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Abstract 

This article explores the basic and important issues related to critical literacy for ELT in 

Indonesia. Hopefully, it could contribute to improving EFL teachers’ understanding of 

critical literacy, particularly in Indonesia. Critical literacy is still considered as a new 

approach in EFL contexts. However, it is promising such benefits for both students and 

teachers for it might contribute to developing both teachers’ and students’ critical manners 

in reading and writing. This article describes the concept of critical literacy. Then, it 

elaborates the appropriate learning sources and activities to support the development of 

students’ critical literacy. After that, it describes some challenges for implementing critical 

literacy in ELT in the Indonesian context briefly. Finally, it offers conclusions on the 

important points of the topic.  
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1.  INTRODUCTION  
Critical literacy is becoming a popular issue to be investigated in both English-

speaking countries and non-English speaking countries, particularly in ELT, ESL, or EFL 

contexts. For the last four decades, critical literacy has been studied widely in speaking 

English countries such as Australia, Canada, New Zealand, the United Kingdom, and the 

United States of America in various school contexts including vocational and adult education 
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(Fajardo, 2015). At the same time, the discussions and studies about the shift from simply 

decoding texts to understanding how meaning systems and power work on people with the 

critical approach are increasing (Kuo, 2014). However, in EFL settings critical literacy has 

not gained popularity as it has in the English-speaking country; yet it displays its 

development as one important issue to discuss for the sake of students’ development both in 

term of their English language proficiency and their ways of thinking.  

Some researchers and language practitioners have noted some reasons why critical 

literacy is still considered as a marginalized issue in ESL/EFL contexts. There are at least 

four reasons that explain this condition. Firstly, as Crookes & Lehner (1998) argued, 

ESL/EFL teachers mostly perceive themselves as persons who just simply help people for 

being able to communicate. As the consequence, their teaching tends to be less engaged in 

critical literacy which includes about socio-political issues. Secondly, Benesch (1993) and 

Pennycook (1997) stated that the persistence towards pragmatic ideology and neutrality 

contribute to the de-emphasis of critical literacy. It is because pragmatism and neutrality 

which are manifested in resources and learning activities only lead students to think 

superficial matters rather than more complex issues. Thirdly, according to Kim (2012), 

teachers have a lack of understanding of the urgency of critical literacy. Lastly, Kim (2012) 

also noticed that even though teachers are trying to adopt critical literacy into their programs, 

they still have insufficient knowledge and skills about how to implement it in non-Western 

contexts. 

Even though critical literacy is considered as a new alternative approach in language 

teaching particularly in EFL context (Gustine, 2018), yet it is very needed. For instance, a 

phenomenon happens in Indonesia where information published or released in mass media or 

even social media is often perceived as the truth by some people with no further efforts to do 

investigation or to compare “the truth” from different perspectives (Gustine, 2018), it reflects 

the urgency of critical literacy for Indonesian students. In addition, Freebody (2007) claimed 

that students’ literacy levels are in decline or at least insufficient for contemporary society. 

Then, learning a language which will enable them to be fluent and accurate in using the 

language is not enough. Thus, they also have to be able to select, interpret, and reflect the 

information they get, further, to produce the information.  

To do so, critical literacy will help them to develop their ability to critically assess and 

investigate the hidden motives and under the surface ideas of all types of texts: visual, print, 

digital, and audio (Ciardiello, 2004). In other words, students will be engaged in higher 

levels of reading and discussion as well as conveying their own life experience, giving those 

chances for participation and understanding the power of language (Soares & Wood, 2010). 

Therefore, they will not be manipulated by the texts they read (Freire as cited in McLaughlin 

& DeVoogd, 2004). Since students need to know not only to decode texts but also to 

understand how power and system of meaning work on people by critical approach (Kuo, 

2014), then, teachers should be able to facilitate them and perceive it as their students’ needs 

which should not be neglected.  

