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This study investigated how EFL readers critically read texts which are

written in English. Although critical reading has been discussed in

advanced EFL and ESL contexts there has not been much research on the

critical reading of beginning EFL learners. Many educators are

recommending that a critical perspective be adopted so that L2 learners

can become empowered rather than indoctrinated. In this study, the

researcher has examined the critical reading practices of five beginning

level EFL readers in Korea and five first language readers of English in

the United States as they read a news editorial article. The significant

findings were discussed related to critical reading practice of L2 readers.

The findings of the study can help the educators in English education in

improving the curriculum, the teaching methodology and the learning

theory for EFL reading for critical reading.

[EFL reading/critical approach, 외국어 읽기/비평적 접근]

The goal of this study is to investigate how EFL readers critically read texts

which are written in English. The critical approach has been important as a
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way to empower students as well as teachers (Guthrie & Hull, 1984; Kramsch,

1993; Scholes, 1985) and has been actively applied in reading and writing

education in Europe and the Northern America since early the 20th century

(Ivanic, 1994; Morgan, 1997; Lankshear, 1997; Wodak & Meyer, 2001).

The importance of the critical reading approach has been discussed in EFL

and ESL contexts (Kim, 2002b, 2004; Pennycook, 1999; Wallace, 1992, 2003).

Wallace (1992) and Hammond and Macken-Horarik (1999) tried to use such a

critical perspective in their teaching of English in an ESL context. Since the

publication of a special issue of TESOL Quarterly whose theme was critical

perspectives in TESOL in the fall of 1999 some Korean researchers have also

addressed the necessity of applying a critical perspective in an EFL context.

Kim (2002a) and Sung (2002) initiated the point of view that ELT in Korea can

no longer ignore the importance of critical perspectives. Kim (2002b) in

particular attempted to introduce critical issues into empirical research. Research

on critical reading practice among EFL learners is similar to that among ESL

learners. Both focus on learners with advanced levels of English proficiency.

However, there has not been much research conducted on critical reading

among beginning EFL learners. The reason for the lack of research in this area

is that many researchers believe that only learners with advanced levels of

English proficiency are capable of reading critically and also critical reading is

something to be worked on only if there is extra time (Morgan, 1997).

Therefore, critical reading is postponed until the EFL learner is ready to think

critically in English with an advanced level of English proficiency.

However, this might be a dangerous practice because most EFL students

already form their thinking skills early on they are taught to read without

examining what they read critically while they are at lower levels of English

proficiency. As a result they get used to just absorbing western ideology in

their English education without a critical point of view. In our ‘globalized’ world,

we consistently encounter texts, media, and cultural productions in English

which are imbued with western social and cultural ideology. Currently, the need

for a critical approach in Korea is greater than any other time in history. The

reason is that the average age of English learners is decreasing. Most young

people learn English as a foreign language as young learners who have not

fully developed their own identity and do not have strong critical awareness
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skills. Also, in today’s world it is usually more advantageous for students if

they only good at speaking English and do not think critically. Focusing only

on English communication skills is a result of the assessment system which

generally determines one’s social mobility and education and employment

opportunities.

In Korea, unfortunately neither critical reading nor self introspection by

second language readers has been encouraged even for advanced readers (Choi,

2005). Current EFL pedagogy focuses only on efferent reading (understanding

the propositional meaning of a text) in the classroom. While students are trained

in efferent reading they are also brainwashed by the ideology of these texts; all

texts include a certain ideology because language is not neutral (Phillipson,

1992). Therefore, the ability to read critically is necessary especially for

beginning level L2 readers who are often in an overtly differential stance

towards a text, which is often biased because of the author's ideology. Critical

reading views challenging the ideological content of texts as part of social

inquiry and action; that is, learning is considered inseparable from the society.

In order not to be perpetuators of cultural hegemony we need to make sure that

we teach language and culture from a critical perspective rather than just

training students to be submissive receivers of knowledge through reading.

Although there is an awareness of such a need to teach beginning level

learners to read more critically in the current English education system in

Korea, there has not been any research on critical reading among beginning

level EFL learners in Korea.

Therefore, the study will investigate how beginning level EFL readers

critically read texts which are written in English. Five Korean readers for

whom English is a second language and five American readers whose first

language is English participated in this study. In the literature review, I would

like to redefine critical reading practice for EFL readers and use this definition

for the study rather than the one used for first language readers of English. I

have analyzed the interview data based on this new definition of critical reading

practice and discussed the interesting themes in the study.

The implications of the study can lead to a new orientation for English

education. The results of the study can help Korean educators improve the

English education curriculum for beginning EFL readers by instituting reading
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instruction based on a critical reading approach. It also can help researchers

expand teaching and learning theories if EFL reading includes a critical

perspective. The adoption of a critical perspective will provide learners with a

new orientation so that EFL learners can become empowered rather than

indoctrinated. In this way empowered learners can come to have a better

understanding of their own cultural worlds, and the teaching of English in the

EFL context can cease to be just the perpetuation of linguistic and cultural

imperialism.

