
英語教學 E nglish  Teaching &  L earning  

33. 3 (Fall 2009): 51-93 

 

EFL Reading Through  

a Critical Literacy Perspective 
 

 

Shin-ying Huang 
National Taiwan Normal University 

syh@ntnu.edu.tw 

 

Abstract 

There has been an increasing number of research studies and 

classroom implementations of critical literacy at all levels of 

education in many English-language nations. However, critical 

literacy remains outside of mainstream concerns in 

English-as-a-foreign language classrooms in Asia, including Taiwan. 

This study explores the ways in which students respond to texts 

when encouraged to read critically. Through this effort, the study 

also aims to gain insight into how a critical literacy perspective can 

be implemented in an EFL reading and writing course, and to draw 

implications for the possibility and practicality of a critical literacy 

framework for the teaching of English in Taiwan and in other EFL 

contexts. Findings of the study suggest that students were able to 

discern the voices that have been silenced and question the 

perspectives that have been omitted in the texts that they read. In 

addition, they were able to draw connections between the text and 

their own lives and were also inspired by the texts to cast a critical 

lens on themselves and on the local situation. A few students, 

however, showed non-participation or even resistance to the 

inclusion of a critical lens. The results yielded important implications 

for practice, including ways to foster further engagement with a 

critical literacy stance, the choice of reading topics, the source of 

materials, the reading and writing connection, and the development 

of an action stance towards reading and re-writing the world. 

 

Key Words: critical literacy, reading-writing connection, 

English-as-a-foreign-language reading 
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INTRODUCTION 

 

Critical literacy draws from different theoretical orientations, 

including Marxism, feminism, and postmodernism (Green, 2001; 

Morgan, 1997). Yet fundamental to the notion is the common 

emphasis of literacy as social practice influenced by an individual’s 

lived experiences and embedded in social, cultural, political, and 

historical contexts (Pennycook, 2001). Critical literacy thus 

underscores the ability to read the word and the world (Freire & 

Macedo, 1987). That is, the word is necessarily embedded in the 

world; therefore, reading the word without consideration for the world 

renders the reader powerless, and reading the word is always a means 

through which to better understand the world. 

Critical literacy also makes explicit the relations of power 

between languages. It understands that language is a “contradictory 

and unequal set of linguistic varieties whose value was defined not by 

intrinsic but by extrinsic characteristics” (Cox & Assis-Peterson, 1999, 

p. 436). In other words, relations of power determine the value of a 

language and the worth of the speaker, which in turn validates or 

invalidates that which is said. The same words can therefore imply 

different meanings with different consequences when it is expressed 

in different languages and voiced by different people. Therefore, from 

a critical literacy perspective, texts are not all created equal.  

A critical literacy perspective thus also accentuates the ability 

to deconstruct texts. It means to be cognizant that discourse is socially 

constructed, and able to challenge the social construction of texts by 

questioning “common sense readings” with the aim to “create 

opportunities for alternative reader viewpoints” (Hood, 1998, p. 11). 
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Furthermore, critical literacy makes explicit the active role that a 

reader should take in examining texts for their underlying 

assumptions and power relations, including any privileges and 

disadvantages as a result of the authors’ ideological positioning. 

Ultimately, it emphasizes that readers need to be constantly vigilant of 

why texts are written in the way they are, and who benefits in the 

process.  

Despite the great potential for critical literacy to enhance the 

complexity and depth of reading, the transition from theory to 

classroom practice has not always been evident. Albright, Church, 

Settle and Vasquez (1999) observed:   

 

The lack of teacher writing about critical literacy in practice is the 

biggest problem. What’s out there is primarily being constructed 

by academics whose audience is, in most part, other 

academics…and so the ball just keeps rolling back and forth, over 

beyond and in a lot of cases past the classroom. Teachers’ voices 

need to get out there in order for us to move toward possibilities 

in practice. (p. 148). 

 

Since the time of this comment there has been an increasing 

number of studies and classroom implementations of critical literacy 

at all levels of education in English-language countries such as 

Australia, Britain, and the United States. However, in many 

English-as-a-foreign language (EFL) settings, particularly in Asia, 

Albright et al.’s (1999) comment still rings true. Not only is there a 

lack of practitioner-led research and documentation regarding the 

implementation of critical literacy, even the majority of the 

English-language teaching academics do not pay much attention to 

the possibility of critical literacy in the EFL classroom. Critical 
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literacy remains outside of the mainstream concerns of 

English-language teaching in Asia, including Taiwan (Kuo, 2006).  

A few scholars, however, have recognized the need for studies 

that provide detailed accounts of the implementation of critical 

literacy in EFL classrooms. Falkenstein (2003) proposes that in the 

now globalized world characterized by constant exchanges in culture, 

economics, technology and travel, it is crucial that researchers 

examine the implications of a critical literacy perspective in foreign 

language contexts. Likewise, Kuo (2006) and Chou (2004) also argue 

for research that explores the possibility of critical literacy in Taiwan. 

These scholars highlight the need to investigate the extent to which 

critical literacy imparts purpose and meaning to the act of learning to 

read and write in the foreign language, English. 

 

Purpose of the Study 

This study seeks to explore the ways in which students respond 

to texts when encouraged to read critically. Through this effort, the 

study also aims to gain insight into how a critical literacy perspective 

can be implemented in an EFL reading and writing course. Ultimately, 

the study attempts to draw implications for the possibility and 

practicality of a critical literacy framework for the teaching of English 

in Taiwan and in other EFL contexts. 

 

 

LITERATURE REVIEW 

 

The literature review begins by presenting the different ways in 
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which critical literacy has been implemented in English-language 

classrooms. It then delineates the studies that document the inclusion 

of a critical literacy perspective in tertiary language classrooms in 

Taiwan, and how these studies speak to the present research.  

 

Classroom Implementation of Critical Literacy 

Van Duzer and Florez (2004) explain that because of the 

different underlying theoretical orientations, critical literacy can be 

implemented with different emphases. Teachers who emphasize the 

politics of languages and language use may focus their lessons on 

how power relations affect language choices such as who can speak, 

what can be said, and in which language. Those who emphasize the 

non-neutrality of texts may focus their lessons on analyzing how texts 

are always written with the intention to justify, persuade, and 

advocate for the views of certain groups over those of others. Those 

who take a Freirean perspective emphasize language and literacy as 

an avenue through which to challenge social inequity and to take 

social action for the purposes of creating a more just society. However, 

as Brown (1999) observes, many theorists and practitioners 

understand critical literacy as a combination of these approaches in 

their implementation and actual practice. This study concurs with 

Brown’s understanding of critical literacy as a combination of 

approaches, depending on the purpose and emphasis of a particular 

lesson. This research highlights the non-neutrality of texts and their 

intentions as well as the ways power relations affect textual choices.  

