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ABSTRACT
In this article, we report on a series of professional development (PD) workshops, focusing on its design and emerging ‘grammars’ 
of power and racialisation that serve as a toolkit for schools. Bringing together scholarship in critical literacies, antiracist edu-
cation, and racial semiotics, we conduct a critical socio-material analysis of the discursive co-design process and provide a thick 
description. Thus, we explore how our own collaborative work in the series of PD workshops cohered and became instantiated 
in text: writing and drawing on chart paper, taking notes on post-its and (re)arranging them, annotating visual and literary texts 
and so on. We argue that these discursive productions come to represent the fixing of ideas, negotiated conceptualisations, and 
emerging collective understanding in context—and, importantly, in the language/expressions of those present in this space—
that bring critical literacies and antiracist education together in more substantial and contextually relevant ways. We then offer 
our emerging ‘grammars’ of power and racialisation as a toolkit for forging an antiracist English and literacy education. Finally, 
we conclude by recognising critical alliances, underpinned by shared commitments across various lines of difference, as signifi-
cantly enhancing PD and the advancement of critical literacies for antiracist futures.

1   |   Introduction

I think critical literacies offer a crucial tool for 
embedding anti-racist education in Scotland by 
empowering teachers and learners to deconstruct 
dominant narratives, interrogate power structures 
within texts and society, and actively challenge 
systemic racism through informed action and 
advocacy. (reflection: Catriona, local authority lead 
and educator—White, Female)

This is a hopeful, even bold, synopsis of a short series of pro-
fessional development (PD) workshops for the co-design of an 
antiracist English and Literacy Education in Scotland. Indeed, 
over the last decade, the Scottish educational landscape (policy, 

practice, educational resources and national frameworks) has 
steadily raised antiracism and race equality as key priori-
ties. Social justice as a ‘professional value’ in the Standard for 
Provisional Registration (GTCS 2021) for preservice teachers, 
the National Framework for Anti-Racism in Initial Teacher 
Education (SCDE 2023) was released, and Education Scotland 
(Scotland's devolved, governmental department of education) 
has funded the Building Racial Literacy programme for a num-
ber of years.

In this article, we report on a series of Professional Development 
(PD) workshops, focusing on its design and emerging ‘gram-
mars’ of power and racialisation that serve as a toolkit for 
crafting and doing antiracist English and literacy education 
in schools. We therefore attend to the aforementioned gap by 
exploring the discursive co-design of an antiracist English 
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and literacy education that involved the collaborative efforts 
of the authors (a scholar activist, an educator activist and two 
colleagues working for a development education centre (i.e., 
‘dec’), respectively) through a global citizenship education 
lens alongside teachers (some of whom work at local author-
ity/regional level).

Specifically, Navan (he/they) is a (gender)queer identifying 
South Asian (Tamil) senior lecturer and scholar-activist who 
is originally from South Africa and who now works and lives 
in Scotland (with UK citizenship). Their interdisciplinary work 
in applied language and literacy studies seeks to bridge critical, 
queer and decolonial theories with practice, underpinned by an 
interest in furthering equity and social justice. Titilayo (they/
them) is a light-skinned Black European queer person with 
an MSc in Social Sciences based in Scotland who works as a 
creative and social justice educator and community facilitator 
across creative sectors and age groups. Charlotte (she/her) is a 
White UK-born, cisgender middle-class woman who holds a BA 
in English and a PGCE in secondary education and is the direc-
tor of an education third sector organisation focused on teacher 
education around Global Citizenship and Anti-racist Education. 
As a White, able-bodied, straight woman, she acknowledges the 
systems and structures, which afford her unearned privilege. 
As such, she is committed to improving her understanding and 
practice around antiracism and decolonising perspectives and 
listening to people with lived experiences other than her own. 
In addition, Jennifer (she/her) is a White, middle-class cisgen-
der female who was born and currently lives in Scotland with 
her husband and 2 children. She is a global education advisor 
and resource development lead for the third sector organisation-
Scotdec. She holds an MA in French Literature and Language 
and a PGCE in primary education. She is committed to learning 
and working in spaces, which develop empathy and provide new 
perspectives on our place in the world as global citizens. She is 
aware of her unearned privilege as a White, English-speaking, 
able-bodied educator and continues to deepen her learning in 
antiracist practice through reading, research and working and 
learning with others. Having worked together in various com-
binations and on various other projects, we have established a 
shared commitment to intersectional social justice education 
and PD.

We work specifically at the intersection of critical literacies (CL) 
and antiracist education. Located in a larger antiracist education 
project funded by the Scottish Government, our aim was to sup-
port the development of educational resources for English and 
literacy teachers (primary to secondary) across Scotland.1 The 
framework and resources are not exhaustive in their topic cov-
erage but are intended as a suite of classroom-ready materials 
that might also be a springboard for teachers to adapt and design 
their own curriculum content through a critical racial literacies 
(CRL) lens and pedagogical approach.

By paying attention to discursive co-design, we are able to un-
derstand how our own collaborative work in the series of PD 
workshops cohered and became instantiated in text: writing and 
drawing on chart paper, taking notes on post-its and (re)arrang-
ing them, annotating visual and literary texts and so on. These 
discursive productions (texts) come to represent the fixing of 
ideas, negotiated conceptualisations and emerging collective 

understanding in context—and, importantly, in the language/
expressions of those present in this space (Iyer 2007). It is im-
portant to note that the data we present here are informed by 
dialogue, our particular arrangement of positionalities, and (as it 
emerged explicitly in the data) our shared commitment to mobil-
ising antiracism in English and literacy education through CL.

