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A Portrait of EFL Teachers’ Needs and Readiness for a Literacy Coaching Online

Program during the COVID-19 Pandemic

ABSTRACT
The 2018 PISA report demonstrated not only the poor condition of Indonesian students’
literacy but also the fiasco of the Government’s policy on national literacy and its efforts
to boost students’ literacy levels. Research on teachers' needs and readiness for literacy skills
and instructional improvement to upgrade students’ literacy in Indonesia is still scarce. This
cross sectional survey (as part of a multi-year research project) aim to outline teachers’ needs
for literacy teaching and their readiness for online coaching program during this COVID-19
crisis. Questionnaires were distributed to 150 English teachers and junior high school
instructors across provinces selected using stratified purposeful sampling. Twelve respondents
who were English instructors at the national level were selected for focus group interviews. It
is revealed that 88% teachers faced difficulties in teaching literacy due to their lack of
teaching strategies, literacy skills, and literacy teaching experience. 98% need literacy
coaching, particularly in reading comprehension (65%), genre-based approach (60%), and
reflective practice (53%). Although all teachers admitted that they were ready for online

coaching, 80% of them preferred a blended mode.

Keywords: teachers’ needs and readiness, literacy, coaching, online program
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Introduction

The 2018 PISA report, released on December 3, 2019, shows a pointed decline in
Indonesia's score in the three literacy tests (reading, mathematics, and science) for students
aged 15 years (Figure 1). Compared to the 2015 result, in 2018 Indonesia achieved a mere
371 in the reading test (a significant decrease by 26 points). As for the science, a slight
depletion occurred by 7 points from 386 from 379, whilst for mathematics, from 403 to 396.
These results placed Indonesia at the bottom six from 78 participating countries (OECD,

2019).
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Figure 1. Snapshot of 15-years-old students' performance in Indonesia (OECD, 2019)

This result at the same time demonstrates the Indonesia educational stakeholders’
failure in their attempts, such as the National Literacy Movement (Gerakan Literasi
Nasional/GLN)  and the School Literacy  Movement (Gerakan  Literasi
Sekolah/GLS(Kemendikbud, 2018)), to improve students' literacy skills. In alignment with
that, the result also connotes that from 10 students aged 15, seven of them have below par
literacy competence, i.e. they are only able to identify explicit information from short reading

texts and simple procedures (OECD, 2019).
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The two policy studies conducted by the Ministry of Education and Culture (MoEC)

of the Republic of Indonesia also demonstrate similar pertinent findings on these students’
low literacy competence. The Center for Research and Policy Study of MoEC found that
more than two-thirds (71%) of provinces in Indonesia have unsatisfactory index of student
literacy activities. From the total 34 provinces Indonesia has, only 26% students reached the
intermediate level, and none achieved the highest index (Lukman Solihin & Utama, Indah
Pratiwi, 2019). The research by the Language Development Agency of MoEC (2018) also
indicated similar findings.

To verify the PISA report's validity, the study of Language Development Agency of
MoEC (2018) measured the nine graders’ literacy skills in 34 provinces of Indonesia, using
the PISA rubrics and criteria. It was found that students' reading ability remained below the
PISA average (489). The majority of students (84,2%) were only able to identify main ideas
and complete reading tasks with moderate lengthy texts. A small portion (15.8%) of the
students achieved at the highest levels of reading skills (3.5% at level six and 12.3% at level 5
of PISA standards) where students were able to comprehend lengthy and more complex texts.
This study also found the correlation between the student’s literacy competence with the
teachers’ designed literacy activities. The more frequent the teacher organized the literacy
activities, the better the students’ literacy became.