This review consists of three parts related to critical reading practice: the

concept of ‘critical’ in CDA (critical discourse analysis); the problems of the

traditional CDA for EFL critical reading practice; new presuppositions about

critical reading for EFL readers.

1. The Concept of ‘Critical’ in CDA

The notion of ‘critical’ is used very differently in different areas. Basically in

critical discourse analysis, ‘critical’ is to be understood as having distance from

the data, embedding the data in the social, taking a political stance explicitly,

and maintaining a focus on self-reflection as a scholar does when doing

research (Wodak & Meyer, 2001). However, ‘critical thinking’, ‘critical

awareness’, ‘critical pedagogy’, ‘critical literacy’ are becoming problematic

because these terms become like ‘magic bullet’ terms since the concept ‘critical’

has been applied to everything without any clear meaning (Gee, Hull, &

Lankshear, 1996). The narrow meaning of ‘critical’ in education means problem

solving; on the other hand, the broad meaning is very vague because it is

widely advocated as a means to making learners more powerful language users

(Gee at al., 1996). Wallace (2003) distinguishes initially between a weak view

and a strong view of ‘critical’. A weak usage of the word critical would see it

as closely related to the way it is used in the discourse of ‘critical thinking’,

where it usually means the ability to critique the logic of texts and to note
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inconsistencies and places of clarity. A stronger view refers to the ability to

critique not just micro features of the text but also macro implications related

to the circulation of dominant discourses within a text and so ultimately to the

power bases of society.

For most definitions of ‘critical’ in critical social literacy, Fairclough’s (1995)

critical discourse analysis offers a series of insights into the nature of language

that can be useful in a more sensitive analysis and in raising questions that

need studying. Looking at CDA in detail, Fairclough (1995) bases his work on

the work of Gramsci (1971), Foucault (1980), and Bakhtin (1981, 1986).

Fairclough’s critical discourse analysis has as its base the centrality of social

theories of power which are derived from the analysis of current sociological

problems in Western society. He emphasizes studying language and discourse

by first investigating power relations and how they are constituted. Therefore,

his critical discourse analysis can be described as political practice. The ultimate

purpose of his analysis is to promote democratic systems, so critical discourse

analysis can lead to societal transformation (Chouliaraki & Fairclough, 1999).

Critical discourse analysis can also be said to include the critiquing of dominant

social practices through resistant reading (Davies, 1993; Luke & Freebody, 1997).

On the other hand, Kress (1989) articulated the definition of ‘critical’ with

several assumptions in order to use it in education language is a social

phenomenon; not only individuals, but also institutions and social groupings

have specific meanings and values, that are expressed in language in systematic

ways; readers/hearers are not passive recipients in their relationships to a text.

He put his efforts into thinking about the content of educational curricula in

terms of their representational resources and their use in ‘learning’ which is by

individuals in their constant transformation of their subjectivites. His interests

focus on understanding how various societies value different modes of

representation, and understanding the formation of the individual human being

as a social individual in response to available ‘representational resources’.

2. The Problems of the CDA for EFL Critical Reading Practice

Wallace (1992) describes how she adapted critical reading for use in L2

language education. She points out that L2 readers may have an advantage in
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critical reading because they are not the model readers the authors of the

textbook expected as their possible readers. Because "they are not part of the

intended readership they are in a position to bring fresh and legitimate

interpretations to written texts" (Wallace, 1992, p. 68). She also encourages L2

readers to practice critical reading with their well structured grammatical

information. L2 readers are more aware of grammatical features and

metalanguage than L1 readers. Kim (2002a) also looked at the process of L2

readers' reading interpretation and found that critical reading interpretation

includes not only the interaction between the reader and the text but also the

reader's interaction with the surrounding context. the study also challenges the

stereotypical notion that it is hard for L2 readers to read in critical ways

because of their lack of cultural background and content knowledge for

materials written in English.

However, when critical reading is made use of in L2 instruction, there are

some differences in the process of critical reading. Fairclough (1989) explains

the process of discourse which refers to the whole process of social interaction

in three dimensions: description, interpretation, and explanation. Description is a

linguistic analysis of a text; interpretation is an analysis of the relationship

between the discourse process (the process of production and interpretation) and

the text; explanation is an analysis of the discursive processes and the social

processes. In Fairclough’s CDA, interpretations are generated through a

combination of what is in the text and what is ‘in’ the interpreter, in the sense

of the members’ resources (MR). In order to apply Fairclough’s concepts about

the process of discourse in EFL critical reading, there needs to be a modified

definition of the process of discourse because EFL readers don’t have the same

MR as the target language interpreters. They also have different social orders

from the target language interpreters.

The significance of explanation is not only as it relates to the discursive

processes for the target language society but also for the EFL readers’ society

and also for the international level. EFL readers are more focused on the

readers’ society that they belong to currently. And because the EFL readers

don’t have the same MR as the interpreters who share the same MR, their

critical interpretation levels will be different. Depending on the readers’

knowledge about not only language but also the MR of the target language the
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rate of utilizing the cues from the text vary.

