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				Critical literacy as a humanising strategy in the isiXhosa literacy curriculum

				Abstract

				Literacy teaching and learning encompass reading and writing and foster critical engagement with texts that have cultural and social implications. This understanding of literacy teaching has motivated me to critically engage with student teachers to promote social justice and understand how language empowers people to engage meaningfully in their social world. The purpose of this self-study is to explore my experiences of teaching critical literacy as a pedagogy in the isiXhosa literacy curriculum in the Bachelor of Education programme at a South African university. I used an art-based self-study methodology and Dewey’s reflective practice theory to examine my own teaching practices through a socio-cultural lens. My observations and interpretations were documented in reflective journal entries and collage-making as data-gathering methods. It allowed me to reflect, clarify, and critique my own psychological and cognitive processes and my resulting teaching approach, based on my understanding that critical literacy can empower me to develop insight into texts and the social constructs embedded therein. It is therefore key for teacher education programmes to engage in reflexive practices for both teacher educators and student teachers, enabling them to evaluate their practices.

				Keywords: Critical literacy, isiXhosa literacy curriculum, reflective practice, student teachers

				Introduction

				Unlike the traditional or autonomous model of literacy as the skills of reading and writing (Street, 2018), this study conceptualises literacy as embedded in people’s everyday lives and social practices (Street, 2018; Theodotou, 2017). Integrating critical literacy (CL) and social justice, and indigenous language pedagogy, enhances its relevance to contemporary debates in South Africa around decolonising the curricula and transforming education to acknowledge the diversity of indigenous ways of knowing, multiple realities, and multifaceted experiences and literacies (Vásquez, 2017; Mertens, 2025). 

				In particular, it foregrounds CL as a humanising pedagogy in isiXhosa teacher education and, as such, addresses a well-documented gap in foundation phase (FP) literacy teaching, namely the dominance of skills-based approaches over socially contextualised literacy practices. 
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				The focus on teacher education rather than on school learners’ experiences, and on how to transfer the principles of CL to the classroom, reinforces the study’s originality. 

				In my role as a teacher-educator, I emphasise aligning university coursework with the school literacy curriculum and how best to equip student-teachers (STs) to teach literacy in FP classrooms effectively. This comes at a time when systemic evaluations continue to report that learners in indigenous languages are unable to read or write for meaning, interact with text, read critically, or decode print and visual materials, leaving them, according to Howie et al. (2017) and Luke and Freebody’s (1999) definitions, illiterate. While some authors argue that learners are tested in ways unfamiliar to them (Guzula, 2019; McKinney, 2016), others assert that most teachers have been poorly trained in reading instruction and that they themselves read little (Taylor, 2013). 

				To counteract the situation, teacher education programmes should provide STs with opportunities to explore different conceptions of literacy and to use a variety of instructional strategies to expand learners’ text awareness and foster literacy development (Masuda & Ebersole, 2013; Street, 2018). This argument is endorsed by the Minimum Requirements for Teacher Education in South Africa (MRTEQ) (DBE, 2015), which emphasises that graduates should acquire relevant subject-content knowledge, pedagogical knowledge, and curriculum-contextualised knowledge. 

				Critical literacy

				2.1	Critical literacy as a humanising pedagogy

				As far back as 1970, Freire was criticising the banking model of education, arguing that learners are considered empty vessels and that their creativity is curtailed by teacher-centred classroom interaction. He advocates for dialogical interactions that imbue students with critical consciousness; promote self-awareness and foster a humanising ambience. Humanisation, as he suggests, allows people to engage in social, historical, and critical thinking. Fifty years later, Kalsoom et al. (2020) still support this view, arguing that humanisation of the curriculum empowers students to evolve from regurgitating information to becoming meaning-makers. Meaningful dialogue allows students to bring their voices to learning, shaping, and reshaping their experiences. 

