 
7. How do you deal with students’ varied interpretations? 

 

Encountered problems 

8. What problems, if any, have you encountered in teaching reading / 
writing? 

9. What reading / writing skills are difficult for your students to learn? 
10. What could be the reason for these difficulties? 
11. Are there things you might change about the way you teach reading / 

writing? 
 

Selection of texts 

12. What kinds of texts do you use in your English class? (genre, issues, who 
choose the texts, language used, etc.) 

13. What factors do you consider in selecting texts to use in your classes? 
14. (Follow up) What is your purpose for using particular texts? 

 

Critical literacy 

15. What is your understanding of critical literacy? 
16. What do you think is the importance of teaching students to be critical 

readers and writers? 
17. How do you teach students to take a critical stance in the texts that they 

read or create? 
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Appendix C2  – Interview guide for action learning meetings 

1. Describe to the group the main concern you wanted to address in your class. 

2. What did you do to address that concern? 

3. What was the result? 

4. What enablers and inhibitors did you encounter in the process? 

5. What factors contributed to such a result? 

6. What kind of help do you want from the set? 

7. What concrete steps would you take in the in the next module to address your 

concern? 

---------------------------------------------------------------------------------------------- 

Appendix C3 --Interview guide for debriefing between researcher and teacher 
1. How would you define critical literacy based on your lessons? 

 

2. What, if any, are the challenging aspects of using critical literacy in teaching 
reading / writing / literature? 

 

3. What value or benefit did you experience, if any, in using the critical literacy 
approach in teaching reading / writing / literature? 

 

4. In the future, will you consider using a critical literacy approach in teaching 
reading / writing / literature? Why or why not? 

 

5. What advice would you give a new teacher who wants to try using critical 
literacy in their class? What conditions should be present for a successful 
critical literacy teaching? 

 

6. In what ways, if any, has the use of multimodal texts supported the critical 
literacy development of your students? 

 

7. What could be some of the challenges that you experienced in using 
multimodal texts in class? 

 

8. In the future, will you consider using multimodal texts in teaching reading / 
writing / literature? Why or why not? 

 

9. How did you find the process of action learning? What could be some values 
and / or limitations of this approach in your professional learning? 
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Appendix D: Sample Transcription of Data 

CO2-B   Beth’s Second Critical Literacy Lesson 
Date of observation: December 18, 2012 
Time:   9:00-10:30 a.m. 
Venue:   Luzviminda University 
 
((Members of the next groups of presenters post their group’s output, written on manila papers, on the board.)) 
BETH: So read first the paragraphs ((covering the projector to hide the editorial cartoon)), the first paragraph 

((looks at the two manila papers))--okay, this one by Group #3 ((indicates the written output on the left 
side of the board)). Presentor? Where’s the presentor? Okay, #S1. 

S1: ((Goes to the front and reads their group’s work)). ‘On the right side of the editorial cartoon there is a 
man who has an irritating facial expression holding a sack symbolising a fund or budget for the RH bill 
and the left side of the cartoon are the citizen shouting for their needs.’ ((Goes back to his seat)) 

BETH: Okay. Given that paragraph, were you able to have an image in your mind of what is being described? 
Even if I don’t flash the #cartoon? Okay, ((revealing the editorial cartoon assigned to Group 3)).  

BETH: Okay, does that directly describe the #cartoon? Or can it add more $details so that the description can 
be more $specific? So that’s a description of this cartoon, #yes? But can we add more #details? Can 
we improve on the paragraph so that the picture would be more clear? How about the group who did 
that? ((addressing the group)) Can you add more words so that you can improve #it? But generally it is 
#a description. Yes? Now let’s go to examining further the cartoon. What does it say? ((Goes up the 
platform)) So what is the issue? The issue here #is? 

Ss: RH bill. 
BETH: RH bill. Basing on ((reads the description of Group 6)) the picture, who do you think is represented by 

this big man? ((referring to the prominent picture of President Noynoy Aquino on the right)) 
Ss: Noynoy. 
BETH: Okay, what is represented? This is obviously--this seems to be who? 
Ss: The President. 
BETH: Okay, PNoy ((referring to the nickname given to the President of the Philippines)). Okay, what does he 

represent? S2? What does he represent? ((looks at her watch)) 
S2: ((inaudible)) 
BETH: Okay, the budget. Which represents #the government. And then who are represented by these people? 

