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ABSTRACT
This dissertation explores the emotional landscapes of two Korean high school English as a foreign
language (EFL) as they begin to incorporate critical literacy practices into their regular high school EFL
instruction. Critical literacy focuses on the connection between literacy and power by giving literacy a
socio-political dimension (Janks, 2010, 2013). Language teachers are encouraged to help their students
achieve a deeper understanding of texts by discussing how power dynamics influence everyday life,
engaging in active analysis of the text, and offering strategies for uncovering the underlying messages
within texts (Luke, 2012). In the critical classroom, language teachers are no longer the sole source of
authority or knowledge, and students take on the role of active agents who co-construct knowledge with
their peers and teachers to transform their reality in a way that allows them to read both the ‘word’ and
the ‘world’ (Freire & Macedo, 1987). This learning process is indispensable for cultivating mature
democratic citizens who have creative and critical minds endowed with the profound empathy to change
both their own lives and the world around them.
Attempting to use critical literacy materials, however, can pose a number of challenges for teachers
in Korean high school EFL classrooms given the country’s test-oriented and top-down educational
system. For successful implementation of critical literacy in this context, it is important to develop an
understanding of teacher emotions because knowing how teachers feel is essential to understanding their
teacher identities and instructional practices (Benesch, 2012; Zembylas, 2013). To investigate teacher
emotions, I draw on narrative inquiry framework and triangulate data from longitudinal teacher narratives
(collected before, during, and after the implementation of critical materials), audio-recorded classroom
interactions (collected over the course of a semester), student surveys, and official school documents.
The findings show that the teachers experienced a range of emotions, both positive and negative.
While they initially reported having negative emotions such as resistance, uncertainty, lack of confidence,
and even bodily discomfort (e.g., ‘sweat on the back’), these negative emotions were changed into
positive ones through emotional engagement with critical literacy practices as the teachers co-constructed
knowledge with their students. The teachers used critical literacy as a mediation tool to overcome the
iv

dissonance between their beliefs and actual teaching practices, which in turn led to the formation of
renewed, empowered, and legitimate teacher identities. This study provides teacher narratives and
descriptions of classroom-based interactions for use in critical language teacher education, a discussion of
pedagogical implications for critical materials development, and recommendations for a paradigm shift
towards critical literacy in test-oriented Korean high school EFL classrooms and similar contexts.
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CHAPTER 1
BACKGROUND TO THE STUDY

1.1 Introduction
The concept of “critical” is especially salient for language teachers. Because language, culture, and
identity are integrally related, language teachers are in a key position to address educational
inequality, both because of the particular learners they serve, many of whom are marginalized
members of the wider community, and because of the subject matter they teach —language—
which can itself serve to both empower and marginalize (Hawkins & Norton, 2009, p. 2).
Critical literacy is about “enabling young people to read both the word and the world in relation to
power, identity, difference and access to knowledge, skills, tools and resources” (Janks, 2013, p. 227).
Hence, critical literacy rejects authoritarian education that fits students quietly into the status quo (Shor,
1999). Instead, critical literacy shares democratic goals of education “that questions the way things are
and imagines alternatives, so that the word and the world may meet in history for a dream of social
justice” (Shor, 1999, p.25). Following Janks (2010, 2013) and Shor (1999) among others, I define critical
literacy as orientations and practices toward texts and discourses that analyze written and media texts
from multiple perspectives to question unequal power relations and social injustice.
This study examines critical literacy practices in test-oriented high school English as a foreign
language (EFL) classrooms in South Korea (hereafter, Korea). Drawing on the work of Freire (1970a) and
second language (L2) critical literacy educators (Crookes, 2013; Huang, 2011a, 2011b; Huh, 2016;
Kubota, 1998, 2014; Kuo, 2013, 2014; Shin & Crookes, 2005a), I developed critical supplemental
materials (Appendix A) to balance conventional and critical literacy in EAP reading classrooms in the
University of Hawaiʻi at Mānoa. The critical supplemental materials developed in this EAP context were
then adopted and adapted to be used in Korean high school classrooms by two Korean high school EFL
teachers. Drawing on narrative inquiry framework (Clandinin & Connelly, 2000), I interviewed two
teacher participants before, during, and after they used the critical materials in their high school EFL
classrooms in Korea. Classroom data and school documents were also collected for triangulation
purposes. This study responds to the call for close investigation of teacher emotions to fully understand
1

teacher identities and experiences to improve teaching practices in critical literacy classrooms (e.g.,
Benesch, 2012; Zembylas, 2003, 2005).
In this chapter, I first define what critical literacy is and identify a research gap along with an
overview of critical literacy research in EFL contexts. In order to situate critical literacy and teacher
emotions in the study, I provide a brief history and discussion of critical elements in Korean educational
policies that may align with critical literacy. This is followed by an overview of the role of teachers in the
educational policies in Korea. After which, I present my motivation and positionality and pose the
research questions which guide this study.
1.2 Critical Literacy
1.2.1 Theoretical Backgrounds
Critical literacy has its roots in Paulo Freire’s (1970a) critical pedagogy, which gave a sociopolitical dimension to literacy, emphasizing that texts should be understood within the political,
economic, and social contexts in which those texts were created and embedded. Through this process,
literacy education should empower students:
If learning to read and write is to constitute an act of knowing, the learners must assume from the
beginning the role of creative subjects. It is not a matter of memorizing and repeating given
syllables and phrases, but rather of reflecting critically on the process of reading and writing itself,
and on the profound significance of language. […] The human word is more than mere vocabulary
– it is word-and-action. The cognitive dimensions of the literacy process must include the
relationships of men [and women] with their world. (Freire, 1970b, p. 212)
By linking literacy to self-empowerment, literacy is regarded as social action through language use to
assist in the social construction of the self.
While critical pedagogy is a philosophy of teaching, critical literacy is an instructional orientation
that includes teaching strategies, procedures, and materials with a primary focus on text1 (Janks, 2010;

1

Here, an important and simple distinction is made between critical literacy, with its primary focus on texts, and
critical (language) pedagogy, which does not thus confine itself.

2

Luke & Freebody, 1999). Proponents of critical literacy see literacy as never neutral, with interpretations
that depend on who has it, who needs it, who gets it, who teaches it, and how it is taught and to whom. As
Auerbach (1995) posits, “pedagogical choices about curriculum development, contents, materials,
classroom processes, and language use, although appearing to be informed by apolitical professional
consideration, are in fact, inherently ideological in nature” (p. 10). Thus, literacy education needs to
encourage students to become conscious of power relations in social issues such as power differences,
identity, diversity, and marginalization so that students do not learn a language “in simplistic and
uncritical ways that will do little to prepare them for the complex and heterogeneous world in which we
live” (Janks, 2010, p. x).
In addition to Freire’s critical pedagogy, critical literacy has been further developed theoretically
drawing on other conceptual resources from poststructuralism, feminist pedagogy, critical race theory,
and critical linguistics, with the purpose of achieving a better life for oneself and others (e.g., Giroux,
1988; McLaren, 1999). Practical manifestations have been described by educators, initially in first
language (L1) literacy work (e.g., Shor, 1992) and then that of second language (L2) specialists such as
Janks (2010).
1.2.2 Definition
Critical literacy is learning to read and write by understanding the relationship between language
and power in the texts being studied. According to Janks (2010), the word ‘critical’ in critical literacy
means close examination to “uncover social interests at work, to ascertain what is at stake in textual and
social practices” (Janks, 2010, p.2). Therefore, being ‘critical’ in critical literacy is beyond what might
normally be understood by the concept of critical thinking that indicates reasoned analysis based on an
examination of evidence and argument. Adding to critical thinking, critical literacy entails questions
regarding power and ideology such as “Who benefits? Who is disadvantaged?” (Janks, 2010, p. 13).
‘Literacy’ in critical literacy is not viewed as neutral and functional skills relating to a fixed body of
cultural knowledge but a social practice “defined by culture and regulated by social institutions” (Janks,
2010, p. 2). Pennycook (1990) defines how literacy is regarded in critical literacy:
3

Writers have argued that literacy must be based on a view of knowledge as socially constructed,
and thus as an ideological process. In this view, by helping students to decode the ideological
dimensions of texts, institutions, social practices and cultural forms, critical literacy aims to
develop a critical citizenry capable of analyzing and challenging the oppressive characteristics of
the society. (Pennycook, 1990, p. 309)
By examining power relations through literacy education, critical literacy advocates the belief that
education should foster social justice by helping students question how language and literacy are
influenced by and influence social relations and power around them. From its inception in the work of
Paulo Freire (1970a), critical literacy has been conceptualized as more than a linguistic and functional
ability to read and write. Critical literacy sees literacy as a social practice that enables students to read the
word and the world and use literacy for reasons that matter to the learners (Janks, 2013). A constant
interplay between “the word” and “the world” (Freire & Macedo, 1987) helps students analyze the
division of power and resources in their society and transform discriminatory social structures. Being
critically literate is acquiring knowledge of literacy that can be turned into action to improve the status
quo. Knowledge, in this sense, “is about more than understanding; it is about the possibilities of selfdetermination, individual autonomy, and social agency” (Giroux & Giroux, 2004, p. 84).
To understand how we have been shaped by the words and to reshape ourselves and our culture,
critical literacy often adopts oppositional discourses “to reveal the subjective positions from which we
make sense of the world and act in it” (Shor, 1999, p.3). Critical literacy practices include uncovering
hidden messages and understanding texts from multiple perspectives to read both “the word and the
world” in literacy education (Freire & Macedo, 1987, p.10).
1.2.3 The Research Gap in EFL Contexts
Over the last two decades, a volume of literature concerning critical EFL classrooms has argued
that critical literacy approaches help students challenge the status quo and question authority by asking
questions—to pose problems, seeking answers to solve problems, and taking action to transform students’
language skills and lives. A phrase from Freire encapsulates this idea: by reading the word, students are
4

enabled to “read” (meaning “understand”) the world. For example, university EFL students in East Asian
countries such as Korea and Taiwan have developed critical responses to texts by analyzing authors’ word
choices and themes in reading materials (Huang, 2011a; Huh, 2016); by using self-discovery texts for
enhancing students’ self-awareness and critical dialogue (Kuo, 2013); by connecting the themes with their
personal and socio-political lives using picture books (Kuo, 2014); by reading multiple perspectives on
the same issue (Huang, 2011b; Ko & Wang, 2013); and by participating in critical dialogue with teachers’
explicit scaffolding and guidance (Huh, 2016; Shin & Crookes, 2005a).
However, despite the promise of empowering students as active agents through critical literacy,
little empirical work is available to guide critical literacy practices in secondary school classrooms
(Crookes, 2013). Moreover, most research on critical literacy in EFL classrooms has been done by
critically-oriented action researchers in relatively less controlled contexts such as universities (e.g., Huh,
2016; Kim & Pollard, 2017), small-scale private sectors such as Hagwons (private cram schools in
Korean) (e.g., West, 2017; West & Crookes, 2017), and after-school programs (e.g., Chun, 2009; Shin &
Crookes, 2005a). Relatedly, few studies have analyzed how ordinary EFL teachers (i.e., not necessarily
critically-oriented individuals) would feel about critical literacy practices in their EFL classrooms. In
order to better understand the evolving nature of critical literacy theories and practice in different EFL
contexts, it is vital to investigate EFL classroom teachers’ viewpoints. More teachers’ voices need to be
heard to make critical literacy visible and accessible to language teachers in the mainstream and often
test-driven secondary schools in many EFL countries such as South Korea.
1.2.4 The Basic Premise of Critical Literacy
The basic premise of critical literacy is that language education, just as language itself, is not
neutral (cf. Canagarajah, 2005; Kincheloe, 2005; Luke & Freebody, 1999; Pierce, 1989). From deciding
on ‘who teaches what’ to ‘what language(s) to teach’ and ‘how it is taught’, these decisions have political
implications (Kincheloe, 2005). However, mainstream L2 professionals and principles have paid little or
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no attention to political significance in L2 teaching and learning, adopting an “idyllic innocence2”
(Canagarajah, 2005, p. 931). For Canagarajah, a long tradition of depoliticizing language teaching
triumphed in a primary focus on a positivistic and psycholinguistic approach in ESL/ EFL education
paradigms. Depoliticizing education has obscured socioeconomic inequalities embedded in education,
thus justifying and perpetuating the status quo as well as privileging the dominant groups while
marginalizing the Others through hegemony (see Bourdieu, 2006).
Critical literacy sees literacy as a social practice, which means “the notion of a literacy practice
implies patterned and conventional ways of using written language that are defined by culture and
regulated by social institutions” (Janks, 2010, p. 2; emphasis added). Thus, literacy practices are elements
of both culture and power structures as Street (2005) explicates:
Literacy is a social practice, not simply a technical and neutral skill, that it is always embedded in
socially constructed epistemological principles. It is about knowledge: The ways in which people
address reading and writing are themselves rooted in conceptions of knowledge, identity, being.
Literacy, in this sense, is always contested, both its meanings and its practices, hence particular
versions of it are always “ideological”; that is, they are always rooted in a particular world-view
and a desire for that view of literacy to dominate and to marginalise others. (Street, 2005, p. 418)
Because literacy itself is ideological rather than neutral, critical literacy advocates the adoption of critical
perspectives towards texts. Contrary to considering literacy as a set of static, decontextualized, and
discrete skills, the underlying assumption of critical literacy is that literacy education should discuss how

2

Canagarajah explains that the “idyllic innocence” of L2 teaching and learning arises from the tendency of
depoliticizing education that obscures socioeconomic inequalities embedded in education. Under this neutral
education myth, students are deprived of educational opportunities to enhance critical minds and balanced views
about social problems and transform their realities based on shared understanding and empathy. Canagarajah
(2005) states, “although teaching a colonial language to students from many minority language groups is a
controversial activity fraught with political signiﬁcance, L2 professionals largely adopted an idyllic innocence
toward their work. This attitude was shaped by the structuralist perspective on language (which orientated to
proﬁciency as the rule-governed deployment of abstract value-free grammar), behaviorist orientation to learning
(which assumed that the calculated exposure to linguistic stimuli would facilitate competence among docile
students), and the positivistic tradition to language acquisition research (which stipulated that a controlled
observation of learning in clinically circumscribed settings would reveal the processes of acquisition that help
construct the methods and materials for successful learning)” (p. 931).
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power is inscribed in our daily lives, encourage readers to actively analyze texts, and offer strategies for
uncovering underlying messages through dialogue (Janks, 2013). In short, critical literacy targets “[the]
use of the technologies of print and other media of communication to analyze, critique, and transform the
norms, rule systems, and practices governing the social fields of everyday life” (Luke, 2012, p. 5). In the
subsequent sections, I describe recent English educational policies in Korea and then discuss the English
educational movement and reforms that have critical elements, which can provide insights in framing and
customizing critical literacy models for Korean high school contexts.
1.3 English Educational Policies in Korea
In Korea, recent English education policies have been characterized by frequent governmentinitiated and neoliberal reforms 3, mediating relations of class and social (re)production (Byean, 2015;
Chung & Choi, 2016; Crookes, 2017b; Jeon, 2012; J. S. Park, 2011, 2013; Piller & Cho, 2013; Shin,
2007). Neoliberalism is an economic doctrine that “ontologizes the global market logic” (Rizvi &
Lingard, 2010, p. 32), which puts an emphasis on individual freedoms and entrepreneurial skills. Based
on this market logic, neoliberalism promotes the corporatization of the state through deregulation,
privatization, and devolution to produce a minimal government (Harvey, 2005).
In education, neoliberalism promotes the commodification of individuals competing for their
personal branding (Giroux, 2008; Giroux & Giroux, 2006). Giroux and Giroux (2006) explain that, when
neoliberal policies dominate society and politics, the logic of the (so-called) free market cuts public
spending on the non-commodified public sphere such as education, health care, child care, and
transportation. By weakening the public sphere, neoliberal ideology is dehumanizing because it
“produces, legitimates, and exacerbates the existence of persistent poverty, inadequate health care, racial
apartheid in the inner cities, and the growing inequalities between the rich and the poor” (Giroux &
Giroux, 2006, p. 24). This position is echoed by Apple’s (2006) claim that education is now a key site for
the production of ideal neoliberal citizens, who have more resources to win in global competition,

3

Especially since the 1997 financial crisis in Korea (Kong, 2012).
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widening the gap between the haves and have-nots. The English Divide phenomenon in Korea seems to
epitomize dehumanizing education by neoliberal governance, which refers to a widening English
proficiency gap found among learners of different socio-economic statuses (e.g., Crookes, 2017b; M.
Jeon, 2012; Jeong & Jeon, 2013; Noh & Jeon, 2012; M. Park, 2014; Shin & Lee, 2019).
A neoliberal form of governance4 (Foucault, 1991) has prevailed in the most recent waves of
English education reforms in Korea, related to its recent historical, political, and economic changes. As a
rapidly modernizing nation, attributing its success to building up a strong economy, Korea has actively
pursued English to realize supposed “national interests” within the globalized economic paradigm. The
ambition has led to various policy initiatives to foster competent “neoliberal citizens” with a good
command of English (Brown, 2005, p. 40). Consequently, English has been regarded as one of the most
important economic resources in accelerating economic growth, raising the visibility of Korea around the
globe by enabling its citizens to interact with international communities. English education policies in
Korea have been constructed based on the government’s assessment of what is necessary for this end.
Following the government’s lead, Korea as a whole has had an intense education “fever” for English (J.
K. Park, 2009; Seth, 2002; Shin & Lee, 2019).
In a response to English fever in Korea (Park, 2009), Korean parents have participated fervidly in
this neoliberalist competition for their children to obtain a good command of English, believing English
competence to be a form of cultural capital (Bourdieu, 1986) or an absolute power which can determine
academic and professional success in the Korean society. To gain native-like English competence, many
Korean parents have sent their children to private English language institutes (in Korean, hagwon; West,
2019), to English-speaking countries during vacations (Shin, 2015), or to study abroad at an early age (in

4

Foucault (1991) described neoliberal governance as a means of social control while seemingly providing
individual freedom. For example, under the neoliberal reforms of education in Korea, the government still
maintains surveillance over schools and teachers by conducting the nation-wide standardized test
(국가수준학업성취도평가) and employing performance-based incentive pay for schools and teachers, inducing
them to compete with each other for better performance (Byean, 2015). Decentralizing educational management
and then comparing each local system puts an emphasis on diversity and autonomy of education, which obscures
mounting social and economic inequalities by making individuals responsible for their own self-development and
choice (Rizvi & Lingard, 2010).
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Korean, jogi yuhak; Bae, 2013). In some (or many) cases, a family is separated as a father, widely known
as a wild goose daddy (in Korean, gireogi appa), sends his wife and children to inner-circle countries to
acquire native-like fluency (Kachru, 1992). Those fathers leave their spouses and stay behind to earn an
income in Korea so that their children can be put into schools in English-dominant countries (Y. Kim,
2015). Clearly, these options are only available for families above a certain income level. This unequal
access to English, in turn, has subsequently resulted in the English Divide (Crookes, 2017b; M. Jeon,
2012; Jeong & Jeon, 2013; Noh & Jeon, 2012; M. Park, 2014; Shin & Lee, 2019) among students,
reinforcing the gap between the richer and the poorer segments of Korean society. As J. S. Park (2011, p.
446) points out, “English is never a transparent key to social inclusion, because what counts as good
competence is determined by the structure of the linguistic market, which is in turn controlled by
institutions of power.”
While individuals have been made responsible for their own (economically-oriented) selfdevelopment, the politics of language and education have been ignored and obscured, because English
education in Korea has focused on the instrumental value of English. Linguistic instrumentalism is linked
to the unstable employment conditions of neoliberal societies and the notion of human capital (i.e., skills
deemed necessary for the so-called “knowledge economy”5) (Kubota, 2011). When education is
increasingly intertwined with neoliberal capitalism, such an ideology is entrenched within national
curricula (Block et al., 2012; Chun, 2013; Kubota, 2011; J. S. Park, 2011). Speaking fluent English
indicates “embodied evidence of not only one’s educational attainment but also one’s previous
transnational trajectories, thus positioning the speaker as an experienced cosmopolitan well prepared for
global competition” (J. S. Park, 2013, p. 287). In the discourse of globalization and neoliberal norm,
English is only seen as a politically neutral tool for success, although (according to critically-oriented
scholars) education itself is politics (Shor, 1992).

5

Unger (2019, p.3) warns that the knowledge economy benefits only a handful of technological and
entrepreneurial elites while excluding the vast majority of workers who are left with low wages. Unger calls this
practice as “the lion’s share” of the profits that benefits only for a few large global corporations.
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However, critical elements may have existed in any educational context and Korea is not an
exception. In the next section, I discuss some notable traditional and current educational movements
against dehumanizing education: i.e., practical education (Shilhak), progressive education6 (Jinbo
Gyoyuk), innovative schools (Hyukshin Hakgyo), and a ‘Learning-centered class’ (Baeum Joongshim
Sueop).
1.4 Critical Educational Approaches in Korean Education
It is important to understand the indigenous critical educational movements to develop critical
literacy practices that are more relevant to the local contexts. It is because what critical literacy pursues is
not transplanting a West-based theory onto other contexts but bringing in different ways of knowing and
perspectives from different parts of the world, so that teachers and students in different contexts can be
empowered through literacy education. In fact, the field of critical literacy is changing and evolving
because different contextual situations give us different information and implications. In many parts of
the world, the concept of critical literacy is not something new, but people may use different terms or
labeling with similar concerns and issues (Crookes, 2017b; Shin & Crookes, 2005b). Understanding
criticality7 in local contexts can provide better insights for localized critical literacy practices and
materials development.

6

Although the elements of Jinbo Gyoyuk (progressive education) have been proposed in some previous indigenous
educational movements (see Section 1.4.2 about Shilhak) or by some Korean educators such as Chu Ki-yong, the
chief secretary of the New Education Research Society and O, Chon-sok (1975), who blended Deweyism and
Confucianism as a dominant figure in the New Education Movement (as summarized in Seth, 2002), Jinbo Gyoyuk
in this dissertation focuses on the educational movement by progressive superintendents since 2010 who
proposed innovative school system and evaluation, free meals, and students’ human rights (E. Kang, 2018; M.H.
Seo, 2018; S. J. Yoon, 2016).
7
Criticality in English education is inherently polysemic as a notion depending on different people and contexts
(Simpson & Dervin, 2000). It is also “a contested ontological space” that needs to be continuously monitored as
education policy and practice are influenced by political agendas (Alford & Kettle, 2017, p. 1). In this study, building
on Freire (1970), I define ‘criticality’ broadly as critical qualities and dispositions towards understanding the
complex social matrix, being aware of power differentials in it, and creating possibilities for action.
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1.4.1 Indigenous Critical Education Movement
Critical positions have always existed in Korean society, many of which are strongly connected to
education (e.g., Katsiaficas, 2012; Shin & Crookes, 2005b). According to Shin and Crookes (2005b),
accessing these “buried histories” (p. 107) of critical traditions is both necessary and important to fully
understand and implement critical literacy in the local context. It would also provide a counter-example
against the colonial discourse of distorted Asian cultural images such as “the superior Western Self and
the illogical, exotic, and inferior Other” (Shin & Crookes, 2005b, p. 99).
An outstanding example is the school of Shilhak (실학) which was a Korean social reform
movement in the late Joseon Dynasty. Shilhak means ‘practical learning’ and its proponents were critical
about social hierarchy. With indigenous roots in the 17th century Korea, Shilhak started as a movement
against (the 14th-century Chinese scholar) Zhu Xi’s Neo-Confucianism, which advocates a social
hierarchy system, an authoritarian government, male dominance, and scholars who contemplate and
debate subjects that had no relevance to the problems of the commoner’s everyday lives (De Mente,
2012). The Shilhak school pursued practical and authentic learning that could improve the commoners’
lives and refused the uncritical following of Confucian teachings and the strict adherence to formalism
and rituals prescribed by Neo-Confucians. The scholars of Shilhak also criticized hierarchical
discrimination of people in society and regional discrimination based on the Sinocentric orthodoxy of
Confucianism (Y. M. Lee, 2000; Keum, 2002, p. 254). Among the mottos of the Shilhak movement are
“pragmatic statecraft (經世治用)”, “improvement of lives through practical utilization (利用厚生)” and
“seeking truth from facts (實事求是)” (Ha & Lee, 2007, p. 149). According to M. S. Kim (2013), the
Shilhak philosophy of education can be summarized as follows:
1) Shilhak is a modern-oriented consciousness that is opposed to pre-modern consciousness. In
other words, it aims for a scientific attitude based on objective facts.
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2) Shilhak is based on the awareness of Korean national identity and awareness. Instead of the
Sino-centric ideology, the history, geography, product, and climate of Joseon (the name of
Korea in the 18th century) were selected as subjects of study.
3) The Shilhak ideas became the basis for budding democracy because it was concerned with the
equality of people and the stability of the commoners’ lives based on Minbon-ism8 (민본주의).
Instead of representing the interests of the ruling class, Shilhak was a reformation by
intellectuals who were on the side of the commoners.
4) The Shilhak proponents emphasize the educational view of practice and action that is important
and meaningful to transform people’s lives.
(M. S. Kim, 2013, pp. 133–135; translated from Korean original; emphasis added)

One of the most influential Shilhak scholars is Jung Yak-Yong (1762-1836) who held a significant
administrative position during the rule of King Jungjo (1776-1800). Jung Yak-Yong with other Shilhak
scholars initiated movements for enlightenment and social reform, re-examining tradition and the social
order, as well as insisting on an equal opportunity of education for all. However, their claims were not
accepted because most Shilhak scholars did not hold political power while “the Confucian factions in the
elite ruling class spent their time picking the dry bones of Confucian doctrine and sucking the thinning
blood of the country” (De Mente, 2012, p. 315). Due to his critiques on the elite ruling class and the
political system, Jung Yak-Yong was also exiled from Seoul and banned from holding any public or
administrative position for eighteen years. During the exile, Jung Yak-Yong wrote about 500 volumes of
books on education, philosophy, science, and ruling theories to improve the commoners’ lives.

8

Minbon-ism (민본주의, 民本主義) has commonality with democracy in that people should rule for the people.
But Minbon-ism is different from democracy because Minbon-ism is made by the autonomous judgment of the
authorities (such as King or politicians) who have taken power, while democracy is the exercise of the people with
sovereignty, so the rule for the citizens is enforced by the force of citizens.
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Despite Shilhak’s failure in transforming society, contemporary scholars find the underlying ideas
of Shilhak is still influential as a mainstream ideology in Korea’s intellectual history. According to Ha
and Lee (2007), Shilhak saw learning as social practices and provided the basis for social criticism:
Even though the originators of Silhak School could not envisage a modern society as it is now
today, they certainly strove to bring in a modern society, seeing indications of the disintegration of
the feudalistic society. This is evidenced by the fact that they seriously discussed ways of bringing
in pragmatism in actual life and social organization. The situation today is quite different from that
of the time that gave rise to the Silhak movement, but there still remain numerous pre-modern
elements in our society. That is why the study of Silhak is significant for us today. Silhak emerged
in Korea as a school of social criticism or a learning of social practice. (Ha & Lee, 2007, p. 3)
In sum, Shilhak resonates with the philosophies of critical literacy given that it rejects the status
quo, addresses social injustice, and acts on transforming the people’s everyday lives.
1.4.2 Progressive Education (진보교육, Jinbo Gyoyuk) and Innovative Schools (혁신학교, Hyukshin
Hakgyo)
In the recent Korean views of education, there has been greater awareness of the need for an
alternative education policy. Since 2009, there has been a nation-wide effort for more equitable and
motivational education, which is called Jinbo Gyoyuk (progressive education) and Hyukshin hakgyo
(innovative schools) (e.g., E. Kang, 2018; M. H. Seo, 2018; S. J. Yoon, 2016).
Jinbo Gyoyuk (progressive education) in Korea pursues democratic education to enhance creativity
based on the expanded educational welfare (E. J. Jung, 2014; J. H. Jung, 2010). For Jinbo goyuk, the
Korean government, teachers, teacher educators, and scholars have tried to develop teaching models,
methods, and materials that fit the Korean context to transform the problems in the current education
system characterized by excessive competition and dehumanizing, uncritical, monolithic curricula (J. H.
Jung, 2010; C. H. Park, 2014). Although such educational reforms are still controversial in their effect
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and application, progressive superintendents9 were elected in 14 provinces out of 17 in the year 2018 (H.
Kim, 2018). The common premise in progressive superintendents’ educational policy is building
democracy within schools and expanding innovative schools that seek adaptive curricula and flexible
assessments for whole-person education (Y. Sung, 2014). The proposed policies have resonated with
many Koreans as seen in the election results, yet how to realize the ideal is still in question.
To realize the ideals of Jinbo Gyoyuk (progressive education), Hyukshin Hakgyo (innovative
schools) has been implemented since 2009 by the so-called progressive superintendents. By 2019, there
were 1,688 innovative schools nationwide (J. R. Choi, 2020). A single and clear-cut definition does not
exist for innovative schools because each provincial office of education and researchers see the goals,
tasks, and expected effects of innovative schools slightly differently. Besides, it may be difficult to have a
uniform definition of an innovative school because innovative schools attempt innovation based on their
own situations and conditions rather than following a specific school model (M. H. Seo, 2018).
Nevertheless, the definition of an innovative school suggested by the researchers and local education
offices is converging into the discourse for normalization of public education by ensuring democratic
school operation system, ethical life community, professional learning community, and creative
curriculum operation (Korean Ministry of Education (MOE), 2018, pp. 3–10). With these values,
innovative schools aim to help achieve the goal of the national curriculum as described by the Korean
Ministry of Education (Korean MOE, 2007):
우리나라의 교육은 홍익인간의 이념아래 모든 국민으로 하여금 인격을 도야하고, 자주적
생활 능력과 민주시민으로서 필요한 자질을 갖추게 하여 인간다운 삶을 영위하게 하고,
민주 국가의 발전과 인류 공영의 이상을 실현하는데 이바지하게 함을 목적으로 하고 있다.
이러한 교육 이념을 바탕을, 이 교육과정이 추구하는 인간상은 다음과 같다.
가.
나.
다.
라.
마.

전인적 성장의 기반 위에 개성을 추구하는 사람
기초 능력을 토대로 창의적인 능력을 발휘하는 사람
폭넓은 교양을 바탕으로 진로를 개척하는 사람
우리문화에 대한 이해의 토대위에 새로운 가치를 창조하는 사람
민주 시민 의식을 기초로 공동체의 발전에 공헌하는 사람

9

Although South Korean education has a national curriculum, provinces elect their own superintendents, who
have a strong influence on local education policy.

14

Under the ideology of Hongik Ingan10 (홍익인간, 弘益人間), the goal of the national curriculum is
to assist all people in developing moral characters; in carrying out a quality life by achieving an
independent life as well as acquiring the qualification of democratic citizens; and in contributing to
the democratic society and promoting humanity. Based on this educational philosophy, the
curriculum seeks to develop a person who:
1) seeks to develop individuality on the basis of holistic growth;
2) demonstrates creativity based on basic knowledge and skills;
3) pioneers a career based on a wide range of cultural literacy;
4) creates new values based on the understanding of our culture;
5) contributes to improving the community as a democratic citizen.
(Korean MOE, 2007, p.122)
To achieve these goals of education, it is crucial to provide students with opportunities to develop the
ability to decode information in various forms as well as higher-level thinking skills such as applying,
analyzing, evaluating, and creating (e.g., Anderson & Krathwohl, 200111). In the same vein, current
English teacher education stresses the significant role of critical thinking skills in students’ academic
development in the hope to reshape Korean-English language education (Korean MOE, 2018).
Although innovative schools have shown positive aspects such as increased cooperative learning,
students’ and teachers’ agency, and parents’ involvement, there are also concerns reported by some
researchers. S. C. Park (2014, p. 270) finds that parents of innovative schools were not satisfied with the

10

Hongik Ingan is the founding spirit and philosophy of the first ancient kingdom of Korea about 5000 years ago,
the literal translation of which is ‘to broadly benefit all mankind’. This ideology has been integrated and reflected
in all aspects of educational practices in Korea (e.g, Korean MOE, 2007, 2015a; Shin & Koh, 2005). The ideology of
Hongik Ingan resonates with the aim of critical literacy, “making the material and social world a better place for all
of humanity” (Janks, 2019, p. 564).
11
The Korean Ministry of Education (2015) did not cite Anderson and Krathwohl’s (2001) higher-levels of thinking,
but sufficiently mentions that a teaching/learning plan should enhance not only communication skills, but also the
ability to collect, analyze, use information with creative and critical thinking (Korean MOE, 2015a, pp. 46–47).
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academic achievement of students, which led to little or no reduction of private education expenses. E.
Kang (2018) reports that the students felt fatigued by overlying assignments for cooperative learning
imposed by teachers and individualized assessment. Not only students but also teachers working at
innovation schools in the Gyeonggi province experienced exhaustion caused by frequent meetings for
developing materials and curriculum on top of schoolwork, possible risks from implementing new content
and practices, and lack of communication among stakeholders (Yoon & Kim, 2016). Regarding materials
used in innovative schools, H. G. Lee (2016) argues that an innovative school changed the form of classes
in appearance, but the contents were little relevant to students’ lives and still delivered in a uniform and
top-down way. It was echoed by G. W. Seo’s (2018) claim that the idea of innovative schools was hardly
integrated into the current English curriculum due to the lack of innovative pedagogical models and
materials resources. N. K. Park (2018) further points out that the mottos of innovative schools (e.g.,
learning-oriented education, activity-oriented education, and project-oriented education) deprived the
students of the opportunities to think in-depth and enlarged the socio-economic gaps making it difficult
for economically underprivileged students to participate.
Nevertheless, it should be cautioned not to dismiss the changes and efforts that the innovative
schools and progressive education movements have made as a whole. As E. J. Jang (2014) points out,
despite concerns and limitations, it must be undeniable that the result of the direct election for the
superintendent of education (14 progressive superintendents out of 17 provinces as of the year 2018)
shows the nationwide aspirations for a paradigm shift in education away from dehumanizing and
meritocratic education, towards humanistic and democratic education:
Korean education is now at the forefront of an important and decisive turning point. The cult of
success and meritocratic educational paradigm has been sufficiently proven that its pathology is so
deep that its life span is over. Progressive superintendents of education try to shift the educational
paradigm towards a true human growth of youth and democratic citizenship.
(E. J. Jang, 2014, p. 162; Korean in original)
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Although the ideals of innovative schools seem not yet fully realized in mainstream education, this
nationwide effort towards a more democratic school system seems promising because education policies
and decisions should be seen as an interactive process, rather than simply as top-down or bottom-up (Ball
et al., 2011; Menken & García, 2010). In the innovative school’s decision-making process, active
negotiation among teachers, students, parents and other policy actors is more possible. To achieve ideas
of progressive education and innovative schools, the Korean Ministry of Education suggests the concept
of ‘Learning-centered class’ (배움중심수업, Baeum joongsim sueop) as a philosophy of teaching, which
seems to be aligned with critical literacy in many aspects, as I discuss below.
1.4.3 Learning-Centered Class (배움중심수업, Baeum Joongsim Sueop)
‘Learning-centered class’ is a philosophy of teaching that focuses on learning for and by students
(Gyeonggi Provincial Office of Education (GPOE), 2016). According to the GPOE (2016), the
philosophy of ‘Learning-centered class’ includes the following principles:
1. 지식은 변하는 것이며, 형성과정이 중요하다.
2. 학생은 스스로 성장하는 힘을 지닌 주체적 인격체이다.
3. 학습자의 자기주도성과 자발성에 기초하여 교사와 학생의 지속적인 교류와 소통을 통해
함께 지식을 창조하는 과정
4. 배움중심수업은 배움과 삶이 일치하는 수업이다.
1. Knowledge is changing, and thus the process of formation is important.
2. Students are active agents who have the power to grow by themselves.
3. Learning is a process of co-constructing knowledge through continuous exchange and
communication between teachers and students based on the students' self-directedness and
spontaneity.
4. A ‘Learning-centered class’ is a class where learning and life coincide.
(GPOE, 2016, p.12; Korean in original; emphasis added)
These principles seem congruent to critical literacy. First, critical literacy sees that knowledge is socially
constructed and contextually important (Freire, 1970a). ‘Learning-centered class’ acknowledges that the
knowledge we learn is not fixed and immutable truth but constantly being created and formed. It means
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that the knowledge we know only reflects the degree to which we understand and grasp at our present
level. Because the ‘Learning-centered class’ is based on the fact that knowledge is constantly being
created and changed as human recognition and experiences are expanded, the focus of education is not
teaching what to do, but learning how to explore knowledge (GPOE, 2011) 12. To do so, a ‘Learningcentered class’ emphasizes creative and critical thinking13 to cultivate democratic citizens who transform
their lives and society through cooperative learning. As GPOE (2011) states:
창의성은 단지 지적-인식적 측면만을 갖는 것이 아니라, 보다 큰 사회적 인격의 완성을
의미하는 시민교육의 목표와도 연계된다 […] 비판적(반성적, 성찰적)인 사고활동(critical
thinking)을 통해 지식을 소화하고 스스로 높은 차원의 지혜와 지성으로 재구성할 수 있는
역량의 계발이 필요하다. ‘창의지성역량’은 사고-인식영역에서 통찰력과 상상력, 삶과
문화영역에서 문제발견‧해결력(기획능력), 건설적 생산능력, 문화적 창조력, 그리고 사회생
활영역에서 민주적 시민가치와 책무성, 리더십 등이며, 이것은 창의성의 핵심 요소들이기도
하다. 이러한 ‘창의지성역량’들은 각 영역별로 보다 세분화된 하위의 기능들로 구성될 수
있다. 그러나 창의지성교육의 핵심이 비판적 사고력의 증진이므로 이 역량들은 단편적,
분절적으로 계발되는 것이 아니며 종합적으로 지성 및 사고력의 성장과 연계해서
달성되어야 한다.
Creativity is not just a cognitive process, but it is related to the goal of civic education, which
means the completion of a greater social character […] It is necessary to develop the capacity to
digest knowledge through critical (reflective, reflexive) thinking and to reconstruct it into a high
level of wisdom and intelligence. ‘Creative intelligence competencies’ are insight and imagination
in the cognitive thinking area; problem finding and solving (planning ability), constructive
production ability, cultural creativity in the life and culture area; and democratic civic value,
accountability, leadership, and so on. in the area of social life. These are also key elements of
creativity. The ‘creative intelligence competencies’ can be composed of subordinate functions that
are more subdivided for each area. Since the core of creative intelligence education is the
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GPOE (2011) takes geocentrism as an example of our changing understanding and knowledge. Geocentrism is
what ancient scholars believed that the Earth was the center of the universe (pp. 15–16)
13
According to GPOE(2011), “creative intelligence competencies” refer to creative and critical thinking based on
democratic and humanistic education and developing “creative intelligence competencies” is the goal of ‘Learningcentered class’es.
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promotion of critical thinking ability, these competencies are not developed in a fragmentary or
segmented fashion but must be achieved in connection with the wholesome growth of intelligence
and thinking ability.
(GPOE, 2011, p. 5; Korean in original; emphasis added)
It is notable that the GPOE’s (2011) definition of “creative intelligence competencies” (p. 3) accentuates
critical thinking concerning different individual experiences and social practices. It may be too early to
argue that there is an extensive trend or practice of critically-oriented teaching because the presented
document does not go into details about the themes of the teaching materials or examples of teaching
practices. Nonetheless, bringing personal and social experiences into a classroom can open room for
discussing students’ experiences to transform their lives, society, and the world they live in, which is the
goal of critical literacy. GPOE (2011) further describes aspects of “creative intelligence education” and its
relevance to “critical (reflective, reflexive) thinking”:
‘창의지성교육’ 은 한국의 창의성 담론의 한계를 뛰어넘기 위한 새로운 시도이다.
창의지성교육 은 간단히 말해 지성교육이라는 방법을 통해서 ‘창의성을 달성하는 것’을
의미한다. 여기에서 말하는 지성교육 이란 인류사회의 다양한 지적전통, 문화적 소양,
경험과 실천을 바탕으로 비판적(반성적, 성찰적)인 사고력(critical thinking)을 키우는
교육방법론이라고 정의할 수 있다. 결국 ‘창의지성교육’ 이란 인류사회의 누적된 지식체계,
문화적 업적, 다양한 경험, 사회적 실천 등을 지적 재료(text)로 하여, 비판적 사고과정을 통해
스스로 높은 차원의 지식으로 소화하고 재구성하는 방법으로 ‘창의성’을 신장하는 것이다.
‘Creative Intelligence Education’ is a new attempt to overcome the limits of Korea's discourse on
creativity. Creative intelligence education succinctly means ‘achieving creativity’ through the
method of intelligence education. Intelligence education as referred to here can be defined as “an
educational methodology that fosters critical (reflective, reflexive) thinking based on various
intellectual traditions, cultural literacy, experiences and actions of human society.
In sum, ‘Creative Intelligence Education’ is a method to promote ‘creativity’ based on critical
thinking, digesting and reconstructing a higher level of knowledge using intellectual texts of the
accumulated knowledge system of human society, cultural achievements, various experiences,
social practices. (GPOE, 2011, p.3; Korean in original; emphasis added)
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The GPOE proposals and ideas of ‘creative intelligence education’ are similar to Freire’s philosophy of
teaching “to develop critical thinking by presenting the people’s situation to them as a problem so that
they can perceive, reflect, and act on it” (Crawford-Lange, 1981). According to Crawford-Lange (1981, p.
261), the primarily intended outcome of Freire’s philosophy of teaching (which she reviewed with respect
to second language instruction) is “creative action on the part of the learners” (p. 259). In other words, the
ultimate goal of education is for students to find creative solutions to address inequality and achieve
social justice (Freire, 1970a). ‘Learning-centered class’ does not directly mention the ‘action’ part.
However, its emphasis on creative, reflective, reflexive, and critical thinking (GPOE, 2011) can create
space for critical literacy by examining texts critically and engaging in critical dialogue. As Vasquez,
Tate, and Harste (2013) claim, critical literacy “is about creating spaces or opportunities […] for looking
at the ways texts and images are constructed and constructive […] it is about creating opportunities for
critical conversations” (p. 10). In this regard, the philosophy of ‘Learning-centered class’ can provide the
basis for moving away from banking and dehumanizing education towards critical and humanistic
education, which fosters students’ active engagement as learners and democratic citizens (GPOE, 2011).
In the next section, I discuss the scope of teacher agency within the Korean educational system to
understand how teachers can affect the successful implementation of educational policies.
1.5 Significance of Teachers in Educational Policies
Although it is the Korean government (i.e., the Korean Ministry of Education and locally-elected
superintendents) who often initiates and develops education policies, Korean teachers are the ones who
directly or indirectly and formally or informally participate in the process of defining policy goals and
evaluating possible means to achieve educational policies. Despite the fact that teachers are often
decentered in the curriculum or policy-making process, teachers are the actual policy executors who have
central significance in determining the outcomes of the policy and play a crucial role in the successful
implementation of new teaching practices and/or approaches (Braun et al., 2011). In Shin’s (2007) study,
for instance, a young male teacher from an innovative teacher development group resisted the dominant
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ideology embedded in the Teaching English in English (TEE) policy, which legitimized the myth of the
native-speaker as an ideal teacher. The teacher’s resistance was visible and possible by closely
networking with other like-minded teachers and close interaction with his students. The teacher, working
with other teachers in the teacher development group, empowered himself as an agent of change in
classroom teaching, which epitomized the dissonance between the government’s policy and teachers’
beliefs resulted in the failure of policy implementation at the school level as presented in Shin’s (2007)
interview with the teacher:
We are not just 'teachers of a language' but are more responsible for education in general. I think
Korean English teachers suit Korean English classrooms better [than NS teachers] as we know
what the students want and what they need. And I don't care about the policy—they [the policy
makers] don't know how things are in the real classrooms. (Interview data, June 20, 2001)
I really enjoy what I do at the teachers' group […] the students really want to have fun in English
class these days. They are tired of attending too many English classes here and there. We focus on
developing activities and materials for the junior high school students and share them and evaluate
them together so that we can make a different English class […] When they enjoy the activity I
developed and have fun in class, I am so happy. (Interview, July 14, 2001)
(Shin, 2007, p. 82)
More recently, Chung and Choi’s (2016) teacher interview data show that teachers, as agents in the
mediation and enactment of the educational policy, chose to implement the policies in their own ways,
depending on their unique contexts and beliefs:
In senior high school, the students are under extreme pressure about the KSAT [Korean Scholastic
Ability Test or also known as Suneung in Korean]. Therefore, they want the teachers to go over the
previous KSAT items, analyse them, and teach how to tackle them, the skills. And the TEE really
doesn’t work. (from a teacher interview in Chung & Choi, 2016, p. 295)
Chung and Choi (2016) conclude that “[teachers] as policy actors in the South Korean context were
exerting their agency rather than becoming blind adopters of Western-born pedagogical ideas, although
their resistance was not always explicit, perhaps due to the influence of the oft-blamed culprit of
Confucianism” (p. 297). The authors further argue that English education in Korea can be seen as a case
of linguistic imperialism (Canagarajah, 1999, Tsui & Tollefson, 2007), presenting Communicative
Language Teaching (CLT) or Task-Based Language Teaching (TBLT) as the best English Language
Teaching (ELT) approaches without examining their compatibility with the local context. Chung and
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Choi (2016) comment that teachers exerted subtle yet powerful “culture-bound acts of resistance toward
curricular reforms” (p.297) with or without self-awareness.
In addition to voluntarily-organized small groups of like-minded teachers14 (e.g., Shin, 2007) or
individual resistance (as seen in Chung and Choi’s teacher interviews), the nation-wide teachers’ unions
are a large-scale and more explicit way for Korean teachers to exert their influence in the policy process.
There are three teachers’ unions approved by the Korean Ministry of Education for collective bargaining
negotiations with the government on education issues and improvement of teacher welfare and Korean
teachers can choose which union to join (Korean MOE, 2018). The most controversial union may be the
Korean Teachers and Education Workers Union (KTU), or 전교조 (Jeon-gyo-jo), with its sometimes
radical agendas that frequently cause conflicts with the MOE in Korea. When it was established in 1989,
the KTU had 15,000 members, supported by millions of sympathizers among university students, parents,
and citizens, even though it was an illegal organization at that time15. For 10 years since its foundation,
there was direct repression from the government which led the teachers of the union to be laid off,
imprisoned, and under police intimidation and surveillance. Synott (2002) explains that the formation of
the KTU was controversially charged with pro-feminism, pro-North Korea ideology, and anti-American
propaganda, provoking a crisis in Korean education. However, according to Synott (2007), the KTU had
formed “as a result of the already existing crises in the Korean education system, ranging across issues
such as student suicides, financial corruption and extreme militarization in schools” (p. 13). It was
legalized in 1999 and now has about 53,000 members nationwide. As a conservative competitor and a
rival to the KTU, the Korean Federation of Teachers Associations (KFTA), or 한국교총 (Hankook gyochong), is a school principals' organization and has been allied to the government positions. Lastly, the
Korean Union of Teachers and Educational Workers (KUTE), or 한국교원노동조합 (Hankook gyowon
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It is often called teachers’ learning community (교사학습공동체, Kyosa Hakseup Kongdongche) in Korea, which
is a way to establish a self-studying school culture through cooperative learning for change and development in
teaching (C.S. Oh, 2016; K.H. Seo, 2009).
15
Teachers were not allowed to unionize until 1998, according to the Korean Constitution (Synott, 2002).
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nodong johap), displays a moderate conservative stance to promote the concept of teachers as a happy
and proud group, providing wholesome, clear, future-oriented, creative education and pursuing
democracy in the school system.
Although Korean educational policies have appeared to have been developed through a top-down
process with the Korean Ministry of Education as a primary policy actor, the aforementioned teachers’
resistance and agency in teachers’ learning communities and teachers’ unions show the process from
policy to practice is not top-down or bottom-up but interactive (Ball et al., 2012). Therefore, the Korean
Ministry of Education needs to listen to teachers before developing educational policies, materials, and
instructional models as Chung and Choi (2016) suggest:
Ensuring that feedback from teachers is an imperative and organic element in the policy making
and implementation process would enhance the success and satisfaction of all stakeholders in
English education, most important of them all, the students. (Chung & Choi, 2016, p.297)

Following Chung and Choi (2016), this dissertation considers the views, opinions, and experiences of
teachers, with a focus on their emotions arising from their implementation of critical literacy materials.
1.6 Significance of Teacher Emotions in Teaching Critical Literacy Materials
I turn now to the matter of emotions. Emotions are important to examine (here, in Chapter 1) in
light of the possibility of critical pedagogy in neoliberal times. There are various reasons for this.
Emotions can clearly be strongly motivational; a teacher might experience fears when they contemplate
trying to introduce difficult or proscribed topics and materials and so simply not do so. An experienced
teacher may experience discomfort when going beyond established practices (and so only persist for a
short time). Or, as I will show, unusual and deeply-meaningful materials result in positive and
encouraging emotions that enable a teacher to persist despite the challenges of a pandemic. As Freire
(1998b) argues,
We study, we learn, we teach, we know with our entire body. We do all of these things with
feeling, with emotion, […], and also with critical reasoning. However, we never study, learn, teach,
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or know with the last only. We must dare so as never to dichotomize cognition and emotion. (p.
xxv)
Critical materials did not intend to prompt emotions, but emotions were an integral part of critical literacy
practices.
Relatedly, during my development and implementation of critical materials in the ELI, I have
encountered various emotions among the students and myself. As Leal (2018) describes, “I have
experienced shock, feeling paralyzed, shame, frustration, sadness, internal conflict, dissonance, selfdoubt, pity, indignation, resignation, acceptance, peace, self-confidence, courage, curiosity, creativity,
hope, and love, to name a few” (pp. 26–27). Sometimes these feelings overlapped and drove me and my
students to awareness and action. When one student from Kosrae shared an article about how nuclear
wastes buried after World War II affected his hometown and its people, we could not just analyze his
presentation cognitively, but engaged in his story emotionally by putting ourselves in the victims’ shoes,
bringing our relevant experiences, and searching for ways to change. Sometimes strong emotions led us to
take an action such as signing a petition online. For example, when we read an article about the human
trafficking of women in Nepal to India to work in brothels, one student commented in peer feedback,
I never knew such a terrible thing happen in Nepal. I feel extremely sad and I believe it should be
stopped immediately. I supported in www.change.org like my classmates, and I think it’s a good
site to arouse people’s attention. Thank you for sharing this article. The world should know this is
happening and act to stop human trafficking! (Chris in ELI 82)
Just as my students, for me as a teacher, emotions (positive, negative, and sometimes conflicting) were a
driving force for the development of critical consciousness and action. With emotional engagement and
empathy, I understood and felt the agonies of the marginalized and the oppressed and unequal relations
and social injustice deeply rooted in society. Understanding and feeling could not be separated, but
emotions were “inherently cognitive, providing the impetus for reason and decision making” (Tisdell et
al., 2000, p. 137). I, therefore, expected various emotions would emerge among teacher participants and
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understanding their emotions would help us see teachers’ changing criticality as they engaged in critical
literacy teaching practices.
1.7 Significance of the Study
To arrive at implications for materials development and teacher education for critical literacy, this
study explores the process of critical supplemental materials development and adaptation (Chapter 2) and
teacher emotions of two Korean high school EFL teachers from classroom practices using critical
materials (Chapters 5, 6, and 7). It is expected to add insight to empirical research in the local contexts of
critical literacy practices, drawing implications and guidance for teachers and future researchers. This
study is important and necessary given the reality that individual teachers are often burdened without the
support of critical teaching methodologies and recommended teaching techniques that show how
materials, classroom activities, assessment tools, lesson plans can be modified. As J. Jeon (2009) points
out:
Critical pedagogy places unreasonable expectations on teachers. Critical pedagogy requires
teachers to be aware of political implications of English, to develop the way student can realize
those implications, and to empower students to be liberated. Teachers should establish teaching
goals that satisfy students’ needs as well as institutional needs. In addition, teachers should be
aware of the needs and conditions of local contexts where English learning occurs. (J. Jeon, 2009,
p.73)
Although there have been a growing amount of empirical critical literacy research in EFL contexts
providing deeper insights and practical knowledge for theory into practice as a response to such criticism
and the needs, most of the studies are still situated in tertiary-level education institutions such as colleges
and universities where instructors can have more freedom in choosing materials, assessment tools, and
course designs while working with a smaller number of students compared to teachers in secondary
school contexts (e.g., Kuo, 2013, 2014; Huang, 2011a, 2011b; Huh, 2016). Moreover, the empirical
studies are often conducted by critical action researchers who already have critical dispositions and
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passions with theoretical knowledge. If we believe secondary education is an important site for
transformation and want to make a paradigm shift in this context, we need to listen to the voices of
ordinary teachers who play a significant role in the successful implementation of any educational change.
Hence, for the investigation of ‘whats’ and ‘hows’ for the paradigm shift towards critical literacy
from ordinary EFL teachers’ experiences and perspectives, this dissertation draws on narrative inquiry
framework including teacher interviews collected over one and a half years. Narrative inquiry is an active
process of working with teachers by reflecting on teachers’ experiences and thus searching for
transformation, which can help teachers and readers of this study see the possibilities of how critical
literacy can make improvements in their local contexts. As Kincheloe (20005) contends,
In a complex critical pedagogy, teachers must not only engage in a dialogue with standards
devisors but also need to buy into the logic of such a critical complex rigor if improvements are to
be made. Advocates of critical pedagogy must be prepared to convince teachers that such goals are
worthy. (Kincheloe, 2005, p. 23; emphasis added)
Then, how can we make teachers with few or no critical dispositions ‘buy into’ critical literacy and
become ‘convinced’ that the critical literacy is worthwhile? Schwab (1983) emphasizes that “teachers will
not and cannot be merely told what to do […] [They] must be involved in debate, deliberation, and
decision about what and how to teach” (p. 245). Neumann (2013) concurs, raising critical dispositions
among teachers is more possible through “a dialogue with teachers that respects their affective values”,
rather than through “an imposition that commands teachers” to radically ask themselves who teachers are
and should be (p. 140). In this sense, narrative inquiry provides useful tools and guidelines for a
researcher to collaboratively explore classroom realities and make changes with teachers by respecting
their affective values or emotions. (See Chapter 4 for narrative inquiry as the research methodology in
this study.)
1.8 My motivation and Positionality for the Study
This dissertation started from the same inquiry that Shin and Crookes (2005a) explicitly articulated:
i.e., to “integrate critical lessons or material into an existing curriculum […] and how to provide
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opportunities for learners to develop English language abilities while engaging in critical discussion of
topics” (Shin & Crookes, 2005a, p. 115). In in an after-school classroom of a junior high school and a
foreign language high school with high-achieving students in Korea, Shin and Crookes (2005a) attempted
a small-scale intervention to create safe spaces for critical dialogue within the existing English
curriculum. The study reported that, with critical materials and a safe classroom environment, students
could engage in critical dialogue (in English) with the teacher and amongst themselves. Their study
provided a theoretical and empirical basis for my research direction towards critical literacy in Korean
high schools. I expand this line of research to regular EFL classrooms of public high schools with
heterogeneous English proficiency levels based on the belief that “critical literacy [should not be] an addon or extra available only for advanced students” (Hammond & Macken-Horarik, 1999, p. 531). With a
focus on language teacher emotions from trying out critical materials, I expect this study will add insight
to the field of critical literacy practices in Korean high school EFL education and similar contexts.
Like many other critical researchers, my motivation towards critical literacy has been shaped by my
identity and experience as a high school teacher in Korea for 13 years. Janks (2010) points out that “much
work in critical literacy has been done by people whose identity investments formed an ongoing
imperative for critical literacy projects” (p. 205). For example, the racial injustice of apartheid in South
Africa was a driving force for Janks (2010) to explore the relationship between language and power.
Others have been driven by class-based consciousness (Comber & Nixon, 2005) or gender inequality
(Hayik, 2016). In my case, empowering students with communicative English education was a driving
force. For more than a decade, I have witnessed demotivation and disempowerment that many of my
students experience under the standards-based and test-driven education environment. In this context,
language is often regarded as neutral and discrete skills in which students memorize and practice as
passive recipients. Teachers are also neglected, being thought of as mere knowledge deliverers who
deposit the fixed knowledge into students. Moreover, English education in Korea has been the oft-blamed
culprit that reproduces inequitable social structures, also known as the English Divide which is a
proficiency gap caused, in the end, by socio-economic status differences (cf. Crookes, 2017b; M. Jeon,
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2012; Jeong & Jeon, 2013; Noh & Jeon, 2012; Shin & Lee, 2019). This is consistent with the longstanding classic position of Bowles and Gintis (2002) and others concerning the effects of socioeconomic
status on educational outcomes. In Korea, many students, especially from economically less-privileged
families, experience demotivation in English classrooms because they believe they are fighting a losing
battle (also see Byean, 2017; Shin & Lee, 2019). All the aforementioned experiences and observations
were far from empowering students’ identities with qualities that the current Korean educational policies
pursue — “critical thinking, creativity, communication, collaboration” (Korean MOE, 2018, p.3).
As a teacher in this test-driven content in neoliberal times, I was a staunch advocate of teaching
English in English (TEE) policy based on the communicative language teaching (CLT) approach in the
hope to ensure equal access to quality English education. By maximizing the language input in the
classroom, TEE seemed promising to boost students’ communicative competence without resorting to
private tutoring such as hagwon (cram schools in Korea). As a representative of the Provincial Office of
Education, I participated in various research projects as a teacher-researcher to promote and support TEE
practices. I presented to other English teachers in my province on TEE as a strategy to boost students’
English competence. My credentials, bolstered by several prestigious awards from Teaching and Research
competitions, enabled me to heighten the legitimacy of TEE and CLT-based teaching models when
speaking with local teachers.
However, while CLT approaches aim to promote more English input in the classroom, I have also
observed that “the equation of more input, better learning outcomes is too simplistic and ignorant of
complicated target language learning processes” (J. Lee, 2012, p. 139). CLT-based policies in Korea were
often incompatible with the local practices because of the test-oriented education system (Byean, 2017)
and lack of proper preparation (Shin, 2007). Although the government promoted authentic
communication and student-centered learning through TEE, school practices often marginalized students
with materials and skills irrelevant to students’ lives and experiences. The school curriculum was also
dehumanizing when authentic communication was replaced by rote-learning under the standards-based
and test-driven education environment. Under this context in which education was used to obtain social
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status and university placement, the marginalizing and dehumanizing school practices combined with a
lack of critical examination of the unequal social structure seemed to negatively impact students’
identities and how they see the world through the language they learn.
This awareness was turned into action because of one tragic incident. During a morning meeting, I
found one of my homeroom students was absent. Soon I was urgently summoned by the vice principal to
meet him in his office. I immediately felt that something was wrong, never expecting for one moment that
my missing homeroom student had committed suicide. Since then, everything looked different with
continuous “what if” questions: “What if I had paid more attention? What if I had listened to him more?
What if I had been an empowering teacher?” The questions led me to a continuous reflection on myself as
a teacher, the knowledge I teach, and the students I meet. Through this painful time, the things I could not
see previously started to become visible with one question: “How can my teaching empower my students,
their identities, their self-worth, their dream, and their hope as active agents in their lives?”
After the tragic incident, I started to find every possible opportunity to learn about empowering
education. In the Master’s program and government-sponsored overseas training programs (including the
CAPE program in the University of Hawaiʻi at Mānoa), I discovered the work of critical language
teaching (Crookes, 2003, 2013), English as an international language approaches (McKay, 2002, 2008,
2010), and translanguaging in L2 classrooms (Canagarajah, 2011, 2013). I became increasingly interested
in sociocultural approaches to language learning such as the relationship between language learning and
power, learner identity, learners’ agency, and qualitative inquiries. With a Fulbright scholarship, I had the
chance to further investigate these fields in a Ph.D. program at the University of Hawaiʻi at Mānoa. As I
studied critical pedagogy with a social justice agenda for language education, there was no shortage of
theory to draw on in the disciplines of critical literacy: critical applied linguistics (Benesch, 1999;
Crookes, 2009a, 2009b, 2013; Kubota, 2014; Lin, 2004; Pennycook, 2001); critical pedagogy (Freire,
1970a; Pennycook, 1999; Shor, 1996; Simon, 1992); critical discourse analysis (Fairclough, 1995);
critical media literacy (Huang, 2017; Kress & van Leeuwen, 2006); critical reading (Huang, 2011a,
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2011b; Huh, 2016; Wallace, 2003) and critical textbook analysis (J. H. Nam, 2009; Wang & Phillion,
2010).
Not only could I appreciate the very foundations of the theories, but I also had a chance to put these
theories into research and practice with various research opportunities during course work. For example,
I, with my colleagues, could examine the spoken and written complexities of Korean L2 learners,
suggesting that English textbooks in Korea may have writing activities before speaking to help students
engage in spontaneous dialogue by reducing the cognitive burden16 (Hwang et al., 2020). Also, I could
practice interviewing skills with different stakeholders of language courses, which also helped me as an
instructor to translate and triangulate various needs into course objectives and materials by conducting
extensive task-based needs analysis projects (Smith et al., 2018). An instructional model of critical
literacy (i.e., three-step model) was designed and tried out based on the Freirean culture circle17 (Freire,
1970a) to promote critical dialogue in an EAP classroom (Jung & Crookes, 2020). Finally, by researching
and communicating with professors, colleagues, administrators, instructors, and students, I could develop
the critical supplemental materials (Appendix A) for EAP reading courses that are discussed in Chapter 2.
With observations and experiences as a teacher and exposure to alternative perspectives in the doctoral
program, I turned to critical literacy for possible answers to transform the status quo and better empower
students in high school EFL classrooms in Korea.
1.9 Research Questions
South Korea, the context in which I work, has profoundly shaped my thinking about what it means
to teach English, a dominant world language as well as a gate-keeping language for the social-climbing
struggle in this context. With this study, I hope to examine the possibility of incorporating critical literacy

16

The Korean Ministry of Education (2015) propose speaking tasks precede writing tasks across all textbooks and
grade levels.
17
In culture circles, Freire helped students engage in collective problem- posing, dialogue, and problem- solving
about the issues and contents related to their interests and realities (Freire & Macedo, 1996; Williams, 2009). Two
important notions of the culture circle are “dialogue” and “critical consciousness” (Freire, 1970a). Dialogue takes
the form of an open- ended, equitable discussion between students as well as a teacher and is a means to achieve
critical consciousness. Through culture circles, Freire hopes that the learners’ critical understanding of situations
through dialogue leads to critical action.
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practices into the existing English curriculum in Korean high schools. Grounded in the framework of
critical literacy (Janks, 2010, 2013), this study tried to bring students’ life issues and the society they live
into the EFL classrooms, as in Freirean terms, to read the word and the world.
As a methodology, I draw on narrative inquiry (Clandinin & Connelly, 2000; Connelly &
Clandinin, 2006; Johnson & Golombek, 2002) to present findings from their emotional experiences when
they tried out critical literacy materials while still working predominantly with a decontextualized skillbased English curriculum. The two teachers (Sunmi and Yura, both pseudonyms) have taught English for
10 and 13 years respectively in Korean high schools. At my request, they integrated critical materials into
their regular classrooms for one semester. The findings are discussed regarding how different teacher
emotions emerged to define their teaching practices and decisions when incorporating critical materials
into their instruction. Of particular interest is the teachers’ narratives about perceptions, practices, and
reflection of critical literacy, which is expected to present implications for sustainable critical literacy
education in Korean high school EFL classrooms. Following Josselson and Lieblich (2003), the research
questions in this narrative inquiry are stated, “not as one[s] that can be answered, but as one[s] that call
[…] for exploration” (p. 265). This study aims to address the following major research questions:
1. What emotions are found in the Korean high school EFL teachers’ narratives regarding teaching
critical literacy?
2. What are the teaching strategies that the teachers found effective to incorporate critical materials
into their instructions?
3. How do the teachers explain the effects of critical literacy on their emotions, identities, and
teaching practices?
To explore these questions, this dissertation involves multiple sources, including teacher interviews
before, during, and after the implementation of critical materials; audio-recordings of classroom
interactions; student surveys; and official school documents. By discussing teacher emotions in relation to
the social context, I draw implications on what conditions need to be in place for sustainable critical
literacy that transforms consciousness in the Korean high school EFL classrooms.
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1.10 Structure of the Dissertation
This dissertation is two-fold: a) it discusses how I developed and used critical supplemental
materials in EAP classrooms, in Chapter 2; and then b) it delves into teacher emotions when the two
teachers try out the adapted critical materials for critical literacy in their high school EFL classrooms, in
Chapters 5, 6, 7. To this end, the dissertation contains eight chapters. The first chapter elaborates on the
study background and suggests that critical literacy approaches have been relevant to the Korean
indigenous philosophy of Shilhak and the recent progressive educational movement of Jinbo Goyuk and
Innovative schools. This chapter also addresses motivations and research questions for this study. In
Chapter 2, I review the literature regarding the theoretical backgrounds of critical literacy and key
elements of critical materials that I have developed in the ELI. Chapter 3 focuses on ontological and
epistemological assumptions of teacher emotions to provide backgrounds for the narrative inquiry in this
study. Chapter 4 explicates methodology including the narrative inquiry framework, the study’s research
design, a description of sites and participants, and the data generation methods, and the researcher’s
positionality. Chapters 5, 6, and 7 present the research analyses from the interviews conducted before,
during, and after the teachers’ use of critical materials. In Chapter 8, all data analyses are reviewed to
draw together the implications for high school EFL critical material/ curriculum development and teacher
education.
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CHAPTER 2
CRITICAL MATERIALS DEVELOPMENT
2.1 Introduction
I draw on Tomlinson’s (2013) comprehensive definition of materials which refers to anything that
can be used to facilitate language learning. Materials can be linguistic, visual, auditory, or kinesthetic.
Materials can inform learners about the language (instructional); provide an experience of the language in
use (experiential); stimulate the language use (elicitative); and help learners to make discoveries about the
language for themselves (exploratory) (Tomlinson, 2013, p. 2). As many critically-oriented educators and
scholars claim, designing materials based on the tenets of critical language teaching is the first step to
transforming society by linking the micro-level of the classroom and the macro-level of society and by
making such practices feasible and concrete for both pre-service and in-service teachers (Akbari, 2008;
Crookes, 2010, 2013; Luke, 2013).
Secondary school EFL textbooks in Korea often include reading passages that focus on functional
survival or non-involving general-interest materials to analyze grammar structure and vocabulary items
(S. J. Choi, 2013; Hyun & Kim, 2002; Kim & Ma, 2018; J. Nam, 2009; Pak, 1999). According to
Fairclough (1992), such a tendency shows language teaching materials and programs have not paid
sufficient attention to important social aspects of language, especially aspects of the relationship between
language and power, which ought to be highlighted in language education. Wallace (1992, p. 145)
concurs that when second language texts are presented only as “vehicles for linguistic structure” for
language learners, it leads to unawareness of the ideological load of certain expressions or words in
authentic L2 texts and unawareness of their manipulative effect on the learners’ belief system. To support
critical literacy despite the institutional restrictions in many classrooms, Crookes (2013) suggests that it
will be productive to add critical supplemental materials to state-mandated materials.
In this chapter, I discuss how these critical supplemental materials were developed and used in their
original context of critical English for Academic Purposes (EAP) classrooms in the US. These materials
were then modified and used in Korean high school contexts (as described in Chapters 5, 6, and 7). As an
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instructor in the ELI of the University of Hawai‘i at Mānoa for two years (from Fall 2016 to Fall 2018), I
developed critical supplemental materials based on the principles of critical pedagogy for critical literacy
practices. With some examples from the actual supplemental materials that were used in the EAP
classrooms (Appendix A), I will discuss key concepts that I draw on for designing the critical
supplemental materials.
2.2 Critical Literacy and Materials
Critical literacy is an instructional approach that advocates the adoption of critical perspectives
toward text. Contrary to considering literacy as a set of static, decontextualized, and discrete skills, the
underlying assumption of critical literacy is that literacy education should discuss how power is inscribed
in our daily lives, encourage readers to actively analyze texts, and offer strategies to unveil unequal power
relations and transform their lives (e.g., Freebody, 2005; Janks, 2010; Luke, 2012; Luke & Dooley, 2011).
As Luke (2012) defines it, critical literacy is “an overtly political orientation to teaching and learning and
the cultural, ideological, and sociolinguistic content of the curriculum” (p. 5).
Based on the position (stated bluntly) that “education is politics18” (e.g., Shor, 1993, p. 27; Shor &
Freire, 1987, p. 46), critical literacy asks language teachers to connect content to students’ everyday
experiences to read both the word and the world (e.g., Freire & Macedo, 1987). Language education
should not merely be imposing discrete language knowledge on passive learners but should include
posing social problems to learners, reflecting back to learners their own problems and challenges, and
preparing them to solve such problems through the use of language in the form of dialogue. In this way,
teachers are no longer the sole authority or knowledge provider, while students are active agents who coconstruct knowledge with teachers and peers to transform their reality. Therefore, critical literacy
practices in language education are indispensable for cultivating mature democratic citizens who have
creative and critical minds endowed with the profound empathy and understanding they will need to
change both their own lives and the world (Michell, 2006).

