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Through Green’s Three-Dimensional Model: A Newcomer Parent’s
Perspectives on Children’s Digital Usage

YINA LIU
University of Alberta

LINDA LAIDLAW
University of Alberta

SUZANNA WONG
University of Alberta

Abstract

Many Canadian children use digital devices at home. Parents’ perspectives on their
children’s digital use influence how those children engage with digital practices and how
parents manage them. This article draws on interview data from a larger qualitative study
examining first-generation newcomer parents’ perspectives and their children’s digital
practices at home in Canada. This paper focuses on the perspectives of a newcomer parent,
Diana, regarding her child Jack’s digital practices at home within the Canadian context.
Green’s Three-Dimensional Literacy Model is applied to examine how Diana understands
and supports Jack’s digital experiences. Diana views Jack’s digital engagement from a
holistic perspective, from Green’s operational, cultural, and critical dimensions. Unlike
other newcomer parents in my study who primarily emphasized the operational dimension,
this paper explores the possible reasons for Diana’s broader view. It also highlights the
importance of supporting newcomer parents in developing knowledge about digital literacy
and understanding how to help their children become literate in the digital age.

Introduction

Over the past two decades, Canada has grown increasingly attractive as a
destination for immigrants, witnessing almost half a million individuals moving to the
country between 2023 and 2024. (Statista, 2025), including a growing number of
newcomer children and parents. Many of the newcomer children and parents arrive
speaking a language other than French or English. According to the 2021 Census, 4.6
million Canadians, representing 12.7% of the population, mainly speak a language other
than English or French at home, steadily increasing over the past 30 years (Statistics
Canada, 2022), with immigration increasing this number. As well, in Canada, an increasing
number of children have immigrant family backgrounds (Statistics Canada, 2017). Thus, a
growing number of Canadian children have culturally and linguistically diverse (CLD)
backgrounds.

Canadian classrooms are increasingly diverse, with children from various cultural
and linguistic backgrounds making up a growing share of the student population (Canadian
Bureau for International Education, 2018; Lam, 2019). At the same time, children in the
21st century are increasingly exposed to digital devices and technologies in their daily
lives. These technologies now play a central role in children’s play and learning at home
(Laidlaw et al., 2022; Livingstone & Blum-Ross, 2020), through activities such as playing
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digital games, watching and producing videos, engaging with digital toys, and interacting
with family and friends online.

As literacy practices continue to evolve within this digital landscape, being literate
now encompasses far more than traditional skills like decoding printed text. With the
growing presence of digital technologies in children’s lives, literacy also involves
developing competence in additional forms, particularly multimodal (Di Cesare &
Rowsell, 2020; Flewitt et al., 2014; Jewitt & Kress, 2003) and digital (Laidlaw et al., 2022;
Wohlwend, 2017) literacies. To provide more effective support in schools, educators and
policymakers need a deeper understanding of CLD children as well as their families,
including how digital practices shape children’s literacy experiences in the home context.

To gain a deeper understanding of how newcomer children use digital devices at
home, it is essential to examine their parents’ perspectives, as parents largely regulate and
manage their children’s digital engagement. However, few Canadian studies have explored
how newcomer parents view their children’s digital practices at home. Parental attitudes
toward digital literacy can shape children’s meaning-making practices in the home
environment (Kumpulainen et al., 2020; Wong, 2015), which in turn influence their literacy
learning at school (Gillen & Kucirkova, 2018; Laidlaw et al., 2022).

Existing research indicates that parents’ attitudes toward children’s digital use are
shaped by cultural, linguistic, and socioeconomic factors. Studies in multicultural and
immigrant contexts (e.g., DeCapua & Marshall, 2015; Downes et al., 2020; Friedrich et al.,
2017) show that newcomer parents often worry about screen time affecting social skills,
academics, and physical health. Downes et al. (2020) also found that immigrant parents
frequently experience anxiety over screen use and would benefit from structured support
to better understand digital literacies. Cultural expectations about education and “good
parenting” further complicate parental decision-making (Coulter & Sheppard, 2023).
Gallagher et al. (2019) emphasize that immigrant parents need clear guidance in
distinguishing between beneficial and harmful digital activities. Recent research on
Chinese immigrant families (Li et al., 2025) similarly reveals concerns about overreliance
on technology. The limited amount of existing research suggests a need to provide deeper
insights into immigrant parents’ perspectives on their children’s technology usage at home,
especially after the COVID-19 pandemic situation resulted in an increased emphasis on
remote learning.

This article draws on data from my doctoral study examining newcomer children’s
digital practices and their parents’ perspectives on children’s digital engagement in
Canada. It focuses on the perspectives of one newcomer parent, Diana, who immigrated to
Canada, and her son Jack, a seven-year-old attending Grade 2, who serves as the focal
child. While the broader study included multiple participants, this paper zooms in on
Diana’s perspectives to allow for an in-depth presentation and analysis. Jack was selected
as the focal child because he met the study’s age criteria (kindergarten to Grade 3). |
examine how Diana reports Jack’s digital practices at home, how she interprets these
practices, and how her understanding of children’s digital engagement has shifted over
time through the lens of Green’s 3D model.