Several scholars have demonstrated ways of including a critical 

perspective in the language classroom. Wallace (1992) demonstrated 

how to combine a critical perspective with the common pre-reading, 
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while-reading, and post-reading procedures. With the pre-reading 

activity, rather than trying to elicit background knowledge, she asks 

students to consider “why the topic has been selected in the first 

place” (p. 79). While reading, rather than trying to predict the likely 

outcome, she asks students to consider the various possible ways of 

continuing and concluding a text. She also emphasizes the importance 

of questioning texts as opposed to answering comprehension 

questions as the most common form of post-reading activity.  

Bomer and Bomer (2001) suggest several “critical concepts” (p. 

27), that is, issues which readers should develop an eye for when 

examining texts, including power, naturalization (i.e. taking things for 

granted), fairness/justice, voice/silence, multiple perspectives (i.e. 

different sides of stories), representation (i.e. showing what people are 

like), gender, race, class, money, labor, language, intimate 

relationships and families, relationships to nature, violence and peace, 

and individualism/collectivism. Bomer and Bomer did not present 

these concepts as a list for readers to go through with every text; 

rather, these are possible themes to pay attention to for readers who 

are new to reading through a critical lens.  

Intertextuality, that is, “how texts draw upon, incorporate, 

recontextualize and dialogue with other texts” (Fairclough, 2003, p. 

17), is another way of approaching texts that is crucial to the critical 

literacy perspective. Kempe (2001) teaches intertextuality by 

grouping texts. She explains that in working with a critical literacy 

perspective, students need to be provided with texts that can be read 

and analyzed in relation to one another. The purpose is to “compare 

and contrast the texts closely in order to highlight their 
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constructedness” (p. 43). Therefore, she suggests using both 

conventional and unconventional texts, texts encompassing different 

genres, texts from different historical periods on the same topics, and 

texts presenting different ideological stances on a particular issue. 

Bomer and Bomer (2001) also suggest that reading texts in relation to 

one another can help to illuminate gaps and silences in more apparent 

ways, and can expand class discussion through considerations for the 

different sides of an issue, different ways to present a topic, and 

different angles from which to understand a story.  

Researchers also report on the types of questions they use to 

interrogate texts. Wooldridge (2001) suggests these questions (p. 261):  

 

1. What (or whose) view of the world, or kinds of behaviors are 

presented as normal by the text? 

2. Why is the text written that way? How else could it have been 

written? 

3. What assumptions does the text make about age, gender, and 

culture (including the age, gender, and culture of its readers)? 

4. Who is silenced/heard here? 

5. Whose interests might best be served by the text? 

6. What ideological positions can you identify? 

7. What are the possible readings of this situation/event/character? 

How did you get to that reading? 

8. What moral or political position does a reading support? How 

do particular cultural and social contexts make particular 

readings available? How might it be challenged? 

 

Luke, O’Brien, and Comber (2001) suggest a list of seven 

questions from which to think about how texts are constructed (p. 116): 

 

1. What is the topic? 

2. How is it being presented? 
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3. Who is writing to whom? Whose voices and positions are 

being expressed? 

4. Whose voices and positions are not being expressed? 

5. What is the text trying to do to you? 

6. What other ways are there of writing about the topic? 

7. What wasn’t said about the topic? Why? 

 

Wooldridge’s (2001) questions, particularly questions 1, 6, 7, 

and 8, may require a deeper level of engagement with texts, and may 

therefore be more appropriate for students who are more experienced 

with reading critically. Luke et al.’s (2001) questions are phrased in a 

more direct manner, and may be less intimidating for students who 

are less familiar with the critical orientation. These questions offer a 

useful starting point from which beginning critical readers can 

examine texts. However, although phrased differently, Wooldridge’s 

and Luke et al.’s questions similarly aim at directing readers to think 

about the ideological positioning of a text’s author and the effect of 

the author’s decisions on readers. These questions explicitly remind 

readers that what is not written also conveys a message and should 

also be “read.” They are particularly helpful for students who are new 

to the concept of critical literacy in that they provide an angle from 

which to think about texts. Therefore, the juxtaposing of texts and the 

above critical questions are good strategies through which to develop 

critical literacy with EFL students.  

 

Critical Literacy in Taiwan 

Critical perspectives have not received the attention of most 

English teachers and teacher educators in Taiwan, as observed by Ko 

and Wang (2007). A review of the literature in Taiwan found only 
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three studies of critical literacy in the EFL classroom. Chou’s (2004) 

paper and Falkenstein’s (2003) and Kuo’s (2006) studies delineate the 

inclusion of a critical literacy perspective at the tertiary undergraduate 

level. Chou’s and Falkenstein’s research took place in a writing 

course and Kuo’s study in a conversation course.  

Falkenstein’s (2003) study illustrates how a critical literacy 

perspective was incorporated into a composition course. Students 

were asked to respond in writing to various prompts, including 

pictures, paintings, music, movies, photos, dollar bills, etc. Her study 

revealed that students exhibited keen social awareness, personally, 

locally, and also globally, and their social concerns were reflected in 

their writing, demonstrating an acute understanding of their own lives 

and the world around them. The study suggests that EFL learners are 

indeed able to engage in writing that is critical when provided 

appropriate opportunities.  

Chou (2004) describes an EFL writing course in which pictures 

were used as a medium for writing and the development of critical 

literacy. She discusses one example where students were asked to 

interpret a picture and come up with an ending for the story delineated 

through the picture. Findings suggest that students “brought their 

prior knowledge, their stereotypes, and their social understanding into 

their writing” (p. 254). Chou’s study demonstrates the possible use of 

writing as a means for students to explore and express their social 

concerns and knowledge of the world.  

These two studies were creative in that students were asked to 

respond in writing to different types of materials. However, students 

were not given the opportunity to engage critically with printed 

materials and to re-write what they had read. That is, students “read 
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the world” but did not specifically “read the word”. Students were not 

guided to engage in a critical manner with written texts as a means of 

exploring the connection between reading the word and reading the 

world. 