((points at the illustration of a family on the left side)) 
S3: Citizens. 
BETH: Okay, #the citizens. What could be the social status of these citizens based on how they are pictured? 

Based on how they are seen and drawn? These citizens are represented but observe carefully ((pointing 
at the drawing)) their position, observe the #size, the size of PNoy and their #size. Observe their 
#position, their dress and then the houses at the $background. 

S4: The poor. 
BETH: Okay, they represent #the? 
S: The poor. 
BETH: The poor. And what do you think is their say regarding the RH bill? Are they pro or against? 
Ss: Against 
BETH: Okay. Why is that so? How are they pictured here? S5? 
S5: They are shouting for their needs, for their needs in their daily life. And they are against the RH bill 

because it can’t--hindi nabibigyan ng solusyon ang mga needs nila (their needs are not being met by 
the government).  

BETH: So they see a better use of the RH bill budget. Basing on the picture. And again what particular class 
are represented here? 

S6: ((inaudible)) 
BETH: Okay, the lower class. So do you think this particular cartoon actually depicts what’s happening in 

reality? 
Ss: Ye::s::: 
BETH: Do you think the poor are really clamouring for those cited ((referring to the words being shouted by 

the family as illustrated in the cartoon)) and not the RH bill? Or do you think they need RH bill?  
S: They need the RH bill. 
BETH: Do you believe that they themselves need the RH #bill? That they really need the RH #bill? Or are 

they even $aware of the provisions of the RH $bill? Those who are usually rallying outside whether 
pro or against? What particular class rallies? When the issue of the RH bill has been passed, passed for 
reading, what particular class usually rallies on television if you’re watching? Are the poor part of the 
group #rallying? So are they $aware? Are they informed about the RH $bill, you think? So going back 
to the question. Does this accurately #depict what #happens? What’s #happening? So you have to 
analyse but first let’s go #to the next picture. ((Presents another editorial cartoon presenting an 
opposing opinion.)) This time, let’s compare it with the earlier cartoon. 
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Appendix E: Resources for the First Critical Literacy Workshop 

Appendix E1  – Questions for critical textual analysis 

Interrogating the composer 

• What kind of person, and with what interests and values, composed the text? 
• What view of the world and values does the composer of the text assume that 

the reader/viewer holds? How do we know? 
• Is authorship hidden? If so, identify the strategies of erasure. 
• Where in the text is ambiguity controlled or uncontrolled? Justify by evidence. 

Textual purpose(s) 

• What is this text about? How do we know? 
• Who would be most likely to read and/or view this text and why? 
• Why are we reading and/or viewing this text? 
• What does the composer of the text wants us to know? 

Textual structures and features 

• What are the structures and features of the text? 
• What sort of genre does the text belong to? 
• What do the images suggest? 
• What kind of language is used in the text? 
• What do the words suggest? 
• Is there a consistency between the language and image used? 

Construction of characters 

• How are the persons constructed in this text? 
• Who is the villain and who is the hero? 
• Why has the composer of the text represented the characters in a particular 

way? 

Whose view, whose reality? 

• What knowledge does the reader/viewer need to bring to this text in order to 
understand it? 

• What view of the world is the text presenting? 
• How many voices can you hear in this text? 
• Is the author in control of all the voices in this text? Justify by evidence. 
• What kinds of social realities does the text portray? 
• How does the text construct a version of reality? 
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• What does this text ask of you as a reader?  
• Which ideas in the text seem most natural to you? Why do you think these 

ideas seem so convincingly realistic? 
• What does it assume about your beliefs, values, experiences? 
•  Are you as a reader willing to go along with those assumptions?  
• Are there aspects of the text you wish or feel compelled to resist or refuse? 

Power and interest 

• In whose interest is the text? Who benefits from the text? 
• Which positions, voices and interests are at play in the text? 
• How is the reader or viewer positioned in relation to the composer of the text? 
• How does the text depict age, gender and/or cultural groups? 
• Whose views are excluded or privileged in the text? 
• Who is allowed to speak? Who is quoted? 
• Why is the text written the way it is? 

Gaps and silences 

• Are there ‘gaps’ and ‘silences’ in the text? 
• Who is missing from the text? 
• What has been left out of the text? 
• What questions about itself does the text not raise? 