18

It means power is always embedded in education, deciding who teaches what to whom and how; what values
are promoted; which languages to be taught or used as a medium of instruction, etc.
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To make critical literacy practices more feasible in different school contexts, at least as a beginning
point, many researchers have pointed out the necessity of readily-available materials (Auerbach &
Wallerstein, 1987; S. J. Choi, 2013; Crookes, 2009a, 2013; Janks, 2010). It is in line with Luke’s (2013)
criticism that “while Freirean models provide a pedagogical approach and a political stance, they lack
specificity on how teachers and students can engage with the complex structures of texts, both traditional
and multimodal” (p. 143). In Korea, given that English education is largely text-based, the lack of
materials can make critical literacy practices difficult and abstract for many in-service and pre-service
EFL teachers.
The need for critical materials is evident in S. J. Choi’s (2013) study with three pre-service and six
in-service teachers in Korean EFL classrooms (both public schools and private cram institutes known as
Hagwon in Korean). S. J. Choi conducted follow-up in-depth interviews with the nine teachers two years
after a one-semester critical pedagogy seminar and shows how teacher education alone could not make a
difference in a Korean EFL education system. Despite teachers’ increased awareness and confidence in
critical language teaching and theories acquired from the one-semester seminar, the teachers found the
existing textbooks and lack of time for materials development were the biggest roadblocks for critical
language teaching in classrooms:
It is difficult to discuss such [critical] issues in high schools because the results of university
admission are important. To teach the existing curriculum is already overwhelming in reality. It is
very difficult to cover other issues outside of textbooks because there are many things to be dealt
with in English class, such as listening, grammar, vocabulary, and reading.
(Teacher 11, Interview 2 in S. J. Choi, 2013, p. 521; Korean in original)
Such hardship is evident under the test-driven and top-down education system. One participant teacher
shared that the new trend such as World Englishes introduced in the seminar is far from the classroom
reality because English for university entrance exams aims at evaluating the educational items designated
by the government:
It is practically impossible to use the concept of World Englishes as a teaching approach or a topic
of a class under the reality of English for test-taking purposes. It is impossible for teachers to
introduce a new perspective at the teacher's discretion because the objectives and contents of all
classes are determined according to the curriculum set by the Ministry of Education and the items
for English tests are also determined accordingly.
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(Teacher 3, Interview 2 in S. J. Choi, 2013, p. 521; Korean in original)
The discrepancy between the test-oriented classroom reality and critical literacy practices led to a
teacher’s frustration and failure:
I proposed an English curriculum not only to learn the culture of inner-circle countries but to
introduce and learn various Englishes incorporating Korean culture. But no real attempt was made.
Not only were such attempts unfamiliar to the students and thus unwanted by the students, but the
company [a private English language institute, also known as Hagwon in Korean] did not allow
such an attempt because it does not reflect the interests of the company.
(Teacher 10, Interview 1 in S. J. Choi, 2013, p. 521; Korean in original)
The teachers’ narratives in S. J. Choi’s (2013) study align with my own experience as an high school EFL
teacher in Korea for 13 years. For sustainable critical literacy practices, we should not put all the burdens
on teachers for change. Instead, we must find every possible way to help teachers teach both conventional
and critical literacy. Critical materials are one of the most possible and effective ways to begin with
(Crookes, 2013).
To help critical literacy practices coordinate with or work in parallel with the existing curriculum, I
developed critical supplemental materials (Appendix A) based on critical literacy approaches (especially
Freire’s problem-posing methods) and tried them out in EAP classrooms of the University of Hawaiʻi at
Mānoa for two years where I could relish much freedom in designing the course as an instructor. Freirean
problem-posing methods were adopted in designing the critical supplemental materials to ask students to
question their social realities and injustices which are normalized in society. Through this process,
students “learn to question answers rather than merely to answer questions” (Shor, 1993, p. 25). To pose a
problem, I drew on problematizing themes (Benesch, 2012) and problem-posing questions (Auerbach &
Wallerstein, 1987). For example, to extend to a critical topic based on a rather neutral topic, “dictionary”,
in a textbook, Benesch (2012) poses questions about the consumption of dictionaries:
For example, students can compare the costs and features of electronic dictionaries, which range
from 50–500 US dollars, the more expensive ones featuring audio components, color screens, and
content from a variety of monolingual and bilingual dictionaries. Some questions with which to
engage students in critical pedagogy regarding these economics factors are: “What does it mean
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for people of greater means to have access to more words, definitions, features? What do these
differences reveal about the digital divide with some having faster and more powerful devices than
others? How useful are the various bells and whistles in terms of vocabulary acquisition? What are
other ways in which language has been commodified and sold in the marketplace? (Benesch,
2012, p. 53)
For problem-posing questions in L2 classrooms, I find Auerbach and Wallerstein’s (1987) five steps of
problem-posing are useful. In Auerbach and Wallerstein’s textbook for L2 immigrant workers in the US,
ESL for Action, five problem-posing steps for a picture that reflects the concrete experience of the
learners are suggested (Auerbach & Wallerstein, 1987, p. 17):
1. Describe what you see (e.g., What does the interviewer ask him? What job is open?)
2. Define the problem (e.g., Why do you think the interviewer suggests the kitchen job? How
do you think Le Minh feels about the kitchen job?)
3. Apply the problem to your lives: tell how you feel about it (e.g., What did you do in your
country? What do you do in the US?)
4. Discuss the social/economic reasons: tell why there is a problem (e.g., Did many
immigrants come to the US from your country? What kinds of jobs did they do? Why do
many immigrants and refugees have a low-paying job?)
5. Ask what you can do about it. (e.g., What can you do to get a better job?)
Employing this (introductory) version of problem-posing methods, teachers, especially those who just
start on a journey toward making their class critical, can get the idea of how to engage students in a
dialogical process while practicing different language skills and working on linguistic content in L2
classrooms.
2.3 Critical Pedagogy as Theoretical Underpinnings
As previously mentioned, critical literacy has its roots in Freire’s (1970a) critical pedagogy that
links literacy to self-empowerment. Critical pedagogy is traced back to Paolo Freire who was among the
first to give a socio-political dimension to literacy. Freire viewed literacy as inherently political because
literacy is not a set of technical skills but a means for learners to decode and demythologize the
inequitable society they live in. In his book Pedagogy of the Oppressed, Freire (1970a) emphasizes that
unequal power relationships are prevalent and support certain ideologies of the dominant groups. Such
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ideologies dictate what values are promoted through modern institutions like schools and government. As
a result, institutions legitimize one set of norms for all members of society and exclude the marginalized
groups. To empower oppressed or marginalized people, Freire proposes an educational system that
supports students to become more socially aware and classroom practices that facilitate their critique of
social injustice. This awareness cannot be achieved by “banking education” in which students are placed
as passive learners and a teacher as a possessor of knowledge (Freire, 1970a, p. 72). Although literacy
itself does not automatically guarantee social, political, and economical transformation, literacy, as a
referent for critique, is the precondition for engaging in struggles around relations of meaning and power
(Freire & Macedo, 1987). To be fully literate, students need to be able to question the interests at work in
texts and evaluate their social effects “icn a critical, dialectical examination of how power relations
(particularly connected to the construction of knowledge) operate in schools and society and create or
sustain hegemonic structures” (Zembylas, 2013, p. 177).
As noted earlier, the basic premise of critical pedagogy is that language education, just as language
itself, is not politically neutral (cf. Freire, 1970a; Giroux, 1988; Pennycook, 1990). Education does not
exist in a vacuum but is shaped by the cultural, historical, social, and political contexts. From deciding on
what should be taught, to whom, when, how, and where to teach, educational policy has political
implications. For Pennycook, it is clear that “those who wish to deny the political nature of schooling are
clearly articulating an ideological position in favor of the status quo” (Pennycook, 1989, p. 591). That is,
insisting on neutrality in education is also a political choice that bolsters the status quo.
From a critical pedagogy perspective, there has been a long tradition of depoliticizing language
education while teaching with a primary focus on a positivistic and psycholinguistic approach in the
English education paradigm. This tradition relates to reproductive aspects of schooling that serve to
inculcate only the culture and ideologies necessary to build and sustain the existing social structure. In
this system, L2 professionals and principles have adopted “idyllic innocence” (Canagarajah, 2005, p.
931), paying little or no attention to political significance in L2 teaching and learning. Depoliticizing
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education has obscured socioeconomic inequalities embedded in education, justifying, and privileging the
dominant groups while marginalizing the Others through hegemony (Bourdieu, 2006). Its consequence is
a classroom that potentially ignores the concerns, fears, and interests of many students. By discussing the
hidden politics of what is labeled neutral and existing power structure within the society, critical
pedagogy believes public education is a powerful means for questioning existing sociopolitical norms and
empowering students.
In the following subsections, I discuss the key defining terms of critical pedagogy19 which seek to
change the way schooling had been conventionally perceived and promote social and educational justice.
These terms were explained as the fundamental concepts of critical literacy materials to the teacher
participants in this study during the interviews conducted before the implementation of critical materials.
2.3.1 Against Banking Education
Critical pedagogy is against ‘banking education’ (Freire, 1970a) which is the conventional way of
transmitting knowledge from the teacher to the students. In the banking system of education, the teacher
is regarded as the source of knowledge and students as containers into which the teacher must put the
funds of knowledge. As students accept the passive role imposed on them, students tend to adjust to the
fragmented view of reality intended by the oppressor. Freire (1970a) explains the practices of banking
education as follows:
(a) the teacher teaches and the students are taught;
(b) the teacher knows everything and the students know nothing;
(c) the teacher thinks and the students are thought about;
(d) the teacher talks and the students listen—meekly;
(e) the teacher disciplines and the students are disciplined;
(f) the teacher chooses and enforces his choice, and the students comply;

19

The critical supplemental materials were developed based on the principles of critical pedagogy. As mentioned
earlier, critical literacy is an instructional approach using texts and has its root in critical pedagogy.
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(g) the teacher acts and the students have the illusion of acting through the action of the teacher;
(h) the teacher chooses the program content, and the students (who were not consulted) adapt to it;
(i) the teacher confuses the authority of knowledge with his or her own professional authority,
which she and he sets in opposition to the freedom of the students;
(j) the teacher is the Subject of the learning process, while the pupils are mere objects.
(Freire, 1970a, p. 264)

Through these attitudes, banking education reproduces the oppression of the dominant society. Its
ideological aim is to indoctrinate students to adapt to the oppressive status quo without a question or
inquiry. Freire (1970a) claims to move away from banking education to critical pedagogy:
Those truly committed to liberation must reject the banking concepts in its entirety, adopting
instead a concept of women and men as conscious beings, and consciousness as consciousness
intent upon the world. They must abandon the educational goal of deposit-making with the world.
“Problem-posing” education, responding to the essence of consciousness — intentionality —
rejects communiqués and embodies communication. It epitomizes the special characteristics of
consciousness: being conscious of, not only as intent on objects but as turned in upon itself in a
Jasperian “split”- consciousness as consciousness of consciousness20.
(Freire, 1970a, p. 79; emphasis added)

Herein, Freire promotes communication and consciousness by problem-posing education. These concepts
are fundamental for critical literacy practices to help learners’ “self-determination, individual autonomy,
and social agency” (Giroux & Giroux, 2004, p. 84) through dialogue.
2.3.2 Critical Dialogue
Critical dialogue is non-authoritarian interactions among students or between a teacher and
students based on critical issues because school knowledge is inherently political, reflecting the

20

The mind is not only engaged in experience but questions and wonders about its experience.
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epistemology of the dominant group as neutral facts (Shin & Crookes, 2005b). Critical dialogue is an
essential element of critical pedagogy because it leads to “critical thinking and critical action” (Auerbach
& Wallerstein, 1987, p. 1). Critical dialogue also builds interpersonal skills for public discussion and
fosters morally responsible citizens because democratic tolerance and the principles of trust, sharing, and
commitment are fundamental conditions for critical dialogue (Hess, 2008; Kubota, 2014). For Freire
(1970a), “only dialogue, which requires critical thinking, is also capable of generating critical thinking.
Without dialogue there is no communication, and without communication, there can be no true education”
(Freire, 1970a, pp. 92–93).
To raise critical consciousness through dialogue, critical teachers help students problematize
canonical knowledge on race, ethnicity, class, gender, environment, representations of the Other, etc.
Pennycook (1999) labels these areas “critical domains” (p. 331). The issues in critical domains are closely
linked to social injustice and inequity and thus can open room for critical dialogue. For Kubota (2014),
those issues can be controversial:
Critical pedagogy naturally raises questions posed by some controversial issues and guides learners
to think differently. Such counter knowledge is often produced by the experiences of
underprivileged or marginalized groups of people with respect to race, ethnicity, gender, class,
sexuality, language, and culture. Controversial issues as reflected in economic exploitation,
environmental injustices, and social, cultural, and political conflicts are closely linked to equity and
justice in our society. Controversial issues thus constitute opportunities for dialogue in critical
pedagogy. (Kubota, 2014, p. 231)
When students reflect on their thinking and others’ perspectives, students’ funds of knowledge and
experiences are valued as they collaboratively construct knowledge to transform their realities through
dialogical engagements in language classrooms. Students become active agents in learning as students
examine their own daily life experiences and knowledge within the macro socio-political and cultural
context to question everyday taken-for-granted assumptions and the legitimacy of accepted power
relations in social structures (Crookes, 2010). As Shor (1992) puts it, “dialogue transforms the teacher’s
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unilateral authority by putting limits on his or her dominating voice and calling on students to co-develop
a joint learning process” (p. 90).
On the other hand, critical researchers have also pointed out the need for caution in pursuing
critical dialogue in the classroom. While different voices and experiences are openly shared in critical
classrooms, Freire and Macedo (1987) have cautioned that critical dialogue is not simply celebrating such
plurality. In post-colonial and post-structural theories, all knowledge is viewed as legitimate for
examination with contextual relativity, but such relativism sometimes contradicts support for social
justice. Kubota (2014) provides a good example of a dilemma from her teacher education course in
Canada. After attending a seminar on the Nanking Massacre, one Japanese male student said “But in
order to understand history, we should look at both sides. There is a view that the Nanking Massacre
never happened” (Kubota, 2014, p. 228). According to Kubota (2014), such discourse resonates with the
recent deletion of Japanese war crimes from a history textbook and a denial of the Nanking Massacre and
sexual slaves during WWII. Kubota feels a dilemma between her progressive stance on the issue and the
possibility of a teacher’s imposing ideas. For Kubota, although a poststructuralist approach21 is often
needed in critical classrooms, it sometimes contradicts support for social justice. Kubota (2014) explains,
A poststructuralist approach to controversial issues focused on knowledge construction is likely to
create uneasiness for critical teachers when opinions such as “racism should be justified” or “the
Holocaust never happened” are expressed. Even less extreme ideas about race, gender, and religion
may pose a challenge especially in teaching additional languages, in which different cultures and
perspectives often collide with each other in intercultural exchanges. In such contexts, shared
morality is not always guaranteed and teachers are often caught in multiple moral hierarchies of
gender, race, class, culture, and historical positioning of the colonizer/colonized. (Kubota, 2014, p.
244)

21

Poststructuralism views all knowledge as legitimate for examination with contextual relativity.
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For such ethical dilemmas, Kubota urges critical teachers to employ hyper-self-reflexivity22 to enter into a
dialogue with others who have opposing views and to simultaneously invite others to do the same in a
safe space. With greater openness to alternative ideas, tolerance and suspension of judgment, and
heightened self-reflexivity on our own narratives, a teacher can introduce diverse conflicting views on
issues and foster respectful communication with greater responsibility and sensitivity. After all, the
ultimate goal of critical dialogue is not merely acknowledging every voice but broadening pedagogical
possibilities to overcome the oppressive and unjust conditions by identifying and recalling moments of
human sufferings (Freire & Macedo, 1987).
2.3.3 Critical Consciousness and Praxis
With critical consciousness through praxis, critical pedagogy aims at social transformation by
developing students who are critically cognizant of social injustice and oppression, argue for solutions,
and take action for change (Pennycook, 1994). The classroom becomes a site for promoting social justice
and acting on social changes. Language learning is no longer only teaching the students the rudiments of
the language, but a way to promote a transgressive act of “reading the word, reading the world” by
validating students’ local experiences (Freire & Macedo, 1987, p. 10).
Critical consciousness, or conscientization, in a Freirean term, is the identification of social
injustice and eventually what leads to transformative action. Through the dialogical process, students
think critically, not taking things for granted by reflecting on their reality. Freire (1985) explains
conscientization in connection with praxis, the synthesis of reflection and action.
Being critically conscious implies praxis, a process of being aware of reality and knowledge to act
upon it for changing it. According to Freire (1985), praxis is “the process by which human beings
participate critically in a transforming act” and critical action is possible when students engage in a cycle

22

Kubota (2014) cites Kapoor (2004, p.645) for this term. According to Kapoor (2004), “hyper-selfreflexivity” means “a vigilance above and beyond conventional self-reflexivity, a radical self-reflexivity”.
Because people’s narration does not take place in a vacuum: they function in geopolitical institutions
that circumscribe what and how they narrate, we should be cautious not to unquestioningly and
unaccountably narrativize the Other using “hyper-self-reflexivity” (Kapoor, 2004, p.644).
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of continual reflections and practices. Praxis is broadly translated into reflecting and acting upon the
world in order to transform it, which is often perceived as the ultimate goal of critical pedagogy. For
praxis, Shor (1996) suggests that students should gain transformative experience by problematizing the
status quo in the classroom. This is possible when the class reflects students’ realities so that students
make a link between their life issues and the macro sociopolitical, cultural, and historical contexts where
they are situated. In this way, students can gain a more critical view of their learning and society, make
decisions in and outside of class, and eventually act on transforming their realities.
2.3.4 Teaching for Social Justice: Democracy, Equity, and the Freedom from Oppression
Based on critical dialogue, critical consciousness, and praxis discussed in the previous sections,
critical pedagogy is committed to transforming social inequalities and achieving social justice through
education. As Crookes (2013) defines,
Critical pedagogy is teaching for social justice, in ways that support the development of active,
engaged citizens who will, as circumstances permit, critically inquire into why the lives of so many
human beings, perhaps including their own, are materially, psychologically, socially, and
spiritually inadequate ─ citizens who will be prepared to seek out solutions to the problems they
define and encounter, and take action accordingly. (Crookes, 2013, p.8)
In critical pedagogy, social justice entails equitable treatment of students, and people in general. To
empower all students including the marginalized ones23, critical pedagogy urges school education to look
at intersectionality among race, politics, gender, sexuality, and class. To ignore this intersectionality
within schools is a way to silence, marginalize, and oppress people from exercising their full potential to
transform themselves and the unequal social structure by erasing the very identities present in classrooms
(Zollers et al., 2000). According to Hackman (2005), equitable treatment is only possible when education
“encourages students to take an active role in their own education and supports teachers in creating

23

Critical pedagogy accepts that the notion of meritocracy in education is flawed, especially when one is from an
economically marginalized community (Zollers, Albert, & Cochran-Smith, 2000).
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empowering, democratic, and critical educational environments” (p. 19). In these critical classrooms,
teachers, with an ethics of care (Noddings, 1999), develop justice-oriented citizens who examine social,
political, and economic problems systemically and engage in collective actions for change (Westheimer &
Kahne, 2004).
While teaching for social justice is the educational goal of critical pedagogy, however, little
consensus and discussions have been made to define the notion of social justice (Miller, 1999; Ornstein,
2017). Given that different societies, cultures, and people have different forms and issues of social justice,
a common understanding of social justice across all cultures and times cannot exist. Thus, the term ‘social
justice’ tends to be a notoriously fuzzy construct as Hall (2016) explains,
In education, social justice can be interpreted and applied in countless ways. It is determined by
each group, in each culture and context. Thus, there can be no explicit, definitive list of social
justice topics to cover, because each culture creates its own injustices that must be addressed. (Hall,
2016, p. 8)
Although social justice can mean different things in different times and cultures, discussions on
defining social justice are important considering how misguided the use of the term ‘social justice’ has
been throughout history. For example, in the 19th century, white Europeans and Americans believed they
civilized ‘savage’ native American children by sending them to boarding schools to replace their
traditional culture with mainstream American culture. Similar acts had been done to the Aboriginal
children in Australia and First Nations children in Canada (Buti, 2002). During the early 20th century in
Hawaiʻi, ‘English Standard’ schools were established to protect middle-class white immigrants from the
influence of the inferior ‘Others’. Those who spoke Hawaiian Creole English, or Pidgin, failed the
English Standard school entrance test and were sent to the inferior schools, and such a practice was
believed socially just to protect ‘good’ English from ‘bad’ English (Okihiro, 1992). In South Korea, in
1980, numerous students, scholars, and civilians in Gwangju (also known as Gwangju Uprising or
Gwangju Democratization Movement) were killed on the orders of the de facto leader who obtained
power through a military coup d'état. Since those victims were labeled as communist sympathizers and
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rioters, this action was justified by the Military Regime to eliminate them for national security
(Katsiaficas, 2012). These examples represent misinterpretations or misguided applications of the concept
of social justice that actually marginalized, oppressed, and harmed people. Not to fall into this
indoctrination, those who believe that social justice is the goal of education should define and reflect on
what social justice means to them.
In an attempt to define social justice for this dissertation work, I draw on the concepts of
democracy, equity, and the freedom from oppression to exercise one’s full humanity. To define social
justice, Ornstein (2017) asks us to question “what is a democracy, what rights do people have or should
have, and how society should provide for less fortunate people” (p. 546). If a society is not established on
democratic values (e.g., free and fair elections, the citizen’s active participation in politics, and protection
of human rights for all citizens), what the society values can be distorted and misleading, if not
egregiously unjust. For equity, the focus is on “the reasons for inequality” rather than “the outcomes of
inequality” (Ornstein, 2017, p. 548). In modern democratic societies, no one will favor equal distribution
of income which will discourage hard work and innovation. Instead, social justice seeks what can be done
and what needs to be done to improve the human condition for all, including the marginalized ones. To
address the reasons for inequality, social justice considers the notion of oppression. Young (1990) defines
social justice as the elimination of institutionalized oppression and domination. This is echoed by
Murrell’s (2006) claim that social justice is “a disposition toward recognizing and eradicating all forms of
oppression and differential treatment extant in the practices and policies of institutions, as well as a fealty
to participatory democracy as the means of this action” (p. 81).
Personally, my current understanding of social justice may change as I experience more. Socially, a
more liberal or progressive interpretation of social justice can emerge as the population becomes more
diverse, tolerant, and educated. Nevertheless, continuous discussions and reflections on the meaning of
social justice will open up new angles and possibilities for empowering teaching practices in different
contexts and engaging one another across different agendas. In this sense, social justice is “both a process
and a goal” with an ultimate aim of being “full and equal participation of all groups in a society that is
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mutually shaped to meet their needs” (Bell, 1997, p. 3). In the following sections, I discuss how, in the
project reported here, these fundamental concepts of critical pedagogy (i.e., against banking education,
critical dialogue, critical consciousness, social justice) were translated into critical literacy materials in
terms of content and design.
2.4 Key Features of Critical Materials
In the following subsections, I explain key features of the materials I developed in the ELI. In most
cases, I preface the explanation of a feature with a brief discussion of relevant literature. I only turn to a
broader discussion of the course itself after going over the materials because it is subordinate to the main
theme of the study (i.e., Korean teacher emotions for the implementation of critical materials). Although
the original EAP context is important and indeed was essential, this reflects the overall focus of the
dissertation on Korean teachers’ response to the materials. I will delineate the features I identify as
important components of critical materials: (1) generative themes, (2) codes as projective devices, (3)
source culture and localization of materials, (4) learner’s L1 as a resource, (5) critical vocabulary, and (6)
critical questions.
2.4.1 Generative Themes as a Content Source
In a Freirean framework, generative themes derive from students’ local experiences. It is the
starting point for the process of action because students must identify the issues that they have a strong
passion for and willingness to engage with first in order to take action (Freire, 1970a, p. 180).
Conventional banking education does not invite students’ life experiences and knowledge into a
classroom, and instead, asks students to passively accept the situations and the status quo that is
legitimized by the dominant power. For students to identify their needs for knowledge and skills from
their lives, materials need to provide generative themes to engage students in a dialogical process while
they practice different language skills and identify the linguistic content.
The example of generative themes is found in Auerbach and Wallerstein’s (1987) critical textbook.
They designed the materials with the following themes based on their experiences teaching adult ESL
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learners (immigrant workers), which directly relates to problematic conditions in learners’ daily lives. The
following is a list of the chapter headings in that textbook, most of which state themes:
●
●
●
●
●
●
●
●

Introductions
Getting a job
Starting work
Making money
Getting through the day
Acting for health and safety
Moving toward equality
Participating in a union

In addition to generative themes, Shor (1992) adds two other kinds of thematic categories (i.e.,
topical and academic themes) because students need more than generative themes in formal academic
education contexts such as in secondary public schools. Topical themes are current controversial issues
raised by the teacher because it is not yet in student speech or exists only in a low profile. Shor advises
teachers to take an active role in bringing and negotiating topical themes. This aligns with Huh’s
observation that a teacher’s “thorough and well-designed guidance” is necessary and helps to make a safe
space for students to talk about important issues in society (Huh, 2016, p. 233). Academic themes are
discipline-based formal knowledge and subject matter that a teacher brings to the class (e.g., in a medical
class, how allopathic and homeopathic medical practices differ in the treatment of illness). Although both
topical and academic themes are not embedded in students’ everyday life, they are necessary and useful
options for critical teaching among post-literate students in formal academic institute contexts. The result
of discussions based on generative, topical, academic themes aims at a critical understanding of the issue;
personal awareness of the individual’s relationship to the issue; personal understanding that the issue is
experienced collectively; and an outline for critical action.
For the EAP classes I have mentioned (and will discuss further below), the generative themes in the
scope and sequence chart (Appendix A, pp. 251–252) were developed based on a needs analysis through a
survey I conducted in the first week of the semester to gather information about what social issues/
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concerns/ dilemmas students face in everyday life. I grouped the themes into five categories as follows in
Table 2.1.
Table 2.1
Generative Themes from a Needs Analysis
Category
Topics
1. Racism
● Asian representation in the US media (K-pop, Jeremy Lin)
● Minority issues
2. Politics
● The nuclear threat from North Korea to Hawaii
● President Trump’s policy and diplomacy
3. Environmental justice
● Telescope protest in Mauna Kea
● Air pollution and climate change (e.g., Yellow dust in North-East
Asia)
4. Native speakerism
● Foreign accent
● Language prejudice
5. Gender representation
● Gender role and inequality
Note. Full description of themes and topics are in the scope and sequence chart (Appendix A, pp. 251–
252)
2.4.2 Codes as Projective Devices
The problem-posing method employs codifications of generative themes as their starting point.
Crookes (2013) defines the Freirean code (or codification) as a projective device that shows a scene of
concrete experience and stimulates students to articulate their own interpretation about problematic issues
that are related to their life. The codes can be any problem-posing materials to stimulate discussions such
as pictures, drawings, posters, slides, realia, short stories, videos, songs, or plays. The better the code, the
more the students will discover for themselves. Figure 2.1 presents an example of code using a picture
with a dialogue.
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Figure 2.1
An Example of Code Using a Picture with a Dialogue (Auerbach & Wallerstein, 1987, p. 102)

Wallerstein (1983) explicates the characteristics of codes as follows:
1. It must represent a daily problem situation that is immediately recognizable to students. (They
already deeply know what is being talked about.)
2. That situation, chosen because it contains personal and social affect, is presented as a problem with
inherent contradictions. The code (picture, story, etc.) should illustrate as many sides of the
contradiction as possible, yet be simple enough for students to project their own experience.
3. The code should focus on one problem at a time, but not in a fragmentary way. It should suggest
connections to other themes in people’s lives.
4. The code should not provide solutions to the problem, but should allow students to develop their
own solutions from their experience.
5. The problem presented should not be overwhelming to students. There should be room for small
actions that address the problem even if they don’t solve it. Local community issues usually
provide opportunities for students to have an impact with small-scale actions.
(Wallerstein, 1983, p. 199)
Using codes, students can think about daily problem situations from various viewpoints. For
example, Konoeda and Watanabe (2008) show how codes can be developed for secondary school EFL
materials in Japan. First, Konoeda and Watanabe examined the original reading material, using the five
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principles of codes (Wallerstein, 1983, pp. 19–20), and rewrote the reading from different perspectives.
Their example was a short blog about bullying. The authors rewrote this story from two characters’
perspectives in the story (i.e., one classmate and a bullied girl). With a relevant theme (i.e., school
bullying) and short blogs with multiple perspectives, the authors suggest that students were able to engage
in dialogues with mutual understanding about the problematic issue in their life. Figure 2.2 shows how
students’ generative themes (Table 2.1) turned into the articles as codes for critical dialogue in EAP
classrooms in the ELI.
Figure 2.2
An Example of Article Selections according to the Generative Theme (Appendix A, p. 251)

2.4.3 Source Culture and Localization of Materials
In Akbari’s (2008) view, if students are to transform themselves and others in their real lives, the
curriculum should provide ample opportunities to critically reflect on both the positive and negative
features of students’ local culture. Such practices will prevent cultural hegemony or cultural imperialism
in that “reliance on learners’ culture as the point of departure for language teaching will make them
critically aware and respectful of their own culture and prevent the development of a sense of inferiority
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which might result from a total reliance on the target language culture where only the praiseworthy
features of the culture are presented” (Akbari, 2008, p. 279).
Critical pedagogues insist on moving away from (native) authenticity to a locality in developing
materials (cf. Robertson’s (1994) glocalization; Wallace’s (2002) global literate English). While
“authenticity” that concerns genuine communication in realistic target language situations has been a core
notion in communicative language teaching (Canale & Swain, 1980, p. 27), Alford (2001) argues that
authentic materials that target native speakers may not engage students critically. In other words, the
naturally occurring English used in native-speaker contexts and the materials produced in Englishspeaking countries (e.g., newspaper, magazines, etc.) may not be authentic for students in EFL contexts,
only reflecting on the reality of native speakers’ use. R. Day (2004) concurs that there is no evidence that
authenticity facilitates language acquisition, but there is evidence that students find authentic materials
more difficult. Besides, students have little or no ownership of authentic materials, as students depend
largely on the authority of native speakers.
Reliance on students’ local culture and experience may enable more authentic and meaningful
learning. Students can see L2 knowledge as legitimate and applicable to their “existential situation”
(Freire, 1970a, p. 58) and thus they can engage in more meaningful communication (Gray, 2002).
Otherwise, as in Canagarajah’s (1993) classroom ethnography in Sri Lanka, students learning English can
experience demotivation over time, experiencing the gap between the expectation of the existing textbook
(i.e., Western culture using the US textbook) and their own culture. As Abdollahzadeh and Narafshan
(2016) note, “the more relatable content becomes to learners’ lives, the more linguistic confidence
learners present to communicate effectively in a different language and engage in the learning process”
(p. 196). The content that is relevant to learners’ experiences can help students resist the intention of the
author and deconstruct the assumptions within the text. Authentic materials from inner-circle countries
can benefit only those who have the cultural knowledge and capital and marginalize those who don’t:
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A limitation of the culture-specific coursebook is that it will only be of relevance to students who
understand the cultural background in which it is set […] Indeed […] a strong portrayal of British
life might well prove to be an impediment rather than a help to the learner […] The [learner’s] time
would be better spent learning the language rather than the structuring of the social world in which
the learner is never likely to find himself. (Cunningsworth, 1984, pp. 61–62 quoted in Tomlinson,
2013, p. 443)
In the supplemental materials discussed here (Appendix A), the students were from different L1 cultures.
Given that the students were international students in the US, the news articles were brought in not only
from the US but from news media outlets of different countries (e.g., China Daily, The Jordan Times, The
Korea Times, The Mainichi, etc.) as presented in Figure 2.3. It was intended to expose students to
different interpretations and stances. News texts were found useful in the critical EAP classrooms as
Huang (2017) argues,
Regarding materials, news texts are a logical place to start because they are not long and can often
be divided into even shorter segments to work with. News texts also provide fertile grounds for
critical discussions, as it is often through the news that representations of the world are contested.
(Huang, 2017, p. 203)
After using the supplemental materials, students brought in an article with their own countries’ issues for
a reading circle activity24. In this sense, the critical supplemental materials not only served as texts but
also provided modeling for critical literacy practices (e.g., how to select/ read/ problem-pose texts).

24

Reading circles have long been part of this academic reading course, easily allowing for critical interaction using
the problem-posing articles brought by students as they take turns to be discussion leaders.
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Figure 2.3
Example of Newspaper Outlets from Different Countries (Appendix A, p. 251)

Note. In these EAP classrooms, newspaper editorials were useful for analyzing how texts are socially and
ideologically constructed imbued with human bias and intention.
2.4.4 Learner’s L1 as a Resource
Akbari (2008) claims that the exclusion of L1 from language classes lies “in the political/economic
dimensions of L2 teaching and the inability of native English teachers to utilize the mother tongue
potential of their learners” (p. 279). Until recently, common L2 teaching practices based on second
language acquisition (SLA) have not approved of the resort to learner’s L1, treating it as an interfering
force in L2 development although excluding or minimizing learners’ L1 is generally built on empirically
untested assumptions (J. Lee, 2012)25. While it is expected that learners make greater use of the L2 as
their proficiency increases, it seems pedagogically undesirable to deny the significance of learners’ first

25

In Korea, the use of the target language only in EFL classes has been promoted by national policies promoting or
mandating teaching English only in English (also known as TEE). Starting with the 6th national curriculum in 1992,
the focus on grammar translation had moved to cultivating students' communication skills and fluency. The 7th
curricular reform in 2000 started the movement of TEE to maximize English input in elementary and secondary
schools. The government policy launched in 2008 further promoted “strengthening public education in English” as
a national policy task, strengthening English training for incumbent English teachers, expanding the use of native
English teachers and English conversation instructors in individual schools, and issuing TEE certificates (Korea
Institute for Curriculum and Evaluation, 2009). It was seen as educational enough to teach the language naturally
while teaching English only during English classes in Korea where exposure to English is insufficient.
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languages because “the judicious use of L1” can facilitate comprehension and discussion (Akbari, 2008,
p. 280). Moreover, it is sociolinguistically undesirable since the learner’s first language is a part of their
identity (Norton, 1997)26.
Figure 2.4 shows an idiom activity through which students could use their L1 as a resource for
meaningful and communicative practice. Based on the English idioms in the supplemental materials,
students were asked to think of the equivalent idioms in their L1 (e.g., “a piece of cake” in English can be
“eating rice cake while lying down” or “drinking lukewarm porridge” in Korean). Because idioms are not
a separate vocabulary item but borrowed from the mythological stories and cultural practices (Folse,
2008), to explain its dialectical origin entails sharing culture and providing equal footings to different
languages. As Helot and Young (2005) present, drawing on students’ L1 and culture is meaningful for
students’ identity and avoids hidden curriculum or socialization that promotes inequality among
languages.
Figure 2.4
L1 Idiom Activity: Sharing L1 Idioms That Have Similar Meaning with English Idioms (Appendix A,
p. 265)

26

The beginnings of a shift towards the use of L1 to support L2 instructional practices can be found in the
publications of Cook (e.g., 2001). Cook’s views were based in a particular psycholinguistic understanding of the
instantiation of languages in the mind, which he calls “multicompetence”. More recently, a sociolinguistic
understanding of multiple language use, associated with García (e.g., 2009) and the term she has popularized,
“translanguaging”, has also legitimated use of the L1. But these perceptions may not yet have informed regular EFL
teachers’ views.
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2.4.5 Critical Vocabulary
The importance of building critical vocabulary has been raised by some scholars, although there
has been still little discussion of critical vocabulary in the existing literature of critical literacy (e.g.,
Ajayi, 2012; Crookes, 2017a; Alford & Jetnikoff, 2016; Hammond & Macken-Horarik, 1999; Y. Park,
2011). Recently, Parba (2018) pays attention to theorizing critical vocabulary as a response to the
students’ needs for language tools to actively engage in critical dialogue in his Filipino heritage L2
classrooms. Parba defines critical vocabulary as complex and infrequent “phrases and concepts that are
employed in order to produce criticism of discourses, ideologies, and society” (Parba, 2018, p. 271) rather
than those encountered in daily activities, such as ‘making requests’ or ‘providing information’. His
conceptualization of critical vocabulary expands to “phrases and concepts which refer to mechanisms
through which oppression and social injustices become normalized and also to vocabulary/lexical items
through which one gains the voice to articulate the existence of oppressive practices and the ways to
overturn them” (Parba, 2018, p. 270).
Building on Parba (2018), I divided critical vocabulary into two categories in the EAP
supplemental material (Appendix A), as presented in Figure 2.5. In the supplemental material developed
here, critical vocabulary refers to both academic and critical theme-specific words and phrases that
provide students with the necessary lexical repertoire for critical engagement. While both academic and
theme-specific vocabulary entails relatively less frequent and complex lexical items from the reading
texts, theme-based vocabulary is more directly related to critical themes in the material (i.e., racism,
politics, environmental justice, native speakerism, gender representation). The reason for this distinction
is for students to easily access words and concepts that provide a critical lens for understanding,
analyzing, and producing critical texts and dialogues (i.e., critical theme-specific vocabulary); and that
traditionally used in academic dialogue and text which are not necessarily common or frequently
encountered in informal conversation (i.e., academic vocabulary). Critical vocabulary is first shown in the
scope and sequence chart as in Figure 2.5.
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Figure 2.5
Critical Vocabulary on the Scope and Sequence Chart (Appendix A, p. 250 )

In Figure 2.5, for example, the words, ‘intimidated’ or ‘dismantle’, may not be directly related to
the critical topics or themes, but may be necessary for engaging in critical dialogue or writing reflections
in academic contexts. On the other hand, ‘stereotype’ or ‘marginalization’ is directly related to the
contents of the selected articles about racial issues. This distinction is arbitrary and overlapping and it was
done for the students’ and teachers’ convenience to retrieve the critical contents of the articles and to
improve less frequent academic lexical items.
The critical vocabulary shown in Figure 2.5 is found in the text with bold-faced lettering as in
Figure 2.6 as well as in the glossary at the end of each chapter for full definition as in Figure 2.7.
Following Schmidt (1990)27, I locate the vocabulary items in three different spots throughout the

27

The Noticing Hypothesis (Schmidt, 1990) argues that learners must consciously notice features in the input so
that it can become intake. If students read a text and encounter a vocabulary item unknown but not essential for
understanding a text, students are less likely to notice the word, which means they are less likely to learn the
word. Comprehensible input alone is not sufficient for the large number of vocabulary items that learners must
master to improve their language ability. In other words, features in the L2 input need to be salient, and
intentionally focusing attention on them is essential for successful language learning.
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materials (i.e., on the scope and sequence chart, in the reading passage, in the glossary) in that students
learn second language vocabulary better when they ‘notice’, or focus their attention on, the vocabulary.
Figure 2.6
An Example of Critical Vocabulary Bold-faced in a Reading Text (Appendix A, p. 263)

Figure 2.7
The Glossary at the End of Each Chapter in the Critical Supplemental Materials (Words in Appearing
Order in a Reading Text) (Appendix A, p. 267)
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2.4.6 Critical Questions
Bartlett (1990) points out that becoming a reflective teacher involves moving beyond a primary
concern with instructional techniques, or ‘how to’ questions, and asking ‘what’ and ‘why’ questions that
regard instructions and managerial techniques not as ends in themselves, but as part of broader
educational purposes:
Asking “what and why” questions gives us a certain power over our teaching. We could claim that
the degree of autonomy and responsibility we have in our work as teachers is determined by the
level of control we can exercise over our actions. In reflecting on the above kind of questions, we
begin to exercise control and open up the possibility of transforming our everyday classroom life
(Bartlett, 1990, p. 267).
In the supplemental material (Appendix A), questions were written to facilitate students’ critical and
creative thinking. Following Saraceni (2013), open-ended questions (as in Figure 2.8) were used to make
a text relevant to the students because open-ended questions help the students fill the gaps with their own
experiences and interpretations and evoke “aesthetic responses” that “refer to the process of reacting
spontaneously when reading literary texts, hence it involves interaction between readers, language and
texts” (Saraceni, 2013, p. 57).
For critical engagement, “critical questions” aim to help students to consider the text from critical
perspectives (Huang, 2011, p.148). To facilitate conscious reading that helps students uncover hidden
messages and contemplate multiple perspectives of an issue, explicit comprehension strategies from the
cognitive realm to the social/ideological realm are necessary (Handsfield, 2011). Adapting from
Handsfield’s (2011) deconstructing, resituating, and rewriting strategies, I developed critical open-ended
questions based on three tasks: meaning deconstruction, meaning reconstruction, encouraging/ enabling
change.

59

Figure 2.8
An Example of Critical Questions for Critical Dialogue (Appendix A, p. 261)

1) Meaning Deconstruction
Deconstructing meaning is “the analytical process of examining any form of text as non-neutral in
terms of race, class, and gender issues, biases, hidden agendas, philosophical underpinnings, and other
elements of power in discourse” (Stevens & Bean, 2007, p. 124). To find underlying assumptions,
ideological components of understanding such as whose and what meanings are privileged need to have a
separate focus, beyond literal reading comprehension. In this process, juxtaposing multiple viewpoints
seems useful to find what voice is missing. Clarke and Whitney (2009) outlined how this could work by
giving an example of the traditional account of Columbus’s discovery of an island. After reading the
passage carefully, the students were asked to write in their journal about the first encounter between
Columbus and the indigenous people, as seen through the eyes of Columbus and an indigenous boy. One
student (writing from the perspective of Columbus) said, ‘They look nice and strong so we can make a
profit off them’, and simultaneously wrote about the fears of the indigenous boy: ‘These strangers have
unusual habits; I hope that our chief does not welcome them’. This activity, according to Clarke and
Whitney (2009), can create a wonderful entry point to discussing the idea of marginalized peoples and
perspectives and can begin to give voice to those who historically had none. In Figure 2.8, the author of
the selected reading passage writes about the positive image of Asian Americans as a model minority in
the US. Following Stevens and Bean (2007) as well as Clarke and Whitney (2009), I raised two questions
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(#1 and #2) to help students deconstruct meaning by finding underlying assumptions and reading from
multiple perspectives beyond literal reading comprehension:
1. What are the underlying assumptions in this passage?
2. Whose voice is missing in this passage?
2) Meaning Reconstruction
Handsfield (2011) defines “reconstruction, or rewriting, is intended to intentionally construct texts
and meanings differently, rather than to reproduce dominant meanings” (p. 129). It includes translating,
paraphrasing, trans-mediating28 texts, shifting voice, and utilizing different discursive tools to engage
different audiences. With questions # 3 and # 4 in Figure 2.8, I first asked students to write down the
values from their home or country and share them with their partners:
3. Think of the values of your own family or country and share them with your partner.
4. What would you say if you are from other minority ethnic groups in the US (e.g., Latinos,
African Americans, Hawaiian natives)?
The students in the ELI were from various countries including non-Asian ones, and they found the
answers to question # 3 showed they all shared similar values regardless of their origin. Then the students
proceeded to rewrite their argument from other minority groups’ perspectives. This activity helped
students be interested in “what is going on in the world” and to “get out of his hole” (Lerner, 1958 quoted
in Pennycook, 1994, p. 44). Such empathy is what Wallace (2003) thinks is a goal and a key factor of
critical literacy because empathy leads to a desire for change. The article in Figure 2.8 is about praising
Asians as a model minority in the US. Some of the students’ responses for question # 4 include:
‘African Americans have a different and long history of discrimination than Asians.’
‘Hawaiian natives had little resources and population.’

28

Handsfield (2011, p. 129) explains “trans-mediating”, or converting texts from one semiotic mode to another
(e.g., turning an expository essay into a Web page), is rewriting or overwriting new texts overlayed onto previous
texts. In any of these cases, the reconstructed text will retain remnants of previous texts, creating a lamination
(Goffman, 1974) of meanings, rather than erasure. For example, a teacher (Isabel) in her research asks students to
find missing information that the students want to know (e.g., causes for global warming) and overwrite on the
margin the students’ ideas and details. In this way, her students could deconstruct the potential political
commitments of the textbook producers by using strategies for meaning reconstruction (i.e., questioning,
identifying main points and details, and cross-checking information with prior knowledge)
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‘Asians are a broad concept. I think they mean only certain Asian ethnics. Asians in the US is
stereotyped.’
The students could broaden their understanding by putting themselves in another person’s shoes and
therefore see the hidden assumptions and marginalization.

3) Encouraging and Enabling Change
For Minott (2011), encouraging students’ rational deliberation on varied perspectives is a catalyst
for social change which is the main outcome of critical literacy. Question #5 in Figure 2.8 is intended to
encourage students to come up with creative and critical thinking for solutions by linking the text to the
broader society they live in.
5. What do YOU think is a reason for the racial disparity raised in this passage?
The students in the ELI suggested reading literature from different ethnic groups, knowing each other’s
history, more cultural exchange would help improve the misunderstanding, misrepresentation, and
stereotyping of racial groups.
2.5 The Critical Supplemental Materials in the English Language Institute (ELI)
2.5.1 The Context and Textbook Design
As with most American institutions of higher education, the University of Hawaiʻi at Mānoa has
an institutionalized program for providing academic English support to international students concurrent
with their regular program studies, known as the English Language Institute (ELI). All international
students admitted to the University of Hawaiʻi at Mānoa with a standardized test score below a certain
threshold (e.g., 100 on the TOEFL iBT) are required to take the ELI placement test, which consists of
three domains: listening comprehension, reading, and writing. Those scoring below a certain level are
then placed into the ELI courses based on their scores on the different sub-tests. The ELI courses are
taught during the regular 16-week fall and spring semesters, and students take the ELI courses
concurrently with other university coursework. As a teacher in the ELI for two years, I developed and
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incorporated the critical supplemental materials based on the key features of critical materials. (see
Section 2.4).
To include critical literacy practices within the skill-based English curriculum, I added a 50-page
booklet of the critical supplemental materials (Appendix A) to the back of the commercial course
textbook, Academic Reading (McWhorter, 2014). Course Reader was the name the students and I used to
indicate the combined book [i.e., both the commercial academic reading textbook (McWhorter, 2014) and
the critical supplemental materials developed by me (Appendix A)]. The classes in the ELI that I taught
met twice a week for one semester (32 sessions of a 75-minute class). The class often started with about
15 minutes of small talk, assignments check, and a brief review of previous lessons and framing today’s
lesson (e.g., going over the agenda and the learning objectives, activating students’ prior knowledge, etc.).
Then, in the first half of the class (30 minutes), the students practiced academic reading strategies from
the commercial textbook such as locating main ideas that are implied, identifying topic sentences in
reading, recognizing an argument, evaluating evidence, etc. For the latter half of the class (30 minutes),
the students turned to the back of the Course Reader for the critical supplemental materials (Appendix A)
to practice the reading strategies they learned in the commercial textbook using the texts with critical
topics and questions. For example, once the students practiced locating main ideas with the reading text
in the textbook, they turned a page to the latter part of the textbook to match headings (as in Figure 2.9)
with a critical text about environmental justice.
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Figure 2.9
Matching Headings with the Paragraph Using Clue Sentences (Appendix A, p. 288)

After practicing a reading strategy based on a text with a critical social theme (Figure 2.9), students were
asked comprehension questions and vocabulary based on Glossary (Figure 2.10) initiated by the teacher.

Figure 2.10
A Vocabulary List from a Critical Text (Appendix A, p. 291)

Then using critical discussion questions presented in Figure 2.11, students engaged in critical dialogue as
a group of 3 or 4, which we call Reading Circle (see details in Section 2.5.3).
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Figure 2.11
Discussion Questions to Facilitate Critical Dialogue following Huang (2011) (Appendix A, p. 291)

2.5.2 The Structure of the Critical Supplemental Materials in the ELI
The general structure of the critical supplemental materials (Appendix A) was adapted from Rozul’s
(1995) outline of reading materials: exploration (starter), short readings (Input), chapter readings (In-depth
reading), glossary (Language Focus), expanding. I weaved tasks into every stage so that students can read
the articles using different reading skills already learned in class. Each unit starts with an image or a video
clip that is interesting and relevant to students (i.e., a code, in Freirean terms). The topics (i.e., generative
themes, to use the Freirean term) were chosen based on a needs analysis at the beginning of the semester
(see Section 2.4.1). For short and chapter (longer) readings, newspaper articles of current issues were
adapted to enhance academic reading and vocabulary while facilitating critical dialogue. To teach
vocabulary and expressions, Folse’s (2008) three goals in selecting vocabulary activities were adopted: 1)
focus on vocabulary (noticing), 2) experience multiple retrievals of vocabulary (narrow reading, reading
and discussion), and 3) develop vocabulary learning strategies (keeping a vocabulary list in Quizlet, using
the word in a speaking task). I made critical vocabulary bold-faced throughout the readings, adding them
in the Scope and Sequence Chart for preview and review as well as in Glossary in each chapter for multiple
exposures. By reading different texts around the same topic, it was hoped to expose students to multiple
examples of vocabulary (or induce multiple retrievals) as well as different voices/ viewpoints. In Expanding,
the last section of each chapter, students apply the concepts and issues in their own context. This section
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was used as an assignment for further reading and a student’s research project or used as a prompt for
further discussion in class. Finally, using the comment section, I included my suggestions, answer keys,
additional references for teachers who use these supplemental materials.
2.5.3 The Reading Circle as a Site for Student-led Critical Dialogue
While the critical supplemental materials are led by me (the teacher) in the ELI, it is important for
students to have opportunities to bring in the critical materials of their interest for critical dialogue. To
help students produce their own critical materials for dialogue, I introduced a three-step model which was
designed based on Freire’s (1970a) culture circles29.
Finding room for critical dialogue within the existing curriculum is an essential step for critical
literacy. In the ELI, after the students practiced critical literacy with the critical supplemental materials
led by teachers, there were student-led critical literacy practices called a Reading Circle. In this sense, the
critical supplemental materials provided guidance and a teacher’s modeling for students to develop their
own critical materials for initiating critical dialogue. The Reading Circle activity has long been part of the
reading curriculum in the ELI and was considered unexceptional by teachers in this program. Established
as part of the course independent of critical literacy, it nevertheless naturally offered itself and easily
allowed for critical and dialogic interaction for critical literacy practices.
The Reading Circle in my courses followed a three-step model (Table 2.2) to meet both
conventional academic learning goals and goals to develop critical literacy in a parallel fashion. That is, a
typical sequence around a discussion follows three practical steps, which meet the learning objectives of
the course (i.e., the conventional academic skills column in Table 2.2). Simultaneously, it involves steps
central to a Freirean approach (i.e., the critical literacy column in Table 2.2).

29

Freire (1970a) developed the culture circle as a means for problem posing, dialoguing, and problem solving to
raise critical consciousness among his students.
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Table 2.2
A Three-Step Model

Conventional academic skills
1. Topic presentation

Critical literacy
Generative theme(s)

2. Article-reading
3. Discussion

Problem-posing
Problem-solving

Guiding questions
What is it and why does it interest
you?
What is the problem within it?
What do you suggest for change?

In this model, a teacher or a discussion leader introduces a critical topic with a short video clip or
picture (code in Section 2.4.2). This aims to enhance the students’ presentation skills while developing
background knowledge of the selected topic on social issues (generative themes). Then a handout of a
newspaper article (prepared by a discussion leader) was read by the group members to find what was the
main idea and the assumptions to problematize the article or the phenomenon addressed in the article.
This is intended to enable students to develop and apply academic reading strategies while identifying
hidden assumptions (problem-posing). Finally, the students were encouraged to discuss and come up with
creative and critical solutions by connecting the text to a larger social realm (problem-solving).
Guiding questions in Table 2.2 are aimed to give students a clear idea of what questions they can
ask at each stage for critical dialogue. This type of clear guidance seemed to provide a simple analytical
tool to examine different types of texts. To make a teacher’s instruction simple and clear for all students,
Scrivener (2011) suggests sticking with words that are familiar to the students, trying to write one
sentence for each main point. As implemented with my ELI classes from Fall 2016 to Fall 2018, this
three-step model provided a discussion routine with simple one-line questions for the students to engage
in critical dialogue.
2.5.4 The Students’ Evaluation
In this academic EAP reading course, it was important for me (as a teacher and a researcher) to
find out whether the course materials and design were successful in developing both conventional and
critical literacy. Therefore, I collected audio-recorded students’ group discussions, students’ online posts
about critical reflection on the article of their choice, individual vocabulary lists as part of the course
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assignments (using Quizlet), memos from individual conferences, course survey and evaluation, and my
teaching journal after each class. A detailed description and analyses of that data, however, is not a focus
of this dissertation. The primary point I need to explain here is how some of the modified materials were
practiced (Research question #2 in Section 1.7) and perceived (Research question #1) by Korean EFL
teachers in the Korean high school context. Part of this includes the steps I took during the development
process to see if they were effective in the initial (ESL) context. To discuss whether the critical
supplemental materials were effective in this ESL context, I briefly report how the materials worked in
this course from students’ perspectives based on the final course survey conducted by me (the teacher)
and the final course evaluation by the institution (the ELI).
For illustrative purposes, I focus on one class to show examples of students’ responses and
perspectives about integrating critical literacy based on the critical supplemental materials (Appendix A).
The class was a required advanced academic reading course for 15 English as a second language (ESL)
students at the University of Hawaiʻi at Mānoa. All of the students were undergraduate (n = 9) or graduate
students (n = 6), with different majors such as biology, education, business, engineering, etc. The majority
of them were from Asian countries including China (n = 4), Japan (n = 4), Afghanistan (n = 1), Korea
(n=1), Nepal (n = 1), the Philippines (n = 1), Thailand (n = 1), and other regions such as Egypt (n = 1) and
Ecuador (n = 1). Their length of stay in the English-speaking countries varied from 3 months up to 5
years. The class met twice a week for one semester (32 sessions of a 75-minute class). All the students
met with me individually twice during the semester to share their learning progress, interests, and
feedback, which helped me add and revise the critical supplemental materials (Appendix A). On the last
day of the class, students conducted both the final course survey including one item about the critical
supplemental materials, and the official final course evaluation administered by the institution. The final
course evaluation had two formats: (a) a quantitative course evaluation (Mean = 4.8 out of 5, Standard
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Deviation = 0.42)30 and (b) written comments. I will discuss the students’ perspectives about the critical
literacy materials focusing on the written final course evaluation and survey.
All the students reflected that they improved their reading skills as a result of instruction in this
course. They discussed different aspects of improvement, including reading speed, accuracy, using
different reading strategies such as scanning for key arguments, skimming for main ideas, identifying
assumptions made by authors, and guessing the meaning of a word with context clues.
Reading is always challenging for me, but the ELI class encourages me to read a lot of article. So
my reading skill is better than before. I think the Reading Circle helped me increase my
awareness…We had many reading activity in every class. It was helpful because I could practice
reading a lot while I’m learning reading skills.
I thought that English reading was difficult. However, I became to like reading in English since I
took this class.
I got improvement in the reading. I got that reading is not difficult as I used to think because of this
ELI 82 class.
In this course, I learned the reading strategies, and it helps me so much.
I think my reading improved a lot compared with before I took this class.
Reading is also about strategies, so this is very informative to me. I have improved a lot.
My reading style has changed a lot since I have this course. Now I know more strategies to keep
myself engaged with the reading.
(from the final course evaluation)

Overall, there seemed no visible resistance against balancing conventional and critical literacy
practices in this course. However, despite freedom in terms of a curriculum design and evaluation,
students in this course (and I) were not entirely free from Eastman’s (1998) concern that whether it is
realistic to incorporate critical literacy into a language curriculum for second language learners “when
survival language is their priority” (p. 27). For the international students in this EAP classroom, surviving
in academia in the US was a pressing concern. In individual meetings with students, the students often
shared their immediate interests and concerns about decoding and reading comprehension competence for
course presentations and exams, term papers, job interviews, high-stake standardized tests (e.g., TOEFL)

30

Compared to the mean rate of the University of Hawaiʻi at Mānoa (4.34), the course evaluation (4.8) presented
students’ overall satisfaction of this course.
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rather than a critical examination of the text (Luke & Freebody, 1999). Following Huang’s (2011b)
suggestion, I explained, in the syllabus and with a verbal explanation at the beginning of the semester,
that this course is designed for students to benefit from the emphasis on both conventional and critical
literacy to make sure “conventional literacy is not being sacrificed for the purpose of critical literacy”
(Huang, 2011b, p.153). Students expressed different benefits they felt in this course as below.
Some students observed the critical texts in the critical supplemental materials connected classroom
knowledge to their real-life experiences.
I like when we learn chapters [in the textbook] and use the skills with supplemental materials. I like
this practice […] It makes me feel it’s real, applying these reading strategies to real newspapers,
real stories. It makes me think more. (S12, Final course survey)
The [critical supplemental] materials provides real world examples which is good. As I read it and
discuss it, I feel hope and confidence […] I like listening to others and express my opinions. This
course was very interesting so I gave my best to get along. Lot more interesting than my
department course. I would encourage them to take this course. The course overall is very
interesting, the information are well organized, it is a good course. (S5, Final course survey)
Because the critical supplemental materials were used for discussion (what was called Reading Circle in
this course), several students found the value of the critical supplemental materials in a relation to the
Reading Circle activity.

I feel that this course could help me read at the same time to catch important information to discuss
in class. If I cannot understand content, I cannot discuss topic. So, it’s a good motivation to have
Reading Circle.
The activities that helped me to increase my awareness of my readings are the Reading Circle with
the course reader’s readings (critical supplemental materials) assigned with class.
The topic that relates to everyone interesting such as economics, education, gender, it’s varied. I
think reading circle is useful to connect to study in my faculty.
(From final course evaluation)
Others explained how the critical supplemental materials increased the motivation for intertextuality and
the understanding of the world they live in, which is echoed by “reading the word and the world” in
literacy education (Freire & Macedo, 1987, p.10). It was noteworthy that S13 illustrated an assumption
about production quality equaling reporting quality or neutrality.
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I like listening to others and learn from others. As we discuss the reading [in the critical
supplemental materials], I am surprised that my thinking sometimes are limited and biased. I try to
read the reading from different viewpoints.
(S10, Final course survey)
I was shocked how a obviously nice-looking article can be written on a bias view. Thank you for
teaching a lot. I think this class’s knowledge will help my future study. It broaden my view to the
world.
(S13, Final course survey)

Several students pointed out that the critical supplemental materials served as the guideline for critical
engagement of the text in student-led discussion and critical reflection assignments such as students’ biweekly posts. In other words, in-class critical literacy practices based on the critical supplemental
materials created a safe space for students to develop a critical lens towards the text.
The critical supplemental materials gives us a lot of practice to critical reading. It (the critical
supplemental materials) is helpful to choose articles for my reading circle and upload posts on
Laulima. I can know how to analyze, what are the assumptions, why the author say things like this.
(S3, Final course survey)
[The teacher] instructs in a simple way that is easy to understand. She provides materials that we
can practice many times throughout the semester with some pop quizzes and interesting questions. I
feel confidence now to read carefully myself without the teacher’s help because of this class.
(S1, Final course survey)
Lastly, some students seemed to connect having the critical supplemental materials to the teacher's
professionalism and enthusiasm. As one student explicitly stated,
This (the critical supplemental materials) must be a lot of work for the instructor. She is a great
instructor and a person. The supplemental book is not as big as other textbooks in my other classes,
but it contains a lot of exercise, new vocabulary words, and wisdom.
(S11, Final course survey)
Overall, the critical supplemental materials in this course seemed well integrated into the existing
curriculum with decoding, reading comprehension, and critical literacy mutually strengthening each other.
By providing the readings and discussion questions, the critical supplemental materials were an effective
tool as a type of “thorough guidance” (Huh, 2016, p. 232) that created a safe space to practice critical
literacy for second language learners, while confirming that functional and skill-based literacy should not
be the end product of L2 reading classroom. In the following section, I discuss how these critical
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supplemental materials were adapted to a seemingly completely different context with a rigid top-down
curriculum and evaluation of Korean high school classrooms, the focus of this dissertation.
2.6 Adaptation of the Critical Supplemental Materials for Korean High School Classrooms
According to Tomlinson (2012), materials adaptation, whether pre-planned or spontaneous, is an
integral part of classroom teaching and is what successful teachers do consciously or subconsciously.
Materials adaptation “spans a range of procedures from adding contextualized role-plays with the
objective of providing more opportunities to communicate to not finishing a pronunciation drill because
of time constraints” (Islam & Mares, 2003, p. 86). Unlike the ELI teachers who only teach one small-size
class per day and have considerable freedom to choose the content and approach in their course design,
high school EFL teachers in Korea are busy keeping up with a course schedule fraught with the contents
to cover for nationwide, school exams, performance tests, and numerous administrative works.
Consequently, there is little room for high school EFL teachers to design their own courses and materials.
However, like the Reading Circle in the ELI, the speaking sections in high school English
textbooks in Korea naturally allowed for dialogic interaction for critical literacy practices. According to
the teacher participants of this study, the speaking sections in the textbook are usually skipped or
minimally covered (e.g., by reading aloud the written dialogue in pairs or as a whole class) because they
are only indirectly relevant to the regular exams. Both teachers agreed to allow about 30 minutes for
critical dialogue as an expansion from the themes/ language focus of the speaking sections. I adapted the
materials by discussing them with the teachers to reflect the students’ level, interests, and time
constraints.
Both teachers used the shortened and modified version of the texts from the ELI materials
(Appendix A). First, I chose the critical ELI materials that match the (neutral) topic or the expressions of
their existing textbooks (B. M. Lee, et al., 2017; C. S. Lee et al., 2017) and checked the possible critical
topics with the teachers. After discussion, I developed a handout reflecting the teachers’ opinions and
shared the preliminary version with the teachers for brief lesson planning (e.g., how to frame an activity
in what order, what questions to ask, what are some back-up plans). The teachers were free to adopt or
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adapt further from the handout according to the class time or their moment-to-moment situation. In sum,
the materials adaptation process took the following steps based on discussion with the teachers:
1) Choosing a topic/ expressions from the Speaking Section of the textbook:
● The target expression “lose some weight”, “I want (you) to […] ”
● “In Canada, you shouldn’t avoid eye contact while speaking.”
2) Selecting a critical topic that problematizes the (neutral) theme/expression in the textbook:
● The expression “lose some weight” expands to the critical theme of “Korean beauty
standards”.
● Ask students the possible underlying assumptions of “In Canada, you shouldn’t avoid
eye contact while speaking.” to introduce racism, cultural/ ethnic stereotypes, banal
nationalism, etc.
3) Adapting a problem-posing text to make it appropriate to the students in terms of topic, length,
lexical knowledge, political appropriateness, cultural suitability (cf. R. Day, 1994):
● Choosing a supplement advertisement for ideal height growth
● Choosing an article about dating and racial preferences to discuss the concept of
racism and cultural/ ethnic stereotypes.
4) Developing critical vocabulary and critical questions in the handout (see Appendix H)
5) Lesson planning and further adaptation
6) Developing the handout
It is not my intention here to propose a generalizable approach or method in implementing critical
literacy. As Luke and Gore (1992, p. 7) state, critical literacy is not “single-strategy pedagogies of
empowerment, emancipation or liberation” but should be able to evolve in response to the local contexts
and needs. Indeed, there can be no one-size-fits-all type of teaching method given diverse classroom
realities and contexts. However, as Crookes (2013) suggests, ready-made materials and instructional
models can provide possible options to start with for teachers in similar contexts. In addition, listening to
teachers’ voices when they use these materials will provide implications to better support teachers and
develop materials for critical literacy.
2.7 Conclusion
Chapter 2 has discussed the theoretical background of critical literacy (i.e., critical pedagogy) and
the key features of the critical supplemental materials (Appendix A) which I developed to teach critical
literacy in EAP classrooms in the University of Hawaiʻi at Mānoa. These critical materials were adopted
and adapted to be used in the research sites for this study, i.e., the two Korean high school EFL
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classrooms. As a theoretical underpinning of critical literacy, critical pedagogy pursues teaching for social
justice through critical dialogue, critical consciousness, and praxis. From its inception in these principles
of critical pedagogy, critical literacy has its primary focus on texts. The critical supplemental materials
(Appendix A) show how the key features — i.e., generative themes as a content source, codes as
projective devices, localizing materials with source culture, using learners’ L1 as resources, critical
vocabulary, and critical questions— were translated into the materials. The materials were useful for the
students to practice both conventional and critical literacy skills in EAP contexts according to the course
evaluations by the students. Overall, this chapter tried to respond to a call for a detailed description of
classroom-based practices to guide critical literacy practices by delineating how the critical materials
were initially developed and later adopted and adapted for the Korean high school EFL classrooms
through discussions with the two teacher participants. In the next chapter, I discuss the ontological and
epistemological approaches I take over the course of the study to listen to teachers’ voices in critical
literacy classrooms in Korean high schools.
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CHAPTER 3
TEACHER EMOTIONS AND NARRATIVE INQUIRY
3.1 Introduction
As previously discussed in Section 1.5, teachers play a crucial role in the successful
implementation of new teaching approaches and materials. To understand what affects teachers’
decisions, understanding teacher emotions is important because teaching is an emotional practice; teacher
emotions are a driving force and core components in teacher identities and teaching practices (Benesch,
2012; C. Day & Leitch, 2001; Hargreaves, 2000, 2001; Meyer, 2009; Zembylas, 2013). Understanding
teacher emotions when teachers incorporate critical literacy materials into their instruction is
quintessential to promoting critical literacy in a particular context.
Attempting to use critical literacy materials may not be easy even for sympathetic teachers, given
the past history and present conditions of Korean high school EFL classrooms (e.g., neoliberal education
in Byean, 2015; the teaching-to-test school culture in Shin & Lee, 2019) and the experiences and
identities of Korean EFL teachers (e.g., lack of teacher agency in S. J. Choi, 2013; vulnerability in J.
Song, 2016). It must be important to understand how teachers feel as they approach and develop a critical
literacy classroom, otherwise attempts to promote these ideas or any significant innovations may fail.
Teacher emotions, however, have still remained under-researched in general, and only recently
considered even in studies of critical language teaching (Benesch, 2012; Chubbuck & Zembylas, 2008;
Zembylas, 2013).
Following Chubbuck and Zembylas (2008), I explored teachers’ emotional landscape as two
teachers trialed critical literacy materials with their students in high school EFL classrooms in Korea. This
study addresses Jolly and Bolitho’s (2011) concern that, although materials are usually evaluated only by
colleagues or professionals before production, it does not reduce the need for evaluation after use by
specific groups of teachers and students. Based on insight derived from previous literature on teacher
emotions in critical language classrooms (Benesch, 2012; Chubbuck & Zembylas, 2008; Zembylas, 2005,
2013), in this section of the study, I engage teachers and let their voices be heard as they emerged during
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the critical materials development process. Although language classrooms vary enormously, the findings
in this particular context can still add insight and implications for the field of critical materials
development and critical teacher education. As Edelsky and Johnson (2004) note, “a multitude of situated
examples are needed to make it easier to adapt, improvise, and invent for other contexts, to make critical
education more readily imaginable” (p. 123). For those who are new to critical literacy, classroom-based
examples such as teacher narratives, materials, and classroom interactions can provide a good sense of
where a teacher could start and what critical language teaching looks like (cf. Crookes, 2013).
The dissertation here aims to address this research gap by developing a detailed narrative account
of how high school EFL teachers negotiated and navigated both positive and negative emotions in the
process of implementing critical materials in a test-driven high school EFL curriculum in Korea. Teacher
narratives reveal the teachers’ emotional experiences and identity construction as they integrate critical
literacy materials into the existing curriculum. By taking the centrality of emotions into account, I deepen
knowledge of the complexities of EFL teachers’ critical literacy practices and provide insight on how
socio-emotional relationships influence teacher identity and their critical language teaching practices
(Hargreaves, 2000; Meyer, 2009). To build a theoretical foundation for the research methodology (i.e.,
narrative inquiry of teacher emotions), in the following sections, I discuss 1) definition of teacher
emotions, 2) teacher emotions in the literature, 3) teacher narratives as a window for teacher emotions,
and 4) narrative inquiry on teacher emotions in the literature.
3.2 Teacher Emotions
Although a single definition of emotion does not exist (Pavlenko, 2008), emotions can be generally
defined as subjective and conscious feelings that evoke spontaneous and involuntary responses or
reactions in individuals to a particular event (Ross, 2015). Emotions interplay with identity, mutually
informing and redefining interpretations of each other. The significant relations between teacher emotions
and identities have been recognized in a number of literature (cf. C. Day & Leitch, 2001; Li & Craig,
2019; Wolff & De Costa, 2017; Yuan & Lee, 2016; Zembylas, 2003).
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In the classroom, teacher emotions are core components in understanding teacher identity, which is
“who teachers are and what sort of experiences they bring to the classroom setting” (Higgins & Ponte,
2017, p. 16). Zembylas (2006) explains that “teachers are emotionally engaged in how their selves come
to be constituted” (p. 27). This is echoed by Beauchamp and Thomas’s (2009) point that emotion “has a
bearing on the expression of identity and the shaping of it” (p. 180). Thus, teacher emotions play a key
role in teachers’ professional lives given that teaching is an emotional practice (Hargreaves, 2001; Meyer,
2009).
3.3 Teacher Emotions in the Literature
Research on teacher emotions has expanded and diversified since the 2000s. The studies on teacher
emotions emphasize the significant role of emotions in teaching practices and call for listening to
teachers’ voices to support teachers’ professional, personal, and emotional well-being. Schutz and
Zembylas’ (2009) four major implications of teacher emotions seem to provide a snapshot of current
teacher emotion research:
●
●
●
●

Teachers’ emotions are inextricably linked to teachers’ well being, identity, and emotion
management in teaching
Teachers’ emotions influence and are influenced by student-teacher relationships
Emotions constitute a key dimension in teachers’ lives, especially in times of change—
demographic changes; social and cultural changes; large-scale educational reforms—in which
emotions are further intensified
Teachers’ emotions are embedded in particular social, cultural, and political structures.
(Schutz & Zembylas, 2009, pp. 368–370)

In this section, I sketch the importance of teacher emotions in relation to 1) enhancing teachers’ wellbeing and 2) understanding the effects of power issues in schools on teachers, and 3) promoting critical
literacy practices. A summary of research methods on teacher emotions is also provided at the end.
A strong sense of emotional well-being promotes teachers’ capacities to exercise professionalism
and it is affected by working conditions and student-teacher relationships. In C. Day and Lee’s (2011)
edited book, New Understandings of Teacher’s Work: Emotions and Educational Change, the editors
conclude that teacher emotions play crucial roles in teachers’ capacities to exercise professionalism
because emotions are inseparably linked to identities, cognition, and competency. This is echoed by
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Leithwood and Beatty’s (2008) book, Leading with Teacher Emotions in Mind, which examines teacher
emotions in five key areas: job satisfaction and morale; stress, anxiety, and burnout; the sense of
individual and collective self-efficacy; organizational commitment and engagement; and willingness and
motivation to improve their practices. Drawing on theory and empirical evidence, Leithwood and Beatty
argue that supportive working conditions affect teachers’ emotional well-being which in turn improves
teacher retention, school climate and culture, and student achievement.
Other studies analyze teacher emotions from sociopolitical perspectives and power relations in
school contexts. Tomlinson (2018) explores teachers’ emotional dilemmas when selecting and adapting
materials. Although the teachers in his study did not agree with the materials they had to use, they felt
guilty challenging the authority of the book or the leaders who selected the book. Tomlinson suggests
principled and rational decisions are necessary for adopting and adapting materials that will result in a
teacher’s positive emotions. De Costa, Rawal, and Li (2018) explore the dimensions of L2 teachers’
emotions building on Benesch’s (2012) examination of teacher emotions from a broad social-political
perspective as well as De Costa and Norton’s (2017) call for teacher emotions research in light of
neoliberal impulses within education faced by L2 teachers. Placing issues of power at the center of
theoretical understanding of teacher emotions show that a lack of teacher agency resulted from the
dissonance between teachers’ beliefs and institutional regulations contributed to teachers’ emotional
burnout.
In the field of critical literacy, a survey of the literature on emotions surfaces only a few studies,
confirming the paucity of research in this area (e.g., Benesch, 2012; Chubbuck & Zembylas, 2008;
Zembylas, 2005, 2013). Critical researchers have in the past critiqued the overemphasis of cognition over
affect (e.g., Giroux, 1991; McLaren, 1994), but emotions have not yet been particularly underscored or
substantially pursued in much of critical classroom research (Jansen, 2009; Liston, 2008). Noting this
tendency, Chubbuck and Zembylas (2008) emphasize the importance of analyzing teacher emotions
because it can assist in socially-just teacher development. They explain that teacher emotions play an
important, ongoing role in socially-just teaching and that emotional negotiation related to socially-just
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teaching can provide a deeper understanding of possible change, “perhaps even in counter-response to
wider social, political contexts of schools” (Chubbuck & Zembylas, 2008, p. 274).
A variety of research methods have been used to develop understandings of teachers’ emotions in
the fields of educational psychology, educational sociology, and teacher education and professional
development. Predominantly, case studies and narrative approaches have been used to capture the unique
qualities of teacher emotions. Semi-structured interviews are the most widely used technique for gaining
important information about teachers’ subjective emotional experiences of teacher emotions (e.g., Bahia
et al., 2013; Hargreaves, 2000; Lasky, 2000; Meyer, 2009; Shin, 2007; Song, 2016). Researchers’ heavy
reliance on interviews to understand the broader aspects of teachers’ lives has resulted in the
identification of emotional incidents that are salient enough to be recalled, referred to as “significant
emotional episodes” (Hargreaves, 2000, p. 816) or “key events that left a particularly strong emotional
impact” (Lasky, 2000, p. 846). To better understand the multi-componential aspects of teacher emotions,
multiple measures have been employed, such as day-to-day emotion diaries, or a diary study conducted
over a specific period of time (e.g., Coleman, 1994; Koenen et al., 2019; Lavy & Eshet, 2018; Verity,
2000; Zembylas, 2005, 2007); experience sampling at random intervals (e.g., Asakawa &
Csikszentmihalyi, 1998); observations for fine-grained analyses (e.g., Zembylas, 2005, 2007); and
questionnaires focusing on recent or salient emotional encounters (e.g., Reyna & Weiner, 2001).
Moreover, Sutton and Wheatley (2003) suggested the possibility of including physiological changes (e.g.,
sweating, blushing, heart rate) during the emotions process (e.g., wearable affective sensors with wireless
data transmission to record teacher’s blood pressure or skin conductance level to teach without
interruption) to, for instance, examine correlation between teachers’ self-reported emotions and particular
physiological responses in terms of gender, culture, etc. These kinds of methods must not be exclusive but
complementary to expand knowledge about the multiple components of teacher emotions.
For this dissertation, the research design centers on narrative inquiry using semi-structured
interviews and audio-recorded classroom interactions. Through teachers’ narratives collected from
longitudinal interviews (over one and a half years) and an associated “relational form of inquiry”
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(Clandinin, 2007, p. xv), I could explore teachers’ emotional appraisals and experiences as teachers
incorporated critical literacy in their Korean high school EFL classrooms. In the following section, I
discuss the what, why, and how of narratives in researching teacher emotions.
3.4 A Narrative Perspective on Teacher Emotions
3.4.1 What Is Narrative?
The key defining words for a narrative can be ‘story, sequence, coherence, and identity’. The word
‘narrative’ is derived from the Latin ‘narre’, which means ‘to make known’ (Lacey, 2000). Thus,
narratives convey information. However, not every form that provides information is narrative (e.g., train
timetables). What distinguishes narrative from other forms is that it presents information as a connected
sequence of events. Narrative needs at least two connected events because one event is not a sequence. As
Polkinghorne (1988) defines it, narrative is a story form “in sentences or paragraphs instead of single
words or short phrases” (p. 13). Labov (2010) provides a counter-example of a narrative:
The utterance “Jacob Schissel: My brother stuck a knife in my head” is not a narrative. The listener
treats it as an abstract, indexing the existence of a narrative in which the most reportable event. It is
normally followed by a request for that narrative, “How’d that happen?”. The answer to this
question is usually the narrative itself. (Labov, 2010, p. 7)
Coherence is another trait of narrative. Narrative functions as “the glue that enables human life to
transcend the natural incoherence and discontinuity of the unruly every day by imposing a point of origin
and an orientation toward closure, and thereby structuring the otherwise meaningless into a meaningful
life” (Bamberg et al., 2007, p. 5). For instance, if someone experiences a sudden break in life such as
falling seriously ill, they often reconstruct their identity and the narrative that they have told of
themselves in order to make that break fit with the overall coherence. As a sequential and coherent story,
narrative is a fundamental way in which people make sense of the world and what is happening around
them. By revealing their sense-making, beliefs, attitudes, and discursive positioning in relation to
themselves and others, narratives allow us to examine people’s identity (Higgins & Sandhu, 2015).
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3.4.2 Why Use Narratives for Teacher Emotions?
A narrative is a primary form by which human experience is made meaningful (Polkinghorne,
1988), and emotions are a fundamental part of human experiences and consciousness (Tye, 2008). Since
narratives enable people to construct and reconstruct themselves to make their thoughts, feelings, and
actions intelligible to others, it is through narratives that emotions are most often brought up. In this vein,
C. Day and Leitch (2001) explain teacher narratives are essential to understand teachers’ experiences:
If the experience of teaching can only be truly known through stories of real events in which
teachers, students, and curricula interact (as distinct from the shorthand language of images and
symbols which we use to describe its purposes and goals to others), then to neglect the stories of
teaching and the narratives of teachers' experiences may be to collude in oversimplification or
distortion. (C. Day & Leitch, 2001, p. 407)
In addition, narratives are windows to investigate teachers’ identities. According to Connelly and
Clandinin (1999), teacher identity can be interpreted in terms of “stories to live by” (p. 4), which are
freighted with various emotions, both positive and negative. By telling and (re)constructing their own
stories, teachers can express and manage their emotions, give explanations to their actions, make sense of
their relationship with students and others, reflect on the past and plan for the future, and therefore,
construct and reconstruct their identities (Connelly & Clandinin, 1999; Sfard & Prusak, 2005). Holland,
Lachicotte, Skinner, and Cain (1998) explain that narratives are important to understand emotion and
identity:
Through narratives, people tell others who they are, but even more importantly, they tell
themselves and they try to act as though they are who they say they are. These self-understandings,
especially those with strong emotional resonance for the teller, are what we refer to as identities.
(Holland et al., 1998, p. 3)

In sum, as Jenkins (2008) states, the narrative is a site for teachers to construct and reconstruct their
identities and for researchers to locate the analysis of teachers’ various emotions and identities that
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emerge from the dialectical interactions between their inner world (e.g., feelings and moral dispositions)
and the external conditions (e.g., classroom context, socio-cultural environment).
3.5 Narrative Inquiry into Teacher Emotions in the Literature
Narrative inquiry serves as a useful means of representing and understanding language teacher
emotions (Golombek & Johnson, 2004; Li & Craig, 2019; Liu & Xu, 2011; Yuan & Lee, 2016).
Golombek and Johnson (2004) examine the role of teachers’ narrative inquiry as a mediation space
“where teachers were able to draw upon various resources that in turn allowed them to reconceptualize
and re-internalize their new understandings of themselves and their instructional practices” (Golombek &
Johnson, 2004, p. 324). In their narrative inquiry study, three second language teachers in the US resort to
“expert knowledge”31 to name and articulate a definition of a concept during inquiry and reflection, which
becomes a basis for teachers to understand themselves and transform their teaching. Based on these
findings, the authors argue that professional development is emotional, as well as cognitive, highlighting
an interwoven connection between emotion and cognition. In other words, emotional dissonance leads to
the recognition of cognitive dissonance, which enables teachers to search for a mediation tool to
externalize their experiences and transform teaching practices. Through narrative inquiry, the authors
conclude that teacher emotions should not be overlooked in teacher education because emotion is a key
area in teachers’ development and a driving force to identify contradictions in their teaching.
Similar findings of narrative inquiry as a tool to investigate teacher emotions for understanding
teacher identities and transforming teaching practices are also observed in EFL contexts. Liu and Xu
(2011) draw on narrative inquiry to investigate how a Chinese EFL teacher’s negative emotional
experiences (e.g., loss of motivation and loneliness) affected her competing identities (e.g., active
participant vs passive follower) during an ELT reform. The negotiation and resolution of teacher
identities in relation to different emotions underscore the need for developing a culturally appropriate

31

Kennedy (1999, p.31) defines “expert knowledge” as knowledge produced by researchers, developed through
agreed-upon procedures, and codified in the required readings. Golombek and Johnson (2004) add that expert
knowledge provides a discourse through which teachers can express their emerging understanding of literacy
education for diverse students.
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pedagogy in a workplace in which imported pedagogies (e.g., CLT) and local pedagogies contend. With
their analyses of teacher emotions, Liu and Xu claim that the implementation process should not be topdown and teacher agency needs to be fully recognized for successful educational reform. The authors
encourage future researchers to pay close attention to teacher emotions in that “[emotions] are closely
intertwined with teachers’ identity” (Liu & Xu, 2011, p.596).
Yuan and Lee (2016) probe an EFL pre-service teacher’s (Ming) emotional process of identity
formation in his practicum school in China. Ming’s storied experiences with emotional flux and identity
conflicts result from his professional learning acquired from the social, cultural, and professional norms in
the practicum school. With the constraints imposed by his mentor and hidden “emotional rules” in the
practicum school, such as what emotions can be expressed or suppressed, Ming faces emotional conflicts
that impede his teacher agency and positive identity construction. Yuan and Lee (2016) argue that the
inclusion of teacher emotions needs to be an indispensable part of pre-service teacher education to gain a
deeper understanding of different power relations in the school context and to probe teachers’ emotional
process of identity formation. They further claim a need for more studies with a focus on teacher
emotions during the transition from the pre-service to in-service context and “how these emotions relate
to their learning and identity formation in the real teaching context” (p. 20).
More recently, Li and Craig (2019) expanded their attention to the outside of school, exploring how
varied “teacher knowledge communities” in China affect a veteran EFL teacher’s emotions and identities.
Li and Craig find teacher development can be also realized in external contexts such as in virtual teacher
knowledge communities. The authors contend that these communities are necessary to help teachers to
realize their “best-loved self” (Li & Craig, 2019, p. 291) in a challenging professional environment where
they often encounter competing and conflicting tensions (e.g., giving students enough time to sleep versus
asking them to review more to increase the test scores). Li and Craig’s work is noteworthy given that that
they provided empirical examples of how a veteran teacher’s emotions interplay with teacher identities
outside of school through teacher knowledge communities. As Zembylas (2003) posits,
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Whatever the emotions, voiced are the meanings of identity, and how the teacher self is constructed
and re-constructed through the social interactions that teachers have in a particular socio-cultural,
historical, and institutional context. (Zembylas, 2003, p.213)
The common threads that run through these studies are that teacher emotions play an important role
in (re)constructing identity to cope with new challenges and changes, and that teacher agency should be
recognized and reflected, which in turn affects teachers’ positive identity constructions and teaching
competence. The present dissertation work follows this line of research. The overarching aim of narrative
inquiry in this dissertation is to understand, interpret, and critically interrogate teacher emotions emerging
from critical literacy practices using the critical supplemental materials in Korean high school EFL
classrooms.
3.6 Conclusion
To situate this study within the narrative inquiry framework, I have provided a brief overview of
how teacher emotions have received attention in the literature, so as to understand teachers’ identities and
social realities and how teacher narratives have provided access to examining teacher emotions. I have
started with a general overview of the previous studies that investigate teacher emotions to enhance
teachers’ well-being and to transform power relations in schools. I have conceptualized teacher narratives
as a window to understand teachers’ emotions, identities, and experiences. In the present study, a
narrative is a site for teachers to construct and reconstruct their identities that are always situated and
implicated in sociocultural and sociopolitical contexts. I, as researcher, collect and analyze teacher
narratives to locate the analysis of teachers’ various emotions and identities. In the next chapter, I further
delineate how narrative inquiry as a methodological approach allowed me to investigate teachers’
experiences collaboratively with the teacher participants.
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CHAPTER 4
METHODOLOGY

4.1 Introduction
This dissertation draws on narrative inquiry methodology to explore what emotions two high
school teachers in Korea experience when they use critical materials in high school EFL classrooms in
Korea and how those emotions affect their identities and teaching practices. Narrative inquiry is a way of
thinking about life that involves the following four actions: living, telling, retelling, and reliving
(Clandinin & Connelly, 2000; Connelly & Clandinin, 2006). When investigating the meanings of teacher
experiences through narrative inquiry, the research process itself becomes a series of experiences for
understanding and change. That is, narrative inquiry is not merely “about experience but experience
itself32”; and it is dialogical experiences of “making sense of and reshaping an experience through
narrating, analyzing narratives, reporting narrative research, and consuming research findings”
(Barkhuizen, 2011, p. 396).
In this chapter, I discuss the rationale of narrative inquiry and how it fits with the purpose of this
study. Then I provide detailed descriptions of the research participants and the research sites. This is
followed by a description of the analytical tools, process, and sources employed in the study. After
describing my positionality as a teacher-turned-researcher, I conclude the chapter by reflecting on ethical
considerations and the process of research and analysis that I went through in order to ascertain the
credibility and trustworthiness of this dissertation.