				Rooted in humanising traditions, CL emphasises the holistic development of students (Gee, 2002). It considers students as active participants in texts, bringing their lived experiences into the learning space, and acknowledges that these experiences can centre their voices, cultivate their cognitive abilities, foster academic competencies, and promote critical awareness (Murphy, 2021; Gay, 2013). When students engage critically with text, they learn that texts have implicit and explicit meanings. As a humanising pedagogy, CL also actualises socio-culturally aligned classroom discourses (Gee, 2002) in the FP. According to Makhwathana (2021), who investigated STs’ experiences of implementing CL in FP classrooms, it enabled learners to engage critically with texts by drawing on their prior knowledge, contradicting the view that young learners are unable to think critically. 

				2.2	The multimodal nature of critical literacy

				Critical literacy is characterised by various semiotic modes (visual, audio, gestural, spatial) and communication modes (image, music, print) (Rajendram, 2015; Vasquez et al., 2013). These multimodal texts provide opportunities for text users to produce and engage in a 
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				broad range of meaningful discussions. Reading, writing, listening, and speaking skills are all socially situated, constructed, and embedded in diverse discourses shaped by cultural heritage (Barton & Hamilton, 2012; Gee, 2002). Thus, CL is one of our “cultural tools that provide us with the means for reflection and action as we engage in examining our social worlds” (Gregory & Cahill, 2009: 7; Ladson-Billings, 1992). In the classroom, CL enables teachers and learners to engage with texts actively, make meaningful connections to prior knowledge, and apply a range of comprehension strategies (Gee, 2002) in alignment with the Curriculum and Assessment Policy Statement (CAPS), which encourages an active and critical approach to learning (DBE, 2011). It could offer learners opportunities to interact with texts and make meaning of their learning, using language to navigate texts, injustices, and biases in society (Vásquez, 2017; Janks, 2017). That way, CL fosters self-empowerment and allows individuals to question the discourses of power (Bhabha, 2012).

				2.3	Teaching student-teachers to teach critical literacy

				Notably, early literacy teaching in most schools is primarily characterised by skills-based approaches (Fleisch, 2023; Janks, 2017). Rizqiani et al. (2024) assert that in conventional reading classes, learning activities often focus on word decoding and fluency, which hinders the cultivation of culture and the capacity for critical thinking. This approach neglects to consider learners as co-constructors of knowledge, whose learning is grounded in their socio-cultural backgrounds and who acquire knowledge by integrating new information with their prior experiences (Vásquez, 2017). 

				To teach CL to student-teachers in the isiXhosa module, I position CL as a vital learning strategy in early literacy instruction that can foster active, meaningful learner participation and critical thinking. I adopted Shulman’s (1987) model of effective teaching, which foregrounds the integration of situational, pedagogical, and content knowledge in teaching and learning. I combined Shulman’s framework with Vygotsky’s social constructivist theory (1978) to acknowledge that STs bring diverse, multiple knowledges and discourses to the learning space that can be accessed when introducing new knowledge, including CL pedagogical knowledge, in classroom contexts. It is key for STs to understand that reading, writing, and speaking are socially situated and constructed through language and various meaningful interactions with a variety of texts (Barton & Hamilton, 2002; Gee, 2002). 

				In this module, STs analysed the principles of CL and discussed how they could apply them to enhance literacy learning. The assumption was that, upon entering the field, critical literacy could be implemented with learners. Learners might use the discursive knowledge acquired from their socio-cultural environment to make sense of different semiotic modes associated with manipulating texts. Such instructional practices expand learners’ interactions through listening, speaking, reading, writing, and other semiotic modes (Rizqiani et al. 2024). 

				2.4	Statement of purpose

				This study aimed to explore and define my own assumptions and experiences through critical reflection of my interactions and dialogic engagements with STs while teaching CL. At the same time, it opened up an opportunity to analyse how STs themselves used their prior knowledge to understand and interpret the pillars of the CL framework and how they could apply CL in classrooms to develop learners’ critical thinking. To structurally scrutinise my own theory and practice, as well as the STs’, I chose reflective practice.
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				2.5	Reflective practice as a transformative tool 

				Reflection is an evolving concept that has gained recognition in teacher education programmes (Hébert, 2015; Mezirow, 2008). Teacher education programmes are expected to equip STs with metacognitive attributes and critical thinking skills that enable them to integrate theory and practice (DHET, 2015). Student teachers are expected to engage in ongoing reflective practice and self-directed critical inquiry to reflect on the assumptions, beliefs, and habits of mind that underpin their interpretations and actions. 