Especially for EFL readers with limited English ways of utilizing the cues of

interpretation will be different from advanced EFL readers. They might not

have well structured grammatical information, but they still might have

knowledge about interpretation mechanism through their L1 socialization. Their

knowledge of metalanguage could be more extensive than that of L1 readers as

Wallace (2003) says. In that case, these EFL readers are in a position to bring

fresh interpretations to written texts, but they are also in a position to bring

only limited connections between texts and MR because they are not part of the

intended readership and MR rather they expand their position to switch between

Korean MR and American MR.

Therefore, the degree of EFL readers’ criticality should not be measured by

the quality and quantity of awareness of the ideological relationship between the

texts cues and the MR of English speakers but by the practice itself of

connecting textual cues and the ideology in social structures of L1 (Korean MR)

and L2 (American MR).

3. Three Presuppositions of ‘Critical Reading Practice’ for EFL Readers

The definition of critical reading for EFL readers used in this study is

basically based on CDA theory but has been reconstructed to compromise the

problems which were stated just above in 3. There are three presuppositions.

First of all, critical reading practice should include reading activities in a social

context. Second, readers have to use texts in order to create meaning in their

own lives. Third, it should encourage readers to interpret and reinterpret texts

which address ideological assumptions as well as propositional meaning in L1

and L2 social structures.

1) Reading activity in a social context

There are two kinds of relations between discourses and social practices (van

Leeuwen, 1993): (1) ‘Discourse itself as social practice, discourse as a form of

action, as something people do to, or for, or with each other. (2) Discourse as a

way of representing social practice(s), as a form of knowledge, as the things
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people say about social practices (p. 193). Therefore, reading practice can be

viewed as a social action because it is the action of interpreting discourse. For

EFL readers, their critical reading practice with English texts is not only just

interpreting the discourse as a way of representing social practice in the target

language context but is also creating meanings with the text based on their

multiple positions which include the Korean context, the international context,

and the author’s social context. The combination of interpreting the text and

creating meaning with the text can reflect on their social practices.

2) Critical reading as a process of creating meaning

Critical reading is not a passive activity so that a reader is constrained to

one position in a certain discourse type but rather an active process of meaning

making by the reader as a ‘transactional self’. The term transactional self

shows the importance of the individual reader who is constructed through the

influence of other people in a social context in the reading process(Bruner,

1986). According to Bruner, sense and cognition are also constructed from

transactions in society. Therefore, the reading process which includes the

transactional self should be concerned not only with cognitive features

(knowledge of language, knowledge of the world, and metacognitive strategies)

but also with affective features (emotion, motivation, attitudes, values, and

beliefs) which are produced in social contexts.

Kramsch (1993) describes the concept of ‘self’ as the embodiment of

‘subjectivity’. It is an unconscious or conscious sense of oneself which one

realizes through symbolic forms. One’s self is realized when we attach meaning

to our perceptions, reactions, and thoughts which we use to build relationships

with others. Although this concept of ‘self’ makes the social subject sound

passive to be constrained to operate within the subject position set up in

discourse type, it can be perceived as a very active way because it is only

through being so constrained that they are made able to act as social agents

(Fairclough, 1989). Therefore becoming a subject means becoming aware of the

gap between the signifiers, and the possible signifieds and between who one is

and who one could be.

This makes it necessary to define intersubjectivity in order to explain the
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process of EFL critical reading which can be cross-cultural and cross-lingual

encounter phenomena. The concept of intersubjectity refers as the sharing of

interpretive systems, links in meaning, context, culture, and society together

(Cook-Gumperz, 1986). It is connected with the textual character of

intertextuality because intersubjectivity is located in the shared memories,

connotations, projections, inferences elicited by the various sign systems used

by the participants. Consequently, the subject as EFL reader can hold multiple

layers of intersubjectivity or intertextuality at the same time and related to

different time scales in their two different languages and this allows for L2

reader to practice critical reading as an active meaning creation.

3) Awareness of ideological assumptions between the lines of texts

Critical reading in CDA is a reading practice that encourages readers to

question the cultural and ideological assumptions between the lines of any text,

and problematize meanings and truths about a way of thinking and reading the

world which they usually take for granted. It challenges the notion that

meaning is transparent, and the notion of neutral is also unacceptable as they

are in critical discourse analysis. Critical reading, which has been adapted from

the notion of critical reading in CDA, is reading practice for L2 readers that

encourages readers to become more aware of issues related to language, identity

and power relations that operate within institutions and discourses. L2 Readers

are also encouraged to investigate the politics of representation in discourses, to

interrogate the unequal power relations embedded in texts and always to look

for the ways texts attempt to place them in multiple positions within the

discourses of L1 and L2 social structures (Morgan, 1997). So readers can come

to recognize a way of reading which is opposed to dominant views and

challenge hegemonic power relations.

For critical reading L2 readers need to be taught explicitly a framework for

analyzing texts and at the same time develop a metalanguage to question the

politics of meanings in texts and representations. Such critical analysis is based

on explicit understanding of language as a formal system (Fairclough, 1992).