Kuo’s study differed from the above two studies in that it was 

based in an EFL conversation course. Kuo (2006) used different 

activities to engage students in critical dialogues. Kuo found that the 

students reacted positively to the critical literacy conversation 

curriculum, which made use of activities that centered around 

social-issue picture books, local news, hip-hop songs, pantomime, 

American situation comedies, etc. Findings also suggest that when 

critical literacy was adopted as the pedagogical framework, students 

were able to draw on their own lived experiences when engaging in 

group discussions, and their dialogues revealed aspects of their 

identities as English-language learners and speakers.  

These three studies demonstrate that a critical literacy 

perspective can indeed be successfully implemented in an EFL 

context, and in particular, in Taiwan. The present research 

complements the studies discussed above in that it draws attention to 

the critical reading of texts, putting emphasis on the deconstruction of 

texts so as to enhance students’ understanding of how textual 

constructions work to position readers.  

 

 

METHODOLOGY 

 

This section explains how the study was conducted, including 
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the design of the study, the action research, the process of data 

collection, and the ways in which the data were analyzed.  

 

Research Design 

The present study is a qualitative action research characterized 

by the researcher’s attempt to gain better understanding of teaching 

and learning in her own course. Action research differs from teachers’ 

everyday efforts because it involves careful and systematic planning 

and documentation of the processes taken to examine one’s own 

practice (Ferrance, 2000). Action research is also different from 

teachers’ everyday work in that it not only attempts to address 

individual practitioners’ practices, but also seeks to draw implications 

for practices in similar contexts.  

This study is both descriptive and interpretative. It is 

descriptive because it aims to provide rich descriptions of the multiple 

perspectives through which students examined and questioned texts. 

The study is also interpretative in that it not only provides a detailed 

account of students’ development of critical literacy, but also attempts 

to explore the implications of critical literacy for the teaching and 

learning of reading and writing in EFL contexts. 

As this is an action research study which was conducted in the 

context of one of the researcher’s own courses, data collection was 

part of the course implementation, and the participants were the 

students in the course.  

 

The Action Research 

The study took place in a course offered to undergraduate 

students at a national university in northern Taiwan. The 
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semester-long course, entitled Reading and Writing in English, is an 

elective offered twice a year for non-English majors. Data collection 

for this project took place in the fall semester of the 2008 academic 

year, for a total of 18 weeks.  

Participants included 35 non-English majors in their second, 

third, and fourth years who have taken the required General English 

course in their freshman year. Participants were majoring in various 

fields, including Education, Educational Psychology and Counseling, 

Adult and Continuing Education, Health Promotion and Health 

Education, Human Development and Family Studies, Civic Education 

and Leadership, Special Education, Geography, Mathematics, Life 

Science, Industrial Technology Education, and Graphic Arts 

Communication.  

As the title of the course suggests, equal emphasis was placed 

on reading and writing. Interactions 2: Reading (Hartmann & Kirn, 

2007) was the required textbook. The book was deemed suitable for 

this course because it emphasizes reading skills and makes 

connections to writing. The instructor provided class handouts for the 

writing component of the course, taken mainly from Paragraph 

Development: A Guide for Students of English (Arnaudet & Barrett, 

1990) and Writing Clear Paragraphs (Donald, Moore, Morrow, 

Wargetz, & Werner, 1999).  

In addition, the course also included a critical literacy element, 

which is the action research component of the study, and thus, the 

focus of this paper. For the critical literacy component of the course, 

students were first introduced to the critical stance and what it means 

to read from a critical perspective. Several questions, adapted from 
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Luke et al. (2001), were suggested as possible angles from which to 

critically examine and understand texts:  

1. What is the topic? 

2. What was said about the topic? 

3. What was not said about the topic? Why? 

4. Whose voices and positions are being expressed? 

5. Whose voices and positions are not being expressed? Why? 

6. What is the text trying to do to you? 

7. In light of the above questions, what are other ways of    

thinking about the topic? 

8. What questions do you have for the author/article? 

 

Specifically, students were encouraged to “talk back” to texts 

through considering these angles, placing emphasis on questions 3, 5, 

6, 7, and 8 as they provide the explicit critical perspective. The 

purpose of these “critical questions” was to serve as a guide to help 

students question texts for their underlying assumptions and power 

relations, i.e., to interrogate the contents of a text, including any 

privileges and disadvantages as a result of the author’s ideological 

positioning. The aim was for students to remain vigilant of why texts 

are written in the way they are, and who benefits in the process. After 

the instructor’s introduction, the class then put the process into 

practice through group and whole-class discussions of an article.  

Then, as assignments throughout the semester, students were 

encouraged to critically read and examine three articles in the course 

textbook, details of which will be described in the section on “The 

Reading Material.” For each article, students first read as an 

assignment. Then in the following class, the exercises in the textbook 
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related to the article were discussed, including the article’s thesis and 

also the main idea, supporting ideas, topic sentence, and supporting 

sentences of each paragraph. After these reading comprehension 

exercises, students were then asked to reflect on the article through a 

critical perspective, mainly from the angles suggested in the critical 

questions, and to record their “responses” in the “response pieces.” 

Students were not required to answer any particular question, but to 

consider the article from the critical lens suggested in the questions. 

The response pieces were assignments which students completed 

individually outside of class. Students were encouraged to write 

approximately one page, but no more than two. Each of the response 

pieces was allocated 10% of the course grade. Subsequent to students’ 

submission and the instructor’s review of their work, the instructor 

shared with the class her own critical reflections on the article as well 

as her thoughts on students’ response pieces.  

Towards the end of the course, students were also asked to 

write a short paper in which they reflected on various aspects of their 

learning. This assignment was allocated 10% of the course grade, and 

there was no page limit. The other 60% of the course grade was 

allocated respectively to paragraph writing (40%) and attendance and 

participation (20%). This paper reports on data from the three 

response pieces and one part of the reflection paper which encouraged 

students to reflect on the critical stance introduced in this course. 

  

Data Analysis 

Data analysis was first conducted for each of the three response 

pieces, and then across the three pieces. Through the lens of the 
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critical questions, each of the response pieces was analyzed for the 

perspectives through which students examined and questioned the 

readings. Then the results from the three response pieces were 

compared in order to understand students’ responses in relation to the 

different topics represented by the three readings.  

The reflection paper was analyzed for how students understood 

the critical stance, and the ways in which the critical stance was or 

was not helpful in terms of reading the articles. Findings from the 

response pieces were then further examined in light of the results 

from the reflection paper for insights into future implementation of 

critical literacy in EFL classrooms.  

 

The Reading Material 

The three articles were taken from the course textbook, 

Interactions 2: Reading (Hartmann & Kirn, 2007, the third level out 

of a five-level reading series). The articles ranged from 650 to 850 

words, and all belonged to the expository genre, as most textbook 

articles are. A brief summary of the contents of each article can be 

found in the Appendix.  