The fact that EFL teachers in ESL/EFL contexts such as in Indonesia still have a lack 

of understanding and skills about critical literacy must not be neglected. Gustine (2018) 

found that even though teachers have had about seven years of experiences in teaching 
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English in different levels of schools, some teachers still display an absence of knowledge on 

critical literacy as a practical approach to English teaching. This will lead teachers to what 

Shor (1999, p. 14) called it as “not having enough authority” which refers to lack of 

capability of the teachers to initiate a critical and power-sharing process. It means that 

teachers still need help to increase or develop their critical literacy knowledge and practice in 

the classroom. Therefore, more resources on a critical literacy concept and practical issues 

are needed. The present article is intended to fulfill this gap. This article will first elaborate 

the concept of critical literacy; secondly, examine the resources needed in term of texts; 

thirdly, discuss the various types of activities to support students’ critical literacy; and lastly, 

make a conclusion of the important points of the topic. 

 

2.  CRITICAL LITERACY 

The notion of critical literacy is rooted in the work of Paulo Freire, Pedagogy of the 

Oppressed (Anderson & Irvine, 1993). Freire insisted that if teachers help students from 

oppressed communities to read the words but do not at the same time teach them to read the 

world, students might become literate in a technical sense but will remain passive objects of 

history rather than active subjects. According to Freire, “subjects” are those who know and 

act; “objects” are those who are known and acted upon. Thus, critical literacy theory is 

derived from the theory of critical theory. Critical theory is quite similar to the social theory 

which emphasizes evaluation and critiques of social and political issues in a certain society. 

This view then influences critical literacy concepts especially in terms of examining the 

power within texts through language (Yoon, 2015). 

Therefore, critical literacy is strongly related to the issues of sociology and politics 

scrutinizing the connection between language and power within texts (Yoon, 2015). Since it 

is close to texts, critical literacy also deals with reading and writing activities. As Anderson 

& Irvine (1993) argue, critical literacy is to learn how to read and write as a process to 

become aware of experiences which are historically constructed in a specific connection of 

particular power. In other words, it focuses more on acknowledging whose voice is heard or 

silenced and how the structure of the language represents power (Yoon, 2015). Its purposes 

are to encounter these imbalanced power relations (Anderson & Irvine, 1993); to 

comprehend the authority of language (Janks, 2000; Soares & Wood, 2010) and to analyze, 

critic, and transform the norms, rule systems, and social practices in institutions and in 

everyday life (Luke, 2004).   

Literacy can be seen as a technique, set of skills of language, set of cognitive 

capabilities, and a group of social performances and it is perceived as a phenomenon of 

dynamic cultural processes rather than static mental traits (Kern, 2003). Literacy, therefore, 

not only about breaking codes of texts but also about creating and interpreting meaning 

through texts. The term “critical” is closely related to the spirit of reflective skepticism 

(Kern, 2003). In the present article, writers view critical literacy as a set of skills as well as 

techniques to deal with texts which cover reading and writing activities.  

Additionally, critical literacy includes subsequent predicting; reading by scrutinizing; 

questioning hard and harder questions sighted beneath, behind, and beyond texts; and 

attempting to uncover how texts are constructed and how power takes advantage over us, 

others, under whose name, for whose advantage (Luke, 2004). Thus, transforming the 
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concepts of critical literacy into the classroom will aid students and teachers to enlarge their 

thoughts, find out multiple perspectives, and grow into active thinkers (McLaughlin & 

DeVoogd, 2004) especially to understand and manage the connections between language and 

power (Janks, 2000). In other words, critical literacy enables students to carry their personal 

experiences into discussions, giving them chances to participate and involving them into 

higher reading levels and discussions, and to comprehend the authority of language (Soares 

& Wood, 2010). Those skills are needed by students to interact wisely with an immense of 

information that they can easily access this information or digital era.  

To put the concept of critical literacy into practice, Lewison, Flint, & Van Sluys (2002) 

proposed four dimensions of critical literacy which help teachers to organize what their 

students should go through in the teaching and learning process. Furthermore, the 

dimensions are the results of synthesizing existed literatures of critical literacy theories in 

last 30 years. Those dimensions are: (a) disrupting the commonplace, (b) interrogating 

multiple viewpoints, (c) focusing on sociopolitical issues, and (d) taking action and 

promoting social justice. For more detail explanation, these are elaborated as below. 