32

Downey and Clandinin (2010) highlight that “stories are not just about experience but experience itself; we live
and learn in, and through, the living, telling, retelling, and reliving of our stories” (p. 387). It means narrative
inquiry investigates not only meanings of a narrator’s experiences but, at the same time, the research process
itself is a series of experiences.
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4.2 Rationale for Using Narrative Inquiry
4.2.1 What is Narrative Inquiry?
Narrative inquiry is stories lived and told. It is a way of understanding experience through the
process of “living and telling, reliving and retelling, the stories of the experiences that make up people’s
lives, both individual and social” (Clandinin & Connelly, 2000, p. 20). As I live alongside the
participants, I converse and live into the lived and told stories (living and telling). I do not simply retell
stories as audio-recorded through conversation in research reports. I work within the co-created meaning
through retelling stories by co-composing the story with the participants (reliving and retelling).
Grounded in a narrative epistemology33 (Bruner, 1996), teacher narratives can be seen as a mode of
thought that enables everyday (re)interpretations of experiences, people, time, places in a story form.
Their narratives are not meant to reveal phenomena objectively but rather represent a socially-mediated
view of experience holistically that cannot be reduced to isolated facts. Through narrative, we can make
sense of the ambiguity and complexity of teachers’ lived experiences.
In classroom research, narrative inquiry has been an effective means of “getting at what teachers
know, what they do with what they know and the sociocultural contexts within which they teach and learn
to teach” (Golombek & Johnson, 2004, p. 308). Thus, narrative inquiry has probed into teacher emotions
and teachers' identity construction in a particular personal, socio-cultural, historical, and institutional
context. For example, by sharing stories, teachers explain how emotions play a critical role in their
professional development (C. Day & Leitch, 2001); identify critical moments of emotional flux and
identity change of a student teacher in a practicum school (Yuan & Lee, 2016); or explores how varied
teacher knowledge communities outside of the school affected a veteran teacher’s emotions and identities

33

A narrative epistemology is based on the belief that our initial means of generating knowledge about the world
is narrative. According to Bruner (e.g., 1996), there are two types of knowledge: paradigmatic and narrative
knowledge. While paradigmatic knowledge is formed by logical and scientific knowledge, narrative knowledge
organizes experience and memory of human experiences and events in narrative form. Narrative knowledge, the
basis of folk psychology, enables people to identify themselves and function as social beings. Unlike paradigmatic
knowledge, narrative knowledge cannot be falsified. Instead, narrative knowledge seeks “rather verisimilitude, or
life-likeness” (McAdams, 1999, p. 480).
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(Li & Craig, 2019; see a detailed description in Section 3.5). In short, narrative inquiry provides a
mediation space for understanding teacher identities and transforming teaching practices.
4.2.2 A Theoretical Framework of Narrative Inquiry
The ontological stance of narrative inquiry is rooted in John Dewey’s notion of experience that
“experience is continuous and interactive, and if intentionally reflected upon, may be educative” (Lindsay
& Schwind, 2016, p. 15). Within Dewey’s notion of experience, “reality is relational, temporal, and
continuous, and it is through a process of active, persistent, and careful observation, consideration, and
reflection, referred to as the reflective cycle, that experience becomes educative” (Johnson & Golombek,
2011, p. 487).
Following Dewey’s criteria of interaction, continuity, and situation, Clandinin and Connelly
(2000) encourage narrative inquirers to pay attention to three inquiry components or “commonplaces of
narrative inquiry” (p. 479). These terms are temporality (which draws attention to the past, present, and
future), place (which centers on the place or places where stories of experience are lived and told), and
sociality (which focuses on the interaction between the personal and the social). In other words, the
experience is told through stories and happens in these three dimensions: a place, over time, with a
relationship with oneself or others. J. H. Kim (2016) provides a helpful summary to understand these
commonplaces:
●
●
●

Place: Narrative inquiry needs to acknowledge the aspects of place and place’s impact on the
study, for example, school, home, community, or environment. A narrative inquirer needs to
think through the impact of each place.
Temporality: Narrative inquiry acknowledges that an event or a person is in temporal
transition. Therefore, an event or a person is described in relation to past and present, projecting
a future if possible.
Sociality: Narrative inquiry is concerned with both the personal and social conditions of the
participant and/or the inquirer. Sociality prevents narrative inquiry from focusing mostly on a
person’s thoughts and feelings or focusing mostly on social conditions that are depersonalized.
(J. Kim, 2016, p. 90)

In this study, place is the concrete physical location in which the stories take place such as a
classroom, a teacher’s office, and a school. This dimension emerged as a primary framework for
analyzing the themes of changes in teacher roles (e.g., knowledge transmitter vs knowledge co87

constructor, curriculum enactor vs curriculum developer, instructor vs facilitator).
Temporality is the focus on the past, present, and future embedded within our stories. In this study,
I collected data in three different temporal stages (i.e., before, during, and after the implementation of
critical materials). The temporality of the experiences exemplifies the reality of the teachers and the
changes in their emotions and attitudes.
Sociality refers to the relational nature of the experiences of the participants and the researcher. I
attended to how internal conditions shaped the teachers’ ways of framing their experiences and how their
emotions, knowledge, ethical stance may have been shaped by larger narratives of school, culture, and
society. I also attended to outward conditions such as events, people, and actions, which could show the
social tension due to different roles or generational/ socioeconomic/ family background differences
between teachers and students. In addition, the sociality commonplace enfolds the relationship developed
during the narrative inquiry between the participants and the researcher. As inquirer/ researcher, I lived
alongside the participants as a part of the social dimension of their stories. Since life stories do not end
with the end of a research project, relationships with the participants and their stories are part of the
longer narrative of their lives and that of the researcher (Clandinin & Connelly, 2000).
4.2.3 Narrative Inquiry and Teacher Emotions
This dissertation employed narrative inquiry framework to investigate what emotions two high
school teachers in Korea experience as they engage in critical literacy practices in their regular high
school EFL classrooms and how those emotions affect their identities and teaching practices. As CochranSmith and Lytle (2009) state, the use of teacher narratives provides insights into education research
because “the knowledge needed for teachers to teach well and to enhance student learning opportunities
could not be generated solely by researchers who were centrally positioned outside of schools and
classroom and imported for implementation and use inside schools” (p. vii).
While teacher narratives reflect the insiders’ knowledge that is valuable to enable a researcher to
understand the complexities of teaching and the context, teachers also have opportunities to interpret and
reinterpret their experiences for transformation by having surfaced narratives. That is, when teachers
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inquire into their own experiences, their inquiry compels them to question and reinterpret what they
thought they knew. The stories resulting from inquiry enable teachers to organize and articulate what they
know and believe about teaching and make connections between their personal and professional lives
(Clandinin & Connelly, 2000; Connelly & Clandinin, 1990; Johnson & Golombek, 2002). Through this
process, narrative inquiry enables teachers to make sense of their professional worlds and to make
worthwhile changes in themselves and their teaching practices (Edge & Richards, 1998).
4.2.4 Locating Narrative Inquiry Within Critical Literacy
Narrative inquiry is ontologically, epistemologically, and methodologically congruent with the
theoretical framework of this study (i.e., critical literacy) given that both critical literacy and narrative
inquiry draw on critical and reflective thinking for the transformation of reality through dialogic
processes. Narrative inquiry, in this sense, seems to align with praxis through a “continuous reflexive
integration of thought, desire, and action” (Simon, 1992, p. 49).
In critical literacy, praxis is a critical site in which theory and practice come together to create
action to bring about change in the real world. For praxis, Freire advocated for the importance of
engaging in dialogue, as a means to make ideologies in power visible and to present the ways in which
people are situated within the dominant ideologies (Freire, 1970a). Being critical refers to more than
discussing social issues in a group; it should lead to engaging with action to improve everyday practices.
Likewise, narrative inquiry seeks not simply to valorize people’s experiences but offering practical
implications and theories of action for change in curricula, materials, educational policies, and classroom
practices (Clandinin & Rosiek, 2007). According to Johnson and Golombek (2011), through inquiry,
narratives have transformative power:
Inquiry-based collaboration resulted in teachers' self-reported greater sense of self-efficacy,
enhanced views of self and more positive views about teaching, as well as connections between
collaborative teacher inquiry and detectable changes in teachers' practice and gains in student
learning. (Johnson & Golombek, 2011, p. 487)
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Moreover, transformation is possible because “when teachers share their stories with a critical researcher,
they have the potential to understand the traditional systems of power that dominate teaching and
schooling” (Coulter et al., 2007, p.120).
Hence, using narrative as a way of “understanding and inquiring into experiences” (Clandinin,
2013, p.13), I draw on narrative inquiry as a window to investigate the emotions of two Korean high
school EFL teachers as they try out critical materials in regular EFL classrooms. This study hopes to
contribute to EFL secondary school critical materials development and teacher education for the
maintenance and improvement of the quality of critical language teaching and learning in EFL secondary
school contexts.
4.3 Research Context and Participants
4.3.1 Negotiating Entry
To conduct research in both schools, it was essential to obtain approval from the vice principals and
the principals. I did not have any acquaintance with them, but to have Sunmi and Yura teach some critical
materials outside of textbooks, I wrote a concise letter with a detailed description of the research purposes
and design that benefit classroom teaching. I made it clear that my research aimed to teach expressions in
a textbook using critical literacy materials. I also called them in person to verbally introduce myself as a
teacher in the same province and explain the aims of the study with the concrete topics for this research
(i.e., racism, English divide, Asian American identity, native speakerism, English fever, the beauty
standard of Korea as planned in Table 4.3). This was to make my research transparent for the vice
principals and the principals in the research sites. Since I discussed critical topics with two teachers in the
light of cultural and political appropriateness for their classroom use, the selected topics were considered
relatively safe topics. I included in the letter the details as below:
•

Audio-recording classroom interactions only during the speaking activity for critical literacy to
minimize interruption

•

Choosing texts that can help practice expressions in a textbook and facilitate communication in
English
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•

Anonymizing research sites and participants to keep confidentiality

•

Discussing with the teachers ahead throughout the research process from materials adaptation to
implementation to benefit classroom teaching

There was no visible resistance from the principals and vice principals in both schools, although the vice
principal in Sunmi’s school exhibited a mild concern for any possible delays in schedule for her eleventhgrade students. Sunmi convinced the vice principal that the interventions would be only four sessions in
the semester and provide opportunities to practice English. The principal in Yura’s school welcomed the
critical literacy intervention due to its student-centered approaches based on real-life issues.
I was extremely careful not to put Sunmi and Yura into conflicting situations. As a former teacher
in this context, I was well aware that any intervention in regular classes should be relevant to textbook
contents and should be done to enhance textbook learning. Otherwise, it may be seen as wasting class
time only for a researcher’s own interest. When I recruited teacher participants for this study, one teacher
said, “They [the government] want to implement what is new from America or the Western world,
disregarding its compatibility with our reality.” This narrative is consistent with the complaint of a vice
principal in Byean’s (2017) study, dismissing critical ethnography research “as a Western methodology
that is inapplicable in the Korean contexts” and even as “exploiting participants for a researcher’s
academic advancement” (p. 84). The view toward critical intervention as ‘distracting’ and the dedication
to textbooks seems situated in a larger ideology of education in Korea that prioritizes certain kinds of
knowledge and processes related to that knowledge. Although critical materials are ‘educational’, the
ideologies underpinning it may not be necessarily valued in a system that prioritizes a more regimented
approach in which knowledge gains can clearly be identified and measured. I, therefore, tried to develop
critical materials compatible with the existing curriculum by making the themes and vocabulary relevant
to the speaking sections in their textbooks and by reflecting the teachers’ opinions as much as possible to
teach both conventional and critical literacy.
In sum, I was able to receive permission to conduct research with the teachers in two Korean high
schools by minimizing the interruption of the existing curriculum and school schedules, making critical
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materials relevant to themes or vocabulary of their textbooks, discussing with the teachers to design
critical materials in a way to help their conventional teaching, emphasizing the benefits of critical literacy
within the current educational policies (e.g., students-centered practices, communicative teaching,
enhancing critical thinking), and making the research aims and processes clear to the principals and vice
principals (in both verbal and written forms). I also believe my background as a long-term teacher who
has experience in this context may have convinced the principals and vice principals that my research
could be helpful for the students and the teachers. It suggests that researchers’ well-rounded knowledge
about a research site can be appealing and even necessary to gain entry in EFL secondary schools. I
cannot argue that these processes will always work in every context given that many previous studies
explicitly and implicitly suggest that doing critical literacy research in Korean EFL secondary schools is
extremely difficult (e.g., Byean, 2017, S. J. Choi, 2013; Crookes, 2013, 2017b; Shin & Crookes, 2005a),
but I hope my approaches can provide some possible options for future researchers in similar contexts.
4.3.2 Minju High School and Dasan High School
The research sites are two public high school classrooms in Gyeonggi province, the surrounding
area of the capital city of Korea (i.e., Seoul). Gyeonggi province is the most populous province in Korea
with 13.53 million people as of 2019. This province has been influential in the progressive education
movement in Korea (see Section 1.4.2), as it initiated the movement in 2009 and has actively promoted it
through innovative school projects (C. H. Park, 2014; Park & Park, 2020). Both Minju and Dasan High
Schools are co-ed public schools with similar resources and school sizes, like many other public schools
in Korea34. Due to the highly centralized structure of the school curriculum, school funding, educational
policies, teacher policy and management in Gyeonggi province, both schools appear to have no

34

Korean secondary school system was established on the equalization policy based on egalitarianism since 1970
with the randomized school assignment policy that assigns students randomly in the district (Byun & Kim, 2010);
the teacher rotation system (Kang & Hong, 2008); little or no variation between public and private schools (private
schools are mandated to teach the national curriculum and offer tuition-free education for receiving the
government subsidies), and the free and eco-friendly school lunch for all students (Gaddis & Jeon, 2020).
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distinguishable differences at the school level except for their locations and average family income as
summarized in Table 4.1.
Table 4.1
Research Sites: Minju and Dasan High Schools
Details
School locations
Student demographics
Grade level
Number of students in class
Number of students
receiving government
subsidies
Number of students who
have been abroad
Number of students who
had spent more than two
weeks in English-speaking
countries
Number of students who
receive shadow education

Sunmi’s homeroom class
in Minju High School
the outskirts of Gyeonggi province,
Korea
Some with multicultural family
backgrounds (13-17%)
11th grade
28 (18 males, 10 females)
About 20% of the students

Yura’s homeroom class
in Dasan High School
the economically affluent city
area of Gyeonggi province, Korea
Korean (ethnically homogenous)

10 out of 28

24 out of 31

1 out of 28

9 out of 31

26 out of 28

30 out of 31

10th grade
31 (15 males, 16 females).
None

In Table 4.1, the number of students who have been abroad (10 versus 24 students) and who spent
more than two-weeks in English-speaking countries (1 versus 9 students) seem to present a contrast
regarding family income between two schools. Moreover, Sunmi’s class had about 20% of the students
who receive government subsidies whereas Yura’s class did not have any student financial aid. Sunmi
described her students as good-hearted; quite a few of them are from low-income families. In Sunmi’s
homeroom class, about one-fifth of the students receive government benefits for low-income families,
among whom many are from multicultural families35. Conversely, Yura’s school (Dasan High School) is

35

The Korea Multicultural Family Support Act (Article 2-1) defines a “multicultural family” as a family consisting of
married immigrants and Korean citizens, or a family consisting of Korean nationals and those who acquired Korean
nationality through recognition and naturalization under the 「Nationality Act」. A. Kim (2018) reports multicultural
families with lower social status (e.g., low-skilled migrant workers), marriage migrants (e.g., foreign brides in rural
areas), and/or with low Korean proficiency are particularly exposed to higher risks of social exclusion. In Sunmi’s
school, with agricultural and manufacturing industries in the city, a significant number of students (13-17%) are
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in one of the most affluent areas in Gyeonggi province. Yura identified her students as economically
privileged and academically motivated, although the students’ academic skills and grades varied.
According to Yura, some low-achieving students (but from affluent or middle-class families) think of
study-abroad as an alternative option to the extreme college entrance competition in Korea36.
Consequently, most students in Yura’s class seem to be interested in learning English regardless of their
academic achievement levels.
Considering Korean high schools follow a top-down strict curriculum and schedules for regular
exams and tests, shared by 3-4 teachers in each grade, allowing a 30-minute period on critical literacy
practices every other week was a huge favor. The 30-minute critical literacy practice was an expansion on
the speaking section of their textbooks. The teachers conducted critical literacy practices with their
homeroom students in the second semester after they had built rapport for one semester.
4.3.3 Participants: Two English Teachers and Their Homeroom Students
The two focal teachers were open to sharing their life stories, which helped me investigate the
influences of significant life experiences on the participants' dispositions and teaching practices
throughout the narrative inquiry. Both teachers showed similar social identities as they considered
themselves to be middle-class and middle-aged women. Both Sunmi and Yura developed their interest in
critical literacy formally and informally: Sunmi through her preparation for pursuing a Ph.D. degree, and
Yura through her Master’s studies on pedagogies and discussions with me for more than 5 years as close
colleagues. Table 4.2 is an outline of the participants’ major details.

from multicultural families and some are economically/ educationally underprivileged. The dominant number
comes from China, Vietnam, and the Philippines.
36
This phenomenon is coherent with and well-described in Whitney’s (2021) research, in which many Korean
students decide to study abroad due to extreme competition over admission into top universities in Korea.
Whitney compares such competition to “cliffs” in which everyone follows a single trajectory (i.e., getting into toptier universities in Korea) to reach the finish line. If they cannot follow this trajectory, they go off cliffs in Korean
society, losing the competition.
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Table 4.2
Details of the Participating Korean High School EFL Teachers
Participants’ background
Gender
Age
Years of Teaching

Sunmi
Female
36 years old
10 years

Yura
Female
39 years old
13 years

Number of Rotated Schools37
Years in the current School
Level of Education

3

4

Second-year
MA

Third-year
MA

Sunmi has 10 years of teaching experience and the time of participating in this research was her
second year in Minju high school which is her third school. Although Sunmi has never heard of critical
literacy before, she felt critical literacy materials aligned with her belief that English education should be
communicative and relevant to students’ lives. The other teacher participant, Yura, has 13 years of
teaching experience and it was her third year in Dasan High School. Yura had a general grasp of critical
literacy through informal communication with me as a long-term colleague. Yura thought critical literacy
materials are age-appropriate and helpful for students’ cognitive and affective development. She also
viewed critical literacy as aligned with character education38 that the Korean Ministry of Education
emphasizes should be embedded in every subject.
Both teachers used critical supplemental materials at my suggestion and chose to try out the
materials with their homeroom classes, whereat the students’ and parents’ Consent Forms39 to audiorecord class interaction (both in English in Korean) were sent and signed (Appendix F and G). The

37

Public k-12 teachers in Korean rotate among schools usually every three to five years. Teachers’ periodic rotation
among schools is to achieve excellence in teacher workforce (for teachers to gain experience in a variety of settings
over the course of their careers) and equity in learning opportunities among students (for schools to gain the
expertise of diverse teachers according to schools’ needs) (Kang & Hong, 2008). In Korea, public k-12 teacher is a
high status and well-paid job—the most coveted job among secondary school students (S. J. Kim, 2015).
38
According to the Korean Ministry of Education homepage, “Korea promotes character education to raise
intelligent learners who are able to communicate well with others and have balanced growth of strength, virtue,
and wisdom. These are reinforced through the Character Education Promotion Act (2015) and the Character
Education 5 Year Comprehensive Plan (2016). […] In addition, Korea aims to raise all teachers as professionals in
character education and build their capacity to support them to become key persons in establishing school-based
character education.” Retrieved from http://english.moe.go.kr/sub/info.do?m=040101&s=english
39
IRB approval for collecting classroom audio-recorded data from two Korean high schools was obtained from the
UH Institutional Review Board (Appendix C).
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academic year in Korea starts in March and the use of these critical supplemental materials started in
September. Thus, the teachers felt they had built up a good rapport with their homeroom students by the
time of participating in this study. Reading aloud the Consent Forms (Appendix D and E) to their
students, the two teachers explained to the students that audio-recording their group discussion would be
voluntary and whether students chose to be audio-recorded or not, all students would participate in every
class activity as usual.
4.4 Data Collection
I collected the data through 1) in-depth and semi-structured interviews based on the ‘Teacher
interview protocol template’ (Appendix J) at three different stages (before, during, and after the teachers’
use of critical materials) ; 2) reflection notes written by two focal teachers after teaching each critical
supplemental material; 3) my field notes during interviews and critical material development sessions; 4)
audio-recorded students’ group discussions; and 5) student questionnaires at the end of the semester. The
primary data for narrative inquiry are teacher interviews. Following Connelly and Clandinin (1990), a
series of interviews were conducted as a primary source for narrative inquiry from December 2018 to
August 2020. Interviews were conducted at three different stages, before, during, and after the
implementation of the critical supplemental materials, to gather a detailed account of the teachers’
emotions, perceptions, interpretations, and reflection over time. The two focal teachers were interviewed
multiple times, face-to-face or via a smartphone app (i.e., KakaoTalk), over a period of one and a half
years. Interview durations varied (mostly from 30 minutes to one hour), and the interviews were
scheduled at times convenient for both the participant and the researcher. The interviews were all
conducted in Korean as both teachers felt it easier to express their thoughts and feelings in their mother
tongue. The transcriptions and analyses of interviews were sent to the teacher participants for memberchecking.
In addition to the interviews, both teachers were asked to make a brief reflection after trying out
each critical material. Their diary was helpful to remind them of their experience and feelings during the
interview as well as co-constructing further inquiry. Follow-up questions were asked of the teacher
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participants after transcribing students’ interaction from group discussions. This process helped me better
understand the context and come up with more specific questions while the teachers could reflect on a
specific moment and share their opinions and feelings that were not shared initially.
For the critical materials development sessions, the selection of the topics from the critical
supplemental materials (Appendix A) was discussed with the teachers to reflect themes and vocabulary in
their textbooks. Then, I initially designed and outlined the critical materials to discuss with the two
teachers. Whenever the teachers had a different opinion and suggestion, the teachers’ opinions were
valued and accepted as much as possible. After discussing with the teachers, a modified version was
shared with the teachers so that we could make a further adaptation of the materials to be more
appropriate and relevant for the students’ interests, level, and time constraints. Sunmi conducted four
sessions and Yura did three sessions using the critical supplemental materials, and each activity was
designed to last for about 30 minutes (out of a 50-minute class period). Table 4.3 shows the topics
selected for critical dialogue in the classrooms.
Table 4.3
Topics Selected for Critical Dialogue based on the Textbook
Sunmi’s topics (11th grade)

Yura’s topics (10th grade)

1

Racism and dating

English fever

2

English divide

The beauty standard

3

Where are you from?

Where are you from?

4

Native speakerism

Session

To explain the procedure of classroom critical literacy practices to the students, in the first class
meeting of the second semester, Sunmi and Yura explained that their classes would use relevant critical
supplemental materials for the speaking sections of a textbook. Since Korean high school classes aim to
develop both communicative competence and reading skills, there seemed no visible resistance from
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students and the school board for engaging students with group discussions. With the principals’
approval, the two teachers agreed to spend 30 minutes per session for critical discussion activities based
on critical topics expanded from expression in the textbooks (see detailed procedures in Section 2.6). At
the end of the semester, student surveys were collected for feedback from the students.
4.5 Data analysis and Interpretation
Drawing on narrative inquiry approach (Connelly & Clandinin, 1990), the data is analyzed to
construct meaning from the participants’ reflection with a focus on their teaching practices and emotions
before, during, and after the implementation of critical materials in a test-driven and relatively large
classroom with a nationally mandated curriculum. The interviews were conducted in Korean; recorded
and transcribed verbatim in Korean; analyzed on the Korean transcripts; translated initially by me and
then checked for accuracy by a Korean colleague. Informed by the theoretical underpinnings on teacher
emotions (Benesch, 2012; Zembylas, 2003, 2005), the collected data were analyzed to interpret and
(re)construct two focal teachers’ emotions as the units of analysis.
4.5.1 Interpretation Tools
For narrative interpretation, I used three analytical tools suggested by Connelly and Clandinin
(1990) to find narrative meanings of field texts: broadening, burrowing, and storying/re-storying. With
the assistance of these analytical tools, I could transition from interim field texts to research texts. The
first tool, broadening, is the act of looking for a broader context of the story to include information about
the participant’s character or the social, historical, and cultural details of the time. For broadening, I
illuminate the dominant discourse around the current Korean high school EFL education, norms, and
policies to bring into the participants’ local and general circumstances. For example, when a teacher
introduces a particular school policy or event, I include more background on this policy through
document analysis. In Yura’s interview, she described, “The above (the government) has already
suggested it (the progressive education agendas in education), but the problem is that it hasn’t penetrated
the classroom yet.” I wanted the reader to understand the recent educational policies and goals by the
Korean Ministry of Education, so in this part of her narrative, I included the relevant background on the
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current Korean educational policies and goals and its political stance. By incorporating additional
background, the story is contextualized and broadened so that more appropriate interpretations can be
made.
The second interpretative tool, burrowing, entails a thorough investigation into specific details of
data. In the process of burrowing, a researcher focuses on “the participants’ feelings, understandings, or
dilemmas, or a certain event’s impacts on the participants or the surroundings” (J. H. Kim, 2016, p. 207).
For burrowing, I explored the two teachers’ inner thoughts, feelings, and actions in their language
classrooms. For example, I used burrowing by paying attention to the feelings Sunmi expressed and what
sparked such emotions to analyze why certain emotions arose from specific events. In Sunmi’s interview,
she repeatedly mentioned the word ‘kkondae40 teacher’ or ‘kkondae mind’ is what her students ‘hate’. I
could sense the strong emotion in her tone and expression and burrowed into why she felt that way. I
realized she saw herself as a non-conforming student who was blamed and not supported by some
teachers in her school days. It was a discouraging and demotivating experience for her, producing a
negative self-image and low self-esteem, which in turn sparked anger against authoritative teachers.
Because I knew what she had been through as a student, I could further burrow and understand her
emotions and why her ideal teacher image is ‘a friend-like teacher’.
The third interpretive tool is storying/ restorying in which the participants and the researcher cocreate a story situated in time, space, and culture. It enabled me to bridge stories of critical literacy
practices and teachers’ emotions. After broadening and burrowing, I story and restory from the original
raw data to make the significance of the lived experience visible in research texts. I revisit the
participants’ past experiences to track the dynamics and complexities of the critical literacy practices such
as what the constraints and the stimuli were in their classrooms. For example, through storying/
restorying, I could examine how teachers’ views and emotions before using critical materials changed
throughout the inquiry. This process is done with the participants. As Clandinin (2013, p. 16) explains,

40

“Kkondae” (꼰대) means overbearing and bossy old people who think they are always right and better.
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narrative inquiry is “continually working with and from, a transactional or relational” space. The basic
premise of narrative inquiry is not to document a story faithfully but to story/ restory with the
participants. Through this process of creating “collaborative stories” (Clandinin & Connelly, 1990, p. 12),
the story-teller (participant) and the story-listener (researcher) form a relationship that promotes growth
and learning for both parties (J. H. Kim, 2016). Therefore, narrative inquiry is inherently relational and
highly transformative for the participants and the researcher.
4.5.2 Interpretation Process
As Clandinin (2013) states, the data interpretation process(es) by which the narrative inquirers
choose to foreground particular stories need to be visible in the research texts. In this study, the
interpretation process consists of three main stages. First, I carefully review and code the interview
transcripts based on Emotion Coding (Saldaña, 2009). Emotion Coding labels “the emotions recalled and/
or experienced by the participant, or inferred by the researcher about the participants” (Saldaña, 2009, p.
86). Since the teacher interview data were collected over one and a half years, Emotion Codes were
categorized into time and/or experience – e.g., Which emotions are present before, during, and after using
critical materials? Which emotions are present while teaching about racism? Which emotions are present
when the teacher participants listen to students’ interactions? When a single experience includes multiple
or conflicting emotions because emotional states are often complex, Simultaneous Coding and/ or Versus
Coding were used concurrently with Emotion Coding. For example, Table 4.4 shows Yura’s multiple and
conflicting emotions when she described some students using derogatory terms borrowed from a far-right
online website. In this case, her anger was a consequential emotion, and triggering emotions that precede
anger were discomfort, disappointment, and shame. To remedy this phenomenon, Yura resorted to
education by seeking a change in teaching practices.
Table 4.4
Emotion Coding
Text Extract

Emotion Code

Sometimes, I hear ridiculous, I mean some discriminatory abusive language from
students, such as derogatory terms against women. Though I understand the students
said it without much thought, when I hear those words, I get disgusted and angry. I

“shame” “discomfort”
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“disappointment”

heard many of those words are often mentioned in “Ilbe” and some students are
actually the members of that website, while many others just reproduce such
derogatory and discriminatory remarks for fun, without thinking. Ilbe students are
usually quiet in the classroom, but they are very vocal behind computers. How many
of those students would think critically themselves before pouring out such
remarks?[…] I think they are also parrots after all. The parrots who see only what
they want to see and hear what they want to hear[…] So I think I need a class like
this. In fact, aren't this type of class [with critical literacy practice] necessary for all
subjects, not just English?

“disgust”
“anger”
“resentment”
“disapproval”
“hope”

When analyzing stories into piles of codes, however, Clandinin (2013) cautions researchers not to
undermine the aim of narrative inquiry, which is to think narratively about experiences. To continue to
think narratively and to make the complexity of storied lives visible, Clandinin suggests that all threedimensional narrative inquiry spaces of temporality, sociality, and place (see Section 4.2.2) should be
visible to the readers. In this way, the readers can enter into the research texts, “[laying] their experiences
alongside the inquiry experiences, to wonder alongside participants and researchers who were part of the
inquiry” (Claninin, 2013, p. 51). Table 4.5 illustrates an example for coding Yura’s and Sunmi’s
narratives based on Emotion Coding (Saldaña, 2009) along with the three dimensions of the inquiry space
(Clandinin, 2013; Clandinin & Connelly, 2000). The interpretation tools (broadening and burrowing)
were added as necessary.
Table 4.5
Extract of Data Analysis Chart
Text Extract

Emotion Code

Interpretation

Analysis

Sometimes, I hear ridiculous, I mean
some discriminatory abusive language
from students, such as derogatory terms
against women. Though I understand the
students said it without much thought,
when I hear those words, I get disgusted
and angry. I heard many of those words
are often mentioned in “Ilbe” and some
students are actually the members of
that website, while many others just
reproduce such derogatory and
discriminatory remarks for fun, without
thinking. Ilbe students are usually quiet
in the classroom, but they are very vocal
behind computers. How many of those
students would think critically
themselves before pouring out such
remarks?[…] I think they are also

“shame”
“discomfort”

Yura thought
without proper
education and
guidance in
schools, students
would be exposed
to skewed and
discriminatory
views, and even
taking such views
and comments as
something cool.
Although Yura’s
perspective seems
more aligned with
“information
literacy” with
mainstream ideas

Sociality-Being disgusted
about some students’ lack of
critical awareness of what
they say.

“disappointment”
“disgust”
“anger”

“resentment”
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Temporality- Education has
not provided students with a
chance to evaluate their
everyday practices, which
led some students to copy
anything without thinking
like a parrot.
Broadening- I need to map
macro and micro relations
on why and how some
students uncritically
embrace and reproduce the

parrots after all. The parrots who see
only what they want to see and hear
what they want to hear[…] So I think I
need a class like this. In fact, aren't this
type of class [with critical literacy
practice] necessary for all subjects, not
just English?

Ah really? I feel like I’m about to cry. I
cry easily (h) […] At the beginning of the
semester, I met her mom at a parent
conference, and her mom told me to
pretend not knowing that ((she is from
China)) because S18 doesn’t like it. Her
Korean was fairly good despite a little
Chinese accent. While working in this
school, I have sometimes met such
students. There was one student who
asked me not to tell his mom is Japanese
because he felt ashamed during history
classes or Korea vs Japan sporting
events. […] But it seems a good sign that
she [S18] shared it with her friends.
Though I am her homeroom teacher, I
didn't know about this. I saw some boys
used such a word before ((a derogatory
term for Chinese people)) to indicate a
Chinese restaurant, without thinking. I
don’t think there were any bad intentions,
but lacking awareness. Just thinking
about how S18 felt when she heard such a
word..

“disapproval”
“hope”

“shock”
“sadness”

“hope”
“guilt”

“disapproval”
“shame”
“sadness”

of critical
thinking, such an
approach can
provide space to
further discuss
oppression/
dehumanizing
practices resulted
from unequal
power relations in
society.
Sunmi became
emotional. Sunmi
felt guilty that she
was not aware of
S18’s feeling
marginalized
because Sunmi
was insensitive
about internalized
oppression she
observed during a
parent conference
and some boys’
using a
derogatory term
for fun. Sunmi
felt hope (a good
sign), the S18
may no longer
silence her
oppression by
sharing it with
her classmates
and by receiving
emotional support
and empathy
during a group
discussion.

discourses from some
websites such as Ilbe (a farright-wing website).
Burrowing-I focus on how
Yura’s emotion and
perception regarding
education changed as she
implemented critical literacy
in her instruction.
Sociality- Being aware of
her insensitivity about
internalized oppression with
S18, S18’s mom, a student
with a Japanese mom
Temporality- Sunmi’s
previous experience of
meeting S18’s mom at a
parent’s conference at the
beginning of the semester
triggers guilty emotion
because Sunmi did not take
such internalized oppression
seriously.
Burrowing- I need to focus
on what hindered Sunmi
from seeing some students’
oppression and how she
changed her practices after
awareness.

Second, I compose interim texts (Clandinin & Connelly, 2000) based on Emotion Coding and
initial interpretations concerning the specific time, space, and characters involved. I re-examine the
identified themes from the initial coding and re-read in depth the original transcripts with particular
attention paid to various emotions (e.g. excitement, anxiety, shock, joy, anger, and disillusionment) the
two teachers experienced in a temporal manner (i.e., before, during, and after using critical materials) and
how these emotions related to different identities (e.g., ‘an accomplice’, ‘a caring and supportive teacher’,
‘a competent and agentive teacher’) they took up, and/or were ascribed to in the research site. By looking
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at data with the interpretation tools of broadening, burrowing, and storying/ restorying (see Section
4.5.1), I also contextualized social practices with regards to social relationships and within the larger
social systems. Liu and Xu (2001) explain that what distinguishes narrative inquiry from thematic
analysis is this restorying process of deconstructing, constructing, and reconstructing the social meanings
of narratives. The social meanings on the identified themes will shed light on the emotional process and
the teachers’ identity (trans)formation in context.
Lastly, I sought input from my dissertation chair, committee members, and professional learning
networks (e.g., meetings with colleagues in a graduate seminar, informal meetings with Korean secondary
school EFL teachers), which have facilitated the data interpretation. The constructed narratives were
shared with the two teacher participants41, not only to validate the data analysis results but also to enrich
and enhance our narrative inquiry by gathering more insight from their further sharing of stories and
comments on our data interpretation (Barkhuizen, 2010, 2011). The final research text hopes to create an
educational landscape that can be shared, experienced, and reflected on with others.
4.6 Role of the Researcher
In narrative inquiry, a researcher collaborates with participants throughout the research process to
co-compose each aspect of the inquiry (Clandinin & Huber, 2010; Connelly & Clandinin, 2000).
Researchers see themselves as part of the study and as invested, passionate human beings and their
participants as co-composers of the inquiry (Duff, 2007). In other words, a researcher is simultaneously
an interviewer, an audience, and a collaborator allowing the researcher to become a participant and
participant to become a researcher.
In this research, I crossed the boundaries of insider (as a long-term high school teacher in the same
province in Korea) and outsider (as a researcher based in the US). As a former high school English

41

All of the narrative extracts presented later, in Chapters 5, 6 and 7, have been referred back to the two teacher
participants, and my analysis reflects their responses as we create “collaborative stories” (Clandinin & Connelly,
1990, p. 12). To share my analysis, I noted key elements of the interviews or the students’ classroom interaction
that I wished to make a point of in my interpretations. I would then paraphrase the content of these extracts,
discuss them further with the teacher participants, and thus, my analysis presented in these Chapters reflects their
responses and those extended discussions.

103

teacher in Korea, I not only explored the semi-structured interview questions with my participants but
sometimes strayed to other issues during the interview, including our shared personal, social, professional
concerns. This was not in vain because such sharing provided raw narrative sources regarding their
situation, experience, identity, and opinions for thinking and re-storying. I willingly shared concerns and
frustration that I had in the classroom, which helped the teacher participants build common ground with
me and share their own experiences. My experience in the Korean high school contexts also enabled me
to ask more specific questions, leading the interviews to be more “in-depth and context-specific” (J. Song,
2016, p. 639).
As inquirer/ researcher, I also became the object of the study to understand experiences via “a
collaboration between researcher and participants, over time, in a place or series of places, and in social
interaction with milieus” (Clandinin & Connelly, 2000, p. 20). I was not merely passively listening to the
teachers but mutually constructing stories based on their and my lived experience. I tried to elicit, coconstruct, interpret, and represent participants' accounts of lived and imagined personal experience (cf.
Clandinin, 2006; Clandinin & Murphy, 2009; Huber et al., 2013). As J. Song (2016) finds, my insideroutsider status in the interview process was helpful both in facilitating interviews and in understanding
the teacher’s complex emotions in their different stories. However, these practices come with complex
ethical, ideological, and emotional responsibilities, which I discuss in the following section.
4.7 Ethical Considerations
“Backyard research” refers to conducting research “in your own backyard” (Glesne & Peshkin,
1991, p. 21), which is part of the researcher’s daily life. J. H. Kim (2016) states that backyard research is
valid and legitimate given that “in the current postmodern age, understanding multiple voices, multiple
subjectivities, and particularities of the local community where we live, is paramount in generating new
knowledge” (p. 247).
However, according to Glesne and Peshkin (1991), researchers should be cautious in conducting
backyard research due to possible role conflict, as one is simultaneously a researcher and a non-researcher
(e.g., friend, colleague, or supervisor). A researcher may find these two roles at odds and role-switching
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back and forth might be confusing to both a researcher and a participant. Backyard research can also
create ethical and political dilemmas because of “dangerous knowledge” (Glesne & Peshkin, 1991, p. 23)
which may risk revealing participants’ identities.
Following Glesne and Peshkin (1991), this research paid specific attention to ethical considerations
due to the relational nature of narrative inquiry. Because the complexity of lives is made visible in
research texts, confidentiality and anonymity are important in this research. All data were carefully
collected, password-protected, and stored in a secure location. Pseudonyms for all participants and
research sites were used to protect the identity of research participants. To establish a clear agreement that
clarified the study’s purpose and participant expectations, both verbal explanation and the Consent Form
(Appendix B) were provided to the teachers that entails a description of the research study, research
procedures, risks and benefits of participation in the study, protection of confidentiality, and participant
rights42.
With these basic considerations in mind, there are still concerns as Josselson (1996) points out that
“merely waving flags about confidentiality and anonymity is a superficial, unthoughtful response” (p. xii).
For Josselson, the concept of informed consent is “oxymoronic, given that participants can, at the outset,
have only the vaguest idea of what they might be consenting to” (pp. xii–xiii). Goodson and Gill (2011)
concur that it begs the question of how far the participants understand and anticipate the kind of risks and
benefits of a process-based and contextualized commitment. To address such issues, the research process
and sample critical materials (Appendix A) were shared and explained to the potential participants in
order to ensure that they fully understood the implications of participation and were aware of their rights
and responsibility. Participants were reminded that the interest was in learning about their experiences to

42

A note on the ethical guidelines that led this study: the Institutional Review Board (IRB) of the Office of Research
Compliance at the University of Hawai’i approved this study “#2017-00495 Korean English teachers’ emotional
landscape on September 11, 2017”, and “#2018-00426 Critical literacy in EFL classrooms in Korean secondary
schools on July 10, 2018” (see Appendix C and Appendix D). I followed the IRB’s ethical standards throughout the
data collection, writing-up, and presentation of the results. All participants signed an informed consent form, being
informed about the possibility of withdrawing without repercussion, and offered a copy of the summary of the
report. All names are pseudonyms. Some personal information may have been changed to preserve participants’
anonymity.
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support the field of critical literacy education. With verbal explanation and hard copy documents of
materials and consent forms (Appendix E, F, G), the participants were made aware of the ethical
principles and standards that include confidentiality, anonymity, avoidance of harm, reciprocity, and
feedback on the findings. Following Clandinin and Connelly (2000), ethical considerations were
considered at all phases of the inquiry, including writing research texts because “negotiating research
texts creates a space where participants’ narrative authority is honored” (Clandinin & Huber, 2010, p.
440).
4.8 Establishing Credibility and Trustworthiness
There is a consensus in the literature that narrative research should not be judged by the same
criteria of more traditional and broadly accepted quantitative research methods (Amsterdam & Bruner,
2000; Polkinghorne, 2007; Riessman, 2008; Webster & Mertova, 2007). It does not aim for
(conventional) ‘generalizability’; narratives are subjective and context-specific because narratives are
based on participant past experiences. Retrieving and reconstructing past memories can be biased,
influenced, and flawed. For narrative inquiry, therefore, the definitions of validity and reliability
commonly used in traditional research need to be replaced by credibility and trustworthiness.
Following Clandinin and Connelly (1990), in presenting narratives, I maintained the participants’
voices through their words as much as possible, including minor grammatical mistakes. The constructed
narratives were shared with the two teacher participants for validation and further insights. According to
Polkinghorne (2007), it is the researcher’s responsibility “to convince readers of the likelihood that the
support for the claim is strong enough that the claim can serve as a basis for the understanding of and
action in the human realm” (p. 476). To validate, however, Clandinin and Connelly (1990) caution that
narrative inquirers should not try to “squeeze the language of narrative criteria into a language created for
other forms of research” (p. 7). Instead, the voices and expressions of the narrators need to be heard as
much as possible. Thus, the researcher needs to share both interview transcripts and the synthesis with the
participants (i.e., member-check) to make sure that the meanings communicated were correctly captured
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because “the trustworthiness of the narrative research lies in the confirmation by the participants of their
reported stories of experience” (Webster & Mertova, 2007, p. 99).
A researcher’s extensive and constant reflection is crucial to minimize biased interpretation.
Following Riessman’s (2008) recommendation, I was reflexive throughout the research process on my
positionality and assumptions by acknowledging the possibility that interpretations may be subjective. I
also made the research process transparent by probing extensively at various times during the interview
and adopting the multiple viewpoints from interviews, audio-recorded students’ interactions, and
document analysis, in an attempt to limit biased interpretations (Maxwell, 2012). In addition to the
researcher’s extensive reflection, I sought input from the dissertation chair, committee members, and
professional learning networks (e.g., meetings with colleagues in the graduate program and Korean
English teachers).
In sum, this dissertation aims to “offer readers a place to imagine their own uses” (Clandinin &
Connelly, 2000, p. 42) rather than finding generalizable truths for all teaching contexts. As Clandinin and
Connelly (2000) note, narrative inquirers’ view is far from omniscient because they work under partial,
complicit, and context-dependent conditions. Instead of representing a ‘god’s eye’ view, narrative
inquirers try to capture a ‘multiplicity of voices’ to present multiple complexities inherent in a
participant’s experiences, leaving readers to discover actionable truths in their own contexts. In other
words, this study intends to “sing up many truths/narratives” (Byrne-Armstrong, 2001, p. 112), hoping
that the research findings can provide insight in any future study of similar contexts to guide the
development of teacher education programs and critical material development.
In the next chapters, from Chapter 5 to Chapter 7, I explore the two teacher participants’ emotions
based on teacher interviews on the narrative inquiry framework. I examine the teachers’ emotions and
local practices in conjunction with macro-level English educational goals and policies by triangulating
with audio-recorded classroom interactional data and school documents from the Korean Ministry of
Education. To begin with, in Chapter 5, the teachers share their initial feelings about incorporating critical
literacy in their test-driven classroom context. This is followed by a discussion of how the intersection of
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multiple teacher emotions and experiences shaped the teachers’ beliefs about English teaching practices
and decisions and their views on critical literacy.
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CHAPTER 5
BEFORE USING CRITICAL MATERIALS
5.1 Introduction
To establish common ground and to help the teacher participants understand the general concept of
critical literacy, I conducted interviews with the teacher participants before the implementation of critical
materials. During the interviews with the two participating teachers (Sunmi and Yura), I first explained
key concepts (e.g., banking education, critical dialogue, critical consciousness, critical action, teaching for
social —see Chapter 2) to explain what critical literacy pursues. I then presented the critical supplemental
materials that I had developed in the ELI (Appendix A) as a sample for critical materials. I met the two
teachers separately to discuss and plan critical literacy materials and practices for the upcoming semester.
Comparing their existing textbooks and the critical supplemental materials (Appendix A) was
useful to explore how critical literacy can be manifested in a concrete manner. For example, with Yura,
we looked both at her textbook and the critical supplemental materials (Appendix A) that I had developed
in the ELI to explain the examples of critical literacy materials and practices. I shared my conception of
critical literacy based on Janks (2010) that focuses on the connection between literacy and power by
giving literacy a socio-political dimension. I explained that when teaching reducing waste for nature
(Lesson 2 in B. M. Lee et al.’s (2017) textbook), critical literacy would ask us to read more than how
harmful global-warming is to us and how we can save energy. It would ask us to read the text from the
perspectives and narratives of the marginalized and underprivileged people (e.g., how environmental
disasters and hazardous sites affect disproportionately hard on some individuals/ groups/ countries
without receiving the benefits deriving from the hazards). Then, I showed Chapter 3. Environmental
Justice in Appendix A to compare how critical literacy practices may include the marginalized voices
regarding environmental issues and how it may approach text differently from the mainstream textbooks
(i.e., by including the marginalized voices, discussing assumptions of the ideologies/ social practices, and
finding solutions for a change). With problem-posing from a text, teachers and students can think about a
way to change, or transform, injustice in our society and the world we live in.
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The two participating teachers in this study (Sunmi and Yura) resonated with critical literacy based
on their awareness as long-term teachers in Korean high schools, the benefits for their adolescent
students’ cognitive/ affective development, and its relevance to the existing democratic educational goals
of the Korean Ministry of Education. In this chapter, I narratively explore the two focal teachers’
emotions as we discussed plans for critical literacy practices in Korean high schools by exploring how the
social and school context influenced the teachers’ feelings about critical literacy practices and the
meanings the teachers attributed to their previous experiences in test-oriented EFL classrooms.
5.2 Teachers’ Past Experiences and Critical Literacy 43
The teacher participants, Sunmi and Yura, appreciated the implications and principles of critical
literacy. Sunmi shared that her career as a teacher made her more aware of her responsibility toward
inclusive and socially-just education.
Sunmi: Happy education doesn’t mean teaching only happy things
교사를 할수록 다양한 학생들을 만날수록 더 비판적이 되는 것 같아요.
미국에는 이렇게 좋은게 있다. 캐나다는 이렇게 아름다워..매일 이런 좋은것들만 배운
학생이 미국에 가면 과연 성공할까요? 전 그렇지 않다고 보거든요. […] 학교에서는 좋은
것들만 가르치라고하지만 이 아이들이 학교 졸업해서 만날세상은 그보다 훨씬
복잡하쟎아요.
As I meet more students as a teacher, I feel I’ve become more critical […] There are such nice
things in America. Canada is so beautiful..Will a student who learns only these nice things every
day be successful when going to the US? I don’t think so. […] The school tells us to teach only nice
things, but the world my students will meet after graduating from school and the world they are
already experiencing is much complicated.

43

From here on to Chapters 6 and 7, I present “research texts” that have been derived from “interim texts” (as
mentioned earlier, on p. 88). For each chapter, the extracts in the research texts are presented not in a
chronological order, but through “restorying” by deconstructing, constructing, reconstructing processes. For
example, the research text of Section 5.2.1 was produced by deconstructing (making notes of interesting points
throughout the original raw interview data to develop an initial sense of Sunmi’s subjective experience);
constructing [coding for themes which produced seven open codes (motivation, self-esteem, respect, interest,
empathy, communication, rapport) and were subsumed under two broader themes (excitement and
hopefulness)]; and reconstructing (a deeper analysis on the broader themes to develop the storyline of Sunmi’s
portrayed story why she decided to participate in this research project).
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The Korean Ministry of Eduation’s motto, ‘Happy Education for All Students’44, should not mean only
teaching happy things, as Sunmi pointed out. Sunmi disagreed with the idea of teaching only “the
praiseworthy features of the culture” (Akbari, 2008, p. 279) because it can limit students’ potential and
awareness to live in a real world. Yura also shared that providing students with the opportunity to express
their opinions on social issues is age-appropriate for high school students’ cognitive and affective
development.
Yura: Age-appropriate for high school students’ cognitive and affective development
무엇보다 고등학교 시기는 사고도 복잡해지고 인격적으로 성숙하는 나이인데.
요즘학생들은 우리때보다 훨씬 다양한 방법으로 정보에 노출되고 적극적으로 의사를
표현해. 학생들이 의견을 적극적으로 표출하는게 나쁜게 아니라 자기 의견이 맞는지
생각해보고 그런걸 바르게 표출할 수 있는, 연습할 수 있는 기회를 안주는 교육이 문제인 것
같아.
Above all, high school age is an age when thinking becomes complex and personality/character is
shaped. Nowadays, students are exposed to information through various routes and more vocal
about their own opinions. It is not bad to actively express their opinions, but it is the problem of
education that doesn’t give a chance to help students evaluate their opinions and practice
expressing their opinions in the right way.
Yura added that critical literacy practices sound nothing new in that community-based learning and
student-centered learning have been promoted by the government for a decade, although they are not yet
visible in individual schools and classrooms.
Yura: 비판적사고, 학습자가 주체가 되는 수업, 삶 중심 수업이나 지역연계교육 같은
형태로 이미 오랫동안 추진되었왔어. […] 위에서는 이미 하고싶어 해왔지만 아직
교실까지 침투해있지 못한게 문제지.
It has been promoted for a long time in the form of critical thinking, lessons in which learners are
the subject, life-centered lessons, and regional education. […] The above ((the government)) has
already suggested it, but the problem is that it hasn’t penetrated the classroom yet.
Yura made connections between critical literacy with the existing educational goals by progressive
superintendents and educators for more than a decade in Korea (see details in Section 1.4).
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The Korean Ministry of Education proposes educational goals and policies under the motto of ‘Happy Education
for All Students’ (http://english.moe.go.kr/sub/info.do?m=040101&s=english). For this aim, the MOE promotes
experience-based activities (e.g., discussions, project-based learning), theme-based learning, club activities,
creative thinking skills, communications skills, civic competency, character education, etc. Although the MOE does
not illuminate the contents for happy education, happy education cannot mean teaching only happy things in
classrooms. I argue happy education can be more possible when we empower students to transform their lives and
society based on critical consciousness and empathy.
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However, it is important to point out that critical literacy is more than critical thinking that draws
students’ attention to “who is talking to whom about what” (Akbari, 2008, p. 278) but is about teaching
for social justice by reading a text from different perspectives including the marginalized and
understanding how literacy is connected to questions of power. Nonetheless, Yura’s connection seems
valid in that the tendency towards more democratic education by putting students’ lived experiences in
the center of education (e.g., student-centered learning; life-centered learning in GPOE, 2016) can open
up a more favorable space for critical literacy practices.
5.2.1 Excitement and Hopefulness: I Wanted To Be a Friend-Like Teacher
Sunmi has 10 years of teaching experience and is currently teaching 11th grade in high school.
Sunmi shared her narrative by describing the emotional tension she had in her school days:
Sunmi: 전 학창시절에 선생님들이 좋아하는 스타일의 학생이 아니었어요. 좀 반항적인
학생이랄까 […] 그냥 그때는 항상 학교의 모든것이 답답했던것 같아요. 영어과목은
좋아했지만 학교에서 배우는 내용 말고 제가 따로 미국드라마보고 팝송듣고 제가 하고 싶은
공부하는걸 즐기는 부류였어요. […] 지금 생각해보면 학교의 권위적인 면들도 싫었고,
지루한 교과서내용보다 드라마나 팝송에 나오는 영어가 훨씬 와닿고 살아있는 느낌이었던
것 같아요.
When I was in school, I wasn't a student that teachers liked. Maybe a little rebellious student… It
just always seems like everything in school was stuffy to me. I liked the English subject, but rather
than enjoying the classes, I enjoyed learning English outside of school by watching American TV
shows, listening to pop songs, and studying as I wanted to study. […] Thinking back now, I think I
didn’t like the authoritative side of the school, and I felt the English in dramas and pop songs were
much more relevant and alive than the boring textbook content.
During the first interview, Sunmi described her feelings as both ‘excited and curious’ to know about
critical literacy practices. She was excited because critical literacy materials seemed aligned with her
ideal language teacher image (i.e., a friend-like teacher) who touches both ‘students’ hearts and mind’:
Sunmi: 제가 꿈꾸는 교사상이 친구같은 교사였거든요. [비판적교재 내용이] 학생들이
졸업해서 살아갈 세상의 이야기니까 주제들도 흥미롭고 우리반 애들과 좀 더 소통할 수
있을것 같기도 하고[…]영국의 boxing day 가 뭔지에 대해 설명하는 것 보다 서로 할말이
많을것 같아요 (h).
My ideal teacher is a friend-like teacher. [The contents in critical materials] is a story of the world
where students will face after graduation, so the topics are interesting and I think I can interact
with the students more[…] I think there will be more to communicate than explaining what Boxing
Day is in England (h).
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Sunmi’s idea of interacting with students in English and catering to students’ needs and interests was
derived from her ideal teacher image: ‘a friend-like teacher’.
Sunmi’s ideal teacher image seemed to be related to her experience as a student. Sunmi portrayed
herself as having been a ‘rebellious student’ and thus not understood or favored by some teachers.
Although English was her favorite subject, she did not like the way the teachers taught and searched for
different ways to study through pop culture or media. Learning from her past experience, Sunmi has made
efforts to better understand and communicate with her students. For example, she shared that she had read
books about her students’ generation, especially to interact with low-achieving and non-conforming
students.
Sunmi: 요즘 애들은 저희때랑도 많이 다른것 같아요[…] 요즘 애들이 제일 싫어하는게
꼰대같은 선생님이거든요. 전 진짜 ‘꼰대’같은 선생님이 되지 않으려고 요즘애들에 관한
책을 많이 읽어요. 심지어 남학생들이랑 소통하려고 유럽 축구 프리미어리그까지 공부한
적도 있어요 (h).
I think students nowadays are very different from those in our times […] The type of teacher that
students hate the most is a teacher who is like ‘Kkondae45’. Not to be a Kkondae teacher, I read a
lot of books about my students’ generation. I even learned the European Football Premier League
to communicate with boy students (h).
The past is always present in people’s identity talk (Kaasila, 2007). Likewise, Sunmi used her
earlier experiences as a student to define her present identity. She entered into a dialogue with her past
student identity as non-conforming and defined it in a positive manner as a teacher who tried to better
understand and communicate with students. The kkondae teacher that she mentioned as her students’
dislike may reflect those who Sunmi herself did not like in school days46. Her wish to be a friend-like
teacher seems to be forged based on her not-so-positive memories as a student.
She continued that her negative self-image as a student changed when she went to the US to take
ESL programs for one year during her undergraduate study. As she recalled, her attitude (being interested
in pop culture and challenging a teacher’s opinion) was acknowledged as hard-working, passionate,

Kkondae (꼰대) means overbearing and bossy old people who think they are always right and better.
‘Represented talk’ is a style in which a speaker presents another person’s opinion to support the speaker’s own
feeling (M. S. Kim, 2015).
45

46
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creative, and even critical. She made good progress in learning English and decided to be an English
teacher who encourages and motivates students like the teachers in the ESL program.
Sunmi: 대학때 미국으로 1 년동안 어학연수를 갔어요. 그때 어학코스를 듣는데 저는 변한게
없는데 선생님들이 제게 너무 나이스하신거예요. 제가 하는 이야기에 귀를 기울여주시고
너무나 훌륭한 학생이라고 인정해주시는게 느껴지는거죠. 선생님 의견에 반박을 해도,
지금생각해보면 미숙한 부분이 많았는데도 진심으로 대하시는게 느껴지더라구요. 전 그때
뭐랄까 뭉클한거 있죠 […] 선생님의 태도가 학생의 인생을 바꿀수도 있구나를 온몸으로
느꼈죠.
When I was in college, I went to the US to study for a year. I was taking a language course, and the
teachers were so nice to me even though my attitude was the same (as in Korea). I felt they saw me
as a great student. Even if I refuted the opinion of the teacher - when I think about it now, there
were many immature parts - I felt their sincere care and love. I think I was really touched at that
time. […] I genuinely felt that a teacher's attitude could change a student's life.
Her experience in the ESL program, instilled with positive emotions, influenced Sunmi’s understanding
of teaching and learning and her projected self-image as a teacher:
Sunmi:저도 교사가 되면 그런선생님이 되야겠다고 생각했어요. 아이들과 소통하는 교사.
학생의 다양성을 인정해줄 수 있는 교사. 그래서 학생들과 공감하려고 노력하는것 같아요.
When I became a teacher, I thought that I should be a teacher like that. A teacher who
communicates with students. A teacher who can appreciate the diversity within students. So I think
I have tried to understand and empathize with my students.

Influenced by the positive emotions from her language learning experience in the US, she began to
construct her identity as ‘a friend-like teacher’ who understands and encourages students and caters to
their interests in the classroom. To better communicate with her students, Sunmi tried to remove
hierarchy by asking students to call her by her English name, Sunny, and by switching to Korean-style
English47 when communicating with students in English which aimed to lower students’ affective filter
while making a risk-free and fun atmosphere.
Sunmi: 저는 수업때 학생들이 제 영어이름 (Sunny)을 부르도록해요. 그리고 첫시간
소개할때나 중요한내용 설명할때만 [미국]영어로 이야기하고 그다음부터는 한국식으로
바꿔요. 뭐 예를들면 “((한국식영어로)) Okay. Who wants to share your story over the
weekends? Young-hoon? Tell me yours. Not ready? How about you? You try?” 이런식으로 (h)
47

Sunmi sometimes articulated every English syllable and word which took the same amount of time as syllabletimed language. This results in a foreign-sounding accent, or Korean-sounding English. Sunmi explained her switch
to Koreanized articulation of English seemed to raise students’ understanding of her speech, to lower her students’
anxiety to speak English, and to create a playful and safe class atmosphere.
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[…] 대부분 핵심단어들만 나열하지만 의사소통은 되니까 웃기면서도 학생들이 편하게
영어로 이야기하는것 같아요.
I ask students to call my English name (Sunny) in class. And I speak [American] English Only
when I introduce myself in the first class meeting or I have to lecture about important points. Then
I switch to Konglish like “((In Korean-style articulation and intonation in a slow, humorous tone))
Okay. Who wants to share your story over the weekends? Young-hoon? Tell me yours. Not ready?
How about you? You try?” Like this (h). It's funny because we list only keywords in English, but
still, we can communicate and it seems that students speak English comfortably while laughing
together.
With her perceived agency over her instructional practices (e.g., ‘I have tried’… ‘I switch to’…, and ‘to
communicate’), using an English name and speaking in Korean-style English are the ways for Sunny to
make her class more approachable and enjoyable to the students. She believed that reducing hierarchy by
being called her English name and switching to Korean-style English let her students talk, laugh, and
better participate in her class, building up rapport.
However, she admitted that her communicative attitudes and tactics could not change the overall
structure of her class teaching methods.
Sunmi:제가 학생일 때랑 수업은 크게 바뀐 게 없어요. 저는 다른 교사가 되겠다고 현장에
나왔지만 결국 같은 일을 하고 있는거죠. 전 부족한 영어로라도 자기 생각을 말할 수 있게
하고 학생들이 몰입할 수 있는 그런 수업을 하고 싶지만 해본적은 별로 없는 것 같아요.
지금상황에서 어떻게 해야하는지도 잘 모르겠고[…]언제나 결론은 입시고, 결국은
시험성적이 잘 나와야하기때문에, 교과서를 펴는 순간 문법설명하고 문제풀이하고 단어
외우는 입시선생님으로 변하죠.
The teaching methods have not changed much compared to the days when I was a student. I came
to this field to be a different teacher, but in the end, I am doing the same thing. I want to make a
class that allows students to tell their thoughts even with insufficient English and allows students to
immerse themselves in the learning contents, but I don't think I have done that well. I'm not sure
what to do in the current situation […] Our ultimate goal is the college entrance exam as always,
and after all, the good test results matter, so the moment I open the textbook, I turn into a cram
school teacher who explains grammar, solves problems, and has students memorize words.
Her metaphor, ‘cram school teacher’, appears similar to Yuan and Lee’s (2016) “accomplice” (p. 11). In
their study, the interviewed teacher, Ming, felt himself as an “accomplice” who created a passive learning
environment as a knowledge-deliver although it was against his belief (Yuan & Lee, 2016, p. 11). In
Sunmi’s case, this dissonance between her belief and instructional reality led her to find this critical
literacy project intriguing and worthwhile. Sunmi regarded this project as a tool to realize her ideal for a
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non-oppressive, communicative, interactive classroom (as ‘a friend-like teacher’) by giving students
voices against the current oppressive school culture.
5.2.2 Frustration and Anger: What They say Is More Important
Yura has taught for 13 years in Korean high schools and is currently teaching the 10th grade. Yura
decided to participate in this study because it seemed to fit her students’ immediate and near-future needs.
Yura perceived critical literacy practices would help students’ competence with crucial skills for success
in this fast-changing society.
Yura: 결국 사회가 변하면 교육도 변하는거쟎아. 내가 가르치는 학생들 중에는 이미
해외유학을 준비하는 애들도 있고, 대학에 가도 요즘은 영어로 된 강의들이 많아. 그런데
영어를 유창하게 말하는 것도 중요하지만, 그냥 앵무새같이 영어를 말할줄 아는게 중요한게
아니라 말하는 내용이 중요하지.
After all, when society changes, so does education. Some of my students are already preparing to
study abroad, and even in universities [in Korea], there are many English lectures these days.
Though it is important to speak English fluently, what they say is more important than being able to
speak in English like a parrot.