In conjunction with that, a study on literacy praxis conducted by Mayuni et al. (2020)
in 39 public junior high schools in Jakarta also demonstrates that the School Literacy
Movement (GLS) offered little contribution in increasing the students’ literacy as it merely
focused on the activities, such as literacy socialization and students’ reading habituation — 15
minutes of reading activity before the lesson starts (Mayuni, Leiliyanti, Agustina, Yulianti,

Chen, 2020).
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These two studies demonstrate the need to rectify the condition, i.c. an attempt to
improve, especially the students’ literacy, is imperative to be conducted. This paper proposes
the way to rectify this, i.e. implementing the literacy coaching program for teachers. Why
teachers? Not only are they the ones who have daily interaction with the students, but that the
way they teach, design and implement the learning process and activities play pivotal role in
enhancing their students’ literacy competence. Besides, as indicated by PISA, literacy
competence, in this case reading, becomes cardinal element, as the PISA result indirectly
disclosed the potential of the teachers’ limited ability in comprehending and/or implementing
reading strategies was the alleged catalyst that hindered the student's literacy competences in
Indonesia. This goes parallel with Language Development Agency’s argument (2018) that
resorting to effective reading strategies will encourage the students to process information,
answer questions, interpretate, analyze, synthesize, reflect, evaluate, and to navigate questions
in a digital display.

Rose (2017) and Kajder and Parkes (2012) also echoed the significance of literacy coaching.
Rose investigated literacy teaching that uses genre-based pedagogy approach and found that
genre-based pedagogy approach improved students' literacy skills. Kajder and Parkes (2012)
explored teachers' reflective practices in teaching multimodal writing literacy. They found
students’ literacy skills increased when the teacher carried out reflective practice with
multimodal methods. In this sense, improving the teacher’s literacy competence, teaching
strategies and skills to help develop students’ literacy requires intensive and continuous
coaching. Teachers who are at all times busy with their daily demands of teaching and
administrative tasks will find that improving their literacy competence is almost impossible
without receiving any coaching. Coaching itself has perennially been developed in numerous
countries as part of their teachers’ continuous professional development. It has been seen

effective to help teachers in problem-solving, perform self-reflection, as well as the medium
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to develop effective strategies in enhancing students’ literacy (Carlisle & Berebitsky, 2011;
Ferguson, 2014; Gross, 2010; Kruse & Zimmerman, 2012; Tschannen-Moran & McMaster,
2009)

The coaching program we are developing involves the selected members of Language
Instructors and Subject Teacher Working Group (MGMP) as the research main participants
(see the results and discussion section of how the selection process occurred). Prior to
implementing the program, one of the stages is to conduct a need alysis, i.e. the analysis
that portrays the need and readiness of the participants involved in the coaching program.

The current pandemic conditions and the "new normal" era constituted the starting point for

designing a coaching program using technology, in the form of distance learning.

Research Methodology

This study employed a survey method to explore and investigate the needs and
readiness for literacy coaching of junior high school English teachers. Through the national
MGMP teacher affiliation network, 150 teachers who fulfilled eligibility criteria were
selected.

The eligibility criteria require Indonesian EFL teachers joining the national,
provincial, or district level MGMP networks ith at least three years of teaching experience.
The participants were surveyed with closed-ended questionnaires. The demographics of the
participants are summarized on table 1.

Furthermore, a focused group interview was conducted with a total of 12 participants.
They were purposefully selected based on the criteria of EFL teachers who have become
national level instructors. The focused-group interview was conducted in bilingual setting

(native Bahasa Indonesia and English) to allow participants to express their opinions

adequately and held using the synchronous platform, ZOOM Cloud (two-hour) Meeting. In
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order to display participants' opinions in the focus group discussion, the researchers coded
Al,A2,B1,B2,C1,C2,D1,D2,El,E2 F1, and F2 for these twelve participants.

Results and Discussions

Demographic information of the participants

Tablel. Demographic information of the participants ( N=150)

Demography Criteria N (%)
Age 20-29 years 12(8%)
30-39 years 29(19,3%)
40-49 years 65(43.3%)
50-59 years 44(29 3%)
Teaching Experience <5 years 10(6,7%)
5-10 years 15(10%)
10-15 years 25(16,7%)
15-20 years 46(30,7%)
20-25 years 31(20,7%)
25-30 years 13(8,7%)
30 years> 10(6.7%)
Educational Backgrounds Diploma 2 (1.3%)
Bachelor 102 (68%)
Magister 44 (29,3%)
Doctoral 2(1.3%)

As illustrated in table 1, the most extensive distribution of participants was 40 to 60

years (N = 109; 72.6%). According to the participants' age demographic distribution, the
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participants' general teaching experience ranged from 10 to 30 years or more (N = 109;
72.6%). From the participant demographics and teaching experience, we could conclude that
three-quarters of the participants were senior teachers. The vast majority of the participants
hold an undergraduate and postgraduate degree (97.3%).