2   |   Theoretical Rationale

2.1   |   Critical Literacies: Principles, Pedagogical 
Frameworks and Text Analysis

From its Freirean roots, CL can be understood as the social se-
miotic arm of critical pedagogy. It is an orientation to literacy 
education that promotes keen engagement with multimodal 
sign systems (including language, sound, image, movement, 
space, time, texture and so on) and their relationships with 
power, identity and ideology (Janks 2010; Vasquez et al. 2019; 
Bishop 2023; Paul 2022). Although conventionally considered as 
an approach to evaluating texts (their authorship and contexts 
of production) for mis-, dis- and mal-information, CL is also an 
expansive pedagogical approach with evolving social practices 
for understanding how texts (are made to) work to reproduce, 
challenge, disrupt or transform social norms and power re-
lations. As a result, it is simultaneously a theory and practice 
(i.e., praxis) underpinned by a desire for equity, reparative social 
justice and increased critical consciousness amongst learners of 
all age groups. CL thus works from the following assumptions 
(Janks 2010; Janks et al. 2013; Mendelowitz and Govender 2024):

1.	 Texts are positioned and positioning—texts are de-
signed as a result of a set of social semiotic choices (made 
knowingly or unknowingly) by a person or people with cer-
tain social, cultural, political interests and social purposes

2.	 Texts, their production and consumption, are situ-
ated—meaning is made both in the production and recep-
tion of texts, and this is influenced by when, where, how 
and why we approach a text

3.	 Texts are political—they can, as a result of their design 
and/or use, reproduce, maintain, challenge, disrupt or 
transform social norms and narratives.

These are not exhaustive but are key acknowledgements of 
the role and sociopolitical function of texts from which the PD 
workshops were designed.

To bring these broader principles into practical use, we draw 
on Lewison, Flint and van Sluys' (2002) four dimension of CL 
pedagogy: (1) disrupting the commonplace, (2) interrogating 
multiple viewpoints, (3) focusing on socio-political issues and 
(4) taking action and promoting social justice. As a frame, these 
four dimensions offer CL practitioners a set of ‘pedagogical 
moves’ that need to be made during a unit of work in order to 
foster CL practice. That is, they are not sequential, but teachers 
may navigate these moves in complex ways when facilitating 
learners' interactions with curricular texts. Indeed, CL is nec-
essarily a chameleon pedagogy (Ferreira 2019) that needs to 
be designed and fostered in context (Mendelowitzet al. 2025). 
These moves, in practice, may look, feel, sound differently 
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depending on the text(s) teachers and learners work with, the 
social issues identified and explored (or not), the perspectives 
of those in the room (and those missing) and the choices made 
throughout. For the PD workshops, we selected this frame-
work for its accessibility, noting that other frameworks for de-
signing and doing CLs exist.

At the text level, Luke and Freebody's  (1999) Four resources 
model becomes a useful means for exposing the key compo-
nents of close reading. They outline the following four key 
dimensions: (1) decoding (i.e., textual features), (2) text par-
ticipant (i.e., comprehension and cognitive competence), (3) 
text user (i.e., social functions) and (4) text analyst (i.e., so-
cial awareness) (Govender et al. 2024). While this model does 
not include social action and/or civic participation explicitly, 
when used in conjunction with Lewison et al.  (2002), it pro-
vides a foundation for generating critically informed and 
socially transformative (re)actions to the social issues and 
ideologies instantiated in the texts being worked with. We 
thus draw on scholarship on (re)design as the transforma-
tive dimension of critical literacy practice (Janks et al. 2013; 
Govender et al. 2024; Mendelowitz et al. 2025). Importantly, 
Luke and Freebody's (1999) model is also nonlinear, meaning 
that teachers must again apply it to their context to develop 
literacy activities and practices that help learners navigate all 
four dimensions (see also Luke 2017). Together, the model can 
be used to encourage learners to make connections between 
the textual minutia of discursive design (i.e., grammatical, 
figurative linguistic and/or multimodal design features), the 
possible whole meaning(s) this composition produces with/
for different audiences (i.e., comprehension), its possible uses 
in sociocultural and political interactions (i.e., genre) and its 
consequences for those people and communities it does and 
does not represent (i.e., socio-political function).

2.2   |   Antiracist Education: Towards an 
Intersectional Critical Racial Literacies

Critical literacy is necessarily eclectic and depends on re-
search, theory, activism and art produced by particular social 
movements. Focusing on ‘criticality’ too broadly risks glossing 
over the nuances of how texts (as assemblages of different sign 
systems, social processes, perspectives, etc.) construct partic-
ular relations of power and identity. In this study, we pay atten-
tion to race (in)equalities by drawing on antiracist education 
(Brown 2017; Rogers and Mosley 2006; Villenas 2019).

With its roots in both critical race theory (CRT) and anti-
racist activism, antiracist education provides a pedagogical 
frame and vocabulary for identifying, discussing, investi-
gating and counter-storying racism and white supremacy as 
they surface in texts, language practices and everyday in-
teractions and reactions (Ladson-Billings and Tate  1995; 
Ladson-Billings  2021). That is, race is socially constructed 
and operationalised through racialising discourses, meaning 
that people, practices, objects, spaces, places, feelings, per-
formances and so on, are ‘made racial subjects’ through their 
particular configurations and the lens used to perceive them 
(Brown et  al.  2020). Thus, ‘Racially literate educators probe 
the existence of racism and examine the effects of the social 

construction of race (and other intersecting constructs) within 
the institutionalized systems that affect their own and their 
students' experiences and representation in society’ (Sealey-
Ruiz 2021, 285).