 

2.1  Disrupting the commonplace 

Disrupting the commonplace means that critical literacy is understood as perceiving 

routines into a new point of views (Lewison et al., 2002). It means that language and any 

other sign systems are used to identify perception modes particularly the implicit one and to 

think through novel borders to comprehend experiences. Through this dimension, critical 

literacy is the way to problematize every field of study, to understand that our existing 

knowledge as the product of history, to interrogate texts, to embrace popular culture and 

media as a part of everyday life and to analyze how people are constructed by media, to 

develop the language of critique, to analyze how language shapes identity, constructs 

discourses of culture, disrupts or supports the status quo (Alan Luke, 2000; Allan Luke & 

Freebody, 1997; Shor, 1987; Vasquez, 2000). 

Therefore, in this stage students will be invited to problematize and interrogate texts by 

asking questions such as “How is this text trying to position me?” and by examining how 

text profile identity, create cultural discourse, and support or interrupts the existing state of 

affairs (Gee, 2008; Vasquez, 2000). In other words, students should develop their skills in 

problematizing and interrogating texts which are usually perceived as it is. 

 

2.2  Interrogating multiple viewpoints 

This means that students are asked to see experiences and texts from their own 

perspectives and others’ (Lewison et al., 2002). They are also asked to simultaneously 

consider those various perspectives. Thus, students should have skills on reflecting on 

multiple and opposing perspectives, using those voices to question texts, finding out 

marginalized voice and making differences noticeable. 

Through this dimension, students will be engaged in the activities which can open their 

mind and heart towards theirs and others’ perspectives. Thus, this dimension focuses on the 

questions like “whose voices are missing and whose are heard?”(Harste et al., 2000; Allan 

Luke & Freebody, 1997). Teachers will help students reflect and interrogate texts through 
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multiple perspectives, focus on the marginalized voices, examine the dominant voices, and 

create the visibility of making differences. In this case, there will be no tidy conclusion 

towards any texts as what usually happens as the heritage of conventional schools.  

 

2.3  Focusing on sociopolitical issues 

This dimension means that teaching and the use of language are perceived to be never 

neutral or always influenced by sociopolitical systems and power connections (Lewison et 

al., 2002). Consequently, in this case, students are expected to have the skills to understand 

the sociopolitical systems and challenging unequal power relationships.  

Within this dimension, students are invited to go beyond their personal life, to go 

further towards sociopolitical systems where we live, to challenge the status quo by 

analyzing the connection between power and language, and to be literate when they are 

engaged in political issues they found in their daily life (Comber, 2001; Lankshear, 

McLaren, & McLaren, 1993). Through this dimension, students will step out and see how 

actions, responses, and perception are shaped by sociopolitical systems and power.       

 

2.4  Taking action and promoting social justice 

This dimension is actually the expansion of the understanding and perspectives from 

the previous three dimensions above. In order to take an action and promoting social justice, 

students should have skills on reflecting and acting towards the world as a means of 

transformation, questioning practices and injustice, analyzing how language is used to 

sustain authority, and redefining cultural borders (Lewison et al., 2002).  

In this part, students will do more complex stuff. They will get engaged in reflecting 

and acting towards their environment as a means for transformation, using the language to 

examine power in order to enhance their life and to question injustice, examining how 

language is used to sustain the domination and how the opposite groups get access towards 

the dominant groups without devaluating their culture, and how the prevailing discourses can 

be changed by the social actions, and redefining and challenging students to cross the 

borders of cultures to create borders using diverse of cultural sources (Comber, 2001; Freire, 

1972; Giroux, 1993; Janks, 2000). This dimension would be the last one and it is also usually 

perceived that critical literacy cannot be separated by social actions. 