The participants are composed of teachers from 16 provinces spreading across five
significant islands and other islands in Indonesia (34 provinces), as illustrated in Figures 2
and 2. Although not all provinces in Indonesia were represented and the most significant
distribution was in western Indonesia (N = 119; 79%); however, as shown on the map (Figure
2).the distribution of 16 provinces (the origin of the participating provinces marked by the red
circle)represents the distribution of English teachers for junior high school in western, central,

and eastern Indonesia.
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Figure 2. The map of participants' province of origins




159 Table 2. The province of origins of the participants

The province of origins of the participants (N= 150)

Western Indonesia : Kalimantan Island:
Sumatra Island: East Kalimantan 1(0.7%)
West Sumatra 10(7%) South Kalimantan 5(3.5%)
Riau 1(0.7%) Sulawesi Island:
South Sumatra 1(0.7%) South Sulawesi 12(8%)
Java Island: Southeast Sulawesi 1(1%)
Banten 3(2%) Gorontalo 3(2%)
DKI Jakarta 80(53%) Eastern Indonesia:
\West Java 13(9%) Maluku Island:
Central Java T(5%) Maluku 2(1%)
East Java 4(3%) Papua Island:
Central Indonesia : Papua 4(3%)
Nusatenggara West Papua 3(2%)
Island:
West Nusa 1(0.7%)
Tenggara

160

161 By considering the findings of the demographic profiles data based on age, years of

162  teaching experience, educational background, and the province of origin that previously
163  described, it fully testifies that the current study participants were senior EFL teachers from
164  several regions in Indonesia. They were categorized as seniors, either in age or years of
165  experience in teaching EFL in Junior High School.

166
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167  The importance of literacy coaching

168 The question associated with the difficulties in teaching literacy is visualized in Figure
169 3. Out of 150 participants, 132 participants (88%) state that they encountered difficulties
170  teaching literacy. Only 18 participants (12%) confirmed that they had no issue in that regard.

Do you face any difficulties in teaching literacy?

M Yes M No

18,12%

171

172

173 Figure 3. Challenges faced by teachers in teaching literacy

174

175 Figure 4. reveals the findings regarding the types of obstacles faced by participants

176  during teaching literacy. The researcher used an open-ended question, thus enabling the
177  participants to express their difficulties freely.
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What kind of challenges do you face in teaching literacy?

No access to internet for searching...] 1
Students’ poor reading habit at home | 1
Lack of Reading Facilities at school | 2
Cultivate students' reading motivation Ml 6

Students' vocabularies problem | 1

Lack of literacy knowledge and skills s 30
Literacy activities coordination in school | 1

No experience in teaching literacy Wl 13
Lack of strategy on how to teach literacy | 105

Figure 4. Constraints in teaching literacy

Based on the responses obtained, we have compiled them into three main groups of
challenges as follows: 1) how to teach literacy (lack of strategies on how to teach literacy; no
experience in teaching literacy; and coordinating literacy activity in school); 2) what to teach
in literacy teaching (lack of literacy knowledge and skills; students' vocabularies problem),
and 3) other matters related to literacy teaching (motivation; facilities; habits; and materials).
Among these three main groups of responses regarding the constraints of teaching literacy,
the data findings reveal that participants experienced substantial obstacles in teaching literacy
(N = 119; 79.3%), mainly due to the lack of literacy teaching strategies. It is then followed by

the knowledge barrier to what content to teach that would fit teaching literacy (N = 30; 20%).
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Do you think it is essential to receive a literacy coaching
to improve your teaching skill?

no; 3; 2%‘

yes, 147, 98%

Figure 5. The need for literacy coaching

Concerning the previous question, the question illustrated in Figure 5 was: "if the
participants experience any difficulties in teaching literacy, do they need literacy coaching to
advance their literacy teaching skills?". To this question, the vast majority of participants (N
= 147; 98%) expressed the need for literacy coaching. Only three teachers (2%) who claimed
they did not feel the need.