				Bay and Macfarlane (2011) posit that reflection involves using beliefs to interpret, analyse, and make meaning of a particular construct. These scholars view reflection as intricately embedded, shaped, and reinforced by socialisation. This means it is guided by experiences, perspectives, and meanings that people acquire from their society. In this regard, Mezirow (2008) affirms that critical reflection enables individuals to analyse discourses and incorporate their ways of knowing into their thinking. 

				This self-study applies Dewey’s (1938) version of reflective practice as a planned, purposeful thinking process that makes sense of what one has learned and evaluates what one would do differently next time. By reflecting on my practice, I understand how STs make meaning as they implement CL in their learning. 

				Dewey (1938) further highlights that reflective thinking is directly related to cognitive thinking and action, and that it creates opportunities to discern the relationship between what we try to do and what happens as a result. Aligning with this view, Schön (1983) describes reflection-on-action as thinking back on what you have done to discover how knowing-in-action contributes to unexpected outcomes. Reflective practice allows researchers to interrogate what happens in relation to the matter of concern and what they intend to do afterwards. 

				In my practice, I observed how STs implement CL framework principles using texts. This reflection was key to helping me identify areas for improvement in my teaching. Also, it was key to understand whether STs are aware that literacy is more than reading and writing, and how they could transfer that knowledge in the school classroom context. To strengthen my practice, I discussed my thoughts with a critical friend who teaches CL at another university in South Africa. Her critical views helped me refine my thinking and transform my teaching. 

				Research design and methodology 

				3.1	Self-study: The fifth commonplace

				The complexity of classroom interactions and environments has led educational institutions to embark on reflective thinking to evaluate their teaching practices. In this study, I administered a self-study methodology to report on how I used CL as a pedagogical strategy in my isiXhosa module. The trailblazer of the self-study methodology is Joseph Schwab (2013), who proposed the humanisation of scientific inquiry in education. He values teachers’ teaching experience, as it helps them identify and address impediments when needed. Schwab (2013) characterises practical classroom practice in four commonplaces (the teacher, the student, the milieu, and the subject matter), paving the way for a fifth commonplace, namely self-study (Clarke & Erickson, 2004). 

				These authors consider self-study a legitimate form of inquiry and a valued source of knowledge for the deliberate study of classrooms and the improvement of teaching practices 
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				(Clarke & Erickson, 2004). Their view is echoed by Samaras (2011), who argues that self-study allows authors to document their practice and make it explicit to themselves and others. This research will mostly report my own practice. 

				Self-study is considered research in that it is a systematic and rigorous process designed to explore and inform teacher knowledge and practice, and to report the findings to the public (Loughran, 2010; Clarke & Erickson, 2004). It is utilised to share knowledge and push boundaries in teacher education practices in meaningful, productive ways. Loughran (2010) further points out that the significance of engaging in self-study lies in attaining knowledge about practice. 

				3.2	Method

				Self-study allowed me to unpack and disentangle the complexities of the multifaceted CL before and during my engagement with STs, creating opportunities for professional growth. The self-study phase included planning and conducting a literature search, followed by the design of a literature-based CL framework grounded in Luke and Freebody’s (1999) four-resource model (4RM) for teaching literacy. Their theoretical framework can guide teachers to apply social critical theories of literacy and help learners “analyse tasks, problem‐solve, identify resources and self-monitor” (Mann, 2023). The framework has four interrelated components: 1) the code-breaker, referring to the decoding process or making sense of the marks on the page; 2) the meaning-maker, making literal and inferential interpretations for comprehension)3) the text-user applying a text in various contexts, on different platforms and the varied permutations and 4) the text-analyst critically parses texts to explain how our worlds are constructed and controlled by texts (Anstey & Bull, 2003 in Mann, 2022). The graphical presentation below represents the CL framework. 