 

3. LEARNING RESOURCES FOR CRITICAL LITERACY 

Selecting the appropriate learning sources for students is not an easy task for some 

teachers.  In as much as critical literacy aims at engaging students in more complex 

activities, the learning source should support them in such activities. Therefore, students 

should be given texts which could engage them to do critical analyses. It is because critical 

literacy is generally related to critical text analyses (Luke, 2013). Therefore, selecting the 

appropriate texts is one of the main tasks of teachers. Being appropriate here refers to the 

capability of the texts to give space for students to do subsequent predicting; reading by 

scrutinizing the connection between language and power within texts; questioning hard and 

harder questions sighted beneath, behind, and beyond texts; and attempting to uncover how 

texts are constructed and how power takes advantage over us, others, under whose name, and 

for whose advantage (Alan Luke, 2004; Yoon, 2015). Since language has the main role to do 
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construction and reconstruction of social and historical, the texts provided should also 

contain cultural and ideological assumptions that underwrite texts, the representation of 

politics, and the discriminatory cultural positioning of speakers and readers within discourses 

(Morgan, 2002). Thus, students will not only do breaking codes of the texts but also creating 

and interpreting meaning through texts (Kern, 2003). Furthermore, they are encouraged to 

use these codes as tools in reflecting and constructing meanings from texts and discourses 

(Beck, 2005) while writing (Gainer, 2013).  

In the Indonesian context, EFL teachers usually rely on the books provided by the 

Education Ministry or any commercial books approved by the Education Ministry. However, 

there is an important thing to acknowledge that Ministry of Education and Culture (2016) 

about the books used by the education unit should not contain any pornography, extremism, 

radicalism, violence, SARA, bias gender, and any inappropriate values. It means that the 

textbooks provided by the Ministry tend to be neutral. If it is so, then, the manifestation of 

neutrality in the textbooks will not lead students to see the complexity of issues as a factor, 

as Pennycook (1997) had considered de-emphasizing on critical literacy. Yet, it does not 

mean that teachers cannot use these textbooks. Teachers still can use them for engaging 

students to the first dimension of critical literacy which is disrupting the commonplace. At 

this point, students would like to question and problematize what is perceived as something 

normal in everyday life. 

Furthermore, to engage students in the other three dimensions, the most appropriate 

texts should be the ones containing controversial issues. By being controversial, here, is 

meant that the issues should carry personal, social, and political impacts, provoke feelings, 

and cope with questions of beliefs or values (Oxfam, 2006). Texts containing controversial 

issues should be chosen by considering their relevance to students’ everyday life. Thus, 

students will find the materials discussed are meaningful. Hopefully, it could increase their 

motivation for being engaged actively through the discussion of the chosen issues.  

In addition, teachers should also acknowledge the recent empirical studies showing 

that the use of multi-modal texts is becoming the center of interpretation in critical literacy 

(Fajardo, 2015). It seems like the definition of texts in the 21st century is expanded in order 

to accommodate the practice of multimodal literacy (Mills, 2010). Fajardo (2015), then, 

summarized those multimodal texts to include picture books, political cartoons, graphic 

novels, reality television shows, advertisement, ranges of digital texts, speeches, gestures, 

clothing, or popular cultures. The use of varied sources of learning materials is intended to 

involve students to do exploration from different perspectives. 

 

4.  LEARNING ACTIVITIES FOR CRITICAL LITERACY 

The main characteristic of learning activities for critical literacy is critical and 

dialogical. It is because dialogical activities are simple but powerful in delivering the moral 

ideal of critical literacy and it would also include critique as a tool to reach understanding 

(Endres, 2001). This would give more space for both students and teachers to do critical 

reflection on the issues. Therefore, some scholars propose several critical questions (see 

Huang, 2011; Janks, 2012; Allan Luke & Freebody, 1999; Rice, 1998) to guide the learning 

process. It is to guide and stimulate students to seek what they should focus on and also to 
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give opportunities for them to offer their critical opinions. Thus, critical literacy seems to 

give more attention to critical reading and writing activities. It is because those types of 

activities “always involve perception and interpretation” (Freire & Macedo, 1987, p. 24).  

Some studies in EFL settings display positive results towards those kinds of activities. 