Theoretical and Conceptual Frameworks
Theoretically, my research is grounded in contemporary literacy frameworks, in
which literacy is understood as everyday multimodal and multilingual practice. Drawing
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on multiliteracies and new literacy studies (Cope & Kalantzis, 2000; Lankshear & Knobel,
2011), I view literacy learning and practices as not limited to school-based learning but
also occurring in everyday life, particularly within the home context, in both face-to-face
and digital settings.

I introduce Green’s three-dimensional (3D) literacy model, which is the conceptual
framework that informed my study. I used this model to set up research data collection and
interpretation within my research. The 3D model comprises three interconnected
dimensions: the operational, cultural, and critical (Durrant & Green, 2000). These
dimensions function holistically and interdependently, without one taking precedence over
the others, and can be considered as functioning simultaneously (Green, 1988; 2012).
Originally developed to conceptualize literacy as the use of language systems, this model
emphasizes that literacy is a multifaceted practice involving operational, cultural, and
critical features. The operational dimension emphasizes the technical aspects of literacy,
specifically, the ability to decode and encode language-based texts through reading and
writing. The cultural dimension highlights the processes of meaning-making,
acknowledging that language use is situated within specific cultural understandings and
contexts. The critical dimension involves the capacity to analyze, question, and transform
texts, with attention to the relationship between language and power.

In 2012, Green expanded his original model to reflect the realities of literacy in the
digital age, recognizing that literacy and technology are deeply intertwined in
contemporary meaning-making practices. In his revised framework, literacy extends
beyond a purely linguistic focus to encompass linguistic, digital, and multimodal forms of
communication. The operational-technical dimension now includes not only proficiency in
reading and writing print and digital texts but also the ability to navigate and utilize digital
tools effectively across various contexts. In this study, operational-technical dimension is
understood as encompassing both the navigation of digital tools and the interpretation and
production of multimodal texts through those tools. The operational-technical aspect of
children’s digital literacy practices can “relate to the skills and competencies required to
interpret and create and make meaning across a diverse range of media” (Scott & Marsh,
2018, p. 3). The cultural-discursive dimension addresses social and cultural meaning-
making across both digital and physical spaces, emphasizing how individuals use language
and technology in context-specific and purpose-driven ways. It is “the understandings and
practices derived from engaging with digital literacy practices in specific social and
cultural contexts” (Scott & Marsh, 2018, p. 3). Finally, the critical-reflective dimension
focuses on examining the power relations embedded in literacy practices, particularly the
ability to critique digital texts in terms of power, voice, and agency. The critical-reflexive
aspect of children’s digital literacy practices emerges when children analyze or reflect on
digital content or tools, or when they contemplate the safe use of digital technologies and
media (Kumpulainen et al., 2020). Figure 1 illustrates Green’s (2012) 3D model,
highlighting the interrelated operational-technical, cultural-discursive, and critical-
reflexive dimensions that inform my analysis of Diana’s perspectives.

operational-
technical
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Figure 1. Green’s (2012) 3D Model

Methodology

This article is developed from one part of my doctoral research, which adopted a
qualitative case study design (Compton-Lilly, 2021; Merriam, 1988). A qualitative case
study allows for a detailed investigation of CLD children’s digital practices within their
sociocultural contexts and their parents’ cultural interpretations of those practices. The
research questions that guided my study are 1). What kinds of digital literacy practices are
CLD children engaging with at home, as reported by their parents/caregivers? 2). What are
parents’ perspectives and views regarding their children’s digital literacy practices? 3).
How have COVID restrictions and remote schooling impacted CLD children’s digital
literacy experiences at home? My doctoral research consisted of two parts: a qualitative
online survey with 39 responses and semi-structured interviews with 4 newcomer parents
located in Alberta. My target participants were first-generation (permanent and temporary
residents, and those who had already received Canadian citizenship) immigrant parents of
children who were attending school in kindergarten to grade 3. In order to reach a diverse
range of newcomer families, the recruitment poster, which included both a link and a QR
code to the survey, was distributed through social media platforms (e.g., Facebook,
WeChat, Twitter), newcomer community organizations, cultural centres, language schools,
and university bulletin boards, in both print and digital formats. Four interview participants
were selected from survey respondents who, after completing the survey, provided their
email addresses for future contact to discuss the survey topics in greater depth. These
participants were selected for interviews was because I was aiming to have representation
of first-generation Canadians from diverse cultural and social backgrounds. The interviews
were all conducted in the fall of 2023. As COVID-19 was still impacting families and the
parents led busy lives, they preferred virtual interviews to in-person ones that might be held
at home or at other locations. Each participant took part in a single semi-structured
interview lasting approximately 1.5 hours minutes.