Although they can read the text critically taking multiple positions, if they learn

the framework and procedures for critical analysis of language, the readers can
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challenge the textual authoritarianism utilizing a metalanguage that precludes

criticism of and argument and debate about texts by teachers and students;

readers come to realize that the textual world is inherently a construction in

that it reflects a particular world-view and a dominate ideology and serves a

particular interest group (Luke, 1988).

The methodological approach of this research was qualitative in nature. The

critical reading interpretations of ten students (five Koreans and five Americans)

were analyzed after they read a text which was written in English. The

research data is based on the participants’ reading interpretation of the text,

which is concerned with legacy in American. The information sources for the

readers’ critical reading interpretations of the texts included the think aloud

protocols and open ended dialogues for interpretation process.

1. Procedure for the Think Aloud Protocol and the Open Ended Dialogue

1) Select participants: The researcher selected 5 Korean students and 5

American students who volunteered to be participants.

2) Explain the purpose of the study: The researcher explained the purpose of

the study and made an agreement with the students about the use of the data

of the study.

3) Modified think aloud protocol and interview: ① The researcher interviewed

the participants individually with the guided questionnaire. ② The participants

read the text using the modified think aloud protocol process with the

researcher. ③ The students read the text completely by themselves individually.

④ They gave their responses to it while they read it again paragraph by

paragraph with the researcher. ⑤ After they had given their responses, the

researcher gave the participants some guide questions or follow up questions to

look over.

4) Interview: ① The researcher had an unstructured interview (an open-ended

dialogue) using some of the guide questions. ② The interview questions
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included questions about the participants’ personal experiences, educational

backgrounds, their literacy practices, political orientations, critical reading skills

in L1, ways of practicing English and so on.

2. The Participants and the material

There are five female Korean students and five female American students.

They were freshmen at Women’s Universities in Seoul and in Oakland,

California. The Korean students were my former students for one semester in

2003 so they were easy to approach to ask details related to their reading

process. The American students were randomly chosen and volunteered when I

visited the freshman dormitory of the College after posting the explanation and

purpose of this research. In order to get to know them I first spent some time

with them talking about their hobbies, educational background, everyday lives,

and their futures. So they were not afraid to talk about their thinking to me.

They haven’t had this kind of experience before, so they were a little bit

embarrassed for a while but gradually they adjusted themselves to the research

situation. Because the Korean participants are all female students of a women’s

university, I intentionally chose female American participants so that I could

have only female participants rather than members of both genders. The Korean

participants’ English proficiency is low intermediate (TOEIC score 400);

therefore, the research is mainly concerned with the critical reading of beginning

readers rather than that of general EFL readers. However, the American

participants are all native speakers.

The text in the study is a newspaper editorial article which was written in

English. Because news is a discourse about a social practice, it is culturally

dependent and reflects what ‘goes on’ in society in many aspects. Therefore, it

is good to look at how critical reading enriches the analysis and reveals hidden

agendas that are not explicit at first sight and how EFL readers read the text

critically.
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The process of data analysis was the following. The first step (taken for the

analysis) was the careful reading of the transcripts of the interview protocols.

Each of the transcripts was carefully read first separately and later in

comparison with the other transcripts, in a search for how these EFL readers

read the texts critically. According to this analysis six themes were found.

1. Critical Reading Patterns of the Beginning L2 Readers

Analyzing the EFL readers’ critical reading patterns reveals that they read a

text written in English differently from the way the L1 readers do. This

becomes clear when we compare the three dimensions (description,

interpretation, and explanation) of critical discourse analysis given by Fairclough

(1989) in the literature review for L1 readers. The critical reading patterns of

beginning level L2 readers can by divided into four dimensions: translation,

description, interpretation and explanation. All beginning L2 readers first go

through an additional dimension, ‘translation’, unlike first language readers and

even advanced ESL and EFL readers.

According to CDA, the explanation dimension is broader in context than the

description dimension so that the reader’s explanation is based on their analysis

of linguistic cues in the text. However, interpretation and explanation of the

beginning L2 readers are sometimes not based on the linguistic analysis and

translation that they have done. They make some mistakes when they translate

the text into Korean, but their interpretation matches with the author’s intention.

It means some of the explanations of the L2 readers are not based on the

description of the target language but on the linguistic analysis of the readers’

mother tongue. Therefore, the convention used in the analysis and the values

are different from those of the L1 readers. Here is an example:

Hyun Jung : In America, the kind of family you come from should never determine

your destiny. 당신 가족의 종류가 당신의 운명을 결정할 수는 없다.

Interviewer : What does that mean?

Hyun Jung : It means that it is not your intention whether you were born in wealthy

family or poor family.
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This example shows that the translation into Korean is correct but the

reader’s interpretation does not come from translation but from a combination of

the previous concepts of ‘destiny’ and ‘family’ in Korean. The meaning of

‘destiny’ refers to ‘fate’ and her interpretation is not from the lines of the text

but is influenced by this reader’s mother tongue.