The activities mostly in form of discussion (Huang, 2011; Izadinia & Abednia, 2010; Park, 

2011; Shin & Crookes, 2005) and writing critical responses towards the texts which have 

already read and discussed in form of reflective journals, response papers or essays (Huang, 

2011; Izadinia & Abednia, 2010; Park, 2011; Suarcaya & Prasasti, 2017). In discussion 

sessions, the activities involve students and teachers to establish critical dialogue and also 

encompass students’ personal perspectives.  

Through such activities, students’ critical awareness is developed. It is to say that 

critical literacy activities contribute to their critical awareness such as improvement of 

critical thinking ability (Izadinia & Abednia, 2010), showing, revealing and developing a 

critical stance (Kuo, 2014; Shin & Crookes, 2005; Suarcaya & Prasasti, 2017), 

acknowledging multiple perspectives (Huang, 2011; Kuo, 2014), actively voicing their 

opinions and bringing meaning towards texts by deconstructing and/ deconstructing the texts 

(Park, 2011; Suarcaya & Prasasti, 2017), uncovering hidden messages (Huang, 2011) and 

helping them re-examine their familiar world (Kuo, 2014). Critical literacy could also 

enhance students’ speaking, writing (Izadinia & Abednia, 2010) and reading comprehension 

(Huang, 2011). In other words, critical literacy through critical and dialogical activities could 

help students raising their awareness of multi-perspectives towards an issue, it would help 

them develop their ability to reflect, to evaluate, and to critique information they get.    

Another important thing teachers should acknowledge the learning activities for 

critical literacy is about multiple perspectives. Students should be aware that “texts don’t 

contain one fixed, definite meaning put there by the author. Different kinds of readers in 

different societies and times can produce different meanings for the same texts” (Morgan, 

2002, pp. 41–42). Hence, the learning activities could be approached through various ways 

such as reading different versions of the same topic, reading a story that reveals varying 

points of view, discussing the perspectives of people with different cultural backgrounds, or 

identifying the dominant and silenced voices in a text, debates, rewriting texts from another 

perspective, role-plays, think-aloud, juxtaposing texts of varying viewpoints on the same 

topic, or raising critical questions (Fajardo, 2015, p. 32). 

Fajardo (2015) further explained that acknowledging different perspectives does not 

mean that students should automatically change their stances or even deny others’. It is 

likely to raise students’ awareness to see truths as partial and limited; thus, as Ciardiello 

(2004) noted, there would not be a representation of events in forms of texts which would be 

able to tell the entire story. This would make students aware that giving simple answers to a 

complex problem is not enough. 

 

5. CRITICAL LITERACY AND ELT IN INDONESIAN CONTEXT  

English language teaching in Indonesia has adopted the genre-based approach which is 

more familiar as the text-based approach. Therefore, the learning materials provide rages 

genres of texts such as descriptive, narrative, procedure, expository, news item, recount, and 

anecdote. Genre theories and its implementation in language learning and teaching mainly 
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focus on two purposes, to comprehend the relationship between language and contexts and to 

employ this understanding towards language and literacy education (Hyland, 2002). This 

view language system encloses sets of options for speakers/writers based on their intention 

how meanings they want to make (Lock, 1996). Therefore, language is seen as the resource 

to make meanings and purposes in expressing two sorts of meaning called experiential 

meaning or the way language used to represent understandings of the world and 

interpersonal meaning or the way language create relationships with others (Halliday, 1994).  

However, when structuralist view is adopted, the genre approach would become 

instrumentalist where text types as forms are seen unproblematically in a culture-free area 

(Derewianka, 2003). Consequently, the implementation of the genre approach would be 

implemented in a traditional sense where the focus is on transferring the knowledge of genre 

without giving more space for students to explore and to put their personal view. This 

condition does not see that the notions of genre recently stress that the nature of the genre is 

flexible and rhetorical rather than formulaic and static rules (Melrose, 1995).  

Therefore, a genre-based approach is actually relevant to help students develop their 

critical literacy skills. Since genres are ideological in the sense that they would never be free 

of beliefs and values and their tendency that some genres become dominant and hegemonic 

in a community (Hyland, 2002), being critical is a must for students to sense the ideological 

aspects of texts they read. Since critical literacy would help students raising their awareness 

of multi-perspectives towards an issue, they would develop their ability to reflect, evaluate 

and critique information they get. In short, students will be helped to develop their critical 

reading ability.  