The interview data were analyzed using qualitative thematic analysis informed by
Green’s (2012) 3D model. Initial codes were generated deductively based on the study’s
research questions to organize the data around children’s digital practices and parental
attitudes and beliefs (Tuckett, 2005). These codes were further refined using Green’s
operational/technical, cultural/discursive, and critical/reflexive dimensions as sensitizing
concepts, along with other emerging topics. In addition, a small stories narrative approach
(Georgakopoulou, 2015) was used to present brief, everyday narrative moments embedded
in the interview. By identifying and assembling these small stories, I sought to highlight
the diversity, variability, and dynamic coexistence of narrative practices (Georgakopoulou,
2015) embedded within the survey responses and interviews.
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My article focuses on the interview data of one participant, Diana'. Among the four
parents, Diana offered a particularly comprehensive and reflective account of Jack’s digital
experiences and her evolving understanding of them. Diana identified Jack as the focal
child in the survey and the interview because he met the study’s age criteria, as the research
focused on children in kindergarten to Grade 3, while her other two children exceeded the
age range. During the interview, Diana spoke primarily about Jack’s digital practices;
however, she also referenced her other two children when discussing family routines,
sibling influences on Jack’s digital practices, and her broader perspectives on children’s
digital use.

Diana’s family, originally from the Philippines, resided in a mid-sized city in
Alberta. She and her husband had three children: Jack, a seven-year-old who was attending
Grade 2, and a daughter and another son. Jack was the youngest child. At the time of the
interview, Diana’s parents were also living with them. Diana worked as an elementary
school teacher and was simultaneously pursuing a graduate degree in education at a
university in Alberta. The family primarily spoke English and Kapampangan, a regional
dialect of the Philippines. While the children understood Kapampangan, they typically
communicated with their parents and grandparents in English. During their early years, the
children were exposed mainly to Kapampangan at home but acquired English outside the
home and through English-language television. By the time of the interview, English had
become their dominant language for everyday communication.

To provide contextual background, Diana’s household included multiple digital
devices, including a Google Home device, a Nintendo Switch gaming console, laptops,
desktop computers, iPads, cell phones, and smartwatches.

Findings

Diana’s Report on Jack’s Digital Practices

Jack engaged in various types of digital practices for learning, entertainment, and
connecting with family and friends. In terms of entertainment, Jack played video games,
listened to music, watched and recorded videos, and even created his own YouTube
channel. In addition to his iPad, Jack also used the family’s smart TV, Nintendo Switch,
Diana’s phone, and digital toys for entertainment. He played games such as Roblox? and
Minecraft® with his siblings and  friends and engaged in chats through Messenger Kids*.
Playing video games was a social activity, during which Jack and his sister sometimes
chatted online from separate rooms to avoid noisy feedback. The family also played Super
Mario® and other games together on the Nintendo Switch. Jack enjoyed watching

! Pseudonyms are being used for the participant and her child.

2 Roblox (https://www.roblox.com/) is a digital gaming portal and development system that enables users
to design their own games as well as participate in games crafted by others.

3 In Minecraft (https://www.minecraft.net/en-us), players navigate a pixelated 3D universe.

4 Messenger Kids (https://www.messengerkids.com/) is a child-friendly communication app and platform,
aimed at providing a safer messaging alternative for children to communicate with friends and family.

5 Super Mario (https://mario.nintendo.com/history/) is a popular video game featuring a series of
adventures in which the iconic plumber Mario navigates various levels to rescue Princess Peach.
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YouTubers like MrBeast® and created short videos himself, sometimes competing with his
siblings for “views” and “likes”. Diana described these videos as playful and spontaneous:
[Such as he] won first place in [a] . . . game in his iPad. And then he just recorded

a clip. Usually [the videos are] like 10 to 15 seconds long clips or sometimes . . .

when he did something with his toys, like his RC car. And then he just takes a quick

video, sometimes just silly ones that when we were travelling and then the pen was
just hitting the seat or something, making [a] sound.
Outside of gaming, Jack used Diana’s phone to take photos and videos of outdoor scenes
or to watch and play games while traveling.

Jack used his digital devices for various learning purposes, using educational apps,
developing digital skills, and exploring basic coding. As a younger child, he played puzzle
and learning games on his iPad and later began reading on his tablet. Diana believed Jack
was highly proficient with digital technologies, noting that he quickly learned passwords
for her phone and laptop through simply observing her. Over time, Diana realized she could
no longer keep up with Jack’s digital knowledge, which was increasingly influenced by his
older siblings. Jack especially enjoyed coding with Dash and Dot robots, which he first
encountered through his school’s makerspace. Working alongside his brother, who was
interested in animation and programming, Jack learned simple coding concepts through
drag-and-drop programs, using apps to make the robots move, play music, and dance.