There were also cases to the contrary in which the interpretation was located

in the outer range of author’s intention but the L2 reader’s literal translation

was correct. Here is an example:

Hyun Jung : Well I can’t translate exactly for this part…some colleges’ practice of

rewarding applicant because their parents went there. But I guess the meaning

of this sentence. It means that some of students can get into some college due to

their parent background that their parents went the college. I can’t believe it that

there are this kind of thing in the United States. Woow. I didn’t know the fact that

there are these kinds of unequality over there. That’s why he wrote this kind of

article.

This example shows that the reader can’t translate the line exactly into

Korean but only catches the general meaning of the line from the context. For

the beginning L2 reader the phrase ‘some colleges’ practice of rewarding

applicant’ is not easy to translate into Korean but she can interpret the

sentence using the context clues and word clues and her metacognitive skills

such as top-down reading strategies. In her last comment in the above example

she shows her explanation of why she thinks the author wrote the article about

the Untied States.

2. Transferring the Use of Metacognitive Skills

The reason that beginning EFL readers can read the text critically is because

they are using their metacognitive skills. They are able to do this even though

beginning L2 readers do not have enough English proficiency to do a proper

linguistic analysis using their knowledge of word values and structural ideology

clues. The metalanguage of beginning L2 readers is not formed during their

English education in Korea but is cultivated when they learn their mother

tongue. Kim (2004) shows that L2 readers are pretty adept at using
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metalanguage strategies when they read a text written in English as a foreign

language. The current study also shows that the L2 readers, even beginners,

tend to have a lot metacogintive skills and metalangauage such as the

terminology ‘pronoun’, ‘subject and object’, ‘active and passive voice’, and text

genre and writing process.

However, they are not aware of how these textual features are related to the

ideological assumptions so that their linguistic analyses don’t affect their

explanations and are not related to the MR of the English speaking society.

Because their skills in linguistic analysis are cultivated in educational settings

when they are learning their mother tongue, their metacognitive skills are more

oriented toward genre and writing process and not toward the specific values of

English words and structure for example, they are more skillful at explaining

how to read between the lines of poems and what the strategies for reading of

editorials, essays, novels, and technical reports are.

Here is a comparison of how an L1 reader and an L2 reader react to the

ideological assumptions of this text with evaluation of the reliability of

messages.

Hyun Jung : I would shine a bright light on the practice and require universities

to disclose how many students they admit with this special privilege. Well, did

the author believe the legacy students stop to apply if they disclose the number of

legacy students? I don’t think so. Rather the legacy students would be hurt by shame

because they were disclosed. I think it is better to get rid of this practice with

strong involvement of government.

Ayla : It says that university should be honest and should be more open. In order to do

that they should disclose how many students they admit with the legacy. However, I

think it is very hard for them. It is too vague idea that doesn’t have detail plan how

to practice it.

In the above example, both the L1 and L2 readers can raise some questions

about the truth of the event in the article. They know that news producers are

social agents operating in a network of social relations who reveal their own

stance towards what is reported (Caldas-Coulthard, 2003). The L2 readers have

a knowledge about that news in this article is already recontextualized by the

writer, and the events and people in each new recontextualization are
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represented according to the goals, values and priorities of that communication.

Therefore, their frequent evaluation of the reliability of the message comes up

when they comment on the clues from lexical values and images of the events

in the article. But only the L1 reader mentions specific details about why she

reacts to this article in the way that she does.

There are also some differences between the explanations of the text given

by the L2 readers and the L1 readers. The L1 reader notices that this news

article is not an event, but a partial, ideologically framed report of an event,

especially when they hear the information about the author who was the

Democratic candidate for vice president in the election of 2004. The following

example shows that Adina becomes quickly aware of who the author is and

then looks for his goal in writing this article.

Adina : It is more like propaganda to persuade Americans because he was a candidate

for vise president of Democratic party. Trying to sell himself so it is much more

political rather than a simple article.

However, none of the L2 readers know who the author of this article is until

they finish reading the text and even after they know it because of the

researcher’s comment, they don’t care much about it because they are not

emotionally affected by the election mood of the United States as are the L1

readers. As a result, the L2 readers do not comment on this aspect.

Jin Young :…these policies are something out of an aristocracy, not our democrac

y… Well this sentence remind of superiority of WASP (White Angelo Saxon

Protestant) in the Untied State and I realized that there are lot of discrimination

among same race even in white people. I thought the racism is applied to only

colored people.

Rather in their linguistic analyses the L2 readers treat the issues in the text

generally, try to find hidden ideology, and criticize discrimination among white

people because of class, a kind of discrimination that they were not aware

before because they have been exposed only the racial discrimination.
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3. The Linguistic Analyses of the L2 Readers Is Based on Their

Interlanguage.

Although Wallace (2003) says that ESL readers tend to have good

grammatical knowledge so that they can have an advantage in critical reading,

the study shows that in their linguistic analysis the beginning L2 readers use

grammatical cues to analyze the text which are based on their interlanguge.