For Yura, English is now an essential skill because many Korean universities conduct classes in English
regardless of majors and some of her students prepare to go abroad to study. More importantly, she
posited that what students say (i.e., the contents) would be equally important as how students speak (i.e.,
English proficiency). Yura’s perceived instrumental value of critical literacy (i.e., to go abroad or for
university education) seems in line with Kramsch’s (2014) point that globalization has altered the context
and conditions under which a foreign language is taught and learned. Kramsch contends that these
changes “call for a more reflective, interpretive, historically grounded, and politically engaged pedagogy
than was called for by the communicative language teaching of the eighties” (Kramsch, 2014, p. 296). In
other words, to help students be truly competent language learners and users in a globalized world,
teachers are called upon to expose students to various perspectives, even controversial ones, and to help
them discuss and understand the points of view and their motivations.
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Yura brought up a metaphor of ‘parrots’ to indicate that literal literacy is not enough in the
modern world. She further elaborated on the ‘parrot’ metaphor by sharing one upsetting episode that she
had observed in school.
Yura: 가끔 학생들사이에서 황당한..뭐랄까 차별적인 욕설을 들을때가 있어. 여성을
비하하거나 하는. 학생들은 별 생각없이 하는 말이겠지만 들으면 속이 미식거리고 화가나.
애들말로는 주로 일베사이트에서 그런 말들이 나온다는데, 실제 학생들 중에 일베인 애들이
몇몇있고.. 대부분은 그냥 별생각없이 그런 비하하고 차별하는 말들을 재미로
따라하는거라지만 […] 특히 일베인 학생들은 교실에서는 대게 조용하지만 컴퓨터뒤에서
장난아니라고 하던데, 그런학생들 중 얼마나 자기가 비판적으로 생각하고 그런 말들을
쏟아낼까?[…]걔네들도 결국은 앵무새인거지. 자기가 보고싶은것만 보고 듣고싶은것만
듣고 따라하는 앵무새. 그래서 난 이런 수업이 필요한 것 같아. 사실 이런 수업은 영어뿐
아니라 모든 과목에서 필요한거 아닌가?
Sometimes, I hear ridiculous.. I mean some discriminatory abusive language from students, such as
derogatory terms against women. Though I understand the students said it without much thought,
when I hear those words, I get disgusted and angry. I heard many of those words are often
mentioned in “Ilbe” and some students are actually the members of that website, while many
others just reproduce such derogatory and discriminatory remarks for fun, without thinking. Ilbe
students are usually quiet in the classroom, but they are very vocal behind computers. How many
of those students would think critically themselves before pouring out such remarks?[…] I think
they are also parrots after all. The parrots who see only what they want to see and hear what they
want to hear[…] So I think I need a class like this. In fact, aren't this type of class [with critical
literacy practice] necessary for all subjects, not just English?
‘Ilbe’ is a far-right online website often charged with misogyny, LGBT hate, ethnic/ immigrant hatred,
and other extreme antisocial behaviors, causing social controversies. Seok and Jang (2017) explain that
their extremely biased and inhumane remarks are rooted in the tendency of considering structural social
injustice as personal issues:
In Korean society now, even though inequality is getting worse than ever, hate, rather than anger, is
a popular emotion. Despite the serious accumulation of elements of social conflict that are often
described as ‘Hell Joseon’, ‘Gold Spoon Soil Spoon’, and ‘N-Po Generation’48, there is a tendency
to regard these problems as individual wounds. In addition, the imploded wounds appear as

48

“Hell Joseon” means that (South) Korea is a hellish, hopeless society with extreme competition and social
inequality. “Gold spoon and soil spoon” indicates their parents’ socio-economic status and their children’s success
is determined by the assets and income level of one’s parents more than one’s own efforts. “N-po generation”
refers to young people who have to give up essential needs (e.g., dating, marriage, and childbirth) due to economic
and social pressure and hardships such as soaring prices, tuition fees, job shortages, and housing prices. Although
the term began with private individuals on the internet, it was later adopted by the mass media (Kim, Seok, & Jang,
2016).
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misogyny, xenophobia, and homophobia that have been passed on to others, and require them to be
more persistently searched for and separated to maintain the established order. (Seok & Jang, 2017,
p. 2)
Yura commented that those extreme cases would be very minor in number and most students would check
this website (i.e., Ilbe) only out of curiosity, but without proper education and guidance in schools,
students would be exposed to skewed and discriminatory views, and even taking such views and
comments as something cool. Soon, Yura showed her frustration that education does little to fix such a
phenomenon.
Yura: 그런말을 들을때 몇번 주의를 주지만 사실 교사로서 근본적으로 그런 [사회]문제들에
대해 이야기하고 변화를 도모할 방법이 없어. 인성교육을 한다고는 하지만 그냥 일부
교과에 국한되어있고. 근데 인성교육이 한두챕터 공부하면 되는건가? 장난으로라도 그런
삐뚤어진 말을 하는 애들 보면 화가나는데 잠깐 혼을 내도 그냥 잔소리정도로 들리지,
교육자체가 이런 학생들의 인성문제에 관여하고 바른 안목을 키워줄 수 있어야하는데..
Hyeyoung: 그런데 그게 왜 어렵다고 생각해?
Yura: 수업나가기도 바쁜데 언제 저런것까지하겠어. 아마 저런 얘기꺼내서 같이
이야기해보자고 하면 ‘이거 시험에 나와요?’할껄(h) […]영어수업에서는 거의 다루지 않아.
선생님이 엄청 열의가 있어서 저런 수업을 준비한다면 모를까. 지금까지 못본것 같아.
Yura: When I hear that ((derogatory terms against the Other)), I give them cautions, but in fact, as
a teacher, there is no way to fundamentally talk about such [social] problems to make a difference.
The government emphasizes character education, but they are limited to some subjects. But, is
character education something that can be done with one or two chapters? I get angry when I see
students who say such distorted words even as a joke, but even if I say something about it, they take
it as nagging. The education itself should provide students with the opportunities to develop a
righteous view through character education, but..
Hyeyoung: But why do you think it's difficult [for current education to engage in character
education]?
Yura: Teachers are busy covering the course schedules, and when will they be able to do that?
Probably, if I ask students to talk about such issues, either they feel uncomfortable and unusual or
might ask, “Is this on the test?” (h) […] It is rarely covered in English classes. Only if a teacher is
so enthusiastic that he/she prepares those materials for a class, maybe it’s possible. But I don't
think I have seen it so far.
Yura saw that the topics and questions of the critical supplemental material (Appendix A) seemed
related to ‘character education’ (인성교육, Insung Gyoyuk) that the national curriculum has promoted.
According to the national curriculum (Korean MOE, 2009, p.1), the goal of character education is to raise
a person who:
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가.전인적 성장의 기반 위에 개성을 추구하는 사람
나.기초 능력을 토대로 창의적인 능력을 발휘하는 사람
다.폭넓은 교양을 바탕으로 진로를 개척하는 사람
라.우리 문화에 대한 이해의 토대 위에 새로운 가치를 창조하는 사람
마.민주 시민 의식을 기초로 공동체의 발전에 공헌하는 사람
A. pursues individuality on the basis of holistic growth
B. demonstrates creative abilities based on basic abilities
C. pioneers a career based on a wide range of culture
D. creates new values based on understanding own culture
E. contributes to the development of the community based on democratic citizenship
However, J. C. Kim (2012, p.27) concedes that character education has failed in individual schools due to
the competition-based and test-oriented school culture, lack of awareness about the importance of
character education, and lack of systematic materials and instructional models. S. H. Han (2015) adds that
character education has not been systematically implemented because:
●
●
●

Character education has been understood not for all students, but rather as an education designed
to prevent problematic students from causing problems.
There is a tendency to treat character education as a matter of moral education rather than as a
responsibility of education as a whole.
Character education has not escaped from knowledge transmission, and the teaching methods do
not reflect the needs or interests of students, nor the different stages of development.
(S. H. Han, 2015, emphasis added)

In the K-12 national curriculum in Korea, Moral Education (도덕) (and Ethics-related Subjects (윤리) in
high schools)49 are the subjects or courses which explicitly and officially deal with character education.
Moral Education in Korea is a conscious and intentional effort to help students enhance empathy and
understanding others so that students can cultivate moral judgment ability (Korean MOE, 2015b).
However, many scholars and teachers have criticized the current curriculum of Moral Education as not
exerting much influence on students’ moral maturity because the contents of its textbooks are based on
theories that are irrelevant or inapplicable to real-life issues (W. J. Lee, 2004). Also, Moral Education can
dismiss critical thinking when it prioritizes instrumental and fragmentary knowledge (according to Y. R.
Moon, 1992; C. W. Jeong, 2010) and provides little opportunity for engaging in actual value judgment (T.
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Korean MOE have heavily emphasized on Moral Education and Ethics in their national curriculum. Moral
Education is a single and compulsory subject, taught for normally 2 hours per week, throughout all K-12 schools.
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J. Jung, 2006). I think critiques about Moral Education in Korea have much resonance with critical
literacy in that those discussions value human dignity, democratic classrooms for critical thinking, and
students’ engagement based on real-life problems. To solve the problems underlying Moral Education, M.
S. Lee (2004) proposes ‘human rights education’ as an alternative form of current Moral Education. This
would recognize unconditional respect for the human dignity of self and others to achieve a truly
democratic society with moral maturity. In addition, Y. R. Moon (1992), among many others, suggests
that having well-made textbooks, teachers with a belief in social morality, and effective teaching models
are indispensable to sustain Moral Education.
Yura also suggested that these days students are more vocal and knowledgeable about social issues
because they have been exposed to various information through online platforms. Since school education
avoids social problems and issues, students have little chance to improve their critical thinking to filter
skewed information or to consider different perspectives. Yura mentioned that students may easily ‘hear
what they want to hear and see what they want to see’ without proper guidance from education.
It reminds us of Canagarajah’s claim that depoliticizing education with “a detached, objective,
value-free orientation to knowledge” led to “idyllic innocence” in education (Canagarajah, 2005, p. 944).
Under this neutral education myth, students are deprived of educational opportunities to enhance critical
minds and balanced views about social problems and transform their realities based on shared
understanding and empathy. Given that critical literacy aims to cultivate democratic citizens with critical
minds and empathy who transform their lives and the world (e.g., Crookes, 2013; Janks, 2010, 2013;
Michell, 2006; Shor, 1992; Wallace, 2010), Yura’s connection between critical literacy practices with
character education in Korea seems valid. However, the difference seems to lie in dialogic interactions:
i.e., character education or moral education tends to have one right moral answer that students should
learn from, while critical literacy aims to enhance critical consciousness and action through critical
examinations and interactions.
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5.3 Teachers’ Fears About Critical Literacy
While both Sunmi and Yura acknowledged the importance of teaching critical literacy in their high
school EFL classrooms, several factors made them feel concerned with applying critical literacy in their
classrooms. There were overlapping concerns by Sunmi and Yura: 1) teachers’ lacking knowledge about
social issues and unpredictability of the class, 2) safe versus sensitive critical topics, 3) demotivation of
lower-level students, 4) tendency of blaming others, and 5) students’ lack of engagement. Given critical
literacy cannot occur without teachers’ “buy-in” (Neumann, 2013, p.129), understanding teachers’
negative emotions is fundamental to promote critical literacy among teachers.
5.3.1 Fear of Unpredictability
Both teachers were worried about their lacking knowledge on social issues. Unlike the regular EFL
classes which are often predictable because teachers deliver the predetermined knowledge onto the
students, critical literacy classrooms may be unpredictable because multiple perspectives and experiences
bring in. Unlike teaching only conventional literacy, teachers may not be able to predict how the
classroom interaction will unfold when they practice critical literacy. Of course, it does not mean teachers
do not appreciate the unpredictability of student responses. Successful teachers often encounter and take
up students’ input and make something out of it instead of disregarding students’ ideas in the attempt to
follow their set lesson plans. But, according to Yura, this is only possible when teachers are fully aware of
what they teach. Sunmi concurs that when she has only limited knowledge about controversial issues, she
cannot judge whether it is right or wrong.
Sunmi: 저도 모르는 내용이란게 좀 어려워요. 동성애, 낙태금지법 같이[…] 제가 동성애가
옳다 그르다 논할 수 있을까요?
I don't even know the content. For example, homosexuality, the abortion law […] can I say
homosexuality is right or wrong?
Yura: 아마 나도 잘 모르는 내용도 있을텐데. 내가 주제는 던져놓고 답도 모르면 수업을 잘
이끌수 있을까? 그런 생각이 들어.
Maybe I may not know the contents well. What if I throw out a topic but cannot answer properly or
lead the class?
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For these concerns, many critical scholars continuously argue that teachers should “undertake a radical
departure – away from the given spectrum of pedagogical authority” (De Lissovoy, 2010, p. 422).
However, Neumann (2013) warns that, when it does not consider teachers’ affective values, such a claim
can be taken as “an imposition that commands teachers to abrogate what it commonly means to be a
teacher” (p. 140). For Sunmi and Yura, the common script of teachers’ professional identities lies in their
content knowledge and pedagogical-content knowledge50. As Neumann, (2013) states, “teachers continue
to follow, and thus tacitly endorse, the common script not just because of institutional pressures, but also
from an emotional desire to fit into mainstream notions about teachers” (p. 140). When teachers are asked
to be out of the mainstream, this request is likely to be ignored by teachers unless it is done through “a
dialogue that respects their affective values” (Neumann, 2013, p. 140).
In addition, the teachers’ narratives reveal that fear comes from their uncertainty about what is
right or wrong, as seen in Sunmi’s comment, ‘Can I say homosexuality is right or wrong?’, and Yura’s
concern if she can ‘answer properly’. However, a central aim of critical literacy is not to decide what is
right or wrong but to engage teachers and students in a dialectical examination of how power is inscribed
in society sustaining inequitable hegemonic structures. In this sense, critical literacy differs from
character or moral education in that character education tends to have one right moral answer that
students should learn from. Rather, critical literacy examines an issue from different angles to expose and
undo taken-for-granted conceptions of truth that privilege the oppressor, so that people can be empowered
to recognize, challenge, and transform unjust realities.
5.3.2 Fear of Sensitive Topics: It’s ok for a topic to be critical but not too close to students’ lives.
Sunmi thought certain critical topics (e.g., racism, sexism) better suited her class than others (e.g., a
biased beauty standard, a stigma against a divorced family or a single mom) that may be directly
connected to students’ lives.

50

This is representing and formulating the subject to make it comprehensible to others (Shulman, 1987)
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Sunmi: 만약 이혼가정에 대한 이야기가 나왔을때, 예를들어, 이혼가정의 자녀가 있는데
싱글맘에 대해 한다거나, 미의 기준 같은 것에 대해 말할때 자기 스스로 생각하는 외모
그런것때문에 마음에 상처도 입을수 있고[…] 외모에 컴플렉스있는 학생이 있다거나 하면
그 수업시간이 얼마나 불편하고 고통이겠어요. 어떤 학생들은 자기를 타겟으로 얘기하는것
같을수도 있고.
If a story about a divorced family comes out, for example, if we have a student from a divorced
family and we talk about a single mother issue, or talking about beauty standards when some
students are sensitive about their perceived appearances, then it can hurt the students’ feelings […]
how painful and uncomfortable it must be for those students. Some students may feel the topic
targets themselves.

Sunmi said racism and sexism could be tackled more easily because those issues might not seem to
directly affect her students’ daily lives. With those topics, Sunmi felt her students would distance
themselves so as to examine such issues in a more objective way. On the other hand, social issues that
touch her students’ personal complexes and problems (e.g., divorced family, teenagers’ sensitivities about
their appearance) can make the whole class time to be torturous for some students. Yura agreed with
Sunmi’s perspective:
Yura: 학생들의 삶과 너무 깊게 연관된 민감한 이슈나 논란을 불러일으킬만한 내용들은
가르치는 사람이나 학생 모두를 불편하게 만드니까[…]학생들이 부정적 감정이 생기면
수업도 제대로 되지 않을거고.
If the sensitive and controversial issues are too deeply related to students’ lives, it will make both
teachers and students uncomfortable […] the students’ negative emotions can also hinder their
learning.

However, we should also consider that teachers always face substantial pressures in the classroom that
affect their job security (Olson & Craig, 2005). Yura’s concern is related to what is accepted as normal
and safe from the parents’ perspectives and it suggests “the perceived distance made the topic safe”
(Bender-Slack, 2015, p. 192).
Yura: 미국의 인종차별이나 아프리카 빈곤문제같은건 상관없지. 근데 만약
동성애차별금지법 같이 민감한 사안을 다루면, 바로 학부모 민원들어올걸.
Racism in America or the poverty in Africa is okay. But if you talk about a sensitive issue such as
the anti-discrimination law for homosexuality, you'll get a complaint call from parents right away.
Whether the parents really call or not, teachers may hold back on critical discussion because of a fear of
parent backlash. Simply asking teachers to be out of the mainstream expectations or norms is not ideal
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and will cause fears that their careers may be put at risk. Sunmi and Yura’s concerns suggest that we may
need easier options or gateway topics that can start the development of critical skills without risking
backlash from the students (or their parents). It leads to an important question of when and to what extent
teachers should bring in topics or materials that students do not express interest in or even actively resist.
Rather than controversial topics to start with in Korean high school contexts, I suggest a gradual
development from safe topics to controversial ones. If the issues regarding homosexuality may be seen as
culturally inappropriate or too sensitive in their context, other issues related to identity can be dealt with
by using the narratives of marginalized groups (e.g., gender discrimination in some traditional Korean
families, gender stereotypes in Korea, regional discrimination, the experiences of
immigrants/refugees/NK defectors living in Korea). Critical teachers and materials developers should find
a way not to sacrifice the possible to the ideal.
5.3.3 Fear of Demotivating Underachievers
The fear of demotivating lower-level students seems to be attributed to the common belief that
higher order thinking such as critical thinking is only possible and beneficial for more proficient students.
Yura showed a concern that some students with low English proficiency or low motivation, or usually
both, might not participate well once they knew this activity would not be on a test.
Yura: 이런 활동수업은 영어못하는 학생들한테는 더 자존감이 낮아지게 할 수도있어.
아무리 학생들과 친숙한 주제라고 하더라도 영어로 말하는 자체가 부담인 학생들도
많은데.. [영어를] 좀 잘하는 학생들은 어떤 주제라도 영어자체를 말하는데 흥미가 있지만
그렇지 않은경우 이런 그룹활동의 경우 그냥 듣기만하거나 딴생각만 할 수도 있지.
Such class activities [critical reading and discussion] can lower self-esteem of lower-level
students even more. No matter how familiar a topic is for the students, speaking in English is still
burdensome for many students […] Those who are fairly good at English will be interested in
speaking English on any topic, but if not, in the case of group, those ((lower-level)) students
would just listen or their mind would be somewhere else.

Based on her previous experiences, Yura said that engaging under-achieving students in interactive group
work in English classes is particularly challenging and may further lower the students’ self-esteem. It
must be a valid point that more proficient students can dominate discussions, which demotivates and
hinders participation of lower-level students. However, it is questionable whether engaging lower-level
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students in an interactive and critical dialogue is an issue that might be solved with appropriate
scaffolding, rather than teaching only lower order thinking skills (e.g., memorizing and remembering in
Bloom’s taxonomy) to low-proficient students.
Numerous studies claim that higher order thinking skills are the education goal regardless of
proficiency level, and evidence shows that low-achieving students are capable of engaging in critical
literacy activities if given opportunity and support (Lee & Runyan, 2011; Rozansky & Aagesen, 2010).
Furthermore, higher order thinking skills such as critical thinking are related to learner autonomy given
that autonomy is a capacity “for detachment, critical reflection, decision-making, and independent action”
(Little, 1991, p. 4) and “to think critically is coextensive with the notions of autonomy and selfsufficiency” (Raya et al., 2007, p. 43). As Teimourtash and YazdaniMoghaddam (2017) posit,
The rationale for such focus is that higher order thinking is the key to the development students are
expected to make during/at the end of the educational program, i.e., to feel they are part of the
academic community and take a critical position on issues that they read about which affect their
own real-life contexts, or to be able to take critical positions on issues that impact on them. (p. 4,
emphasis added)
If students have difficulty engaging in an interactive and critical dialogue due to their language
proficiency, we should focus more on how effectively an activity can be scaffolded instead of depriving
students of opportunities for critical engagement through language learning.
5.3.4 Fear of Blaming Others
In many advanced capitalist societies, the dominant view of school as a democratic meritocracy has
been heavily invested in, promising social mobility through education while obscuring its reproduction of
a stratified workforce. With a belief in education as a ladder of social ascendancy, Yura is concerned if
analyzing systematic inequalities in schools and societies may pose a negative impact on students’ world
views and attitudes.
Yura: 소외계층이라고 해서 모두가 실패하는건 아니쟎아 […] 세계를 보는 안목을
키우는것도 중요하지만 세상을 부정적인 눈으로만 바라보는 것도 문제일 것 같아.
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Not all people fail just because they are socially marginalized […] reading the world is important,
but I think reading the world only with a negative eye is also a problem.
Yura notes that she does not want her students to come away with the idea that everything is bad and
there are no ways out. It leads to questions such as “how can critical materials incorporate the sense of
possibility? What key features need to be included so that students both appreciate the problem with
continued oppression but also feel like they can do something about it?” Critical literacy does not argue
that students have no agency or responsibility, but analyzing the power relation and interplay between
personal and social factors can empower students to avoid the sense of incompetence and internalized
defeatism that are prevalent among many students (Byean, 2017). Luykx and Heyman (2013) argue that
teachers’ pedagogical efficacy should not be limited by ignorance or avoidance of the real structural
barriers affecting their students. They claim teachers need to balance structural pessimism and strategic
optimism in the classroom as below:
Our challenge as critical educators is to make our students aware of the oppressive ideologies and
practices that shape our society, without pushing them toward fatalism or cynicism. There is ample
evidence that when teachers engage students in collective analysis and critique of social
inequalities, they foster deeper involvement and higher levels of learning among students from
marginalized groups. However, a pedagogical focus on structural barriers to equity can also
discourage and disempower students, if it is not continually infused with a sense of possibility and
agency. Our aim is to inspire our students toward transformative action, not to convince them that
any attempts to combat social injustice are futile.
(Luykx & Heyman, 2013, p. 361; emphasis added)
Then how can critical materials incorporate the sense of possibility and agency for a true democracy and
the transformation of society? I think strategic optimism is more possible when the ultimate purpose of
education steps away from job training and moves toward critical thinking and action that connect
knowledge to public life, social responsibility, and critical citizenship. As Darder (2012) claims, “a
critical pedagogy cannot be realized as merely a classroom-centered pedagogy. Instead, it must reach
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beyond the boundaries of the classroom, into communities, workplaces, and public arenas where people
congregate, reflect, and negotiate daily survival” (p. 158). With a public project, teachers and students can
imagine creating alternative realities, be open to disagreement, and advance an emancipatory vision for
the eradication of social injustice. Critical analysis of text about social issues can provide students with a
critical lens to understand how our society works and transform societal conditions, which must be a
fundamental element of democratic education. To do so, classrooms should be places “where
commitment to justice and fairness is encouraged, where respecting different perspectives on sciences and
arts is stimulated, where disagreement is not punished, where caring for the other and a desire to know is
celebrated, and where a passion for democracy and creating fair and inclusive futures is welcomed”
(Fischman, 2012, p. 214). In this type of classroom, critically informed and engaged citizenry can be
developed for sustaining a true democracy and transforming the human condition, which will, in turn,
promote the sense of possibility and hope in the classroom.
5.3.5 Fear of Students’ Disengagement
Since critical literacy is new to many students as well as teachers, the teacher participants worried
about their students’ lack of participation in critical literacy practices. Yura mentioned what baffled her
most is when students are disengaged, feeling uninterested or irrelevant during interactional activities.
Yura: 차라리 학생들이 반대의견을 내거나 심지어 내가 볼때 틀린 의견을 낸다고 해도, 일단
관심이 있는거고 서로 토론할 부분이 있는거쟎아. 근데 그냥 뭐 나랑 상관없다거나
식상하다고 느껴서 할말이 없다면 교사도 등에 땀나고 좀 민망하고 그렇지..나혼자 떠들며
시간때워야 할 것 같고.
If the students disagree or even make a wrong opinion from my perspective, it’s still good because
that means they are interested and there is something to discuss with each other. But if they feel
irrelevant, feel bored, or have nothing to say, then I might feel sweat on my back and be
embarrassed because I may have to talk alone to fill time.

Yura shared her past experiences of engaging students in a dialogue based on a textbook, which had not
been quite successful. She even experienced bodily conditions (e.g., sweat on the back) when the students
did not want to talk or feel irrelevant to school exams.
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On the other hand, Sunmi felt her students’ limited proficiency in English could be a roadblock to
engage in meaningful conversations.
Sunmi: 아무래도 영어 때문에 막히면 깊게 대화하기도 어렵고..우리반 애들이 착해서, 다들
잘할꺼라 믿지만, 영어를 그렇게 잘하지는 못해서 선생님께 좋은 자료를 못드릴까봐 그게
좀 걱정이죠. (h)
If the students cannot express their ideas in English, it is difficult to communicate in depth..My
homeroom students are nice, so I believe they will participate well, but I’m just worried if there
wouldn’t be any meaningful data [for you] due to my students’ insufficient English.y(h)

I assured Sunmi and Yura that any data from her classroom will be valuable for research even when all
students are silent or did not understand the content at all. My assurance is indeed true that critical literacy
in k-12 school (even more with k-12 EFL contexts) is “almost completely absent from debates on
schooling as they take place in institutions of power” (Weiner, 2007, p. 59) in addition to the fact that
“very few teachers […] are even aware of its existence” (Knight & Pearl, 2000, p. 222). Given that still
the dominant amount of critical literacy classroom research comes from L1, ESL, or tertiary educational
classrooms, more empirical research must be necessary for teachers who work in a large-size public high
school classroom with heterogeneous English proficiency levels.
5.4 Resistance and Accommodation to Translanguaging
Critical researchers may encounter those who have different or opposing views when working with
teachers in the field. What if teachers do not agree with social and political orientations in literacy
education? What if teachers hold perspectives that are at odds with our views? Should critical researchers
impose what we believe is critical, as it is “expert knowledge” (Golombek & Johnson, 2004)? Or should
we accept all perspectives as equally valid because every context is different and teachers are experts in
their contexts? This section describes one occasion in which the teachers had an opposing view against
my perspective and suggests a way that I found useful to enter into a dialogue instead of unilateral
imposition: mapping micro and macro relations of classroom practices in wider society.
Both teachers (Sunmi and Yura) had a contrasting view on translanguaging that ‘translanguaging is
necessary (due to the students’ limited L2 proficiency) but not desirable.’ As a critical literacy researcher,
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I agree with other critical researchers who believe translanguaging is a pedagogically sound and
sociolinguistically relevant practice (e.g., Canagarajah, 2011, 2013). However, as a teacher, I also
understand why Sunmi and Yura want to encourage students to speak only in the L2 as much as possible
in the context of limited L2 input outside the classroom. In this section, I address this dilemma by
broadening discussion of translanguaging in the classroom to macro-level discourse in Korean society,
burrowing into Sunmi and Yura’s belief and feelings around this issue of translanguaging, and the
process of storying/ restorying their narratives51.
Translanguaging is defined as “the ability of multilingual speakers to shuttle between languages,
treating the diverse languages that form their repertoire as an integrated system” (Canagarajah, 2011, p.
401). It has been taken up by many critically-oriented bilingual educators and scholars in the twenty-first
century because translanguaging can help with the proficiency gap, students’ identity, and creative
language learning and use in a more relaxed and constructive classroom environment (Canagarajah, 2013;
Creese and Blackledge, 2010; García & Lin, 2017). Many critically-oriented researchers and scholars
advocate translanguaging in L2 classrooms, allowing students’ L1s. Because translanguaging is a
dynamic process in which bi-/multilingual speakers navigate complex social and cognitive demands
through strategic employment of multiple languages, it has some distinct benefits in multilingual
classrooms (Baker, 2011 cited in García & Lin, 2017, p.119). Translanguaging
●
●
●
●

promotes a deeper and fuller understanding of the subject matter
helps the development of the weaker language
facilitates home-school links and cooperation
helps the integration of fluent speakers with early learners.

Translanguaging pedagogical approaches have established students’ identity positions and kept the
pedagogic task moving by negotiating meanings. Creese and Blackledge (2010) point out that the use of
simultaneous literacies (i.e., translanguaging) to engage students is both for students’ identity
performance and language learning and teaching.

51

See Section 4.5.1 (p. 95) for these analytical tools in narrative inquiry (cf. Connelly & Clandinin, 1990).
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Yura agreed with the aforementioned benefits of translanguaging and she shared that she usually
let the students discuss a topic in Korean and produce a final product in English for performance tests and
presentations. However, Yura made it clear that the hegemonic power of English suggested by critical
researchers seemed less visible or at least different in her classroom. Unlike critical researchers’ concerns
about language hegemony (Canagarajah, 2013; Phillipson, 1992) or learner identity issues (Norton,
1997), Yura regarded such concerns as not historically relevant to the Korean contexts where English is
seen only as a communication tool for getting higher education or exchanging opinions (Kubota, 2013).
Yura: 잉글리쉬존이나 영어마을이 대해서 그런게 (hidden curriculum) 없다고는 할 수 없더라도
정말 미미한것 같은데.. 역사적으로 영국이나 미국에서 식민지배를 받았거나 다민족 문화권
사람들과는 좀 다르지 않을까? 우리가 미국영어를 표준영어로 배우고 있지만 미국영어가
정치적으로나 경제적으로나 많이 사용되기 때문이지 그게 다른 영어보다 우월해서라고는
생각하지 않는데.
[The hidden curriculum from] the ideology behind English zones or English villages may exist but I
feel it seems to be very insignificant. Wouldn’t it be a bit different from those countries with colonial
history by the UK or the US or multi-ethnic nations? We learn American English because it is
politically and economically widely used, not because it’s any more superior to other varieties.
Yura saw colonization as a past thing rather than an ongoing process. While Yura’s perspectives on
English varieties may be different from the linguistic imperialism’s frame that focuses on post-colonial
settings within the Global South (Phillipson, 1992), her view seems still similar to the frame of the
language of modernity and technology in the global knowledge economy (Phillipson, 2010). Yura
questioned the hegemony of ‘inner circle’ English varieties (Kachru, 1992) but accepted the neoliberal
discourse of American English as a desirable symbolic and cultural capital (Bourdieu, 1986). These
resistance-acceptance dynamics in relatively economically developed and neo-liberal contexts are also
found in other studies (see M. Kim, 2018; Kubota, 1998; Samuell & Smith, 2020).
For example, Kubota (1998) suggests the need to examine the socio-cultural impact of teaching
English within economically affluent EFL nations. This impact lacks an adequate body of research
because critics have predominantly focused on the linguistic, cultural, and structural inequalities between
developed and developing countries established during the Age of Imperialism. Kubota finds that
teaching English in Japan creates “both resistance and accommodation to the hegemony of the West with
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a promotion of nationalistic values and learning a Western mode of communication; i.e., English”
(Kubota, 1998, p. 295). That is, Nihonjinron (uniqueness of Japanese) promotes nationalist values by
stressing the uniqueness of Japanese culture against Westernization. On the other hand, the discourse of
Kokusaika (internationalization) promotes English education by internalizing Anglo-Saxon views of the
world, i.e., Whites save the inferior: Learning English is a means for Japanese to identify themselves with
Westerners while perceiving their Asian self and other Asian people as the inferior Other. To raise critical
consciousness against such racially biased views represented in English textbooks and English classes,
Kubota (1998) claims that the English curriculum needs to include varieties of English and literature from
the Outer and Extending Circles in addition to the Inner Circle varieties to help teachers and students
develop respect and appreciation of non-Western languages and cultures, rather than simply emulating the
Inner Circle varieties.
When I discussed the same issue (i.e., translanguaging) with Sunmi, she took an even stronger
position on the English Only approach (although she believed her students would translanguage anyway).
She argued that this critical literacy project would be the only opportunity for students to ‘freely speak
their opinions in English’.
Sunmi: 영어시간인데 영어로 해야죠. 되든 안되든 일단 영어로해보고[…]우리학교에도
프랑스, 러시아, 몽고에서 온 교환학생도 있고[…]외국인 못보고 자라는 세대도 아니고[…]
영어는 그냥 수학, 사회같이 그냥 과목일 뿐 아닐까요? 영어시간에 영어만 쓰라고 한다고
해서 한국어나 한국인의 정체성에 영향을 미칠 것 같지는 않아요.
This is an English class, so they[students] should speak in English. Whether they can or cannot, at
least they should give it a try in English first […] In this school, we even have exchange students
from France, Russia, and Mongolia […] My students are not a generation who grew up without
seeing foreigners […] For them, isn’t English just a subject like math and social studies52? I don't
think promoting English Only in English classrooms will affect the status of the Korean language
or Korean identity.

52

Although there have been some critical movements in teaching subjects like Social Sciences and Math, those
subjects are usually assumed to constitute value-neutral knowledge that is not affected by socio-cultural factors
and is accepted uncritically. Recently, the emphasis has been placed on teaching and learning methods based on
real-life contexts, but school curricula and textbooks are still limited to the means of supporting the learning of
concepts and principles and do not lead to the cultivation of the ability to critically understand, analyze, and
improve the world through school education (C. K. Cho, 2012; Song & Joo, 2017).
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The view on minimizing translanguaging practices in English classes can be attributable to the widelypromoted ‘teaching English in English’ (TEE) policy, neoliberal discourses, lack of English input outside
of classrooms, and the bolstered national pride from economic growth. In detail, the TEE policy was
introduced and has been promoted since 2000 to maximize English input and to better realize the belief
that CLT equals oral work, group work, and student-centered classroom (M. Jo, 2013; J. H. Lee, 2007).
Through various routes, such as TEE certificates, teaching competitions, teacher interest groups, TEE has
been naturalized as a goal of many English classrooms in Korea, which in turn may have led to less
interest in translanguaging practices and research. In addition, both Yura and Sunmi acknowledged there
were only a few opportunities for speaking in English even inside the classroom. Therefore, an EFL
context in which English has no significant role in daily lives with the lack of input outside of the
classroom can demand more English input at least during the class time. Also, Sunmi and Yura’s
perception of English as a desirable global commodity in the transnational or global linguistic market
mirrors the neoliberal discourse. With economic growth and information available online, both teachers
contended that their students tended not to fantasize about the West as superior or ideal. As Samuell and
Smith (2020) posit, the heightened national pride from economic growth may have obscured the possible
hegemonic power of English.
Nevertheless, a careful examination of the two teachers’ narratives suggests that a more subtle and
“micro-level presence of linguistic imperialism” (Samuell & Smith, 2020, p. 57) exists in this testoriented and neoliberal EFL context that are different from traditional colonial approaches, but still a form
of imperialism. Sunmi previously shared that she often used an American accent in her first class or
during the lecture, while switching to a Korean English accent to build rapport and to provide a nonthreatening atmosphere when communicating with her students in English. That is, Sunmi established her
expert and legitimate teacher image by speaking with an American-like accent, reflecting “the linguistic
hierarchy among different forms of English within the larger social structure” (Shin & Lee, 2019, p. 16).
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Sunmi’s building legitimacy by speaking with an American accent and her caring image with
“appropriation and full-on localization” of English seem to present centripetal and centrifugal forces53
that produce sometimes “co-present and sometimes contradictory discourse in and about English”
(Higgins, 2009, p. 13). The co-existence of these two polar extremes is common in Korea as in M. Kim’s
(2017) study. M. Kim presents and analyzes subway advertisements fraught with the frenzy for ‘native’
English and extracts of casual conversation of international youths in Hongdae where many university
students gather. Unlike subway advertisements that reflect native speakerism, Korean young people
created hybrid meanings of Korean Englishes to show their identity while speaking in English. For
example, a Korean man introduced his English name as DT which are initials for the English translation
of his Korean name − Dragon (용, Yong) Tiger (범, Beom)− that does not make sense if interpreted
word-by-word in either language. Blackledge and Creese (2010, p. 109) call this phenomenon as flexible
bilingualism “without clear boundaries, which places the speaker at the heart of the interaction”. By
examining translanguaging among bilinguals in complementary schools, Creese and Blackledge (2010)
find that:
both languages are needed simultaneously to convey the information, [. . .] each language is
used to convey a different informational message, but it is in the bilingualism of the text that
the full message is conveyed. (Creese & Blackledge, 2010, p. 108)
Given that names reflect people’s own identity and their backgrounds (T. Y. Kim, 2007), M. Kim argues
that such linguistic hybridity reflects a translingual’s envoicing strategy54 of “a proud nomenclature of his
own identity” (M. Kim, 2017, p. 149). M. Kim suggests translanguaging approach research in Expanding
Circles needs to expand its scope beyond English classrooms to the sociolinguistic landscape, examining

53

Centripetal (the force to make English unitary under a certain linguistic norm or variety) and centrifugal forces
(the forces to pluralize the forms and meanings of Englishes with creativity) are the Bakhtinian concept that was
originally introduced to analyze novels as multivocal spaces (Bakhtin, 1981). Translanguaging (Canagarajah, 2013)
can be an example of centrifugal force.
54
Canagarajah (2013, p.79) defines envoicing strategy as what translinguals deploy to embed their voice and
identity in the negotiation of meaning.
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how the ideology of English discursively reproduced and (re)constituted the converging and diverging
forces of Englishes in wider society.
Back to the questions in the beginning of this section—I find mapping macro and micro relations of
classroom practices is helpful to enter into a dialogue when my view as a critical researcher conflicts or
contradicts with teachers’ beliefs and experiences. By openly discussing converging and diverging forces
of English, I could better understand the context and the teacher participants could reflect on their microlevel teaching practices in relation to the macro-level discourses. This collaborative dialogic process of
exploring classroom practices in relation to the wider social structure was fruitful, while not challenging
the teachers’ emotions, to expand the critical perspectives and understandings for both parties (i.e., a
researcher and the teacher participants). As Neuman (2013) claims, teachers’ dispositions towards critical
teaching can be only enhanced by “a dialogue with teachers that respects their affective values” rather
than “an imposition that commands teachers to abrogate” their beliefs and practices (p. 140). It is because
“teachers will not and cannot be merely told what to do…[they] must be involved in debate, deliberation,
and decision about what and how to teach” (Schwab, 1983, p. 245).
5.5 Conclusion
The teachers’ narratives in Chapter 5 showed that identifying their emotional discomfort was a first
step for the teachers to recognize cognitive dissonance between their beliefs and their teaching practices.
By reflecting on what aspects of critical literacy intrigued the teacher participants, Sunmi and Yura
identified their frustration by being an ‘accomplice’ to repeat authoritative teaching practices that
demotivated and disempowered Sunmi when she was a student and, for Yura, by making students like
‘parrots’ who speak and act without critical awareness. Sunmi identified the value of critical literacy in
helping her fulfill her ideal teacher image of ‘a friend-like teacher’ while Yura perceived its instrumental
value to help her students become competent language learners with critical minds who cope better in a
globalized world. Sunmi and Yura also shared the five types of fears or secret stories that are shared only
with other teachers in a safe space (Clandinin & Connelly, 1995). Resulting from the teachers’ anxiety
about their own competence, fear of losing authority, and protective vulnerability (Song, 2016), these five
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fears can become powerful factors to limit pedagogical practices based on critical literacy, although these
emotions are rarely “visible to people outside their classrooms” (Craig, 2000, p. 16). As Benesch (2012)
and Zembylas (2005) argue among others, when these fears or secret stories are made known, teachers
can find a moment for transformation. Through narrative inquiry and dialogues that respect teachers’
affective values (Neumann, 2013), the next chapter explores how the teachers felt and coped with
challenges as veteran teachers when they actually used the critical materials in their regular EFL
classrooms as a substitute of the speaking sections which were usually skipped or minimally addressed.
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CHAPTER 6
WHILE USING CRITICAL MATERIALS
6.1 Introduction
A volume of literature concerning critical EFL classrooms has been established in various countries
and contexts, but there is still a paucity of critical classroom studies done in EFL secondary schools.
There is much to be explored in this area and it is timely given that English is now a mandatory subject in
most mainstream secondary school education in the modern world. By examining teacher interviews,
school documents, classroom data (e.g., interaction between teacher and students and students’ small
group discussions) in two Korean high schools, this chapter responds to calls for classroom-based
research with practical examples of implementing critical literacy in the existing curriculum in this
context. Sunmi’s English class had 28 students (18 males, 10 females) and Yura’s English class had 31
students (15 males, 16 females). Sunmi and Yura have 10 years and 13 years of teaching experience
respectively.
This chapter explores the teachers’ emerging emotions and the teaching strategies the teachers use
when they practice critical literacy. To this aim, I analyze 1) teacher interviews while using critical
materials, 2) the classroom interactions, and 3) students’ surveys. The findings show the teachers
experienced various emotions such as joy, pride, enthusiasm, fun, shock, and discomfort. The teachers ─
as experienced EFL teachers ─ consciously and subconsciously employed different teaching strategies.
The teaching strategies both Sunmi and Yura found effective will illuminate how the teachers perceived
their concrete reality and respond to it as a curriculum-maker (Clandinin & Connelly, 1992) and a
curriculum enactor (Le Fevre, Timperley & Fiona, 2015). I believe the two teachers’ experiences,
reflection, and strategies from critical literacy practices provide room for implications and further
discussion for effective implementation of critical literacy in a test-oriented high school education system.
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6.2 Sunmi’s Classroom Practices and Reflection
6.2.1 Joy and Satisfaction: ‘I’m Not Looking at the Wall but Looking at My Students’
“Teachers can obtain happiness—the final goal of all humans, according to Aristotle—by
experiencing satisfaction and self-realization while teaching” (Shim, 2007, p. 516). When teachers find
their teaching practices in line with their philosophy of teaching, it enhances teacher agency, self-efficacy,
and emotional well-being (Crookes, 2015; De Costa et al., 2018). During the pre-interviews (Chapter 5),
Sunmi described her ideal teacher image as ‘a teacher who communicates with students and caters to
students’ interests,’ influenced by her experience as a student in the ESL programs in the US (with
positive emotions) and the teacher education courses in the university (with CLT-based teaching
approaches). After having critical literacy practices with her students, Sunmi seemed excited because she
had an opportunity to fulfill her philosophy of teaching that is learning through ‘meaningful interaction’:
생각보다 학생들도 좋아하고 오랜만에 뭔가 살아있는 듯한 수업이었던 것 같아요. 제가
원래도 애들이랑 영어로 이야기하는 수업을 좋아했는데 저 혼자 떠드는 수업이 아니어서
좋았고, 애들도 모처럼 자기 생각을 이야기하게 하니 자는애들도 없었던 것 같아요.
The students liked it more than I expected and the class felt so lively. I always liked a class where I
don’t talk alone. The students could share their thoughts so I don't think there were anyone who fell
asleep this time.
As Sunmi shared previously, her teaching philosophy was ‘소통하는 교육 (interactive education)’ rather
than ‘벽보고 하는 수업55 (education by looking at the wall)’. She felt critical literacy gave her resources
to communicate with her students in a meaningful way.
교과서를 가르치다 보면 아무래도 저 혼자 떠뜰게 되죠. 근데 이 수업은 제가 답을 가지고
있는 것도 아니쟎아요 […] 이수업은 그냥 그 과정 자체를 즐기면 되는 수업이니까.
When I teach the textbook, I am speaking alone. However, I don’t even have an answer in this class
[…] because this class ((critical literacy)) is for enjoying the process itself.
Sunmi liked the feeling that she communicated with students rather than teaching as a transmitter of
knowledge. It aligns with her philosophy of teaching that facilitates meaningful communication with
students in English. Of course, banal topics like hobbies and food can be used to support or generate an

55

The wall, here, means a blackboard. It describes how a teacher delivers the set knowledge without interaction
with students, a typical scene in banking education (Freire, 1970a).
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interactive classroom, one which includes both negotiations and persuasion depending on the way the
topics are presented or the concept of discussion is scaffolded. However, under the circumstances where
teachers teach to a test which is limited in scope to what is in the textbook and depends on memorization,
Sunmi had difficulty in facilitating meaningful interaction among students with some typical topics in
their textbooks that had little relevance to their students (e.g., Boxing Day in the UK as mentioned in
Section 5.2.1). The topics in critical materials had more resonance with their students by evoking certain
emotions and bringing their life experiences into classrooms. When students’ voices and experiences were
valued in learning, they could actively engage in dialogue.
Analyzing the classroom data, the students indeed seemed to actively participate in group
discussions, given that the data are full of examples of laughter, clarifying meanings, asking questions,
and various response tokens (including the news receipt ‘oh’, newsmakers such as ‘really?’, and
continuers and acknowledgment tokens such as ‘yes, true’). Extract 6.1 is one example from the first
critical literacy class that shows when S1 (a discussion leader) initiated the discussion only to find S2
observed no racism in Korea and overseas. S3 tried to keep the conversation going by mentioning an
article about racism in England against one Korean woman.
Extract 6.1. Positive thinking and tolerance
01
02
03
04
05
06
07
08
09
10
11
12
13
14
15
16
17
18

S1:
S2:
S1:
S2:
S1:
S3:

S4
S1
S3
S1
S3
S1:
S1:

have you(.) ever seen any racism in Korea?
I haven’t seen it.
really? (2.0) um(.) how about abroad?
no, not really.
ah really? (0.7)
I saw the article, um..one Korea woman she..there are
there is a Korean woman who..who go to England
she exchange stu..exchanging student for university and studying
um..she work, England England 도시((city))?
시내 ((downtown)).
downtown?
downtown..so um..white guy 10 <un> xxx </un>
무리들((crowd)) (h) from (h)
10 people?
yes! they put..put her trash=
=huh↑ ((surprised))
yes and 조롱? ((mockery))
make fun of?
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19
20
21
22
23

S3:
S1:
S3:

24
25
26
27
28
29
30
31
32

S3:

S1:

S1:
S3:

S1:

make fun of, make fun of her like ukiki [like a monkey
[huh↑ ((surprised))
so she, uh...she reaction she react that
상황이 뭐였지? ((what is an English word for situation?))
situation.
아맞아 ((ah right)), the situation.
so they suddenly they 때리다((hit)) attack↑ her, um..crown.
crown? (h)
무리로 ((as a crowd)), for crown.
so I saw the article, I very shocked.
and I think anywhere racism is happen, so in Korea↑ or in Europe
so I um..human have 올바른? ((righteous)) positive think and
포용력? 포용력? ((tolerance)) 가져야 한다고 생각해요 ((we should have)) (h)
yes true.

Although it was their first time using critical materials in Sunmi’s class, the students showed competence
and willingness for discussing in English while translanguaging as necessary (lines 9, 10, 17, 19, 22, 24)
to effectively compensate for a proficiency gap; building a congenial/safe/ relaxed atmosphere (e.g.,
laughter in line 13; asking for help in line 12; various listener’s response tokens such as a brief request for
clarification in line 14 and agreement of what the speaker said in line 32). These traits would be essential
conditions for effective critical dialogue in which students develop shared meaning-making, consider
others’ perspectives, and work across differences (Mitra & Serriere, 2012). Given the students had little or
no previous experience of using critical materials in EFL classrooms, it is also meaningful to expose
students to this type of communicative activities in a safe environment.
6.2.2 Doubt and Dissatisfaction: ‘I Feel Something Missing’
While Sunmi enjoyed interactions with her students and among the students in small groups, Sunmi
felt ‘excited but something missing’ because it was encouraging to see students’ active interaction trying
to speak in English but it was doubtful whether her students engaged in ‘real discussion’ as opposed to
only scratching the surface of the topic. Sunmi attributed this tendency to her students’ previous
experience of discussion only on neural topics such as personal interests, hobbies, favorite places, or food,
which asks little negotiations or persuasion. During critical literacy practices, Sunmi observed that many
students tended to only list their opinions without elaborating and negotiating ideas.
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애들이 우리나라에는 인종차별이 없다거나 드물다고 해서 조용한 경우가 좀 많았어요[…]
전 우리 학교 특성도 있고해서 그런 이야기 (racism in Korea)가 많이 나올거라고 생각했는데
제 예상과는 달리 대부분 학생들이 좀 학생들이 삶과 잘 연관시키지 못하는 느낌이 […] 근데
그게 뭐 학생들의 문제라기 보다는 인식할 기회도 없고 이런 이야기를 나눠본 경험도 없기
때문이란 생각이 들어요. 우리삶과 연관이 안되니까 그냥 ‘인종차별은 나쁘다’같은
도덕책에 나오는 당위성 멘트같은 뻔한 결론으로 끝나는 것 같아요.
There were quite a few cases that students were quiet because the students said that there was no
or rare racism in Korea […] I thought students would be aware of such stories ((i.e., racism in
Korea)) considering my school’s characteristics, but contrary to my expectations, I felt students
could not relate the topic to their lives […] However I think lack of engagement with the topic is
not the students’ fault, but because we haven’t had an opportunity to recognize it or talk about such
stories in class. When an issue is not related to our lives, it seems to end with an obvious
conclusion such as a justification statement in a moral textbook such as ‘Racism is bad’.

This seems a tie-in to the earlier concerns about character education embedded in Moral Education in
Korea (see Section 5.2.2) in which a type of one-right-moral-answer is the norm without critical
engagement that hinders students’ moral maturity. As Sunmi pointed out, ‘an obvious conclusion such as
a justification statement in a moral textbook’ may not help students further explore a topic for problemsolving. Extract 6.2 exemplifies Sunmi’s concern that the conversation ends with a simple yes/no with
little emotional engagement.
Extract 6.2. Reverse thinking
01
S21
how about Jiwoo?
02
S22
I don’t think it is a racism, because like someone says I prefer Asian guys,
03
it is their personal taste. doesn’t really relate to, it should really relate to racism.
04
S21
oh ok. any question?
05 → S23
uhm, so think against against, thinking against uh,
06 →
the topic is I don’t like Asian guys, I prefer white guys, you think change?
07
S22
uh..it’s kind of personal taste so it doesn’t really matter.
08
S24
I agree.
09 → S23
do you agree?
10
S22
Sunny ((an English nickname for Sunmi)) come come here.
11
아 근데(.) 좋아할수도 있죠 ((Ah by the way(.) one can like it))
12
가능성이((the possibility))
13
Sunmi English English
14
S22
(h)
15
Sunmi so you think just taste? personal taste?
16
S22
yes personal taste.
17
like(.) liking I mean preferring Asian guys only than other race is
18
just personal taste, so I don’t(.) it is racism.
19 → S23
ok.
20
S21
how about Solbi?
21
S24
I don’t think it is racist. I think racism is not,
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22
23
24
25

S21

racism is something that collectively ((inaudible)) is something that to be hurt
but this question is for what individual word say about this.
ah, ok. I agree with you.
The next question is:::

Of course, it will be unfair to say the students’ simple moral statements in English reflect their complex
ideas and experiences. Given that schools have often spent less time fostering democratic civic
engagement (Fichett & Heafner, 2010) and more time on basic reading skills of comprehension for tests
(Byean, 2015; Shin & Lee, 2019), only a couple of short lessons using critical materials cannot be enough
for students to engage fully into critical dialogue. Nevertheless, as Sunmi concerned, it was observed that
the students shared their opinions and simply moved to the next speaker without further engagement
(along with the discussion leader’s (S21) appointment in lines 04, 20, and 25).
There was one moment that one student (S23) tried to critically read a text from different angles.
S23 tried to negotiate the meaning by examining the statement from a different angle (lines 05–06),
although his trial was not taken up and discussed by other group members in Extract 6.2. S23 changed the
word order to ask if it could provoke offense when reading ‘I don’t like Asian guys, I prefer white guys.’
It was a critical move to read the text emotionally and critically by putting them in the shoes of others.
Instead of negotiating meanings with S23, however, the other students took this chance for presenting
their opinions, as in many speaking activities in the textbook which share personal hobbies, interests,
ideas. This interaction raises the need for explicit guidance to teach possible ways to engage in critical
and dialectical examination of how power is inscribed in texts as well as to equip students with the
rhetoric of empowerment that connects the issues to their lives to “recognize, challenge, and transform
injustice and inequitable social structures” (Zembylas, 2013, p. 178). Later, Sunmi’s close observation
and attention to students’ voices led her to improvise and employ different teaching strategies, which will
be discussed in Section 6.5.
6.2.3 Shock and Guilty: ‘I Didn’t Know This Even if I’m Her Homeroom Teacher’
This section shows how Sunmi’s view about racism among her students changed over the course of
time. Sunmi thought racism was less relevant to her homeroom students because the students have
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frequent contact with their peers who have relatively diverse backgrounds, along with exposure to the
media including multicultural and international content. Sunmi felt her students were more open-minded
and tolerant towards racial and ethnic diversity compared to older generations like teachers. Sunmi
mentioned, rather than students, the teachers were the ones who felt uncomfortable about diversity among
students’ demographics, although the uncomfortable feeling was not rooted in racism.
Sunmi: 저희 학교에도 다문화가정 학생도 있고 교환학생도 있어서…제가 모르는
인종차별이 있을수도 있겠지만 솔직히 사회에서는 모를까 학교내에서는 그런일이 별로
없을 것 같아요. 우리부터…우리 어른세대들은 오히려 배척을 하는거죠.
Hyeyoung: 선생님들이 배척을해요?
Sunmi: 선생님들이 배척하는건 아니지만..음..어떻게 말해야하냐면..아이들은 변화에 대해서
대게 수용적이예요. 얘네들한테는 그렇게 큰 변화는 아니라는거죠. 우리세대들한테는,
선생님들에게는 너무나 큰 변화인거죠. 큰 변화인거고 의식을해야만하고, 차별하는건
아니지만 그걸 틀이라고 생각한다면[…]그 틀에서 벗어난 환경이니까 아무래도 신경쓰이고
긴장이 되겠죠.
Sunmi: There are also students from multicultural families and exchange students at our school.
There may be racism that I don’t notice, but honestly, I don't think it may happen in society but not
really in school. Rather it is us, older generations, who are avoiding them ((students from
multicultural families or international students)).
Hyeyoung: Are the teachers avoiding them?
Sunmi: It is not that the teachers are really avoiding, but well.. how to say..students are generally
receptive to change. It's not a big change for them. It's a big change for our generation, teachers.
It's a big change for teachers and they have to be conscious about the change ((having students
with different racial/ ethnic/ cultural backgrounds)) even though it’s far from discrimination if you
think of it as a frame […] it's an environment that's out of the frame, so they'll be conscious and
nervous.
Sunmi suggested that her students were used to racial and ethnic diversity because of many
immigrant workers from East Asia and multicultural families in the school district. However, Sunmi’s
emotions drastically changed when I shared one student’s secret story from the group discussion. Below
is the extract from Group 5 during the fourth class about the nationality and ethnicity talk (Zhu Hua & Li
Wei, 2016). The students shared their personal stories regarding banal racism56. In Extract 6.3, S17
elaborated her observation of racist comments in the elementary school and her emotional reaction against
it. It was taken up by S18 who revealed her secret story about her Chinese mom.

56

Banal racism is “a kind of racism which is routinized and inconspicuous […] the discourse that either explicitly
or implicitly evokes or orients to one’s national or ethnic membership.” (Zhu Hua & Li Wei, 2016, p. 450).
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Extract 6.3. I hid my mom is from China.
01
02
03
04
05
06
07
08
09
10
(5.2)
11
12
13
14

S17:

S18:

S17:
S18:

S17:
S19:
S17:

my friend in elementary school, he has Malaysian mom
and a bad classmates said 쟤 말레이시아 사람인데요? ((he is a Malaysian))
and I think it’s very very bad, I was very upset.
for me, my classmates said there is no racism in Korea in English class,
in our English time, last time. I disagree.
my mom is from China and I don’t say this in front of people.
really? I didn’t know.
I think there is exclude↑ in Korea.
when people say xx ((a derogatory term for Chinese people)),
my heart is ache and I hid my mom is from China.
what about you, Jaehyun?
I think we must not say bad words not thinking about it,
it is exclude, excluding↑ not thinking about it.
yes I agree.

This extract shows how the students emotionally engaged in another student’s marginalization and
the moment of critical consciousness. S18 started her talk by redirecting to what many students said in
their first critical literacy class on racism and dating that they have not seen racism in Korea (line 04).
When S18 shared her own story of being emotionally hurt when she heard a derogatory term for Chinese,
there was silence among students for 5.2 seconds which resembles an emotion-oriented silence that
evokes responses such as engagement and reflection (Visser, et al., 2019). This relatively long pause
could be claimed as emotionally-laden when S19 returned to S18’s story instead of sharing his own
experience and commented that using such a derogatory term was thoughtless (line 12-13). S19’s
comment was agreed by S17. Although it was a brief moment, S18’s courage to share her feeling and
experience regarding banal racism in Korea seemed to evoke resonance and critical consciousness57
among group members.
Moreover, although S18 was silent in the first lesson of critical literacy (line 04-05), S18 now
shared her long-kept secret. Extract 6.3 does not tell what made S18 ‘pull up her courage’ (in Sunmi’s
term from the interview) but it reminds us of the ‘seed’ metaphor in Crookes (2013):

57

According to Freire (1970a), critical consciousness is the identification of social injustice through the dialogical
process, which eventually leads to transformative action (see details in Section 2.3.3).
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All teachers know that the day their course concludes is not the end of the course’s effects on
students. Seeds are sown that may not in fact grow for years, combining with a multitude of other
effects, the development of the student, and the eventual arriving of fruitful conditions. A critical
pedagogy class may clearly raise awareness of an issue, and that may not ripen into action until
much later, and/or until conditions are favorable or the issue becomes a crisis.
(Crookes, 2013, p. 72)
Although S18 was silent in the first class of critical literacy, she may have realized the sustained
inequality and injustice by analyzing or discussing texts regarding racism and other critical topics
throughout the semester. As Freire (1970a) claims, when people decode their social conditions, people
can develop a sense of agency, and ultimately take action against oppression.
When I shared this group’s interaction with Sunmi, she became emotional remembering what
happened at a parent’s conference at the beginning of the semester. S18’s mom asked Sunmi to pretend
not knowing that she was from China because her daughter did not like it. Sunmi took it as a teenager’s
tendency to be the same as their peers. Reflecting on her previous experience, she realized her student’s
oppression with a growing sensitivity.
Sunmi: 아..진짜? 눈물날꺼 같아. 제가 원래 잘 울어요(h) […] 학기초에 학부모상담때
뵈었는데 딸이 싫어한다고 ((자기가 중국사람인것)) 내색하지 말아달래셨거든요. 약간의
중국말투가 있었지만 한국말도 잘하세요. 이 학교에 있다보면 종종 그런학생들 만나요. […]
그래도 이런걸 친구들과 쉐어한다는게 좋은 변화같아요. 진짜 이런 얘기는 담임인 저도
몰랐네요. 예전에 우리반 남자애들이 중국집 가자고 할 때 그런말 쓰는거 본 것
같은데..나쁜의도는 없다고 생각하지만 저런말 자체에 의식이 부족한거죠. 그럴때 얼마나
속상했을지 생각하니까..
Ah..really? I feel like I’m about to cry. I cry easily (h) […] At the beginning of the semester, I met
her mom at a parent conference, and her mom told me to pretend not knowing that ((she is from
China)) because S18 doesn’t like it. Her Korean was fairly good despite a little Chinese accent.
While working in this school, I have sometimes met such students. […] But it seems a good sign
that she [S18] shared it with her friends. Though I am her homeroom teacher, I didn't know about
this. I saw some boys used such a word before ((a derogatory term for Chinese people)) to indicate
a Chinese restaurant, without thinking. I don’t think there were bad intentions, but lacking
awareness. Just thinking about how S18 felt when she heard such a word..
Sunmi had occasionally encountered parents’ or students’ hiding their identities but did not take it
as social oppression or a problem. When she realized the reasons behind concealing certain identities, it
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came as a shock accompanied by intense feelings of sadness and guilt. Such intense emotional
engagement is often found when people develop critical consciousness (Rudyanto & Widayanti, 2018;
Leal, 2018). Sunmi’s case seems to show that mere exposure to diversity without critical consciousness
does not guarantee tolerance and justice and people can enhance more sensitivity towards social injustice
by emotionally engaging in other people’s stories.
6.3. Yura’s Classroom Practices and Reflection
6.3.1 Pride and Happiness: ‘I Felt Good and Proud as a Teacher’
Yura expressed her satisfaction because critical literacy practices provided an opportunity for
students to use the target expression to express their own ideas. Yura thought it was challenging and fun
for her students.
Yura: 학생들이 그렇게 열심히하니까 솔직히 교사로서 기분좋고 뿌듯했지. 교과서에 있는
롤플레이 둘이 읽히게 하는 거랑 차원이 다른 것 같아 […] 이건 생각을 하게하고, 우리가
다룰 표현을 이용해서 생생하게 자기들의 말로 표현하니까 학생들도 좀 챌린징하게
느끼면서도 재미도 있고.
Honestly, I felt good and proud as a teacher to see my students worked so hard and engaged. I
think it's different from having them read the roleplays from the textbook […] This class makes
them think and express their ideas vividly using the expressions that we cover, so students feel more
challenged while having fun.
For example, Extract 6.4 shows the students’ active participation that made Yura feel encouraged. For this
lesson, the selected expression from the speaking section was “I’m not happy about it” (B. M. Lee et al.,
2017, p. 153). To use this expression, Yura and I decided to expand the topic to English fever in Korea
and ask what the students were not happy about English education and how they would like to change.
Following our discussion on giving students preparing time before speaking, Yura gave her students five
minutes to organize their thoughts using notes. The students in Extract 6.4 discussed the pros and cons of
English education and possible solutions.
Extract 6.4. Pros and cons in Korean EFL education
01
02
03
04
05

S21:
S22:

S21:

what are pros and cons about Korean English education? what do you think?
the advantage of English education in our country is reading ability is good
and the disadvantage is lack of conversation
I think the solution to this problem is to get many foreign teachers in the school.
ah foreign teachers?
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06
07
08
09
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
25
26
27
28
29
30
31
32
33
34
35
36

S22:
S21:
S23:

S21:
S24:

S21:
S24:

S21:

Ss:
S21:
S24:

yes.
ok.
how about you?
I think first we can learn not only the language of our country,
but also other languages too. But cons, our English education is memorization.
I hope that my thinking will be changed to education that we can have fun with
not study-study.
oh, ok. how about you?
advantage is the only opportunity that can have abroad or study abroad
and the overseas work.
disadvantage is while speaking English education is useless on country
that doesn’t use English though we use English.
the solution about English education, the solution about English education need
to(.) need to teach speaking.
speaking? like now?
yes. I like this. we must talk in English
despite of my English is bad.
how about you?
um..the advantage of English in our country is that we can learn English
grammar. In the contrary, contrast, when I met native English teachers,
the actually the difficulties is use by real English speaking countries.
we did not learn practical English,
also English education in Korea reduced confidence in our in English.
there is a strong perception that English is a study rather than a language.
in our English education to improve,
I think we need English education that is necessary for practice
by emphasizing that is..it is language rather than grammar.
it also needs to emphasize the perception that English is a language.
oh wow, that’s great
thank you!(h)
you’re welcome (h)

In Extract 6.4, the students expressed and elaborated their opinions, taking turns and sometimes
providing asking for clarification (line 20) and positive acknowledgment (line 34). The students also
presented a shared problematizing about English education in Korea such as lacking conversation skills
(line 03), rote-learning (line 10), and too much focus on grammar (line 25). To solve these problems, S22
(line 04) and S21(line 25) suggest having more native speakers of English. In fact, many other students
sufficiently mentioned talking with native-speaking teachers will be helpful. It led Yura and me to agree
to change the next topic to native-speakerism and discussing power issues in English education.
6.3.2 Fun and Thrill: ‘I Felt Like My Class Was an Orchestra’
The dichotomy of native and non-native speakers has been controversial and heavily criticized in
the field of ELT because it is falsely associated with race and cultural orientations (Kubota & Lin, 2005).
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However, many students and teachers, throughout the ELT world, embrace or reproduce the concept of
the ‘native speaker’ as a superior or ideal model, a prejudice also known as native-speakerism (Holliday,
2006). Holliday (2006) defines,
Native-speakerism is a pervasive ideology within ELT, characterized by the belief that ‘nativespeaker’ teachers represent a ‘Western culture’ from which spring the ideals both of the English
language and of English language teaching methodology. (p. 385; emphasis in original).
As an ideology, the impact of native-speakerism is not limited to the English teaching contexts but has
“deeper political significance” based on race, culture, class, gender (e.g., racism, ethnocentrism, classism,
sexism), and so on. Although native-speakerism is often obscured and by the liberalism of ‘a nice field
like TESOL’ (Kubota, 2002) for English teachers “who are serving with good intentions towards
nonnative speakers of English, mostly people of color,” raising such an issue is “the inescapable
responsibility of those working toward empowering ESL/EFL students and transforming society”
(Kubota, 2002, p. 89). For example, English teachers may raise students’ awareness by collaboratively
exploring how ‘native speaker’ branding has been promoted in the ELT industry by American and British
aid agencies in the 1960s to support their agenda of spreading English as a global product (Phillipson,
1992); how native-speakerism falsely positions teachers and students as culturally superior or inferior
(Kubota & Lin, 2005); how the distinction between native and non-native have wrongly labeled ‘nonnative speakers’ (like EFL students) as deficient and illegitimate (Lengeling & Mora Pablo, 2012); and
how such discourse results in employment discrimination and a divisive professional discourse (Holliday,
2014). After all, the development of communication skills with critical minds, or to read both the word
and the world (Freire & Macedo, 1987), would be a more pedagogically sound and sociolinguistically
relevant goal for ELT contexts (Matsumoto, 2011).
In Yura’s class, Yura presented these two pictures as problem-posing materials, asking the students
what social problems they could see in these pictures to discuss native-speakerism and power issues
within English education. Figure 6.1 describes a wild goose father (in Korean, Gireogi appa) who is left
in Korea to financially support his wife and children who live in the US or other English-speaking
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countries for the sake of the children’s learning English in native speakers’ environment. The other
picture promotes American English and Native Speakers by associating an image of a White professionallooking woman. The ideology of native-speakerism seems to be embedded in both pictures and
phenomena.
Figure 6.1
Gireogi Appa or a Wild Goose Father & an English Advertisement for Native-like Fluency (Appendix
H, p. 320)

[Picture credit]
https://m.blog.naver.com/nerdgirl1004/220504834106
https://dailytrust.com/amp/a-linguistic-prejudice-called-native

Knowing that there were quite a few students who had lived abroad (both short-term and longterm) in Yura’s class, Yura made sure to emphasize that not all study abroad is problematic and actually it
is good to experience different cultures. However, if the reason for going abroad is only to acquire a
native-like fluency, we should examine the assumptions behind such a practice. She asked the students
‘What problems do you see in these pictures? Why does it happen ? How can we change?’ The students
came up with various relevant and critical comments such as:
‘Speaking English means money in Korean society. You can get a good job if you have American
degree.’
‘Our education is not good in English education, so people go abroad to study.’
‘I don’t think having American teachers make change. We all had native teachers in school but I
don’t think it changed my English.’
‘English is not American. But America is important to us. So we value American English.’
‘In America, there are lots of races, white people, black people, Asians. The picture tells as if only
White people can teach American native English.’
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After the students’ group discussions, Yura led a whole-class discussion as in Extract 6.5. Here, Yura
tried to suggest that English did not become automatically a world language, but as in other languages,
English carries power issues and power representation with it.

Extract 6.5. A whole-class discussion for power issues in the English language
01
Y:
why do you study English?
02
S:
대학가려고 ((To get into a university)).
03
Y:
in English, please?
04
Ss:
to go to university. to get a job. to travel.
05
Y:
yes, to do so and so, we need English because it’s a world language, right?
06
then why, why English is the world language not Korean, Spanish, Chinese?
07
S:
because America is rich.
07
S:
England conquered the world. country with no sunset (h)
08
Y:
with no what?
09
S:
sunset. 해가 지지 않는 나라 ((the empire on which the sun never sets)).
10
음악선생님 ((The music teacher)) told it.
11
Y:
uh yes, right. in other words, colony ((writing on a board)).
12
they had many colony. 식민지 ((colony)).
13
What words can you think if you hear this word, colony or 식민지((colony))?
14
식민지 하면 떠오르는말?
((What words comes to your mind when you hear the word, ‘colony’?))
15
like any word? like slave?
16
Ss:
((Yura writes down the words from the students on a board))
17
discrimination, White people, land, war, powerful man, discovery, sadness,
18
hurt, Columbus, Black people, labor, exploitation, ship, plantation
19
Y:
ok. excellent! what do you think? how do you feel about these words?
(5.0)
20
S:
not good.
21
Y:
yes, can you see power? power difference in these words?
22
Look at the picture ((pointing at the right picture in Figure 6.1)).
23
If you think American English is better than other English accents,
24
it’s because you agree with the power. because you take it naturally.
25
You know what I mean?
This teacher-led discussion created a safe environment in which students explore a concept (lines 16–18).
Some students contributed a relatively low frequency word such as ‘exploitation’ or ‘plantation’ (line 18),
which Yura further explained later. According to Yura, it was helpful to expand related vocabulary
because those words were suggested and learned by the students while engaging in a meaningful
conversation. This whole-class discussion seems to provide a critical lens while modeling critical literacy
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practices because the students could explore the histories and the power issues underlying a social
phenomenon with the teacher’s explicit guidance (Huh, 2016).
However, Yura thought this verbal explanation is not enough for students’ understanding without
real-life examples. Yura remembered a discussion with me the other day about textbook analysis (e.g.,
S.J. Choi, 2013; Kim & Ma, 2018; J. Nam, 2009) that “because English textbooks used in Korean
secondary schools are affected by unequal power relations between Korean and Western countries,
especially the US, the content reflecting social and cultural issues or values is intrinsically not neutral but
ideological” (Nam, 2009, p. 43). Extract 6.6 is when Yura showed an example of unequal racial
representation in English education just like the advertisement of American English by a blond woman in
Figure 6.1. With Yura’s initiation of finding similar racial representation in the textbook, students
collaboratively investigated racial representation in their English textbook.
Extract 6.6. Racial representation in the textbook
01
02

uhm..look through the textbook.
it’s almost, most are white people and for good things.
((Yura flips through the pages of the textbook))
03
for example::
04
look at p. 19. the Western house, culture, scenery is fancy and luxury
05
and page 60 rich. but where is 흑인 ((black people))?
06
Ss:
on p. 59, next to water
((The picture shows an African child smiling with fresh water))
07
Y:
yes, like always they need help. what else?
(5.0)
((Students flipping through the pages of the textbook))
08
Ss:
헐 대박(h). 좋은건 다 백인이야.
((Indeed. The good things are all with White people))
09
S:
여기 흑인 한명 껴있는데. 백인 네명에.
((There is one Black person here, with four White people))
((From another side of the class))
10
Ss:
흑인 많이 나오는데? 150 쪽에 운동선수.
11
12
13
14

Y:

((There are many Black people? on p. 150 as athletes))
Ss:
그밑에 백인할아버지 있는데..음, 운동선수아니고. 톨스토이(h)
((Right underneath, you can see a White grandpa, not an athlete but Tolstoy))
Ss:
선생님, 131 쪽에 아시아사람은 배달부로 나와요.
((Teacher, there is an Asian delivery person on p. 131))
Ss:
야 이건 한국얘기쟎아(h)
((Hey this is a story about Korea (h) ))
Yura: 어 잘찾네! 이런게 반복되면 그게 stereotype 이 되는거죠.
((Uh nice findings! If such a thing repeats itself, it becomes “stereotype”))
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고정관념. 우리머리속에 딱 굳어진 이미지같은거..
((Stereotype, like a fixed image in our heads))

When Yura gave an example of unequal racial representation in the English textbook (lines 04–05), her
students collaboratively found different images that suggest racial stereotypes. By highlighting the
nominalization of race and ethnicity in the textbook, Yura heightened the students’ awareness and
allowed them to “read against the text”58 which is necessary because “texts are never neutral; they hail us
by inviting us to take up the positions they offer. We often do so without recognizing their power to shape
our identities” (Janks, 2019, p. 261). In addition, it was interesting to switch to Korean which seemed to
suggest they are now more focused on the content than the language. Although Yura hurriedly wrapped
up because the bell rang, she found the students still looked through their textbook instead of what many
students usually did ─falling asleep on their desks as soon as Yura left.
선생님들이 매너리즘에 빠지는 경우들을 보면 대부분 교실에서 학생들과 호흡이
안되기때문이쟎아. 근데 이런수업은 뭐랄까 재미, 스릴 이런게 느껴지더라구.
우리반애들과 핑퐁치는 느낌같은거. 아님 오케스트라같이 같이 호흡하는 느낌이라고
할까. 이번 수업이 그랬던 것 같아. 학생들이 즐거운만큼 나도 우리주변에 power
issue 들을 같이 찾는게 재미있고, 정체성 백번 강조하는 것 보다 이런 우리 일상의
분석이 더 오래남고 와닿을 것 같아 […]우린 이제 고작 3 번했지만 이런수업이 한학기,
1 년 이렇게 반복된다면 영어공부에도 도움되는 것은 물론이고 학생들의 인성이나
세계관에도 좋은 영향을 줄 것 같아.
If you look at the cases where teachers fall into mannerism, it's mostly because they can't breathe
with the students in the classroom. But with this type of class, it feels like fun and thrill. It feels like
I played ping-pong with my students. Or like the feeling of breathing together like an orchestra? I
think this class was like that. As much as the students enjoyed it, it was fun for me as well to find
power issues around us together, and I think that the analysis of our daily lives may have lasting
power than just emphasizing our identity a hundred times […] We've only done [critical literacy
practices] 3 times now, but if this class is repeated for a semester and a year, it will be helpful not
only for studying English but also have a good influence on students' personality and worldview.

58

Janks (2019) states that to read critically entails both reading with and against the text. ‘Reading with’ the text
means engaging with or following writers’ arguments, while ‘reading against’ the text means reading from
different perspectives. Only those readers who both read with and against a text can make ethical decisions about
whether or not to take up the position in the text. Janks delineates possible critical questions to read against texts:
“What might be the social effects of the positions on offer? Who benefits from the views, arguments, values, and
constructions of normativity expressed? Whose interests does the text serve? Does this text support social justice
or prejudices, exclusion, and supremacy? Is this text racist, classist, sexist, ageist, homophobic, or xenophobic?
Who is included? Who is excluded? What kind of person would agree with this text?” (Janks, 2019, p. 261).
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To describe her positive emotion from the experience that she communicated with students
collaboratively and harmoniously in this class, Yura used the metaphors of ‘ping-pong’ and an ‘orchestra’
by positioning her students as capable others rather than less-knowledgeable ones. While Yura ‘breathes
with’ her students when she taught based on the textbook, critical literacy enabled students to bring their
own experiences and knowledge into classrooms to understand and communicate with one another. In
critical literacy, Yura was not the one who has all the answers, but the teacher and students
collaboratively constructed knowledge and searched for possible solutions.
오케스트라에서는 모두가 다 참여하쟎아. 예를 들어 내가 지휘를 하지만 각각이 소리를
내고 화음을 만드는 것 같이[...] 내가 일방적으로 말하고 학생들은 받아적는 그런류의
협동이 아니라.
Everyone participates in the orchestra. For example, I might be a conductor but each makes a
sound and creates harmony [...] It is not the kind of cooperation where I speak unilaterally and the
students take notes.
As an experienced and competent teacher, Yura seems to have created interactive, communicative,
collaborative classrooms even when she teaches a regular textbook for tests. She observed her students’
active participation when she could make students understand important grammar concepts and
vocabulary in interesting and effective ways during test preps. However, she used ‘ping-pong’ and
‘orchestra’ as metaphors to describe her feeling because she regarded her students not as ‘someone who
writes down what a teacher is saying’ but as unique and capable individuals who have different
experiences and ideas. Yura’s explanation resonates with Freire’s concept of how treating students as
“empty vessels” in banking education will have knowledge deposited in them, while critical literacy treats
students as individuals capable of having a critical vision about the construction of knowledge (Freire,
1970, p. 79). Yura also shared her satisfaction with the contents of the critical materials which produced
different emotions among her students by making them think about themselves and others while learning
English language skills. Given that Yura had pointed out the importance of character education several
times, her experience of balancing conventional and critical literacy─ teaching the word and the world—
seemed to enhance her emotional and professional wellbeing.
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6.3.3 Discomfort and Doubt: ‘Is This on the Test?’
In a test-driven learning context, the fact that when students are instructed out of their normal
routine that is not preparing them for the exams bothers them (J. S. Park, 2011). Yura also shared some
moments that she felt uncomfortable practicing critical literacy.
Yura: 원어민 수업도 마찬가지지만 고등학생한테 시험에 안나오는 수업은 불필요한
수업이라고 생각하는 애들이 분명 있지. 한번은 몰래 수학책푸는애도 있었고, 이게 시험에
나오는지 물어보는애도 있었고. 부담없이 노는 시간이라고 느끼는 것 같은 애도 있었어.
물론 대다수가 열심히 참여했지만, 이게 시험과 연관성이 없을 때에는 분명 한계가 있을
것 같아.
Just like the classes with a native-speaking teacher, there are always some high school students
who think that the classes that don't appear on the exam are unnecessary. During my class of
critical literacy, there was one student who secretly solved math problems, and another asked if
this material would be on the exam. There was also a student who seemed to feel this class was
time to play. Of course, most of them participated actively, but when this type of class is not related
to the test, there must be a limit.
Yura shared the primary reason for co-teaching with a native teacher is due to a disciplinary issue. Since
the classes with a native teacher are not related to the regular school exams, some students do not pay
attention or listen to a native teacher. Likewise, when students feel critical literacy is an “add-on or extra”
(Hammond & Macken-Horarik, 1999, p. 531), it cannot be sustainable in the long term. Yura also raised
a possible classroom power issue in practicing critical literacy in this context.
Yura: 그래도 입시 수업은 입시라는 타당성이 있쟎아. 좋든 싫든 필요한 걸 한다는 생각이
있지만 이런 수업은 학생들이 즉각적인 필요성을 못느낀다는 문제가 있지 […] 과연
담임이 아니고 강사선생님이 와서 이런걸 해도 열심히 참여할지도 의문이 들어.
Still, teaching for tests has its validity supported by the college entrance exam. Whether they like it
or not, students have the idea of doing what they need. But students don’t feel the immediate need
with these classes […] I doubt if all students would participate this well if I am not their homeroom
teacher but an instructor.
In Korea, all k-12 students have homeroom teachers, who offer counseling with discipline issues, help the
homeroom students with college applications, and maintain close contact with parents. According to
Yura, the Korean school system grants homeroom teachers almost the same authority as parents (at least
inside the school), which means the homeroom teachers may have greater power for controlling students’
behavior than any other teachers. Regarding the teacher’s close relationship with their homeroom classes,
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Sunmi also shared she felt more comfortable with her homeroom students due to the rapport built up
throughout the semester59.
Yura’s concern and doubt regarding not reflecting students’ immediate needs in a test-driven public
school context seemed to be supported by one of her students in the classroom end-of-semester survey.
The student wrote:
우리반애들과 영어로 얘기해 볼 수 있어 좋았다. 영어 실력에 도움이 되는지는 잘
모르겠고 시험에 안나오는 수업이라 좀 시간낭비인 것 같다
It was nice to be able to talk with my classmates in English. It was good that my English skills
improved, but it seems to be a waste of time because this class does not appear on the exam.
(S9 from Yura’s class)
While this student liked to communicate with peers in English, this student was not sure if critical literacy
improved EFL literacy skills, which may be understandable considering critical literacy practices were
conducted only for three sessions. Moreover, this student explicitly mentioned it was ‘a waste of time’
because it was not on the test. Although most students provided very positive feedback, it is possible for
some students to have little interest if critical literacy is incorporated as only extra or add-on to the
existing curriculum. This raises the importance of situating critical literacy within the curriculum. Also
given that the assessment is a significant part of the high school context, developing assessment tools
within critical literacy frameworks seems necessary for sustainable critical literacy practices within the
current high school curriculum.
6.4 The Students’ Survey from the Critical Literacy Classrooms
The focus of this dissertation is on teachers and teachers’ emotions, but the students’ perspectives
provide additional evidence for the teachers’ evaluations of how well critical literacy worked in the
classroom. I conducted a short survey to hear from the students after practicing critical literacy for one
semester. The students were asked to write freely in Korean about their feelings, perspectives, and
suggestions using Google survey:

59

However, Sunmi made it clear that the primary reason for her to choose her homeroom class for this project is
to use extra homeroom class time (about two hours a week) to compensate for the English curriculum in case
there is any delay. Sunmi did not expect much difference practicing critical literacy in other classrooms than in her
homeroom.
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Q. 비판적 문해수업에서의 기억에 남았던 점, 좋았던 점, 나빴던 점, 개선할 점, 느낌을
자유롭고 솔직하게 적어주세요.
Please write down freely and honestly what were memorable, good, or bad; what needs
improvement; and how you felt in the critical literacy classes.