Jack also used technology to support family and cultural connections. He primarily
used Diana’s phone to connect with extended family members. He often FaceTimed? his
aunt and cousins in the same city and called his grandparents in the Philippines. Sometimes
he used Diana’s laptop and her Facebook Messenger app to make video calls, transferring
them from the phone to the computer. Although Jack did not have his own Facebook
account, he enjoyed looking through Diana’s page to see photos and videos of relatives
back in the Philippines. In addition to maintaining connections with distant family, Jack
also used his digital skills to help his grandparents who lived with his family. He helped
them with how to use phones, TVs, and gaming devices. Diana noted that he enjoyed
showing off his knowledge, often saying, “I’ll help you!” Jack also assisted Diana with her
graduate school projects, participating in her assignment videos. His digital activities
strengthened his relationship with Diana, as he often cuddled beside her while showing his
games or funny videos, sharing moments that blended affection with digital engagement.

Diana’s Perspectives on Jack’s Digital Practices

Diana’s perspectives reflect an overall positive attitude toward digital technology
and its potential benefits for children. She believed that digital exposure was essential for
developing literacy in today’s world, stating, “The kids also have to keep up with the
evolving world we live in and the advancement of technology. So I think the more exposure
they get, the more literate they become.”

By the time the interview took place, Diana shared that her understanding of Jack’s
digital play is through a digital literacy lens rather than seeing it merely as entertainment

® James Stephen “Jimmy” Donaldson, (https://www.youtube.com/@MrBeast), widely recognized as
MrBeast, is an American YouTuber. His content revolves around expensive challenges and stunts.

" Dash and Dot (https://robotixeducation.ca/collections/dash-dot-robot) are interactive, programmable
robots designed to introduce children to the fundamentals of coding and robotics.

8 FaceTime (https://apps.apple.com/ca/app/facetime/id1110145091) is a video and audio calling service.
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or potential “addiction”. She believed that Jack’s digital practices were an essential part of
contemporary life, as people are constantly exposed to diverse forms of technology in their
daily routines. Diana explained,

It’s technical—it’s where we’re exposed to a different kind of technology. And if

you don’t keep up with it, right, it’s just technology just helps life become easier,

and it just gets you connected to, and make you do things that you don’t normally
do.
Her stance was one where she encouraged Jack to keep up with the evolving world and the
continual advancement of technology, as she believed that the more exposure children
have, the more digitally literate they might become.

Diana also emphasized that digital engagement does not necessarily mean reduced
physical activity. She noted that some video games promote movement and exercise, such
as Just Dance, Pokémon Go, and Ring Fit Adventure. Jack and his siblings particularly
enjoyed Just Dance, and her husband had purchased Ring Fit Adventure for the Nintendo
Switch, a game that encourages players to stay active by exercising to advance through
levels.

However, Diana did have some concerns about Jack’s digital usage. She worried
that Jack might use his devices for too long. She was concerned that digital devices might
consume time that could otherwise be spent in other sorts of family activities and
connections. She felt that when Jack was sitting alone or with his siblings engaged in digital
activities, he was not developing “actual connection or actual building relationships™ like
she and her siblings “used to when [they] were young.”

Influences on Diana’s Perspectives

Two major influences shifted Diana’s perspectives on Jack’s digital practices and
on how she viewed young children’s digital use. First, Diana explained that her views on
her children’s digital engagement shifted significantly after taking a graduate-level course
at the university. She reflected, “My biggest realization happened during the course and
continued afterward. I took away a lot of valuable information from it.” Before the course,
she had been highly concerned about her children’s screen time, if digital activities offered
little educational value. “I was always so concerned,” she recalled. “That was my mindset
before I started the course, you know, with all these different kinds of literacies that are
present in our world these days.”

Because of this earlier concern, Diana had imposed strict limits on her children’s
screen time, for instance, telling them, “You have an hour to do this, and then we need to
spend some time together [as a family].” At that time, Jack was only allowed to use digital
devices after school on Fridays and for the entire day on Saturdays. But she noticed how
much Jack would  sit with his tablet all day while he had it, as if he were “thirsty” for
having it with him. To encourage offline engagement, her family often played board games
and participated in other non-digital activities. She made a conscious effort to steer her
children’s attention away from their tablets.

Diana explained that her graduate coursework on contemporary literacy was
instrumental in transforming her understanding of digital practices and digital literacy. The
course helped her develop a more holistic and balanced perspective: one that allowed her
not to only focus on the potential drawbacks of children’s digital use but also to appreciate
the benefits of young children engaging with digital devices.
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In addition, Diana also reflected that the COVID-19 pandemic had a major
influence on how she viewed children’s digital use. It underscored the necessity for
children to be skilled with digital devices and to develop digital literacy, as these abilities
became essential for school participation. During the shift to remote learning during the
pandemic, Diana and her children relied heavily on their devices for teaching and studying.
When no adults were available to assist, her children’s ability to navigate technology on
their own proved extremely valuable. Diana noted that she seldom needed to step in to help
while managing her own teaching responsibilities. She believed that her children’s level of
digital literacy had remained relatively consistent before and during the pandemic.