				Figure 1:	Critical literacy framework 

				Adopted from Luke and Freebody 1999
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				3.2.1	Implementing the critical literacy framework 

				Implementing the CL framework, grounded in the socio-cultural view of learning as social interactions, cultural practices, and language use (Vygotsky 1978), required STs to work in groups. It allowed STs to interact using language and actively participate in sharing knowledge and exchanging experiences (Margison & Dang, 2017). They communicated their internalised knowledge, acquired through diverse interpersonal and intrapersonal relationships, to analyse a variety of texts, such as songs, newspaper articles, information texts, advertisements, texts in DBE workbooks, VulaBula anthologies used in schools, and graded series texts. For each activity, each group focused on one pillar of the framework at a time and was guided by questions I posed. Due to time constraints, not all groups completed the same tasks. Groups engaged in different activities and presented their work to the entire group. Throughout, I mediated the learning and co-construction of knowledge by supporting them in understanding what each pillar entails and encouraging them to ask more questions as they analysed texts. 

				For this article, I will report on two activities as presented below. As outlined in the methodology section, STs read and discussed an article while applying particular pillars of the adapted Luke and Freebody’s (1990) four-resource model for CL. They collaborated and reflected on their understanding of the article, drawing on a range of linguistic repertoires to make sense of what CL entails and apply it in the classroom. 

				Table 1:	Activity 1: An advertisement

				
					Text: Advertisement

				

				
					Pillar 4: Text analyst

				

				
					www.google.com

					
						[image: ]
					

				

				
					Text Analyst example questions:

					What is the goal of this advertisement?

					Who is the target audience?

					How does it influence consumers?

					Who benefits from this advert? 

					Are there any other Back to School adverts came to mind?

				

				Student teachers were required to choose any advert that resonated with them. They then responded to questions related to the specific pillar, identified others aligned with it, and shared their views. For example, when they applied the text analyst pillar to the advertisement, it reinforced the realisation that texts are created for specific purposes, and that their pre-existing knowledge was key to critically discussing the text. 
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				Table 2:	Activity 2: Newspaper article

				
					Text: Newspaper article

				

				
					Pillar 3: Text user

				

				
					Text decoders

				

				
					Uyayibaxa noko urhulumente wase… (The … government is exaggerating things)

					This newspaper article reported that people from the LGBTQIA+ community in a certain African country are protesting. This comes after this country passed a law that discriminates against sexual orientation and gender identity.

				

				
					Social issues discussed

					Types of text

					Language used

				

				
					Discussing vocabulary

					Discussing characters, setting, etc

					Choosing letter-sounds to focus on

				

				One group was asked to read a newspaper article titled: Uyayibaxa noko urhulumente wase… (The … government is exaggerating things). When applying the text user pillar, STs showed an awareness of the different cultural and social functions that texts perform. They used the vocabulary from the newspaper article, as well as their own knowledge about the South African LGBTQIA+ constitutional laws, to interpret it. For example, they highlighted that this African government acts against the constitution, which states that no one must discriminate against another on the grounds of sexual orientation, gender, or sex. Thereafter, they consolidated their understanding of the topic by discussing how they would implement the CL framework in the classroom, using an image from the DBE handbook that also illustrates the different cultural and social functions of texts (Figure 2). 

				Figure 2:	Image captured from the Grade 2 DBE workbook
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				The STs expressed the opinion that using images when discussing texts would stimulate learners and encourage them to engage critically in classroom discussions. Most importantly, decoding familiar texts would enhance their learning. This view is reinforced by the literature, with Mkhize-Mthembu (2023) arguing that visual resources encourage children to be active in the classroom. 

				This exercise on the text decoder pillar demonstrated that STs were able to implement the CL framework, critically analysing and decoding texts for themselves and for their learners. 

				3.2.2	Data generation 

				Data for this study were generated by reflecting on my exploration of the concept of CL and on my notes of observations and interactions during teaching activities, such as those described above. I documented my impressions in a reflective journal and through the vision board method.