We therefore follow Chávez-Moreno's  (2022) acknowledge-
ment that racializing discourses manifest along a continuum: 
from hegemonic racial literacy (e.g., how whiteness and co-
loniality are constructed and white supremacy is operation-
alised) to counter-hegemonic racial literacy (e.g., counter 
storying and antiracism). This is to say that it confronts and 
questions the ideological production of race that serve the 
broad range of racisms (including anti-Black racism, misog-
ynoir, etc.), antiracism (including abolition movements) and 
assumed norms (including Whiteness and coloniality). From 
this perspective, we (along with our participants) consider 
how race is produced across a range of everyday texts and 
circumstances, not only as overt expressions of racism in/
through representation. We therefore argue that critical racial 
literacy (CRL) is an always unfinished process of learning to 
recognise the social and political (i.e., situated) (re)production 
of race with the aim to dismantle it as a social and material 
system of uneven power relations. It is important to acknowl-
edge that CRL is also only one means to attend to wider sys-
temic issue of race inequalities (Laughter et al. 2023), but one 
that can support critical-racial consciousness of the everyday 
and antiracist action (Chávez-Moreno 2022).

As a pedagogical approach, we agree that ‘racial literacy is 
contextual rather than universal [which] emphasizes the re-
lationship between race and power; and while racial literacy 
never loses sight of race, it does not focus exclusively on race’ 
(Laughter et al. 2023, 77). Thus, like CL, CRL is both a way 
of being and doing (Vasquez et al. 2019) that is situated in the 
lives and contexts of those who enact it. Attention is given 
to connecting the nuances of discursive (or text) design and 
meaning-making practices with that of the social function of 
texts and the politics of race, racism and antiracism in context 
(Mendelowitz and Govender 2024; McLean et al. 2021; Rogers 
and Mosley 2006; Saleh 2025; Cushing and Carter 2022). For 
instance, what are those textual markers (word choices, con-
notations, images, etc.) that produce some bodies and objects 
as racialised and others as not (or as racialised as White)? How 
might racial ideologies such as whiteness, white supremacy 
and coloniality be exposed, but also Black joy and counter-
storying, and decoloniality be made tangible? In this study, 
we seek to build on this growing research body by considering 
teachers' CRL in Scotland as they, with us, co-design an anti-
racist English education.

3   |   Context

Our work aligns with national priorities related to social jus-
tice and inclusion in Scottish education, particularly as they 
contribute to building teachers' capacities and confidence to 
meet these priorities through targeted PD. Specifically, the 
Scottish Government's (2021) Race Equality and Anti-Racism 
in Education Programme (REAREP, now known as AREP) is 
comprised of the following four core subgroups: (a) curricu-
lum reform, (b) racism and racist incidents, (c) diversity in the 
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teaching profession and education workforce and (d) educa-
tion leadership and professional learning. The PD workshops 
are thus aligned with the curriculum reform strand (which we 
also see as entangled in the development of critical pedagogical 
approaches) through the PD opportunities strand (which we ex-
plore as critical sites of collaboration between researchers, activ-
ists, educators and professional associations).

4   |   Methodology: Co-Design, Redesign and Critical 
Analysis

Co-design, as a collaborative pedagogy and research method 
(Wardak et  al.  2024; Zamenopoulos and Alexiou  2018), was 
adapted for the design and implementation of the PD work-
shops. Certain contextual constraints required that co-design 
be adapted rather than employed fully, including a limited time 
period for the PD workshops (i.e., 3× 2-h workshops) as well 
as the limited time and resources afforded to the participat-
ing teachers to attend and engage with the workshops. For in-
stance, all the teachers involved were in full-time employment 
and with a range of personal commitments and circumstances. 
The workshops were therefore held after school hours and at 
a ‘central’ location (Glasgow city centre) to help increase ac-
cessibility. Scotdec (Charlotte and Jennifer) subsidised teach-
ers' travel. However, the teachers still volunteered their time, 
energy and labour, as well as emotional and intellectual re-
sources. It is important to recognise that, under these condi-
tions, we asked a lot from each other and that depending on 
people's commitment to social justice alone is not sustainable. 
Instead, increased investment in strategic teacher education 
and PD is required.

In total, 14 participants joined the workshops, the majority of 
whom had previously completed the Building Racial Literacy 
(BRL) programme (Education Scotland, see https://​educa​tion.​
gov.​scot/​profe​ssion​al-​learn​ing/​profe​ssion​al-​learn​ing-​progr​
ammes​-​webin​ars-​and-​events/​progr​ammes/​​build​ing-​racia​
l-​liter​acy/​). This programme has been ‘co-constructed with 
a wide range of partners, including education practitioners 
and stakeholders on the Scottish Government Anti-Racism in 
Education Programme (AREP)’ (Scottish Government 2021, 
n.p.). Therefore, over and above in-service teacher experience, 
participants also entered the workshops with previous PD in an-
tiracist education.

The workshops were structured as follows:

The PD workshops, supported by materials co-designed by 
Navan and Titilayo using the wider project briefing from 
Charlotte and Jennifer, were structured and sequenced to 
allow all participants to explore and grow understandings 
of CRL as both pedagogical approach and practice. The PD 
workshops were therefore underpinned by two exploratory 
questions:

1.	 Critical literacy: How is language (and other modes of com-
munication) used to construct different relations of power?