Critical reading is a very important skill for everyone to have in this information era 

(Priyatni & Nurhadi, 2017). Particularly for students who are educated, they should be able 

not only to understand but also to assess and reflect what they read, so they can be wise to 

every information they get. Ideally, students at the secondary level should be able to be 

engaged in a higher level of reading activities such as assessing and reflecting complex 

written texts (Ministry of Education and Culture, 2016b). In the end, students who are 

always engaged in critical reading would give positive contributions to themselves, society, 

and nation as social agents of change.  

Unfortunately, Indonesian students’ reading ability is still considered as low. Program 

for International Students Assessment (PISA) in 2015 reported that Indonesian was in 64th 

rank out of 72 (OECD, 2016). To be more specific on students’ reading literacy, Indonesia 

also still at a low level as well, level 2 with mean score 402. There are 6 levels to indicate the 

reading literacy level of the students. The minimum score for good reading literacy is 500 for 

senior high school students which is level 4. The characteristics of level 4 are able to 

interpret, reflect, and critically evaluate complex texts. It means that Indonesia still has to 

work hard for increasing the students’ reading literacy level. In level 2, students’ ability is 

still at a low level of reading. They are only able to get the main idea of a passage, to 

understand the relationship, and to construct meaning for making inferences (Harsiati, 2018). 

Consequently, when they are asked to reveal information, to develop and integrate 

interpretation, and to reflect and evaluate complex texts, they will get difficulties. This 

condition is quite similar to students’ English reading habit which do not indicate as a good 
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reading habit even though they have learned English for more than 10 years at school 

(Iftanti, 2012). It reflects that students of Indonesia need to be helped to develop their critical 

reading literacy in both first and foreign language contexts.      

Especially in foreign language contexts, schools have a very vital role to help students 

develop their critical reading skill. It is because, as a foreign language, students get lack 

exposure from outside of the classroom. It means that they rely much on their learning at 

schools. Furthermore, since reading cannot be separated from writing, then, developing 

students’ critical reading skills also means developing students’ writing skills. Indonesian 

government through the national education system (Republic of Indonesia, 2003) which 

states that the implementation of education should develop students’ reading and writing 

culture at schools. It means that the Government also perceive reading and writing ability as 

important skills that students need for being able to give positive contributions towards 

themselves, community, society, and nation. Thus, the realization of the Government’s 

commitment, they run a literacy movement to promote the importance of reading and writing 

at school. However, it is still going to be a long journey until arriving at the state of being 

critical readers and writers for Indonesian students. It is because the literacy movement is 

still in the initial stage which focuses on developing students’ reading interest. 

However, Indonesia should be optimistic that Indonesian students also can be critical 

readers and writers as long as they are well facilitated. Therefore, stakeholders should work 

together to achieve that goal. Teachers and texts are important elements (Fajardo, 2015; 

Shor, 1999) without denying others such as schools’ environment. The teachers should be 

prepared and facilitated for being critical readers and writers as well. For it is impossible for 

them helping their students to be critical readers and writers if they could not read and write 

in a critical manner (Solihati & Hikmat, 2018). The texts also should be designed or selected 

to facilitate students developing their critical literacy skills. Teachers, of course, could also 

use other sources such as newspapers, magazines, literary works, and so forth to support the 

learning process (Fajardo, 2015). Nevertheless, since textbooks published by the 

Government are the main sources of learning in the classroom (Ministry of Education and 

Culture, 2016a), the textbooks should be good enough to support students’ critical literacy. 

Regarding the issue of critical literacy in the Indonesian context as elaborated above, 

the authors identified some problems raised towards this issue. First, students’ critical 

literacy levels are still low. Particularly for senior high school students, they should be able 

to interact with complex texts in critical manners. It means that they should be able to 

interpret, critique, and reflect the information they get from texts. However, in reality, they 

are only able to get the main ideas, understand the relationship, and make inferences 

(Harsiati, 2018). They are still got difficulties to engage with texts in critical manners. 