Multiple meanings 

• What is the dominant reading of the text? 
• What is the text’s unspoken, underlying message? 
• Are the official ideas of the text contradicted by unspoken assumptions? 
• How would the text be different if it were told in another time, place or 

culture, or point of view? 
• What different interpretations of the text are possible? 
• How do contextual factors influence how the text is interpreted? 
• How does the text rely on inter-textuality to create its meaning? 
• How else could the text have been written? 

Social Action 

• Why are things the way they are? 
• Who benefits from these conditions? 
• How can we make the conditions more equitable? 

Sources:  
* Department of Education Australian Curriculum 2009, Critical Literacy, accessed 2/17/2012, 
http://www.education.tas.gov.au/curriculum/standards/english/english/teachers/critlit 
 
* McDaniel, CA 2004, 'Critical literacy: A questioning stance and the possibility for change', The 
Reading Teacher, Vol.57, No.5, pp472-481. 
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Appendix E2  – Questions for critical pedagogy 

• How can I create a learning environment that is safe and supports deep and 
independent thinking and learning? 
 

• What creative authentic learning experiences are appropriate for my students 
to experience in order to develop a sense of how they can take action to make 
the world a better place? 
 

• How can I help students develop their own voice and opinions? 
 

• What opportunities for accountable talk can I build into my classroom 
throughout the session? 
 

• How can I develop in my students a sense of how to question the text, the 
author, the world, and their own place in making a difference? 

Source:  *Curriculum Services Canada Critical Literacy, n.d., Critical Literacy, from 
http://resources.curriculum.org/secretariat/november29.shtml 
 
------------------------------------------------------------------------------------------------------------------- 
 

Appendix E3  – Principles of critical literacy 
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Appendix E3  – Principles of critical literacy (continued) 
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Appendix E4--Critical language awareness exercise 

 
Egg and sperm race—who’s the runner? 

Rob Stepney in London 
 
     1 Conventional descriptions of sperm as 
active, and eggs as passive participants in 
fertilisation owe more to gender stereotypes 
than to true facts of life. 
 
     2 Given the evidence about how sperm and 
egg really perform it is time we replaced the 
dead hand of sexist metaphor with something 
more appropriate. 
 
     3 This at least is the thesis advanced by 
professor Emily Martin, of the anthropology 
department in Johns Hopkins University, 
Baltimore, in the latest issue of the 
gynaecology journal Orgyn. 
 
    4 The standard story runs something like 
this: having battled its way against 
overwhelming odds from the vagina to the 
oviduct, a single valiant sperm succeeds in 
penetrating the egg, so fertilising it and 
engendering new life. In contrast to this heroic 
endeavour, the egg is shed by the ovary and 
swept down the fallopian tube to await its date 
with destiny. For years I have used similar 
vocabulary in writing about the reproduction. 
 
     5 So have many others. A delve into a 
biology textbook, chosen at random, shows 
that the sperms’ efforts to reach the egg are 
indeed emphasised: the difficulty of their 
journey is likened to a man swimming in an 
Atlantic Ocean of treacle. 
 
     6 In the process of fertilisation, the sperm is 
also described as the dominant partner, 
releasing enzymes that dissolve the outer coat 
of the egg and producing a filament to pierce 
its membrane. 
 
     7 But at least this is less aggressive 
vocabulary than that used in a paper cited by 
Emily Martin, which has the egg being 
harpooned by the sperm. She also reproduces a 
cartoon from Science News showing sperm 
attacking the egg with a jackhammer and 
pickaxe. Such images project cultural values 
on to the ‘personalities’ of sex, cells, she says. 
 
    8 The biological reality, she argues, is 
entirely different. According to recent research 

by biophysicists at John Hopkins University, 
sperm, rather than propelling themselves 
manfully onwards, are ditherers. ‘The motion 
of the sperm’s tail makes the head move 
sideways with a force that is 10 times stronger 
than its forward movement,’ Martin says. 
 
    9 Instead of coming equipped to penetrate, it 
seems that sperms are designed to avoid 
attachment, a feature which makes sense given 
that they are far more likely to encounter cells 
that are not eggs than they are to meet the 
ovum. 
 
    10 It therefore falls to the egg to perform the 
crucial role of cementing the relationship. The 
ovum’s adhesive surface traps the sperm, 
which is left wiggling ineffectually until the 
genetic material in its head is engulfed by the 
egg. 
 