Moreover, the L2 readers in the study are beginners so that their linguistic

analysis results are somewhat different from those of advanced learners. L2

readers have different values and ideologies which provide different criteria for

evaluation of forms, events and behaviors because their linguistic analyses are

based on their interlangauge. They sometimes have interpretations and

explanations of a text different from those of L1 readers and also from those of

advanced L2 readers because the values they attach to some words in English

are transferred from their mother tongue rather than being based on the

meaning speakers of the target language would give them. Here is an example:

Mi Kyung : Ok. Title is ‘End special privilege’. In my opinion, the word ‘Special

privilege’ sounds like very ‘oppressive’.

Mi Kyung : My parents worked in mills and did not have much money. But

because of their hard work and good public schools, I was able to become the

first person in my family to go to college. I've lived a life I never dreamed

that I'd have. In this paragraph, of course, the author tells us that this kind of

privileges is really bad but he didn't really tell us 'how' and 'why' it is bad in detail

yet although I wish to know about them.

The L2 reader wants a bit more detailed information about why the author

was trying to criticize ‘special privilege’. This desire might come from the

emotion she feels about the word ‘privilege’ which she defines as ‘oppressive’.

In this paragraph, she connects it with ‘bad’ which has a very evaluative value.

The author doesn't indicate his expressive value (evaluative value) about the

word in the text, so the L1 readers in the study interpret it as ‘unequal

preference’ rather than ‘oppressive’.

However, this L2 reader evaluates this word using her interlangauge system.
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She reads the author’s intention not by analyzing explicitly the usage of this

word but only by reacting to its connective values in her interlangauge. As

Fairclough says, "it has a partially ‘internal’ character compared with the others

in that it is a matter of the values formal features have in connecting together

parts of texts. But it has also to do with the relationship between texts and

contexts" (Fairclough, 1989, p. 108). In this example, ‘privilege’ is connected to

‘oppressive’ and it become a ‘bad’ concept to connect to the author’s situation in

this paragraph that the author had hard time to the position himself even to

dream about it. So Mi Kyung concludes by describing the concept as ‘bad’. She

is trying to figure out the reason why the author is criticizing special privilege.

However, she ends up imposing her own values on the paragraph.

The L2 readers’ use of interlanguage can be analyzed by their interpretation

of the grammatical clues. The L2 readers point out that a sentence is negative

and that this grammatical structure emphasizes the meaning of this sentence.

Both the L1 and L2 readers comment on the ‘usage of negation’ in the text. It

is called the 'experiential' value of a grammatical feature and gives us "a trace

of and a cue to the way in which the text producer's experience of the natural

or social world is represented" (Fairclough, 1989, p. 93). Here is a comparison of

how an L1 reader and an L2 reader interpret a sentence with ‘never’.

Ajia : …In America, the kind of family you come from should never determine your

destiny... Although the author emphasize the equality but the reality is not like that.

Mi Kyung : In America, the kind of family you come from should never determine

your destiny. Well, in this sentence, I think the 'never' emphasizes the meaning of

the sentence.

The L1 reader knows that the strong negation in the word ‘never’ indicates

the importance of equality but also this strong negation leads this reader to

rethink her interpretation. As the result, she realizes that the reality is not what

the author says it is. Like the L1 reader, the L2 reader comments on the

negation in this sentence. She indicates only her awareness of the usage of the

adverb ‘never’ in the text, but she doesn’t make use of any experiential values

attached to this grammatical feature to understand the social world represented

in the text. This example tells us that critical understanding of a text is not
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simply based on the readers’ grammatical knowledge. Rather L2 readers need to

practice in order to be aware of how the language works to represent some

ideology.

4. Resignification or Misinterpretation by the Beginning EFL Readers

The critical approach focuses on the kind of self-reflection that scholars

engage in when doing research. The data from the study gives us a chance to

rethink the validity of interpretation in CDA. According to CDA, the reading

interpretation and explanation of L2 readers become problematic whenever it can

be counted as misinterpretation or resignification. When EFL readers read a text

which is written in English it is not only readers interacting with the target

language but the interaction between the social position of the author and the

reader, between the symbolic capital of the author and the reader, and history

of the author and the reader. Therefore, EFL reading interpretation is generated

from intertextuality among the author's text and historical text and the reader’s

historical text. However, in the EFL classrooms the power differential does not

allow much space for resignification or reaccentuation on the part of the

students.

The following example is an example of a reader’s resignification of a word

that the author uses differently.

Jin Young : One of those barriers is the practice of that some colleges' rewarding

applicants because their parents went there. These 'legacy' preferences (편파)

don't reward kids based on what they've accomplished. It means that the kids

who got into unfairly evaluated not based on their capability.