Before the start of the pandemic, however, Diana regarded Jack’s device use mainly
as a source of entertainment, such as playing video games or watching what she described
as “crazy shows.” Remote learning during the pandemic changed this perception, as she
observed Jack confidently using digital platforms like Google Classroom and Google Meet,
knowing exactly how to navigate and operate the necessary tools. This experience reshaped
Diana’s understanding of Jack’s technological competence and engagement. However,
Diana admitted that her views were still shaped, to some extent, by other external
influences, particularly from her extended family in the Philippines.

Diana explained that during video calls or chats, her relatives often commented on
her children’s tablet use, sometimes sharing alarming stories: “They would say, ‘Oh, you
know, your cousin’s son ended up in the hospital because he used his gadget too much.’”
Her family in the Philippines even used the word seizure to describe a child who had
supposedly suffered from excessive screen exposure. Diana admitted, “I won’t say that ’'m
100% confident that it’s not happening.” However, she also recalled an academic article
%she had read during her graduate studies, which clarified that there is no scientific evidence
linking tablet use to medical conditions. “There’s really no medical background or findings
that support the idea that excessive use of technology or devices can lead to this,” she
concluded.

Even so, these comments from her family continued to make her uneasy and led
her to reflect on what might constitute an appropriate amount of screen time for her
children. Despite these concerns, Diana emphasized that her relatives’ views were not a
major influence on her own attitudes toward technology. She did not change her children’s
screen time rules based on those opinions, noting that she tended to rely more on scientific
evidence than anecdotal claims.

After her perspective shifted to a more holistic view that emphasized the value of
children’s digital literacy practices, Diana began giving Jack more time and freedom to
explore the digital world. She observed that, even with increased access to digital devices,
Jack still enjoyed in-person family activities, such as playing cards and board games with
the family. This realization led her to conclude that she had been worrying unnecessarily,
as her earlier concerns about excessive screen time did not materialize, even after she
relaxed the restrictions.

Parental Control

? Diana did not identify a specific academic article in the interview; the reference provided here (e.g.,
Livingstone, 2021) is included as an illustrative example supporting her statement.
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Diana’s perspectives on children’s digital use helped her establish clear boundaries
around Jack’s engagement with technology. She allowed Jack to use his tablet every day
and noticed that, with this increased freedom, he became more responsible in managing his
device use. For example, when Diana asked him for a favor, he was able to put down his
tablet and respond immediately. Previously, when he was only allowed two days of digital
use per week, it had been much harder to get Jack to step away from his devices.

She encouraged a wide range of digital practices, allowing Jack to explore digital
spaces based on his interests. Diana acknowledged that she supports Jack’s digital activities
even though she did not fully understand what he is doing in detail, particularly from a
technical perspective. Diana constantly shared that she felt she was lagging behind Jack’s
digital skills in her own expertise. She stated that she sometimes needed Jack’s help to
operate digital devices or software. Diana reported:

I actually can’t keep up with him anymore. I don’t know his apps and the games

that he’s playing with anymore. I don’t know when that happened, but for sure, his

games that he reaches for and the things that he is currently doing in his tablet are

from the bigger siblings.
Her attitude also guided her in balancing online and offline activities at home. More
specifically, this perspective encouraged her to support Jack’s engagement in more digital
activities. For instance, although she still preferred that Jack read print books, she also
recognized the value of exposing him to digital reading environments. She viewed reading
in digital formats as an essential skill for Jack to develop and a form of literacy competence
relevant to the modern world.

When it came to balancing screen time with family activities, Diana felt that her
children understood the value she placed on spending quality time together. She observed
that they continued to show self-control in their use of digital devices, and she consistently
reinforced the importance of responsible digital habits with Jack and his siblings. The
children often chose shared activities such as watching movies as a family or playing board
and card games. Diana believed that her children had internalized these values because
they saw both her and her husband modeling them in their own behavior.

Diana continued to encourage Jack to spend as much time as possible engaging in
nondigital activities. For instance, when Jack’s close friends came over for playdates, she
preferred that they do things they normally wouldn’t do when interacting online. Since Jack
and his friends often played video games and chatted virtually when apart, Diana
encouraged them to focus on hands-on, nondigital play when together in person. If the
playdate lasted the whole day, the children were typically allowed some “down time” in
the afternoon for digital play. Diana explained that she always tried to guide them toward
offline activities first, noting, “It’s just that if you give him a choice of what to do, he goes
straight for his device.”

Online Safety

Diana made use of parental control settings on various apps and websites to help
ensure Jack’s online safety and prevent him from encountering inappropriate content. Her
husband often handled the technical setup of these restrictions on their children’s devices.
On YouTube Kids, for example, Diana configured the parental settings herself so she could
limit the videos her children were allowed to watch, knowing she could not always
supervise Jack’s screen time. This feature enabled her to filter content according to each
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child’s age. Jack’s account, for instance, was set for ages 4—7. She valued this function and
found it convenient for managing Jack’s digital use.