2.	 Anti-racist education: How are race, culture and ethnicity 
constructed through texts?

These questions focussed our attention on the ways in which 
language (and other modes) is used to operationalise raciali-
sation as a social, cultural and political process through/with 
texts. Set within the three-part PD workshops, we were able 
to maintain two core, parallel concerns: (a) developing (peda-
gogical) content knowledge of CL and antiracist education in 
the language or register by those present, and (b) the practice-
based applications of an emergent CRL situated in the Scottish 
context. In this article, we report on the co-design of the PD 
workshops and the emerging ‘grammars’ of power and racial-
isation produced by participants' enactments of CRL. Future 
publications will report on how particular teaching strategies 
were generated from participants' critical analysis of texts and 
discourses.

To reach these themes, we conducted a critical socio-material 
analysis of the following three main data sets:

a.	 Reflective notes on the design and implementation of the 
PD workshops,

b.	 The texts collected and co-created during workshops by 
the workshop participants, and

c.	 Workshop evaluations that elicited participants' reflections 
and experiences.

Following Zamenopoulos and Alexiou  (2018, 11), we under-
stand co-design as a complex ‘socio-material assembly’ of 
people, objects, texts, ideas, histories, perspectives, experi-
ences, knowledge and so on. Assembled in a particular place 
and time (i.e., set within a series of PD workshops in a uni-
versity seminar room, located in Glasgow), we (people, texts 
and objects alike) are supported by a shared commitment to 
(a) understanding the intersection of CL and antiracist edu-
cation as it applies to Scottish English and literacy education, 
(b) the (co-)design of a framework and set of resources for 
national distribution, where Scotdec was commissioned by 
Scottish Government for production and (c) varying personal-
professional investments in contributing towards a critical, 
antiracist and social justice oriented future for Scottish educa-
tion more broadly. That is, ‘people come together to conceptu-
ally develop and create things that respond to certain matters 
of concern and create a (better) future reality’ (Zamenopoulos 
and Alexiou 2018, 12). In this context, a critical socio-material 
analysis thus involved the authors conducting close readings 
of the data sets (separately), discussing and negotiating mean-
ings (together) to determine prominent and justifiable themes 
and measuring the themes against existing research and the-
ory. Such analysis is ‘critical’ in its attention to power and 
identity, ‘social’ in its attention to the collaborative production 
and interpretation of the data, and ‘material’ in its attention 
to discourse as being entangled with the bodies, texts, mean-
ings and spaces involved at the time of the study. Together, our 
analysis traces how CRL is (re)imagined in/through collabo-
rative action in context.

5   |   The Workshops

In this section, we provide a detailed critical socio-material ac-
count of the (co-)design of the PD workshop series, organised by 
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workshop (Table 1)—outlining the situated co-design of CRL in 
action.

5.1   |   Workshop 1: Framing

In the first PD workshop, we sought to establish a shared set of 
assumptions from which we could build. To do this, we covered 
the following three main activities: (1) establishing conversation 
guidelines, (2) drafting positionality statements and (3) generat-
ing initial ideas of power and racialisation through active and 
critical text analysis. Firstly, we used an example of conversa-
tion guidelines (Figure  1) from The Anti-Racist Educator (see 
https://​www.​thean​tirac​isted​ucator.​com/​). Navan and Titilayo 
were members and contributed towards developing these guide-
lines using critical race theory.

Importantly, following co-design principles, participants were 
asked to reflect on and respond to these guidelines (Santana 
et  al.  2023). The following were added/refined with collective 
agreement and then used in PD workshops 2 and 3 (Figure 1): 

•	 No ‘wrong’ questions,

•	 Time to digest, reflect, and work towards practical next 
steps,

•	 Name the issue—brave(r), safe(r) space,

•	 Intentional listening—listening to learn, listening to 
understand,

•	 Excited to be exploring these ideas together, and

•	 Having shared understanding and commitment.

Participants reflected on (and where comfortable, shared) their 
own positionality statements using the following prompt:

What are the social positions and identities that frame the way 
you perceive and experience the wor(l)d?

1.	 Make a short list/mind map.

2.	 For every ‘item,’ note its link to power and meaning-making.

The prompt was accompanied by Navan's positionality state-
ment (Govender 2026) demonstration of their willingness to be 
vulnerable in this space. While participants were not required to 
share or to record their statements, those who did share pointed 
to race, class and gender as particularly significant social issues 
that affected their experiences in education. For example, one 
teacher participant spoke evocatively about their own experi-
ences of class and how this resonated particularly with Navan's 
use of ‘currently’ when referring to their class status. The pre-
carity of economic stability came to the fore, anchored by our 
discussions about identity and power. Importantly, vulnerability 
and the recognition of the temporality of social class became a 
powerful tool for critical antiracism when explicitly anchored 
to a commitment to solidarity-building (Liu and Shange 2018; 
Mendelowitz et  al. 2025; Zembylas 2025), particularly where 
class, race and gender came to bear on claiming our identities and 
understanding our partialities. That is, our thought is shaped by 
where it comes from, which includes our bodies, histories, age-
ographies, traditions and more (Ahmed 2006; Zembylas 2025) 
to ‘allow recognition of ideas about the sources of interlocking 
oppressions, highlighting education scholars' roles in repro-
ducing power inequities in knowledge production’ (Boveda and 
Annamma  2023, 311). Explicit engagement with positionality 
becomes particularly critical in the context of Scottish education 
where the education workforce remains predominantly White 
(Arshad 2022).

Finally, Authors 1 and 2 facilitated the critical analysis of a 2011 
Nivea advertisement (Figure  2)2 using our core underpinning 
questions: How is language used to construct different relations 
of power? And, how are race, culture and ethnicity constructed 
through texts?