The first article, entitled “Education: A Reflection of Society,” 

explains how the educational system in a country reflects “the larger 

culture—both positive and negative aspects of its economy, values, 

and social structure” (p. 8). The article then supports this statement 

with examples from Mexico, Japan, Britain, and the United States. 

This article was chosen as an assignment for the critical literacy 

component because it discusses a topic that is closely related to the 

students’ lives.  

The second article, entitled “A City That’s Doing Something 
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Right,” discusses how, despite of the many problems of an urban 

environment, Curitiba, Brazil has found innovative ways to improve 

the quality of life. Unlike the previous article in which the author 

takes a seemingly neutral stance, in this article, Curitiba was 

introduced as a success story of urban development, calling the city a 

“symbol of the possible” (p. 29). This article was chosen because the 

issue of urban development is a topic that students in Taiwan can 

relate to. 

The third article, “Banking on Poor Women,” introduces two 

programs which aimed to help women “break the cycle of poverty 

and the problems that are associated with it” (p. 53). The author 

introduces Grameen Bank and Global Fund for Women as admirable 

examples of how banks can help break the cycle of poverty 

worldwide. This article was chosen because it focuses on a topic that 

may be less familiar to the students, giving them a chance to respond 

to an issue they were less likely to have encountered before. 

 

 

FINDINGS AND DISCUSSION 

 

This part of the paper discusses the findings from both the 

response pieces and the reflection paper.  

 

Response Pieces 

This section addresses the ways in which students responded to 

texts when encouraged to read critically. Findings from the response 

pieces suggest that students exhibited a critical stance in relation to 
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these categories: textual choices, silenced voices, social relations, and 

the true meaning of success. Apart from critically examining texts for 

their constructedness, a few students also made connections from the 

texts to the world, and also exhibited a self-reflective stance. The 

section concludes with a discussion of some students’ lack of 

engagement with the critical perspective.  

Textual choices. In response to the article entitled “Education: 

A Reflection of Society,” students were mainly critical of the author’s 

textual choices. Several students questioned the author’s underlying 

assumptions for privileging some countries at the expense of others, 

and identified possible reasons for such decision, as well as the 

consequences of the author’s ideological positioning on readers.  

For example, S27
1

 demonstrated keen observation in 

considering the role of the textbook publisher in the choice of content. 

She speculated that “this [textbook] is published by the U.S., so the 

education in the U.S. has been written in
2
.” She further shared that it 

may be a better idea to “choose some different countries which are 

more representative and conflicting,” perhaps a country from every 

continent, as well as countries that are less well known to the world. 

Similarly, S11 considered it a better idea to write from “diversified 

perspectives. Not all from highly developed western countries such as 

American, United Kingdom, but from some developing or 

undeveloped countries….[Otherwise] readers [would understand] the 

                                                 
1
 For ease of identifying the students whose response pieces and reflection papers 

were quoted, a number was given to each student. For example, S27 refers to the 

student who was assigned number 27. The numbers were assigned in no particular 

order.  
2
 In order to retain students’ voices, all of the quotes represent students’ original 

writing, including any errors in grammar or word usage. 
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main idea merely from America-centered perspective and ignore the 

situation in other countries.” Here, students questioned the choice of 

the four countries over others, and were dissatisfied with what they 

felt to be U.S.-centered or Western-centric perspectives. They were 

critical of the power relations involved in an author and publisher’s 

choice to include and to exclude, representing only countries related 

to the U.S. geographically (i.e., Mexico) and culturally (i.e., Britain), 

or one that is economically influential (i.e., Japan).  

In addition, a few other students questioned the author’s choice 

to present stereotypical views of education in different cultures, for 

example, the “lack [of] explanation of the reason why the university 

degree is so important” (S29) for Japanese students and families. She 

proposed that “giving not only the description of the surface 

appearance but also explaining the interior cause is the better way” to 

write. As with S22 who criticized the author’s superficial coverage, 

S29 seemed to detest writing that merely confirmed widely 

popularized stereotypes, and suggested that an analysis of the 

underlying causes of the phenomenon may be more illuminating for 

readers than presenting merely educational phenomenon already 

widely known or assumed. In sum, these students exhibited an acute 

awareness of the presence of an author’s (and publisher’s) deliberate 

choices in the construction of a text, and were also attentive to the 

possible consequences of these textual choices on readers.  

Silenced voices. In response to the article “A City That’s Doing 

Something Right,” students questioned the power relations in what 

was written and what was not written, particularly, whose voices were 

heard and whose were not in the description of a successful 
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development program. Rather than being positioned by the article’s 

optimistic tone and praise of Curitiba’s accomplishments, several 

students were able to draw attention to another aspect of city 

development and planning not mentioned in the article. They were 

wary of the perspective from which the article was written, and was 

concerned with the lack of residents’ reaction towards the city’s 

development efforts. They also questioned who has the right to 

participate and the power to have their voices heard. 

S16, S23, and S29 were concerned that the residents’ voices 

were never presented in the article. S16 was most specific. In relation 

to a creative way of garbage collection mentioned in the article, S16 

questioned: “It may be so efficient; [but on the other hand], how 

convenient/inconvenient is it for the people?” In addition, S16 went 

further to question the seeming lack of residents’ participation:  

 

Although there are many creative methods to solve the city 

problem which are established by the government, people don’t 

really involve in the policy decision…. After all, the government 

can listen to the voice from the people. A country truly shouldn’t 

belong only to the authorities; the people also have the right to 

manage the development of the country. 

 

In the same vein, another student questioned the 

decision-making process, a dimension not often highlighted when the 

outcome is portrayed as successful. S28 was curious about “the 

interaction between the government and the people when the policy 

was being carried out,” and asked: “Did they meet any problem at that 

time? How did they solve it and reach the common consensus?” S28 

was savvy about the inevitability of disagreements during policy 

formation and implementation, and the power struggle over whose 
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concerns became accentuated and, ultimately, whose interests meant 

more in the final decision.  

S17 examined the lack of residents’ voice from a different angle. 