In a focused-group interview, the participants added that the school literacy movement
had been implemented for a relatively long period in their respective schools.
(**Nevertheless, it was more likely to be habituation of reading, as stated by the participants
B1 (West Java), D1 (Central Java); and E2 (Papua).) Their statements: Bl expressed: "the
School Literacy Movement is carried out by the initiative of an additional 15 minutes of
reading before lessons start, and all the teachers are involved in supervising it. Besides, a
competition was held once a month. It required the students to read a summary of books that
they have been reading for a month. However, that is all. We have not guided students to

criticize the reading". Dladded, "My school has even provided a bulletin board to display the
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students' writing in the form of a reading summary. However, we did not provide any
guidance on how and what to include in the summary". E2 further added, "I even purposely
went around to visit students' homes to motivate their parents to read in their spare time.
However, I also have not taught them how to read critically".

In contrast to other’s responses, one of the focused-group discussion participants, F1
(West Java), claimed that she has tried to teach using a genre-based approach. However,
because she did not know how to teach it, students had great difficulty understanding it.

In conclusion, according to the visible constraints and the needs of literacy coaching
that have been investigated by the study findings in the previous section, EFL teachers in
Junior High School in Indonesia must be provided with literacy coaching. The importance of

literacy coaching is particularly in "how-to * and "what-to" teach in literacy.

The topics of literacy coaching

The researchers proposed fourteen options of response to the topics related to
coaching literacy needs. Participants were permitted to choose more than one
response/answer. Out of the total fourteen options, only eight answers were chosen by the
participants, as depicted in Figure 6.

Furthermore, we have grouped the most frequent answers collected from the
participants into two parts of literacy topics, which were considered to have a close
connection with each other. The first part consists of effective reading comprehension,
reflective practice, literacy beliefs, text discussion for the dialogic classroom, and critical

literacy assessment.
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What are the topics do you wish to have for literacy coaching?

Language skills’ components

Genre-based approach

language usage to scaffold students’ learning
Critical literacy assessment

Dialogic classroom text for discussions
Beliefs of literacy

Reflective practice

Effective reading comprehension

Figure 6. The topics of literacy coaching

The topics covered in this first section could be categorized as part of the literacy teaching
strategies. In contrast, the second part of the answer group comprises language usage to
scaffold student learning, genre-based approach, and language skills' components. This
second part may well be categorized as the content of what should be taught in literacy
teaching. The outcomes of this questionnaire were also in line with the statement of a
participant C2 (Jakarta) in a focused-group discussion who stated, "even though the essential
competencies listed in the curriculum required me to teach in a genre-based approach,

actually I really do not understand what and how to teach with that approach."

The readiness of online literacy coaching
To ensure the participants’ readiness to participate in online literacy coaching, the

rescarcher queried their time availability, internet access, ability to attend the synchronous
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263  online class; and preferable mode to take coaching sessions/programs. The data findings

264  concerning these queries are as follows:.

265
266
 tce aweek one hour
267 @ twce aweek; one and a alf howr
0 twce a week, o hours
268 # anytine
269
270
25k
271
272
273 Figure 7. The time availability for joining the online coaching session program
274

275  Researchers considered twice a week a sufficient frequency for communication because
276  participants need sufficient time to review the learned material during their off-days. As of
277  Figure 7, it could be seen that the participants tended to have a duration ranging from one and
278  a half (1.5) hours to two (2) hours, although more than one-third of participants (37.5%)

279  stated that they are ready at any time.

280
281
@ very good
@ good
282 @ far
® bad
283 @ very bad
284
285
286

287 Figure 8. The internet accesses
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Meanwhile, the participants' ability to connect to the internet using devices and access
services to perform an active engagement in online literacy coaching is visualized in Figure 8.
The participants' responses determine that three-quarters (75.6%) of the participants that they
can access the internet well ("very good" 29.3% and "good" 46.3%). In line with this
response, nearly three fourth of participants (73.1%) correspondingly expressed their ability
to well-attend the synchronous online class ("very good" 58.5% and "good" 14.6%) as visible

in Figure 9.