In this survey conducted at the end of the semester, 17 students out of 28 and 24 out of 31 participated in
Sunmi’s and Yura’s respectively. In presenting the student survey results, I maintain the students’ voices
as they are, by presenting their words in Korean (in original) with English translation. I assigned each
student a number for identification purposes with ‘S’ for Sunmi’s class and ‘Y’ for Yura’s class. For
example, ‘S12, S’ refers to the quote of student number 12 from Sunmi’s class.
The survey results indicate that most students in Sunmi’s and Yura’s classes enjoyed engaging in a
dialogue based on social issues and some reported critical literacy practices enhanced motivation to study
English.
비판적 읽기 수업에서 영어를 연습할 수 있는 기회가 많아서 좋았습니다. 다른친구들이
말하는 것이 자극도 되서 더 열심히 공부해야겠다는 생각이 들었습니다. (S16, S)
It was good to have many opportunities to practice English in critical reading classes. Watching
other students speak fluently, I was more motivated to study English harder. (S16, S)
교과서보다 훨씬 재미있었다. 내가 대충 말해도 친구들이 알아들어서 신기했다. 역시
우리는 한국사람ㅋㅋㅋ 뭔가 배울수 있어서 좋았고 영어로 이야기할 수 있어서 뿌듯하다.
(S4, Y)
It was much more fun than the textbook. It was cool that my friends understood me even if I spoke
English in a clumsy way. No wonder we are Koreans hahaha. It was nice to learn something and I
was happy to be able to talk in English. (S4, Y)
A few students found critical literacy helpful for getting into a university, increasing knowledge or
vocabulary regarding social issues (and also presumably because of its encouraging higher-order thinking
such as analyzing, evaluating, and criticizing). S3(Y)’s view aligns with many critical literacy researchers
that both pragmatic/conventional and critical literacy are necessary for success in academia (e.g., Chun,
2015; Huang, 2011a, 2011b; Huh, 2016; Janks, 2010; Luke & Freebody, 1999).
비판적 영어읽기 수업이 대학갈 때 더 도움이 될 것 같다. 좀 어렵긴했지만 선생님께서
설명을 잘해주셔 이해가 잘됐다. 영어만 하는게 아니라 지식도 배워서 좋았다. 영어원어민
선생님이 없어 영어시간인데 영어를 해 볼 기회가 좀 없었는데 영어를 연습해 볼 수 있어
재미있고 좋았다. (S3, Y)
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I think critical literacy classes will be more helpful when going to college. It was a little difficult,
but the teacher explained it well, so I understood it well. It was nice to learn not only English but
also knowledge. Because we don’t have a native teacher, I was sorry that I didn't have much
opportunity to speak in English. So it was fun and nice to be able to practice English [in this class].
(S3, Y)
S3 recognized the longer term benefits — even if critical literacy is not directly related to the entrance
exam, it is a skill that is necessary in the future.
Some students shared that critical literacy is helpful for expanding vocabulary. Sunmi and Yura
mentioned that vocabulary and stories that they discussed based on critical materials were sometimes
reused during the regular English classes, both planned and unplanned. It aligns with S11(S)’s reflection
below that the teacher explained additional stories and expressions after critical literacy classes. Such
teaching practices by the teachers were also observed in Extract 6.9 (p. 153 in Chapter 6) where Sunmi
reminded her students of the previously-taught word ‘bias’ to explain the notion of racism. Sunmi and
Yura, as veteran English teachers, seem to make connections between what their students learned
previously and what they are teaching now. Also, S17 in Sunmi’s class reads The Korea Times (an
English newspaper in Korea) to further improve knowledge on social issues in English. It seems teachers’
further explanation and discussions on critical materials can affect some students’ approaches to language
learning in a more critically-oriented way.
실생활에 유용한 영어표현을 많이 배울 수 있었다. 선생님이랑 추가로 설명해주시는
이야기들이 너무 재미있고 관련 표현들을 추가로 알려 주셔서 도움이 되는 것 같다. (S11,
S)
I was able to learn a lot of useful English expressions in real life. The stories the teacher explained
additionally are so interesting, and it seems to be helpful as the teacher provided additional related
expressions. (S11, S)
요즘 코리아타임즈를 읽고 있다. 뉴스에 나오는 시사상식이나 단어들을 영어로 배우는게
도움이 되고 다음번에 비판적 읽기 수업을 할 때 도움이 될 것 같다. 벌써 한학기가 끝난게
믿기지 않지만 내년에도 또 이런 수업이 있었으면 좋겠다. (S17, S)
I'm reading the Korea Times these days. It is helpful for learning knowledge on current affairs and
words in the news in English, and I think it will be helpful for critical reading classes in the future.
I can't believe that one semester is over already, but I hope there will be another class like this next
year. (S17, S)
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There were suggestions from the students such as providing more background knowledge before
engaging in critical dialogue (S5, Y) and providing more time for critical dialogue (S14, S). S18(Y) noted
that the lack of time hindered them from engaging in a dialogue. Especially, S14(S) raised an important
point of different participation among students due to their different proficiency levels, which suggests
the necessity of including varied ways of scaffolding as well as different types of activities related to
critical topics (rather than only focusing on speaking).
관련된 지문이 길었으면 좋겠습니다. 토론할때 배경지식을 키울 수 있기 때문입니다. 처음
들어보는 말이 많이 나와 생소했지만 한국어로는 이미 알고 있는 단어들이라 도움도 되고
기억도 오래남았습니다. 교과서는 너무 쉬워서 재미가 없었는데 국어시간처럼 의미있는
내용을 다루는게 가장 뜻깊었던 것 같습니다. (S5, Y)
I hope the related articles are longer. This is because we can develop background knowledge [by
reading the articles]. Many terms were unfamiliar to me. But since those new English words are
what I know in Korean, learning those new words was interesting and I could remember them
longer. The textbooks were so easy for me so it wasn't fun, but I think [critical literacy materials]
were meaningful because they dealt with meaningful contents and made me think like Korean
language classes. (S2, Y)
다른나라의 문제점을 공부하고 우리나라의 문제랑 같이 얘기하는 것이 도움이 된 것 같음.
친구들 영어하는 것을 보고 공부해야겠단 생각이 듬. 단점은 시간이 너무 짧아서 할말을
제대로 못하고 끝내게 됩니다. 영어를 잘하는 애들은 할말이 많은데 영어를 못하면
참여하기가 부담스럽습니다. (S14, S)
It seems to be helpful to study the problems of other countries and to talk about them along with the
problems of our country. Watching my friends speak English, I thought I had to study. The
downside is that the [critical literacy class] time is too short, so it ended without discussing it
properly. Those students who are good at English have a lot to say, but for those are not good at
English, it feels burdensome to participate. (S14, S)
난 할말이 꼭 집에가서 생각나서 말을 잘 못한게 아쉽다. 녹음기가 있어서 처음에
긴장되었지만 그것 빼고는 유익한 시간이었던 것 같다. 시간이 너무 짧아서 급하게 끝내서
아쉬웠다 (S13, Y)
I was sorry that I couldn't speak well in the class because what I wanted to say comes to my mind
when I got home. I was nervous at first because there was a voice recorder, but I think it was a
good time except for that. The time was too short, so I felt sorry to finish it [critical literacy
practices] in a hurry. (S13, Y)
The students’ positive impressions on critical literacy practices seemed to affect their positive relationship
with the teachers.
Sunny 선생님은 내 최고의 영어선생님이다 […] 난 영어말하는게 제일 부끄럽고
머리속에 아무 생각도 안나서 긴장했는데 친구들이랑 영어로 얘기하니 너무 재미있었다.
(S8, S)
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Ms. Sunny is my best English teacher […] I was always embarrassed to speak in English, and I was
nervous because I couldn't think of anything in my head, but talking in English with my friends was
very fun. (S8, S)
한학기 영어시간 중에 이 시간이 제일 기억에 남습니다. 진도 나가는 것보다 훨씬
재미있고 유익했다. 중학교때까지는 영어를 별로 좋아하지 않았는데 고등학교에 와서
영어가 생각보다 엄청 재미있다는 것을 느꼈다. 내년에도 우리선생님이 영어
선생님이시면 좋겠습니다 (S6, Y)
Critical literacy practice was the most memorable of the English class in this semester. It was much
more fun and informative than covering the textbook. I didn't like English very much until middle
school, but when I came to high school, I felt that English was much more fun than I thought. I
hope my teacher will be my English teacher again next year. (S6, Y)

Given some students60 did not answer the survey (due to the school exams and other school
schedules at the end of the academic year), these students’ comments may not be a full representation of
the whole class. Nonetheless, the findings from the students’ survey provide clear evidence of students’
acceptance, engagement, increased motivation and confidence. The students’ positive feedback seems in
line with teachers’ overall satisfaction with their teaching critical literacy practices. As in the literature
that shows the teachers’ emotional well-being is deeply interrelated with the teachers’ capacities to
exercise professionalism (C. Day & Lee, 2011; Leithwood & Beatty, 2008), Sunmi and Yura actively
employed various teaching strategies based on reflection and discussion. The next section discusses the
teaching strategies that Sunmi and Yura perceived as effective to engage their students in critical literacy.
6.5 Two Teachers’ Teaching Strategies
This section adds more context-specific teaching examples of what Sunmi and Yura, as veteran
teachers, found useful in their contexts by reflecting on their critical literacy practices. This section does
not propose the right way of teaching critical literacy but adds empirical data by opening room for
discussion and adaptation in different contexts. Indeed, given that language classrooms vary enormously
(e.g., according to who the teachers are, where and when they teach to whom and how), there cannot be
one objectively right way; rather, all teachers have different moment-to-moment options that may be
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In the survey, 17 students (60.7%) and 24 students (77.4%) participated from Sunmi’s and Yura’s classes
respectively.
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more appropriate than others. As Crookes (2013) mentions, more materials and empirical data in different
critical language classrooms will provide concrete ideas for teachers to imagine critical literacy
classrooms and more options to design their own instructional models and materials.
The empirical data were more from Sunmi’s classroom because Sunmi incorporated different
teaching strategies based on her reflection. Yura used relatively coherent teaching strategies from the
beginning, which I attribute to her previous engagement of critical literacy practices during pilot studies
and her students’ relatively high proficiency compared to their peers in other public schools in general.
However, all the strategies discussed here were found in both Sunmi’s and Yura’s classrooms although
some strategies such as a teacher’s intervention were much more frequently observed in Sunmi’s class
than Yura’s. Overall, the teaching strategies for critical literacy in this section were what the teacher
participants found effective for teaching critical literacy in their contexts of high school EFL classrooms
in Korea.
6.5.1 Defining Key Terms
While framing is what many successful teachers do in any type of classroom, framing in these
contexts was particularly important given students’ limited experience with critical literacy in English
classrooms. Framing often entails going over the agenda by stating learning objective(s) or learning goals
in student-friendly language, but the primary focus of framing in Sunmi’s and Yura’s critical literacy
classes was defining key (critical) terms. For this aim, Sunmi and Yura employed different strategies
according to the class time and students’ understanding — e.g., real-life/ concrete examples, whole-class
discussions, literal translation, and translanguaging. Clarification of terms and tasks enhanced the
likelihood of students’ active engagement as it evoked certain aspects of students’ prior experience and
emotion. For both Sunmi and Yura, clarifying key terms with the students was done at the beginning of a
critical literacy practice.
Extract 6.7 shows how Sunmi clarified a key term at the beginning of a critical literacy practice
using mind-mapping to give concrete examples for a key notion, identity. In Extract 6.7, Sunmi started
with defining the theme and wrote the word ‘identity’ on the board for the third lesson about nationality
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and ethnicity talk61 (Zhu Hua & Li Wei, 2016). She explained the dictionary meaning of ‘identity’ as
‘who and what you are’. Then, she asked the whole class what their identities were, which provided
concrete and real-life examples of this abstract concept, identity. Extract 6.7. shows how teacher-led
questions and instruction help the students successfully notice and interpret the message in the
multimodal text (Serafini, 2015).
Extract 6.7. Defining a key term, ‘identity’
01

T:

what is identity in Korean?

02
03

Ss:
T:

04
05

Ss:

정체성 ((identity))
yes, then yes, what is your identity? for example, I’m a teacher.
((Sunmi writes ‘identity’ and ‘teacher’ on a board like a mind-map))
you are a:::
a boy, a student, a girl (h)
((Sunmi writes ‘a boy, a student, a girl’ on a board))
yes, good students or bad students?
handsome student? (h)
I agree (h). what else? what about nationality?
Korean. ((Sunmi writes ‘Korean’ on a board))
or how about religion?
Christian
yes, Christian, Catholic, Buddhist:::or how about hometown?
Gonjiam, Seoul, Daejeon
good! these are your identity or who you are and what you are.
today, no reading text. 대신 ((instead)), we have a funny video.
are you ready to watch?
yes! (h)
I will play it twice. as you watch, think about why this lady is upset, Ok?
let’s start.

06
07
08
09
10
11
12
13
14
15
16
17
18
19

T:
S:
T:
S:
T:
S:
T:
Ss:
T:

Ss:
T:

Considering the limited time (about 30 minutes per session), Sunmi and Yura found a whole-class
discussion effective to quickly draw the students’ attention while giving clear ideas/ instruction for the
students to engage in a group discussion. Sunmi contextualized the concept, ‘identity’, by providing
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For this session, I recommended a YouTube video clip as a text (i.e., “What kind of Asian are you?”
(https://www.youtube.com/watch?v=DWynJkN5HbQ) that was introduced in Zhu Hua and Li Wei’s (2016) article.
The video is about Nationality and Ethnicity Talk (NET) such as “Where are you really from?” in everyday
interactions that can reflect people’s flawed and racialized assumptions about others. Their analysis shows NET can
result in exclusion and marginalization, reproducing discourse of routinized and inconspicuous banal racism. The
YouTube video illustrates how acts of categorization, positioning, and stance-making are played out during a
conversation involving NET.
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concrete and multi-layered representations of identity (e.g., lines 3, 8, 10, and 12) and by writing those
words on a board. I noticed the students sounded eager to answer when Sunmi wrote down what they said
on a board. It also worked as a way of acknowledging the students’ contribution in class and therefore
enhancing students’ engagement, understanding, and rapport by active interaction between teacher and
students.
6.5.2 Teacher Intervention
Teacher intervention, or explicit guidance, is necessary, given that most students have little or no
experience of engaging in critical literacy in EFL classrooms (Huh, 2016). In Extract 6.8, Sunmi
intervenes in a student’s group discussion when she noticed the students in Group 7 were silent because
they finished the discussion early without making any connection between their lives and the video of
Asian American identity in the US. To help the students connect the theme with their own social context,
Sunmi used a high-frequency word, ‘grouping’ (line 29), to think of other types of ‘grouping’ in Korea.
Her context-based examples made the theme of the video ─ i.e., Asian American identity and
marginalization in the US ─ more relevant to students, which facilitates further discussion.
Extract 6.8. Sunmi’s expansion of the topic
01
Sunmi: 굳이 인종이 아니더라도 국적도 있고, grouping 하는걸 생각해보자.
((Even if it’s not about race, you can talk about nationality,
or let’s think about ‘grouping’.))
02
지연이나 학연:: ((Like regionalism or cronyism::))
03
S25: 혈연? ((Nepotism?))
04
Sunmi: 그렇지. 그런것들도 해당되지. ((Right. Those are included.))
05
지연이나 지역차별 예가 뭐가 있을까?
((What examples can you think of as regionalism or regional discrimination?))
06
Anyone? Anyone experienced this kind of discrimination?
07
S25: I think there is hometown? place dis:::=
08
S27: =crimination,
09
S25: uh(.) place discrimination
10
I lived with my grandmom. when I was young,
11
and she lives 경상남도 ((South Gyeongsang province)).
12
my parents didn’t my(.) didn’t say like my 사투리↑((accent)).
13
Sunny, what is 사투리 ((accent))?
14
Sunmi: dialect.
15
S25: yes they didn’t like my dialect.
16
S26: do you mean Busan dialect?
17
S25: no not Busan dialect. Masan dialect.
18
S27: I like Busan dialect. Kang Daniel is from Busan.
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19
20
21
22
23
24
25
26
27
28
29
30

S28:
S26:

we are not Kang Daniel (h)
I agree. I also feel a(.) a strange, a very 어색 ((awkward))
when my mom tell dialect in front of other people, other friends.
S25: where your dialect from?
S26: my grandmom is from Chung-cheong do. She use ‘di’.
아빠가 그러디? ((Did your dad say that?)) (h)
S27: (h) but Kang Daniel’s dialect, it’s very very cool. I like it’s attractive.
Sunmi: so you think there is discrimination about dialects? regional dialects?
S26: yes, image is bad.
Sunmi: and it is wrong?
S26: yes, because↑ it is people’s natural speech.
Sunmi: I agree. good point.

As Dalton (2005) states, nepotism, regionalism, and cronyism62 are frequently talked-about social
injustices in Korea that ultimately have led to corruption (lines 02–03). Sunmi facilitated and guided the
conversation by making a topic relevant to the students (lines 01–02), helping with vocabulary (line 14),
redirecting students’ conversation to stay focused (line 26), and clarifying a student’s problematization
(line 28). It was clear that Sunmi’s guidance was helpful to engage students in critical dialogue given that
students could continue interacting with one another laughing, asking, and sharing collaboratively. With
Sunmi’s intervention, S25 (line 7) shared his experience regarding regionalism in Korea that his parents
disliked his accent acquired from his grandmother. It elicited other students’ responses such as
challenging the dominant representations of regional dialects (S27 in line 18). S26 shared a similar
experience of feeling awkward when hearing his mom speaking with a regional accent (lines 20–21).
Teacher intervention seemed to show teachers’ enthusiasm as well as to provide proper guidance to
effectively facilitate dialogue among students.
As Sunmi reflected after this class, the teachers’ active engagement seemed to affect their
capacities and passions to exercise professionalisms:
솔직히 이번 수업은 좀 만족스러웠어요. 어제 몇번 다시보며 공부한 보람이
있다고할까?(h) […] 처음 저 비디오보고 막연히 웃기다고 생각했는데 선생님이 아시아계
미국인들의 위치나 identity, 한국인도 미국인도 아닌 그런 위치, 그런 얘기 듣고보니까
그냥 웃기지만은 않더라구요. 아는 만큼 보이는 그런거 (h) 특히 categorization,
grouping 이란말이 딱 와닿았어요. 미국은 인종이 그 틀이지만 우리나라도 사람을 어떤

62

These three terms (nepotism, cronyism, and regionalism) are often grouped together in one set as a widespread
form of social injustice in Korea.
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틀로 그룹져서 내사람, 남의 사람 나누는 문화가 진짜 문제쟎아요. […] 그걸 어떤식으로
애들에게 전달하면 좋을까 어제 자면서 머리속으로 몇번 리허설했죠. (h)
To be honest, I felt this class was quite satisfactory. I guess it was worth watching and studying the
video several times yesterday myself? (h) […] The first time I saw the video, I thought it was just
funny, but when you told me about the representation and identity of Asian Americans, and their
position as neither Korean nor American, it was not a simply funny video. It was like I could see as
much as I know (h). Especially, the words ‘categorization and grouping’ came into my mind. In the
United States, race is the frame, but we also have the problem of dividing insider/ outsider in
Korean culture. [… ] I have rehearsed a few times in my head yesterday night regarding how I can
convey such message to the students. (h)
By ‘rehearsing’ the critical literacy class, Sunmi could come up with context-based examples to connect a
critical topic in the text to the students’ reality. Her recognition, ‘In the United States, race is the frame,
but we also have the problem of dividing insider/ outsider in Korean culture’, shows her critical
understanding that US-based critical materials do not always reflect the same ways of presenting issues in
Korea. Her critical understanding of the issue was translated into an effective intervention that facilitated
the students’ critical engagement while providing a role-model for engaging in critical dialogue (e.g.,
recognizing different forms and representations of the similar social injustice issue in different societies).
6.5.3 Teaching Critical Vocabulary
As defined in Section 2.4.5, critical vocabulary in this dissertation involves identifying lexical
items from the critical reading texts related to critical themes in the material (i.e., racism, politics,
environmental justice, native-speakerism, gender representation). It was found that many students turned
to the critical vocabulary provided by the teachers to conceptualize and justify their ideas during group
discussions. In other words, critical vocabulary provided the students with useful resources to understand
the critical topic and to present their opinions, which helped the students’ critical engagement. For
example, at the beginning of the activity, the word Sunmi taught during warming-up in Extract 6.9 was
used by a student during his group discussion in Extract 6.10. In Extract 6.9, Sunmi taught the word, bias,
to explain racism and to check the students’ understanding of the article (Appendix H).
Extract 6.9. Warming-up for critical dialogue on racism
01
02
03

Sunmi: what is main idea of this article?
Ss:
dating? preference? race?
Sunmi: ok. then what is racism?
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04
05
06
07
08
09
10
11
12
13
14
15
16
17
18
19
20

can you see definition of racism according to the article?
Ss:
인종차별 ((racial discrimination))
Sunmi: good, also in the article, line 5 from the top,
‘view an entire <group> of people as not your type,
an entire group(0.7) is like this and like that,
and having a bias ((writing the word ‘bias’ on the board)),
bias on a group of people like Asian, whites, it is racism.
you remember the word, bias?
Ss:
편견 ((bias))
Sunmi: very good. now let’s discuss in groups about two questions in your handout.
one is, have you ever seen racism in Korea?
and is it racism if someone says
I don’t like white people. I prefer Asians for a date.
그러니까, 한국에서 인종차별에 대해 본 적이 있는지,
((so, whether you have observed racism in Korea,))
또 남친이나 여친으로 백인은 싫고 아시아사람만 좋아! 라고 한다면
((and if one say I like only an Asian girlfriend or boyfriend, not Whites))
그게 racism 인지.
((whether it is racism))
ok? I’ll give you 10 minutes.

During this warming-up, Sunmi explained the meaning of racism, in Korean (line 05) and from the
article (lines 06–08), and translanguaged to Korean to make sure the students’ understanding of the
discussion questions (lines 16–19). Also, she drew the students’ attention to a previously-learned word
‘bias’ (line 06). It reminds us of ‘noticing’63 (Schmidt, 1990) that features in the L2 input need to be
salient with an intentional focus on them for successful L2 learning. From lines 09–11, Sunmi made the
word (bias) salient by writing the word on the board (line 09), using the word in a sentence (line 10), and
asking the students (line 11).
It was found that several students integrated the word into their speech as in Extract 6.10.

Extract 6.10. Bias
01
S5:
Jiyeon, if someone says I don’t like white people I prefer Asian people for a date,
02
do you think it’s racism?
03
S6:
I think this is racist. White people are like other races, if white people feel bad,
04
they can racist.
63

The noticing hypothesis (Schmidt, 1990) indicates that learners must consciously notice features in the input so
that it can become intake. If students read a text and encounter an unknown vocabulary but not essential for
understanding a text, students are less likely to notice the word, which means they are less likely to learn the
word. Comprehensible input alone is not sufficient for the large number of vocabulary items that learners must
master to improve their language ability. In other words, features in the L2 input need to be salient, and
intentionally focusing attention on them is essential for successful language learning.

164

05
06 →
07
08
09
10 →
11

S5:
S7:

how about Woohyun?
I don’t think so. It is common {[bɪəs]}..{[bɪəs]}. because, for example,
two people, one is a white guy, another is Asian guy,
both are related to white guy, one is..one can’t be able to seen ..look like(.) like
white guy. but it is {[bɪəs]} {[bɪəs]}
S8:
{[bɪəs]}?
Sunmi: {[baɪəs]}.

In Extract 6.10, S7 used the word, bias, to justify his argument that dating preference based on race
is a ‘bias’, and therefore it is racism. In this context, teaching critical vocabulary provided a critical lens
for critical literacy while expanding the student’s lexical repertoire for conventional literacy. It is also
expected that using a word in a meaningful context would increase the retention of a new term. According
to Sunmi’s (as well as Yura’s) reflection, it was sufficiently observed that the students looked at the board
to incorporate the new terms taught by the teachers into their speech. It suggests focusing and teaching
vocabulary is important to enhance students’ conventional and critical literacy in high school EFL
classrooms.
6.5.4 Writing Before Speaking
In addition to teaching critical vocabulary, providing time before production (e.g., having a
writing activity before speaking64) was very useful for students to participate in critical dialogue. Sunmi
shared her view that both improvised and planned speech would be necessary to improve students’
proficiency and smartphone applications such as Google Translate can provide students something to
begin with, lessening anxiety for some students.
스마트폰 사용을 아예 금지하시는 분들도 많지만 분명 장점도 많고, 전 부작용 때문에 그
장점이 뭍혀서는 안될 것 같아요. 전 구글번역기 사용도 찬성이예요. 웃기게 번역되는게
문제이긴 하지만 일단 영어가 어려운 애들에게 뭔가 시작해볼 수 있게 해주쟎아요.

64

Hwang, Jung, and Kim (2020) find that, while the Korean Ministry of Education (2015) propose speaking tasks
precede writing tasks across all textbooks and grade levels, scheduling writing activities before speaking activities
can help students use more diverse and complex forms given that it can allow L2 learners to apply features of their
written production to their spoken production. It can also reduce the cognitive burden associated with
spontaneous speech production, helping learners efficiently retrieve more varied and complex syntactic structures
from their writing experience.
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Many teachers prohibit the use of a smartphone at all, but I think its advantages shouldn’t be
ignored because of its side effects. I agree with the use of Google Translator too. Although its
awkward translation is a problem, at least it helps students with low proficiency try something out.
It was found that the students wrote down what they wanted to say when they were given time for
preparation and produced longer and elaborated speech, which in turn facilitated further negotiation and
engagement in critical dialogue. This observation supports Hwang, Jung, and Kim’s (2020)
recommendation that, while Korean textbooks typically present a speaking activity before a writing
activity, writing activities before engaging in spontaneous dialogue can also help students produce more
organized thoughts and sentences given that speaking imposes greater processing demands. That is,
writing or planning time before speaking can reduce the cognitive burden associated with spontaneous
speech production while helping students efficiently retrieve more varied and complex language
structures and ideas from their writing experience (cf. Richards & Crookes, 1988).
To illustrate, Extract 6.11 shows one group’s interaction about the English divide in Korea after
five minutes of preparation. In a small group discussion, S14 read her memo noted down during the
writing time before discussion and it facilitated further engagement in a dialogue among students through
linguistic (line 19) and critical65 (line 21-24) negotiation of meaning.
Extract 6.11. English is a neutral skill or not
01
S14
so do you think there is a gap between the rich and the poor
02
regarding English proficiency?
03
S15
I think there’s a gap between the rich and the poor in English
04
because there’s a difference when you talk to foreigners.
05
S14
ah..ok. how about you?
06
S13
sorry I didn’t think about it.
07
S14
ah ok. it’s ok. how about you?
08
S16
I don’t think so. English is the only a language which is no discrimination with
09
about proficiency by nature.
10
S14
ah..ok. for me, I think there are gap between the rich and the poor
11
in English ability. Rich families can provide children with various support
12
such as early studies and English kindergarten.
13
on the contrary, poor families are limited English education
14
to their children and make gap between the rich and the poor.
15
S13
urrll..cunning ((cheating in Korean English))?
16
S14
no cunning, it’s copy (h) but I also think that. I agree.
17
S16
do you think English is different from the rich and the poor?
65

Following Janks (2010), I define critical engagement or critical negotiation as exploring power relations in social
structures and reading a text from multiple perspectives including the marginalized ones.
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18
19
20
21
22
23
24

S14
S15
S14
S16
S14
S16

yes, for example they are studying in early studies and English kindergarten.
early studies?
조기유학 ((early study-abroad)).
but the rich people also study.
They study in English kindergarten and early studies.
But poor people can’t study in English kindergarten and early studies.
umm..yes but..yes ok I see your saying.

S14 (line 10) read her notes by searching online. After S14’s relatively long speech (which lasted
1′02″), S13 jokingly teased her by calling it cheating (line 15) and S15 asked for the definition of a new
word (line 19). It also led to S16’s counter-argument (line 21) who once saw ‘English is only a (neutral)
language by nature’ (line 8-9). S16 emphasized that rich people ‘also study’ (line 22) and therefore the
rich also get English proficiency through their effort. S14 raised a question on equal access to resources
for the rich and the poor (line 23). Finally, S16 in line 24 seemed to see the unequal access to resources
which can affect the different results of education. These interactions would not have been possible if S14
has not organized her thoughts before speaking (whether it was copied from the website or developed on
her own).
With writing time (in addition to engaging in critical literacy two times thus far at that time), it was
motivating to see that many students in other groups also started to clarify and negotiate their arguments
instead of merely listing their opinions. They often moved from prepared speech (as in lines 10–14 in
Extract 6.11) to improvised interaction (lines 15–24) as they negotiated the meanings. Although the
students repeated the same phrase ‘early studies and English kindergarten’ (line 12,18, 22, 23) and used a
non-authentic expression (‘early studies’ in line 19) sometimes due to their limited English proficiency,
the students could present and negotiate their opinions effectively, confirming as Shin & Crookes (2005a)
found, that “students were by no means resistant to this kind of material or class, and showed the ability
to handle and generate critical dialogue in English” (p. 113).
Yura’s comment encapsulates the usefulness of writing before critical dialogue.
학생들이 영어시간에 말을 안하는 이유는 단순히 영어를 몰라서만은 아니야. 물어봐도
별로 할말이 없거든. 근데 이런수업은 학생들이 할말이 있어도 어떻게 말해야할지 몰라서
시작을 못하는 경우도 많은 것 같아 [...] 그래서 5 분정도라도, 더 길어도 좋겠다고
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생각하지만, 여튼 그 시간만이라도 좀 찾아보게하고 무얼 말할지 정리해볼수 있게 하면,
거기서 또 말을 이어나가고 더 생각할 거리를 주는 것 같아.
The reason the students don't speak in English class isn't just because they don't know how to say in
English. It’s when the students don't have much to say even though being asked. However, in this
type of class (critical literacy), there must be many cases in which the students have something to
say but do not know how to put it […] So giving at least 5 minutes, though it would be better if it’s
longer than that, to let the students search for and organize thoughts, then it would give them to
elaborate and add more thoughts.
In every lesson, Yura also allotted writing time for her students (e.g., five minutes to search for the
Internet with their smartphones, collaboratively writing down one or two sentences of their opinions). As
Sunmi and Yura suggested, with the social issues that connect the students’ lived experiences, students
may need time for organizing both what to say and how to say it, and planned speech can further facilitate
improvised talk among students as seen in the aforementioned Extract 6.11.
6.5.5 The Importance of Discussion Leaders
Despite their ubiquitous presence in many group discussion contexts, there has been little
discussion of the roles of discussion leaders to promote L2 critical literacy practices. It would be
worthwhile to identify highly successful cases and also examples where the efforts did not work out. Such
findings could be shared with students so that they can deduce what works and what may not. This would
be a promising way forward for teaching oral communication skills from critical dialogue.
In my data, discussion leaders took indispensable roles in facilitating critical dialogue by
encouraging everyone to talk and creating a congenial and safe space. For example, Extract 6.12 presents
how the students collaboratively and communicatively engaged in a dialogue, which is often initiated and
facilitated by a discussion leader (S5).
Extract 6.12. Bias and tribe
01 → S5:
Jiyeon, if someone says I don’t like white people I prefer Asian people for a date,
02
do you think it’s racism?
03
S6:
I think this is racist. White people are like other races, if white people feel bad,
04
they can be racist.
05 → S5:
how about Woohyun?
06
S7:
I don’t think so. It is common {[bɪəs]}.. {[bɪəs]}. because, for example,
07
two people, one is a white guy, another is Asian guy,
08
both are related to white guy, one is..one can’t be able to seen ..look like(.) like
09
white guy. but it is {[bɪəs]} {[bɪəs]}
10
S8:
{[bɪəs]}?
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11
12
13
14
15
16
17
18
19
20
21
22
23
24
25
26
27
28
29
30
31
32
33
34
35
36

→
→

→
→

→
→

Sunmi: {[baɪəs]}!
S5:
and you mean is..white guy or Asian guy too um..same people,
or common people. You said?
S7:
I think I think both are same tribe.
S5:
Same what?
S7:
tribal? tribe. (h)
S5:
tribe (h)
S7:
tribal? tri=
S8:
=angle
S5:
speak English now (h)
S7:
((writing down in Korean on a note)) (1.7)
What does that mean?
S5:
ah race race!
S7:
race race
S5:
ok. how about=
S6:
=but whites race are different race.
S7:
yes, not same. but I think..
S5:
ah just human?
S7:
yes
S6:
human?
S5:
ok, don’t=
S7:
=yes, same human
S8:
not animal?
S7:
yes yes
S8:
like mammals
S7:
yes (h)

In Extract 6.12, the discussion leader (S5) took responsibility for facilitating the discussion by nominating
students (line 01 and 05), rephrasing for clarification (line 12), asking a question in a friendly way (line
15 and 17), providing help (line 23), checking the meaning (line 28), redirecting the conversation/ off-task
behavior when necessary although it was not taken up in this extract (line 31).
In sum, some discussion leaders contributed to smooth and active engagement in L2 critical
discussion. Successful discussion leaders seemed to nominate students when no one is willing to talk,
making sure everyone's voice is heard. They also tried to create a safe space by providing positive
acknowledgment (e.g., active listening, agreement) and with active engagement (e.g., rephrasing for
clarification). Although only discussion questions were given to discussion leaders for the present study,
classroom interactional data can be used as materials to prepare students for discussion leading by
identifying highly successful cases of discussion leaders as well as less successful ones or by sharing the
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data with students so that they can deduce what works and what may not. It can be a useful and promising
way for teaching oral skills from critical dialogue.
6.5.6 Dividing Critical Tasks per Each Class
Dividing critical tasks was necessary (and sometimes even unavoidable) in this Korean public high
school EFL context where teachers have little freedom to design their own courses, in addition to being
obliged to follow a set curriculum and test schedules under test-driven circumstances. The previous
literature rarely addresses this issue of dividing critical tasks, partly because most L2 critical literacy
research has been done by critical action researchers or/and in a university context wherein much freedom
could be given for teachers to design a whole semester based on critically-oriented language teaching.
Hence, Sunmi and Yura focused only one or two steps of a three-step model66, instead of adopting
the whole three steps according to various classroom realities according to the time limit, students’ levels,
and the balance to teach both conventional and critical literacy. As Kuo (2009) points out:
Critical teachers should not be in a rush to make students become critically aware of the classroom
texts at the cost of reading delight and spelling/grammar correctness. […] it is not necessary for
critical instructors to design their curricula based on all the components in the instructional model
[…] EFL teachers can draw on a few elements shown in the model when they plan to implement a
critical activity. For example, teachers can stress critical social practices by using different modes
of expression as classroom material (e.g., picture books and animated cartoons) and by introducing
multiple perspectives in the classroom. (Kuo, 2009, p. 493)

66

A three-step model (Table 2.2 , also in p. 66) was what I used to produce discussion questions when designing
critical materials. Sunmi found it useful and drew on it to modify discussion questions according to different text.
This seems similar to ‘expert knowledge’ (Kennedy, 1999), that is, knowledge produced by researchers and
provides teachers a discourse to express their emerging understanding of critical literacy education for the
students in diverse contexts. Sunmi and Yura often selected one or two focus tasks from 1) understanding a
generative theme, 2) problem-posing in a text, 3) problem-solving in accordance with the class time, the students’
level, the difficulty or unfamiliarity of the content or vocabulary.

170

It may be ideal to cover the whole sequences of a three-step model (Jung & Crookes, 2020) or the four
resources model67 (Luke & Freebody, 1999). However, given the classroom complex realities, narrowing
down and dividing up tasks per each class will be necessary not to sacrifice the possible to the ideal.
6.6 Developing Criticality: ‘English Is Only a Neutral Language’
As stated earlier (see Section 2.1), the basic premise of critical literacy is that language education,
just as language itself, is not neutral (cf. Janks, 2010; Pierce, 1989; Luke & Freebody, 1999; Canagarajah,
2005). However, like many other English teachers in previous studies68 (Cox & de Assis-Peterson, 1999;
Luykx & Heyman, 2012), Sunmi and some of her students also saw English education as a neutral
practice, without the imperialistic cultural or social implications embedded in English teaching. For
Sunmi, English was seen as a useful tool for success in the globalized world. Similar to Sunmi, S16
previously in Extract 6.11 commented that ‘English itself is neutral by nature’ (lines 08–09). I asked
Sunmi’s view on some students’ comments on English education such as:
‘We should have more native-speakers in school’ (Group 7).
‘English is the only a language which is no discrimination with about proficiency by nature’ (Group
4).
Sunmi thought these comments from the students were unproblematic and agreed with their perspectives:
맞는 말이죠. 아무래도 원어민 선생님이 있으면 자극이 되는면도 있고, 프리토킹 기회도
가질수 있으니까 […] 부자에게 교육의 기회가 더 많은건 사실이지만 영어자체는 그냥
기술이죠. 전 모두가 영어를 잘해야할 필요는 없다고 생각하지만 어째튼 지금
우리사회에서는 좋은 대학가고 좋은 직장에 가려면 반드시 필요한 필수코스고요.
Those are right to say. Having a native-speaking teacher can be motivating with more free-talking
opportunities […] Rich people indeed have more educational opportunities, but English itself is
just a skill. I don't think everyone needs to be good at English, but somehow, in our society now, it's
a mandatory course to go to a good college and get a decent job.
67

The four resources model (Luke & Freebody,1999) expands the definition of reading from decoding printed texts
to constructing meaning and analyzing texts in sociocultural contexts. This model identifies four stages: code
breaking (i.e., understanding and using the written English); text participating (i.e., connecting textual knowledge
with background knowledge, such as getting the main idea); text using (i.e., socialization with meanings created
from texts and understanding how the text may differ and vary according to audience and social purpose); and text
critiquing (helping students critically analyze on how a text tries to position readers within a particular world view,
articulating the perspectives included and excluded).
68
Among early research on critical pedagogy in the EFL classroom contexts, Cox and de Assis-Peterson (1999)
found all 40 Brazilian in-service English teachers in their research saw English as a neutral language for global
communication. Such a tendency was also found among pre-service teachers from ethnic minority, working class,
immigrant backgrounds in the US-Mexico border region (Luykx & Heyman, 2012).
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Sunmi’s neural view towards English language teaching and learning seems to be well described in her
metaphor of riding a bicycle:
저는 영어는 자전저타는 것과 같다고 생각하거든요. 처음에는 서툴지만 계속 연습하면
나중에는 크게 신경쓰지않고도 그냥 편안하게 탈수 있는 것처럼 영어도 그렇죠.
I think English is like riding a bicycle. It’s awkward at first, but if you keep practicing, then you
can ride it comfortably with no difficulty.
For Sunmi, English itself does not have any value but is only a skill like learning to ride a bicycle.
However, even with riding a bicycle, it cannot be entirely a neutral skill that anyone can learn, because
only those who have affordances such as a bicycle, time, and place to practice, can learn it. Sunmi’s view
that sees English as a neutral language for global communication can also obscure its social and cultural
implications. According to Cox and de Assis-Peterson (1999), the imperialistic implications embedded in
English teaching have been deliberately avoided or hidden in favor of its social and economic benefits
while teachers see themselves “as altruistic agents of good, in that they prepared students to be successful
in the international world” (Cox & de Assis-Peterson, 1999, p. 442). Regarding this tendency, Lin (1999)
warns that language teachers should recognize social and cultural imperialism relative to their role so as
not to reproduce social inequalities in the classroom. Lin argues that “understanding existing classroom
practices and their socio-cultural and institutional situatedness is a first step” (Lin, 1999, p. 411) towards
the contribution of transformation to students’ perception of surrounded social worlds.
It would be true that, without criticality or critical orientations, teachers cannot teach critical
literacy. However, given that Sunmi, as well as Yura, is still developing criticality, we should not be
harsh on the teachers’ neutral views and attitudes. Instead, it will be necessary to promote critical
perspectives on language teaching and its cultural/ social/ economic implications by giving literacy a
socio-political dimension through various channels such as teacher education programs for pre-service
and in-service teachers, teacher seminars and conferences, practical teaching books and journals.
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6.7 Researcher’s Self-Reflexivity To Enter Into Dialogue Beyond the Differences
Concerns about not taking into account the other person’s views, or the teacher not paying enough
attention to the students’ views, have been a long-standing concern in the literature of critical literacy and
even its predecessors (Crookes, 2013, pp. 177–183). So this is not new, but must always be considered.
For example, Kubota (2014) describes her dilemma arising from a feeling that taking a post-structural
approach that considers all knowledge as legitimate for examination may contradict pursuing social
justice. To enter into a dialogue for transformation among people who have different and even opposing
views, Kubota (2014) asks us to constantly reflect on our assumptions (e.g., what and why we do and
don’t, and what other options are available). In this section, the interaction with Yura to choose an
appropriate topic for her students seems to epitomize 1) how I collaborated with the participant (Yura) as
a co-composer of the inquiry (Duff, 2007); 2) how a teacher belief and emotion affect teaching choices; 3)
how critical vocabulary can provide a critical lens for a teacher to justify their teaching decisions; and 4)
how self-reflexivity can help broaden our views to examine an issue from multiple, thus more critical,
perspectives.
Extract 6.13 presents how Yura and I collaboratively chose the topic on which to focus the critical
material. While Yura and I agreed that ‘the beauty standards’ can be a vehicle for the oppression of
people, Yura did not agree with my suggested topic, ‘plastic surgery in Korea’, because she felt plastic
surgery as a social problem is a dubious construction with little relevance to her students’ lives.
Extract 6.13. Choosing an appropriate topic
01 →
02 →
03
04
05

Y:

성형수술은 토론하기에 좀::그리고 우리가 흔히 보는건 시술이지,

H:
Y:

서양사람들이 생각하는 막 그런 수술이 아니쟎아.
시술? 피부 레이저같은거?
응. 뭐 쌍수나 코는 좀 흔하다고 들었지만 주변에서는 그보다는 시술쪽이
많지. 보톡스? 레이저이런거.

06 →

게다가 학생들이 아직은 잘 알지도 못한거일텐데.

07 →

아마 TV 연예인들에서나 나올법한 내용을 가지고

08 →

‘우리나라 성형수술이 문제야. 어떻게 생각해?’

09 →

이러는것도 좀 와닿지 않을 것 같고,
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10
11
12
13
14
15
16
17
18
19
20
21
23
24
01 →
02 →
03
04
05

H:

Y:
H:

Y:

그걸 하는 사람들에 대해 판단하는게 맞나도 싶고.
음, 그치 무조건 성형하면 나쁘다는 낙인을 찍는것도 문제가 있지.
진짜 신체적인 이유나 심리적이유로 필요한 사람들도 있을텐데.
근데 분명 우리사회에 미에 대한
좀 이상하리만큼 strict 한 미의
기준들은 존재하긴 하지 않아?
응(h) 우리가 단일민족이라 그런가?
다 똑같이 생겨야 할 것 같은(h)
음(h) 다양한 아름다움에 대한 포용성,
그런게 부족한 것 같긴해.
이런 외모에 대한 얘기는 학생들이 불편해할 것 같다고 했지?
응. 완전 민감하지.
살에 대한거, 얼굴, 피부에 대한거 이런거 좀 불편하지.
이렇게 직접 심하게 와닿는 것 말고:::

Y:

plastic surgery is a little inappropriate to debate::what we often see is a treatment,

H:
Y:

not the surgery that Westerners think ((pointing at breasts and hips)).
treatment? do you mean like a skin laser?
yes. well, I heard that double-eyelids or nose surgery are a bit common,
but treatments are way more frequently such as Botox↑ or a laser.

06 →

moreover, the students may not have known it well yet.

07 →

it wouldn’t feel relevant ((to the students)) if we say

08 →

‘plastic surgery is a problem in Korea. what do you think?’

09 →
10
11
12
13
14
15
16
17
18
19
20
21
22
23

with only some extreme cases that celebrities might have.
and also I doubt if it’s right to judge people who do plastic surgery.
um, yes, it must be a problem to judge it's bad
if you have plastic surgery no matter what.
also some people may need it for physical or psychological reasons,
but obviously, aren't there some strangely strict standards regarding beauty
in our society?
right (h) is it because we are homogenous people?
as if we should look the same (h)
(h) that's right, the concept of inclusive beauty seems lacking.
you said that it ((talking about the beauty standards)) can make
your students feel uncomfortable, right?
yes. it's completely sensitive.
it’s quite uncomfortable if it’s about weight, face, or skin.
let’s find the topics less directly related::

H:

Y:
H:

Y:

Yura refused to choose plastic surgery as a discussion topic because she disagreed with proclaiming the
ubiquity of plastic surgery in Korea because she believed the perception of surgery is different in Korea
and the West (line 01-02). Yura added that we should not impose what the media say as a social problem
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because it is not only what most students have not even experienced in their daily lives but it also feels
unethical to judge those who have plastic surgery (line 09-10).
Another problem with plastic surgery as a topic is that students can feel uncomfortable talking
about physical appearances (line 20-21). A discussion of beauty standards behind plastic surgery (e.g.,
what are supposed to be beautiful/ ugly) can hurt some students’ feelings considering their sensitivity
about their physical appearances (line 22-23). Yura’s concern seems valid in that negative emotions in
class can hinder students’ learning and engagement in dialogue (Oxford, 2015). It also shows her
professional identity as a teacher who knows the students well and who tries to make sure a safe
classroom and learning environment.
After examining different topics around the strict beauty standard and how it may affect (and be
affected by) people, Yura and I reached an agreement to use a medicine advertisement as the text for
critical literacy as in Extract 6.14.
Extract 6.14. An advertisement as text
01
H:
키는::
02
Y:
남자애들한테는 민감할 수 있긴한데=
03
H:
=여자애들은 안민감해?
04
Y:
여자애들도 민감한데. 남자애들만큼은 아닐 것 같지만,
05
힐을 신을수있으니까? (h)
06
H:
왜 옛날에 광고 있었쟎아.
07
186 [남학생] 167 [여학생]이
08
이상적인 키다 그러는 성장약 광고.
09
Y:
응 본 것 같아.
[…]
15
Y:
이건 광고에 대한 얘기니까, ((키에 대한)) 주제가 민감할 수는 있지만
16
분명 잘못된건 맞으니까.
17
H:
왜 잘못된거라고 생각하는지 물어봐도 돼?@
18 → Y:
인간에 대한 억압이지. oppression! (h)
19
다 저만큼 커야 뭐 멋진건가?
20
우리가 다 저만큼 클수도 없고 클 필요도 없고.
21
사람의 아름다움이 키에 있다는 자체가 억압이지.
22
우리 반학생들 체력검사때 1mm 라도 커보려고 안달하는 것 보면
23 →
웃프고 그래.
01
H:
the height::
02
Y:
it can be a sensitive issue to boys, but=
03
H:
=are girls not sensitive [about height]?
04
Y:
girls are sensitive too, but maybe less than boys,
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05
06
07
08
09
[… ]
15
16
17
18 →
19
20
21
22 →
23

H:

Y:
Y:
H:
Y:

since they can wear heels? (h)
you know, there was an advertisement
saying 186cm [for boys] 167cm [for girls] is an ideal height.
it was a medicine ad saying those are the ideal height.
yah, I think I saw it.
because this is about an advertisement [about an ideal height],
although the topic may be still sensitive, since it’s definitely wrong.
may I ask why you think it’s wrong? (h)
it’s oppression against humans. oppression! ((English in original)) (h)
is it cool only if a person is tall like that?
not everyone should be and cannot be tall like that.
measuring a person’s beauty based on height itself is oppression
it’s funny-but-sad to see my students are so desperate to grow even 1mm taller
during physical examination.

Yura decided to use a supplement advertisement for height growth as the text for critical literacy because
of her ‘funny-but-sad’ feeling (line 22) and her awareness of ‘oppression’ in it (line 18). During the
interview, it was quite often observed that the words I used to explain power issues in texts (e.g.,
oppression, marginalization, resources, equal access, social injustice) were reproduced by the teacher
participants when they articulate their understanding and belief. It seemed those terms provided a critical
lens for Sunmi and Yura to justify their teaching decisions (as in line 18 of Extract 6.14).
After discussion with Yura, I reflected on my initial process of problematization, ‘the ubiquity of
plastic surgery in Korea as a social problem’. Yura refused to take my suggestion (plastic surgery in
Korea) as a topic because she doubted the veracity of the media discourse and its relevance to the
students’ lives and experiences. Yura’s opposing view against ‘plastic surgery as a social problem’ in
Korea reminded me of Kubota’s (2014) hyper-self-reflexivity that critical teachers/ scholars/ materials
and curriculum developers need to enter into a dialogue with others (See Section 2.3.2).
Throughout my projects during the Ph.D. program, I have observed being ‘critical’ means different
things for different people and different contexts. Some may find a certain critical issue is only a personal
problem rather than a social problem by saying ‘Most educated people are not racists. It’s only a few
ignorant/ narrow-minded people’s problems.’ Or others may avoid certain topics because they have not
observed such social injustice in their lives by saying ‘I haven’t observed racism in Korea’ or ‘As far as I
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know, there is no gender discrimination in my workplace.’ Sometimes people or societies may define the
concepts differently (e.g., What human rights mean in North Korea and gender discrimination in some
Mid-East countries are different) or have different views such as ‘Translanguaging is necessary but not
desirable in language classrooms’. Given that critical literacy does not merely reside in analyzing
meaning production such as reasoned analysis of argument and examination of evidence (Janks, 2010) but
it aims at transforming social injustice and oppression, the first step is entering into dialogue with people
who have different or even opposing views.
To do so, Kubota (2014) suggests that critical teachers and researchers “need to employ more
openness, imagination, and hyper-self-reflexivity to enter into a dialogue with scholars, practitioners, and
students who might have opposing perspectives and to simultaneously invite others to do the same” (p.
248). For example, I reflected on my problematization of ‘plastic surgery as a social problem’ which was
based on the statistics produced by diverse actors such as the media (magazines, newspapers, TV shows),
plastic surgeons, psychiatrists, dating agencies, and advertisements on the subway stations in Gangnam or
from cosmetic companies. However, with media discourse analysis, Leem (2015) argues that ‘South
Korea as a plastic surgery nation’ is a dubious construction because most statistical surveys are concerned
with respondents’ attitudes (acceptance, comfort, and intentions) concerning plastic surgery, rather than
counting the actual number of plastic surgery recipients among the entire Korean population. The survey
results are also used to categorize individual plastic surgery recipients into collective bodies, such as
women (gender), the young generation (age and class), and Korean citizens (nationality), and representing
them as candidate groups for plastic surgery. This statistical grouping69 then “feeds the plastic surgery
industry and enables it to market itself in multiple ways and to reach individual consumers beyond
national borders” (Leem, 2015, p.67). Rather than accepting the media discourse as it is, this article asks
us to see whose interests are fulfilled by the media discourse of ‘South Korea as a plastic nation’ and what
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Statistical groups or counting has the power to produce “subject effects” which is crucial to understand how
biopower works because people affect and are affected by statistical groupings (Foucault, 1991).
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are the personal stories from the actual plastic surgery recipients such as “whether their lives are enhanced
through plastic surgery or they suffer from health risks and side effects” (Leem, 2015, p.68).
Reflecting on the discussion with Yura and researching different views regarding this issue, I could
re-examine my taken-for-granted belief by asking ‘what are the assumptions of my perspective?’ and
‘whose interests are fulfilled by making South Korea as a nation of plastic surgery?’ This process made
me more critically examine one’s own assumptions which are indispensable not turn my favored
discourses into another form of indoctrination that alienates, silences, marginalizes alternative voices. In
addition, as Yura’s different perspective stimulated my reflection, self-reflexivity can be more possible by
collective inquiry among teachers (e.g., teachers’ networks, supporting groups). Before arguing a certain
perspective is more truthful than others, as Leem (2015) suggested, focusing on personal stories or
narratives can be useful to see multiplicities, messiness, and contingencies of people’s lives in relation to
certain political, cultural, and social practices. In this way, we may better enter into critical dialogue with
openness to transform power inequality, oppressions, social injustice in our daily lives and in the world.
Such an attitude among researchers and teachers can broaden pedagogical possibilities in different
contexts and with different people, making the field of critical literacy more feasible, colorful, and
multiple.
6.8 Conclusion
In this chapter, I have discussed the multiple emotions that Sunmi and Yura experienced when
incorporating critical literacy in their instruction and the teaching strategies that they employed for
effective critical literacy practices. The findings show, through narrative inquiry, the teacher participants
reflected on their teaching practices. Attending closely to the teacher narratives, I could identify various
teacher emotions such as positive (joy, satisfaction, pride, happiness, fun, and thrill) and negative (doubt,
dissatisfaction, shock, guilt, discomfort). From classroom interactions between the teacher and their
students, I also could analyze what teaching strategies the teachers consciously and subconsciously used
to better engage students in critical dialogue. The findings have a potential to provide useful materials and
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insights for pre-service and in-service teachers by enriching critical literacy educational landscapes in
high school EFL classrooms that can be shared, experienced, and reflected on with others.
In the next chapter, I conduct an analysis of the teachers’ interviews after the implementation of critical
materials for one semester and whether it made any impact on their teaching practices.
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CHAPTER 7
AFTER USING CRITICAL MATERIALS
7.1. Introduction
As depicted in previous chapters, Sunmi and Yura planned and practiced critical literacy with their
homeroom students in Korean high schools for one semester. To answer the third research question
regarding how critical literacy teaching affects the teachers, this chapter explores the teachers’ lived
experiences after using critical materials for one semester and discusses the discursive construction of
their teacher identity using critical materials within the current Korean education system. A discussion of
raising critical dispositions among teachers should be through “a dialogue with teachers that respects their
affective values,” rather than through “an imposition that commands teachers” to radically ask themselves
who teachers are and should be (Neumann, 2013, p. 140).
Based on the dialogue I had with the teacher participants, I first discuss how the teachers felt about
their critical literacy practices in their regular classrooms. By reflecting on their use of critical materials
for one semester, Sunmi and Yura shared how the critical literacy practices shaped and reshaped their
identities and beliefs as language teachers. The teachers presented conflicting emotions in relation to the
social context and how critical literacy brought up changes in their teaching practices and in their
perceived identities.
Moreover, by this time, the 2019 coronavirus disease (Covid-19) was widespread locally and
globally, which dramatically changed the ways of teaching and learning and integrated more technology
into everyday classroom scenes. This unprecedented and unexpected change baffled Sunmi and Yura at
first, but they started to find alternative ways to teach English and to be more connected with their
students in this contactless classroom environment. Both Sunmi and Yura discussed how they modified
their pre-existing activities based on the features of the critical materials and how it worked in their
virtual classrooms. Their stories affected other teachers’ teaching practices in their school. It seems when
teachers have critical positions, the impact can be powerful and visible in schools (Evans, 2008;
Kincheloe, 2005).
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Finally, I look at how critical consciousness or critical dispositions of the teachers affected their
attitudes in the classrooms as well as in their daily lives. Although their critical consciousness is still
developing (just like I am), I find some important qualities of transformative intellectuals70 (e.g., Giroux
& McLaren, 1989) in the teachers’ dispositions, perspectives, and practices.
7.2. Responses to Critical Literacy by the Teachers
A major theme that emerged from the data was how the teachers’ frustration as English teachers
turned into satisfaction as a result of the interaction with their students during critical literacy practices.
According to Sunmi and Yura, the current education system asks them to be ‘dream crushers’ and
‘gatekeepers’ rather than supportive teachers, which produces a mismatch with the identities the teachers
projected for themselves. In Extract 7.1, Sunmi discusses how she and her students became used to a
dehumanizing way of teaching and learning.
Extract 7.1. ‘I was a dream crusher.’
Sunmi: 교직에 나와서는, 꿈을 짓밟는 사람이죠. 저는 제가 학생들의 꿈을 키워주고 세상을
향해 날개를 펼수 있게 도와주는 그런 교사가 될거라고 생각했거든요. 근데 정반대의 일을
하고 있더라고요. 배치표를 펴는순간 ‘너 점수로는 여기까지 갈 수 있어’ 뭐 이런말을 하며
학생들의 날개를 꺽어버리는 교사. 너의 꿈을 여기까지만 꿀수 있어라고 말하는 그런
사람이 되어 있는 거죠. […] 처음에는 이런모습이 싫었는데, 물론 지금도 너무 싫긴 하지만,
익숙해져 버린 것 같아요. 근데 저만 그런 수업에 익숙해진게 아니라 학생들도 익숙해지게
만든 것 같아요. 꿈을 이루고 싶으면 꿈을 꾸지 말고 시키는 공부만하는게 맞는거라고.
When I became a teacher, I realized I could be the one who trampled on students’ dreams. I
thought I would be the kind of teacher who helps students make their dreams and spread their
wings toward the world. But as soon as I open the university placement table, I break their wings
saying ‘These are the universities that you can go to with your current score.’ […] I didn't like this,
and I still hate it, but I think I've gotten used to it. Not only me, but I also made my students get
used to it by suggesting ‘If you want to make your dream come true, don’t dream but study as you
are told.’

70

Giroux claims that teachers should be “transformative intellectuals” who have the disposition and the skill to
engage critically with social realities. Teachers are not simply experts in the subject matter who deliver content but
agents of change promoting social justice who understand and eventually act on structural inequities in their place
of employment. As transformative intellectuals, the role of teacher goes beyond the socialization of the students
into community practices and becomes an empowering one to help the students actualize their full potential as
humans and to facilitate their effective participation in communicative events. As Giroux and McLaren (1989)
define, transformative teachers are people “who are able and willing to reflect upon the ideological principles that
inform their practice, who connect pedagogical theory and practice to wider social issues, and who work together
to share ideas, exercise power over the conditions of their labor, and embody in their teaching a vision of a better
and more humane life” (p. xxiii).
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In Extract 7.1, Sunmi was reminded of her reality shock that came from the gap between her teacher
image and her actual practice. Many previous studies define ‘reality shock’ as dilemmas, tensions, and
doubts that beginning teachers experience (e.g., Veenman,1984; Yuan & Lee, 2016). However, Sunmi’s
narrative is consistent with the idea that reality shock lasts among experienced teachers when they
observe a serious gap between their beliefs and practice. Sunmi admits that she has been always against
dehumanizing education that limits students’ capacities and potentials based on their grades, but she also
points out her compliance by having herself and her students ‘get used to’ dehumanizing teaching
practices. Similarly, in Extract 7.2, Yura expresses a lack of agency in transforming education and
showed self-doubt if her teaching was truly educative for her students’ growth.
Extract 7.2. ‘I doubt if this is true education’
Yura: 근데 이게 나 한사람이 바꾼다고 되는게 아니쟎아. 그게 사회가 원하는거고 학생들이
원하는 거니까. 근데 이게 진짜 교육인가라는 의문이 항상 있지. 교육이란 단어가 가르치고
성장시킨다는 뜻이쟎아. 내가 가르치고는 있지만 학생들을 한 인간으로 성장시키고
있는지는 항상 의문이지.
The education system is not something one person can change because that's what society wants
and what students want. But I doubt if this is true education. The word ‘education’(in Sino-Korean)
means to ‘teach’ and ‘grow’. I know I’m ‘teaching’, but it's always questionable whether my
teaching helps students ‘grow’ as a (mature) human.
Yura has a doubt whether her teaching practices are ‘true education’ that grows and helps students to be
better human-beings. The teachers’ frustration and dilemma have resulted from their lack of agency in the
current education system and their compliance with dehumanizing teaching practices.
Drawing on her experience of using critical materials, however, Yura expresses hope for change in
Extract 7.3.
Extract 7.3. ‘I see a light of hope’
Yura: 이번 수업을 하면서 내가 바꿀 수 없다고 생각했던 것들에 틈이 조금씩 보이기 시작한
것 같아. 왠지 바꿀 수 있다는 희망의 빛 같은거. 지금 연구부 부장, 영어과 부장 맡고
있으면서도 사실 나도 어떻게 해야할지를 모르겠거든. 나라에서는 교수평기일체화니
배움중심수업이니 방향은 지시하면서 정작 어떻게 해야하는지는 알아서 하라고하쟎아.
전에는 ‘사회는 안변하면서 교육보고만 변하라고 하면 이게 되는거야?’라고 생각했다면
지금은 틈을 찾게돼. […] 사실 우리가 한 [비판적문해]수업들은 결국 영어를 가르치고
있는건 똑같아. 하지만 써브텍스트가 다르쟎아. 전에는 지식이 교과서에서 나온다는게
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바탕에 깔려있었다면, 이런 수업에서는 학생들로부터 끌어내쟎아. 교육 (education)의
어원이 끌어낸다에서 왔다는데 이런수업이면 그게 가능할꺼란 생각이들어.
After [the critical literacy] class, I see gaps in the things I thought I couldn't change, as a light of
hope that I can maybe change it. Even though I'm the head teacher in the Research department and
the English department in my school, I didn't know what to do for a change. The government only
proposes an educational goal like ‘Curriculum-Teaching-Assessment-Records Alignment71’ and
‘‘Learning-centered class’’, but without ‘hows’. I used to complain like ‘Will education change
while the society doesn't?’ But now I find a gap. […] The fact that I teach English is the same in
the [critical literacy] classes, but its subtext(assumption) is different. Previously, the assumption
was only what textbooks say matters, but now what students think matters, like a real studentcentered class. I think I heard that education is etymologically derived from ‘educe’, and I feel I
may be able to do that with this type of class.
Yura’s metaphor (‘a light of hope’) seems to vividly describe her changing agency by linking critical
literacy to the current educational goals. Previously, Yura thought one teacher could not make a change in
education (in Extract 7.2), but now she is finding a ‘gap’ for transformation. This increased teacher
agency was possible with her positive experience from critical literacy teaching practices to narrow the
gap between the educational goals (based on Jinbo Gyoyuk, see Section 1.4.2 for details) and her teaching
practices.
Yura’s frustration arising from the teaching gap gives an implication for critical literacy
researchers. Yura criticized the government which proposed only educational goals without supporting
teaching methods and environments. Such ambiguity from the mismatch between educational goals and
actual teaching practices generates feelings of avoidance or uneasiness among teachers (Correa et al.,
2015). While it must be true that prescribed teaching methods and materials cannot be ideal in every
context, more empirical-based classroom examples, lesson plans, instructional models, and classroom
materials will provide access to critical literacy for both novice and experienced teachers.
Yura, as well as Sunmi, agreed with the general direction of the educational goals based on the
principles of Jinbo Goyuk, or progressive education, such as building democracy within schools away

‘Curriculum-Teaching-Assessment-Records Alignment’ is a term formed by operationally combining curriculum,
instruction, evaluation, and integration. It is a practical way of student-centered classes. For student-centered
classes, it is necessary to reorganize the curriculum, the class design, the achievement standards and even the
record system accordingly (D. Kim, 2017).
71
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from excessive competition and dehumanizing/ monolithic curriculum (GPOE, 2016; also see Section
1.4.2 for details). However, the educational goals without means put Korean teachers often at the center
of conflict between parents’ expectations to ensure exam preparation and the educational goals to get
away from teaching for the test. By balancing conventional and critical literacy in her high school
classroom, Yura could find ‘a light of hope’ to address this dilemma. Yura commented that ‘the fact’ of
teaching English is the same, but its ‘subtext’ is different because the focus of critical literacy lies in
students’ voices, experiences, active engagement rather than students’ absorbing the knowledge from the
textbook. Yura called it ‘a real student-centered class’ because it draws knowledge and experiences from
students to co-construct knowledge. Yura’s conceptualization of education based on its etymology,
‘educe’, seems to brilliantly capture what critical literacy means to her (i.e., eliciting and co-constructing
knowledge with and by students).
It should be cautioned that Yura did not mean that only critical literacy practices worked and other
teaching methods did not. As Yura mentioned in Extract 7.3 (‘The fact that I teach English is the same’),
teaching conventional literacy skills is equally important and language teachers draw on different
teaching methods to teach and shape different literate repertoires in classrooms. However, if a teacher
wishes to practice what Yura called ‘a real student-centered class’ where students are active agents in
learning and their lives, critical literacy would be an indispensable and invaluable option for teachers.
It is noteworthy that Sunmi used a similar expression, ‘a real teacher’, to refer to her empowered
identity as a teacher in voicing her change who listens to the students’ voices rather than evaluates/ judges
them. In Extract 7.4, Sunmi encapsulated the reflexive nature that the contents based on critical literacy
brought to her teaching.
Extract 7.4. ‘It feels like I’m a real teacher.’
Sunmi: 이 수업을 하는 동안은 제가 벽을 안보고 우리반애들의 눈을 보고 있더라고요.
아이들이 웃고 떠들고 안되는 영어로라도 서로 물어보는 걸 보니 제가 초임때 느꼈던 그런
꿈이 스물스물 올라오는거있죠. 진짜 선생님이 된 것 같은 느낌이랄까 [...] 예전에는 누가
내말을 안듣고 있나를 봤는데 이제는 누가 무슨말을 하나에 귀를 기울이고 있는. 제가
생각하던 그런 선생님이 된 것 같다고나할까. 예전에 내용들은 단지 시험을 위한
내용들이었다면 비판적읽기교재 내용은 나를 돌아보게하는 내용들인 것 같아요. 더
가치있는 그런거..
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During those [critical literacy] activities, I found I looked more at my students than the wall.
Seeing the students laughing, talking, and asking each other even in broken English, I was
reminded of the feelings when I just became a teacher. It feels like I’m a real teacher[...]
Previously, I focused on those who did not listen to me, but now I focus on what students say. I
guess it is the teacher I wanted to be. In the past, the contents were just for the exam, but I feel the
contents of the critical reading materials are the ones that make us reflect on ourselves. Something
more valuable..
Sunmi previously described her lasting ‘reality shock’ between her teaching image and her actual
teaching practice in Extract 7.1. Her negative emotion about education and herself as a teacher changed
when she interacted with students based on critical materials. Unlike the contents only for test preps, the
contents in the critical materials were more ‘valuable’ knowledge for Sunmi because those materials
made Sunmi and her students look back on their beliefs and behaviors with real-life issues. In the next
section, I discuss how these positive emotional experiences of Sunmi and Yura affected their teaching
practices in their new academic year with new students. This time, the new academic year started during
the pandemic and Sunmi and Yura initiated critically-oriented small interventions within the existing
curriculum.
7.3 Alternative Ways To Teach English in the Days of the Covid-19 Pandemic
7.3.1 The Pandemic Show and Tell in Sunmi’s Class
In March 2020, when the Korean high schools started a new academic year, the COVID-19
outbreak had rapidly extended locally and globally and all the classes moved online in Korean high
schools. During the post-interviews, Sunmi shared her concerns that she had observed little engagement
and interaction among students during her online classes in the Covid-19 pandemic. In the previous
semesters, Sunmi used to start her class with small talk in English (e.g., What did you do yesterday? How
was the exam?, etc.), but without rapport72 and face-to-face classroom interaction, Sunmi ended up
feeling awkward and frustrated every time she tried to interact with the students in English. She shared
that all her experience and knowledge as a teacher seemed ineffective in this new mode of the online

72

Because the K-12 schools in Korea start a new academic year in March, Sunmi had minimal contact with her
students in person and mostly met online.
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teaching environment with new students. During discussion, I suggested having the students take the lead
instead of her, and Sunmi came up with the idea of Show and Tell. Sunmi initially thought to have
students introduce themselves since it was the beginning of the semester, and I suggested making it the
Pandemic Show and Tell because it would be timely and supposedly more emotionally engaging. The
Pandemic Show and Tell was our collaborative effort.
Drawing on her experience of critical literacy practices last semester, Sunmi decided to change the
teacher’s small talk and check-in time into the students’ sharing time for two minutes. At the beginning of
each class meeting, one or two students shared their so-called ‘The Pandemic Show and Tell’ using one
picture and answering the three questions in Figure 7.1:
Figure 7.1
The Pandemic Show and Tell Project in Sunmi’s Class

The Pandemic Show and Tell
In the days of the Covid-19 pandemic (2 minutes):
1) Who is marginalized?
(It can be anyone around you, or even yourself)
2) What did you do for a change? How did you help the person?
3) What can we do for a change in society?
The use of pictures resembles ‘codes’ as projective devices for problem-posing (Section 2.4.2). Three
simple questions in Figure 7.1 were used as guiding questions modified from a three-step model
discussed in Table 2.2. These guiding questions can give clear instruction for students about how to share
their stories as well as analytical tools for them to elaborate and reflect on their experiences. In Extract
7.5, Sunmi was excited to share some of the students’ presentations after trying out this new activity for
weeks.
Extract 7.5. ‘I can’t forget the changes the only two-minute speech activity has made’
Sunmi: ‘What did you do yesterday?’라고 물어보면 기껏해야 ‘sleep’이라고 대답하던 애들이
어떻게 그런 깊은 생각을 하는지 진짜 놀랐어요. 소외된 사람이 코로나 때문에 하루종일 밥
차리고 집안일에 시달리는데 사회적으로 인정도 못받는 엄마라며 엄마를 도운 얘기를 하는
애도 있었고, 엄마들도 재난기금을 받아야하는 노동자라면서. 한번은 니어카 미는 할머니
뒷모습을 찍어서 올린 학생도 있었어요. 할머니 니어카를 밀어드렸는데 앞모습을 찍는건
예의가 아닌거 같아 뒷모습을 찍었다고. 또 헬스장하시는 자기 아빠를 소개하는 애도
있었고. 아무도 없는 헬스장을 청소하는 모습을 찍고 설명하는데 막 저도 눈시울이 막
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붉어지고. 영어로 얘기하는데도 저렇게 마음에 와닿을수 있을까 싶을정도로 […] 고작
2 분스피치인데 서로 그렇게 가까워지고 공감하는 시간이 되었다는게 전 정말 교사로서
정말 잊지못할꺼 같아요. 정말 학기시작하고 몇주동안 말없던 그 학생들이 맞는지 (h).
확실한건 아이들이 관심이 없는게 아니라 제가 이런 장을 마련해주지 않은게
문제였구나하는 생각이 들어요.
It’s just so surprising how they changed. Only a few weeks ago, when I asked ‘What did you do
yesterday?’, they just said ‘sleep’. But in this speech time, one student said her mom is the
marginalized one because she suffers from housework all day long due to the Covid-19 but without
any social or personal recognition. The student argued mothers are also workers and therefore
they should receive extra disaster funds. Another student posted an elderly woman with a cart full
of cardboard for recycling73. After he helped her push the cart, he took a picture of her back
because he thought it wouldn’t be polite to take a picture of her front shot. The other one
introduced his father who ran a gym and was hit by the Covid-19. The student posted a picture of
his father cleaning the empty gym with no customers, and I even felt my eyes welled up. I realized
even though we spoke in English, it could touch our hearts so deeply. […] It’s only for two minutes
speech, but I can’t forget the changes the only two-minute speech activity has made. I couldn’t
believe they are the same students who were so silent for weeks after the semester started (h). I feel
the students’ lack of engagement was not their problem but mine by not providing an engaging
space like this.
Sunmi’s positive evaluation of the activity shows the possibility of incorporating the concept of critical
literacy in the existing educational context. The examples of her students’ presentations in Extract 7.5
seemed to reveal oppression, marginalization, isolation, social injustice, inequality embedded in our
society. With her students’ presentations about the marginalized people during the pandemic, Sunmi
shared that she as well as her students were emotionally engaged, connected, and touched as explained in
Extract 7.6.
Extract 7.6. ‘I even forgot that it was presented in English’
Sunmi: 그런 이야기를 한다고 해서 전혀 우울하거나 부정적이지 않았어요. 오히려 그
반대죠. 학생들 뿐 아니라 저도 몰랐던, 관심 없어서 그냥 지나쳤던 이야기들을 들으며 저도
많이 배우고 깨닫고. 그런 이야기를 통해 저도 배우고 학생도 배우고 그럴 수 있었던
시간이었죠. 영어로 얘기하고 있다는 걸 잊을만큼 같이 웃고 울고 그랬어요.
Talking about such issues wasn’t depressing or negative at all. Actually, it was the opposite. I, as
well as, the students, could learn a lot by listening to the stories that I didn't know about or wasn't
aware of before. It was a time when I was able to learn from the students' stories. We laughed and
cried together and I even forgot that it was presented in English.
Sunmi’s comment, ‘We laughed and cried together and I even forgot that it was presented in English’,
shows peripheral attention to the language and focal attention to the content were given during the
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The poverty rate of South Korea’s elderly was by far the highest among OECD countries (McCurry, 2017).
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activity, which suggests the heightened emotional engagement of Sunmi (and her students). The stories
presented by the students seemed to raise Sunmi’s sensitivity as well as criticality about the people and
stories around her and her students.
During the Pandemic Show and Tell, Sunmi was no longer the sole authority or knowledge
provider, while students were active agents who posed problems and co-constructed knowledge with
Sunmi and other students. Through this process, Sunmi could teach English in a meaningful and engaging
way. This two-minute activity often provided more discussions after the presentation because it naturally
let Sunmi ask further questions and elicit students’ contributions or interactions. Sunmi described it as
much more meaningful and engaging than asking small talk questions such as ‘how did you like lunch?’
Because the students’ presentation entailed contemporary social problems during the pandemic, Sunmi
could introduce similar issues or useful vocabulary about the students’ presentations during her classroom
teaching.
With the two-minute Pandemic Show and Tell presentations, Sunmi could open a safe space for
critical literacy practices based on the students’ sharing of 1) their perceived marginalization with one
picture as a code74 (i.e., problem-posing with a generative theme), 2) their action to help the marginalized
(i.e., critical action), and 3) their creative solutions that tackle the social realm (i.e., problem-solving/
social action). As Sunmi said, her class transformed from the place with ‘awkward silence’ to the place
where the students ‘laugh and cry together’ while ‘learning from each other’. Drawing on critical literacy,
Sunmi creatively and actively transformed her classroom practices to benefit her students. This successful
experience affected her identity as a teacher in a very positive way as in Extract 7.7.
Extract 7.7. ‘I feel proud beyond fulfilled’
Sunmi: 제가 몰라서, 해본 적이 없어서, 관심이 없어서 두려웠던 것 같아요.
비판적문해교육이란게 우리가 사용하는 교과서 틀 밖에 있는거니까. 근데 이번 수업을
하면서도 느끼는게 이 수업자체도 가치있지만 이런 수업이 가져오는 그런 분위기↑
태도↑그런 변화가 정말 뭐랄까, 너무 놀랍고 소중해요. 사회문제가 사실 엄청난게 아니라
그냥 우리 사는 이야기쟎아요. 그리고 종류는 다르지만 저마다 다 어려움이 있다는걸 알고,
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The Freirean term “code” is a projective device that shows a scene of concrete experience and stimulates
students to articulate their own interpretation about problematic issues that are related to their life (see Section
2.4.2).
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함께 아파할 수 있고 나눌수 있는 그런일이 제 수업에서 가능할 수 있었다는게 뿌듯함을
넘어 자랑스러워요.
I think I was afraid because I had no experience, and because critical literacy is outside the
framework of the textbooks we use. But now I feel, not only the critical literacy practice itself, but
the atmosphere↑or attitude↑ that the practice brings in is truly amazing and precious. Social issues
aren't actually such a big thing, it’s just about our life stories. Although the types of hardship we
experience may be different, the fact that we could share and feel empathy in my classroom makes
me feel proud beyond fulfilled.
According to Sunmi, the students’ two-minute presentations often facilitated further discussions and
interactions among Sunmi and her students, which created a critically-oriented ‘atmosphere’ and
‘attitude’ in her class and it was what made Sunmi proud as a teacher. Sunmi realized that ‘social issues’
are just ‘our life stories’ which resonates with Chun’s (2015) claim that teaching the political is not
teaching politics but relating the ‘everyday’ to our lived experiences.
Sunmi’s ‘The Pandemic Show and Tell’ was shared and practiced by all teachers of the same grade.
Although Sunmi thought that the teachers’ motivation was for the written evaluation (세부능력 및
특기사항) in the students’ annual report (생활기록부)75, it is encouraging to see how a teacher made a
bottom-up change based on critical literacy in such a difficult situation of the pandemic and how the
change was shared with and practiced by other teachers.
7.3.2 The Pair Presentation on Social Problems in Yura’s Class
Yura’s alternative approach to her pre-existing project presents a good example that supposedlyneutral materials or classroom practices can be transformed with only a small intervention by a teacher
with a critical disposition. In Yura’s school, the individual presentation in English has been part of a
course grade for a long time, also known as ‘Teaching your classmates’. During this individual
presentation, students teach other students for five minutes in English about their selected themes (e.g.,
cooking recipes, their favorite hobby/ person/ place, interesting/ useful information such as tips for

The written evaluation (세부능력 및 특기사항) is the written comment section of each subject for those
students who make a good impression or contributions in class. Given that this comment section can be seen by
the admission office in a university, many high school students are eager to have some comments in this section.
But for teachers, it can be a burden to fill in the written evaluation under the current curriculum full of test-taking
with little students’ activities. Sunmi thought the Pandemic Show and Tell provided a good source for the teachers
to write the written evaluation based on the students’ performance and contributions.
75
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studying, make-up, diet, etc.). While Yura still followed the same rubrics and project guidelines of her
school, Yura tweaked the presentation project by asking her students to do a pair presentation on social
justice issues, instead of the aforementioned neutral or personal themes.
Based on her previous critical literacy experience that framing (defining key terms and giving clear
guidance on tasks; also see Section 6.5.1) is important, before the project began, Yura discussed the
possible themes of social injustice with the students to provide ideas. Yura first suggested the themes
from the critical supplemental materials (Appendix A) such as racism, sexism, environmental justice,
educational justice, gender issues. Based on these themes, Yura and her students collaboratively made a
list of possible topics such as child abuse, online sex abuse, animal abuse, gapjil76 (갑질), school
violence, occupational (industrial) accidents, fair trade chocolate/ sneakers, animal welfare eggs,
prejudice against people with disabilities, the lives of North Korean defectors/ adoptee returnees/ Korean
Chinese/ Korean Russian, extreme poverty among the elderly, #MeToo movement, etc. The pair
presentation followed the task guidelines as below in Figure 7.2.
Figure 7.2
The ‘Teaching Your Classmates’ Project in Yura’s Class

•
•

Teaching Your Classmates
Theme:
사회약자의 시각으로 본 사회문제 [Social issues seen from the perspective of
the socially weak]
Structure:
1) What is happening?
2) Why is it happening?
3) How can we change?
4) Voca Master: Teach at least one important word from your topic.