				3.2.2.1	Reflective journals as self-reflective tools 

				Journal writing is a process of engaging with oneself to interrogate one’s beliefs and inner voice, fostering self-reflection and metacognitive thinking (Dewey, 1938). Lew and Schmidt (2011) state that institutions of higher learning acknowledge the positive role of reflective practices in developing critical thinking and professional development through journaling. Journal entries focus on critical incidents during teaching and learning that promote professional development, including awareness of required strengths and needs (Makina, 2019). 

				I deliberately used reflective journaling to review my teaching critically. Recording my thoughts, ideas, and plans enabled me to track how the process of teaching CL unfolded in while I taught the module, from the planning phase to the execution phase. While planning a series of weekly lessons, I noted the following:

				In week 1, I will introduce the concept by asking students what they know about CL. Then, I will give them a link to an article, and they will read it and discuss their understanding in small groups. 

				In week 2, I will use PowerPoint to present the concept and engage with STs, linking to the article they read. This lesson unpacks what CL entails using the four-resource model (Luke and Freebody, 1990).

				In week 3, I will explore the CL framework with STs using various texts.

				In week 4, STs will apply the CL framework in small groups using various genres.

				This journal entry shows the progression from the first level of reflexivity, where I, as a teacher educator, planned how to include teaching CL in the isiXhosa second-language module. This journal entry helped me generate a mind map illustrating strategies and pedagogical practices for teaching this concept by “turning a subject over in the mind and giving it serious consideration” (Dewey, 1938: 3). I was able to plan how student teachers would read and interrogate texts, co-construct knowledge, identify and debunk social constructs, biases, and ideologies. 

				The second journal entry describes my thoughts and feelings during the implementation stage: 
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				Having understood what CL is and why it is important in FP literacy teaching, I facilitated STs’ practical implementation of this pedagogy through texts. They were interested in CL because it aligned with their everyday lives. They analysed various texts using the pillars of the framework interchangeably. This was meaningful learning, as they discussed critical issues affecting people in society. Most importantly, they also used children’s literature and DBE workbooks to implement this pedagogy and to learn how to promote critical thinking in FP classrooms by developing their own questions. 

				In this journal entry, I applied Schön’s (1983) reflection-in-action, which holds that practitioners consciously bring their awareness to their actions during performance through thinking, observing, and noticing. This journal entry demonstrates my awareness of my actions, such as encouraging STs to use the multifaceted nature of CL to validate or debunk texts by understanding how language and power govern social contexts. During the lessons, I constantly contemplated, shaped, and reshaped what I was doing, guided by my experiences of teaching CL in previous years. 

				The following journal entry was captured after implementing the CL framework: 

				Student teachers applied their thinking and critical thinking, demonstrating their understanding of how to apply the pillars of the CL framework. They used the suggested texts and their own choices. The key was to keep the texts varied. They worked collaboratively to support their learning. The assumption was that they could utilise this learning in the school classroom context. This activity was not easy, as there was a lot to do in a short time. 

				Schön (1987) refers to this reflection-on-action or consciously reflecting on past events to identify areas requiring improvement. In the journal entry above, I reflected on how STs made sense of the framework and on the role I played in facilitating the process. 

				3.2.2.2	Collage-making methodology

				The second way I chose to explore the topic was to represent my thoughts and impressions as a collage visually. Art-based methodologies allow participants to express their views and experiences graphically. 

				Patton (2002) argues that collages allow individuals to express their lived experiences and access their values and deep feelings. A collage can express meaning, affording researchers various ways to understand and communicate their lived experiences in a non-threatening manner while bypassing cognitive blocks, accessing inner states, and expressing them symbolically and metaphorically. (Kortjass & Mkhize-Mthembu, 2023). 

				In this case, the prompt that guided me was to narrate visual thoughts on teaching CL. Making the collage elevated my mindset, prompting me to rethink my approach to teaching CL and to address the social and emotional aspects of the topic. Using this visual method to explore my beliefs and assumptions allowed me to reflect on my personal CL teaching experiences and to assess whether STs understood the intricacies of language, the power relations embedded in texts, and the socio-cultural milieu. I used words and images (Figure 1) to represent and to communicate the feelings, thoughts, beliefs, and assumptions experienced when teaching CL. 
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				Figure 3:	Collage

				Using language (journal) and a visual representation (collage) served as the data sources I relied on to explore and define my own assumptions and experiences while teaching CL, STs’ dialogic interactions, learning about CL, and how they could apply CL in classrooms to develop learners’ critical thinking. 

