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ABSTRACT 

Research has found that learners in Namibia have poor reading comprehension (UNESCO, 

2017). The Ministry of Education Arts and Culture (MoEAC) is concerned that teachers do not 

have the required pedagogical content knowledge to teach reading, and particularly reading 

comprehension in English Second Language. In addition, the MoEAC (2015) advocates for 

Differentiated Instruction (DI) to accommodate the needs of all learners in the classroom.  

Despite, numerous Continuous Professional Development programs, there has not been 

much change in the way teachers teach reading. The Lesson Study (LS) approach is viewed as 

a means to support teachers’ professional development. It provides teachers with the agency 

to take responsibility for their own professional development. It is against this background 

that an interpretivist action research was utilised to ascertain how LS can be used to support 

Grade 2 teachers in implementing DI to develop learners’ reading comprehension skill. This 

study asked the question: How can Lesson Study be used to support Grade 2 teachers in 

implementing Differentiated Instruction to develop the learners’ reading comprehension? 

Data was generated through observations, document analysis and interviews. The Theory of 

Practice Architectures was used to analyse data.  

As teachers we began this study with knowledge of the goals and terminology of DI but lacked 

the competence to implement it. The LS process used in the study enhanced teamwork as we 

planned, taught, observed each other, and reflected on the lessons taught during the 

intervention. We shared diverse insights in a supportive environment. Despite still novices 

with LS and DI we worked on redesigning lessons to become more intentional in catering for 

the needs of all learners in developing their reading comprehension in English Second 

Language.  

The emerging evidence from this and other studies is that LS is a very useful vehicle for 

Continuous Professional Development (CPD), but it is time consuming and in this study 

planning and reflecting on the lessons had to occur after hours.  

 

Key words: Lesson Study; Differentiated Instruction; Reading Comprehension; Theory of 

Practice Architectures 
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CHAPTER 1:  CONTEXT OF THE STUDY  

 

1.1. THE STATE OF LEARNERS’ READING COMPETENCE IN NAMIBIA 

In modern societies, the capability to read is one of the most important competencies 

(Pearson, 2015). Chhabra & McCardle (2004) maintain that “the ability to read determines 

future career opportunities and is crucial for academic achievement” (p. 3).  

Namibia is one of the countries in sub-Saharan Africa with a high percentage of children who 

are unable to read (UNESCO, 2017). For example, out of fifteen countries participating in the 

Southern Africa Consortium for Monitoring Education Quality study (SACMEQ III) (Ministry of 

Education, Arts and Culture (MoEAC), 2017), Namibia’s Grade 6 learners were ranked 9th in 

reading competence. The report further shows that the Ohangwena region, where this 

research took place, has the worst reading results when compared to the other thirteen 

regions in Namibia.  

Reading is a promotional requirement. Learners are only promoted to the next grade if they 

have attained a minimum of 40% in reading (MoEAC, 2015). In other words, learners cannot 

be promoted to the next grade without acquiring basic reading skills that will enable them to 

interact regularly with a diversity of texts, such as the prescribed textbooks and additional 

reading materials. This suggests that greater emphasis needs to be placed on developing 

learners’ reading competencies.  

The MoEAC (2015) declaration on reading as a lifelong skill necessary for learning, has led to 

an expectation that teachers give greater attention to the teaching of reading. One of the 

programmes the MoEAC (2016) introduced to support the development of learners’ reading 

skills was a sustained silent reading period for all the learners from Grade 1 to 12. This takes 

place once a week for forty minutes in every grade. Principals, teachers and institutional 

workers (cleaners and administrative officers) are all expected to read during this time. The 

aim of this reading period is to generate a culture of reading, motivate learners to read for 

enjoyment, encourage the development of independent reading skills and improve learners’ 

reading competence.  While such programmes have been put in place to improve the 

standard of reading in Namibia, these are seemingly having little effect. 
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1.2. THE NAMIBIAN NATIONAL CURRICULUM FOR BASIC EDUCATION 

The focus of the Junior Primary Phase is mainly on four areas: literacy, numeracy, broad 

knowledge of the immediate environment of the learner and personal health. The National 

Curriculum for Basic Education (NCBE) is an official framework that outlines teaching, learning 

and assessment, and gives directions on how to plan, organise and implement the curriculum 

to promote effective teaching and learning. The NCBE contains the national requirements 

that all the schools catering for both full- and part-time learners need to adhere to. These are 

specified in the syllabuses and other curriculum documents (e.g., the intergraded planning 

manual for Junior Primary), and the subject and phase assessment policies in basic education 

(MoEAC, 2016).  