Note. Each question should be answered with more than 5 sentences.
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Gapjil is a Korean word which refers to the arrogant and authoritarian attitude or actions of people who have
positions of power over those on the weaker end of a power relationship. According to The Korean Herald
newpaper, over 80% of Korean people perceive gapjil culture as a serious social injustice issue in Korea that
violates human rights. (Retrieved from http://www.koreaherald.com/view.php?ud=20210113000769)

190

Extract 7.8. ‘I’ll keep looking out for a chance’
Yura: 사실 나도 이런거 해보는게 처음이고 잘 될까 걱정했는데 학생들은 우리가
생각하는것보다 역시나 똑똑하더라고. 발표중에 기억에 남는말은 ‘우리가 이번에 발표하는
모든 사회문제의 핵심은 모든 인간은 존엄하다는 기본원리가 흔들리기 때문이다’라는 말이
기억에 남아. 정말 맞는 말이고 그런 생각들을 영어시간에 나눌수 있다는것도 가치있고 […]
내가 영어선생님이기 때문에 영어만 잘 가르치면 그게 내 본분이라고 생각했던 것 같아.
근데 코로나 덕에 영어단어나 문법은 오히려 인터넷 강사나 앱도 가르칠 수 있다는 걸 다들
느꼈쟎아 (h). […] 내가 진짜 해야되고 할 수 있는건 학생들에게 기회를 만들어주는 일인 것
같아. 더 생각할 수 있고, 더 인정받고, 다른 사람들을 이해하고 할 수 있는 그런 기회. 나랑은
고작 1 년 공부하지만 내 교실을 나가서도 앞으로 살아갈 날들에 계속 뭔가 지침이 되고 뭔가
마음에 남는 그런수업을 계속하고 싶다는 생각이 들고, 그게 내가 생각하는 진정한 교사인
것 같아. […] 앞으로도 입시나 사회가 변하지 않는한 힘들겠지만 호시탐탐 기회가 되는대로
이런 수업을 생각할 것 같아.
Actually I was worried if it would not work out, but as expected, students are smarter than we
think. One impressive statement during the presentation is that ‘the core of all social issues we are
presenting in this class is because the basic principle that all human beings are dignified is
shaken.’ It’s really true and it’s worthwhile to be able to share those thoughts in English class. […]
I thought teaching English words and grammar well is my primary duty as an English teacher. But
thanks to the Covid-19, now we know that English words and grammar can be even taught by the
Internet instructors or programs (h).[…] I think what I really need to do and what only I can do is
create opportunities for students to think more, to be recognized more, and to understand other
people more. The students study with me only for one year, but even after they leave my classroom,
I hope what they learn in my class gives them guidance and leaves something in their mind. That is
the true teacher image I think of. […] I bet it ((incorporating critical literacy practices)) will be
hard unless the entrance exam or society change, but I think I’ll keep looking out for a chance.
Yura shared a statement from the students’ presentation that the core reason of the social problems lies in
the violations of ‘human dignity’. Yura thought it is valuable to see such reflections could happen in her
class where knowledge transmission for tests was a primary concern. The students’ presentations on
social issues led her to realize her students were ‘smart’ enough if given an ‘opportunity’.
Here, Yura’s quote, ‘I thought teaching English words and grammar well is my primary duty as an
English teacher’, evidently shows her changing conception of teachers’ responsibilities from a mere
knowledge deliverer to a knowledge co-constructor with students to empower them even after they
graduate from her class. As most classes moved online due to the pandemic, Yura mentioned that the
Covid-19 showed that delivering a set of fixed knowledge could be done (sometimes even done better) by
anyone online or software. But providing and constructing learning ‘opportunities’ to empower each
student through interaction can be what only a school teacher can do. This is powerful manifestation of
her critical consciousness and reflection, which provides a perfect argument for why we need real
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teachers, and why teachers need to be recognized as professionals who do more than just pass information
along to students. Yura believed those ‘opportunities’ would offer ‘guidelines’ for students to live
empowered lives in society. Although the downside of the educational or social system would not change
in a day, she showed her active agency to ‘keep looking for a chance’ for change.
Yura presented this class to other teachers in her school seminar as a head teacher in the Research
department, and it resonated with many teachers including one social studies teacher, and more than half
of the English teachers in her school followed suit. The implementation of Yura’s activity may not mean
other teachers had critical orientations. As Yura mentioned, it could be because of its alignment of the
current educational goals77 as well as its timely contents when many social injustice issues have been
brought to the fore as a result of a prolonged pandemic. In the next section, I discuss the challenges raised
by some teachers in Sunmi and Yura’s schools and find some commonalities behind the critical literacy
activities which were successfully implemented by Sunmi and Yura.
7.3.3 Commonalities of the Critical Literacy Practices by Sunmi and Yura
Not every teacher thought Sunmi and Yura’s critically-oriented activities would be effective. In
Sunmi’s school, one senior teacher complained that The Pandemic Show and Tell was too much work for
her (teacher) because her students did not have much content knowledge let alone language skills. The
teacher unwillingly implemented this activity because all other teachers in the same grade wanted to use
The Pandemic Show and Tell. Also, in Yura’s school, not every teacher agreed Yura’s suggested activity
would be effective (although that half of the English teachers implemented the activity seems still a great
achievement to Yura). This begs investigations on what qualities and conditions made Sunmi and Yura’s
practices successful while some may find them difficult.
The first shared commonality is situating the critical activity well within educational goals and
current institutional constraints. Based on the previous encounter in chapter 6 where one student in Yura’s
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The current educational policies such as ‘Curriculum-Teaching-Assessment-Records Alignment’

(교수평기일체화) emphasize students’ discussion and investigation based on understanding of the subject
contents in connection with students’ real life issues.
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class questioned, ‘is this on the test?’ (see Section 6.3.3), Sunmi and Yura first explained the institutional
objective of their proposed critical literacy practices. For example, Sunmi explained the two-minute
Pandemic Show and Tell is an important part of her class to achieve the class objectives of having an oral
presentation. For Sunmi as an English teacher, moreover, this activity would provide something to write
about the students’ annual report78. Yura also highlighted the importance of learning social issues and
vocabulary to better prepare for the KSAT (Korean Scholastic Ability Test or also known as Suneung in
Korean) in that the KSAT often uses reading passages about recent social changes and current affairs.
Sunmi and Yura reflected that the explicit pedagogical and institutional justification was both useful and
necessary to motivate students. To explicitly explain the educational purpose of incorporating those
critically-oriented activities seems important:
The best way to address such concerns is to dialogue with students about the purpose and
obligation of education. Through problem posing questions we would ask students to consider the
function and rationale for being in school. Do they hope to use their education to transform their
social reality (such as through getting a job)? Does the knowledge they gain through schooling
make them act differently—to other people, to other social institutions, or to themselves? Questions
such as these may help students recognize that education is an inherently active endeavor and […]
they are implicitly acting as agents of change.
(Fobes & Kaufman, 2008, pp. 27–28; emphasis added)
The second shared commonality is the teachers’ explicit guidance with sample activities and
guiding questions. As seen in Figures 7.1 and 7.2 in this chapter, Sunmi and Yura provided simple and
clear guidelines with guiding questions that helped students organize their presentation structure. By
providing sample presentations and making a list of possible topics with students, Sunmi and Yura gave
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This written comment in the annual report is only optional, so teachers often write comments only for highachieving students while most students are eager to have some lines to make a good impression for universities
they apply for. Indeed, Sunmi could write this section (‘sincerely’) for all students based on The Show and Tell
presentations.
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explicit guidance through which students could imagine their own presentations. As Huh (2016)
observed, teachers’ “thorough guidance seemed to create a safe space for EFL learners” (p. 232).
The third shared commonality is the teachers’ enthusiasm. Teachers’ enthusiasm is influential on
students’ performance and engagement in any type of class activities, but even more so with critical
literacy practices. It is directly related to creating a safe place for students to freely and willingly share
their opinions, take a risk, and engage with others’ feelings. While transcribing the classroom interactions
in Chapter 6, I noticed that both Sunmi and Yura acknowledged the students’ responses with positive
verbal/ non-verbal feedback (e.g., eye-contact, active listening, elaborating or recasting); by using
students’ responses for further explanation or vocabulary teaching (e.g, Extract 6.5); by actively
explaining the concepts (e.g., racism, identity, native-speakerism) with concrete learner-friendly terms
(e.g., Extract 6.7) or context-based examples (e.g., nepotism, regionalism, cronyism). Both teachers
regarded critical literacy as an important and meaningful practice, and those positive attitudes and
emotions must have been transmitted to the students, having a positive effect on the students’ motivation
and participation.
The fourth commonality is that Sunmi and Yura had a supportive colleague, me in this case. Many
studies have recommended that it is important to have a cadre of supportive peers or more-knowing
advisors who have expert knowledge or experience to teach critical literacy. For example, peer mentoring
strengthens teachers’ “social capital” to face challenges (Fobes & Kaufman, 2008, p. 30), empowers
“teachers as agents of change” in classroom teaching (Shin, 2007, p. 82), and improves “a likelihood of
success” (Gaianguest, 1998, p. 125). Teaching critical literacy may not be easy, is sometimes laborintensive, and risks being indoctrinating, without a teacher’s reflexivity. Also, to help students to read
both the word and the world through critical literacy, teachers need to constantly create and recreate the
class contents based on the students and the state of current affairs. Through discussions with criticallyoriented peers and advisors, teachers can re-design and co-develop the lessons by imagining possible
classroom issues and tackling the challenges together. Forming a solidary network with like-minded
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teachers and support from advisors can also beneficially affect teachers’ emotional well-being, which in
turn increases teachers’ professional capacities (C. Day & Lee, 2011; Leithwood & Beatty, 2008).
7.4. Enhanced Criticality and Reflexivity as Transformative Intellectuals
During the post-interviews, Sunmi and Yura showed two important qualities of transformative
intellectuals: criticality and reflexivity. According to Giroux and McLaren (1989), transformative
intellectuals are critical because they “connect pedagogical theory and practice to wider social issues […]
and embody in their teaching a vision of a better and more humane life” (p. xxiii) and reflexive because
they are “are able and willing to reflect upon the ideological principles that inform their practice” (p.
xxiii). Critical literacy practices seem not only to have affected the teacher participants’ (Sunmi and Yura)
teaching practices but also their perceived identity as a teacher. The teachers’ responses after the
implementation of critical materials (see Section 7.2) suggest the teachers’ empowered identity translated
into the teachers’ autonomy and agency in conducting critical literacy practices in their contexts (see
Section 7.3 for alternative ways to teach English during the pandemic).
The impact on teachers through collaborating with a critically-oriented researcher is not new. For
example, Chun’s (2015) book, Power and Meaning Making in an EAP Classroom: Engaging with the
everyday, illuminates a teacher’s development of critical disposition when the university EAP teacher in
North America, Emilia, collaborated with the author (a researcher) for four terms. The author observed
emerging themes for three terms and suggested alternative ways of teaching based on critical pedagogy
and systematic functional linguistics to teach both the pragmatic (conventional language skills) and the
critical (critical literacy skills) in the fourth term. Discussions and collaborations between the author (a
researcher) and the EAP teacher looked like ‘praxis’, or theory-based reflection and action, which helped
the EAP teacher’s evolving classroom practices based on the teacher’s growing awareness of power and
meaning-making in the classroom. The author suggests that teaching practices without critical literacy
lead language teachers to be part of larger ideological apparatus in promoting and sustaining hegemonic
neoliberal discourses.
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Similarly, Sunmi and Yura showed their growing awareness through reflection. In Extract 7.9,
Sunmi shared she continued to reflect on the social issues and evaluate the contents in the textbook even
after finishing the semester of using critical materials as part of this dissertation project.
Extract 7.9. ‘I can’t help evaluating the contents in the textbook’
Sunmi: 교과서는 학생의 삶과 동떨어지기 때문에 지루한 것 같아요. 그게 이 수업을
학생들도 저만큼이나 재미있게 참여했던 이유기도하고요. […] 현시대 이슈들이기때문에
학생들의 삶과 겹치는 면이 많아서 흥미로웠던 것 같아요. 자꾸 생각하고 이야기하게 하고.
[…] 이제 실험도 끝났는데도, 전과 달리 계속 교과서에 나오는 책 내용, 그림, 단어들을
분석하고 평가하는 저를 발견해요 (h).
The textbook is boring because it’s irrelevant to students’ lives. That must be the reason why my
students enjoyed them ((critical literacy materials)) as much as I did too […] It’s interesting
because it’s all contemporary issues that resonate with students’ experience. It makes them think
and talk. […] Even though the experiment ((using critical materials)) is over, I find I can’t help
evaluating the content, picture, words in the textbook continuously, which I have never thought of
before (h).
Sunmi’s critically examining textbook contents is in contrast with what she previously mentioned. Before
using critical materials, Sunmi had said that she turned into a test-prep teacher whenever she opened the
textbook in Section 5.2.1:
Sunmi: […] Our ultimate goal is the college entrance exam as always, and after all, the good test
results matter, so the moment I open the textbook, I turn into a cram school teacher who explains
grammar, solves problems, and has students memorize words.
After integrating the critical materials into the textbook topics, Sunmi’s attitude towards the textbook
changed from pessimistic and passive acceptance to active and critical evaluation. In other words, her
enhanced criticality after the use of critical materials affected her increased agency as a teacher who
‘continuously’ uses a critical lens on what she teaches. Similarly, Yura described her critical disposition
acquired from critical literacy practices affected her attitudes beyond the classroom as in Extract 7.10.
Extract 7.10. ‘I can’t stop thinking critically’
Yura: 웃긴게 계속 비판적으로 사물을 보게 돼. 얼마전 아들이랑 영화볼때도 ‘왜 저
백인여자는 겨울에도, 그것도 뉴욕 한복판에서도 반나체로 뛰어다닐까? 왜 킹콩은 원주민은
다 잡아먹었으면서 저 금발여자랑은 사랑에 빠지나? 왜 원주민들은 항상 저런식으로
묘사되나 이런거?’ 왜 인디애나존스 봐도 그렇쟎아.
Funny that I can’t stop thinking critically. Even when I watch King Kong with my son, I find myself
thinking ‘Why that white woman is always half-naked even in wintertime in New York? Why King
Kong falls in love with that blond girl while eating/ killing the natives? And why the natives are
always portrayed that way ((barbaric)) in a movie like you know Indiana Jones?’
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Sunmi’s evaluating contents and Yura’s reading everyday texts from different perspectives present their
enhanced critical dispositions given that “being critical entails engaging with and contesting hegemonic
discourses and representations of the everyday that become common-sense ‘realities’” (Chun, 2015, p.
195).
In Extract 7.11, Sunmi shared how her enhanced criticality and reflexivity affected her attitude as
an agent of change in school with ‘resilient power’ which she hopes to enhance among her students
through critical literacy practices in the classroom.
Extract 7.11. Resilient power for change when facing problems
Sunmi: 학생들에게 알려준 루틴을 제가 하고 있는 것 같아요 (h). 이제는 학교에 불만이
생기면 불평을 하는대신 어떻게 해결하면 좋을까를 생각하게 되요. 이게 가장 큰 변화인 것
같아요. 아마 제 학생들도 이런 수업이 반복되면 이런 태도가 생활화되지 않을까? 이런
생각이 들어요. 물론 교실에서 학생들의 모든 문제를 다 다뤄줄수는 없겠지만 이렇게
사회약자의 목소리를 듣고 사회 구조적인 문제를 생각하는 수업을 반복하다보면 삶의
태도가 변하지 않을까요? 문제에 부딪혔을 때 회복하는 힘이 생길 것 같다는 생각이 들어요.
I think I'm doing the [critical discussion] routine myself that I taught my students (h). Now, when
I’m dissatisfied with the school, instead of complaining, I find myself analyzing the problem to
solve it. I think that is the biggest change. Wouldn’t my students’ attitudes change if these types of
classes continue? Of course, we cannot handle all of the students' problems in class, but wouldn’t
the students’ attitudes be affected if we keep having the classes that listen to the marginalized and
think about the structural problems of society? I feel such a class can provide students resilient
power for change when they face problems.
For Sunmi, ‘resilient power’ means for students ‘to face problems’ to act for change. ‘These types of
classes’ refer to the class using the critical materials on issues such as power, privilege, identity, and
diversity. Sunmi’s resonance with these issues is aligned with what Janks (2010) argues:
Without an awareness of these issues, teachers are doomed to approach their teaching, and their
students, in simplistic and uncritical ways that will do little to prepare them for the complex and
heterogeneous world in which we live. (Janks, 2010, p. x)
To empower students (as well as teachers), reading only the word is not enough (Freire & Macedo, 1987).
In Extract 7.12, Yura vividly described how critical literacy empowered her as well as her students by
comparing critical literacy with dehumanizing teaching practices.
Extract 7.12. I’m doing the [critical discussion] routine myself.
Yura: 난 가끔 내가 교실에서 하는 일이 구글 번역기 키우는 작업을 하는건가? 아님 1 분
30 초내에 정답 찍는 기계를 양산하는건가? 이런 느낌이 들때가 있었거든. 이번
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프로젝트는..음..한단어로 감동이 있는 수업? 영어라는 배움을 통해 더 나은사람이 되는
과정? 그런 가능성을 본 것 같아. 그런 감동, 배움이 학생들에게 뿐 아니라 나한테도 많은
영향을 미친건 분명한 것 같고.
I used to feel ‘Am I teaching to raise Google Translator? Or is it mass-producing a machine that
chooses correct answers within 1.5 minutes79? There were times when I felt this way. This project
is.. um.. a class with an impression in one word? The process of becoming a better person through
learning English? I think I saw such a possibility. It seems clear that such feelings and learning
had a lot of influence on not only my students but also me.
While Yura acknowledged that teaching language skills for tests are important, she also suggested that, if
it is the only goal in the language classroom, it resembles ‘mass production’ (rather than education) by
making students memorize minutia without passion or emotions. Yura’s definition of critical literacy, ‘to
become a better person through learning a language’, presents an idea of empowerment through language
education. And Yura perceived such empowerment as ‘influential’ both for herself and her students.
Yura’s experience of critical literacy practices supports Chun’s (2015) claim that “critical literacy is not a
detraction from language learning but can serve to be an essential part of both the teachers’ and the
students’ toolkit in grappling with unfamiliar academic language, discourses, registers and texts” (p. 197).
However, given that the teachers’ critical interventions occurred during the pandemic crisis, one
may rightfully argue that the critical literacy intervention initiated by Sunmi and Yura during the
pandemic could be because of the “mutual vulnerability” (Zembylas, 2013, p. 176) that the pandemic has
brought about. In this traumatic situation, it must be natural that mutual vulnerability leads to actions that
“dismiss essentialized categories of ‘victims’ and ‘oppressors’ and highlights instead the impact of
solidarity on reducing everyday inequalities” (Zembylas, 2013, p. 186). As Vlieghe (2010) states, a sense
of community and moral responsibility are pedagogical consequences from mutual experiences of loss
and hardships. Therefore, Sunmi and Yura’s critical interventions might not have been as successful later,
or even Sunmi and Yura might not have reframed their teaching practices under normal circumstances. I
do not argue that only the teachers with critical literacy experiences know how to empower their students.
Indeed, many other teachers in Sunmi and Yura’s schools also tried different and new teaching methods
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According to Yura, in order to get a good score in the KSAT, students must find a correct answer within 1.5
minutes per question.
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to cope with the challenges posed by the pandemic. Some used popular culture content (e.g., YouTube,
movies, songs) to evoke students’ interests while others included games and quizzes to check students’
progress.
Although it was not just Sunmi and Yura who made interventions in this unprecedented time of
the pandemic, it was clear that critical literacy teaching experiences provided Sunmi and Yura with useful
and systematic ways to transform their previous teaching practices into critical and democratic ones
regardless of the pandemic situation. Some instructional models (e.g., a three-step model in Chapter 2)
and the critical materials gave Sunmi and Yura a basis to further adjust, develop, and evaluate their own
materials according to their contexts as seen in the Pandemic Show and Tell in Sunmi’ class and the pair
presentation project on social issues in Yura’s. Based on critical literacy, Sunmi and Yura made their
English classroom more critical by relating the contents to students’ life issues and democratic by giving
students’ voices in a safe environment.
In addition, judging from the teachers’ narratives, it seemed the teachers’ experiences with
critical literacy would continue to affect their teaching practices and attitude by raising sensitivity towards
everyday representations. During the post-interviews, Sunmi and Yura mentioned that critical literacy
teaching experiences made them continuously evaluate materials in and outside of the classroom. Sunmi
kept evaluating the textbook (Extract 7.9) and Yura questioned how things were presented in a movie
(Extract 7.10). As Freire (1985) argues, when people gain a more critical view, or critical consciousness,
they are better aware of their life issues within the macro sociopolitical, cultural, and historical contexts,
which can lead to transformative action. Sunmi and Yura became more accepting and confident in trying
out (and even creating) critical literacy interventions than before, being aware of the benefits and positive
impacts that critical literacy can bring to themselves and their students. Although the lasting effect of
critical literacy in the long-term is beyond the scope of this dissertation, the teachers’ developing critical
dispositions would continue to make a difference in their teaching attitudes just as the teachers mentioned
during the interviews and showed in their classrooms through critical literacy interventions.
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7.5 Conclusion
This chapter analyzed the teacher interviews after finishing critical literacy practices over the
course of a semester 80. The findings showed that the teachers (Sunmi and Yura) used critical literacy
practices as a mediation tool to overcome the dissonance between their beliefs and teaching practices. By
reflecting on their critical literacy practices with the researcher (me), the teachers could identify their
emotional dissonance and externalize their experiences. Their emotional dissonance led to the recognition
of cognitive dissonance, which enabled the teachers to use critical literacy as a way to transform their
teaching practices. The teachers’ narratives suggest that professional development is emotional, as well as
cognitive, because emotion was a driving force to identify contradictions in their teaching. The teacher
narratives also revealed banking education does not only marginalize students but also the teachers as
mere knowledge delivers, contributing to the teachers’ lack of agency and emotional burnout. The
findings suggest that understanding teacher emotions is crucial for the teachers’ professional, personal,
and emotional well-being, which in turn enhances the teachers’ capacities to exercise professionalism.
The teacher participants, as they engaged in critical literacy practices and reflected on their experiences,
produced a renewed, empowered, and legitimate teacher identity as transformative intellectuals (e.g.,
Giroux & McLaren, 1989).

80

Sunmi conducted four sessions and Yura did three sessions using the critical supplemental materials throughout
the semester, and each activity was designed to last for about 30 minutes (out of a 50-minute class period).
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CHAPTER 8
DISCUSSIONS AND IMPLICATIONS
8.1 Introduction
Situated within the theoretical frameworks of critical literacy and narrative inquiry, I have explored
two Korean high school EFL teachers’ emotions arising from the implementation of critical materials for
one semester. In this final chapter, I first present a summary of chapters with a recapitulation of the
primary findings of this study. This is followed by a discussion of the findings from narrative inquiry on
teacher emotions, that is, how the teachers entered into critical literacy, developed criticality through
emotional engagement and interactions with their students, and transformed their teaching practices
through reflections. I then outline the practical and pedagogical implications for critical materials
development. With a reflection on the findings in this study, I also elucidated some recommendations for
a paradigm shift towards critical literacy in Korean high school EFL classrooms. After that, I discuss the
limitations of this study in order to suggest directions for future research.
8.2 Overview of Chapters
This study was a result of my efforts for a paradigm shift towards critical literacy in the Korean
public high school EFL education system as well as my desire to gain a greater understanding of how
EFL teachers perceive and experience critical literacy practices incorporated in their regular instructions.
By exploring teacher emotions using narrative inquiry methodology, I aimed at illuminating the complex,
conflicting, and changing teacher emotions as the two Korean high school teachers taught both critical
and conventional literacy and I have drawn implications concerning the ‘hows’ and ‘whats’ needed to
support feasible and sustainable critical literacy practices.
In Chapter 1, I established the background to this study, first by defining critical literacy as learning
to read and write by analyzing the texts from multiple perspectives to understand literacy in relation to
unequal power and social injustice (Janks, 2010; Shor, 1999). To understand literacy and power in the
research site of this dissertation, I located recent English education policies against the backdrop of
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neoliberalism and linguistic instrumentalism and illuminated how the local significance of English and
the development of human capital based on the neoliberal logic have obscured, perpetuated, and
reproduced the widening proficiency gap among learners with different socio-economic statuses. I
discussed some indigenous critical educational movements that have existed in Korea to empower
students and to transform society through education. Looking into these “buried histories” (Shin &
Crookes, 2005b, p. 107) of critical traditions is important to find common ground for developing contextbased critical literacy that considers different contextual situations and practices. In these educational
reforms and movements, teachers play significant roles. Hence, understanding teachers’ emotions about
critical literacy is essential to support effective implementation of critical in Korean high school EFL
classrooms, which is the focus of this dissertation. I ended this chapter with what research questions and
my motivation for this study.
Chapter 2 focuses on the theoretical background of critical literacy (i.e., critical pedagogy) and the
key features of the critical supplemental materials (Appendix A) based on which I developed to teach
critical literacy in EAP classrooms in the University of Hawaiʻi at Mānoa. Against the banking concept of
education that imposes the fixed knowledge onto students who are passive recipients, critical pedagogy
pursues social justice by promoting critical dialogue, critical consciousness, and praxis. From its
inception in these principles of critical pedagogy, critical literacy has its primary focus on texts and I
identified the key features to develop the critical materials from previous literature: generative themes as
a content source, codes as projective devices, localizing materials with source culture, using learners’ L1
as resources, the importance of critical vocabulary and critical questions to teach both conventional and
critical literacy. I discussed how these key features were incorporated in the critical supplemental
materials (Appendix A), how these materials were implemented in EAP classrooms by me as an instructor
and how the critical materials worked from the students’ perspectives. This discussion is crucial because
it provides a clear picture of how the critical materials were initially developed and later adopted and
adapted for the Korean high school EFL classrooms through discussions with the two teacher participants.
With this chapter, I also respond to a call for a detailed description of classroom-based practices to guide
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critical literacy practices because critical literacy models “lack specificity” and thus remain difficult and
abstract for many language teachers (Luke, 2013, p. 143).
In Chapters 3 and 4, I situated the study within the narrative inquiry framework (Clandinin &
Connelly, 2000) to use teacher narratives as windows to investigate teacher emotions in critical literacy
classrooms (Benesch, 2012; Zembylas, 2013). I highlighted how teacher emotions were important to
understand teachers’ identities and directly affect teachers’ teaching practices and decisions (Day & Lee,
2001; Golombek & Johnson, 2004; Li & Craig, 2019; J. Song, 2016; Yuan & Lee, 2016). I also described
how narrative inquiry as a methodological approach allowed me to collaboratively prove into the
teachers’ experiences with the teacher participant. The compatibility of critical literacy and narrative
inquiry was explored regarding critical reflection, or praxis (in Freirean terms), for the transformation of
reality through dialogic processes. As Clandinin and Rosiek (2007) states,
Beginning with a respect for ordinary lived experience, the focus of narrative inquiry is not only a
valorizing of individuals’ experience but also an exploration of the social, cultural, and institutional
narratives within which individuals’ experiences were constituted, shaped, expressed, and enacted
[…] Narrative inquirers study an individual’s experience in the world and, through the study, seek
ways of enriching and transforming that experience for themselves and others. (Clandinin &
Rosiek, 2007, p. 42)
Drawing on narrative inquiry, I collaboratively and mutually constructed stories based on the teachers’
and my lived experience using the interpretation tools of broadening, burrowing, and storying/re-storying
to find narrative meanings in field texts (Connelly & Clandinin, 1990). These constructed narratives and
analyses were shared with the teacher participants for member-checking and gathering more insight from
their comments on our data interpretation (Barkhuizen, 2010, 2011). For the relational aspects of narrative
inquiry, I discussed my role as a researcher who was both an insider and outsider, heightened ethical
considerations due to the relational nature of narrative inquiry, and the establishment of credibility and
trustworthiness of the study by being reflexive on my assumptions and positionality, ethical
considerations at all phases of the inquiry, the establishment of credibility and trustworthiness by
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member-checking (Webster & Mertova, 2007), making the research process transparent (Riessman,
2008), and triangulating the multiple data source to minimize biased interpretations (Maxwell, 2012).
In Chapter 5, I delved into how the teacher participants felt about critical literacy before they used
the critical materials. The findings showed that teachers displayed ambivalent emotions towards critical
literacy. Both Sunmi and Yura (the teacher participants) resonated with the goals of critical literacy (e.g.,
reading both the word and the world, reading from multiple perspectives, bringing students’ lives into the
classroom, empowering students, teaching for social justice through dialogue for problem-posing and
problem-solving). Sunmi participated in this critical literacy project because of her positive impression on
a teacher role in critical literacy which seemed aligned with her ideal teacher image, ‘a friend-like
teacher’ who supports and communicates with students. Yura, on the other hand, was driven by her
negative experience of some students’ using derogatory terms for fun. To remedy this problem, Yura
believed character education should be embedded in every subject, which Yura viewed as aligned with
critical literacy.
However, the teachers also shared five types of fears: 1) unpredictability (Teacher may not lead the
class properly without enough knowledge about social issues); 2) sensitive topics (The topics that are
directly connected to students’ lives make the learning uncomfortable); 3) demotivating underachievers
(The students with lower proficiency cannot engage in interactive and critical dialogue), 4) blaming
others (Not all people fail just because they are socially marginalized); 5) students’ disengagement
(Students may not engage meaningfully due to their lack of proficiency or lack of interest). This chapter
ends with a researcher’s reflection on examining multiplicities when teachers have different perspectives
from the researcher (here, regarding translanguaging)
Chapter 6 was twofold, first focusing on the teachers’ emerging emotions during the use of the
critical materials and then analyzing the teaching strategies that Sunmi and Yura, as veteran teachers,
employed and perceived as effective — e.g., defining key terms, teacher intervention, teaching critical
vocabulary, writing before speaking, the significant role of discussion leaders, and focusing only one or
two critical tasks per class according to students’ needs and class time. When the teachers engaged in
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critical literacy, they displayed various emotions, both positive (joy, satisfaction, pride, happiness, fun,
and thrill) and negative (doubt, dissatisfaction, shock, guilty, discomfort). Their emotions were
triangulated by the extracts from audio-recorded classroom interactions and the students’ surveys at the
end of the semester. Although classroom contexts vary, I expect how the teachers felt and coped with can
enrich the educational experiences of pre-service and in-service teachers while opening room for further
discussions and reflections.
In Chapter 7, I examined the teachers’ responses after teaching the critical materials for one
semester. The analysis showed that the teachers used critical literacy as a mediation tool to overcome the
dissonance between their beliefs and teaching practices, which empowered their teacher identities as
agents for change. Their positive experiences from critical literacy practices were translated into action by
wing classroom practices within institutional constraints. For example, in the face of the unprecedented
pandemic, Sunmi initiated the Pandemic Show and Tell in which the students shared their stories and
emotions at the beginning of each class. Before the pandemic, Sunmi had used to use this time for small
talk but it did not work as it used to, due to the lack of rapport and the lack of interaction among a large
number of students online. Sunmi introduced the Pandemic Show and Tell which was relevant and timely
appropriate for her students. This critically-oriented activity provided more discussions and teaching
points in a meaningful context with active emotional and interactional communications. Yura redesigned
the pre-existing presentation project based on critical topics while using the same rubric of her school, so
that she still met institutional needs while infusing critical elements. Based on the in-depth interviews, I
found some commonalities that made their interventions successful — e.g., explicit pedagogical and
institutional justification of the critical literacy practices, explicit guidance with sample activities and
guiding questions, the teachers’ enthusiasm during the activities and the feedback time, and the existence
of a supportive peer. Their teaching practices resembled transformative intellectuals (Giroux, 1988, 1992)
who have the capacities to engage students critically with social realities and raise critical consciousness
rather than simply teaching the subject matter.
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8.3 Research Questions and Answers
8.3.1 RQ1: Korean High School EFL Teachers’ Emotions About Critical Literacy
RQ 1. What emotions are found in the Korean high school EFL teachers’ narratives regarding
teaching critical literacy?
A range of positive and negative emotions are found among the teachers’ narratives. Over the course
of one and a half years, the teachers’ various emotions about critical literacy noticeably shifted towards
positive emotions as reflected in their interviews and critical literacy interventions knowledge.
Before using critical literacy, the teachers showed overlapping and conflicting emotions: they
showed both positive emotions (e.g., excitement) about the principles of critical literacy and some negative
emotions (e.g., fears) regarding the actual implementation of critical literacy materials in their classrooms.
Critical literacy promotes dialogic interaction in language classrooms which aligns with Sunmi’s ideal
teacher image, ‘a friend-like teacher’, who strives toward providing an equal footing with the students as
knowledge producers. For Yura, empowering education for self-transformation and the betterment of
society resonates with her value on character education in every subject which claims that education should
not be reduced to the mere accumulation of knowledge through memorization for tests but enable students
to become morally mature. On the other hand, there were practical concerns put forth by the teachers. With
little or no prior experience about critical literacy, the teachers expected difficulties in its implementation
caused by their lack of knowledge on social issues (fear of unpredictability), possible backlash from
students and parents (fear of sensitive topics), lack of students’ language proficiency (fear of demotivating
underachievers), analyzing systematic inequalities in schools and societies (fear of blaming others), and
students’ unwillingness to communicate in English (fear of students’ disengagement).

While teaching critical materials, the teachers felt satisfied, proud, and thrilled by meaningful
communication with their students, and sometimes they were shocked and felt guilty as they emotionally
engaged with students’ experiences. Chapter 6 discusses some of the prominent emotions based on the
teachers’ narratives and classroom interactions. For example, Sunmi felt joy and satisfaction through
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interactions with her students instead of teaching only for the test by ‘looking at [her] students’ (i.e.,
listening to students’ voices), not by ‘looking at the wall’ (i.e., lack of genuine interaction with students).
Similarly, Yura felt proud and even thrilled when she read against the text collaboratively with her students.
Yura used the metaphor of ‘orchestra’ to describe their collaborative and active interactions in the classroom
brought by using critical materials with social issues. Although there is no doubt that communicative
language teaching can be possible with any topics or materials, it was obvious that critical materials opened
room for these teachers to value their students’ life experiences in language learning and give their students
equal footings as knowledge contributors and producers. Using critical materials, the students became
active participants instead of passive recipients by bringing their life stories into the classroom, while the
teachers became knowledge co-constructors rather than mere knowledge deliverers. When there was
genuine interaction or dialogue in a classroom, both teachers showed various emotions (as did their
students). When there were emotions, language classrooms could be empowering sites by providing
opportunities for students to reflect on their identities and to increase empathy with others. These
experiences in turn empowered the teachers by enhancing their emotional well-being as ‘a real teacher’ (for
Sunmi in Extract 7.4) and ‘a true teacher’ (for Yura in Extract 7.8).
8.3.2 RQ2: Teaching Strategies for Critical Literacy
RQ 2. What are the teaching strategies that the teachers found effective to incorporate critical
materials into their instructions?
The teachers employed several teaching strategies as experienced teachers to cope with challenges
or to facilitate dialogue during the incorporation of critical literacy as part of their regular lessons —
e.g., defining key terms, teacher intervention, teaching critical vocabulary, writing before speaking, the
significant role of discussion leaders, and focusing only one or two critical tasks per class according to
students’ needs and class time.
To facilitate dialogue among students, Sunmi and Yura defined key terms drawing on whole-class
discussions, real-life examples, literal translation, and translanguaging. It evoked certain aspects of students’
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prior experience and emotion regarding a topic, which enhanced students’ comprehension and participation.
While defining key terms connected students’ prior knowledge to content, teaching critical vocabulary
provided linguistic resources to conceptualize and justify their opinions during critical dialogue. Teaching
critical vocabulary was necessary and important to teach both conventional and critical literacy in this EFL
context by expanding students’ lexical repertoire as well as providing a critical lens to examine text
critically. In addition, having writing time before speaking helped students move from prepared speech to
improvised interaction. Although textbooks in Korean high schools follow the Korean Ministry of
Education’s guidelines to place speaking before writing, there was ample evidence that writing before
speaking helped students’ critical engagement in dialogue in this study. During writing time, students freely
consulted dictionaries, found or reviewed newspaper articles and/or blogs, either in English or in Korean,
put the expressions into Google Translate to present their opinions in English, or just worked with other
students to make sense of their sentences in English. This study also confirmed the importance of discussion
leaders during critical dialogue who took indispensable roles in facilitating critical dialogue by encouraging
everyone to talk (e.g., nominating students, redirecting the conversation/ off-task behavior) and creating a
congenial and safe space (e.g., rephrasing for clarification, providing help, checking the meaning). Given
that there is little attention to the role of discussion leaders despite their ubiquitous presence, more
classroom-based research on successful cases of discussion leaders will help students improve oral
communication skills by engaging in critical dialogue.
To deal with some challenges during the implementation of critical literacy materials, the teachers
intervened in students' group discussions to provide explicit guidance (cf. Huh, 2016). Teachers’ explicit
guidance helped students connect their local experiences to the issue, created a safe environment to explore
a new concept or topic together, and showed teacher enthusiasm which motivated students’ active
engagement. Also, it was necessary to divide critical tasks was necessary by drawing on only a few elements
per class such as understanding a critical issue, introducing multiple perspectives, or discussing solutions
for a proposed problem. In this Korean high school EFL context, conventional literacy (e.g., teaching
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vocabulary, checking spelling/ pronunciation/ grammar correctness) chould not be sacrificed for the
purpose of critical literacy.
These teaching strategies adopted and implemented by Sunmi and Yura are not the only objectively
right or effective ones given diverse classroom realities and contexts, but they can provide possible options
to choose from for teachers in similar contexts. Also, these teaching strategies from two experienced
teachers’ classrooms can enrich the educational experiences for pre-service teachers and open room for
further discussions and ideas for in-service teachers.
8.3.3 RQ3: The Effects of Critical Literacy
RQ 3. How do the teachers explain the effects of critical literacy on their emotions, identities, and
teaching practices?
The teachers reported that using critical materials had a positive influence on their emotions,
identities, and teaching practices. The teachers’ positive appraisals of using critical literacy materials lay
primarily in performing interactive classes (for Sunmi) and character education that could help students
become mature citizens in society through education (for Yura). Critical materials helped the teachers to
have dialogic and meaningful interactions with their students based on contents relevant to their students’
life issues and realities. Rather than merely emulating what and how native speakers say to communicate
or complete a task, critical literacy materials helped raise critical thinking by helping students pose
problems about social injustice issues in their society and use a language to reflect on themselves,
understand others, and collaboratively think about solutions. The teachers found their classrooms came to
be more student-centered, critical, and democratic sites when trying out critical materials. This resembles
what Shor (1992) called empowering education in which students become active agents of their learning
by mutually investigating everyday themes, social themes, and academic themes with teachers and peers
through dialogue for self and social change.
The teachers’ emotional well-being enhanced through interactive and empowering classes affected
their renewed and empowered teacher identities. Sunmi described that she felt like a ‘real teacher’ (Extract
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7.4) when she interacted with her students about social injustice issues not as a gatekeeper or ‘dream crusher’
(Extract 7.1) but as a teacher who developed critical consciousness and co-constructed knowledge with
students. Yura also reflected that she saw ‘a light of hope’ in education when she ‘elicited’ knowledge from
students to think about problems and solutions about the world students live in. (Extract 7.3). Yura saw
critical literacy as both educational and communicative, which aligned with her belief in character education
in every subject. Previously, outside of the context of critical literacy, both teachers felt little agency as if
they were mere knowledge deliverers who deposited the fixed knowledge into students only for tests or
accomplices who disempowered students under the current educational system. While teaching critical
literacy, the teachers used various teaching strategies actively (see Chapter 6) to engage students in thinking
processes, to connect students’ experiences to teaching contents, and to teach both conventional and critical
literacy. They were active agents for change or transformative intellectuals (Giroux & McLaren, 1989) who
have the disposition and skills to empower students to actualize their full potential as humans by engaging
students critically with social realities and facilitating their effective participation in the dialogue. The
teachers’ experiences confirmed that test-driven literacy education not only marginalized students but also
teachers by limiting their agency for change. Through critical literacy, the teachers narrowed the dissonance
between their teaching beliefs and actual teaching practices, which made them exert more agency and
professionalism as empowering teachers.
Their positive emotional experiences and empowered identities from critical literacy classrooms
led them to transform their teaching practices within institutional restrictions and situatedness. The teachers
shared their critical attitudes that seemed to go beyond classrooms. They tended to be critical thinkers and
learners who continuously reflected on the society they live in and the contents they teach in the classroom
as Sunmi shared that she kept evaluating the textbook contents and Yura used a critical lens even while
watching a movie. Their developing critical disposition affected not only their teaching attitudes but also
critically-oriented curriculum adaptation. For instance, Sunmi implemented a student-centered activity as
part of her curriculum (i.e., the Pandemic Show and Tell) in which she facilitated students’ participation
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while teaching relevant, real-life, and timely English expressions. Yura transformed the pre-existing
presentation project into a critical one by changing its topic to social injustice issues. For this, she made a
list of possible topics to give students concrete ideas and guiding questions to frame a presentation structure
for explicit guidance (see Figure 7.2). Sunmi and Yura used critical literacy as a mediation tool to transform
their teaching practices to meet institutional needs while raising critical engagement among students.
Although the long-term impact of critical literacy is beyond the scope of this study, judging from their
narratives, it can be assumed that the teachers’ developing critical consciousness will affect them to
transform traditional approaches into critical and democratic ones through big or small critical interventions.
8.4 Emplotment of Sunmi and Yura’s Narratives
Emplotment is a way of transforming different events into a unified story as a process of meaningmaking:
Emplotment is a procedure that configures temporal elements into a whole by “grasping them
together” and directing them towards a conclusion or ending. Emplotment transforms a list or
sequence of disconnected events into a unified story with a point and a theme. (Polkinghorne, 1991,
p. 141)
With an emplotment lens, “narrative imposes order on the chaos of human experience of the world” (De
Fina & Georgakopoulou, 2012, p. 8). Hence, we can enrich our understanding of how the teachers saw
themselves becoming during and after the use of critical materials by making sense of the teachers’
narratives in larger structures. In this section, following Polkinghorne (1995), I emplot events by taking
their ending or consequences as a beginning, which allows for the building of an interpretive framework
that connects individual events into a unified whole.
During the post-interview, Sunmi shared she felt like a ‘real teacher’ when she could interact with
her students based on the critical topics relevant to students’ lives. Her emphasis on ‘genuine interaction’
in a classroom and her wish to be ‘a friend-like teacher’ seemed to be forged based on her not-so-positive
experiences as a student in her school days with some authoritative teachers and their teaching styles. To
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remove hierarchy and to promote interaction in her EFL classrooms, she asked her students to call her by
her English name, Sunny, and sometimes used Korean-style English only with keywords to make a safe
and comfortable class atmosphere. Sunmi also repeatedly presented her abhorrence against authoritative
figures, using words such as ‘kkondae (꼰대)’ or ‘education by looking at the wall (벽보고 하는 수업)’.
On the other hand, she presented a fatalistic view that she could not make a change no matter how she tried
under this dehumanizing test-oriented education system. The metaphor of ‘dream crusher’ crystalizes
Sunmi’s negative self-image as a teacher. However, her negative teacher identity changed to an
empowering one when she used critical literacy as a tool to achieve her goal of having a genuine interaction
with her students. While any type of materials can generate an interactive classroom, Sunmi felt critical
materials enabled ‘genuine’ interaction with her students by valuing students’ knowledge and voices with
the contents that are directly relevant to students' lives. For Sunmi, ‘genuine’ meant something real and
relevant to the students.
Similarly, Yura saw ‘a light of hope’ in education using critical materials to empower students not
merely as good test-takers but as better human beings. Previously, for students to think critically instead of
having skewed and discriminatory views, Yura believed ‘character education’ should be embedded in every
school subject including English. Unlike her expectation and belief, however, Yura thought current
education neglected ‘the contents’ of education but only focuses on functional skills. Her metaphor of
‘parrots’ epitomized dehumanizing education that produces people with a lack of critical thinking and
empathy with others. In this sense, Yura’s emphasis on ‘the contents’ of education resonates with ‘character
education’ which means “education for the purpose of cultivating one's inner self in a right and healthy way
and nurturing humane character and competencies necessary to live in harmony with others, community,
and nature” (The Korean MOE, 2020, p. 11). As a teacher who pursues ‘character education’, Yura believed
teaching what to say (i.e., the contents of English education) is as important as teaching how to say it (i.e.,
functional skills of English). This led Yura to focus on the instrumental value of critical literacy which
helps students be better prepared for university education or studying/ living abroad in this globalized era.
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While teaching critical materials, Yura felt ‘good and proud’ when she saw her students engage with the
contents of critical materials while paying peripheral attention to the language. Yura interpreted critical
literacy as a tool to teach ‘moral contents’ as well as functional skills of English, and the combination of
the two is what she perceives as ‘true education’.
Although Sunmi’s ‘genuine interaction’ and Yura’s ‘character education’ may not be exactly the
same as critical literacy, emplotment with particular focus on teacher narratives seems to be promising in
locating turning points in the teachers’ views of critical literacy and understanding their identity work. Both
teachers initially had doubts and fears about the implementation of critical materials without prior
experience and knowledge about critical literacy. Then, thinking about and trying out critical materials
prompted various emotions among the teachers, both positive and negative, which made the teachers reflect
on their teaching practices. Through reflection and discussion with the researcher (me), the teachers used
critical literacy as a mediation tool to narrow the gaps between their teaching beliefs and actual teaching
practices. This process suggests that critical literacy helped these teachers transform their teaching practices
by reflecting on their own teaching philosophies (Crookes, 2009b) and by provoking emotions, an impetus
for reflection and change (Tisdell et al., 2000). This cycle of reflection and action, or praxis, to use a
Freirean term, enhanced teacher agency to seek new perspectives on their involvement with English
language teaching.
8.5 Teacher Emotions and Critical Literacy
This dissertation finds that teacher emotions are an impetus for critical consciousness and action, and
‘empathy’ as a result of strong emotional engagement is an essential factor for developing criticality. The
teacher participants showed various emotions during critical literacy practices, which affected their teaching
practices. In this regard, this dissertation supports the claim that teaching is an emotional practice (Benesch,
2012; C. Day & Leitch, 2001; Hargreaves, 2000, 2001; Meyer, 2009; Zembylas, 2013) because teacher
emotions provide “the impetus for reason and decision making” (Tisdell et al., 2000, p. 137). Analyzing
and reflecting on teacher emotions led the teachers and the researcher to transform teaching practices by
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understanding emotional dissonance and searching for solutions. For both teachers as well as researchers
to make a change in any teaching context, focusing on teacher emotions will be an indispensable first step
to take. While this may seem obvious in hindsight, it is only recently (basically since the work of Zembylas)
that the importance of teacher emotions has really been taken up (despite Freire’s emphasis on emotion,
cited earlier).
This dissertation provides empirical data that support the position that “affect is the what and the how
(the object and the means, the content and the conduit) for critical pedagogy” (Yoon, 2005, p. 723). In this
study, critical materials did not intend to prompt emotions. However, for Sunmi and Yura who had not
taught critical literacy materials before, thinking about teaching these materials prompted emotions such as
excitement, anger, or fears (see Section 5). Trying to teach these materials also provoked both positive and
negative emotions such as joy, satisfaction, doubt, shock, and pride. This observation is in line with Yoon’s
(2005) claim that “while it [critical pedagogy] may fail to explicitly address the affective consequences
(trust, risk, fear, desire) of its theories, critical pedagogy discourse does not fail to produce affect, to instill
certain fears and desires in teachers” (p. 723, emphasis in original). Finally, these strong emotions turned
into empathy, which helped them collaboratively search for solutions.
Becoming critical teachers cannot be done by merely following affective agendas that are
universalized and dehistoricized. With a lack of attention to emotion and affect in critical pedagogy
literature, however, it has been argued that critical pedagogy rhetoric establishes and maintains its own
disciplinary affects which are normalized and even repressive (Ellsworth, 1989; Worsham, 2001; Zembylas,
2013). Teachers do not teach in a vacuum, and therefore, teachers may encounter different emotions
influenced by their situations, personal beliefs, and prior experiences. In this dissertation, two Korean EFL
teachers had the feeling of not only “noble sentiments” such as commitment, devotion, and faith (Yoon,
2005, p. 719) but also fears, doubts, and disagreement with the researcher (e.g., regarding translanguaging
in Section 5.4 and the problematization of plastic surgery in Korea in Section 6.7). Critical pedagogy’s
binary of ‘critical’ versus ‘uncritical’ teachers can be too simplistic and even misleading in that critical
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teachers cannot be those who only experience or have noble sentiments. Understanding various and
emerging teacher emotions can deepen our grasp of complex realities and contexts that teachers face and
thus better support teachers’ teaching practices in different contexts. In this vein, this study show research
with a focus on teacher emotions is a prerequisite to promote critical praxis and practices for teachers
instead of “shap[ing] and delimit[ing] teacher affect, noble or otherwise” (Yoon, 2005, p. 740).
8.6 Implications for Teacher Education: The Process of Becoming a Critical Teacher
This study assured me that ‘learning by doing’ (Dewey, 1938) could occur for teachers with little or
no critical dispositions. The teacher participants could ‘learn’ about critical literacy by ‘doing’ it, which
developed critical orientations to help them redesign their teaching practices as seen in Section 7.3. The
teachers showed various emotions, both positive and negative, as they prepare for, engage in, and reflect
on their critical literacy practices in the Korean high school EFL classrooms. In this section, I discuss how
the teachers found common ground between critical literacy and their beliefs/ the current educational
policies to incorporate critical literacy into the existing curriculum, developing sensitivity and criticality
through emotional engagement during the interaction with the students, and taking an action for change
through reflection. The results of this study hope to provide insight into critical teacher education to
support EFL teachers in Korean high schools and similar contexts.
8.6.1 Finding Common Ground
The first step to engaging the teacher participants in critical literacy was to identify common
ground between the goals of critical literacy with their teaching beliefs as a teacher and current
educational policies. As Crookes (2009b) urges teachers, thinking about their philosophies of teaching is
crucial to find the teaching gaps and solutions to transform them. For instance, Sunmi wanted to be ‘a
friend-like teacher’ who genuinely and meaningfully communicates with students to ‘make their dream
come true and spread their wings to the world’ (see Section 5.2.1 and Extract 7.1). Sunmi’s belief as a
teacher is far from the banking concept of education (Freire, 1970a) but resembles teachers as cultural
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workers81 (Freire, 1998b) who empower students based on shared authority within teacher and student
relationships. Yura valued ‘character education’ to foster moral, critical, and democratic citizens who are
responsible for self and others with a righteous mind and empathy. It will be more possible by reading
both the word and the world to raise critical consciousness through critical dialogue “that questions the
way things are and imagines alternatives, so that the word and the world may meet in history for a dream
of social justice” (Shor, 1999, p.25). For students to have ‘righteous mind and empathy’ through
education is possible not through rote-learning but through listening to the marginalized voices and
problematizing canonical knowledge on race, ethnicity, class, gender, environment, representations of the
Other, etc. (Crookes, 2009a; Pennycook, 1999).
In addition, local educational policies can entail similar concerns to those of critical literacy under
different labels. Identifying critical elements in the local context and mainstream educational policies can
help more teachers engage in critical literacy practices given that teachers have an “emotional desire to fit
into mainstream notions about teachers” (Neumann, 2013, p. 140). For example, Sunmi found her
critically-oriented activity, the Pandemic Show and Tell, provided a helpful tool for the written evaluation
(세부능력 및 특기사항) by subject teachers in the students’ annual report which delineates students’
active participation in class. Yura reflected that some teachers found her critically-oriented presentation
project aligned with the ‘Curriculum-Teaching-Assessment-Records Alignment’ (교수평기일체화)
which seeks a practical and meaningful way of student-centered classes based on the contents relevant to
students’ interests and life issues. Moreover, as mentioned earlier in Section 1.4, both the past Korean
indigenous educational movement known as practical learning (실학, Shilhak) in the 17th century as

81

Three key themes that Freire (1998b) depicts in Teachers as Cultural Workers are his thoughts on literacy, his
exploration of love and care in the classroom, and the shared authority between teachers and students. In his
book, culture is seen as equivalent to politics and the role of the teacher as a cultural worker is to help the
intellectual development of the students into culturally conscious agents. According to Freire, when teachers open
themselves to recognize the different roads students take in order to learn, they will become involved in a
continual reconstruction of their own paths of curiosity, opening the doors to habits of learning that will benefit
everyone in the classroom.
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well as the contemporary educational movements based on progressive education (진보교육, Jinbo
Gyoyuk), innovative schools (혁신학교, Hyukshin Hakgyo), and ‘Learning-centered class’
(배움중심수업, Baeum Joongshim Sueop) pursue humanizing and democratic education and offer room
for critical and dialogic interaction and collaboration between teachers and students.
8.6.2 Critical Dispositions Through Emotional Engagement
This study showed the teachers’ participation in teaching critical literacy led to critical
consciousness, although the teachers were not initially critically-oriented. Of course, there is no doubt that
a teacher should have a critical orientation to teach critically. As Freire (1998a) argues, “it’s really not
possible for someone to imagine himself/herself as a subject in the process of becoming without having at
the same time a disposition for change’’ (p. 44). However, the data in this dissertation present that the
opposite was equally possible. Before the teachers participated in this project, they had little or no critical
dispositions and sometimes showed opposing perspectives against the basic premises of critical literacy
(as summarized in Section 1.2). For instance, the teachers believed that ‘translanguaging may be
necessary but not desirable’ in Section 5.4 and ‘Language is neutral’ in Section 6.6. The teachers also
showed different ‘fears’ and uncertainty about practicing critical literacy as discussed in Section 5.3.
Nevertheless, Sunmi and Yura’s attitudes and perspectives have changed through their emotional
engagement in critical literacy practices as the teachers listened to the students’ voices and co-constructed
knowledge with the students. Sunmi and Yura’s cases resonate with Chun’s (2015) finding that a teacher
without critical orientations could develop criticality by having opportunities to engage in critical literacy
with a critical literacy researcher.
During this process of critical literacy practices, Sunmi and Yura revealed positive and negative
emotions, such as joy, pride, enthusiasm, fun, shock, dissatisfaction, and discomfort (see Sections 6.2 and
6.3). The teacher participants experienced positive emotions when they observed the students’ active and
collaborative sharing stories and discussions by connecting the contents with their own lived experiences
and when the teachers could engage the students in ‘challenging and fun’ interaction in English (as Yura
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commented in Section 6.3.1) with empathy for identifying social injustice (i.e., problem-posing) and with
passion for making changes (i.e., problem-solving). These positive emotions enhanced the teachers’
emotional well-being which empowered teacher identity (e.g., as ‘a real teacher’ who sees ‘a light of
hope’ as expressed in Section 7.2).
On the contrary, Sunmi and Yura also expressed doubts and dissatisfactions when they saw the lack
of critical dialogue among their students (Section 6.2.2), realized the lack of teacher sensitivity about the
students’ marginalization (Section 6.2.3), and observed some students’ lack of engagement because the
critical materials were not directly related to the school exams (Section 6.3.3). These negative emotions
motivated the teachers to employ different teaching strategies as veteran teachers to better teach both
conventional and critical literacy in their test-oriented classrooms.
Sunmi and Yura experienced and expressed different emotions, and with reflections through
narrative inquiry, they developed critical consciousness and dispositions in the forms of sharing authority
with the students by listening to students’ voices; showing sensitivity towards a student’s internalized
oppression; and playing critical teacher roles who teaches both the word and the world. Although both
teachers had little prior knowledge or experience about critical literacy, the teachers could develop critical
orientations by actually teaching critical materials.
8.6.3 Transformation Through Reflection
We do not learn from experience […] we learn from reflecting on experience.
John Dewey (1933, p. 78)
Critical consciousness acquired from reflection led to the teachers’ transformative action and
interventions in their contexts (see Section 7.3). Reflections on the teachers’ teaching practices and
emotions had occurred throughout the narrative inquiry of this study such as in adopting and adapting the
critical materials with the teachers; listening to the teachers’ experiences while sharing my own struggles;
and sharing my data analysis with the teachers for validation and further insights through extended
discussions. When the teachers found the value of critical literacy, they exercised their capacities to
incorporate critical literacy in their classrooms by employing different teaching strategies. This process of
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narrative inquiry in this study looks like a cycle of continual reflections and practices. Freire (1985) called
it praxis, which is a process of reflection and action (as discussed in Section 2.3.3). The teachers’ critical
consciousness from reflections seemed to “ripen into action” when “conditions are favorable or the issue
becomes a crisis” (Crookes, 2013, p.72) when the Covid-19 pandemic has resulted in a dramatic change
in classroom scenes and presented unprecedented challenges for the students and the society (see Section
7.3).
Chapter 7, as a whole, describes the transformative power of reflection. Through reflection on the
gaps between their beliefs and actual teaching practices, Sunmi and Yura externalized their experiences to
identify emotional dissonance that oppressed and disempowered them as ‘a dream crusher’ or with selfdoubt as a teacher. The teacher participants drew on critical literacy as a mediation tool to overcome the
dissonance, which produced a renewed, empowered, and legitimate teacher identity, by providing ‘a light
of hope’ for Yura and making Sunmi feel like ‘a real teacher’. The teachers’ emotional well-being shared
during their reflections on critical literacy practices, in turn, enhanced their capacities to transform their
teaching practices and exercise professionalism. Sunmi and Yura found room for the small interventions
based on critical literacy once they faced challenges during the pandemic (as illuminated in Section 7.3).
The teachers’ enhanced criticality and action seem to confirm that “we do not learn from experience […]
we learn from reflecting on experience” (Dewey, 1933, p. 78 as quoted in Chun, 2015). The teachers’
modification of the existing classroom practices was appropriate to meet the goals of both critical literacy
and the current high school. Sunmi and Yura’s practices resembled what Giroux and McLaren (1989)
called transformative intellectuals who “connect pedagogical theory and practice to wider social issues”
(p. xxiii) and reconstruct the content and form to serve genuinely progressive social needs (Apple, 2011).
Sunmi and Yura engaged in praxis (Freire, 1985) — i.e., a process of being aware of reality and
knowledge to act upon the world for changing it. The teachers were aware of the problems that the
pandemic brought to their classrooms (e.g., lack of rapport, lack of engagement, further marginalizing,
both affectively and cognitively, the students with low proficiency or low socio-economic status). They
drew on critical literacy to transform their classroom practices and made small but powerful interventions
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that meet both pedagogical and institutional needs. That is, through the Pandemic Show and Tell (by
Sunmi in Section 7.3.1) and the pair presentation on social problems (by Yura in Section 7.3.2), Sunmi
and Yura connected pedagogical practices to broader social environments to teach a vision of better
human life (Giroux & McLaren, 1989). It is even more meaningful that this bottom-up action by the
teachers affected other teachers’ teaching practice in their schools. It shows when teachers have critical
dispositions, much improvement can be made (Kincheloe, 2005). In the next section, I discuss
implications for critical materials development based on the collaboration with the teacher participants for
adopting, adapting, and implementing the critical materials.
8.7 Implications for Critical Materials Development
Given critical dialogue is a prerequisite for critical literacy (see Section 2.3.2), critical materials
should take into consideration how to support and facilitate critical dialogue as an integral part of
language learning in the classroom. Although many theoretical discussions have been done about why
critical dialogue is indispensable in critical literacy (e.g., Freire, 1970a) and what themes can be discussed
(Pennycook, 1999; Shor, 1992), there has been surprisingly almost no explicit discussion on what counts
as critical dialogue and how to support it; in other words, ‘How do we know if it is critical dialogue?’,
‘what are needed to facilitate critical dialogue?’, ‘how can we assess critical dialogue?’, and ‘what topics
and contents are recommended for critical dialogue?’ for Korean high school EFL classrooms. I will
discuss each point based on the findings of this study.
8.7.1 What Does L2 Critical Dialogue Look Like?
Critical dialogue invites persuasions and negotiation of meanings to read text from multiple
perspectives and to look for solutions. As Sunmi aptly pointed out in Section 6.2.2, sometimes students
could be communicative but without critical examination of the text (i.e., listing the students’ preferences
and opinions without elaborating and negotiating ideas). Sunmi attributed the tendency of merely listing
their opinions to the CLT-based discussions on neural topics such as personal interests, hobbies, favorite
places, or food.
Based on the classroom data presented here, for critical dialogue, students tended to:
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-

see a text/ statement from different angles (e.g., lines 05–06 in Extract 6.2)
show emotional engagement (e.g., line 03 in Extract 6.3)
make value judgment (e.g., lines 12–13 in Extract 6.3)
put themselves in another person’s shoe (e.g., lines 03–04 in Extract 6.12)
negotiate the meanings for mutual understanding and agreement (e.g., lines 17–24 in Extract
6.11)

These actions invited other members to engage deeper in dialogue to examine their opinions by reading
text from multiple viewpoints and with enhanced emotional involvement.
8.7.2 What Is Needed for L2 Critical Dialogue?
Then how can critical materials facilitate these tendencies/ practices among students, in other
words, ‘what is needed for L2 critical dialogue?’ While there is L1 literature of teaching through
discussion, L2 small group interaction literature, especially in the L2 critical literacy literature, is less
available. More attention is necessary for the process of L2 critical literacy (more than broad principles
such as shared power in a classroom) so that teachers and researchers can adopt, adapt, replicate, and
improve the context-based pedagogical L2 critical dialogue models. During the L2 critical dialogue, the
followings were important for the engagement of L2 critical dialogue:
-

Discussion leaders: It is recommended that critical materials include explicit guidelines and
examples of the strategies that successful discussion leaders may employ. In this study,
discussion leaders were indispensable for L2 critical dialogue because they nominated someone
to speak when no one wanted to talk and created a more congenial and supportive atmosphere so
that group members felt comfortable to share. There seemed ‘more’ and ‘less’ successful
interactional strategies with regard to the quality of critical engagement and discussion, which
suggests a research gap for future classroom-based critical literacy studies. (see Section 6.5.5)

-

Critical vocabulary: A list of vocabulary for critical dialogue was helpful for systematic
vocabulary building (as discussed in Section 6.5.3). In this study, critical vocabulary provided
not merely linguistic resources but also a critical lens for the students to analyze the texts
regarding racism, oppression, different resources, marginalization, identity, privilege, social
injustice, power differential. Also, Sunmi and Yura’s tactics to help students consciously ‘notice’
L2 vocabulary were effective (Schmidt, 1990) such as writing on a board, translanguaging to
Korean for emphasis, mind-mapping, and recasting.

-

Importance of writing before speaking: Critical materials can facilitate students’ engagement
in critical dialogue by placing writing activities before speaking. While the Korean Ministry of
Education (2015) proposes speaking tasks precede writing tasks across all textbooks and grade
levels, the classroom data in this study showed giving students planning time (e.g., writing)
before engaging in spontaneous L2 critical dialogue was helpful for students to facilitate
students’ critical engagement by helping them to organize not only what to say but also how to
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say it. During the writing time before speaking, the students freely looked up dictionaries, or
articles or blogs in Korean and some of them put the expressions into google translator, or just
working with other students to make sense of their sentences in English (see Section 6.5.5).
-

Discussion questions: Although students can come up with their own questions or focus on a
certain aspect of the issues for further investigation, critical materials need to provide discussion
questions to better facilitate students’ critical thinking and engagement (see Section 2.4.6 for
discussion). In this study, discussion questions were provided based on a three-step model in
Table 2.2 (p. 66). The simple discussion routine such as a three-step model was found to be
helpful for the teachers and students to have a clear idea about a critical discussion process and
provided guiding questions to engage in critical dialogue regardless of changing themes (see
Section 7.3 for Sunmi and Yura’s alternative ways to teach English during the Covide-19
pandemic).

8.7.3 How Can We Assess Critical Dialogue?
Critical materials should take assessment into consideration to situate critical literacy in the testdriven and top-down Korean high school curriculum. As previously discussed in Section 6.3.3, without
proper assessment tools, critical literacy can be perceived only as optional or extra for both teachers and
students in this text-drive learning context. Thus, assessment tools should be developed within critical
literacy frameworks both for systematic language teaching and for sustainable critical literacy practices.
Finding room in some progressive educational policies can be one way. As discussed early in
Section 7.3, some teachers in Sunmi and Yura’s schools adopted the critically-oriented projects for the
written evaluations put forth by the Curriculum-Teaching-Assessment-Records Alignment policy
(교수평기일체화) or ‘Learning-centered class’ (배움중심수업). These educational policies set a goal to
reconceptualize testing as a way to support students’ learning, instead of a hegemonic tool to intensify
competition (J. R. Choi, 2020; G. Seo, 2018; J. Yoon & B. Kim, 2016; S. Yoon, 2016). For this, critical
materials can offer testing tools not to intensify competition but to facilitate understanding, collaboration,
and critical dialogue.
One possible way to develop testing tools based on critical literacy is to adopt the frameworks that
critical action researchers use to help students’ critical literacy practices. For example, Huang (2017)
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draws on Kress and van Leeuwen’s (2006) framework of visual grammar82 (ideational, interpersonal,
compositional metafunctions) to teach critical multimodal literacy with moving-image texts (e.g., a
promotional video, evening news broadcasts, an interview program). During data analysis, I also found
the grammar of visual design (Kress & van Leeuwen, 2006) was useful to check the students’ critical
understanding and engagement of the multimodal text such as a YouTube video. Extract 8.1 is when
Sunmi played a YouTube video clip (i.e., “What kind of Asian are you?”,
https://www.youtube.com/watch?v=DWynJkN5HbQ) that was about routinized and inconspicuous banal
racism. After explaining what ‘identity’ means to the students83, Sunmi played the video twice, one with
the subtitles and the other without the subtitles, then asked the whole class why the Asian-looking woman
was offended.
Extract 8.1. Critical understanding of a video
01
02
03
04
05
06
07
08
09
10
11
12
13
14
15
16
17

Sunmi:
Ss:
Sunmi:
Ss:
Sunmi:
Ss:
Sunmi:

ok, did you understand? why is she upset?
because the man is stupid (h)
you mean ignorant? good. why ignorant? what did he do?
the Teriyaki is Japanese food not the Korean food
good. what else?
((putting hands together at front)) it’s not Korean 인사 ((greetings)).
very good. and she(.) also she was born in San Diego,
it’s a city in 미국((America)) but he say you are not American. You are Asian.
Do you think it’s right?
넌 아시아인이니까 미국사람이 아니야! 라고 하는게 맞는걸까?
((Because you are Asian, you are not American! Is this a right thing to say?))
Ss:
no
Sunmi: why no? can you guess?
Ss:
because she’s American?
Sunmi: yes. like grouping ((wring ‘grouping’ on a board)).
these people are like this and like that::such blah blah blah
‘exclude’ ((writing on a board)) like 배재하다 ((exclude))
exclude people from their group. It is discrimination. 차별 ((discrimination)).

82

Kress and van Leeuwen’s framework of visual grammar draws on Halliday’s (1975) notion of metafunctions in
systemic functional linguistics. Halliday proposed three “metafunctions” for linguistic systems: ideational,
interpersonal, and textual.
83
See Extract 6.7.
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With Sunmi’s instruction and guidance, the students could understand the message of the video, namely,
how Nationality and Ethnicity Talk (NET) can unwittingly exclude and marginalize people in a society
(i.e., ideational metafunction). As in lines 11–13, the students showed an understanding of her identity as
a legitimate American despite her minority status. The students were also aware of the video’s agenda in
terms of how the video intended for the viewers to feel (i.e., interpersonal metafunction). In line 02, one
student noticed the White man in the video was portrayed as naïve and ignorant84. Other students noted
how the visual and the aural modes were structured and composed to frame the characters (i.e.,
compositional metafunction); in lines 04–06, the students point out the man’s gesture (bowing with hands
together at the front) and teriyaki as his favorite Korean food depicted him as a culturally insensitive
person. These metafunctions can be turned into a rubric or assessment tools on how to check text
comprehension and interpretation with the simultaneous emphasis on critical and multimodal literacies.
Although this suggestion is only one of the many possibilities, developing assessment tools within critical
literacy frameworks in a concrete manner seems both important and necessary in this high school EFL
context.
8.7.4 Easier Options of Critical Topics
Critical materials should offer easier options of critical topics to lower the barrier to engaging in
critical literacy for those teachers who are new to critical literacy practices or who feel uncomfortable
about certain culturally and socially sensitive topics. As presented in Section 5.3, teachers may have
different fears about practicing critical literacy due to a lack of personal experiences or knowledge in
critical literacy, institutional constraints, and various classroom and social realities. Moreover, a
classroom is a complex site with “competing and incompatible pedagogical demands” (Shulman, 1983, p.
497), and attributing these competing demands only to “the effects of global capitalism or the influence of
corporate interests […] is to diminish both the value of the knowledge and beliefs that teachers always

84

Here, Sunmi recasted the student’s term (i.e., stupid) in a more acceptable and nuanced term (i.e., ignorant). It
seems to show Sunmi’s professional identity of giving corrective feedback (in a less face-threatening way using
recast and question) while engaging in critical literacy.
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already hold and the importance of the knowledge landscapes within which they work” (Neumann, 2013,
p. 136). The reconstruction of critical literacy will broaden its pedagogical possibilities in different
contexts.
Easier options in this study were developed through the negotiation with the teachers that respected
their affective values. Instead of selecting too controversial social topics (see Section 5.3.2 for fear of
sensitive topics), the critical topics were chosen by relating the textbook topics to our lived experiences.
As discussed earlier, Benesch (2012) related a neutral topic, dictionary, to economic factors such as the
digital divide or unequal access to resources in education (see Section 2.2). It reminds us of Chun’s
(2015) claim that critical literacy is not teaching politics but relating the ‘everyday’ to our lived
experiences. In the textbooks that Sunmi and Yura used, for example, recycling or saving energy was a
common topic. Beyond reading the text about how to recycle, critical materials can include the stories or
narratives of the marginalized who are affected by recycling or environmental problems (e.g., how
environmental disasters and hazards hit the low-income communities the hardest). It may be safe yet
powerful to raise emotional engagement and critical consciousness among students.
8.7.5 Personal Stories and Narrative for Critical Contents
Personal stories and narratives seem to be useful content and text types in critical materials to see
multiplicities, complexities, and contingencies of people’s lives in relation to political, cultural, and social
practices. The effectiveness of this was seen in Extract 6.3 (i.e., S18’s oppressed feeling about her mom’s
different national background) when other students were emotionally engaged with S18’s experience.
Also, as discussed in Section 6.7, instead of arguing whether plastic surgery is a social problem or not, the
personal stories from the actual plastic surgery recipients (e.g., how their lives were affected by plastic
surgery) seemed useful to critically reflect on ‘how are people affected and oppressed by certain practices
and standards?’, ‘whose interests are fulfilled by a certain discourse?’, and ‘what are the assumptions of
my perspective?’, etc.
Personal stories and narratives are emotionally engaging, and emotional engagement is a crucial
element of critical literacy because critical literacy aims at more than reasoned analysis but a social
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transformation (Janks, 2010). Throughout this narrative inquiry, Sunmi and Yura have shown that critical
dialogue and action were more likely to happen with emotional resonance. As presented from Chapter 5
to Chapter 7, the teachers’ emotions were the core components in their teacher identities and a driving
force for their teaching decisions.
8.8 Implications for a Paradigm Shift Towards Critical Literacy
Based on the findings, I make some recommendations to initiate and sustain critical literacy in
Korean high school EFL classrooms on the institutional level (for educational policies), personal levels
(for teachers), and research direction (for researchers). On an institutional level, finding localized terms
and educational policies that align with critical literacy will be the first step to reach out to teachers in
different contexts and assist them to find room for transforming teaching practices. As seen in Chapter 7,
the teachers in Sunmi’s school incorporated critical literacy practices for the written evaluation in the
students’ annual report (Section 7.3.1) and some teachers in Yura’s school adopted the critically-oriented
presentation project because its theme was timely and relevant to the students’ lives, as is being promoted
by the present government’s policy on education (Section 7.3.2). To translate theories into practice, the
forms of critical literacy need to be reconstructed in accordance with local contexts, terms, and
educational policies. As Apple (2011), citing Gramsci (1971) and Gutstein (2006), argues,
One of the tasks of a truly counter-hegemonic education was not to throw out “elite knowledge”
but to reconstruct its form and content so that it served genuinely progressive social needs. […] We
should not be engaged in a process of what might be called “intellectual suicide”. (Apple, 2011,
p.15; emphasis in original)
As previously mentioned in Section 1.4, the concept of critical literacy is not new but different terms or
labeling may be used for what are in fact similar concerns and issues (Crookes, 2017b; Shin & Crookes,
2005b). Finding critical elements in local contexts will provide better insights for localized critical
literacy teaching practices and materials development.