She suggested that the article was written “through government’s 

view” and that “the general public or even the lower class people’s 

voices were not being expressed.” By intentionally pointing out 

“lower class people’s voices,” S17 was making reference to the 

politics involved in whose voices can be heard and whose are 

generally not. S17 also attempted to consider the question of why 

some voices were not expressed. She wrote that “I guess it would be 

too risky to include any subjective reaction.” Here, she pointed out 

the power relations involved in the intention to exclude the voices of 

some in order to achieve the purposes of others. It is interesting that 

although the article did not specify authorship, S17 assumed that the 

article was written “through the government’s view,” a reasonable 

speculation given that the article was full of praise for the city 

mayor’s commitment. Unlike S17 who assumed that the article 

presented the government’s views, S30 questioned who the author 

was and whose point of view the article represented. This is a keen 

observation on her part, given that the government is not the only 

party who stands to benefit from positive publicity.  

Students’ responses demonstrate an acute understanding of the 

privileges and disadvantages in relation to texts. They shared the 

critical recognition that some, most likely those in power, inevitably 

benefit as a result of the author’s positive portrayal of the program. 

Being able to question an article for the voices that have been silenced 

is to understand that whatever one reads represents an author’s 
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deliberate efforts to express certain perspectives over others in order 

to achieve particular purposes. Rather than passively reading for 

purposes of acquiring knowledge, students were able to seek 

inconsistencies in texts and gaps in the way information was 

presented.  

Social relations. In response to the article “Banking on Poor 

Women,” the following students expressed their awareness of the 

power dynamics surrounding wealth, race, and gender. One student 

highlighted the power relations involved regarding what and whose 

concerns and issues can and do receive enough attention to become 

the focus of writing. S17 shared: 

 

I was glad to see that women were finally being respected by the 

society. Ethnic issues have always been discussed, however, it 

seems like people tended to care more on the bigger issues only. 

In other words, it wasn’t usual to see people talk about the unfair 

treatments to women, especially black colored women. 

 

By pointing out how women of particular ethnicities frequently 

become victims of injustice but are seldom given due attention, S17 

connected ethnicity and gender as simultaneously imposing 

marginalization and discrimination, exhibiting an acute awareness of 

the often intersecting systems of oppression. In addition, S17 also 

demonstrated keen awareness in realizing how “bigger issues” such as 

racial conflict and ethnic discrimination often receive more attention 

than issues that affect only a smaller portion of people. 

The article prompted other students to reflect on the strong ties 

between financial strength and power. S16 stated: “In some way, it’s 

not hard to find that the more fortune you have, the more credence 
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you are given.” Similarly, S22 commented on how the already 

upwardly mobile tend to become more powerful while the 

marginalized easily fall victim generation after generation:  

 

Rich men will earn more money; however, pauper will live hard 

more and more. For example, people who born in rich family, 

who has more resource, he/she can get better education and get 

the job easier than other people due to their parents’ social 

relationships. 

 

These students were critical of societal power structure, and 

demonstrated awareness of how those in control often use their power 

to maintain the status quo. Responses to this article allowed students 

to exhibit their critical awareness of how power relations are 

intertwined in social institutions and systems of interaction. 

The true meaning of success. In both the articles “A City 

That’s Doing Something Right” and “Banking on Poor Women,” 

students were able to cast a critical lens on the programs that were set 

forth by the authors as successful examples. They were critical of the 

articles from the angle of the question: What was not said about the 

topic? Students demonstrated critical awareness of the authors’ 

ideological positioning, manipulating texts (i.e., leaving out certain 

truths) in order to achieve certain effects. That is, they recognized that 

some voices would undoubtedly have been ignored in the process of 

painting a portrait of success for the programs. 

In relation to Curitiba, S33 took care to point out that even 

programs that are known to be successful may have undesirable 

consequences for some, and critically examined the often overlooked 

aspects of social programs believed to be successful by many. He was 
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specific in questioning whether the programs were beneficial to all 

parties concerned. S33 asked, “Curitiba’s garbage collection is a job 

for the poorest people. Does it really improve their lives? I mean if 

beggars get the job, some fresh foods may be not helpful because they 

don’t have a kitchen.” S33 implied an acute awareness of how social 

programs often have the best intentions, but could sometimes end up 

harmful in unintended ways. He also questioned whether the 

innovative programs were designed with considerations for all 

citizens. For example, in relation to the agricultural operation system 

which recruits drug and alcohol addicts, S33 asked: “Is it safe to 

provide the job for them whose state of [mind] is not good 

enough?...If not, I think it’s terrible to buy their products.” 

Aspects of both programs presented in “Banking on Poor 

Women” were also questioned. A few students cast a critical gaze on 

microlending. For example, S8 expressed a degree of ambivalence: 

“To my sadness, it is clear that the program is only appropriate to 

someone who is diligent and can follow the rules” in terms of paying 

back loans. Here, S8 drew attention to those of even lesser privilege 

who might be in conditions of life that prevent them from even taking 

advantage of programs such as microlending. He was critical of the 

common notion that blames the poor for their lack of diligence, work 

ethic, and obedience, a seemingly neutral and benign concept. 

However, as Bomer and Bomer (2001) point out, it is an ideology 

which assists those in power to maintain the status quo by holding the 

marginalized responsible for their own underprivileged situation, to 

the extent that even those impoverished believe the power distribution 

to be natural. Although not stating his opinion in these exact terms, 

S8’s response points to a critical awareness of the assumptions 
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underlying the program’s premise.  

In a similar vein, S4 cautioned that the solution should not end 

with providing only for less privileged women in rural areas, but 

should be mindful of the urgency to fight poverty in urban areas. 

Because microlending did not prove successful in urban areas, S4 

reminded readers that “we still [need to] think another solution to 

solve the problem about women’s work in society.” S4 drew attention 

to the voices that were not heard in this article, namely, 

poverty-stricken women in urban areas, and was critical of the true 

“success” of programs that benefit only a particular group of people.   

S1 was also critical of the methods adopted by the program in 

attempting to eradicate poverty. She pointed out that there are also 

other issues just as pressing as loaning money to women to start 

businesses, for example, “care of children and also their chances of 

education,” issues which were not mentioned in the article. S1 

questioned whether loaning money to encourage business ventures is 

the best or the most effective way to stop the vicious cycle of poverty. 

In sum, S8, S4, and S1 demonstrated an acute critical response to 

texts, not merely questioning the content but also the basic 

assumption put forth by the programs described in the article. They 

were able to approach an unfamiliar topic through a sharp critical 

lens. 

The word and the world. The article, “Education: A Reflection 

of Society,” prompted the students to reflect on their own concerns of 

education. Many students responded to the topic by voicing their 

concerns of local and regional circumstances, making a critical 

connection between the text and the world (Bomer & Bomer, 2001; 
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Calkins, 2000). Some eagerly reflected upon the educational system 

in Taiwan, either through reflecting on their own experiences or by 

comparing it with those in other parts of the world. Other students 

showed interest in the comparison between the educational system in 

the West and the East.  