For the curriculum aims to be attained, particularly in the Junior Primary Phase (Grade 0- 3), 

the MoEAC (2016) has urged Junior Primary teachers’ pay particular attention to catering for 

each individual learner’s needs.  

 

1.3.  INCLUSIVE EDUCATION  

The MoEAC (2013) has noted with great concern that, obstacles to learning arise when the 

learners’ learning needs are not fully met. The MoEAC (2013) argues that “all children need 

educational support, and that educational support should be a central part of the entire 

education system to be provided at every school and by every teacher” (p.13). In support of 

this view, the MoEAC (2013) has adopted the notion of inclusive education as a key principle 

underpinning the curriculum policy. The aim of the Sector Policy on Inclusive Education 

(MoEAC, 2013) is to ensure that “the learning of all learners is supported” (p.13). In so doing, 

the policy advocates for the development of learning environments that support learners with 

a wide range of individual ‘abilities’ and needs. It suggests that teachers differentiate their 

pedagogical practices to support learners’ varying needs.  While it can be argued that the 

policy imperative to support learners’ learning is commendable, policy alone cannot change 

what happens in the classroom.  

In Namibia, the school is required to provide learning support programmes to meet all the 

learner’s needs. When teachers are not able to accommodate the varying learning needs 
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during school hours, they are encouraged to teach in the afternoons (MoEAC, 2016). As such, 

the curriculum advocates for compensatory teaching to afford learners the opportunity to 

achieve the desired learning goals. If a teacher realises that the learners did not master the 

learning content, they are expected to work with the learners after the usual teaching hours. 

While Namibian teachers are expected to support learners with special needs after school, 

UNESCO suggests that the majority of the learners' educational needs should be met in the 

normal teaching space. This has driven the Namibian curriculum to advocate for 

Differentiated Instruction (DI) to accommodate the educational needs of all learners (MoEAC, 

2015). The MoEAC (2016) demands DI as the most suitable pedagogy for preparing all the 

learners for complete inclusion in society. 

 

1.4. READING AND DIFFERENTIATED INSTRUCTION AS REFLECTED IN THE JUNIOR PRIMARY 

POLICY GUIDE FOR NAMIBIAN SCHOOLS  

The MoEAC (2015) views the Junior Primary Phase as the most important school phase 

because it is at the foundation of all future learning. It further highlights that the foundation 

of Junior Primary pedagogical practice calls for overt instructional methodologies in order to 

address the individual learning needs of the learners. It is for that reason that the MoEAC 

(2015) is encouraging teachers to give more focus on the reading component of literacy as it 

is a lifelong skill and essential for learning.  

While the silent reading period provides learners the opportunity to choose the reading 

matter they wish to read, this is generally the only time that reading is differentiated 

according to learners’ interests. The MoEAC (2015) policy requires teachers to organise and 

provide curriculum objectives, content, learning activities, teaching strategies and resources 

that are diverse to handle the wide range of learners’ experiences and needs. Thus, MoEAC 

(2015) proclaims that differentiation should be a norm that should support teaching and 

learning in all teaching spaces. It further suggests that teachers should employ DI in their 

classrooms to facilitate learning that will enable teachers to detect more evidently the 

learning needs of all their learners.  
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Even though, DI is clearly articulated by the MoEAC (2015) as one of the instructional practices 

that teachers should employ to cultivate learners’ reading competence, it appears that DI is 

not implemented by all teachers in Namibia.  Despite DI being regarded as a policy imperative, 

most teachers are struggling to implement DI as they seemingly do not have the necessary 

knowledge and skills.  In addition, the Programme for Quality Assurance Directorate, that is, 

the education officers and inspectors, who are required to support teachers, have been silent 

about the implementation of DI. One possible reason for this is that the education officers 

and inspectors are not familiar with DI themselves as it is a new policy requirement.  

One of the reasons given for the challenge with learners’ reading competence is that teachers 

do not have the necessary content and pedagogical knowledge to teach reading and develop 

learners’ reading comprehension (MoEAC, 2016). The MoEAC (2017) has focused attention 

on providing Continuous Professional Development (CPD) opportunities for teachers to 

develop their knowledge.  

 

1.5. CONTINUOUS TEACHER PROFESSIONAL DEVELOPMENT 

CPD is regarded as major programme to reinforce the quality of the teaching fraternity 

(Harding, 2009). Even though the MoEAC (2017) realises that CPD programmes are vital for 

teachers to advance their content and pedagogical knowledge for teaching reading, these 

programmes are far too infrequent. The seeming lack of sufficient CPD opportunities could 

be one of the reasons why teachers are struggling to teach reading and differentiate their 

pedagogy. 