226

On a personal level, as Crookes (2009b) argues in his book, Values, Philosophies, and Beliefs in
TESOL, encouraging teachers to reflect on their philosophies of teaching seems indispensable for teachers
to transform teaching practices by identifying teaching gaps and solutions. In Chapter 5, the teachers’
beliefs and values were a driving force for them to participate in this project — i.e., Sunmi’s belief in an
ideal teacher image (‘a friend-like teacher’) and Yura’s value on character education in every subject.
With the identification of contradictions in their teaching practices during narrative inquiry, Sunmi and
Yura could use critical literacy practices as a mediation tool to overcome the dissonance between their
teaching beliefs and their classroom practices (see Section 7.2).
Furthermore, following Kubota (1998) and M. Kim (2018), more research that maps micro and
macro relations of teaching practices in EFL classrooms will be useful because EFL contexts have
different linguistic, cultural, and structural inequalities from those of ESL countries. As described in
Section 6.5.2, for instance, social issues in the US-based critical materials (e.g., racism) can be
represented under different headings or using different terms in Korea (e.g., nepotism, regionalism,
cronyism) or in less visible ways (e.g., S18 in Extract 6.3). Or, as discussed in Section 5.4 (regarding the
teachers’ resistance and accommodations to translanguaging), we can better understand the teachers’
micro-level teaching practices in relation to the macro-level discourses by exploring how the ideology of
English discursively reproduces and (re)constitutes the converging and diverging forces of English in
classrooms and wider society. Such discussions would provide context-based materials for EFL
classrooms as well as teacher education. That is, teachers can use a critical lens to reflect on their takenfor-granted values by exploring their teaching practices in larger social structures, while students can
navigate complex social realities from multiple perspectives and raise critical consciousness.
Finally, I hope this dissertation initiates more classroom-based research in high school EFL
contexts that provides classroom materials, classroom interactions, and teachers’ narratives to help those
who are new to critical literacy. For example, the commonalities of Sunmi and Yura’s critical literacy
practices (see Section 7.3.3) — i.e., situating critical literacy within educational and institutional goals,
explicit teacher guidance with concrete examples, teachers’ enthusiasm, and a solidary network with like227

minded teachers — can not only provide teaching examples but also open up discussions on critical
literacy practices according to teachers’ different situations and contexts. With classroom-based critical
literacy studies, teachers in Korean high schools and similar contexts will better imagine and (re)design
their own critical literacy practices.

8.9 Limitations and recommendations for future research
The limitation of this study concerns delimiting data generation within only two high school EFL
classrooms. The sessions for using critical supplemental materials were short (about 30 minutes per
session)85, out of their normal instruction routine and irrelevant to the school evaluations. Moreover,
Sunmi and Yura used critical materials only with their homeroom classes in which the teachers may have
more power in controlling students’ behavior than any other teachers due to affective and institutional ties
between homeroom teachers and their students in Korea. When critical materials are used for a longer
period, applied in a variety of classes, and as a part of school evaluations, critical literacy practices may
unfold in different ways.
In future research, therefore, I suggest some research gaps I have encountered during this study
based on classroom data. In Chapter 6, I frequently encountered room for students’ writing reflection on
their experiences and emotions. There seemed to be many cases where students could not fully develop
and express their ideas during critical discussions. It aligns with Shannahan, Gilliland, and Kwon’s (2020)
finding that critical dialogue journals push their students toward greater conscientization beyond just what

85

Admittedly, the time allotted to critical literacy was short in class (about 30 minutes per session and
approximately 2 or 1.5 hours in total), although it reflected what was possible in the current classroom schedule
and structures at their schools. However, given the amount of time that two teachers and I had spent preparing
critical literacy practices and reflecting on them through narrative inquiry, it was more than one and a half years by
discussing materials, classroom practices, possible concerns and solutions, and their actual classroom experiences.
Developing criticality is an ongoing process. For sustainable critical literacy practices in this context, long-term and
continuous support is necessary (cf. Chun, 2015) in the form of peer/near-peer dialogue, teachers’ networks or
support groups, ready-made materials available online, classroom examples and lesson plans, teacher seminars,
the publication of teachers’ guides and practical reference books presenting critical literacy instructional models,
etc.
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they were able to achieve through thinking and talking. For example, S18 in Extract 6.3 could not share
her internalized oppression about her mom’s origin in the first class. S23 in Extract 6.2 tried to counterargue by reading the text from a different perspective but this was not taken up by peers during a group
discussion. Having writing opportunities after critical dialogue will provide students with a chance to
practice “writing as critical thinking” (Gilliland, 2015, p. 297) to explore new ideas and perspectives by
reflecting on their own and others’ perspectives while practicing writing strategies and expanding related
vocabulary.
Also, given that there is hardly any research discussing the successful roles of discussion leaders in
L2 critical literacy classrooms while they were indispensable in this study (see Section 6.5.5 for details),
the data present a research gap in how discussion leaders generate good discussions. To address it, there
would be more investigation on the ways of assessing what counts as an effective (or less effective)
critical dialogue, or more fundamentally, asking ‘what is critical dialogue?’ as I tried to address in this
chapter (see Sections 8.4.1 and 8.4.2 for discussions).
Furthermore, in Chapter 7, both teachers were concerned about the changing classroom scenes due
to the current Covid-19 pandemic and drew on critical literacy to motivate students during online classes.
It offers room for research on how critical literacy can help minimize the achievement gaps among
students during the pandemic and in online platforms.
Finally, I hope that more studies are conducted in secondary school EFL classrooms to explore
challenges, dilemmas, solutions in implementing critical literacy practices in local circumstances for a
paradigm towards critical literacy in this context. Given the strong curricular influence of textbooks
(Guerrettaz & Johnston, 2013), it is implied that materials developers should increasingly consider critical
literacy (materials and teaching models) for inclusion.
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Scope and Sequence Chart
Theme
1. Racism

Selections
Courage
Genre: Essay (ELI Voices Vol.1)
Racism destroyed in one minute by Jane Elliot
Genre: Speech (YouTube)
Billboard Music Awards 2017: Backlash Over
BTS Win Proves How Racist People Can Be
Genre: Newspaper Article (Huffington Post)
Why Do Democrats Feel Sorry for Hillary
Clinton?
Genre: Newspaper Article (NY Magazine)
The Model Minority Myth
Genre: Newspaper Article (Fortune Magazine)
Will Jeremy Lin's success end stereotypes?
Genre: Newspaper Article (CNN)

2. Politics

‘In the event of a nuclear attack’: U-Hawaii’s
curious email to students and staff
Genre: Newspaper Article (Washington Post)
Peninsula issue requires unity
Genre: Editorial (China Daily)
War with North Korea is not an Option
Genre: Opinion (The Korea Times)
Why China remains North Korea’s biggest ally
Genre: Editorial (Newsweek)
Trump should come to his senses
Genre: Editorial (Naenara-DPRK)
Japan-U.S. must closely coordinate in response
to N. Korea crisis
Genre: Editorial (The Mainichi)
An incoherent strategy on North Korea
Genre: Editorial (The New York Times)

3.
Environm
ental
Justice

While the U.S. Talks of War, South Korea
Shudders
Genre: Opinion (The New York Times)
KAHEA’s environmental justice program in
Oahu
Genre: Opinion (Kahea.org)
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Critical Vocabulary

Strategy
Focus

Academic Vocabulary
intimidated, staple, upend,
taunt, gratify, streak, depict,
drive home, hideous, grit,
melee, cripple, confer, seminal,
flatter, juvenile delinquency,
repository, dismantle, hedge,

Levels of
Thinking
Learn
different
levels of
thinking
skills that
students can
apply while
reading:
remembering,
understanding
, applying,
analyzing,
evaluating,
creating
(Anderson,
2000).

Theme-Specific Vocabulary
stereotype, hype, slur,
impunity, masculinity,
anti-Asian rhetoric, alienate,
revolutionize, rebuttal,
ideology, bigot, lynch,
internment camp,
propaganda, denigrate,
marginalization,
hidden assumptions

Academic Vocabulary
bring about, contingency, avert,
inexplicable, abrogate, bilateral,
cede, appeasement, compound
(verb), unsavory, allegation,
equilibrium, grope, volition,
compassion, bluster, resort to,
impair, impotence, taut,
contradictory, transcend,
holistically, dichotomy ,utterly,
perilously, unsullied, surge
Theme-Specific Vocabulary
stakeholder, sanctions,
apocalypse, regime,
encroachment, buffer zone,
retaliatory, insanity, a proxy
war, massacre, savagery, preemptive strike, all-out armed
conflict, pick a fight, bilateral
trade deal, grave threat,
retaliatory attacks, censure,
cease-fire

Academic Vocabulary
intrinsically, interconnect, defy,
consequences, permeated,
poised, rigid, rudimentary,
sparsely, array, immaculately,

Narrow
Reading
Accumulate
background
knowledge,
facilitate
comprehensio
n about the
topic, and
improve
vocabulary
through
vocabulary
recycling and
multiple
exposures

Finding a
Main Idea
Learn how to
restate ideas
and

Commented [HYJ1]: “Critical Vocabulary” are boldfaced in the readings.
Theoretical Backgrounds:
Vocabulary knowledge plays a very important function in the
process of language learning. Many researchers have
confirmed the very vital role of vocabulary on learners’
reading comprehension (Anderson & Freebody, 1983;
Mezynski, 1983; Nation, 1990; Read, 1989, 1993; Qian,
1998, 1999, 2002).
“Students learn second language vocabulary better when they
“notice,” or focus their attention on, the vocabulary (Schmidt
1990). If students read a passage in which a certain unknown
word is present but not essential to understanding the passage,
students are less likely to notice the word, which means they
are less likely to learn the word (Laufer 1997).
Comprehensible input alone is not sufficient for the large
number of vocabulary items that learners must master to
improve their language ability. The input needs to be noticed
so that it can become intake (Swain 1993).” (Folse, 2008)

Commented [HYJ2]: “Theme-Specific” Vocabulary will
help students engage in critical discussion more effectively
while improving reading comprehension.

'Environmental Injustice': Minorities Face
Nearly 40% More Exposure to Toxic Air
Pollution
Genre: Report
Climate Change is a Social Justice Issue
Genre: Informational Text
5 Things to Know About Communities of
Color and Environmental Justice
Genre: Report
Environmental Justice in the Oahu MPO
Planning Process
Genre: Report

stem from, coalition,
simultaneously, go
unexamined, crux, arbitrary,
mitigate, degrading, fatal,
disproportionately, neglectful,
like-minded

information
without
changing the
original
meaning.

Theme-Specific Vocabulary
marginalized, minority, social
justice, preventative,
exploitable, disposable,
desertification, chemical
fertilizers, hazardous,
indigenous, epidemics,
dismantlement

How Social Justice and Environmental Justice
Are Intrinsically Interconnected
Genre: Report (pachamana.org)
Geostorm (2017)
Genre: Film Synopsis

4. Native
speakeris
m

Kachuru’s (1985) three circle model
Genre: Summary
Chinese students' obsession with the American
accent
Genre: : Newspaper Article (China Daily)

Academic Vocabulary
appropriated and adapted, bears
no reference, onus, infantilize,
denigrate, high time,
superfluous,
Theme-Specific Vocabulary
English as a Lingua Franca,
prejudice, ideology,
intolerance, prejudice, nativespeaker fallacy, nativespeakerism, myth, minority,
majority, native-like
competence, metalinguistic,
bilingual, bicultural, turmoil,
intolerance and prejudice

The myth of the native speaker
Genre: Opinion (The Jordan Times)

5. Gender Hawaii dubbed the 'best state for women's
Represent equality' in new study
Genre: Newspaper Article (The Guardian)
ation
Are gendered toys harming childhood
development?
Genre: Newspaper Article (The Guardian)
Toys start the gender equality rift
Genre: Newspaper Article (The New York
Times)
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Academic Vocabulary
dub, delegation, backlash,
incredulously, proliferation,
overhaul, demarcated, nudge
Theme-Specific Vocabulary
gender segregated toys, gender
equality, gender stereotypes,
pushback, gender distinctions,
gender signifier, gender-neutral
store map, anti-stereotyping
campaign,

Finding
Supporting
Details
Learn how to
find
information
quickly

Skimming
and
Scanning
Skim and
scan the
articles to
find
information

Chapter 1. Stereotypes and Racism

Commented [HYJ3]: Ts may edit/ adjust according to your
students’ learning outcomes (SLOs), students’ needs, class
dynamics, class demographics, and time limits. Ts can use
one or two readings or the whole unit.
Commented [HYJ4]: Watch
https://youtu.be/OFad4-z8dfw

“There are not five or four different races, there is only one race on the face of the
Earth and we are all members of that race: The human race.”
Name:

Jane Elliot: Racism destroyed within one minute
https://www.youtube.com/watch?v=OFad4-z8dfw&feature=youtu.be

We hate because we are taught to hate. We hate because we are ignorant.
We are the product of ignorant people who have been taught an ignorant thing
which is that there are four or five different races.
There are not five or four different races, there is only one race on the face of the
Earth and we are all members of that race: The human race.

But we have separated people into races so that some of us can see ourselves as
1)______________ to the others. We thought it would work I guess. It hasn’t
worked and has been bad for everyone. But it is time to get over this business.

253

Commented [HYJ5]: Transcript for cloze test
Answer keys:
1) superior
2) unlearn
3) out of
4) worth

There is no gene for racism, there is no gene for bigotry, you're not born a bigot,
you have to learn to be a bigot.
But anything you learned you can 2)_____________; it's time to unlearn bigotry,
it's time to get over this thing and we better get over it pretty soon.

I'm an educator and as my business as an educator to lead people 3)________
______ ignorance. The ignorance of thinking that you're better or worse than
someone else because of the amount of a pigment in your skin. Pigmentation in
your skin has nothing to do with intelligence or with your 4)_____________ as a
human being. It's time to get over that.

I. Exploration
ELI Student Voices (Vol. 1 and Vol.2) are a collection of ELI students’ writings about their
experiences learning English, living in a new culture, and interacting in multiple languages. The
authors tell stories of overcoming hardships and difficulties that are familiar to ELI students.
They also share advice for others in similar situations of transition in new places. These books
are available at Hamilton Library.
“Some of my friends told me about the racists they met, and that was what people
usually called ‘real bad things.’ I guess I have never met someone regarding me as my
skin color except once. One day I went to Walmart. I was heading to the cashier and I
felt a headache. Suddenly, I came to realize a lady behind me was yelling at me in
English. It seemed that I was walking in between their family of five and I was getting
close to one of their children. The old lady accused me of bumping into her children on
purpose, which is nonsense, but I said sorry. Back then, that is all I knew how to do in a
situation like that. Things were getting worse. The husband frowned. The mom didn’t
accept my apology and murmured something which sounded like bad words. Instead,
the mom said, “Before you learn English, you should learn fxxxing manners.” Now I
know violent people are everywhere and good people, too, are there to help me. Bad
things happen and a wise person learns from it, and doesn’t dwell on the past. I know it
is time to move on from this bad experience. I guess I did revenge enough since now I
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am submitting this story to the language institute and preserving the evil lady’s memory
forever. However, maybe this is because of my victim mentality, but I can’t stop thinking
that this poor lady released her anger, which was piled up little by little due to her
miserable life raising five kids with a blue collar husband, to me and not to the
government or something, because I was an easy target, who was an intimidated
Asian girl and couldn’t protected herself due to a language barrier. It was such a mean
behavior to take advantage of a weak Asian student as her own anger ventilator,
instead of expressing her anger to the real enemy that made her feel small.”

– Living and Learning English: ELI Student Voices Vol.1 p.20

Discussion

Commented [HYJ6]: T may also ask students to make their
own questions for discussion.

1. Language is not neutral. Think about the underlined words (an intimidated Asian girl, a
weak Asian student). Does it sound natural? What if it is substituted with other words (e.g.
a strong Asian girl, an intimidated Black man, a weak Caucasian teacher)? How and why
does it sound different?
2. What do you think cause racism? (Circle the relevant phrase and share your opinion.)
3. What would you do if you were in her situation?
4. What is your definition of racism?
4. Is this happening in your own country? Why is it happening and why is it wrong?
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II. Short Readings
Read the articles below. Both of them are written in the US context. What do you see in common
in these two articles? (You may use the Wh-questions to help organize your thought: who, what,
how, why…)
•
•
•
•

Short Reading (1)

Commented [HYJ7]: The link is not available anymore.
This excerpt is from Prior (2006).
Context: While Spanish is the second most spoken language
in the US, some people have strong negative feeling against
Spanish-speaking people. Anti-Mexican (Lation) sentiment in
the US stems from the blaming of Mexicans for illegal
immigration. (Wikipedia) Here are some short videos that can
give a sense of feeling how some Americans have negative
feelings against Spanish, or not. I included two videos to
provide balanced views that not all Americans think
discrimination against other languages it a right thing to do.
https://www.youtube.com/watch?v=2UpXCQDMno0
https://www.youtube.com/watch?v=tNaP73ezULI
(“What would you do?” series on YouTube deals with
various discrimination/ stereotype issues in America, showing
how some ordinary people speak up and act on social
injustice.

Adapted from Prior(2006, p.40)
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Short Reading (2)

BTS, a South Korean boy band, deserved all the celebration on Sunday night when they
became the first K-Pop group to be nominated and win a Billboard Music Award for Top
Social Artist. But unfortunately, some people took to Twitter to express their outrage
because they didn’t think an Asian group deserved to win over stars such as Justin Bieber,
Ariana Grande, Shawn Mendes and Selena Gomez.
The backlash on social media proves how shockingly racist people can be.
According to Next Shark, one user, who has since deleted her account, also wrote that she
couldn’t understand what BTS members were saying in their acceptance speech, despite
the fact that it was done in English.

Commented [HYJ8]: Context:
1. “The Billboard Music Award is an honor given
by Billboard, a publication and music popularity
chart covering the music business. The Billboard Music
Awards show had been held annually since 1990 in
December until it went dormant in 2006. The awards
returned in 2011 and is held annually in May. The
2017 BillboardMusic Awards aired live on ABC on May
21 (Wikipedia)”
“As for Billboard Top Social Artist, Justin Bieber is the
most awarded and nominated artist in this category with
six consecutive wins and seven overall nominations. His
winning streak was broken as of
the 2017 Billboard Music Awards by the Kpop group, BTS, who were the first K-pop group ever to
be nominated for and to win a Billboard Music Award.
BTS garnered over 300,000,000 votes from all around
the world, breaking the record for the most number of
votes total for a fan voted award (Wikipedia).”

“[I don’t even know] who those Asians were. I don’t wanna know. I’m baffled,” she wrote.
“I didn’t understand what they said. Award shows are so trash now.”
Buzzfeed also reports that another user wrote, “Not trying to be racist, but you don't see
any American singer or band participating in a Korean award show so, like, BTS please
just go back to Korea.”

2. Asian stereotype in the media
https://www.youtube.com/watch?v=DC5RtcypOqE
(Mickey Rooney at breakfast at Tiffany's)

BTS, also known as The Bangtan Boys, has a vast fan base who call themselves the “Army.”
Before the award show, the hashtag #BTSBBMAS was used over 300 million times on
Twitter.

How about Hawaii/ Hawaiians? How are Hawaiians
depicted over the years on media?

Can you think of other recent Asian representation in
the media (both in positive or negative way)?

“BTS was one of the first groups to fully embrace social media and completely open
themselves up to fans,” said Flowsion Shekar, the CEO of Koreaboo, a popular website
specializing in K-Pop news. “International fans were able to really relate to them and feel
like they truly knew the members individually.”
Despite the negative response the group received on Twitter, the “Army” is taking the high
road and reminding the world why BTS’ win at the 2017 Billboard Music Awards is so
important.
Fans drove home the point that Asians are more than just their stereotypes. They can be
more than just doctors, mathematicians and the butt of a joke, and they deserve to be
represented and given respect.

Source http://www.huffingtonpost.ca/2017/05/23/bts-billboard-music-awards-2017_n_16768224.html
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Commented [HYJ9]: HuffPost (formerly The Huffington
Post and sometimes abbreviated HuffPo) is a liberal
American news and opinion website and blog that now has
both localized and international editions. The site offers news,
satire, blogs, and original content and covers politics,
business, entertainment, environment, technology, popular
media, lifestyle, culture, comedy, healthy living, women's
interests, and local news.
In July 2012, The Huffington Post was ranked No. 1 on the
15 Most Popular Political Sites list by eBizMBA Rank, which
bases its list on each site's Alexa Global Traffic Rank and
U.S. Traffic Rank from both Compete and Quantcast. In
2012, The Huffington Post became the first commercially run
United States digital media enterprise to win a Pulitzer Prize.

Short Reading (3)
BEFORE READING
1. Look at ONLY the title of your article.
What do you think it is about? Discuss.
2. Now preview the article. When
previewing, remember to try these
strategies:
•Read the title, introduction paragraph, any
subheadings,
•Read the first sentence in each paragraph
(if doesn’t state main point, read last
sentence too)
•Note any words in italics, bold font,
graphics
•Read last paragraph to look for a summary
•Read any end-of-chapter questions, or
create your own based on SQ3R (to keep a
PURPOSE in mind when you read
thoroughly)
3. Tell your partner what you predict the
article to be about, based ONLY on that
information

AFTER PREVIEWING
 Compare what you
discovered from your
preview reading to your
predications about the
article. How close were
your ideas to what you
actually read?
 Did you preview give you
a good idea of the general
content?
 When and with what
texts would it be good to
use previewing? What is
the purpose of
previewing?
 How does
previewing/predicting
relate to understanding
what the topic of a text
is?
 In what situations would
SQ3R be a useful
technique?

CULTURE /// NEWS & POLITICS X JUNE 15, 2017

WHEN YOUR DATING PREFERENCES EXCLUDE
PEOPLE OF COLOR, THAT’S CALLED RACISM
New studies have shown a correlation between race-based romantic preferences and an increased
likelihood of bigotry.
By Giselle Krachenfels, USC
I’m just not attracted to black girls.” “Asian guys aren’t my type.” Hearing phrases like these is
incredibly common and, by and large, accepted. You like guys who are athletic, funny and listen to
The Smiths. You’re not super into black guys, though, but that’s just another preference, right? On
the other hand, if someone were to comment that “I just don’t like working with Hispanics,” they
would be called out for racism. So why do we accept it when people say, “I’m not really into Arab
girls”?
Preferences for people you’re romantically or sexually interested in can be wide-ranging. Sense of
humor, height, freckles, muscles, taste in movies—all of these are valid preferences. Saying you
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don’t find a race of people attractive, however, is racism. If you view an entire group of people as
“not your type” and the only thing they all have in common is their race, then you have a p roblem.
Calling someone out for any form of racism is a remarkably quick way to see tempers flare. When
white people in particular hear accusations of racism, hackles rise instantly. By and large, the
majority of people view racism as violent or pointedly malicious acts, like calling someone the Nword or supporting Jim Crow laws. When you’re called out for racism, the immediate
assumption is that you are being called a terrible person.
However, racism manifests itself in a myriad of ways, from systematic and institutional
inequality, to prejudices and micro aggressions. Here is a quick article detailing the different
forms that racism can take. In your day-to-day life, you are likely contributing to and witnessing it,
but not in terms you consider “classic racism.” Saying you’re just not into Asian people is simply
another form of this. A particularly interesting study asked subjects about their thoughts on race
and dating, with another questionnaire about general racial tolerance. A strong correlation was
found between respondents who had race-related dating preferences and other more obvious forms
of racial bigotry.
A conscious lack of attraction toward a whole racial group of people is just a polite, thinly
veiled form of racism. The sentiment is very similar to fashion designers who say they don’t wish to
use black models because they don’t fit with their aesthetic or don’t sell well. People’s racist
dating preferences are so common that they can be seen in our dating apps. Ok Cupid released
telling data about their users and who they matched with in 2014. The results are intriguing. All
non-black men penalized black women. All women penalized both black and Asian men.
So, why is it that many people generally find white people more attractive? Why do white people
feel less of this attraction toward people of color? The answer has to do with both our Eurocentric
beauty standards and a long, historical campaign of othering and debasing minorities for their
appearance.
First, it’s not for some “innate” reason that you have racial preferences. Society has been
conditioned to see white people as the standard of beauty, and your tastes are a product of this.
“Beautiful,” in our world, is white, i.e. light skin with traditionally European features —thin nose,
wide, light eyes, non-kinky hair, certain jaw shapes.
The models who represent beauty are almost exclusively white, both male and female. White men
and women are seen as what is desirable, what to emulate. White women are deemed more
attractive not only for their physical features, but also for mannerisms and behaviors seen as more
“white,” like being “ladylike” and “dainty.” People of color are viewed as less attractive for failing to
meet these standards.
Black women in particular suffer the effects of failing to meet these ridiculous standards. They are
told their skin is too dark, their hair too kinky, their mouths too full. Racist stereotypes of black
women being brash and loud—diametrically opposed to the stereotypes of white women—further
serve to paint them as less attractive and desirable. University of Texas Sociology PhD candidate
Shantel Buggs explains the phenomenon: “…black women are viewed as hypersexual because of
things like the legacy of chattel slavery, which also suggested that black women are more masculine
and animalistic than other women.”
An excellent example of how white people have altered the perception of a minority’s attractiveness
is that of Asian men. Asian men today are often depicted as less masculine and less desirable than
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white men. This originated in the mid-1800s, when there was a large influx of Chinese immigrants.
To combat the sudden rush of cheap labor, through a series of targeted laws, Asian men were
stripped of rights that typically signify manhood, such as job opportunities, property ownership or
the ability to marry freely, and they were also the subject of racist caricatures. Years of crass jokes
about Asian men and tasteless pop culture portrayals of them have followed.
The opposite side of the spectrum is just as bad. People who “just aren’t into [insert race] people”
are almost equally matched by the number of white people who fetishize other races. Think of the
guy who only dates Asian girls after one trip to Japan and has a weird samurai sword collection in
his room.

Commented [HYJ10]: Asian stereotype in the media
https://www.youtube.com/watch?v=DC5RtcypOqE
(Mickey Rooney at breakfast at Tiffany's)
Can you think of other recent Asian representation in
the media (both in positive or negative way)?

The fetishizing of people of color has been happening for years, and it’s simply another way to
devalue, eroticize and reduce people of other races by depicting them as objects of sexual fantasy
and not much else. Asian women are fetishized as submissive and docile, black men as virile,
Hispanic women as overly sensual and fiery. There’s even a term for wanting to date only Asian
women—yellow fever.
When you say that you wouldn’t date a certain group because of their race, how can that be
anything but racist? Racism in dating preferences is a legitimate problem. The combination of
Eurocentric beauty standards and racist vilification of minorities is the reason for
finding people of color just “not your type.”
If someone calls you out for finding people of color less attractive or unattractive, don’t defend
yourself by saying that it’s just a personal inclination as harmless as liking long hair or dimples.
Recognize that you have been influenced by a racist society that champions white beauty standards
and supremacy, and maybe that you’re a part of it, too.
Source https://studybreaks.com/2017/06/15/racist-dating-preferences/
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Commented [HYJ11]: Call out:
To confront one about one's misdeeds or unpleasant be
havior. In this usage, a noun or pronoun is typically use
dbetween "call" and "out." If your intern keeps coming in
late, you need to call her out on it.
https://idioms.thefreedictionary.com/call+out
Commented [HYJ12]: DQ. (Inferencing) Why “finding
people of color less attractive” cannot be only a personal
inclination just like preferring long hair or dimples?

III. Chapter Reading (1)
This post is from New York (Magazine) which is an American biweekly magazine
concerned with life, culture, politics, and style generally, and with a particular emphasis on
New York City. While this post talks about the positive image of Asian Americans, critical
literacy looks into the assumptions and the ideology behind the reading. Is there
anything that you doubt or disagree with in this post? Please think about the
questions below and discuss in your group.

Commented [HYJ13]: The following reading after this
will be a rebuttal against the assumptions of this
article.

1. What are underlying assumptions in this passage?
2. Whose voice is missing?
3. Think of values of your own family or country and share them with your partner.
4. What would you say if you are from other minority ethnic groups in the US (e.g., Latinos,
African Americans, Hawaiian natives)?
5. What do YOU think is a reason for racial disparity raised in this passage?

April 14, 2017 9:02 am
By Andrew Sullivan

Asian-Americans, like Jews, are indeed a problem for the “social-justice” brigade. I
mean, how on earth have both ethnic groups done so well in such a profoundly racist
society? How have bigoted white people allowed these minorities to do so well — even to
the point of earning more, on average, than whites? Asian-Americans, for example, have
been subject to some of the most brutal oppression, racial hatred, and open discrimination
over the years. In the late 19th century, as most worked in hard labor, they were subject
to lynchings and violence across the American West and laws that prohibited their
employment. They were banned from immigrating to the U.S. in 1924. JapaneseAmerican citizens were forced into internment camps during the Second World War,
and subjected to hideous, racist propaganda after Pearl Harbor. Yet, today, AsianAmericans are among the most prosperous, well-educated, and successful ethnic groups in
America. What gives? It couldn’t possibly be that they maintained solid two-parent family
structures, had social networks that looked after one another, placed enormous emphasis
on education and hard work, and thereby turned false, negative stereotypes into true,
positive ones, could it? It couldn’t be that all whites are not racists or that the American
dream still lives?
Source http://nymag.com/daily/intelligencer/2017/04/why-do-democrats-feel-sorry-forhillary-clinton.html
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Commented [HYJ14]: It is strongly recommended to look
for the author’s stance and background.
Andrew Michael Sullivan (born 10 August 1963) is an
English-born American author, editor, and blogger. Sullivan
is a conservative political commentator, a former editor of
The New Republic. Sullivan's conservatism is rooted in his
Roman Catholic background and in the ideas of the British
political philosopher Michael Oakeshott; In 2003, he wrote he
was no longer able to support the American conservative
movement, as he was disaffected with the Republican Party's
continued rightward drift on social issues during the George
W. Bush era. Wikipedia

Filling a gap
This article is from Fortune Magazine, which is a multinational business magazine,
published and owned by Time Inc. and headquartered in New York City.
Put the sentences in the box back into the right paragraph below.
a. In many cases, it can be emotionally crippling.
b. This is why the ‘model minority’ label is so distasteful.

Commented [HYJ15]: Answer key: (1) c, (2) b, (3) a
Ss use discourse markers and key words as a hint to find the
right place for these sentences.

c. Journalist Jeff Guo took on Sullivan in this extraordinary Twitter thread, explaining that
education is not the key to Asian American success

The Model Minority Myth
By Ellen McGirt
April 17, 2017

Commented [HYJ16]: The online version of “Fortune”
magazine is excellent for narrow-reading. On the bottom of
the article, it has “On Point” section where you can see the
articles of the same theme (e.g. model minority) from
different magazines.

1. Blogger and political columnist Andrew Sullivan created a small firestorm over the weekend
when he wondered aloud in a recent column how, if America is so racist, that Asian
Americans have experienced such outsized personal and financial success. He started by
talking about Dr. David Dao, the passenger who was brutally removed from a United Airlines
flight, then began calling out the media for exploring the racial implication s of the event.
Here’s the paragraph that got everyone heated up:
Asian-Americans, Asian-Americans, like Jews, are indeed a problem for the “social-justice”
brigade. I mean, how on earth have both ethnic groups done so well in such a profoundly racist
society? How have bigoted white people allowed these minorities to do so well — even to the
point of earning more, on average, than whites? Asian-Americans, for example, have been
subject to some of the most brutal oppression, racial hatred, and open discrimination over the
years. In the late 19th century, as most worked in hard labor, they were subject to lynchings
and violence across the American West and laws that prohibited their employment. They were
banned from immigrating to the U.S. in 1924. Japanese-American citizens were forced into
internment camps during the Second World War, and subjected to hideous, racist propaganda
after Pearl Harbor. Yet, today, Asian-Americans are among the most prosperous, welleducated, and successful ethnic groups in America. What gives? It couldn’t possibly be that they
maintained solid two-parent family structures, had social networks that looked after one
another, placed enormous emphasis on education and hard work, and thereby turned false,
negative stereotypes into true, positive ones, could it? It couldn’t be that all whites are not
racists or that the American dream still lives?
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Commented [HYJ17]: Same post as above

2. Sullivan’s analysis is not unusual, but it totally misses the mark. The history of discrimination
and race-based violence toward Asian immigrants is true, in fact, it was far worse than he
describes. But the happy ending he implies did not come from grit, education and good ol’
family values. It’s also not always so happy, either. And the implication that one group has
the “right stuff” and another one doesn’t, is both insulting and hurtful.
3. Luckily, in the online melee that followed, some useful knowledge was dropped.
(1)
Instead, he says, it was that white Americans explicitly
decided to stop being so racist toward them.
4. “First, there were a lot of incentives for the white mainstream to champion and promote
stories of Asian American success after WWII,” he tweets. “Importantly: Elevating Asian
Americans as ‘deserving’ and ‘hardworking’ was a tactic to denigrate African Americans,”
and minimize the potential impact of the civil rights movement. “ (2)
It
is a status conferred by the majority for the majority’s own purposes.”
5. The Asian American experience in America is complex – involving immigrants from many
countries, the Cold War, and global politics, for starters – so I don’t want to give it the short
shrift here. For more information, I’d direct you to Guo’s interview with historian Ellen Wu,
and her seminal work on this subject, The Color of Success. Here’s one fascinating nugget
from Wu, which helps explain how Chinese communities embraced the most flattering
versions of themselves as a tactic to avoid racist attacks:
When I started digging, I found that this idea of this model Chinese family, with the perfect
children who always just loved to study and who don’t have time to get into trouble or date —
started to circulate quite prominently in the 1950s. That speaks to America’s anxieties about
juvenile delinquency.
Also, since these stories were taking place in Chinatowns, it allowed Americans to claim that
America had these remaining repositories of traditional Chinese values at a time when the
Communist Chinese had completely dismantled them. So there’s this other level where these stories
are also anti-Communist — they are doing this other ideological work.
6. Though the income advantage enjoyed by certain subsets of the Asian American population
breaks down when you control for education level, and even further when you examine
specific demographics, the pressure parents still feel to use education and achievement as a
hedge against a racist world remains profound. (3)
“Ditto stuff like
violin lessons, piano lessons, etc.,” tweeted Guo. “People make fun of these stereotypes but I
find them heartbreaking.”

Source http://fortune.com/2017/04/17/the-model-minority-myth/
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III. Chapter Reading (2)

Commented [HYJ18]: A.Before reading
a.What clues does the title give me about the story?
What predictions can you make?
b.What is this article about?

Levels of Thinking
In our textbook (p.38), we have learned about different levels of thinking that are widely
used in many academic disciplines. It was first developed by Bloom (1956) and revised by
Anderson (2000). After reading the following article, please make questions
according to each level of thinking.

Will Jeremy Lin's success end stereotypes?
By Timothy Yu, Special to CNN
Updated 4:01 PM ET, Tue February 21, 2012

B.During reading
Identify and guess the meaning of the unknown words,
using the context clues.
C.After reading
a.What is the marginalized voice in this text? How
did the director try to act on it? Do you think it will
be effective? Why or why not?
b.What connections can you make to the text? How
do you feel about it?
c.Why did the author end the article in this way?
d.What was the author's purpose in writing this?
e.What is your favorite/ impressive/questionable
quote or phrase? Why?

Commented [HYJ19]: Follow-up activity suggestion:
1. Ss discuss to answer their questions.
Commented [HYJ20]: In the same vein as the short article
about BTS (section II). Ss have multiple exposure about
vocabulary (stereotype, prejudice,..), while reading the same
theme from different stories (Asian stereotypes and racism in
American culture). Ss are encouraged to destruct the
assumptions and reasons, and further explore racial prejudices
in their own culture.

The Knicks vs. the Hornets in New York City on Friday.
1. The spectacular rise of Jeremy Lin, the first Asian-American to achieve basketball stardom, has been
utterly thrilling to witness. We've watched with pride as he's broken through stereotypes to prove that
an Asian-American can play alongside -- and beat -- the best in the NBA. And we've been gratified
by the way Lin's story has been embraced by the American public, with fans of all races cheering him
on. But we've also been reminded of the ugliness with which Asians have often been depicted in
American culture.
2. After Lin's 38-point performance against the Los Angeles Lakers on February 10, Fox Sports
columnist Jason Whitlock tweeted an offensive joke about Lin that played off stereotypes of Asians'
lack of masculinity. Boxer Floyd Mayweather has asserted that "all the hype" around Lin is just
"because he's Asian." And after New Orleans snapped the Knicks' Lin-led seven-game winning
streak, ESPN posted a story with a headline that was an obvious anti-Chinese slur.
3. Mayweather: 'Lin hype is based on race not talent'
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Commented [HYJ21]: The link is not available anymore.
While ESPN has since apologized for the headline, and the
editor who wrote it was swiftly fired, Chu refuses to write off
the word choice as a mistake.
The controversial headline, “Chink in the Armor: Jeremy
Lin’s 9 Turnovers Cost Knicks in Streak-Stopping Loss to
Hornets,” appeared on ESPN’s mobile website at 2:30 a.m.
Saturday (02/18/2012) and was removed by 3:05 a.m. ESPN
also suspended an anchor who used the phrase on air.
Source: http://www.nydailynews.com/news/politics/asianamerican-politician-slams-espn-editor-slur-headline-knicksjeremy-lin-article-1.1025731

Commented [HYJ22]: ESPN article: "Jeremy Lin is a good
player but all the hype is because he's Asian," Mayweather
wrote on micro-blogging website Twitter.
Its rebuttal is hyperlinked in Paragraph 7 (Is the 'Linsanity'
hype caused by race?)

Stereotypes of Asians have been a staple of American popular culture since the 19th century, from
newspaper cartoons of menacing, bucktoothed Chinese to film characters like the evil Dr. Fu Manchu
and the bowing, pidgin-speaking Charlie Chan.
4. In contemporary America, Asians -- when they appear at all -- are generally depicted as comical
foreigners with "ching-chong" accents, from exchange student Long Duk Dong ("What's happening,
hot stuff?") in "Sixteen Candles" to Han Lee, the stereotyped Korean restaurant owner in CBS's hit
comedy "2 Broke Girls."
5. American culture tells us, in short, that Lin shouldn't exist. Every time he drives to the basket, he
upends stereotypes of Asians as short, weak and nerdy. Every time he talks to the media, he dispels
the idea that all Asian-Americans are like foreigners speaking broken English.
6. Throughout his career, Lin has endured racist taunts from opponents and fans. And he's been
overlooked repeatedly. After a spectacular high school career, no college offered him a scholarship.
After he starred at Harvard, no NBA team drafted him. He was dropped by Golden State and Houston
before landing on the Knicks' bench, and only got his shot when his team got desperate.
7. Is the 'Linsanity' hype caused by race?
Even as "Linsanity" gripped the nation, commentators and fellow players continued to play down
Lin's talents. From the declarations that Lin was a "fluke" and a "flash in the pan" to Kobe Bryant's
grudging comment that Lin was "a testament to perseverance and hard work," the message was clear:
Asian-Americans don't really belong on the basketball court. We've heard again and again that "no
one knew" how good Lin was, but let's get real. Lin was overlooked because when people looked at
him, they saw a stereotype, not a basketball star.
8. As Lin led the Knicks to victory after victory, I watched with giddy excitement, but also a sense of
worry: What would happen when the inevitable loss came? Would the resentment captured in
Mayweather's tweet rear its head? Sure enough, the night the Knicks lost to the Hornets, there was
the offensive headline from ESPN. I imagine that many Asian-Americans got the same sinking
feeling as I did: Here is the moment where the media will turn on Lin, bringing back the racist
stereotypes that have been held at bay by Lin's winning streak.
9. To my surprise, something else happened. ESPN quickly apologized, then announced that it had
fired the author of the headline and suspended an anchor who had used the same phrase on the air.
This was remarkable, because although certain kinds of racist attacks against African-Americans in
the media have become unacceptable, anti-Asian rhetoric typically goes unpunished. AsianAmericans have become accustomed to having our protests against media stereotypes shrugged off
and ignored. But on this one, ESPN took quick action.
10. Ex-ESPN writer says slur was 'honest mistake'
Phil Yu, of the popular blog Angry Asian Man, wrote about this "Jeremy Lin Effect." Slurs and
stereotypes that would previously have been used with impunity were getting a good, hard look, and
a major media outlet responded to Asian-American critics with a swiftness that would have been
unimaginable a few weeks ago.
11. We shouldn't romanticize this: ESPN knows that Lin is the biggest story in sports right now, and it
can't afford to alienate or offend those hungry for their daily dose of Lin. But perhaps that's precisely
the point. Lin has become so big that simply by being himself -- an Asian-American, comfortable in
his own skin, playing basketball brilliantly on the world's biggest stage and enjoying himself as he
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Commented [HYJ23]: Idiom Activity
- Show different English idioms
- Have Ss think of the equivalent idioms in their L1
- Ss read the idioms in their L1 and explain its literal
meaning in English
e.g. a piece of cake (something easy) = (Korean) nu-woe-seo
ddok-meok-gi (Eating a rice cake while lying down)
“All languages feature idiomatic expressions, and each
idiomatic expression, or idiom, is a separate vocabulary item.
A group of words is an idiom if the meanings of the
individual words are different from the meaning of the whole
phrase…(ellipsis)... flight, why doesn’t the plane take on at
the end? With idioms, logic often has no place. (Folse, 2008)”

does it -- he may be revolutionizing our culture. The Jeremy Lin Effect won't end racism, but it does
mean that Asian-Americans will never be seen the same way again.
Editor's Note: An earlier version of this article referred incorrectly to the origin of the phrase, "Jeremy
Lin Effect." It was first used by The Fung Brothers, not Phil Yu.
Source http://www.cnn.com/2012/02/20/opinion/yu-jeremy-lin/index.html

Level

Examples

Remembering: recalling information; repeating
information
Understanding: understanding ideas; using
rules and following directions

Recalling dates; memorizing definitions
e.g. What kinds of things can be symbols?
Explaining a law; recognizing what is important
e.g. Why does a visual image make remembering
easier?
Using knowledge of formulas to solve a new
physics problem
e.g. What are some important symbols in our
culture?
Comparing two poems by the same author
e.g. What other types of dual coding can you think
of?
Evaluating the effectiveness or value of an
argument opposing the death penalty
e.g. How effective is dual coding?/ Does
everything in our daily life have symbolic
meaning? If not, how do we determine what is a
symbol?
Designing a new computer program
e.g. What can you do to help an international
student to understand local nonverbal
communication?

Applying: applying knowledge to a new situation

Analyzing: seeing relationships; breaking
information into parts; analyzing how things work
Evaluation: making judgements; assessing the
worth of information

Creating: putting ideas and information together
in a unique way; creating something new

Make questions according to each level of thinking.

Remembering:
Understanding:
Applying:
Analyzing:
Evaluation:
Creating:
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Commented [HYJ25]: After making questions, change the
question sheet with another group, then discuss the answers.

Glossary
drive home
brigade
bigot
lynch
internment camp
hideous
grit
melee
denigrate
seminal
flatter
juvenile delinquency
repository
dismantle
hedge
ditto
gratify
depict
masculinity
hype
slur
staple
upend
taunt
flash in the pan
winning streak
rhetoric
impunity
romanticize
alienate
revolutionize

Commented [HYJ26]: Students learn second language
vocabulary better when they “notice,” or focus their attention
on, the vocabulary (Schmidt, 1990).

v. To emphasize something
n. A group of persons organized for a specific purpose
n. One who is strongly partial to one's own group, religion, race, or politics
and is intolerant of those who differ.
v. To punish (a person) without legal process or authority, especially by
hanging, for a perceived offense or as an act of bigotr
n. A camp for prisoners of war
a. Morally offensive; detestable, terrible
n. (Informal) Indomitable spirit
n. A confused tumultuous mingling, as of a crowd: the rush-hour melee
v. To attack the character or reputation of; speak ill of; defame
a. Highly influential in an original way
v. To compliment excessively and often insincerely, especially in order to
win favor.
n. Antisocial or criminal behavior by juveniles
n. A place where things may be put for safekeeping; warehouse
v. To take apart; disassemble; tear down.
n. A means of protection or defense
n. The same as stated above or before.
v. To please or satisfy
v. To represent in words; describe
n. Characterized by or possessing qualities traditionally attributed to men,
such as aggressiveness
n. Exaggerated or extravagant claims made especially in advertising or
promotional material
n. An indistinct sound or utterance; a stain or disgrace
n. A major item of trade in steady demand
v. To invalidate, destroy, or change completely; overthrow
n. A scornful remark; a jeer
n. Someone or something whose success or popularity is short-lived
n. A series of consecutive successes
n. A style of speaking or writing
n. Exemption from punishment, penalty, or harm.
v. To think in a romantic way
v. To cause to become unfriendly or hostile; estrange:
v. To bring about a radical change in
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Expansion
1. What can we do to deconstruct prejudice in our society/ school? In other words, what
kinds of action can we as students take against social injustice?
2. Rebuttals: Examining an argument from different angles
2-1. Read two articles below. Which article do you agree with? What points do you agree/
disagree with?
The Movement of #MeToo
(https://www.theatlantic.com/entertainment/archive/2017/10/the-movement-ofmetoo/542979/)
For some, #MeToo sexual assault stories trigger trauma not empowerment
(http://www.cnn.com/2017/10/19/health/me-too-sexual-assault-stories-triggertrauma/index.html)
2-2. Watch two videos below. Which video do you agree with more? What points do you agree/
disagree with?
If someone doesn't understand privilege show them this:
(https://www.youtube.com/watch?v=awGctTODPBk)
On the Viral "Privilege Race" Video | A Rebuttal:
(https://www.youtube.com/watch?v=RHufVwCfcVU)
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Commented [HYJ27]: Some possible answers may include
“using social media such as posting/ re-sharing posts on
facebook (e.g. #Me too movement); writing ELI voices and
publish; writing to the local newspaper, donation, fundraising, etc.”
Using Expansion for a chance to think about solutions will be
recommendable. After critically thinking about current issues
throughout the chapter, T and Ss can wrap up the chapter by
discussing the ways to improve social justice.
Also, Ss can think of how the similar issue occurs in their
own countries and even in their disciplines.

Commented [HYJ28]: This activity is not directly related
to reading, but can be used for integrating different skills.
Also Ss can see things from different perspectives examining
the hidden assumptions.

Chapter 2. Politics (Trump vs North Korea)

I. Exploration
Read the following statements after skimming through this article. Then respond to each one
by writing yes or no in the blanks to express your agreement or disagreement. After completing
the activity, discuss your answers with the members of the class.
Write yes or no in the blanks to express your agreement or disagreement here.
1. I was scared by this email. _______
2. Like Meisenzahl’s quip in the end of this article, I suppose the world took note of my
university since some of my acquaintances read this issue in their local newspaper.
_______
3. I think Daniel Meisenzahl, the spokesman for the UH system, should not send this kind
of email to the students. _______
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‘In the event of a nuclear attack’: U-Hawaii’s curious email to
students and staff
By Nick Anderson October 10, 2017 at 4:49 PM

Commented [HYJ30]: The Washington Post is an
American daily newspaper. Published in Washington, D.C., it
was founded on December 6, 1877. Located in the capital city
of the United States, the newspaper has a particular emphasis
on national politics. Daily editions are printed for the District
of Columbia, Maryland, and Virginia. It is published as a
broadsheet. Wikipedia

Many schools go to great lengths these days to ensure their campus communities are ready for whatever
emergency might arise, such as a hurricane, a blizzard or, worse, an active shooter. The University of Hawaii
took that spirit of preparedness a step further this week with an email to students and staff that began, “Subject: In
the event of a nuclear attack.”
The email from the Aloha State’s university system went to 50,000 students and 10,000 employees at 2:25 p.m.
Monday Hawaii Standard Time. It made reference to growing tensions between the United States and North
Korea over the isolated Communist nation’s nuclear-weapons ambitions.
“In light of concerns about North Korea missile tests, state and federal agencies are providing information about
nuclear threats and what to do in the unlikely event of a nuclear attack and radiation emergency,” the email said.
“For this type of event, the ten campuses of the University of Hawaii will rely on the Hawaii Emergency
Management Agency siren system and follow agency instructions on ‘sheltering-in-place’.”
The Hawaiian Islands lie roughly 4,600 miles southeast of North Korea, in the Pacific Ocean, raising the question
of whether the island state could someday be a target of a North Korean missile strike. The email drew immediate
and widespread notice. It is not routine in academia for schools to broadcast “what-if” guidance on nuclear
attacks. Soon after he sent it, a university communications official wished he could take it back.
“I take full responsibility for it,” said Daniel Meisenzahl, spokesman for the University of Hawaii system, said
Tuesday. “It was a mistake on my part.” Meisenzahl said it is routine for the university to send out precautionary
emails about hurricane season and tsunami warning systems and the like. Generally, the emails provide a link for
members of the community to sign up for UH Alerts, an electronic notification system.
As it happened, Meisenzahl said, university officials have been getting inquiries for the past few months about a
possible North Korean nuclear threat. So they wanted to send a message that would be responsive.
“If I were to do it all over again, the one thing I would have done is put ‘unlikely’ in the subject line,”
Meisenzahl said. He then added that he also might have put into all caps: “NO REASON FOR ALARM” and
other language to the effect of, “Don’t take this the wrong way.”
“The subject line could use some work,” he concluded. He quipped that he’d been dealing for several hours with
“the fallout from a nuclear email.” He would much prefer if the world took note of the university for its highlevel oceanography, astronomy and other academic programs.
But there was a bright side: “At least people are clicking on it.” Here’s the text of the email: ((We all have it in
our hawaii.edu mailbox on Oct 9, 2017 sent from announce@hawaii.edu))
Source https://www.washingtonpost.com/news/grade-point/wp/2017/10/10/in-the-event-of-a-nuclear-attack-uhawaiis-curious-email-to-students-and-staff/?utm_term=.53acb4f58625
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Commented [HYJ31]: This is a very low frequent word
that many Ss won’t know the meaning. We sometimes
encounter unknown vocabulary while reading. Try to guess
the meaning based on the context.

II. Narrow reading: Comparing
editorials from different media outlets
Narrow reading is reading in one subject, author, genre or content
area. Narrow reading enables learners to accumulate a great deal of
back ground knowledge, facilitates comprehension of each new
related text read, and improve vocabulary through vocabulary
recycling and multiple exposures (Cho, Ahn, & Krashen, 2005;
Krashen, 2004; Schmitt & Carter, 2000).

Commented [HYJ32]: 1. Ss can apply narrow reading
strategy to one of the issues in their major courses.
▶Narrow-reading (Krashen, 1981)
▶Dubin (1986)’s three techniques for reading in-depth
approach:
❑anthology built around a particular theme
❑dividing longer texts into shorter selections;
introducing the topic from different sources
❑using "the running story”
Dubin, F. (1986). Dealing with texts. In F. Dubin, D. E.
Eskey and W. Grabe (Eds.), Teaching second language
reading for academic purposes. Reading, MA: AddisonWesley.

Matching a headline: inferencing a different stance of
the author
These are snippets from different newspaper articles about the current nuclear tension between
U.S. and North Korea.
Put the number of the article that matches each headline in the right blank. In the article, underline the
sentence that gives you a hint for its headline.
a. Peninsula issue requires unity (China Daily) ______

Commented [HYJ33]: Answer key:
a. 5/ b. 6/ c.2/ d. 4/ e.1 / f.3
What are the clues (e.g. perspectives, vocabulary choice,
voice, etc.)?

b. War with North Korea is not an Option (The Korea times) ______
c. Why China remains North Korea’s biggest ally (Newsweek) ______
d. Trump should come to his senses (Naenara DPRK, North Korean newspaper) ______
e. An incoherent strategy on North Korea (The New York Times) ______
f. Japan-U.S. must closely coordinate in response to N. Korea crisis (The Mainichi, Japanese
newspaper) _____

1. Mr. Trump’s approach has so far consisted of sanctions, pressure on China — North Korea’s chief ally
— and taunts against the government in Pyongyang. These messages have not only produced zero
positive results but they have also sowed confusion about his intentions. The president and his team seem
unable or unwilling to put together a realistic and coherent strategy that goes beyond pressure tactics and
harsh rhetoric to include a serious effort to engage the North Koreans.
There have been some inexplicable errors along the way. The latest was to pick a fight with South
Korea, an ally whose cooperation is vital to resolving the North Korea crisis. At a moment when South
Korea needs to be able to trust America’s commitments, Mr. Trump has unwisely hinted at abrogating an
important bilateral trade deal, thus potentially ceding more economic ground to China, and accused its
new president, Moon Jae-in, of “appeasement” toward North Korea. The South Koreans are so upset,
there is talk among some of developing their own nuclear weapons, which would compound the present
insanity…It is not at all clear that Mr. Kim is interested in talking. But Mr. Trump needs to test the
possibility before design or miscalculation leads to war.
2. “China from a geopolitical point of view as well as geostrategic point of view see North Korea as sort
of a buffer zone from the potential encroachment, in a sense, surrounding China by powers that are all
aligned with the United States,” Arthur Dong, professor at Georgetown’s McDonough School of
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critical about Trump administration.

Business, told Thursday. “That ring fence that’s sort of been built in the post-World War II period with
American allies, starting with South Korea, then on Japan, then on to Taiwan and certainly places like
Okinawa and the Philippines. “China is looking at this as potentially a military threat, and thus having a
need to continue supporting its allies no matter how unsavory those allies are with the North Korean
regime.” It's of utmost importance to China to not lose ground to the U.S., Dong said, even if it means
defending a regime known for oppressing its people.

3. Even if there were to be a contingency on the Korean Peninsula that had not developed into an all-out
armed conflict, Japan could extend support for U.S. forces' operations, such as refueling, if the situation
were to be deemed to be seriously affecting Japan's security. In addition, if Japan were exposed to a grave
threat, the country could exercise the right to collective self-defense to guard U.S. troops. Under these
scenarios, Japan could face retaliatory attacks by North Korea. While Japan supports the U.S.
government, which claims to have "many military options" to respond to the North Korean crisis, Tokyo
should repeatedly urge Washington to avert war that would cause serious damage to Japan.
4. Not only the international community but also numerous political and social figures of the US strongly
censure that Trump’s military option will bring about the ruin of the US, the so-called superpower, while
saying that no sanctions can work and sanctions are not a key for solving the problem. Even if the US is
blustering while resorting to sanctions and pressure and military threat, it will never impair the national
might and strategic position of our Republic which is daily increasing under the great ever-victorious
leadership and can never check the advance of socialist Korea which is developing in the spirit of selfreliance and self-development and single-hearted unity, more powerful than nuclear weapons.
5. Trump is wrong in his assumption that Beijing can single-handedly handle the matter. As Beijing has
said, repeatedly, it does not have the kind of "control" over Pyongyang that the US president believes it
does. Nor will Beijing accept Trump's allegation that it has done nothing. From Beijing's perspective, it
has significantly increased the pressure on Pyongyang by doing everything the strengthened UN sanctions
regime requires of it. The only thing that has proven to be true so far is no country can solve the DPRK
problem by itself. The logical conclusion, therefore, is the stakeholders need to work more closely
together in order to find a way to guarantee peace on the peninsula.
6. Unfortunately. President Donald Trump's decision to match North Korean Supreme Leader Kim Jongun threat for threat creates a serious risk of misjudgment and mistake. Peace is not advanced by the two
nations' leaders behaving like participants in a cockfight. Most analysts who know the Korean peninsula
realize that war is not an option, other than as unavoidable self-defense. There are a few war advocates—
Sen. Lindsey Graham (R-SC) comes to mind—who suggest that a Second Korean War wouldn't be such a
big deal because it would not be "over here." Of course, the U.S. military would be involved in any fight
and the North probably has the capability to hit American bases in the region. Moreover, Pyongyang
could loose murder and mayhem on South Korea and Japan. Casualties surely would be at least in the tens
of thousands and perhaps many, many more. And if the conflict's impact flowed over the North's borders
into China and Russia, Washington would face additional significant geopolitical dangers. Yet some
analysts as well as politicians, like Graham, appear to believe that the only choice is war or living with a
dire North Korean nuclear threat against the American homeland. In iwhich case they would prefer
war.…(ellipsis)...North Korea is the land of second best solutions, it has been said. But war is far worse
than second best.
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II.

“It is far safer to be feared than loved,” wrote Niccolò Machiavelli in The
Prince, the founding text of the philosophy of realpolitik. These days, anyone
wishing to establish their credentials as a hard-headed commentator on
global affairs need only echo that bleak assessment: sure, it’s all very well for
do-gooders to preach love and charity – but force, or the threat of it, is the
only language everyone always understands. The American
psychologist Dacher Keltner begs to differ. When you closely observe
chimpanzees – or other primates, such as kindergartners or university
students – you’ll find it is not the bullies and manipulators who gain power,
he writes. Rather, it is those who demonstrate empathy and enthusiasm,
solve others’ problems and otherwise further the greater good. Were that the
end of the story, the world would be ruled exclusively by kindly
philanthropists. Readers may have noticed that this is not the case.
This is the “paradox” of Keltner’s title: it is true that being nice is the best
path to power, but achieving power reliably turns people nasty. “The
seductions of power,” as he puts it, “induce us to lose the very skills that
enabled us to gain power in the first place.” Research demonstrates that
people who feel powerful are more likely to act impulsively: to have affairs;
to drive inconsiderately; to lie; to argue that it is justifiable for them to break
rules others should follow; and, in one entertaining study by Keltner and his
colleagues, to steal sweets from children. Rich people even shoplift more
than the poor. All in all, accumulating power seems to trigger a tendency to
self-absorption: in experiments, when people are asked to draw the letter E
on their own foreheads so that others can read it, powerful people are more
likely to draw it the right way round to themselves, and backwards to
onlookers. In a literal sense, they no longer see the world from other
people’s perspective.
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Keltner, whose earlier work on emotions informed the Pixar movie Inside
Out, marshals copper-bottomed evidence for his argument. Unfortunately,
he also suffers from a severe case of counterintuitivitis, insisting that his
findings show our existing ideas of power to be utterly wrongheaded. But
they don’t. The name of Machiavelli is deployed throughout the book to
represent the old-school view, but in fact his ruthlessness shocked his
Renaissance contemporaries, who fancied themselves more sophisticated. In
modern times, “soft power” as a technique of diplomacy is decades old. As
for the notion that power contains the seeds of its own destruction, it is hard
to imagine that Sophocles or Shakespeare would disagree.
But if the power paradox isn’t all that surprising, it is true that we fail to take
full account of its implications. If we did, we would reach some alarming
insights, especially about politics and organisational life. We hope to bring
change by electing or appointing new and different leaders – yet the power
paradox suggests it is precisely through becoming leaders that they lose the
qualities we saw in them. Those at the top of the tree “may be the very
people most blind to the problems of powerlessness, poverty, and
inequality” – even if they started out well meaning. Representative
democracy, on this account, seems pretty much doomed to fail. It is only a
partial compensation to realise that the paradox also implies that political
hopefuls such as Donald Trump – angry, manipulative bullies – are less
likely to acquire power to begin with.
The sole basis for optimism is Keltner’s conclusion that serving the common
good is, ultimately, in the self-interest of the powerful, if they can only resist
the temptation to turn into jerks instead. “Stay focused on other people …
Bring the good in others to completion … Take delight in the delights of
others, as they make a difference in the world,” he advises. However, his and
other researchers’ findings suggest that it is the powerless, not the powerful,
who will be most receptive to that message (people low in power report
feeling compassion for others far more frequently). One can only hope that a
new generation of psychologically informed advisers will take our leaders
aside and murmur in their ears the message that, in the long run,
compassionate policies are the best way to consolidate their own dominance.
Even if you are not a kind person deep down, in other words, it pays to do
kind things. This is surely right. Although put like that, doesn’t it start to
sound a little duplicitous? Perhaps Machiavelli would have approved.
Source https://www.theguardian.com/books/2016/may/18/the-power-paradox-how-we-gain-and-loseinfluence-dacher-keltner-review
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III. Chapter Reading
Strip Stories

This article was originally written in Korean and gained huge popularity arousing sentiments
and awareness. It was then translated into English and posted on the New York Times.
Arrange the strips in the right order.

While the U.S. Talks of War, South Korea
Shudders
There is no war scenario that ends in victory.
By HAN KANG

OCTOBER 7, 2017
1. SEOUL, South Korea — I cannot turn my thoughts from the news article I happened to see a few
days ago. A man in his 70s accidentally dropped two thick wads of cash in the street. Two people
who happened upon this bundle of money and shared it between them were caught by the police,
made to give up the money and charged with theft.
2. Up until here, it is still an ordinary story. But there was a special reason this man was carrying so
much cash on him. “I’m worried that a war might be coming,” he told the police, “so I’d just taken
my savings out of the bank and was on my way home.” He said that it was money he had saved — a
little bit each month — for four years, intended to send his grandchildren to college. Since the
Korean War broke out in 1950, war would have been the enduring experience of this man’s
adolescence. I imagine what he would have been feeling, a man who has lived an ordinary middleclass life ever since, on his way to the bank to take out his savings. The terror, the unease, the
impotence, the nervousness.
3. Unlike that man, I belong to the generation that never experienced the Korean War. Crossing the
border to the North was already impossible before I was born, and even now it is forbidden for
Southerners to meet or have contact with Northerners. For those of us of the postwar generation, the
country known as North Korea is at times felt as a kind of surreal entity. Of course, rationally, I and
other Southerners are aware that Pyongyang is only two hours by car from Seoul and that the war is
not over but still only at a cease-fire. I know it exists in reality, not as a delusion or mirage, though
the only way to check up on this is through maps and the news.
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4. But as a fellow writer who is of a similar age to me once said, the DMZ at times feels like the
ocean. As though we live not on a peninsula but on an island. And as this peculiar situation has
continued for 60 years, South Koreans have reluctantly become accustomed to a taut and
contradictory sensation of indifference and tension.
5. Now and then, foreigners report that South Koreans have a mysterious attitude toward North Korea.
Even as the rest of the world watches the North in fear, South Koreans appear unusually calm. Even
as the North tests nuclear weapons, even amid reports of a possible pre-emptive strike on North
Korea by the United States, the schools, hospitals, bookshops, florists, theaters and cafes in the
South all open their doors at the usual time. Small children climb into yellow school buses and
wave at their parents through the windows; older students step into the buses in their uniforms, their
hair still wet from washing; and lovers head to cafes carrying flowers and cake.
6. And yet, does this calm prove that South Koreans really are as indifferent as we might seem? Has
everyone really managed to transcend the fear of war? No, it is not so. Rather, the tension and
terror that have accumulated for decades have burrowed deep inside us and show themselves in
brief flashes even in humdrum conversation. Especially over the past few months, we have
witnessed this tension gradually increasing, on the news day after day, and inside our own
nervousness. People began to find out where the nearest air-raid shelter from their home and office
is. Ahead of Chuseok, our harvest festival, some people even prepared gifts for their family — not
the usual box of fruit, but “survival backpacks,” filled with a flashlight, a radio, medicine, biscuits.
In train stations and airports, each time there is a news broadcast related to war, people gather in
front of the television, watching the screen with tense faces. That’s how things are with us. We are
worried. We are afraid of the direct possibility of North Korea, just over the border, testing a
nuclear weapon again and of a radiation leak. We are afraid of a gradually escalating war of words
becoming war in reality. Because there are days we still want to see arrive. Because there are loved
ones beside us. Because there are 50 million people living in the south part of this peninsula, and
the fact that there are 700,000 kindergartners among them is not a mere number to us.
7. One reason, even in these extreme circumstances, South Koreans are struggling to maintain a
careful calm and equilibrium is that we feel more concretely than the rest of the world the
existence of North Korea, too. Because we naturally distinguish between dictatorships and those
who suffer under them, we try to respond to circumstances holistically, going beyond the
dichotomy of good and evil. For whose sake is war waged? This type of longstanding question is
staring us straight in the face right now, as a vividly felt actuality.
8. In researching my novel “Human Acts,” which deals with the 1980 Gwangju Uprising, when the
military dictatorship turned to the armed forces to suppress student protests against martial law, I
had to widen the field to include documents related not only to Gwangju but also to World War II,
the Spanish Civil War, Bosnia and the massacres of Native Americans. Because what I ultimately
wanted to focus on was not one particular time and place but the face of universal humanity that is
revealed in the history of this world. I wanted to ask what it is that makes human beings harm
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others so brutally, and how we ought to understand those who never lose hold of their humanity in
the face of violence. I wanted to grope toward a bridge spanning the yawning chasm between
savagery and dignity. One of the many things I realized during my research is that in all wars and
massacres there is a critical point at which human beings perceive certain other human beings as
“subhuman” — because they have a different nationality, ethnicity, religion, ideology. This
realization, too, came at the same time: The last line of defense by which human beings can remain
human is the complete and true perception of another’s suffering, which wins out over all of these
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even relating to students’ own experience/ knowledge to
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biases. And the fact that actual, practical volition and action, which goes beyond simple
compassion for the suffering of others, is demanded of us at every moment.
9. The Korean War was a proxy war enacted on the Korean Peninsula by neighboring great powers.
Millions of people were butchered over those three brutal years, and the former national territory
was utterly destroyed. Only relatively recently has it come to light that in this tragic process were
several instances of the American Army, officially our allies, massacring South Korean citizens. In

Commented [HYJ50]: Grammar point: Inversion
(adverbial phrase + verb + subject)

the most well-known of these, the No Gun Ri Massacre, American soldiers drove hundreds of
citizens, mainly women and children, under a stone bridge, then shot at them from both sides for
several days, killing most of them. Why did it have to be like this? If they did not perceive the
South Korean refugees as “subhuman,” if they had perceived the suffering of others completely and
truly, as dignified human beings, would such a thing have been possible?
10. Now, nearly 70 years on, I am listening as hard as I can each day to what is being said on the news
from America, and it sounds perilously familiar. “We have several scenarios.” “We will win.” “If
war breaks out on the Korean Peninsula, 20,000 South Koreans will be killed every day.” “Don’t
worry, war won’t happen in America. Only on the Korean Peninsula.”
11. To the South Korean government, which speaks only of a solution of dialogue and peace in this
situation of sharp confrontation, the president of the United States has said, “They only understand
one thing.” It’s an accurate comment. Koreans really do understand only one thing. We understand
that any solution that is not peace is meaningless and that “victory” is just an empty slogan, absurd
and impossible. People who absolutely do not want another proxy war are living, here and now, on
Commented [HYJ51]: Insiders’ voice

the Korean Peninsula.
12. When I think about the months to come, I remember the candlelight of last winter. Every Saturday,
in cities across South Korea, hundreds of thousands of citizens gathered and sang together in protest
against the corrupt government, holding candles in paper cups, shouting that the president should
step down. I, too, was in the streets, holding up a flame of my own. At the time, we called it the
“candlelight rally” or “candlelight demonstration”; we now call it our “candlelight revolution.”
13. We only wanted to change society through the quiet and peaceful tool of candlelight, and those who
eventually made that into a reality — no, the tens of millions of human beings who have dignity,
simply through having been born into this world as lives, weak and unsullied — carry on opening
the doors of cafes and teahouses and hospitals and schools every day, going forward together one
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Commented [HYJ52]: Background Information:
https://www.youtube.com/watch?v=DWsDUyT7b4Q&t=55s
(from 1:10) Short impressive video how peaceful but strong
protest throughout the nation for the SK president’s
impeachment has been done.

step at a time for the sake of a future that surges up afresh every moment. Who will speak, to them,
of any scenario other than peace.

Source https://www.nytimes.com/2017/10/07/opinion/sunday/south-korea-trump-war.html

Glossary
take back
taunt
rhetoric
inexplicable
bilateral
cede
appeasement
compound
insanity
buffer zone
encroachment
unsavory
regime
contingency
all-out
grave
retaliatory
avert
censure
sanction
bluster
resort to
impair
allegation
stakeholder
cockfight
mayhem
impotence
cease-fire
delusion
mirage
taut
contradictory

Commented [HYJ53]: Students learn second language
vocabulary better when they “notice,” or focus their attention
on, the vocabulary (Schmidt, 1990).

To retract (something stated or written)
A scornful remark; a jeer
A style of speaking or writing
Difficult or impossible to explain or account for
Two-sided
To yield; grant
The policy of granting concessions to potential enemies to maintain peace
To add to or intensify so as to make worse
Severe mental illness; extreme foolishness
A neutral area between hostile or belligerent forces that serves to prevent conflict
Entry to another's property without right or permission; invasion; intrusion
Distasteful or disagreeable
A government, especially an oppressive or undemocratic one
A possibility that must be prepared for; a future emergency
Using all available means or resources
Requiring serious thought
Paying back (an injury) in kind
To keep from happening; prevent:
To express strong disapproval of or criticize severely
The penalty for noncompliance with a law or legal order
To force or bully with swaggering threats
To turn to or make use of a person, strategy,
To cause to weaken, be damaged, or diminish, as in quality
An assertion that someone has done something wrong, often without proof
One who has a share or an interest
An illegal, organized fight between gamecocks, often fitted with metal gaffs, that
is arranged as a spectacle
A state of violent disorder or riotous confusion; havoc
The quality of lacking strength or power; being weak and feeble
An order to stop firing; suspension of active hostilities; a truce
A false belief or opinion
An optical phenomenon that creates the illusion of water; something illusory or
insubstantial
Strained or tense
Inconsistent; incompatible
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pre-emptive
transcend
equilibrium
holistically
dichotomy
grope
volition
compassion
proxy war
butcher
perilously
unsullied
surge

Designed or having the power to deter or prevent an anticipated situation or
occurrence
To pass beyond the limits of
Mental or emotional balance.
Emphasizing the importance of the whole and the interdependence of its parts
A division into two contrasting parts or categories
To search blindly or uncertainly
The act of making a conscious choice or decision
Deep awareness of the suffering of another accompanied by the wish to relieve it
A war instigated by a major power that does not itself participate
To kill indiscriminately or brutally.
Dangerous or risky
(of a reputation, etc) Not stained or tarnished
To rise and move in a billowing or swelling manner

Discussion

Commented [HYJ54]: T may also ask students to make
their own questions for discussion.

1. What did the author say is the difference between those who harm others brutally and those
who never lose their humanity in the face of violence?
2. (Line 60-62) For whose sake do you think is war waged?
3. What is the author’s main idea?
4. What lines did you agree or disagree with?

Expansion
Each country has a different diplomatic conflict. While reading this article, is there any story
that comes to your mind?
➢ Search the newspaper articles from different countries’ media outlets (not your home
country).
➢ Skim them through and choose one article
➢ Write down the headline, main idea, supporting ideas
➢ Your reflection/ opinion/ solution on this issue

Commented [HYJ55]: This activity is by using Ss’ mental
representation while reading (Tomlinson, 2013). It doesn’t
have to be something related to only war, but any diplomatic
issues that have different perspectives and power differential
among countries. T can have them briefly present their
reflection.

Commented [HYJ56]: Using Expansion for a chance to
think about solutions will be recommendable. After critically
thinking about current issues throughout the chapter, T and Ss
can wrap up the chapter by discussing the ways to improve
social justice.
Also, Ss can think of how the similar issue occurs in their
own countries and even in their disciplines.
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Chapter 3. Environmental Justice

Commented [HYJ57]: Definition of Environmental
Justice
http://www.sustrana.com/blog/2016/2/19/thesurprising-breadth-of-environmental-justice

I. Exploration
This article is about one of the environmental justice movements in Oahu, Hawaii. Please skim
through it and discuss the questions.