Navan and Titilayo selected this advertisement because of its 
controversy and its explicitly racist design (Shankar  2022). 
Within the short timeframe, the desire to mobilise partici-
pants' engagement quickly and the desire for text-power con-
nections to be tangibly apparent, we opted for a provocative 
text. In the context of this choice (which we acknowledge 
participants were not part of), our own preceding pedagogical 
moves to co-establish conversation guidelines and position-
ality were paramount in ‘disrupting the commonplace’ and 

TABLE 1    |    Professional development workshop outline.

Workshop Aims

1: Framing •	 To explore a selection of key principles of two overarching educational approaches, critical literacies and 
antiracist education (hereafter conceptualised as critical racial literacies/CRL).

•	 To understand how they differed as well as identify how they overlap. This informed and was further 
developed in workshops 2 and 3.

2: Pedagogy •	 To bring the broader principles from workshop 1 into clearer focus by considering how CRL could be used 
to scaffold in-class learning and the design of question chains.

•	 To capture the metalanguage of race and power that we use to identify, name and interrogate social issues 
in texts.

3: Action •	 To consider the role of social action and civic participation in CRL pedagogies, where ‘social action’ involves 
community-based and activist-type work and ‘civic participation’ involves learning about and using 
democratic processes to effect change in local context(s).

•	 To generate ideas about what ‘action’ might look like in relation to the selection of texts used in these 
workshops.
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6 of 14 Literacy, 2026

supporting dialogue across ‘multiple perspectives’ (Lewison 
et al. 2002) with care.

Participants initially worked on their own or self-selected 
pairs to discuss and annotate the adverts (each person had 
an A3 colour print-out) before a whole-group discussion. 
Participants' annotated adverts were then collected and con-
solidated as a resource for PD workshop 2 (Figure  2). This 
advert was then compared to others in the same marketing 
series to foster intertextual analysis, as well as examples of 
more racially affirming texts (including Matthew A. Cherry's 
(2019) Hair Love, Ibtihaj Muhammad's (2020) The Proudest 
Blue, Christian Trimmer's (2023) The Good Hair Day, Charley 
Locke's (2022) article in the New York Times on children's en-
gagement with school hair policies, a Black Like Me cosmetics 
advert and the poster for Chris Rock's (2009) documentary 
entitled Good Hair)—as a means to explore ‘multiple perspec-
tives’ (Lewison et al. 2002) attuned to the construction of race 
and power that spans violence and affirmation (Cushing and 

Govender 2024; Chávez-Moreno 2022). These provided exam-
ples of positive representations of race and ethnicity as well 
as useful examples of critical responses to racism that might 
inspire intersectional CRL practice beyond the text.

It is in this activity that the initial components of the ‘grammars’ 
of power (associated with CL) and racialisation (associated with 
antiracist education) began to emerge (see Table 2). Importantly, 
participants worked together to identify how (1) explicit features 
of the text worked to produce race and the model as racialised 
and (2) how more subtle and interconnected textual features ex-
posed how gender markers, for instance, upheld that racialisa-
tion. Altogether, participants developed a keener understanding 
of how the advert not only used hair to mark race (and, by ex-
tension, ‘civility’), but also how it produced tropes of Black men 
in particular by incorporating markers of masculinity (includ-
ing clothing, font, the use of blue and grey hues, straight lines 
and squares and a concrete parking lot setting). Furthermore, 
textual features could be attributed to the text's genre (i.e., as 

FIGURE 1    |    (a) Conversation guidelines. (b) Conversation guidelines—participants' additions.
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7 of 14Literacy, 2026

an advertisement) and purpose in marketing a product and life-
style/image (logo and slogan). Race was thus being produced 
in a very particular way in, through and with other intersec-
tional discourses of gender, capitalism and commercialisation 
and through a White, colonial gaze (Drew 1998; Solomos 2014; 
Snyder 2015).

As Catriona (White, Female) noted, ‘What stood out most was 
the power of deconstructing texts, like the advert we analysed 
in session one. I was genuinely shocked by the embedded ra-
cial prejudice that became apparent through critical analysis.’ 
Furthermore, collaborative critical analysis of the text took us 
‘beyond the confines of how texts are often used in my subject’ 
(Layla—Person of Colour, Female) towards discussions about 
the selection of textual features, the production of the advertise-
ment and the ideological assumptions of iteness and coloniality 
that underpin them. That is, text-society-ideology connections 
became clearer through a CRL lens (see Section 6, below).

5.2   |   Workshop 2: Pedagogy

PD workshop 2 sought to focus on language and literacy 
pedagogical practice using an adapted version of Luke and 
Freebody's (1999) four resources model (Figure 3):

In this adapted version, we simplified the core questions asso-
ciate with each of the ‘roles’ of a reader/viewer/writer/text de-
signer as a means to enhance accessibility within the workshop's 
time constraints. Using this model, participants worked in pairs/
small groups to read, discuss and annotate printed copies of the 
following Scottish poems: (1) Liz Lochhead's (2003) Kidspoem/
Bairnsang3 or (2) Jeda Pearl's (2024) I Was Born. Lochhead's 
poem is recognisable within English and literacy education in 
Scotland (particularly regarding Scots Language). Pearl is a con-
temporary poet and member of the Scottish BPoC (Black and 
People of Colour) Writers' Network. Navan and Titilayo selected 
these poems because of their contextual and cultural relevance, 

FIGURE 2    |    (a) Nivea (2011) Advert, Esquire Magazine. (b) Nivea (2011) advertisement with composite annotations.
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8 of 14 Literacy, 2026

as well as their presentation of intersectional complexity. Our 
(Navan and Titilayo) own text selection thus ‘disrupted the com-
monplace’ (Lewison et al. 2002), exposing how racialisation oc-
curs even when we do not pay attention (Chávez-Moreno 2022). 
For instance, Matthew (White, Male) noted ‘Texts that I would 
never have considered as being relevant to anti-racist education, 
such as the Liz Lockhead poem. This makes me think I should 
be reconsidering more texts’—particularly where this exposes 
how (counter) hegemonic constructions of race surface not only 
in texts (and their design) but also in the practices of reading 
those texts. That is, when might we bring (anti)racism to the 
texts we encounter in the English and literacy curriculum?