She reads the word ‘preference’ as ‘unfairly’ into Korean, and she puts some

negative connotation into the word ‘preference’. It shows that the L2 reader

resignifies the meaning of some words utilizing their own intertextuality. EFL

readers’ intertextual scope and layers are much more complicated than those of

the L1 readers because EFL readers have a bigger scope of possible signifiying

to link to a sign as a bilingual. In this case, there is an issue about whether

we see the EFL readers’ signifying, which is different from that of the frist

language readers, as resignfiying or misinterpreting.
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There is other evidence that she resignifies the meaning of the world using

her own intertextual background. She is not simply interpreting the language

with new meaning but she also evaluated the author's idea based on her

interpretation, which is about the "disclosure of the number of special privilege

people".

Jin Young : As a step in that direction, I would shine a bright light on the

practice and require universities to disclose how many students they admit

with this special privilege. Well, I don't think so. If some one who already has

gotten into a school because of legacy preference and if we disclose their name they

will have a hard time while they study so we should do things that way. It is an

infringement of human right.

Her idea of ‘human right’ is not based on western ideology which the author

insists on here in this article but on the oriental perspective. Her interpretation

of ‘human right’ is for us to rethink what the real meaning of human right is.

This is how Fairclough defines critical reading. That is, the reader makes

themselves distant from the text and context and read more objectively; this

makes them see the problematic social phenomena that they have to transact.

5. EFL Readers’ Position Switching

EFL readers do not take only one position as a subject in a specific reading

situation. They not only take multiple positions for certain events but also

switch their position from time to time like a bilingual person might switch

his/her language during a conversation. EFL readers consistently change their

position from author, to ideal reader of the author, to outsider, to Korean, and

so on. As van Leeuwens (1993) points out there are two different types of

knowledge namely, inside and outside knowledge likewise, a reader’sposition can

be divided into two positions: insider and outsider. L2 readers consistently

switch between these two positions when they read a text in English. When the

readers read texts which are representations of given practices and not the

practices themselves they take both positions using participant knowledge and

outsider knowledge, respectively. A participant’s knowledge is knowing how to

do something, to act, and to react. This knowledge is tacit, implicit, and
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subjective, and it allows participants to achieve goals. An outsider’s knowledge

is knowing that a knowledge of rules and of abstract schemata can be applied

to a variety of situations but is seen as objectively the same. This is the

knowledge of a completed whole, which can be analyzed into its components

(van Leeuwens, 1993, p. 46).

L2 readers recontexualize a text when they read taking two different

positions. The readers recontextualize not only representive social practices in

their own context, but they also use logical explaining in other words, they

make explicit the ‘why’ of their representations (the use of the images of a

certain situation from the movie and other text or their own experience is one

of the legitimate strategies frequently used in reading response).

In the following response of Mi Kyung shows heavy consciousness of the

author's intention as an insider of the MR of English speaking society. She is

detached from the author and keep commenting on the author's point of view of

the events and subjects in the text. Simultaneously, she also takes away a lot

from the author. The following example of strong detachment from the author’s

idea can be seen in the following response by Sul Ki. In the text, the author

said that the government should not step in and ban the legacy preference

because of independence of the colleges.

Sul Ki: In my opinion, the government should involve itself in this policy. Without a

government order, it is hard to end legacy preference.

Not only Sul Ki but all of the Korean readers are against the idea that the

government shouldn’t ban a legacy preference; rather they all insist that the

government should control legacy although the independence of colleges would

be somewhat weakened. They are detached from the context of the text, and

they simply interpret ‘end special privilege’ from a Korean situation perspective.

Without the government’s involvement it seems hard to end it so that most of

the readers insist on the government’s involvement.
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6. Relationships between EFL Readers’ English Proficiency and

Critical Reading

Previous research by Wallace (1992) points out that L2 readers may have an

advantage in critical reading because many ESL adult students tend to have a

lot of grammatical knowledge. Therefore, it is not too difficult for them to adapt

critical discourse analysis. Also, they are not the model readers the authors of

the text expected as their possible readers. Because "they are not part of the

intended readership they are in a position to bring fresh and legitimate

interpretations to written texts" (Wallace, 1992, p. 68). Therefore, they

sometimes can see the author’s hidden ideology without paying a lot of effort

because they are already detached as EFL readers.

However, the L2 readers in the study are at the beginning level of English

proficiency. Although they pass the entrance test in English, their grammatical

proficiency is not really high. The false myth of CLT has changed the

methodology of teaching among high school teachers. They now focus more on

‘spoken English’ for communication rather than grammar for reading and

writing. This trend shows why the participants of the study don’t pay

attention to grammatical features as much as the participants of Wallace’s study

(1992).

However, the study shows that L2 readers read the text critically to some

degree although they don’t have enough proficiency in English to carry out a

proper linguistic analysis of the text. There are two reasons for this. First, L2

readers have a pretty good knowledge of the nature and general patterns of

language so that they can make use of this knowledge even though they lack

English proficiency. The other reason is due to their non-model reader’s

position. As Wallace (2003) says the beginning L2 readers in her study were in

a position to bring a fresh interpretation because they were detached from the

author and the author’s MR. The new definition of critical reading which is

defined in the literature review is not limited to finding the hidden ideology of

the author’s MR but it is expanded to include creating meaning by reflecting on

the issues in L2 readers’ MR.