Diana also oversaw Jack’s Messenger Kids account, which gave her control over
his interactions and allowed her to approve who he could connect with. If Jack wanted to
add classmates, he had to ask Diana to find them in the app and send a friend request
through her own account; the other child’s parents also needed to approve the connection.
Each day, Diana received a report showing how much time Jack spent on the app and who
he communicated with most frequently, which gave her peace of mind. Although she
admitted she did not fully understand all of Jack’s digital activities, she emphasized that
she consistently monitored his online behavior to ensure he interacted politely and
appropriately. Diana also described how she handled children’s exposure to inappropriate
digital content. Rather than hiding such content, she chose to address such content directly
by explaining to her children why it was not appropriate for their age. She explained:

They will be curious by what is mom or dad is hiding from us. It’s just like when
your child just started to walk or crawl around the house and you’re trying to take
away all of your, all of your displays and then the moment you take them out again,
they’re curious again and they dig into it. And then, yeah, constant exposure. If you
expose them and they know and, they, it just becomes natural and yeah, they make
better choices.

For video games like Minecraft, parental permission was also required. Diana
recalled, “I remember specifically Minecraft because 1 don’t think they can register if
you’re young, there’s like an age restriction or something.” For games with such
restrictions, her children could only access certain features by logging in through Diana’s
account.

Diana explained that although she wasn’t entirely sure how her husband had set it
up, her children could only log in to certain games through her account. “If they ever get
logged out,” she said, “they have to go through me to get back into the game. And when
they want to download something, they need to use my account first.”

On Jack’s iPad, he was allowed to download free apps from the Apple Store.
However, Diana admitted that her guidance and values did not always align with her
children’s actions. For instance, Jack figured out how to bypass the restrictions on
YouTube Kids by using the Safari browser to access the regular YouTube website. As
Diana noted, “If he realizes the filters don’t make sense, he knows how to open Safari and
go to the main YouTube site to watch his other shows.”

Although Jack did not yet have his own cell phone, he knew how to use Diana’s,
and he occasionally used his older brother’s phone as well. His brother, who was in middle
school, was the only one of Diana’s children with a personal device. Jack once asked Diana,
“Can I have a phone when I turn ten?” For Jack, Diana maintained control over phone
access so that he had to ask permission before using her phone, even though he could
operate it on his own.

Discussion
Looking Through Green’s 3D Model

To begin my discussion, I examine Diana’s perspectives of Jack’s digital practices
through Green’s (1988; 2012) three-dimensional model of literacy. As noted there, Green
(2012) explained: “Literacy brings together the operational, the cultural and the critical
dimensions in an active, dynamic, multidimensional array” (p. 37, italics in original). This
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model has helped me understand in a holistic way how Diana viewed Jack’s digital
practices.

Within the operational-technical dimension, Diana expressed supportive attitudes
toward Jack’s development of digital operational skills. As was common for other parents
in my study, she frequently commented on the skills and digital practices Jack had learned
and demonstrated. She shared her amazement that Jack could operate devices beyond her
own knowledge and that he was even able to assist her with technology for her graduate
coursework. Diana also observed that Jack had acquired many of his digital skills from his
older siblings and that he enjoyed helping those less familiar with technology, such as
Diana herself and his grandparents, by sharing his own operational knowledge.

Diana emphasized that the remote schooling that occurred during COVID-19 made
her more aware of Jack’s operational skills and helped her appreciate how his earlier digital
experiences had contributed to these abilities. As mentioned earlier, she believed that the
digital future would require the next generation to be able to use and operate technology
effectively. Acknowledging the continual evolution of digital tools, Diana also anticipated
that Jack might need to learn new skills, such as coding.

Operating digital devices, applications, and media, much like the learning that
occurs within the operational dimension of literacy, is a complex process. Digital learning
involves far more than simply pressing buttons to power on devices; it requires an
understanding of how both traditional and multimodal texts function, as well as the ability
to interpret and manipulate them to achieve specific goals. In the interview, Diana placed
significant emphasis on this operational-technical aspect of digital practices. Her responses
frequently referred to Jack’s ability to operate various digital devices, whether discussing
the tools he used at home or describing what he could do with them. She also provided
numerous examples illustrating how Jack had developed an impressive level of operational
proficiency with digital devices, surpassing his parents’ expectations.

The cultural-discursive dimension emphasizes that “literacy acts and events are not
only context-specific but also entail a specific content” (Green, 2012, p. 5). In the context
of digital literacy, the cultural-discursive dimension highlights the understanding that
emerges through engagement with literacy practices situated in social and cultural contexts.
Within Green’s (1988) Three-Dimensional Model, the cultural aspect deepens our
understanding of how children develop the sociocultural knowledge that shapes their
everyday digital literacy practices (Marsh, 2016).