For example, Lochhead's poem supported vivid discussions 
about multilingualism in participants' small groups. Navan's re-
flections noted how English additional language (ELA) learners 
seemed to be racialised and were constructed through a deficit 
model in one group despite participants identifying the poem's 
explicit theme of linguistic prejudice. However, this also seemed 
to present an opportunity to question ‘who was the main char-
acter of the poem?’ and, therefore, ‘who did we imagine?’ That 
is, were we prone to imagining the child in Lochhead's poem as 
White? And, when we speak about multilingual young people 
in Scotland, are we more likely to imagine them as People of 
Colour? When does ELA become a proxy for race?

With these complexities in mind, Navan and Titilayo then 
asked participants to turn their discussions and annotations 
into ‘question chains’ using the four resources model as a 
guide (Luke and Freebody  1999; Govender 2019). The aim 
was to develop a bank of questions that traverses all four 
‘roles.’ Participants experimented with generating and se-
quencing questions to promote critically (and racially) literate 

meaning-making and close reading across decoding, genre, 
comprehension and socio-political analysis attuned to inter-
sectional antiracism.

5.3   |   Workshop 3: Action

PD workshop 3 focussed on (re)design in the following three for-
mations: (1) textual redesign, (2) civic participation (following 
democratic processes to engage with social issues in local con-
texts), and/or (3) social action (as youth activism within and/or 
beyond the school context). Importantly, focussing on (re)design 
sought to highlight the need for CRL to move beyond textual 
analysis and critique (Mendelowitz and Govender 2024; Janks 
et al. 2013; Paul 2022).

The core activity therefore involved generating ideas for (re)de-
sign by building onto the work we had done in the previous two 
workshops, returning to the three texts (Nivea, Lochhead and 
Pearl) (Figure 4).

Using the guiding questions in Figure 4, participants needed 
to bridge the content of the texts they worked with, the prac-
tices of analysing those texts and the context within which 
this literacy work takes place (i.e., Scottish education) to 
imagine possibilities for contextually and culturally relevant 
social action. Our different experiences, networks, knowledge 
and membership of different local and national communi-
ties and so on, all served to inform what became imaginable. 
Indeed, a hubbub of discussion and writing could be seen as 
participants imagined these conditions of possibility within 
their own contexts. This, like the other activities, flowed 
with a desire for social change and visions of learners as 

FIGURE 3    |    Four resources model.
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9 of 14Literacy, 2026

change-makers (Comber and Kamler 2006). For instance, par-
ticipants noted possibilities for connecting and collaborating 
with local organisations or publishing learners' written work 
(such as poetry) for audiences in their wider community (such 
as school peers or parent groups). Some discussed engaging 
with institutional texts, such as school policies or assemblies. 
Three key ideas about (re)design emerged from this activity:

•	 Where possible, (re)design should move beyond in-class 
work and the literal reconstruction of the texts that have 
been analysed by learners. It is crucial to understand rede-
sign in its various forms and the different kinds of impact it 
can have, including if the learner who led the work has been 
able to build a deeper understanding, or approach or view 
the social issue differently for themselves.

•	 Involves community engagement and/or publishing to a 
wider, authentic audience.

•	 Can involve research practices (i.e., developing surveys, pe-
titions, interviews and other types of data gathering)

In the next section, we explore participants' co-design of an an-
tiracist English and literacy education for the Scottish context 
by attending to the ‘grammars of power and racialisation’ that 
emerged from our collective work.

6   |   The ‘Grammars’ of Power and Racialisation

Table  2 represents the consolidated textual/discursive fea-
tures identified through critical text analysis and supported 
by participants' open dialogue—initiated in workshop 1 and 

then developed in workshops 2 and 3. These ‘grammars’ are 
interlocked (Govender et  al. 2024) and serve as a metalan-
guage for identifying and naming the textual features that 
contribute to constructing intersecting relations of power and 
race/ethnicity through/in (multimodal) texts. In this context, 
power refers to the broader inclusion/exclusion and valua-
tion of some identities and ideas over others (Paul 2022; Hill 
Collins  2019). Racialisation is used as the process by which 
race is constructed—thus producing some bodies as racial-
ised over others. This recognises race as a social phenomenon 
and construct that is (in part) produced discursively and ideo-
logically to create racialised identities and inequitable social 
realities.

We also use ‘grammar’ as a stand-in for the broader social se-
miotic technologies (language and other modes) that can be 
used to (re)produce relations of racialised power in/through 
texts. Following scholars such as Bonilla-Silva (2011), we build 
on their concept of a racial grammar by collating and coalesc-
ing participants' collective expressions as they were articulated 
throughout the PD workshops and imprinted as annotations on 
texts, written on post-it notes and captured in our (the authors') 
written reflections on spoken discussions. Thus, we offer a more 
nuanced and contextually situated grammar that ‘operates in 
tandem with broader social structures’ (Bell and Busey  2021, 
34), across hegemonic and counter-hegemonic racial litera-
cies (Chávez-Moreno  2022; Laughter et  al.  2023) and violent-
affirming affects (Cushing and Govender 2024). The emerging 
grammar is thus a practical toolkit for critical text analysis at-
tuned to antiracism that surfaced through the language use and 
collaborative effort of participants (including the authors) in this 
particular context.