In relation to “A City That’s Doing Something Right,” several 

students were inspired by the text to cast a critical lens on the global 

situation. S30 shared: 

 

It seems not enough to provide the way to solve problem, but to 

explicate the reason causing the problem and the process how the 

government step by step find out the best solution and implement 

it. If the article can mention about that, it will be great 

information to the world. 

 

S30 expressed a social justice stance that is concerned with 

extending the solutions of a city to the benefit of the world. In the 

same way, S1 was also interested in details related to the 

implementation of the programs. She asked, “What happens if 

someone does not pay in the bus tube?” And “how much trash is 

equal to a potato or a carrot?” Her reason was that such details may 

sometimes be critical when other cities seek to replicate the 

experiences.  

In addition, the article also promoted a few students to turn a 

critical gaze on local environmental issues and the government’s role. 

S2 was critical of the Taiwan government’s lack of commitment to 

such issues, and expressed acute awareness of the politics of policy 

implementation. She said:  
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I think it’s because the government doesn’t want to change our 

circumstance. For example, the poor collect garbage in our 

country as well, but they never earn enough money for 

living….But the government doesn’t see it, the entire bureaucrats 

do is maintain their civil power by catering to the people above. 

 

S26 and S36 similarly expressed keen concern for the situation 

in Taiwan. In the words of S36:  

 

I am very impressive in the creative solutions that the less affluent 

city Curitiba have to fight against the problem causing by the 

overcrowding…If an unknown city can have the foresight and do 

that much things for their citizens, why the cities in Taiwan 

cannot do something? 

 

Likewise, S21 was anxious for Taipei to embark on an environmental 

protection mission of its own.  

These students demonstrated how reading the word can become 

a means through which to better understand the world. Indeed, critical 

literacy does not end with the deconstruction of texts, but necessitates 

a critical consciousness in the deconstruction of the texts of the world 

and an active stance in the promotion of a more just society (Shannon, 

1995). Two students did seem to take a step in this direction, as 

discussed in the next section.   

Self-reflective stance. Two students reflected on their own role 

in relation to injustices in the world. In response to “A City That’s 

Doing Something Right,” S8 asked:  

 

Why can’t I become the person who also planning creative, 

extremely intelligent and useful solutions like Curitiba. I am a 

senior [in college] now and I wish my job is doing something 

good to better the world after I become a member of society. 



 

Huang: EFL Reading and Critical Literacy 

 

 77

“Banking on Poor Women” prompted S20 to reflect on her role. 

She wrote:  

 

The article is a good example for us to know that there are a lot of 

unfair things we can think about how to improve. And I make a 

wish one day I also can do some programs to change the world 

into better. 

 

The ability to recognize one’s own responsibility towards the 

construction of a more just and equal society is an essential 

component in the development of a critical stance. A critical literacy 

stance is not only concerned with reading the word and the world, but 

ultimately, to re-write the word and the world. By directing their 

attention to the local situation and their own possible role, the 

students have expressed an eagerness not only to read the world but 

were actually embarking on the first step toward re-writing the world. 

Non-critical engagement. Although many students 

demonstrated the ability to approach texts through a critical lens, 

there were also students who showed little evidence of critically 

engaging with the texts. For example, in each of the three response 

pieces, a few students responded to the critical questions as 

composition exercises. In addition, some response pieces merely 

provided a summary of the articles or expressed admiration for the 

effort of the various programs to alleviate societal problems. This was 

particularly obvious in students’ responses to “Banking on Poor 

Women.” The students perhaps felt challenged by the foreignness of 

the topic. Unlike the other two articles, students seemed to lack a 

personal connection to this issue. 

The findings suggest that the critical questions did indeed help 
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many of the students to examine texts through perspectives which 

may not have been immediately evident. At the same time, it was also 

obvious that despite repeated encouragement and discussion, a few 

students still chose to adopt a non-critical lens towards texts. It is 

possible that the students did not feel ready to examine the texts 

critically, as the course lasted only one semester. Reading through a 

critical lens, particularly in English, is not something with which most 

of the students had experience, and therefore, may be difficult for 

some students to grapple or come to terms with. Students’ learning 

could perhaps be better studied over a longer period of at least one 

school year.  

Green (2001) suggests that “[a]lthough clearly a number of 

potentials exist within critical literacy, the translation of such theory 

into practice is not easy” (p. 11). Kempe (2001) similarly cautions 

that “alternative discourses are likely to face difficulties in gaining 

acceptance since they challenge existing power structures” (p. 41). 

This is most likely in EFL settings where the norm is a reverence to 

texts as the authority on the target language (Wallace, 1999), and 

where the main priority of language learning is the accumulation of 

linguistic knowledge in order to achieve desired levels of proficiency. 

In such cases, the focus on the development of a critical stance may 

be deemed unnecessary, if not considered an impediment to the 

emphasis on more important skills. Therefore, the lack of critical 

engagement may also be an act of non-participation (Canagarajah, 

1993; Norton, 2001) or resistance. It is outside the scope of this study 

to explore students’ non-participation to the critical perspective, but 

this is indeed an area which merits further research. 
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Reflection Paper 

Students’ reflection papers revealed that most of the students 

reflected on the critical stance as a significant part of this course. A 

few of the students demonstrated that they contemplated on the ways 

in which the critical approach influenced how they read. S31 wrote 

that “the critical questions help me to read an essay with my own 

opinions. I would not just read it and agree. In other words, I would 

sometimes have a different way to think of the same topic.” Similarly, 

S6 shared that the questions helped her to consider “if the material has 

any logical structure and reason. Is there still something the author 

missed? Does the article is inclined to a side?” S7 acknowledged that 

critical questions remind “you to think about things connected with 

reading materials, [and] are good for providing you another aspect of 

this essay’s topic.” S11 reflected that “I can read an essay in diverse 

points, such as probing whose voices are being ignored, how would I 

write about the topic if I were the author and so on.” In addition, S1 

shared: “I get used to stop to ponder the detail of the paragraph 

now…I would understand what I’ve missed.” Other students shared 

that the critical questions “not only train my reading ability but also 

stimulate my brain” (S23), and “help me to think more deeply about 

the reading materials” (S22). Such opinions were shared by many. 

However, the students did not elaborate on what they meant by 

thinking more deeply.  