Diana shared that Jack frequently watched videos from popular YouTube creators
such as MrBeast. He often talked with her about what made these videos entertaining,
though Diana admitted she still did not fully understand their appeal. Nevertheless, she
believed that Jack was gaining knowledge, content, and information from these popular
YouTubers who produce videos aimed at children. For instance, Jack not only talked about
videos made by MrBeast but also created and uploaded his own videos to YouTube,
demonstrating that he understood cultural-discursive functions of ‘being a Youtuber’. She
described Jack’s videos as rather playful and lighthearted, as illustrated in Diana’s
description of Jack’s video-making practices earlier.

According to Diana’s account, it appeared that Jack had developed an
understanding of the “influencer” culture within the Y ouTube community and how creators
attract viewers. After watching many of MrBeast’s videos, Jack seemed to imitate his

Language and Literacy Volume 28, Issue 2, 2026 Page 81



favorite YouTuber’s discursive practices by producing playful, attention-grabbing videos
designed to engage an audience.

Regarding the critical-reflexive dimension, Green (2012) argued that “implicit in
the most significant sense of literacy, therefore, there must be a critical dimension: One
that
enables individuals not simply to participate in the culture but also, in various ways, to
transform and actively produce it” (p. 7, emphasis in original). Compared to the earlier two
dimensions, Diana’s accounts of Jack’s practices did not reflect as much on this dimension.
She provided an example of Jack demonstrating critical thinking when deciding whether
to use YouTube Kids or the regular YouTube app, evaluating which better addressed his
goals and preferences. He made conscious judgments about which platform better suited
his needs and sometimes chose the standard YouTube app to bypass age restrictions and
access the content he preferred. Although YouTube Kids was the platform his parents had
approved, Jack understood the functional differences between the two apps within the
digital environment. While Diana did not necessarily agree with all of Jack’s choices, she
recognized that through these decisions, he was actively developing critical awareness
about the content he wanted to access.

Diana also described how she guided Jack in handling inappropriate digital content.
In these situations, Jack was provided with an opportunity to openly discuss such content
to better understand why it was not suitable for him. Diana explained that her children
occasionally encountered material that was not age-appropriate, often during family movie
nights or when they were in her room while she watched more adult-oriented shows or
films. Rather than hiding such content, Diana preferred to address it openly, discussing
with her children why it was unsuitable for someone their age. She believed that concealing
it would only heighten their curiosity. Diana also acknowledged that her children would
inevitably come across such content at some point, whether at home or elsewhere. Diana’s
reflections on children’s curiosity, as illustrated in the Findings section, suggest that open
exposure and guided discussion may support the development of children’s critical
awareness in digital environments.

Diana appeared to recognize the cultural-discursive and critical-reflexive
dimensions of Jack’s digital literacy more clearly than the other participants in my study
noted these dimensions. One possible reason for this is that Diana had taken graduate
courses that included a course introducing digital literacy, as she had mentioned in the
interview. She noted that this course helped her understand digital literacy in a more
holistic way and encouraged her to reflect on her previous approaches to managing her
children’s digital use, particularly how Jack responded to the two different approaches and
how his digital practices evolved over time.

By examining Diana’s observations of her son through Green’s three dimensions
of literacy, I noticed that she was seeing Jack’s digital practices as encompassing more than
just the operational-technical dimension. She also considered how his actions reflected his
understanding of social and cultural contexts, and she became more attentive to how she
could foster Jack’s critical thinking in digital spaces. The critical-reflexive dimension was
the one for which Diana shared the fewest examples in the interview, providing limited
instances of Jack engaging in explicit critical analysis in his digital practices. This finding
aligns with Kumpulainen et al.’s (2020) study, which also found that the critical dimension
was less visible than the operational and cultural dimensions in young children’s home
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digital literacy practices. Together, this study and Kumpulainen et al.’s (2020) findings
underscore the importance of enhancing parental awareness to foster children’s critical
digital literacy development.

In addition to Green’s (1988, 2012) three-dimensional model, Jack’s digital
practices can also be understood through a multimodal literacy lens. As discussed earlier,
literacy in contemporary digital contexts extends beyond print-based skills to include
meaning-making across multiple modes such as visual, audio, and digital forms (Di Cesare
& Rowsell, 2020; Flewitt et al., 2014; Jewitt & Kress, 2003). Jack’s engagement in
activities such as creating YouTube videos, interacting with digital games, and
experimenting with coding demonstrates how he draws on multiple semiotic resources to
construct meaning. For example, his video-making practices involve combining visual,
auditory, and performative elements, reflecting what Kress (2005) describes as the
orchestration of modes in meaning-making. Similarly, his participation in digital gaming
environments illustrates how children engaged in complex multimodal practices that
integrate interaction and communication. For newcomer children, such multimodal
practices may also provide flexible pathways for meaning-making across languages and
cultural contexts, supporting communication beyond traditional print-based literacy. These
findings reinforce the view that children’s digital activities at home are not merely
entertainment but constitute important sites of multimodal literacy development that
complement and could extend school-based learning. This interpretation aligns with the
earlier discussion that literacy in the digital age encompasses multimodal and digital forms
of meaning-making that are embedded in children’s everyday experiences.