FIGURE 4    |    (Re)design model.
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10 of 14 Literacy, 2026

TABLE 2    |    The co-designed ‘grammars’ of power and racialisation.

The grammar of power The grammar of racialisation

Diction/word 
choice

This involves questioning the 
connotations and denotations 

of words, word-parts, narrative 
tone and voice, as well as phrases 

selected by the text designer.

Diction/word choice

This refers to how the colonial history 
of certain words and/or phrases 
carry through to the present day.

Composition The role of layout, colour (in 
visual texts), font, sequencing 
and reading path in creating a 
line of reasoning or narrative.

Identity markers Images (or imagery created through 
descriptive language) that use bodies, 

hair, clothing, action, skin colour, gaze 
and direction to create or reinforce 
racial stereotypes and assumptions.

Theme/issue How the elements of a text hold 
together to create an impression or 

‘whole text meaning.’ A text can 
have multiple (often interlocked) 

main messages that it communicates. 
To determine a theme, one must 
look for cohesion and coherence 

of meaning across the textual 
features (e.g., a pattern in the word 
choice, colour or use of pronouns).

Narrative What is the social story that this text (re)
produces? How? Narrative refers both to 

narrative features of a text (i.e., story-telling, 
argument and line of reasoning) and the 
features of social narratives (i.e., racial 

tropes, assumptions and prejudices, etc.).

Genre What is the purpose of a text (what 
work is it designed to do)? And, 

how is this related to an intended 
audience? What assumptions 
are made about the audience?

Intersectionality How is the construction of race in the text 
caught up in the construction of other social 
identities and issues? What are some of the 

new realities and how do they transpire 
when two or more social identity categories 

shape an experience/specific situation?

Processes of 
production

How did this text come to be? 
Who do you think designed it, 
and what might it look like if 

different people had designed it?

Processes of production What identities do you think the text 
designers hold? How is this possibly 
evidenced in the text? What identity 

positionings do you hold that enables you 
to discern this? Who might have designed 

this differently and/or pre-empted the 
issues you notice in this text? What 

does this say about the significance of 
who gets to design texts like this? What 

other shapes might this have taken?

Intertextuality Are the patterns and representations 
in this text ‘new’ or do they resemble 

other texts you have seen?

Intertextuality How do the connections and patterns 
across texts contribute to the construction 

of a larger, social narrative? How do the 
connections and patterns construct the 
very social identity categories through 
which we experience life today? When, 

and how often, are violent representations 
disrupted by affirming representations/

counter representations of harmful ideas/
limited/stereotypical portrayals?

Place, space and 
setting

Includes mise-en-scene in visual 
texts. This refers to the space 

and place represented in the text 
as well as the space-place the 
text was designed and read.

Colour-avoidance/
evasiveness

When is race removed from the 
text and/or in the reading of a text? 
When is race avoided/ignored when 

reading in the text, race becomes 
elephanted (elephant in the room)?

What would the text look like if race was 
discussed in an empowering way, vs. race 

featured in a disenfranchising way?

(Continues)
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11 of 14Literacy, 2026

Noticeably, some items located under the ‘grammar of power’ 
are repeated under the ‘grammar of racialisation,’ demonstrat-
ing how specific attention to race can expose its particularities. 
Concurrently, it demonstrates how an overreliance on CL alone 
can easily overlook the nuances of particular relations of power 
(in this case, race and ethnicity). Grammar items in Table 2 res-
onate strongly with existing literature (Cushing and Govender 
2024; Johnson 2021; Chávez-Moreno 2022; Laughter et al. 2023; 
Tanner 2020; Howell and Dyches 2022) but with particular at-
tention to the semiotic-material formations of power and racial-
isation in meaning-making.

For example, ‘intertextuality’ features in both columns in Table 2. 
However, as a ‘grammar of racialisation,’ intertextuality allows a 
reader to trace prominent discursive patterns of racialised repre-
sentation across multiple texts. This was demonstrated in how 
PD workshop participants were able to share their own examples 
of texts and experiences of race, racism and antiracism in rela-
tion to particular texts and/or textual features we discussed when 
critically analysing the Nivea advert (PD workshop 1), for exam-
ple. Similarly, racialisation in the context of ‘processes of produc-
tion’ encourages readers to consider how the presence or absence 
of racialised text designers impacts what texts and design choices 
make it through publication processes (un)questioned. For exam-
ple, participants considered this when Navan and Titilayo raised 
it as a chain of questions: Given your responses to the advert, how 
do you think it made it to publication? What do you think is the 
process of designing and publishing an advert? Who do you think 
was/was not at the table when this was approved? These are the 
social and material dimensions of discursive design.

Our collaborative engagement, perhaps enhanced by being sit-
uated outside of a school space and involving multiple antiracist 
educationalist stakeholders, as well as our attention on both power 
and race exposed the critical, social and material dimensions of 
English and literacy education. Together, we began to see that

Racial grammar is the hidden racial ideological 
substratum or residue which like the oil in a car, 
allows the engine to operate somewhat smoothly in 
any racial order. This oil lubricates not just our race 
talk, but our race vision, racial cognition, and racial 
aesthetics and emotions. (Bonilla-Silva 2011, n. 5)

This resonates strongly with critical literacy's interest in social 
and pedagogical practices that expose the ideologies that un-
derpin texts and their discursive (re)design (Janks 2010). In this 
case, the texts used in the PD workshops explicitly brought to 
bear ways to ‘employ racial grammar as a means to both chal-
lenge White dominance and refute the ‘epistemology of igno-
rance’ (Mills 2007)’ (Bell and Busey 2021, 38) through a range of 
(un)familiar texts and text types.