A few students seemed to have understood the critical questions 

to be similar to comprehension questions. S25 reflected that “to ask 

myself the critical questions could check whether I have truly 

understood.” S15 shared that the “critical questions can inspire my 

thought so that I can have more ideas to write.” In a similar vein, S29 
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suggested that “[w]hen the paragraph is talking about something of 

personal concern, it would inspire us.” S35 wrote, “I think is speak 

out the notion after read article.” Ten other students, however, did not 

include a reflection of the critical stance in their papers.  

Results from the reflection papers suggest that most students 

shared a favorable attitude towards critical literacy. However, many 

students shared a rather superficial understanding of what a critical 

stance is and how such a stance relates to the critical questions as 

possible angles through which to consider texts. 

 

 

PEDIGOGICAL IMPLICATIONS 

 

The response pieces and students’ reflection papers suggest that 

the inclusion of a critical lens in the EFL course yielded positive 

results in the development of a critical perspective towards reading 

and writing for the students. Findings also provide several insights 

into how a critical literacy perspective can be better implemented in 

EFL courses. Pedagogical implications are detailed below.  

 

Engagement with a Critical Literacy Stance  

Although some students were able to critically examine texts 

for gaps and inconsistencies, others did not demonstrate such a keen 

awarenes. Even with those who did, their reflection papers suggest 

that they shared a superficial understanding of what a critical stance is 

and how such a stance relates to the critical questions as possible 

angles through which to consider texts. It may therefore be necessary 
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for the instructor, rather than merely explaining what critical literacy 

requires of a reader, to actively engage students in discussions and 

reflections of the different ways to approach texts and their 

underlying assumptions about the reader and what it means to read. 

The instructor should also explore with students the consequences of 

reading critically versus reading passively.  

The instructor should also spend time to demonstrate what each 

of the critical questions aims to illuminate about the different aspects 

of texts. One way to focus students’ attention on the meaning and 

implications of the critical questions might be to work with one or 

two questions at a time using short passages so that students can 

concentrate on each question and the perspective it represents as well 

as the assumptions it aims to reveal. At the same time, the instructor 

needs also to make explicit the importance of and the ways to 

consider the critical questions not just individually but also as a whole, 

i.e. to emphasize that these questions, rather than prescriptive 

guidelines or comprehension questions for every piece of article, 

represent and remind readers of a particular disposition towards texts. 

This is perhaps particularly pertinent in cases where students 

misunderstand the critical questions as composition exercises or when 

their writing implies resistance to the course emphasis on the critical 

literacy. Even with students who already demonstrate a critical 

awareness, such emphasis can further illuminate how their 

questioning of texts reflects a different orientation towards what it 

means to read and write. 

 

Choice of Topic 

The choice of topic seems to affect students’ response to texts. 
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Some topics encourage more critical reflection than others while 

some topics bring forth students’ personal and local concerns. The 

topic of urban development was the one topic which students were 

familiar with and could relate to, yet one in which they did not have 

an emotional investment the way they had with the issue of education. 

This topic allowed the students to exert a deeper level of critical 

engagement than the other two. Conversely, on the topic of education, 

an area which occupies a great part of students’ lives, they were more 

eager to share their concerns about educational issues rather than to 

engage critically with the content of the article. The topic of 

eradication of poverty for women in developing countries is more 

distant and removed from the students’ everyday experiences. Perhaps 

due to the relative lack of exposure to such issues, most students were 

less capable of resisting being positioned by the text in the way the 

author intended, mostly showing praise and admiration for the two 

financial programs. 

However, it is important that the instructor encourage critical 

engagement with a variety of topics, including topics in which 

students have a greater personal involvement as well as topics with 

which they are less familiar. The instructor may need to work with 

these types of topics in different ways. With the former, the instructor 

might first allow a group or whole-class discussion through which 

students can voice their personal opinions. After that, students may be 

in a better position to consider the topic from a distance that enables 

the critical lens.  

On the contrary, with topics that are more foreign to students, the 

instructor should first allow time for students to explore and 
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familiarize themselves with the issues. The instructor could provide 

background information, and students could also be asked to search 

for contextual sources that would help to enhance their knowledge of 

the topics. When students have adequate understanding of the subject 

matter, they are in a better position to consider the issue through 

multiple viewpoints.  

 

Source of Material 

Luke et al. (2001) suggest that community texts are preferable 

to textbook materials because working with authentic materials 

enhances students’ interest in the subject matter. Authentic texts also 

help to transfer learning in the classroom to students’ everyday lives. 

Textbooks can have a disadvantage because their articles seem to 

stand still in time, devoid of any information as to the circumstances 

which brought about their existence. Contextual information is an 

important element in developing a critical stance towards texts 

because it emphasizes that texts are embedded in social, cultural, 

historical, and political relations. However, results from this study 

suggest that textbook articles worked well with EFL students who are 

novice critical readers. The use of a textbook seemed to have 

provided students a familiar and safe place from which to experiment 

with ways to cast a critical lens on the articles they read. Textbooks 

also ensure that the articles are at a reading level that is appropriate 

for students so students can concentrate on the critical examination of 

texts rather than on difficult vocabulary and sentence structures.  

In addition, although textbook materials are devoid of 

contextual information, they benefit the novice critical reader, as an 

overload of information may serve to confound them. In this study, 
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because each piece of reading focused on one topic at a time, students 

were able to concentrate on the one issue without having to take into 

account a multitude of variables. The instructor could therefore work 

with both textbook materials as well as authentic texts. It may be 

helpful to begin with textbook articles when seeking to introduce and 

familiarize students with the critical stance. Then when students 

become more experienced, proceed with authentic materials where the 

emphasis includes contextual social, cultural, historical, or political 

influences on an author’s textual choices. Alternatively, the instructor 

could work with paired texts on each topic, beginning with an 

examination of textbook articles before moving on to authentic texts.  

 

Reading and Writing Connection 

One of the purposes for the response piece assignments was for 

students to author a response to another author’s writing. Green (2001) 

reminds us that the connection between reading and writing is an 

essential component in the development of critical literacy, and 

writing is the most effective way to develop critical readers. Therefore, 

in addition to responding to others’ texts, a possible follow-up activity 

is for students to compose essays on the same topics as the articles 

they examined, but from perspectives which they identified as having 

been neglected. That is, through their own conscious and deliberate 

effort at constructing texts, readers/writers can better understand how 

different constructions of texts aim to position readers differently, and 

gain insight into “how language works, the ways in which various 

individuals and groups use literacy to their own ends, and the reasons 

behind such use” (Green, 2001, p. 10). This allows students to 
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experience firsthand how an author’s deliberate choices regarding 

what to include or exclude in a piece of writing depend on the 

purpose of constructing the text.  