Consequently, the study shows that the definition of critical reading for L2

readers should not be focused on only high awareness of linguistic knowledge
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that CDA mostly required for critical reading. Rather it could be focused on the

multiple positions that L2 readers can take with their two languages.

Critical reading for EFL learners like those in Korea has thus far not been

studied extensively. In countries like Korea critical reading is becoming

increasingly important so that students can be empowered rather than just

being indoctrinated and trained as submissive receivers of knowledge. Building

on the critical discourse analysis model of Fairclough (1992, 1995) and the work

of Wallace (1992, 2003) on critical reading practice in ESL contexts, the

researcher has examined the critical reading practices of five beginning level

university EFL readers in Korea and five first language readers of English in

the United States as they read a news editorial article written by John

Edwards. Using a combination of think aloud protocol and open ended dialogues

to collect her data, the researcher has found six interesting themes related to

the critical reading practices of these readers.

Data from the critical responses of these L1 and L2 readers show that the

beginning L2 readers have different critical reading patterns than the L1 and

advanced ESL readers. Because the beginning readers first translate the English

text into Korean there is a more complicated process of critical reading among

the L2 readers. The L2 readers use their interlanguage to analyze linguistic

clues in the text so that they show much concern for linguistic clues that don’t

lead to an explanation of the text. Rather, they make more use of metacognitive

skills about text genre and writing process than of linguistic clues. For the

interpretation and explanation of the text they consistently switch their position

from the MR of English speakers to the MR of Korean speakers. Through the

process of intertwining the two MRs the L2 readers create critical meanings.

The findings of the study have significant implications which point to a

need to redefine the critical reading of CDA theories for L2 readers.

Interdisciplinary research in CDA and education has been done with L1 students

so that the definition of critical reading is limited. However, the study shows

the difference between the critical reading practice patterns of L2 and L1
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readers. So it might point out a direction for extending the definition and scope

of the research on interdisciplinary relationship between CDA and foreign

language education.

This study also has implications for EFL educators such as those in Korea

that we shouldn’t overlook the hidden critical reading practice of L2 readers. If

we analyze just the surface level of these readers’ responses which is the L2

readers’ translation we only see their mistakes but never have concerns for

their critical interpretation and explanation which empowers them by discovering

or making a connection between knowledge from a text and from their own

lives. However, this has been overlooked so that beginning EFL readers are

often marginalized as readers and writers: their goals in interacting with written

texts are perceived to be primarily those of language learners who are deprived

of opportunities to engage in meaningful discourses and actions to better their

own and others’ lives.

Ignorance of the multi-dimensions of reading practice causes the situation to

become one of habitus for EFL learners in failing to take the first language

speaker’s position. EFL students are often concerned only with getting

corrections of their English errors and not having their voices heard, so they

just go with the flow, not expecting anything else. This situation reinforces

what Bourdieu (1980) calls the quasi-magical complicity between teachers and

learners which results in the reproduction of cultural and linguistic imperialism.

Therefore, there is now a call for EFL learners to attempt to break out from

their habitus. A critical approach to reading instruction as a new orientation for

EFL education in Korea could not only change the above habitus but also

students could have opportunities to engage in meaningful discourses and take

actions to better their own and other people’s lives. Although the study can not

be generalized for all of EFL readers, this can help them to begin to reverse

the perpetuation of western ideology through English education but rather

empower them to seek a truly 'global' world. Futhermore, there needs to be

great efforts to reform the curricula and teacher education programs to empower

the students.
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APPENDIX

End special privilege By John Edwards

In America, the kind of family you come from should never determine your

destiny.

My parents worked in mills and did not have much money. But because of

their hard work and good public schools, I was able to become the first person

in my family to go to college. I've lived a life I never dreamed that I'd have.

All children in America should have the same opportunities－wherever they

come from or whatever their backgrounds. As Americans, we have a

responsibility to break down all of the barriers that stand in the way of that

ideal.

One of those barriers is some colleges' practice of rewarding applicants

because their parents went there. These “legacy” preferences don't reward kids

based on what they've accomplished. They don't encourage diversity in the

classroom or address discrimination the way affirmative action does. Legacy

preferences reward students who already had the most advantages to begin

with.

The more students are admitted because a parent went to a college, the

less room is left for kids whose parents never went to college at all. These

policies are something out of an aristocracy, not our democracy.

It's true that legacy students often are extremely qualified and add a

tremendous amount to their schools. Those kids can be admitted without any

preferences, and they should be. Some people say colleges couldn't raise money

without legacy preferences, but I don't think that's true.
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At the end of the day, this isn't about money. It's about right and wrong.

The government shouldn't just step in and ban legacy preferences. Colleges'

independence is important. But I think we should encourage schools to do the

right thing and get rid of these policies.

As a step in that direction, I would shine a bright light on the practice and

require universities to disclose how many students they admit with this special

privilege.

Equal opportunity is the birthright of every American. Legacy preferences

get in the way. It's time for them to go.

Sen. John Edwards, D-N.C., is running for the Democratic nomination for

president.
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