@ very good
@ good
fair
® bad
@ very bad

Figure 9. The capability in attending the synchronous online class

These results were also in line with the outcomes of a focused group discussion, expressed by
several participants. Al (Jakarta) stated, "Since the COVID pandemic spreading out, I have
been doing distance learning using Zoom application even though it has increased the
expenses for internet costs, and the signal is not good sometimes." F2 (Jakarta) added, "I have
no problem with the duration of online coaching, but I hope it will be held at night time
because I have to teach online during day time. " However, despite the readiness to access the

internet and attend synchronous online classes, an equal number of participants prefer
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coaching with a combination of online and oftline classes (79.53%), as illustrated in Figure

10.
What kinds of literacy coaching mode do you prefer?
M Online Coaching = Online and offline coaching m Offline coaching m others
2,1%
79, 53%
Figure 10. The preferable literacy coaching mode
Discussions

The current study's findings revealed that senior EFL teachers who serve in junior high
schools in some parts of Western; Central; and Eastern Indonesia have not yet mastered
teaching literacy strategies. This occurred because of the lack of literacy teaching knowledge,
but such knowledge surprisingly plays an imperative role in cultivating students' literacy
skills. Mayuni claims that schools' literacy movement has no significant impact on students'
literacy skills in Indonesia, although it has been implemented for an extended period (za
Mayuni, Eva Leiliyanti, Noni Agustina, Vera Yulianti, Yinghuei Chen, 2020). Mayuni also
revealed that as teachers do not have sufficient competence to develop students' literacy skills

by using meaningful reading strategies, it may limit their ability to advance student literacy

competencies. It is well noted that the present study's findings are relevant to what Mayuni et
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al. have clearly expressed. This relevancy refers to the fact that senior teachers have
inadequate competence to improve students' reading strategies, namely the lack of literacy
teaching contents and literacy teaching strategies.

Furthermore, the findings from the focus group discussion of the present study have
reinforced the questionnaire's discoveries that point out the absence of senior teachers in
Indonesia in the literacy coaching program. Thus, they do not have the necessary knowledge
and experience in teaching literacy. Therefore, teachers' urgent need for literacy coaching is
significant, particularly for EFL teachers in Indonesia.

Regarding the contents of literacy teaching, Rose argued that teaching literacy with a
genre-based approach could improve students' reading and writing skills (Rose, 2017). Rose's
research results should be taken into account as a reference to accommodate the participants’'
various responses regarding the topics needed to teach literacy. Both the quantitative and
qualitative findings of the current study confirm that teachers require literacy teaching
knowledge via a genre-based approach, as this expertise is considered a prerequisite for their
curriculum implementation. Besides, the distributed questionnaire results as part of the
present study survey also indicated a high demand for coaching. As a promising alternative to
traditional models of teacher professional development (Kraft and Blazar, 2018) coaching is
regarded as the most predominant learning opportunity for teachers (Darling-Hammon in
Bates, 2015). In literacy coaching teachers will be able to improve their teaching and literacy
skills through a series of modeling, coaching, and reflective practices.

As data also shows the teachers’ readiness to attend online coaching, this provides new
oportunities for teachers to continue their professional development amid the pandemic crisis.
Bates (2015) reports, the ability to link teachers and coaches in a virtual space creates new
opportunities for reflection. This is in line with the result of this study that the teachers require

reflective practice as one of the most important activities during online coaching program.
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Hence, meaningful reflective practice will contribute to the improvement of students' literacy

skills (Kajder & Parkes (2012).

Conclusion

This study portrays the EFL teachers’ needs on literacy coaching as most of them,
including senior teachers, faced difficulties in teaching literacy. The lack of strategy,
knowledge, and literacy skills are the dominant problems they need to improve. Most teachers
need to receive a coaching program particularly in the topic areas of effective reading
comprehension, genre-based approach, and reflective practice. The research findings also
show that teachers are ready to join the online program, able to adapt with the proposed
schedule, and have no significant internet connection problem. Most teachers relatively have
no problems accessing the internet for online literacy coaching, even though they occasionally
encounter signal instability issues or power outages. Such issues are mainly experienced by
the participants who live in the central or eastern part of Indonesia. The research findings also
reveal that participants can attend synchronous online classes because of their familiarity with
the virtual delivery of distance education since the outbreak of the COVID-19 pandemic. The
availability for frequency and the duration to attend online meetings are recommended for
twice a week for 15-20 hours each. However, even though the findings claim that
participants are ready to join the online classes, they would still prefer the combined online
and offline coaching class. In other words, they favor a blended mode of delivery, even when

we are settling into the age of “the new normal.”
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