				3.2.3	Data analysis

				The data were analysed using thematic analysis, allowing researchers to identify, analyse, and interpret patterns within and across the data in relation to views, perspectives, behaviours, and practices (Braun & Clarke, 2006). This form of analysis can be “used within a critical framework to interrogate patterns within personal or social meaning around a topic” (Braun & Clarke 2006: 297). Thematic analysis is flexible, accessible, and used to analyse any type of data. It uses inductive reasoning to identify themes in the data and to learn from experience, employing open coding, axial coding, and other coding practices to guide researchers in making sense of the data (Braun & Clarke, 2006). 

				Open coding involves breaking down, examining, comparing, conceptualising, and categorising data to assign meaning to a critical incident. I grouped related and relevant words, phrases, and sentences to develop codes and categories from my notes on planning, implementing, interacting with students, scaffolding, and mediating learning. These include social interactions, collaboration, linguistic repertoires, experiences, voice, critical thinking, thoughts, etc., that facilitate meaning-making. 

				Axial coding refers to the synthesis, or putting back together, of data after the analysis phase. At this stage, the researcher draws connections among categories regarding causal conditions, phenomena, context, and consequences. In this phase, I explored the 
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				interrelationships among the codes and categories. For example, as shown in the collage, I engaged in inner dialogue and reflexivity throughout the process of implementing CL. On the other hand, STs interacted with each other, voicing their thoughts and using their pre-existing knowledge to make meaning of their learning. 

				Themes were then developed through insights, intuition, conceptual linkages, interpretation of constructs, personal views, and ideas (Braun and Clarke 2006). Using these constructs to develop categories and themes enhanced the study’s trustworthiness. 

				Discussion of findings

				Three themes emerged from the data: 1) multiplicity of discourses, 2) the power of dialogue, and using a transformative lens. 

				4.1	Multiplicity of discourses

				In this self-study, the STs and I engaged in multiple discourses to understand what CL is and how it can be implemented in the school classroom context. The STs read and discussed an article while applying particular pillars of the adapted Luke and Freebody’s (1999) four-resource model for CL, drawing on a range of linguistic repertoires and beliefs about social discourses. They interacted with one another and engaged with the various discourses evident in the texts, drawing on their pre-existing experiences shaped by diverse social discourses (Barton & Hamilton, 2012; Gee, 2002). When using the framework, STs realised that CL is based on socio-political ideologies, power, identity, biases, social class, sexuality, and many other discourses that surround people. They used critical thinking to understand that multimodal texts are not neutral but socially constructed, characterised by multiple discourses, and created for various purposes. 

				The STs also express their understanding that the same applies to teaching language in school, and that it is important to make sense of what CL entails so they can apply it in the classroom. More than just learning to decode texts, to read, and to write using the CL pedagogy, my notes indicate that they learnt that there are complex discourses in and outside the classroom. The need to use texts that provide learners with ample opportunities to apply critical thinking to understand the world around them, broaden their thinking, and foster active, meaningful participation became vital (Vásquez 2017). Critically engaging with texts can help them understand and navigate social realities through dialogic engagement. 

				4.2	The power of dialogue

				Bakhtin (1986) asserts that heteroglossic social voices arise as individuals engage in a dialogue and promote awareness of the discourses in society. Designing this particular exercise, I created opportunities for STs to engage critically with texts using the CL framework. It offered opportunities to analyse authors’ beliefs critically, how texts were crafted, who was included and who was marginalised, who had the dominant voice, and how to juxtapose texts. For example, they had to compare the newspaper article and the text in the DBE workbook. They used their social background knowledge during critical conversations to make meaning of texts. Working in small groups helped them build confidence and facilitate engaging meaningfully. Students were free to ask their own questions about each pillar and select the texts they wanted to engage with. The assumption is that encouraging STs to use their own thinking when implementing the framework could help them internalise it and extend these practices into their teaching and social worlds.
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				The resultant collaborations and engagements showed potential to develop STs’ self-awareness and self-confidence in applying CL in school classroom contexts and “to conscientise student teachers of their own potential as agents of change” (Mayaba, 2015: 26).