Newcomer Lived Experience and Digital Parenting

For newcomer parents, parenting can involve heightened challenges as they
negotiate transnational connections across languages, cultures, and geographic spaces in
the context of rapidly evolving digital technologies. These challenges are further
intensified by the demands of managing family life in a fast-paced global environment,
particularly when extended family members reside at a distance. As Livingstone and Blum-
Ross (2020) note, digital parenting dilemmas often bring underlying parental anxieties to
the surface. Parents’ perspectives on children’s digital practices therefore reflect broader
parenting values, beliefs, and emotional investments, including their hopes and concerns.

Diana’s experiences illustrate how these tensions are shaped by migration and
transnational family life. She expressed concern about Jack’s potential overuse of digital
devices, particularly regarding possible health consequences, and these concerns were
reinforced by comments from relatives in the Philippines. These transnational influences
demonstrate how cultural narratives about technology continue to shape parenting beliefs
across geographic boundaries. At the same time, Diana’s access to graduate coursework in
Canada and her professional role as a teacher reshaped her understanding of children’s
digital engagement. Through exposure to digital literacy theory and firsthand experience
with technology-integrated schooling and the remote schooling during COVID-19, she
began to view digital use not merely as screen time, but as a necessary and meaningful
form of contemporary literacy.

Diana’s case highlights the complexity of digital parenting within a newcomer
context. While she experienced anxiety about Jack’s device use, she also recognized that
digital technologies were essential for maintaining family connections across continents.
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Video calls, shared media, and online communication enabled Jack and herself to sustain
relationships with relatives in the Philippines and participate in transnational family life.
In this sense, digital practices were not only sites of concern but also vital tools for cultural
continuity and relational belonging. Diana’s reflections suggest that for newcomer
families, digital engagement carries layered meanings, simultaneously associated with risk,
opportunity, and connection, underscoring that there is no simple formula for “good”
digital parenting in a migratory world.

Conclusion

This article explores a newcomer mother’s perspectives on her son’s digital
practices at home and illustrates the factors that may have influenced some of the shifts in
her views. The case of Diana and her son Jack provides valuable insights into how
newcomer parents may interpret and negotiate their children’s engagement with digital
technologies within Canada’s increasingly multicultural and multilingual context. Diana’s
journey highlights the importance of understanding digital literacy as a form of literacy
practice that encompasses the operational, cultural, and critical dimensions (Green, 1988;
2012).

As Diana shared, she had earlier approached her children’s digital use with
concerns, limiting their screen time and emphasizing traditional, nondigital family
activities. However, her graduate studies and experiences during the COVID-19 pandemic
prompted her to reconceptualize children’s digital engagement as a form of meaningful
learning rather than mere entertainment. Through this shift, she began to appreciate how
Jack’s digital practices, such as coding, video creation, and online communication,
represent multimodal literacy acts involving meaning-making across visual, auditory, and
digital modes (Flewitt et al., 2014; Jewitt & Kress, 2003), which foster problem-solving,
creativity, and collaboration. Diana’s recognition that literacy now extends beyond print to
include digital and multimodal forms underscores how family contexts can serve as vital
sites of literacy development.

The findings of this study, together with existing research on newcomer and
immigrant families (e.g., Downes et al., 2020; Gallagher et al., 2019), suggest that
newcomer parents often navigate digital technologies within tensions between concern and
opportunity. Diana’s case aligns with broader scholarship highlighting the importance of
parental awareness in supporting children’s digital literacy development, particularly in
strengthening the critical dimension (Kumpulainen et al., 2020). For educators, this
underscores the value of understanding how newcomer parents interpret and mediate their
children’s digital engagement, as these perspectives shape children’s literacy practices
across home and school. Newcomer parents may benefit from gaining greater awareness
of the competencies their children develop through digital engagement and from
recognizing the long-term importance of digital literacy. Rather than emphasizing screen-
time limits alone, parents may benefit from deeper insight into how digital technologies
can be used to foster creativity, learning, and meaningful participation in digital
environments.

Ultimately, Diana and Jack’s case does not represent all newcomer families, nor
does it offer a universal model of “successful” digital parenting. Instead, it provides an
illustrative example of how parental learning, reflection, and sociocultural context shape
the ways children’s digital literacy practices is interpreted and enacted at home. By
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situating this case within broader scholarship on immigrant families and digital literacies,
this study contributes to ongoing conversations about how schools and communities might
better recognize and build upon the diverse digital literacy experiences that children bring

to educational settings.
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