Environmental Justice in Oahu
Fundamental to environmental justice, is the
idea that all people have a right to a healthy
environment – no matter what community
they live in, or what their race, color, nation
or origin or income.
KAHEA's environment justice programs
today focus primarily on serving the
estimated 40,000 residents of Wai`anae, on
the island of O`ahu. Many of the
environmental “bads” that result from
unsustainable food, energy, and
transportation systems fall
disproportionately on residents of the
Wai`anae Moku, where over 60% of residents
are Hawaiian.
These communities have some of the highest rates of asthma in Hawai`i. Cancers, and other
diseases, like diabetes, related to environmental stressors are also of concern to Wai`anae
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Moku communities. Improving health services and preventative care is incredibly important.
It is also important that we put resources towards addressing the root environmental
stressors that contribute to incidence of these diseases.
It is a common misperception that poor health stems solely from individuals making
unhealthy choices. Study after study confirms that our economic, social and built
environments shape health. We must address the root of of these inequities, including
solutions for environmental injustice.
Wai`anae is blessed with rich natural, cultural and human resources. Wai`anae Moku
residents have worked for many years towards the restoration of lands and waters where they
live and work. Today, this is represented by a growing movement and a growing coalition,
building on these past successes and pushing forward. Younger community members are
joining with kūpuna, engaging in active cultural practice and joining the effort to defend
agricultural lands, air quality, water and stream quality, and human health.

Source http://kahea.org/issues/environmental-justice

1. What does “Environmental Justice” mean?
2. What are they protesting for/ against in the article? What is the problem they posed?
3. What words/ phrases comes to your mind when you hear of “Environmental Justice”? Do you
have similar movements in your country?
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Commented [HYJ58]: Mental representation roughly
corresponds to the ‘meaning of the text’ constructed in the
reader’s mind. The mental representation of a reader depends
on connecting the information gained through decoded
linguistic data with the knowledge that already exists in the
reader’s mind. (Gazzaniga et al., 2009; Masuhara, 2000;
Tomlinson, 2013; Urquhart, 1987).

II. The Voice Unheard in Natural Disaster
“People who are socially, economically, culturally, politically, institutionally or otherwise
marginalized are especially vulnerable to climate change.” – UN report, 2014

Reporting the article
Each group chooses one post and summarize the article to share in the class. (Each image is
hyperlinked to the original post.)
Guiding Questions
What happened and when?
Where did it happen?
Could it have been prevented?
How many casualties?
Is it safe now? What is the latest news?
What happened next?
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Commented [HYJ59]: Retrieved from
http://www.un.org/climatechange/blog/2014/11/climatechange-threatens-irreversible-dangerous-impactsoptions-exist-limit-effects/

Commented [HYJ60]: Each image is hyperlinked, but in
case the link does not work, the passages are available in the
next pages. T may print them out and give them to the group
members.
Commented [HYJ61]: NOTE some guided questions are
not applicable for their short reading below. Ss can add/ drop
the points according to their readings.

Reading #1.

Published on Wednesday, April 16, 2014

'Environmental Injustice': Minorities Face Nearly 40% More Exposure to
Toxic Air Pollution
Study shows that race and class major indicators for levels of airborne poisons found in communities
By Jon Queally, staff writer

A new study published this week shows that both race and class are significant indicators of how
much toxic air pollution individuals face in the United States with minorities receiving nearly
40% more exposure to deadly airborne pollutants than whites.
The University of Minnesota study, according to lead researcher Julian Marshall, looked closely
at the rates of pollution exposure by race, income, education and other key demographics to
establish the key predictors of how specific populations are impacted across the country, state by
state.
“The [main] ones are race and income, and they both matter,” Marshall said in an interview with
MinnPost. “In our findings, however, race matters more than income.”
Specifically looking at levels of outdoor nitrogen dioxide (NO2), a byproduct found in vehicle
exhaust and fossil fuel-fired power plants, the study—titled “National Patterns in Environmental
Injustice and Inequality”—found that people of color are exposed to 38 percent more of the
deadly chemical which experts say can be a key driver of heart disease and other health
problems.
According to the study:
Breathing NO2 is linked to asthma symptoms and heart disease. The researchers studied NO2
levels in urban areas across the country and compared specific areas within the cities based on
populations defined in the U.S. Census as “nonwhite” or “white.”
The health impacts from the difference in levels between whites and nonwhites found in the
study are substantial. For example, researchers estimate that if nonwhites breathed the lower
NO2 levels experienced by whites, it would prevent 7,000 deaths from heart disease alone
among nonwhites each year.
Though it has been well-documented that low-income families and minorities have long been
forced to live in undesirable neighborhoods near coal plants or high-traffic roadways, this study
is being called "ground-breaking" for taking a national look at the issue and using advanced
satellite technology to compare specific geographic areas with advanced pollution data.
As Emily Badger writes at the Washington Post:
Studies dating back to the 1970s have pointed to a consistent pattern in who lives near the kinds
of hazards -- toxic waste sites, landfills, congested highways -- that few of us would willingly
choose as neighbors. The invariable answer: poor people and communities of color.
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This pattern of "environmental injustice" suggests that minorities may contend every day with
disproportionate health risks from tailpipe exhaust or coal plant emissions. But these health
risks are harder to quantify than, say, the number of power plants in a city. And most of the
research that has tried to do this has been limited to a single metropolitan area, or to those few
places that happen to have good monitoring data on pollution.

Reading #2.
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Reading #3.

5 Things to Know About Communities of Color and
Environmental Justice
By Jasmine Bell Posted on April 25, 2016, 9:04 am

AP/Carlos OsorioA view of the Flint River on February 18, 2016, in Flint, Michigan.
Environmental racism and failing infrastructure have plagued communities of color for decades.
The environmental justice movement seeks to rectify the problems created from these issues by
ensuring the fair treatment of all people from different races, ethnicities, and incomes with the laws,
regulations, and policies that affect their environment.
The water contamination in Flint, Michigan, is just one window into the failures of infrastructure and
environmental quality that have threatened communities across the country for generations. It has been
more than 100 days since President Barack Obama declared a state of emergency due to the
contaminated water in Flint. This column provides a snapshot of the environmental justice issues that
communities of color across the country face every day.
Communities of color have higher exposure rates to air pollution than their white, nonHispanic counterparts. A Yale University study found that non-Hispanic whites had the lowest
exposure rates for 11 of the 14 pollutants monitored in the study. Meanwhile, Hispanics had the highest
exposure rates for 10 out of the 14 pollutants, and African Americans had higher exposure rates than
whites for 13 out of the 14 pollutants. Some of the pollutants studied have been connected to asthma,
cardiovascular issues, lung disease, and cancer. For example, a case study of The Bronx, New York,
found that individuals who lived close to noxious industrial facilities and waste sites were 66 percent
more likely to be hospitalized for asthma. Significantly, these same individuals were 13 percent more
likely to be people of color.
Landfills, hazardous waste sites, and other industrial facilities are most often located in
communities of color. A report titled “Toxic Waste and Race at Twenty” reviewed data collected
over a 20-year time period and found that more than half of the people who live within 1.86 miles of
toxic waste facilities in the United States are people of color. A report by the Center for Effective
Government found that people of color are nearly twice as likely as white residents to live within a
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fenceline zone of an industrial facility. These facilities contribute to air pollution, safety issues, and
health concerns.
Lead poisoning disproportionately affects children of color. Children of color who live in
urban areas are at the highest risk for lead poisoning caused by lead-based paint. A study by the Centers
for Disease Control and Prevention determined that 11.2 percent of African American children and 4.0
percent of Mexican-American children are poisoned by lead, compared with 2.3 percent of white
children. Lead poisoning can result in a wide range of health problems, such as anemia, seizures, and
brain development issues. Even with the restrictions on lead paint usage, children of color who live in
low-income communities continue to suffer the most. For example, a 2004 report revealed that African
American children and Hispanic children in Chicago were 12 times and 5 times more likely to be
poisoned, respectively, than white children.
Climate change disproportionately affects low-income communities and communities of
color. The effects of climate change, such as extreme weather conditions, have devastating consequences
for communities of color and low-income communities. These extreme weather events
can displace residents and even cause death. In the aftermath of such disasters, efforts of city officials to
rebuild communities of color and low-income communities are often inadequate compared to efforts to
rebuild higher-income and white communities. Perhaps the most powerful example of this inequity is the
communities of color in New Orleans that were affected by Hurricane Katrina. Black homeowners
received $8,000 less in government aid than white homeowners due to disparities in housing values. In
2013, about 80 percent of the mostly black residents of the city’s Lower 9th Ward had not returned to
their community due to inadequate building efforts.
Water contamination plagues low-income areas and communities of color across the
nation. Studies have documented limited access to clean water in low-income communities of color.
Water contamination has largely affected children of color who live in rural areas, indigenous
communities, and migrant farmworker communities. Contaminated water can cause an abundance of
health-related issues, particularly for young children. Depending on the contaminant, possible health
problems can include waterborne diseases, blood disorders, and cancer. Indigenous people of the Navajo
Nation, for example, have suffered for years from water contamination due in part to the residual effects
of uranium mining in the region during the 1950s, as well as the recent Gold King Mine toxic spill. In
St. Joseph, Louisiana, residents are forced to live on water that is tinted brown and yellow but that the
state continues to claim is safe to drink. African Americans make up three-quarters of the town’s
population and nearly 40 percent of the residents live in poverty.
Decades of studies have proven that environmental racism is a threat to the health and overall safety of
communities across the country. But this is not a problem without a solution. Indeed, policymakers
already have the tools to address this injustice and to develop policies with communities of color in mind.
Effective environmental justice policies should safeguard communities as places where all people can
live, work, and play without fear of exposure to toxic, deadly surroundings. As people of color come to
make up a majority of the population, environmental justice issues should be prioritized as national
issues, not one-off problems siloed in cities with significant populations of color, such as Flint, Michigan.
Jasmine Bell is an intern with the Progress 2050 team at the Center for American Progress.
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Reading #4.
ENVIRONMENTAL JUSTICE IN THE Oahu MPO PLANNING PROCESS
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III. Chapter Reading
Matching headings

Commented [HYJ62]: Answer key: 1) d, 2) c, 3) b, 4) a

Match the right heading with the paragraph below and underline what sentences give the clue.

a. Bringing the Conversations Together
b. Effects on Our Indigenous Neighbors
c. Industry, Human Welfare and the Environment
d. The Effects of Climate Change on Marginalized Populations

How Social Justice and Environmental
Justice Are Intrinsically Interconnected
August 4th, 2015 | By Haley Hansel

Justice for our planet and justice for all people are two profound conversations that are happening
simultaneously, but often in different rooms. The interconnectedness of daily human life and the state
of the Earth often goes unexamined, but at this point in human history we cannot afford to separate
these conversations.

288

The assumptions that many people carry, that the Earth is separate from us and thus exploitable, are
paralleled by assumptions that some people are different and inherently disposable—and this is the
crux of the issue.
Issues that impact the environment have impacts on the people who live there as well. And when some
people have access to resources that help them relieve those impacts while others don’t, that becomes a
social justice issue.
From a community scale to a global scale there is an intense connection between people and the Earth,
and harm to one cannot be escaped by the other.

HEADING #1:
Our decisions as a species have led to intense changes in how the planet is functioning. These changes
in climate aren’t arbitrary; they are having tangible effects across the globe. But the capacity for all
populations to mitigate these changes isn’t universal. In many places climate change has had a hand in
threatening human rights.
A U.N. report on climate change stated that it is the poor who will suffer the most as the effects of
climate change continue.
“People who are socially, economically, culturally, politically, institutionally or otherwise marginalized
are especially vulnerable to climate change,” it said.
The Human Impact Report published in 2009 said that 300,000 people a year are already dying from
the effects of climate change and another four billion are vulnerable to negative side effects such as:
•

Drought and water shortages

•

Floods and other extreme weather

•

Crop failures and food insecurity

•

Reduced agricultural productivity

•

Loss of low-lying lands and islands

•

Desertification

•

Loss of biodiversity and ecosystem services

•

Spread of diseases, such as malaria

Although these effects are not exclusive to the poor, they have limited ability to deal and cope with
them. For example, because of desertification, water shortages and crop failures, crop yields will
continue to drop, and while this will eventually affect rich nations, it will first-and foremost affect the
countries and the people who aren’t able to afford higher-priced crops.
The poor are also hit hardest in weather-related disasters, such as heat waves or storm surges. And the
number of natural disasters between 2000 and 2009 was around three times higher than in the 1980s—
almost entirely because of climate related events. And as they find themselves subject to these
adversities it makes it even more difficult to fight poverty.
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Commented [HYJ63]: Hint for heading

HEADING #2:
Even in more industrialized nations, social justice and environmental justice are undeniably linked.
For example, industrial crop and livestock production damages the environment, threatens human
health, degrades rural communities, harms workers, and compromises animal welfare.
Common practice in industrial agriculture includes continually using the land, not rotating crop
sufficiently, and over application of chemical fertilizers.
In addition to degrading the land, workers in industrial farms and animal agriculture are subject to
non-livable wages, hazardous working conditions and unfair labor management. According to the
Centers for Disease Control and Prevention agriculture ranks among the most hazardous industries.
Farmers are at high risk for fatal and nonfatal injuries, work-related lung diseases, noise induced
hearing loss, skin diseases, and certain cancers associated with chemical use and sun exposure.

Commented [HYJ64]: Hint for heading

Outside of farming, this correlation is seen in communities near oil refineries, power plants, or other
toxic waste facilities. Research shows that hazardous waste facilities are disproportionately located in
poor, minority neighborhoods.
Residents living near these types of facilities are subject to both short-term and long-term
illness. Symptoms such as uncontrollable vomiting and burning rashes have been linked to
overexposure of emissions from drilling near residences and still very little has been done on a
governmental level.

HEADING #3:
Our indigenous partners in the Ecuadorian Amazon rainforest also embody the mutual inclusivity of
social and environmental justice. As industries like oil continue to expand the indigenous communities
are needing to work harder and harder to protect the land that has been theirs for centuries.
In instances like the Chevron oil spill in Ecuador, Texaco (who is now Chevron) defiled Ecuador’s
northern Amazon rainforest by contaminating its soil, rivers and groundwater because of neglectful
practices.
In consequence, indigenous communities suffer from epidemics of cancer, birth defects, miscarriages,
and have threatened the indigenous livelihood.
And the dismantlement of any indigenous cultures can ultimately lead to a loss of deep wisdom and
understanding that they hold about this planet.

HEADING #4:
If we want to change the dream of the modern world we must pursue environmental injustices hand in
hand with the social justice issues that we are facing. One problem cannot be solved without the
acknowledgement and inclusion of the other.
Begin to discover the depth of both these issues through the Up to Us engagement pathway. Not only
does the pathway explore the environmental challenges that we are facing, but also the social injustices
that continue as a result of a mindset that separates us.
Get started with the Awakening the Dreamer Symposium— a half-day educational workshop that
explores the challenges and possibilities of this moment in time and allows you to rediscover what’s
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Commented [HYJ65]: Hint for heading

meaningful for the world right now. Together with like-minded people you can be moved to concrete
action and specific ways to further develop your leadership in your community and around the world.

Commented [HYJ66]: Hint for heading

Source https://www.pachamama.org/blog/how-social-justice-and-environmental-justice-areintrinsically-interconnected

Discussion

Commented [HYJ67]: T can also ask students to make
their own questions for discussion.

Can you think of any similar story from your country? You can use guiding questions below.
•
•
•
•
•
•

What happened and when?
Where did it happen?
Could it have been prevented and how?
Who caused the problem?
Who is the primary victim of the problem? Who are hit hardest in such a disaster?
What are some possible ways to improve this situation?

Glossary
coalition
marginalize
exploitable
disposable
crux
arbitrary
mitigate
disproportionately
indigenous
dismantlement

A combination into one body; a union
To relegate to the fringes, out of the mainstream; make seem unimportant
Easily imposed on or tricked
Something, such as a diaper or hypodermic syringe, that can be disposed of after
one use
The basic, central, or critical point or feature
Determined by chance
To make less severe or intense; moderate or alleviate
Out of proportion, as in size, shape, or amount
Originating or occurring naturally (in a country, region, etc); native
The act of taking something apart

Expansion
1. What is your country’s “Environmental Justice” issue?
•
•

Use key words such as Environmental Justice + your country (e.g. Environmental
Justice in China) in a search engine (e.g. Google)
Note-taking
o Title or Headline/ Source/ Author
o 5W1H: When, Where, Who, What, Why, How
o by whom (institution, newspaper, academic journal)

2. What is your suggestion to improve this situation?
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Commented [HYJ68]: Using Expansion as a chance to
think about solutions will be recommendable. After critically
thinking about current issues throughout the chapter, T and Ss
can wrap up the chapter by discussing the ways to improve
social justice.
Also, Ss can think of how the similar issue occurs in their
own countries and in their disciplines.

Integrating Skills
Synopsis
A synopsis is a brief summary of the plot of a movie. Many movie-goers would like to read
synopsis before choosing a movie. This is the synopsis of the current movie, Geostorm (2017),
that personifies the term “man-made climate change.”
Movie Trailer: https://www.youtube.com/watch?v=EuOlYPSEzSc

1. Do you like disaster films? Why or why not?
2. Look up a disaster film you have seen (here). Read its synopsis and share your summary of
the movie using less than three sentences.
3. What are the similarities among this type of films?
4. What is one example of a “man-made” natural disaster in your home country?
5. Who is the primary victim of the problem?

Commented [HYJ69]: e.g. Happy ending; Some people
(usually whites) save the world; blockbuster; sacrifice;
sometimes man-made disaster
Commented [HYJ70]: What, Who caused it, Where,
When, How, Why
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Chapter 4. English as a Lingua Franca

Commented [HYJ71]: Suggestions: Ss bring short reading
materials/ articles about English in their own country. This
may include English varieties (Konglish, Chinglish), English
fever, English teaching policies (e.g. TEE), English status in
job markets, etc.

I. Exploration
Commented [HYJ72]: Three circle model of World
Englishes (Kachru, 1992, p.356)
•Most influential model
•World Englishes divided into 3 concenttric circles:
1.Inner Circle: ENL, England and former settler colonies, less
than half a billion users
2.Outer Circle: ESL, Former UK colonial dependencies, over
half a billion users
3.Expanding Circle: EFL, Countries with no UK colonial
past, over a billion users

Kachuru (1985) Three circle model Approximately 80% of English speakers worldwide are socalled nonnative speakers (Brutt-Griffler, 2002). Importantly, this percentage exceeds that of
monolingual speakers. For this reason, English is considered a “global language” (Crystal,
2003). As English becomes the international language, a majority of its users are non-native
speakers and many interactions in English fall under the category of English as a lingua franca
(ELF). Considering the sheer number of people using English in international settings
(Crystal, 1997; Kachru et al., 2006), it is inevitable that English has been appropriated and
adapted by users for their own purposes, and often it bears no reference to AngloAmerican cultural presuppositions (Mauranen, 2012).

1. Why do you learn English?
2. Who is your role model in terms of speaking English?
3. How would you define a ‘native-speaking’ English country?
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“It’s worth mentioning at this point that it’s very hard to
determine precise numbers of speakers in these
categories because, among other reasons, it’s hard to say
what counts as ‘speaking’ English! If you want to read
more about this, Walker’s book is a good place.”
(Walker, R. (2010). Teaching the pronunciation of
English as a Lingua Franca. Oxford: Oxford University
Press.) to start. Source:
http://www.tesoltraining.co.uk/blog/sgi-cpdclub/english-as-a-lingua-franca-whats-it-all-aboutpart-1-of-3-english-around-the-world/)

Commented [HYJ73]: Traditionally “authentic” English
have meant English used by inner-circle native speakers.
Considering the sheer number of people using English in
international settings (Crystal, 1997; Kachru et al., 2006), it is
inevitable that English has been appropriated and adapted by
users for their own purposes, and often it bears no reference
to Anglo-American cultural presuppositions (Mauranen,
2012).

II. Short Reading
Native-speakerism is an ideology that upholds the idea that so-called 'native speakers' are
the best models and teachers of English because they represent a 'Western culture' from
which spring the ideals both of English and of the methodology for teaching it (Holliday 2005:
6)

1. Where do you think the native-speakerism (e.g. I want to speak like Americans) come
from?

Commented [HYJ74]: This must not be only a
phenomenon in China but in many EFL situations. This
writing is originally from a blog, so it seems to be rather (too)
straightforward compared to newspaper articles.
Further interesting reading about native-speakerism:
https://www.linkedin.com/pulse/native-speakerisminternational-education-we-looking-eowyn-crisfield

2. Why does the author insist that “obsession with the American accent” is wrong?
3. What is your opinion about this issue?
Commented [HYJ75]: China Daily (Chinese: 《中国日

Chinese students' obsession with the American
accent
By pnp (blog.chinadaily.com.cn)Updated: 2015-06-23 17:08

Chinese students have a weird, illogical obsession with speaking English with an American
accent. Even here on Forum there are threads promoting it. For instance Which is better,
British or American accent', and 'Speak English with American accent'.
Many schools recruit students by offering them lessons on “speaking with an American
accent”.
Good English has nothing to do with an American accent. It is not the standard for English
pronunciation, the international phonetic system (IPS) is. There is no one single American
accent anyway, there are several, depending on location. For instance, a New Yorker speaks
with a different accent from a Texan.
Instead of wasting time and money attending classes to learn how to imitate American accents
students should concentrate on improving basic English language skills. They will not be
judged by their accent but by their language skills. Listeners don't care whether they speak
English with Japanese, Korean, Indian or even Timbuktu accents, as long as they speak
English as it should be spoken. Chinese students seem to think that speaking with an American
accent can impress others. This is a huge misconception. We are unimpressed by accents; we
care if they talk sense or nonsense, and we care for their clarity of expression, which has
nothing to do with a fake American accent. Many Chinese, even at college level, speak
Chinglish (unfamiliar to foreigners) with a fake American accent, more to try and impress than
communicate. They sound really weird, like a chicken trying to quack like a duck.
The best accent is your own, not some fake American or British twang, or for that matter, any
other. By the way, don't try to imitate the Aussie inflection either. When an Aussie tells you I
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报》; pinyin: Zhōngguó Rìbào) is an English-language daily
newspaper published in the People's Republic of China.

am going home to die, don't worry, they are not about to die, they just mean I am going home
today.
The world's leaders speak English with their own native accents, not some fake American one.
A good example is UN Secretary General Ban Ki-moon. He speaks perfect English with his
own native Korean accent, and when Mr. Ban speaks, the world listens. What else need I say?
The original blog is at: http://blog.chinadaily.com.cn/blog-2084979-30092.html
Source http://www.chinadaily.com.cn/opinion/2015-06/23/content_21082400.htm

III. Chapter Reading
Finding Supporting Details
Q: Why does the author think native-speakerism in English language
teaching is a fallacy?
1.
2.
3.
4.

The myth of the native speaker
Sep 07,2017 - Last updated at Sep 07,2017

A few months ago, while walking inside a building, I could not help but notice an
advertisement on a bulletin board. The advertisement promotes a course that targets learners
of English as a foreign language in Jordan. It reads, “Our teachers are all qualified native
speakers.” I was not shocked, as I am all too familiar with such advertisements.
The familiarity comes from years and years of hearing and reading similar statements. One is
told that if students want to become better at English, they need to study in an institute whose
teaching personnel are “native” speakers. “Native” speakers are said to be the shortest route to
students’ success in learning a language, especially in terms of pronunciation and speaking. If
they follow that route, students are likely to develop native-like accents. When they do, they
are deemed to be close to perfection.
All these statements are underpinned by what the Applied Linguistics theorists Robert
Phillipson and Adrian Holliday call the native-speaker fallacy and native-speakerism
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Commented [HYJ76]: T may ask students to define the
meaning of “native-speakerism” means first.

respectively. According to them, and to a host of other experts on teaching English as a
foreign or second language, such beliefs are nothing but myths.
They suggest that the identity of the teacher is never indicative of the success of the teaching
process for a very simple reason: being a “native speaker” of a language does not necessarily
entail the ability to teach it. Although some (a minority) are born teachers, the majority
make themselves, as it were, through developing the requisite pedagogical skills and
strategies over a long period of time. I, for one, am a “native” speaker of Arabic, and I cannot
claim that I can teach it to Arabs, let alone learners of Arabic as a second or foreign language.
For, I do not have the training and expertise that would enable me to do the job effectively.

Commented [HJ77]: Supporting detail for why the author
think native-speakerism is a fallacy

Commented [HJ78]: Supporting detail for why the author
think native-speakerism is a fallacy

Another problem with that kind of logic (or rather illogic) is that it puts the onus of learning
on teachers, not students. It is a proven fact by now that regardless of the ability of the
teacher, effective teaching does not necessarily lead to learning. It is the learner’s
responsibility to do the work and thus improve. Teachers can only facilitate the learning
process; teachers in general and native-speaking teachers in particular are not magicians.
Even when it comes to teaching pronunciation and speaking, a “native” speaker may not be
the best teacher, despite what administrators, parents, students and even some teachers have
one believe.

Commented [HYJ79]: Q: In your country, can you think
of any proverb/ idiom same/similar to this sentence?

Apart from the reductive logic of thinking of the “native” speaker as a voice (which, if true, can
be replaced by a cassette or a CD), studies show that there is no correlation between the
identity of the teacher and students’ oral competence. For instance, John M. Levis and others
(2016) conducted a study in which two teachers, a native speaker and non-native speaker,
taught pronunciation to two groups of students. Both adhered to the same plan, did the same
exercises, graded the same way, and their students were evaluated by the same neutral
graders. The study concludes that teacher identity is irrelevant, even when teaching
pronunciation.

Commented [HYJ81]: The authors conclude:
“…the results offer encouragement to nonnative teachers in
teaching pronunciation, suggesting that, like other language
skills, instruction on pronunciation skills is more dependent
on knowledgeable teaching practices than on native
pronunciation of the teacher.”

Despite such studies, native-speakerist attitudes unfortunately continue and have disastrous
consequences on both students and teachers. Students are asked to accomplish unreasonable
results. It might be next to impossible to achieve native-like competence due to a variety
of reasons, including age, psychological readiness, unwillingness, etc. If students are being
constantly asked to develop native-like competence, they will feel frustrated and have very
little confidence.
Local teachers, on the other hand, are harmed in many ways. They are discriminated against,
as they tend to receive fewer jobs, lower salaries and less respect. The last of which is
evidenced by the fact that their knowledge is generally questioned. Despite their
metalinguistic awareness (that is, their awareness of how a language works) and bilingual
as well as bicultural competence, school administrators hardly trust them.
In fact, their knowledge of the local language and culture — which is a significant advantage,
as current research shows — is erroneously considered to be an impediment to successful
teaching. Thus, local teachers might develop an inferiority complex or suffer from the
“impostor syndrome”. The reverse could apply to “native” speakers, who might develop a
superiority complex.
These beliefs need to stop. Local teachers are an asset; in fact, “native” speakers could at times
hinder the learning process (by having too high or low expectations, simplifying too much to
their students, not knowing about the local language, disrespecting their students through
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e.g. Korea Proverb: "You can lead a horse to the water,
but you cannot make him drink it."

Commented [HJ80]: Supporting detail for why the author
think native-speakerism is a fallacy

Levis, J., Sonsaat, S., Link, S., & Barriuso, T. (2016). Native
and nonnative teachers of L2 pronunciation: Effects on
learner performance. TESOL Quarterly, 50(4), 894-931.
Commented [HJ82]: Supporting detail for why the author
think native-speakerism is a fallacy
Commented [HJ83]: Supporting detail for why the author
think native-speakerism is a fallacy
Commented [HYJ84]: Impostor syndrome (also
known as impostor phenomenon or fraud
syndrome or the impostor experience) is a concept
describing individuals who are marked by an inability to
internalize accomplishments and a persistent fear of
being exposed as a "fraud". The term was coined in
1978 by clinical psychologists Pauline R. Clance and
Suzanne A. Imes. Despite external evidence of their
competence, those exhibiting the syndrome remain
convinced that they are frauds and do not deserve the
success they have achieved. Proof of success is
dismissed as luck, timing, or as a result of deceiving
others into thinking they are more intelligent and
competent than they believe themselves to be. While
early research focused on the prevalence among highachieving women, impostor syndrome has been found
to affect both men and women, in roughly equal
numbers. (Source: Wikipedia)
Commented [HJ85]: Supporting detail for why the author
think native-speakerism is a fallacy

infantilizing them or disregarding their culture, etc.). This is not to denigrate “native”
speakers, but to emphasize qualifications, irrespective of teachers’ identities.
It is high time that prejudice against local teachers stopped. As long as they are qualified,
there should be no discrimination against them in terms of salaries, hiring opportunities and,
most importantly, respect. Furthermore, one hopes that even the term “native” speaker will be
replaced with “expert” speaker, as many experts in the field have suggested.
One might wonder whether discussing native-speakerism while our region is in turmoil is
superfluous. The response is twofold. Discussing educational matters is never superfluous.
Second, discussing and ultimately overcoming an issue like native-speakerism — an
undoubtedly racist ideology — is a necessity in a world where intolerance and prejudice
are on the rise.
I said above that teachers are born, not made. I also suggested that most successful teachers
are actually made, as the first group is a minority. Bad teachers could be made, too, when they
are allowed to teach despite lack of qualifications or when they are denied access to their
rights because of their skin color or national identity.

Commented [HYJ86]: Relevant article showing why
native-speakerism is racist ideology:
http://theconversation.com/why-your-ability-to-speakenglish-could-be-judged-on-how-you-look-70952
Commented [HJ87]: Supporting detail for why the author
think native-speakerism is a fallacy

The writer, a Fulbright scholar, contributed this article to The Jordan Times.
Levis, J., Sonsaat, S., Link, S., & Barriuso, T. (2016). Native and nonnative teachers of L2 pronunciation: Effects
on learner performance. TESOL Quarterly, 50(4), 894-931.

Source http://www.jordantimes.com/opinion/mahmoud-n-zidan/myth-native-speaker

Glossary
twang
inflection
underpin
onus
correlation
metalanguage
infantilize
denigrate
high time
turmoil
superfluous

Commented [HYJ88]: Students learn second language
vocabulary better when they “notice,” or focus their attention
on, the vocabulary (Schmidt, 1990).

A strongly nasal tone of voice, especially as a peculiarity of certain regional
dialects
Alteration in pitch or tone of the voice
To give support or substance to
A difficult or disagreeable responsibility or necessity; a burden or obligation
A relationship or connection between two things based on co-occurrence or
pattern of change
A language or vocabulary used to describe or analyze language
To treat or condescend to as if still a young child
To attack the character or reputation of; speak ill of; defame
The appropriate time for something
A state of extreme confusion or agitation
Being beyond what is required or sufficient
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Expanding
1. Why do you think Jamaica and India are not considered ‘native-speaking’, while Canada,
Australia and UK are?
2. Do you see native-speakerism in your country in the field of your major, English education,
policy, job-market, etc.?
3. What are some ways to improve ideological issues (e.g. Certain dialects (e.g. American
English) are superior to others (e.g. Chinese English))?

Commented [HYJ89]: Commonwealth vs Colony, racially
dominantly whites vs non-whites
“It's a hearkening back to the empire, when all things British
were high status and better, and all things local were lesser.”
(https://www.linkedin.com/pulse/native-speakerisminternational-education-we-looking-eowyn-crisfield)
Commented [HYJ90]: Using Expansion for a chance to
think about solutions will be recommendable. After critically
thinking about current issues throughout the chapter, T and Ss
can wrap up the chapter by discussing the ways to improve
social justice.
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Chapter 5. Gender Representation
I. Exploration

Hawaii dubbed the 'best state for
women's equality' in new study
Wednesday 24 August 2016 14.05 EDT by Nicole Puglise

• Women in Hawaii earn 83 cents on the dollar compared to white men
• US states evaluated on work, education and political empowerment

The WalletHub study found the women’s equality in each state was based off
interconnected treatment in education, work and politics. Photograph: Alamy

In Hawaii, women make up half of their current congressional delegation, with one
senator and one representative – both women of color. There, women make about 83
cents on the dollar compared to white men – a few cents above the national average
of 79 cents. The state was also deemed the best state to live in for women’s equality,
according to a recent WalletHub study.
Hawaii was found to be No. 1 in the three categories examined: workplace
environment, education and political empowerment. Alaska ranked second overall
and did especially well in educational attainment, while Arkansas and Mississippi
tied Hawaii for first in the category of education.
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Commented [HYJ91]: The Guardian is a British daily
newspaper, known from 1821 until 1959 as the Manchester
Guardian. Profits are reinvested in journalism rather than to
benefit an owner or shareholders. The paper's readership is
generally on the mainstream left of British political opinion.
The newspaper's reputation as a platform for liberal and leftwing editorial has led to the use of the "Guardian reader" and
"Guardianista" as often (but not always) pejorative epithets
for those of left-leaning or politically correct tendencies.
Wikipeida

Source excerpt from https://www.theguardian.com/world/2016/aug/24/hawaiiwomens-equality-work-education-politics-study
1. Compared to your country or any other place you have been to, how do you think Hawai‘i is
similar or different in term of gender roles and gender equality?
2. Do you see changes in gender roles? (e.g. a glass ceiling in certain jobs)?
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Commented [HYJ92]: In case some student have stayed in
Hawaii for a short time, T may encourage them to share the
situation of their country or the place they traveled?

II. Short Reading
1. What was your favorite toy? Describe it with some words below.
2. In which Wordle did those words come from?

Boy Toys Wordle

Girl Toys Wordle

This "word cloud" was created a writer named Crystal Smith and posted on her blog "The
Achilles effect". The author analyzed 27 different commercials from several leading toy brands
marketed toward boys ⸺ including Hot Wheels, Matchbox, Kung Zhu, Nerf, Transformers,
Beyblades, and Bakugan. She then created this image based on the 658 words that were used in
these commercials. The larger the word in the "word cloud", the more often it is used.
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Commented [HYJ93]: As a warming up before reading, T
can ask “What was your favorite toy when young? Do you
think social expectation of gender role affected your
preference of toys?”

She also analyzed 32 different commercials from several leading toy brands marketed toward
girls ⸺ including Zhu Zhu Pets, Zhu Zhu Babies, Bratz Dolls, Barbie, Moxie Girls, Easy Bake
Ovens, Monster High Dolls, My Little Pony, Littlest Pet Shop, Polly Pocket, and FURREAL
Friends. She then created this image based on the 432 words that were used in these
commercials. The larger the word in the "word cloud", the more often it is used.
1. What types of words are featured most prominently in these toy ads for boys?
2. What types of words are featured most prominently in these toy ads for girls?
3. Based on these findings, what are the implications of these differences for the behavior
and perceptions of boys and girls?
4. Do you think the types of toys children play with matter for their development as a
person? Why or why not?

Adapted from The Critical Media Project

III. Chapter Reading (1)
Skimming & Scanning
Skim and scan through the article and answer the questions below.
1. What is the Let Toys Be Toys campaign?

Commented [HYJ94]: I marked the clues for the answer in
Teacher’s Note, but there can be other clues too.

2. According to the researcher in the article, what made the toys become more gendersegregated between 1980s and 1990s?
3. Why are gender-segregated toys are an important issue?
4. How does the author support his argument that that gender preference in toys are not innate
but learned?
5. What has been the change in toy industry as more women work these days?

Many parents are tired of the pink and blue divide in the toy aisles. Just last month, the White
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Commented [HYJ95]: The Guardian is a British daily
newspaper, known from 1821 until 1959 as the Manchester
Guardian. Profits are reinvested in journalism rather than to
benefit an owner or shareholders. The paper's readership is
generally on the mainstream left of British political opinion.
The newspaper's reputation as a platform for liberal and leftwing editorial has led to the use of the "Guardian reader" and
"Guardianista" as often (but not always) pejorative epithets
for those of left-leaning or politically correct tendencies.
Wikipeida

House held a conference on gender stereotypes in toys and media, with many toy
manufacturers and experts attending. After feedback, Target announced in 2015 that it would
get rid of signs labeling toys for boys or for girls. A UK campaign called Let Toys Be Toys seeks
to get retailers to stop categorizing toys and books for one gender only.
Developmental psychologists and sociologists are happy to finally see pushback from
parents. Researchers have worried about the impact of having toys that were so segregated by
gender for some time, says Lisa Dinella, associate professor at Monmouth University and
Principal Investigator of the Gender Development Laboratory.
Clearly divided pink and blue aisles with dolls and tea sets on one side and trucks and
building blocks on the other is actually a pretty recent development. As recently as the 1970s,
toys sold in the US were not always marketed with clear gender distinctions.
“Marketers recognized that it was not a good time to use gender stereotypes to sell products
because of the greater conversation at the time around gender,” explains Elizabeth Sweet, a
lecturer in sociology at the University of California, Davis.
Advertisements from the 1970s showed kids playing with a variety of toys in bright, happy
colors like red, green or yellow. By the 1980s and 1990s however, there was a backlash
against feminism, says Sweet, and toys started to become more gender segregated, though it
was still not like the sharply divided pink and blue aisles of today.
While it may seem like a trivial issue, toys help children to learn new skills and develop
intellectually, says Dinella. Dolls and pretend kitchens are good at teachings kids cognitive
sequencing of events and early language skills. Building blocks like Lego and puzzles teach
spatial skills, which help set the groundwork for learning math principals down the line. “Both
genders lose out if we put kids on one track and they can’t explore,” says Dinella.
Dolls also teach kids empathy and how to take care of another person, says Christia Spears
Brown, an associate professor at the University of Kentucky and author of Parenting Beyond
Pink and Blue: How to Raise Your Kids Free of Gender Stereotypes.
Gender preferences for toys only show up after children learn about their gender. Babies show
no preference, Brown says.
In fact, when it comes to the actual toys kids like to play with, there is more variability within
a gender than there is between genders, says Sweet. For example, she points out that studies
of young children have shown that boys are no more likely than girls to enjoy playing with a
toy with wheels, something traditionally given to boys.
Between ages three to five, gender is very important to children, says Brown. So when
children see clearly divided aisles with reinforced gender cues like pink or blue toys, they pay
careful attention. Children also take a lot of cues from each other.
In experiments, if you take a truck and show a girl a group of other girls playing with the
truck, that girl will be more likely to play with it and see it as a girl’s toy, according to Brown.
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Commented [HYJ96]: Let Toys Be Toys is asking the toy
and publishing industries to stop limiting children’s interests
by promoting some toys and books as only suitable for girls,
and others only for boys.
For example, the Entertainer, Boots and Debenhams have all
taken down ‘boys’ and ‘girls’ toys signage in their stores,
and Marks and Spencers have pledged to make all their toy
ranges inclusive.
For more information, refer to
http://www.lettoysbetoys.org.uk/about-2/
Commented [HYJ97]: 1. What is Let Toys Be Toys
campaign?

Commented [HYJ98]: 2. According to researcher in the
article, what made the toys more gender segregated between
1980s and 1990s?
Commented [HYJ99]: 3. Why gender segregated toys are
not trivial issues
the impact of having toys that were so segregated by
gender

Commented [HYJ100]: 4. How does the author support
his argument that gender preference in toys are not
innate but learned?

Little kids also tend to think in a “black and white way” and try to be “very typical for their
gender”, explains Brown.
For example, in one experiment, researchers took toys that kids had not seen before and put
them in stereotypical girl boxes or stereotypical boy boxes and gave them to a group of
children. Girls played with the toys in the girl boxes and boys gravitated to the toys in the boy
boxes. Both genders focused on the toys in the boxes meant for their gender and did not pay
much attention to toys marked for the opposite gender.
Around ages four to five, children learn that their gender is constant and become more
flexible with what types of toys they will play with, says Brown. Some parents try to introduce
other types of toys and get away from the strictly pink and blue divide.
But it’s hard for parents to ignore the marketing and get their kids toys or costumes meant for
the other gender, says Dinella. While some parents try to broaden the toys their children are
exposed to, there is often a social cost to the child for crossing gender boundaries, Dinella
explains.
“Every decision that is made about a kid’s birthday theme, clothing you chose – each
decision ... comes with a social cost that the child will pay,” she says. “ So it is hard for parents
to throw out the rules.”
Creating co-ed toys has gone in the wrong direction, says Brown, citing the Little People
School Bus: “Now there is a pink version of the school bus,” asking incredulously why a toy
company would give something without a gender, like a school bus, a gender signifier.
It may seem counterintuitive to see toys become so dramatically gender segregated at a
time when, for example, women make up the majority of college students. Brown
hypothesizes that whenever there are a lot of cultural changes in one direction, there is a
backlash in another direction.
It’s not just the pink and blue boxes that have invaded toy marketing in recent years: it’s also
the proliferation of princesses and superheroes.
Dolls for girls in the 1960s had traditional women’s roles at the time – like homemaker and
mother – while boys’ action figures had professions like scientist, engineer or cowboy.
In recent years, as women have become a major part of the workforce, you might expect that
girls’ dolls would predominantly have professions that mirror those of the working mothers
who buy them for their kids. Instead, says Sweet, there has been a move to fantasy roles, with
many dolls becoming princesses and popstars and action figures becoming superheroes.
While kids enjoy playing princess and superhero, the roles are “adult ideas of what kids want”,
says Sweet. They are “exaggerations of masculinity and femininity”.
For both boys and girls, the occupations of their dolls have become unrealistic, says Sweet,
which is unfortunate as dolls give children a chance to try on professions. Unless you are Kate
Middleton, the odds are you didn’t grow up to be a princess.
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Commented [HYJ101]: 5. What has been the change in
toy industry as more women work these days?

As tastes evolve, all three researchers hope that one day, toys will stop being broken up by
gender and will instead be categorized by type, like puzzle toys, dolls or children’s bikes. There
would still be dress-up dolls and monster toy trucks in that world, but instead of being just
pink or blue and segregated to different aisles, they would come in every color of the rainbow
and be marketed to all kids.
Toy choices, Sweet says, should be based on kids’ personal interests, and not on their gender.
“All toys are gender neutral,” says Brown. “What is not neutral is the way toys are marketed.”
Source https://www.theguardian.com/lifeandstyle/2016/may/28/toys-kids-girls-boyschildhood-development-gender-research

III. Chapter Reading (2)
Skimming & Scanning
Skim and scan through the article and answer the questions below.
1. Why are gender segregated toys an important issue?

Commented [HYJ102]: A: “Gender-specific colorcoding influences the activities children choose, the
skills they build and ultimately the roles they take in
society.”

2. What are some possible ways to improve gender equality through toys?
Commented [HYJ103]: 1. Displaying toys by theme
rather than sex
2. For schools to take a hard look at established
practices and language
3. Adults have to be better role models in breaking down
gender stereotypes

•
•
•

Toys Start the Gender Equality Rift
By KATRIN BENNHOLD
JULY 31, 2012
LONDON — The following conversation was overheard one recent morning at Hamleys,
London’s best-known toy store:
Mother with baby carriage, scanning a white-and-red store map, to sales clerk: “I need a
present for my niece. Where is the girls’ department, please?”
Salesperson: “On the second floor.”
Mother: “It would help if it was marked out more clearly, you know.”
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Commented [HYJ104]: The New York Times (sometimes
abbreviated as The NYT or The Times) is an American
newspaper based in New York City with worldwide influence
and readership. Founded in 1851, the paper has won 122
Pulitzer Prizes, more than any other newspaper. As of
September 2016, it had the largest combined print-and-digital
circulation of any daily newspaper in the United States. The
New York Times is ranked 18th in the world by circulation.
Wikipedia

Three things are striking in this exchange: A “niece” requires a “girl’s present”; toys are
organized by sex, even if they aren’t explicitly marked as such; and mothers play a key role in
nurturing stereotypes that later in life become one of the most stubborn barriers to gender
equality, with cascading implications for women’s interests, skills and status in society.
The mother can’t have been the only customer confused by a gender-neutral store map.
Eight months after Hamleys replaced “girl” and “boy” signposts following an anti-stereotyping
campaign, it overhauled it again: The second floor is now demarcated with bright pink. It
doesn’t say “for girls.” But the dollhouses and kiddie makeup leave no doubt who the target
group is.
“Girls’ toys are often about beauty and the home, while toys for boys are mostly about being
active, building things and having adventures,” said Laura Nelson, a neuroscientist who led
the campaign against Hamleys last year and runs Breakthrough, a project combating
stereotyping in schools. “Gender-specific color-coding influences the activities children
choose, the skills they build and ultimately the roles they take in society.”
Male and female stereotypes are established early: It is not hard to see a connection between
girls playing with dolls and boys playing with cars, and the widespread segregation of labor
markets into “female” and “male” professions. Nurses, primary school teachers and caregivers
of most kinds are overwhelmingly female. Engineers, computer scientists and mechanics tend
to be male.
This segregation matters: It helps explain a stubborn pay gap between men and women, as the
caregiving professions generally pay less than technical jobs. Women earn on average 16
percent less than men in the member countries of the Organization for Economic Cooperation
and Development. They account for more than 70 percent of health, social and education
workers but make up less than a quarter of employees in mining, manufacturing and
construction.
Stereotypes also help explain why few women have made it into leadership positions even in
countries that have gone furthest in leveling the playing field at home: In Sweden, where
parents can share 13 months of paid baby leave and are guaranteed a place in a subsidized
preschool thereafter, women still make up only 23 percent of senior managers. Leadership is
associated with “male” qualities like aggressiveness and risk-taking.
Which brings us back to Hamleys, where these qualities were on ample display on the bluecoded fourth floor: Amid miniature soldiers and plastic sabers, little boys were seen sparring
noisily. Two floors down, girls were rocking baby dolls to sleep. On the store’s Web site, the
drop-down menu under “Dolls” is pink, while the drop-down menu under “Action Toys” is
blue. Both categories offer “Roleplay & Dress-Up,” but if the pink section touts princess
dresses and “My First Dolly’s Tea Set,” the blue section sells a police officer outfit and a “Build
Your Own Screwdriver” set.
Some things have changed. Most girls these days do play with Lego, and some boys love their
play stoves. Toddlers of both sexes are crazy about smartphones.
Indeed, in one sign of growing awareness, Harrods, the legendary department store,
introduced its new Toy Kingdom last month with six gender-nonspecific zones from an
“Enchanted Forest” to “Wonderland.” But female staff members wear pink T-shirts and their
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Commented [HYJ105]: 1. Why is gender segregated toys
an important issue? (They can possibly affect future
profession and positions of children.)

male colleagues blue ones — and the dolls in the “Enchanted Forest” attracted mainly girls,
while boys crowded around the trains in “Wonderland.”
According to Ms. Nelson, displaying toys by theme rather than sex is an important first step,
but she warned: “Until the toys themselves and the marketing are tackled, there will always be
pressure on girls and boys to pursue the route in life consistent with their stereotype.”

Commented [HYJ106]: 2. What are some possible ways to
improve gender equality through toys? (1)

It is a gigantic task, and one that goes well beyond the realm of toy stores.
One measure, gender equality experts say, would be for schools to take a hard look at
established practices and language, possibly with a nudge from lawmakers. Swedish
preschool teachers, for example, get gender equality training, and schools vet books for
stereotypes. Toy makers may then have an incentive to follow.
Beyond that, adults have to be better role models: Much attention has been spent on
attracting women into engineering jobs, not least because of skill shortages. But breaking
down the stereotype of the caring female also means making space for the caring male — i.e.,
the male nursery teacher, the male elderly caregiver and the male midwife.
This could have surprising payoffs for both genders: When a shortage of midwives in France
led to a recruitment drive for men, both educational requirements and pay had to be raised to
lure them, benefiting the whole of this mostly female profession.
Perhaps blue toy strollers and pink toy screwdriver sets would be a good start?

Commented [HYJ107]: 2. What are some possible ways to
improve gender equality through toys? (2)
Commented [HYJ108]: To support the author’s argument,
an actual example is provided, which can help the readers’
understanding making his/her argument more convincing.
Commented [HYJ109]: 2. What are some possible ways to
improve gender equality through toys? (3)

Commented [HYJ110]: To support the author’s argument,
an actual example is provided, which can help the readers’
understanding making his/her argument more convincing.

Source http://www.nytimes.com/2012/08/01/world/europe/01iht-letter01.html

Glossary
dub
delegation
pushback
backlash
incredulous
counterintuitive
proliferation
overhaul
demarcate
nudge
vet

To honor with a new title or description
A person or group chosen to represent another or others
Opposition or resistance, as to a policy or initiative
A sudden and adverse reaction
Skeptical; disbelieving
Seemingly contrary to common sense
Rapid growth or increase in numbers
To examine thoroughly and make any needed repairs
To set the boundaries of; delimit.
To push against gently, especially in order to gain attention or give a signal
(Brit)To make a prior examination and critical appraisal of (a person, document,
scheme, etc)
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Commented [HYJ111]: Students learn second language
vocabulary better when they “notice,” or focus their attention
on, the vocabulary (Schmidt, 1990).

Expansion
Media is also powerful in that they echo and reinforce the ideas and values tied to masculinity
and femininity in our society. (adapted from The Critical Media Project:
http://www.criticalmediaproject.org/cml/topicbackground/gender/)

•
•
•
•
•

How are masculinity and femininity represented in the media (TV, commercials, dramas,
film, etc.)?
What specific images and words contribute to our understanding of what masculinity
and femininity mean?
Does the media make assumptions about what men/boys like and how they (should)
behave? Are there similar assumptions made about women/girls?
What impact do such media representations have on real-life opportunities and
possibilities offered men and women in their personal and professional lives?
What will be the ways to improve gender inequality using media?
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Commented [HYJ112]: Using Expansion for a chance to
think about solutions will be recommendable. After critically
thinking about current issues throughout the chapter, T and Ss
can wrap up the chapter by discussing the ways to improve
social justice.
Also, Ss can think of how the similar issue occurs in their
own countries and even in their disciplines.

Appendix B. IRB approval for critical literacy materials development in the ELI

309

Appendix C. IRB approval for Korean EFL teacher interviews
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Appendix D. IRB approval for audio-recording classroom interactions
in Korean secondary schools
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Appendix E. Consent form (Korean EFL teachers)

Consent to Participate in a Research Project
Project title: Critical literacy in EFL classrooms in Korean secondary schools
Introduction
Aloha! My name is Hye Young Jung and you are invited to take part in a research study. I am a PhD student at the
University of Hawai'i at Mānoa in the Department of Second Language Studies. As part of the requirements for
earning my PhD degree, I am doing a research project. I would like to invite you to take part in the interview that
examines what kinds of feeling, challenges, or possibilities you had when you design and conduct critical literacy
practices.
Activities and Time Commitment
If you participate in this project, I will meet with you for an interview at a location and time convenient for you. The
interview will consist of 5 to 7 open ended questions. It will take about 30 minutes. Only you and I will be present
during the interview. With your permission, I will audio-record the interview with a digital audio-recorder so that I
can later transcribe the interview and analyze the responses. The interview will be conducted either in Korean or in
English, according to your preference. Interview questions will include questions like, “What made you be
interested in critical language learning?”, “How do you design critical reading materials and activities?”, “What
challenges did you face when designing and conducting critical reading practices?”, and “How do you feel about
interaction with students, teachers, and administrators when conducting critical literacy?”. The collected data are
used for research purposes only.
Benefits and Risks
There will be no direct benefit to you for participating in this project. Since the interview will be kept anonymous,
participating in this study has no risks greater than those encountered in daily life. You can pause in the interview if
you need to, and may discontinue the interview completely if you wish. If you stop being in the study, there will be
no penalty or loss to you.
Privacy and Confidentiality
The recordings and personal information will be safely stored on a password-protected computer and in passwordprotected hard drives. All reasonable measures to protect the confidentiality of the participants will be taken. This
includes:

1) Use of pseudonyms in the transcripts and elsewhere in the research report.
2) If any personal identifiable biographical information occurs as you are being interviewed, this
will not be transcribed. See consent forms for further details.
Rights
Participation in research is completely voluntary. You are free to decline to take part in the interview. You are free
to stop taking part in the interview at any time.
Questions
If you have any questions about this project, please contact me, Hye Young Jung at hyjung@hawaii.edu. You may
also contact my advisor, Dr. Graham Crookes at crookes@hawaii.edu. You may contact the UH Human Studies
Program at 808.956.5007 or uhirb@hawaii.edu to discuss problems, concerns and questions; obtain information; or
offer input with an informed individual who is unaffiliated with the specific research protocol. Please visit
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https://www.hawaii.edu/researchcompliance/information-research-participants for more information on your rights
as a research participant.
If you agree to participate in this project, please sign and date this signature page and return it to the researcher.

Keep this copy of the informed consent for your records and reference.

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

Signature for Consent
I give permission to join the research project entitled,
“Critical literacy in EFL classrooms in Korean secondary schools”
Please initial next to either “Yes” or “No” to the following:
_____ Yes _____ No I consent to be audio-recorded for the interview portion of this research.
Name of Participant (Print): ___________________________________________________

Participant’s Signature: _______________________________________________________

Date: ____________________________

Signature of the Person Obtaining Consent: ___________________________________

Thank you!
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Appendix F. Consent form (Korean parents)

Consent to Participate in a Research Project (Parents)
Hye Young Jung
Project title: Critical literacy in EFL classrooms in Korean secondary schools
Introduction
Aloha! My name is Hye Young Jung and you are invited to take part in a research study. I am a PhD student at the
University of Hawai'i at Mānoa in the Department of Second Language Studies. As part of the requirements for
earning my PhD degree, I am doing a research project. The purpose of my project is to analyze the classroom
discourses and interactions in English classrooms in Korean secondary schools to enhance both critical thinking and
language proficiency. I am asking your permission for your child to participate in this research project.
Activities and Time Commitment
You will not be asked to do anything but to participate in class routine activities as usual. If you agree to take part in
this study, I will observe the class in the back of the class and audio-record the conversation during English reading
classes so that I can later transcribe and analyze the discourse. With your permission, survey will be conducted
(taking about 10-15 min). The survey questions will be about your child’s preferences of reading materials and
activities, learning motivations, and feelings about critical reading activities. The collected data are used for
research purposes only.
Benefits and Risks
There will be no direct benefit to your child for participating in this project. Since naturally occurring teacherstudent interaction in classroom is recorded, participating in this study has no risks greater than those encountered in
daily life. You may stop participating at any time. If you stop being in the study, there will be no penalty or loss to
your child.
Privacy and Confidentiality
I will keep all study data secure in a locked filing cabinet in a locked office/encrypted on a password protected
computer. Only I will have access to the information. After I write a copy of the classroom discourse, I will erase or
destroy the audio-recordings. When I report the results of my research project, I will not use your child’s name. I
will not use any other personal identifying information that can identify your child. I will use pseudonyms (fake
names) and report my findings in a way that protects your privacy and confidentiality to the extent allowed by law.
Voluntary Participation
Participation in research is completely voluntary. Your child are free to decline to take part in the project. Your child
are free to stop taking part in the project at any time. Whether or not your child choose to participate in the research
and whether or not your child choose to continue participating in the project, it will not affect your child’s grade.
Questions
If you have any questions about this project, please contact me, Hye Young Jung at hyjung@hawaii.edu. You may
also contact my advisor, Dr. Graham Crookes at crookes@hawaii.edu. You may contact the UH Human Studies
Program at 808.956.5007 or uhirb@hawaii.edu to discuss problems, concerns and questions; obtain information; or
offer input with an informed individual who is unaffiliated with the specific research protocol. Please visit
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https://www.hawaii.edu/researchcompliance/information-research-participants for more information on your rights
as a research participant.

If you agree to participate in this project, please sign and date this signature page and return it to Hye Young Jung.

Keep this copy of the informed consent for your records and reference.

-----------------------------------------------------------------------------Signature(s) for Consent:

I give permission to join the research project entitled,
“Critical literacy in EFL classrooms in Korean secondary schools”
Please initial next to either “Yes” or “No” to the following:
_____ Yes
_____ No
I consent to be audio-recorded for the classroom interaction.

Name of Student Participant (Print): ______________________________________

Name of Student’s Parent (Print): ______________________________________

Parent’s Signature: ______________________________________

Signature of the Person Obtaining Consent: ___________________________________

Date: ____________________________

Thank you!
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교실 영어읽기 수업 분석 연구에 대한 부모님 동의서
중고등학교에서의 비판적 읽기 모델 연구

저는 하와이 대학교 영어교육과의 박사 과정에 재학 중인 정혜영이라고 합니다. 저는 한국의
중/고등학생들이 영어 읽기수업 교재 및 교실 상호작용을 분석하여 언어구사능력과 비판적 사고능력을
함께 향상시키는 영어수업모델을 연구하고 있습니다. 이에, 귀댁의 자녀가 본 연구 프로젝트에 참여하는
것에 대하여 보호자의 동의를 얻고자 합니다.
활동과 소요 시간: 학생은 평소처럼 수업에 참여합니다. 연구자는 교실 뒷자리에서 수업을 참관하며
대화분석을 위해 학생과 교사의 대화를 녹음합니다. 동의한 학생에 한해 설문조사가 진행됩니다. 예를 들면,
설문지는 귀하의 자녀가 어떤 영어 학습 활동을 선호하는지, 어떤 목적으로 영어를 공부하는지, 비판적 읽기
수업에 대한 생각에 관한 질문으로 구성되어 있습니다. 본 설문지를 완료하는데는 총 10-15 여분이 소요될
것으로 예상됩니다. 수집된 설문은 무기명으로 진행되고 오직 연구목적으로만 사용됩니다.
장점과 단점: 이 연구에 참여함으로 인한 직접적인 혜택은 없습니다. 연구자가 평소 수업을 참관하고
분석하는 것이므로, 이 연구의 과제에 참여함으로 인한 위험요소는 없을 것입니다. 그러나, 학생이 원할
경우 본 연구 참여를 전면 중단할 수 있습니다.본 프로젝트에 참여하지 않음으로 인한 일체의 불이익이
없으며, 다른 학생들과 마찬가지로 평소처럼 수업을 참여하게 됩니다.
개인 정보 보호: 연구 데이터는 연구자 이외에는 접근이 불가하고 암호화되어 보관됩니다. 결과를 보고할
때에는, 학생의 이름이나 일체의 개인적 정보는 사용되지 않으며, 알파벳이나 숫자를 통하여 데이터가
표시됩니다. 수업내용을 참관 및 분석한 후 녹음자료는 영구 삭제됩니다. 개인 신상정보는 법이 정한 기준에
의거하여 철저히 보장됩니다.
자발적 참여: 본 연구는 학생의 자발적 참여를 보장하며, 보호자의 동의 여부 역시 자발성을 보장합니다.
어떤 경우에도 학생은 본 프로젝트 참여를 거부하거나, 본프로젝트에 대한 동의를 취소할 수 있습니다.
▪

만약 이 프로젝트에 대한 질문이 있다면, hyjung@hawaii.edu 로 문의하시거나 본 연구의
지도교수님이신 Dr. Graham Crookes (crookes@hawaii.edu)로 문의하시면 됩니다. 귀댁의 자녀나
보호자의 권한에 대하여 궁금하시다면, 하와이 대학교 인문학 프로그램으로 전화 ((808) 9565007)하시거나 메일(uhirb@hawaii.edu)을 이용하실 수 있습니다.
▪ 동의서의 상기 부분은 보관해주시고, 자녀의 연구 참여에 대하여 동의하신다면, 아래 부분에
서명하시어 영어 교사에게 내주시면 감사하겠습니다.
-------------------------------------------------------------------------------

교실 영어읽기 수업분석 연구에 대한 부모님 동의서
한국 영어교육과정 요구분석 및 평가
동의 서명: 본인의 자녀가 본 연구에 참여하는 것을 동의합니다. 자녀 역시 동의하였으나, 자녀가 참여에
대한 마음을 바꿀 수 있습니다. 보호자 역시 참여에 대한 마음을 바꿀 수 있으며, 이 경우에 연구자에게
고지하겠습니다. _____ 예 /_____ 아니오
학생 성명 : __________________________________________
보호자 성명: ________________________________________
보호자 서명: ________________________________________________
연구자 서명: ________________________________________________
날짜: ________년 ____월 _____일

316

Appendix G. Consent form (Korean high school students)

Consent to Participate in a Research Project (Students)
Hye Young Jung
Project title: Critical literacy in EFL classrooms in Korean secondary schools
Introduction
Aloha! My name is Hye Young Jung and you are invited to take part in a research study. I am a PhD
student at the University of Hawai'i at Mānoa in the Department of Second Language Studies. As part of
the requirements for earning my PhD degree, I am doing a research project. The purpose of my project is
to analyze the classroom discourses and interactions in English classrooms in Korean secondary schools
to enhance both critical thinking and language proficiency.
Activities and Time Commitment
You will not be asked to do anything but to participate in class routine activities as usual. If you agree to
take part in this study, I will observe the class in the back of the class and audio-record the conversation
during English reading classes so that I can later transcribe and analyze the discourse. With your
permission, survey will be conducted (taking about 10-15 min). The survey questions will be about your
preferences of reading materials and activities, your learning motivations, and feelings about critical
reading activities. The collected data are used for research purposes only.
Benefits and Risks
There will be no direct benefit to you for participating in this project. Since naturally occurring teacherstudent interaction in classroom is recorded, participating in this study has no risks greater than those
encountered in daily life. You may stop participating at any time. If you stop being in the study, there will
be no penalty or loss to you.
Privacy and Confidentiality
I will keep all study data secure in a locked filing cabinet in a locked office/encrypted on a password
protected computer. Only I will have access to the information. After I write a copy of the classroom
discourse, I will erase or destroy the audio-recordings. When I report the results of my research project, I
will not use your name. I will not use any other personal identifying information that can identify you. I
will use pseudonyms (fake names) and report my findings in a way that protects your privacy and
confidentiality to the extent allowed by law.
Voluntary Participation
Participation in research is completely voluntary. You are free to decline to take part in the project. You
are free to stop taking part in the project at any time. Whether or not you choose to participate in the
research and whether or not you choose to continue participating in the project, it will not affect your
grade.
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Questions
If you have any questions about this project, please contact me, Hye Young Jung at hyjung@hawaii.edu.
You may also contact my advisor, Dr. Graham Crookes at crookes@hawaii.edu. You may contact the UH
Human Studies Program at 808.956.5007 or uhirb@hawaii.edu to discuss problems, concerns and
questions; obtain information; or offer input with an informed individual who is unaffiliated with the
specific research protocol. Please visit https://www.hawaii.edu/researchcompliance/information-researchparticipants for more information on your rights as a research participant.
If you agree to participate in this project, please sign and date this signature page and return it to Hye
Young Jung.

Keep this copy of the informed consent for your records and reference.

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

Signature(s) for Consent:
I give permission to join the research project entitled,
“Critical literacy in EFL classrooms in Korean secondary schools”
Please initial next to either “Yes” or “No” to the following:
_____ Yes
_____ No
I consent to be audio-recorded for the classroom interaction.
Name of Student Participant (Print): ______________________________________

Student’s Signature: ______________________________________

Signature of the Person Obtaining Consent: ___________________________________

Date: ____________________________
Thank you!

318

교실 영어읽기 수업 분석 연구에 대한 학생 동의서
중고등학교에서의 비판적 읽기 모델 연구
저는 하와이 대학교 영어교육과의 박사 과정에 재학 중인 정혜영이라고 합니다. 저는 한국의
중/고등학생들이 영어 읽기수업 교재 및 교실 상호작용을 분석하여 언어구사능력과 비판적 사고능력을
함께 향상시키는 영어수업모델을 연구하고 있습니다. 이에, 학생 여러분의 참여를 부탁드립니다.
활동과 소요 시간: 학생여러분은 평소처럼 수업에 참여하는 동안 저는 교실 뒷자리에서 수업을 참관하며
대화분석을 위해 학생과 교사의 대화를 녹음합니다. 동의한 학생여러분에 한해 설문조사가 진행됩니다.
예를 들면, 설문지는 여러분이 어떤 영어 학습 활동을 선호하는지, 어떤 목적으로 영어를 공부하는지,
비판적 읽기 수업에 대한 생각에 관한 질문으로 구성되어 있습니다. 본 설문지를 완료하는데는 총 1015 여분이 소요될 것으로 예상됩니다. 수집된 설문은 무기명으로 진행되고 오직 연구목적으로만
사용됩니다.
장점과 단점: 이 연구에 참여함으로 인한 직접적인 혜택은 없습니다. 평소 수업을 참관하고 분석하는
것이므로, 이 연구의 과제에 참여함으로 인한 위험요소는 없을 것입니다. 그러나, 학생이 원할 경우 본 연구
참여를 전면 중단할 수 있습니다.본 프로젝트에 참여하지 않음으로 인한 일체의 불이익이 없으며, 다른
학생들과 마찬가지로 평소처럼 수업을 참여하게 됩니다.
개인 정보 보호: 연구 데이터는 저(연구자) 이외에는 접근이 불가하고 암호화되어 보관됩니다. 결과를
보고할 때에는, 학생의 이름이나 일체의 개인적 정보는 사용되지 않으며, 알파벳이나 숫자를 통하여
데이터가 표시됩니다. 수업내용을 참관 및 분석한 후 녹음자료는 영구 삭제됩니다. 개인 신상정보는 법이
정한 기준에 의거하여 철저히 보장됩니다.
자발적 참여: 본 연구는 학생 여러분의 자발적 참여를 보장하며, 보호자의 동의 여부 역시 자발성을
보장합니다. 어떤 경우에도 학생은 본 프로젝트 참여를 거부하거나, 본프로젝트에 대한 동의를 취소할 수
있습니다.
▪

▪

만약 이 프로젝트에 대한 질문이 있다면, hyjung@hawaii.edu 로 문의하시거나 본 연구의
지도교수님이신 Dr. Graham Crookes (crookes@hawaii.edu)로 문의하시면 됩니다. 귀댁의 자녀나
보호자의 권한에 대하여 궁금하시다면, 하와이 대학교 인문학 프로그램으로 전화 ((808) 9565007)하시거나 을 이용하실 수 있습니다.
동의서의 상기 부분은 보관해주시고, 자녀의 연구 참여에 대하여 동의하신다면, 아래 부분에
서명하시어 영어 교사에게 내주시면 감사하겠습니다.

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

교실 영어읽기 수업분석 연구에 대한 학생 동의서
한국 영어교육과정 요구분석 및 평가
동의 서명: 본 연구에 참여하는 것을 동의합니다. _____ 예 /_____ 아니오
학생 성명 : __________________________________________
학생 서명 : __________________________________________
연구자 서명: __________________________________________
날짜: _________년 ____월 _____일
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Appendix H. Sample handouts for lesson planning with teachers

Native-speakerism
I. Literal meaning:
Native-speakerism is a pervasive ideology within English education, characterized by the belief
of the ‘native speaker’ as a superior or ideal model. Native-speakerism falsely positions teachers
and students as culturally superior or inferior in many English classrooms.
Gireogi Appa (a wild goose father) & an advertisement for native-like fluency of English

Source https://m.blog.naver.com/nerdgirl1004/220504834106
https://dailytrust.com/amp/a-linguistic-prejudice-called-native

II. Vocabulary
Theme-specific vocabulary

Academic vocabulary

native speaker
ideology
superior
inferior

characterize
position (v.)
advertisement
fluency

III. Discussion Questions
1. What problems do you see in these pictures? (problematizing)
2. Why does the problem happen? (reading from multiple perspectives)
3. How can we improve/ solve the problem(s)? (actions for change)
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English Divide
I. Literal meaning: The English Divide phenomenon refers to a widening English proficiency
gap found among learners of different socio-economic statuses or among the haves and havenots.

The KDI report said that private tutoring is a key element which makes the difference. According to
the Statistics Korea, high-income households earning 7 million won a month spent 163,000 won for
private English tutoring monthly, 10 times more than households earning less than 1 million won.
Private English tutoring also represents a regional divide. Surveys show that most elementary students
in the affluent Gangnam area of southern Seoul take private English courses, while the proportion was
lower in other districts.
Source http://www.koreatimes.co.kr/www/tech/2021/04/693_112346.html

II. Vocabulary
Theme-specific vocabulary

Academic vocabulary

English divide
socio-economic status
the haves and have-nots
regional divide
affluent

proficiency
element
make the difference
households
private tutoring
proportion
district

III. Discussion Questions
1. Do you think there is a gap between the rich and the poor regarding English proficiency?
(problematizing)
2. Why is the English divide happening? (reading from multiple perspectives)
3. How can we improve/ solve the problem(s)? (actions for change)
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The Beauty Standard
I. Literal meaning:
Beauty standards means what is labeled as beautiful by the society, which is often defined in
terms of facial features, hairstyles, skin color, and body size. Many have been willing to change
their bodies to please themselves and others. The measures involved in having to live up to these
standards are often risky in nature. For decades, what is seen as beautiful is centered around a
women’s weight and size. Today, that standard is often defined as being thin. Some people resort
to drastic means to attain that ideal image. However, achieving these standards can have
detrimental effects on notions of self-esteem and self-worth.

II. Vocabulary
Theme-specific vocabulary
standards
norm
self-esteem
ideal

Academic vocabulary
measures
live up to n.
resort to n.
drastic
attain
detrimental

III. Discussion Questions
1. To what extends, do you agree with Namjoon’s remark?
2. What problems can be caused by beauty standards?
3. How can we improve/ solve the problem(s)?
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Identity: Where are you from?
I. Literal meaning:
Identity is who a person is; the qualities, beliefs, personality, looks and/or expressions, etc. An
Examples of identity are a person's name, race/ethnicity, hometown, gender, social
class/socioeconomic status, occupations, (dis)abilities, and religion.
- cultural stereotyping: an assumption that all people within a culture act, think, and behave the
same way.
-racial/ ethnic grouping: a grouping of people who identify with each other based on their
ancestry, skin color, and physical traits that distinguish them from other groups. It is often
ascribed as well as self-claimed.

Source https://www.youtube.com/watch?v=DWynJkN5HbQ

II. Vocabulary
Theme-specific vocabulary

Academic vocabulary

identity
ethnicity
stereotype
grouping
physical traits
occupations

assumption
ascribe
distinguish A from B

III. Discussion Questions
1. What do you think of the man’s behavior in the video? Why do you think the woman
mimic British people in the end? Please discuss them in light of cultural stereotyping and
racial grouping.
2. What problems can be caused by cultural/ethnic/ racial stereotyping?
3. How can we improve/ solve the problem(s)?
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CULTURE /// NEWS & POLITICS X JUNE 15, 2017

WHEN YOUR DATING PREFERENCES EXCLUDE
PEOPLE OF COLOR, THAT’S CALLED RACISM
New studies have shown a correlation between race-based romantic preferences and an increased likelihood of bigotry.

By Giselle Krachenfels, USC
Preferences for people you’re romantically interested in can be wide -ranging. Sense of humor, height,
freckles, muscles, taste in movies—all of these are valid preferences. Saying you don’t find a race of
people attractive, however, is racism. If you view an entire group of people as “not your type” and the
only thing they all have in common is their race, then you have a problem.
So, why is it that many people generally find white people more attractive? Why do white people feel
less of this attraction toward people of color? The answer has to do with both our Eurocentric
beauty standards and a long, historical campaign of othering and debasing minorities for their
appearance. Society has been conditioned to see white people as the standard of beauty, and your
tastes are a product of this. “Beautiful,” in our world, is white, i.e. light skin with traditionally
European features—thin nose, wide, light eyes, non-kinky hair, certain jaw shapes.

The fetishizing of people of color has been happening for years, and it’s simply another way to devalue,
eroticize and reduce people of other races by depicting them as objects of fantasy and not much else.
A shortened version of the original source https://studybreaks.com/2017/06/15/racist-dating-preferences

Discussion Questions
1. If someone says “I don’t like white guys, I prefer Asian guys,” do you think this is racism?

(만약 누군가가 “난 백인은 별로고, 동양남자(여자)가 내 타입이야”라고 말한다면 그것은
인종차별일까요?)
2. Is your view changed after reading this article? Why or why not?
(신문기사를 읽기 전과 후에 생각이 바뀌었나요? 이유가
무엇인가요?)
3. “I don’t like white guys, I prefer Asian guys.”

If someone sees this comment as unproblematic, what assumptions do they have?
If someone sees this comment problematic, what would you suggest for change?
(이말이 문제가 없다고 생각한다면, 어떤 가정을 바탕으로 한 것일까요?
이말이 문제가 있다고 생각한다면, 어떻게 해결할 수 있을까요?)
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Appendix I. Transcription conventions (Jefferson, 2004)

Conventions
(h)
.
,
?
(.)
[
=
:
(( ))
<un> xxx </un>
↑↓
(2.0)

Represents
laughter in the conversation/speech
falling intonation
continuing intonation
rising intonation
micro pause
overlapping talk
latched speech
sound stretch
nonverbal / transcriber comments
unintelligible utterances
rising/falling intonation shift
2-second pause
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Appendix J. Teacher interview protocol template

Before using critical materials
I will first introduce the purpose of the interview and explain to interviewees about issues regarding their
rights, confidentiality, and anonymity. I will then define critical literacy with the key concepts (e.g.,
banking education, critical dialogue, critical consciousness, critical action—see Chapter 2) and show how
critical supplemental materials may look like (Appendix A). The interviews move on from general
questions, including educational and personal backgrounds, to more specific questions, including
classroom experiences, perceived problems in education, and the gaps between their teaching beliefs and
actual practices
1) Personal information: Could you tell me about your
• Educational backgrounds
• Perceived socioeconomic status
• Motivation to be an English teacher
• Teaching experiences
• The current school and students
2) Initial impressions of critical literacy
• How do you feel about critical literacy (based on my explanation of its goals and concepts)?
o How do you think critical literacy is compatible/incompatible with your classroom
instruction?
o Why or why not do you think critical literacy is necessary for Korean high school EFL
classrooms?
• What are some challenges you may face teaching critical literacy?

During using critical materials
After each session of critical literacy, I will interview how they felt about critical literacy practices: pros
and cons, perceived benefits and challenges, and their teaching strategies for critical literacy.
1) The teachers’ emotions
• What did you enjoy about teaching critical literacy?
• What were some challenges?
• How did you cope with the challenges?
• How do you feel about students’ interactions and participation?
2) Teaching strategies
• What teaching strategies did you use and why?
• What do you suggest for effective critical literacy practices?

After using critical materials
I will ask the teachers’ lived experiences after using critical materials for one semester and how critical
literacy practices have changed or not changed the teachers’ emotions and perceptions.
1) The teachers’ emotions
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•

•

How did critical literacy practices impact you?
o Did critical literacy practices change you in any way (regarding teaching practices,
identity, emotions)?
o Did critical literacy affect the relationship between you and your students?
o Have your emotion or perception about critical literacy changed after participating in this
project?
Do you think you are willing to incorporate critical literacy in your future instruction?
o If yes, what may be the necessary conditions and how you imagine to do it?
o If no, what made you think so?
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