 

Beyond Textual Analysis 

The response pieces demonstrated students’ keen concern for 

local and global affairs. Students seemed eager to extend from the text 

to real world issues, not only to examine texts critically but also to 

examine their world critically, moving from reading the world into a 

place where they can start to “re-write” the world. Therefore, even 

though critical questions provide an angle from which to introduce 

students to the critical stance, novice critical readers deserve more 

than merely textual analyses. This study has demonstrated that an 

action stance should not be an afterthought of reading the word and 

the world, but should be a simultaneous and necessary part of any 

critical literacy curriculum.  

Therefore, apart from the critical questions, it may be a good 

idea to examine textual connections, including text to self and text to 

world connections (Calkins, 2000). The instructor could follow such 

discussions with written assignments in which students share their 

thoughts on their own roles and local situations in relation to the 

topics discussed in the texts.  

 

 

CONCLUSION 

 

The current study has shown that rather than being positioned 
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by the authors’ intended ways of understanding the texts, the students 

were able to “read against” rather than “read with” texts (Janks, 1991). 

Instead of reading solely for purposes of acquiring knowledge, the 

critical questions prompted students to seek inconsistencies in the 

texts and gaps in the way information was presented. The critical 

stance also enhanced students’ understanding that what is not written 

is also equally a part of the author’s message and also needs to be 

“read.” In addition, it gave students an arena to consider how others’ 

actions have solved social problems and changed people’s lives, and 

made them consider how they themselves can become agents of 

change. The texts also prompted the students to examine situations in 

their own cities and country, and to consider possible directions and 

actions towards change. By directing their attention to local situations 

and their own possible roles, the students were not merely reading the 

world but were embarking on the first step toward re-writing the 

world. 

The inclusion of critical literacy in EFL courses does, however, 

require the instructor to exercise creativity. As the dominant ideology 

of EFL courses is to focus on the technical aspects of the language, 

the instructor needs to simultaneously satisfy the students’ needs and 

introduce another perspective. When an appropriate balance is 

achieved, students can develop not only a view of reading and writing 

as social practices but also a positive attitude towards the critical 

stance. This study demonstrates that it is indeed possible and valuable 

to include a critical literacy framework in the teaching of English in 

EFL contexts.  
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APPENDIX 

Summary of Reading Materials 

 

Article 1 

Title—Education: A Reflection of Society 

This article explains that the educational system in Mexico reflects the 

country’s many contrasts and contradictions. In Japan, the intense emphasis 

on education has led to “examination hell” (p. 7). The most prominent 

aspect of Britain’s educational system is its reflection of the class system. 

In the United States, even though education is available to everyone, 

problems with drugs and crime and also lack of discipline plague many 

schools, and the distribution of resources is disproportionate between 

schools in affluent and poor areas. In this article, the author does not show 

preference for any one educational system, but merely explicates how 

education reflects societal and cultural values. 

Article 2 

Title—A City That’s Doing Something Right 

This article introduces Curitiba’s former mayor, and how under the mayor’s 

leadership over 25 years, the city creatively solved problems in relation to 

the aspects of garbage collection, transportation, social problems, and the 

environment. In terms of garbage collection, the Green Exchange program 

allows poor people to collect trash from places where garbage trucks could 

not and exchange it for fresh produce. The famous “subway style” (p. 28) 

bus system was introduced in the section on transportation. Then the 

section entitled “A Creative Social Program” introduces the Green Health 
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program, an agricultural operation which not only grows crops but also 

helps drug addicts and alcoholics. In relation to the environment, Curitiba 

established various initiatives to encourage green space, resulting in 22 

million square meters of parks and green areas. 

Article 3 

Title—Banking on Poor Women 

This article introduces two programs which aimed to alleviate problems 

that women face as a result of poverty. The first program introduced was 

microlending, which was established in Bangladesh when Mohammad 

Yunus founded Grameen Bank, a bank that “lends small amounts of money 

to people who want to go into business” (p. 53). Instead of collateral, the 

program demands participation in a “borrowing group” (p. 53) and makes 

use of “peer pressure” (p. 53) to ensure that people pay back their loans. 

The program soon found, at the early stages of its implementation, that 

women were more likely to spend the money on business while men often 

“spent the money on themselves” (p. 53). Therefore, most of the current 

borrowers are women in rural areas. In addition, the program has proved 

more effective in rural areas than in cities, where the rate of loan repayment 

was much lower because of the lack of peer pressure. The other program 

was the Global Fund for Women, founded by Anne Firth Murray in the 

1980s, and differs from microlending both in focus and operational 

strategies. This program gives rather than lends money, and the purpose is 

to “find solutions to social ills—e.g., violence against women, lack of 

health care, and lack of education” (p. 54). The fund has since helped 

women in 160 countries, including Russia, Kenya, and India. 
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批判式讀寫理論應用於英語為第二外語之閱讀批判式讀寫理論應用於英語為第二外語之閱讀批判式讀寫理論應用於英語為第二外語之閱讀批判式讀寫理論應用於英語為第二外語之閱讀    

 

 

摘要摘要摘要摘要    

在英語系國家當中「批判式讀寫理論」已受到相當

重視，其理論與應用均有大量文獻探討。然而在許

多英語為外語之亞洲國家當中，批判理論並未應用

於實際教學當中，而理論性的探討亦不多。台灣學

者亦指出批判理論仍未受到台灣英語教學界的重

視。本研究旨在探討批判式讀寫理論應用於台灣英

語讀寫教學的可行性及可行方式，更特別探究批判

觀點如何幫助學生對於文章內容提出質疑與反思。

本研究為一質性教師行動研究，於台灣某大學中之

英語閱讀與寫作課程中進行，參與之研究對象為 35

名選修此課程之學生。所收集之資料包含學生對於

三篇文章之讀後報告 (response piece)，以及學生對

於批判觀點之反思報告 (reflection paper)。研究顯

示，學生對於文章能提出多向度的思考，包含內容

選取之意識型態、文章呈現時被壓抑的觀點、以及

文章所提倡之社會價值。然而，有少數學生亦顯示

出對於閱讀與寫作課程中介紹批判思考模式的抗

拒。根據研究結果，本文對於「批判式讀寫理論」

應用於英語讀寫教學中之實施提出相關建議，包含

如何增進學生對於批判理論思考模式之理解、文章

主題的適切性與教學模式、文章類別的選取原則與

時機、以及批判理論行動性的思維模式。 

 

關鍵詞：批判式讀寫理論、讀寫關連性、英語為外

語之閱讀 