Second, teachers’ skills and/knowledge of critical literacy is still lack. Since students 

need to be engaged in higher levels of reading (Soares & Wood, 2010) and writing, firstly, 

teachers as the facilitators should develop their critical literacy. Indeed, it needs a serious 

effort and of course, it takes time. Gustine (2018) found that even though teachers have had 

about seven years teaching English experience in different levels of schools, some teachers 

still display an absence of knowledge on critical literacy as a practical approach for English 

teaching. Thus, this will lead teachers to what Shor (1999, p. 14) called it as “not having 

enough authority” which refers to lack capability of the teacher to initiate a critical and 
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power-sharing process. It means that teachers still need help to increase or develop their 

critical literacy knowledge as well as the practice in the classroom through the intensive 

coach. 

Third, the facilities provided by schools are still inadequate. It means that schools’ 

environment also should be supportive and responsive to students’ needs responding to their 

needs to develop their critical literacy skills. Schools should provide sufficient facilities, any 

sources that can be assessed by students and contributed to the learning process such as 

books, magazines, newspapers, internet access, journals, movies etc. in printed and/ digital 

form. However, most schools in Indonesia are having lack of facilities and unavailability of 

materials (Adi, 2012). Therefore, the government with its literacy movement is distributing 

books to schools in order to support the successfulness of literacy movement itself. The 

books provided by the government are divided into two categories which are academic and 

non-academic books. In short, schools in terms of the facilities still need to provide richer 

sources that students can access to support their critical literacy skills. 

Last, the English textbooks provided by the Government in Indonesia still need 

improvement in order to provide better materials to support the development of student 

critical literacy skills. It is because the existed textbooks do not contain many tasks which 

promote critical thinking (Solihati & Hikmat, 2018). Additionally, Kasim, Zulfikar, & 

Zaiturrahmi (2017) found that most of the instructional questions tend to emphasize lower 

order thinking skills rather than higher order thinking skills. It means that the textbooks are 

still limited to support students to develop students’ critical manner. Ideally, to support 

students’ critical literacy, the textbooks should also contain multiple perspectives towards an 

issue since they are powerful to bridge critical literacy into learning activities in the 

classrooms (Clarke & Whitney, 2009). Thus, the texts should also contain some 

controversies issues to raise the awareness of multi-perspectives. Yet, the Ministry of 

Education and Culture (2016a) has regulated that the textbooks should not contain 

pornography, radicalism, violence, extremism, SARA, bias gender, and any inappropriate 

values. Consequently, the textbooks published by the government tends to be neutral which 

will lead to de-emphasize on critical literacy. 

This short article hopefully could enlarge EFL teachers’ understanding of critical 

literacy, particularly in Indonesia. However, since it only focuses on exploring the basic 

issues, it does not provide comprehensive explanations of the implementation of critical 

literacy in Indonesia. Further, there are still limited researches on how this new approach is 

implemented in the Indonesian EFL classroom. Therefore, in the future, more studies on the 

implementation of critical literacy are needed. It is to enrich and to contribute to the body of 

knowledge of critical literacy in EFL settings. 
 

6. CONCLUSION 
Critical literacy enables students to be active subjects rather than passive objects 

towards their learning processes. It is a dynamic process. It hinders students from being 

literate in a technical sense only. They will be involved in the four dimensions of critical 

literacy during their learning process including disrupting the commonplace, interrogating 

multiple viewpoints, focusing on sociopolitical issues, and taking actions and promoting 
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social justices (Lewison et al., 2002). Therefore, the source of learning would cover not only 

neutral issues but also controversial issues. Consequently, teachers should choose the 

appropriate learning activities which could involve students to do exploration in multiple 

perspectives. For Indonesian context, implementing critical literacy is promising such a 

benefit but it is needed to give lots attention to some challenges coming from the condition 

of the teachers, students, facilities, and the textbooks’ qualities. Finally, teachers should 

acknowledge the emergence of critical literacy concepts and practical issues. 
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