				My notebook also reflects the realisation that the self-dialogue I continually engaged in, my self-study, my reflective practices, and my interactions with students empowered me as a lecturer and CL practitioner. This became evident in the module’s improved outcomes. 

				4.3	Dialogue facilitates transformation

				Mertens (2025) argues that research is transformative when it becomes emancipatory, participatory, and inclusive, and acknowledges individuals’ understandings of reality and values while addressing social justice and equity issues. As noted in the previous point, the way CL was taught in this study transformed my experience and the students’ experience. Our multifaceted realities and experiences led to meaningful participation and collaborations when applying the framework and interpreting texts. These multiple realities were achieved through meaningful participation and collaborations. Creating linguistic repertoires facilitated the formulation of distinct and personalised questions, the analysis of texts, the voicing of their thoughts, and the making of meaning of the framework. As Bhabha (2012) explains, CL is self-empowering and fosters a humanising ambience. This humanisation was evident in collaborations that made learning authentic and meaningful (Vygotsky 1978). On my side, rethinking my previous practices on CL, current practices, and mediating learning transformed me. I was able to construct my own reality, make meaning of my teaching experiences, and understand the realities within the classroom context.

				Trustworthiness

				Qualitative researchers need to adhere to the constructs of validity and reliability in their research projects (Lincoln & Guba, 1986). These include credibility, transferability, and dependability.

				Credibility or authenticity refers to the extent to which the research findings are congruent with reality. This means it seeks to affirm whether the subject has been accurately defined and described. In this article, I used reflective journals and collages to describe how the data were collected. I also discussed how various activities unfolded during classroom interactions. 

				For transferability, researchers ask whether the findings can be transferred from one context to another. They argue that generalisation can be achieved by drawing on tacit knowledge and providing rich, thick descriptions of the construct. In this study, I described in detail what the CL framework entails and how it has been used in my classroom. I believe that FP teachers and teacher educators can implement this pedagogy in the classrooms. 

				Lincoln and Guba (1986) state that research is dependable if it is reliable, logical, and replicable. I used various theories and data collection methods to describe my reflections on implementing the CL framework, as well as the resources, strategies, and techniques used in my classrooms. These create more opportunities for this study to be replicable.

				Limitations

				The study has limitations, including being conducted in a single classroom over a short period of time. To combat this, I provided a framework that can be used across contexts, various text types, theories, and data collection methods. As a research design, the self-study primarily 
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				reports on one’s teaching practices; I could not report on how STs reflected on learning and applying CL for ethical reasons. However, I discussed the activities they engaged in in the reflective journal and explained what they were doing. I clearly stated the part I played during facilitation. I discussed my thoughts with a critical friend. I also provided literature aligned with this research design. 

				Ethical issues

				Samaras and Roberts (2011) write that one should be cognisant of the participants involved when conducting a self-study. They write that participants should not be harmed emotionally, physically, or psychologically. This was important to me, even as I reflected on my own practice without intruding on their beings. I interacted with a critical friend at another higher education institution who also teaches CL. We interacted online when planning our modules at the beginning of the year and analysed the framework that I created with STs. She also looked critically at my reflective journal extracts. This study was guided by ethical clearance from the Research Ethics Committee (Human) at Nelson Mandela University, as ongoing research from my Master’s dissertation (main researcher). The protocol number is Ref: [H18-EDU-ERE-016] / Approval]. 

				Conclusion 

				This article explored self-reflection on teaching CL in the isiXhosa literacy module of the Bachelor of Education FP. Critical literacy is an important concept in literacy teaching. It is aligned with the current curriculum’s vision, which emphasises the use of local context and aims to produce critical-thinking learners. It allows students to tap into their socio-cultural knowledge whilst navigating through new knowledge. It creates multiple realities for providing learning and teaching that is contextualised, authentic, and meaningful during purposeful interactions.
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