7   |   Conclusions

Critical literacy is key to giving our learners the skills and 
space to examine the power inequity at play in our society. 
Understanding that power balance is [the] gateway to 
being empowered [to] take an informed stance and begin 

The grammar of power The grammar of racialisation

Repetition Repeating words, phrases, images, 
ideas or representations across a 
single text solidifies its meaning. 

Similar repetitions across multiple 
texts contribute towards producing a 
wider social narrative or stereotype.

Positionality How does ‘who is present’ affect what 
meanings can be made from a text in a 

particular context? What are the roles of 
empathy and solidarity in exploring and 
understanding a text (1) from your own 
position, (2) from the range of positions 

present in the classroom space and (3) from 
positions not present in the classroom space? 

What is the role of research in trying to 
gain an authentic understanding of a text 

from different positions/perspectives?

Contextual 
relevance

On one hand, this move asks 
teachers and learners to apply 
their (emerging) critical race 

literacy skills and knowledge to 
their own local contexts (including 

the classroom, the school, the 
local community, social media, 

national context and so on).

Cultural relevance On the other hand, this points to the 
value of using texts that are culturally 
and contextually relevant to learners' 
lives. Awareness of multiple cultures 

and cultural interpretations is, however, 
necessary whether they are present 

in the classroom space or not.

Text selection How do the selected texts, 
the sequence in which they 
are presented, the questions 

generated from/about them and 
their relationships with each 

other support critical inquiry?

Text selection When and how are BPoC characters, 
experiences and issues represented in 

texts? When and how are BPoC authors, 
illustrators and text designers brought 

into the (in)formal curriculum?

TABLE 2    |    (Continued)
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to dismantle systems which unfairly benefit some over 
others. (Layla—Person of Colour, Female)

In the Scottish context, where the education workforce remains 
predominantly White, our work offers insights into doing criti-
cal racial literacies in ways that affirms People of Colour whilst 
also avoiding ‘essentializing whiteness [in order to] be and be-
come differently’ together (Tanner 2020, 231). At the same time, 
the network of critical, antiracist and social justice policies and 
initiatives in contemporary Scottish education help create the 
conditions of possibility for this work. Our work demonstrates 
ways of operationalising that policy network as action: PD, ma-
terials design and in the production of practical frameworks that 
are contextually and culturally situated. In this way, we hope 
our work contributes to Kendi's (2019, cited in Laughter et al. 
2023, 87) call:

Our project must not be only the development 
of individual racial literacy but the building of 
institutions and structures that develop racial literacy 
as a framework for dismantling racist structures and 
policies at all levels.

This article provides a glimpse into PD workshops that drew on 
co-design to support the development of antiracist English and 
Literacy education materials for the Scottish context. It highlights 
the value of collaboration and forging critical alliances between 
academics, activists, teachers and professional associations as 
one strand in the wider project for a more socially just and equi-
table education system and society. We also bring CL's attention 
to text and power into conversation with antiracist education's at-
tention to ‘critical-racial consciousness’ (Chávez-Moreno, 2022, 
485) to demonstrate how the ‘grammars’ of power and raciali-
sation surface in/through our encounters with texts. That is, we 
can begin to see CRL as moving beyond ‘applying critical liter-
acy practices to texts in which race was featured’ (Laughter et al. 
2023, 82) towards noticing, naming and confronting how race 
features in all (social interactions with) texts.

Indeed, our study illustrates that a meaningful antiracist 
English and literacy education depends on (1) co-design pro-
cesses that scaffold and foster solidarity through dialogue 
(Mendelowitz et  al. 2025; Laughter et  al.  2023), (2) strategic 
vulnerability as a critical pedagogical move for negotiating 
meaning(s) (Croom et  al.  2020), and (3) how CRL offers a 
means to deepen understanding of race, racism and racialisa-
tion as social processes with unequal material consequences. 
We therefore offer our processes for co-designing the PD 
workshops as a detailed case study for supporting the devel-
opment of an antiracist English and literacy education in local 
contexts, as well as the ‘grammars’ of power and racialisation 
as a toolkit for analysing texts (and our encounters with them) 
to surface their roles in (re)producing or countering racism. 
In future publications, we also seek to offer more detailed ac-
counts of participants' collaborative close readings of key texts 
used in the PD workshops and how these further supported 
generating practical ideas for critically literate social and civic 
action with children and young people.
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Endnotes

	1	The published resources are freely accessible at https://​www.​antir​acist​
ed.​scot/​literacy.

	2	Permission to reproduce the Nivea (2011) advertisement was re-
fused. However, see Bryant (2011) for a news item that features the 
original advert. Figure 2 are therefore ‘outlines’ of the original with 
placeholder features that resemble the original text. Key features 
include a Black male model with short-cropped haircut and wear-
ing dark-blue jeans and a grey cardigan over a white-collared shirt, 
posed to throw an effigy of a head with a beard and Afro. The model 
appears behind the words ‘RE-CIVILIZE YOURSELF’ in bold, all-
caps, white text. The scene is located in what looks like a parking lot, 
with steel-rod fences behind the model; modern, white lamp poles; 
and white lines on the ground resembling car park bays. The domi-
nant colour scheme echoes the grey, white and blue from the Nivea 
logo.

	3	The version of Lochhead's (2003) poem used in the PD workshops 
comes from a blog published by Govender (2019) and can be accessed 
here: https://​criti​calli​terac​yinsc​otland.​wordp​ress.​com/​wp-​conte​nt/​
uploa​ds/​2019/​11/​criti​cal-​liter​acy-​asking-​criti​cal-​quest​ions-​ng2019.​
pdf.
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