     11 But Martin, argues, to describe the 
events in these terms may simply be to replace 
one damaging metaphor with another. Instead 
of sperm as Superman, we have egg as some 
kind of predatory spider. The most appropriate 
model, she suggests, is to regard sperm and 
egg as mutually dependent agents interacting 
to achieve a common goal. 
 
    12 Instead of active and passive, we have 
‘feedback loops’ and ‘flexible adaptation’. 
This seems appropriate given evidence that 
molecules on the sperm and ovum have equal 
roles in enabling male and female genes to 
come together. 
 
     13 We are familiar with such ideas of 
interplay and self-regulation when it comes to 
biological processes such as the hormonal 
system. No one can be sure of how powerfully 
biological metaphors reinforce social 
stereotypes, or vice versa. 
 
      14 But we should perhaps now be seeing 
the conjunction of sperm and egg in terms that 
do more than simply echo outdated gender 
roles.  
(Janks, Dixon, Ferreira, Granville, & 
Newfield, 2014) 
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Appendix F: Resources for the Second Workshop on Critical Literacy 
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Appendix F: Resources for the Second Workshop on Developing Critical 
Literacy Using Multimodal Texts 
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Appendix G: Resources E-mailed to Teachers 

Appendix G1 – Resources sent to teachers in lieu of a third workshop 
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Appendix R  – Sample Data Display for Cross-Comparative Data Analyses 

Teachers’ Understanding of Critical Literacy 
 Beth Elaine Dan 

Applicability of 
critical literacy for 
students 

Academically high-
achieving students 
(AL1-G; AL3-G; 
AL5-B) 

Mature and bright 
students (AL1-G; 
AL3-G; AL5-E) 

Mature and above-
average students 
(SS1-D; AL3-G; 
AL5-D) 

Applicability of 
critical literacy for 
subjects 

Critical literacy is 
appropriate for 
teaching most 
subjects, especially 
grammar and 
literature (AL5-B) 

Critical literacy is 
appropriate for 
teaching literature 
and research subjects 
but not English for 
Academic Purposes 
classes  (AL5-D) 

Critical literacy is 
appropriate for 
teaching literature. 
Critical design is not 
appropriate for a 
Literary Criticism 
class (AL4-D) 

Definition of critical 
literacy 

Equates critical 
literacy with critical 
thinking (CO1-B; 
CO2-B; CO3-B; 
CO4-B; AL3-G; 
AL5-B) 

Equates critical 
literacy with critical 
thinking (CO1-E; 
CO2-E; CO3-E; 
AL3-G; AL5-B) 

Equates critical 
literacy with 
deconstruction of 
power relations 
(CO1-D; CO2-D; 
CO3-D; AL3-D; 
AL4-D; AL5-D) 

Approaches to 
critical literacy 
pedagogy 

Exploring multiple 
perspectives 
(CO4-B) 
 
“Going beyond what 
meets the eye” 
(AL3-B) 
 
 
Focus on genre 
structures (CO1-B; 
CO2-B; CO3-B; 
CO4-B) 
 
Making personal  
connections with 
texts (SS1-B; CO1-
B; CO2-B; CO4-B) 
 
 
Analysing authorial 
intention (CO1-B; 
CO3-B; AL5-B) 
 
 
Selecting multimodal 
texts as springboards 
to lessons on genre 
structures (AL3-B; 
AL3-G) 

Exploring multiple 
perspectives (CO1-
E; CO3-E) 
 
“Going beyond what 
is offered” (AL5-E) 
 
 
 
Focus on genre 
structures (CO2-E; 
CO3-E; CO4-E) 
 
 
Making personal 
connections with 
texts (SS1-E; CO1-
E) 
 
 
Inferring implied 
meanings (AL3-E; 
CO1-E; CO3-E; 
CO4-E) 
 
Selecting multimodal 
texts as interest-
generating activity 
(AL3-E; AL5-E) 

Exploring multiple 
perspectives (CO1-
D; CO2-D) 
 
“Going beyond the 
boundaries of 
tradition” (AL4-D; 
CO3-D; AL5-D) 
 
Focus on modelling 
critical analytic lens 
(SS1-D; CO3-D; 
AL3-G) 
 
Making personal and 
cultural connections 
with texts (SS1-D; 
CO1-D; CO2-D; 
CO3-D) 
 
Challenging 
representations 
(CO1-D; CO2-D; 
CO3-D) 
 
Selecting texts that 
reflect power 
struggle (AL3-D; 
AL4-D; AL5-D) 

 