The use of the professional development approach, Lesson Study (LS), may assist teachers in 

improving their practice. LS places the teachers in control of their own professional 

development. “LS is a highly specified form of classroom action research focusing on the 

development of teacher practice knowledge” (Dudley, 2013 p.1). LS is a specialised 

methodology which involves a group of teachers working collaboratively to develop ‘research 

lessons’ to improve their practice. (Coskun, 2017). 

As Ono and Ferreira (2010) maintain, LS as a kind of classroom study in which a few teachers 

examine teaching and learning in the perspective of a real particular lesson in a classroom. 
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During the LS cycle, teachers collectively plan, implement and reflect on their lessons, and in 

the process, as they are working together, their content and pedagogical knowledge are being 

developed (Dudley, 2013). There appears to be a need to use LS as a professional 

development tool to support Grade 2 teachers in implementing DI to develop learners’ 

reading comprehension. I am particularly interested in reading comprehension in the second 

language, which is English, as this is the Language of Teaching and Learning (LoLT) from 

Grades 4-12 (MoEAC, 2013). The purpose of this qualitative action research study is to use LS 

as a vehicle to support the Grade 2 teachers in implementing DI to develop learners’ reading 

comprehension in English Second Language. 

 

1.6. MY PERSONAL EXPERIENCE AS A JUNIOR PRIMARY TEACHER 

I have been a Junior Primary teacher for twelve years. I started my teaching career as a Grade 

0 teacher. Teaching reading was one my core responsibilities. Teaching reading particularly, 

reading comprehension has always been a challenge for me and my colleagues. As explained 

earlier, this has implication for learners as they progress up the schooling system. According 

to Nekondo (2017), it is common in a situation where teachers are not familiar with a 

particular teaching strategy that they employ “intuitive and ad hoc based strategies” (p.56) 

or to “teach the way they were taught” (p. 57). This is often to the detriment of the learners.  

To improve my understanding of teaching reading, I enrolled for a Learner Support course 

offered by the Faculty of Education at the North West University in South Africa. It was a 

comprehensive course where I learned that learners have different needs. To cater for and 

accommodate the different learning needs, teachers should employ a variety of pedagogical 

practices. Despite the theoretical gains from this course, I had a challenge to share the 

knowledge with my colleagues because I was an ordinary teacher and was not in a position 

to hold meetings and workshops with other teachers in my school, circuit or region. However, 

that did not hinder me from using the knowledge gained in my own classroom. This set me 

apart from the rest of the teachers in my school.  I received awards at both the school and 

circuit levels as the best Junior Primary teacher as my learners were performing well in 

reading English Second Language texts. 
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In a quest to expand my understanding of the field of Junior Primary teaching, I further 

enrolled for a Bachelor of Education (Honours) with Rhodes University during the 2017 

academic year. It is there that I came to learn of LS and DI. In my capacity as the Head of 

Department, I decided to use the two approaches in my Honours research project. My 

Honours project focused on the use LS with Grade 2 teachers. Our aim was to improve the 

academic performance of English Second Language learners. Other than that, I also tried using 

LS and DI during the mini workshops for CPD that I facilitated as a Head of Department at the 

school. My experience has developed an interest to take DI and LS further to understand how 

implementing LS can assist teachers in implementing DI to develop learners’ reading 

comprehension. 

 

1.7. STATEMENT OF THE PROBLEM 

The MoEAC’s (2015) Junior Primary Policy Guide is clear that DI should be included in all the 

classrooms as a pedagogical practice to cater for the learning needs of all learners. However, 

there has been no support for teachers on how to implement DI in their classrooms. This 

leaves teachers to take responsibility for developing both their knowledge of DI and how to 

implement it. To my knowledge, there is no study in Namibia that explores the use of DI in 

the classroom. It is against this background that I seek to explore how LS can be used to 

support Grade 2 teachers in implementing DI to develop learners’ reading comprehension.  

 

1.8. THE PURPOSE AND SIGNIFICANCE OF THE STUDY  

The potential significance of this research is to: 

• develop the participating teachers’ knowledge and use of DI in the classroom; 

• use DI in the classroom to support learners’ reading comprehension; 

• organise a CPD model that takes responsibility away from the MoEAC and gives 

teachers’ agency over their own learning; 

• contribute to the increasing demand for research done in and by people living in 

Africa; 
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• improve teachers’ pedagogic content knowledge and inform their pedagogic 

practices with regards to developing learners’ reading comprehension;  

• encourage teacher learning in a collaborative and supportive space and in a 

naturalistic setting; and 

• understand the challenges of using DI to teach reading comprehension skill during 

English Second Language lessons.  

The potential benefit of this research will be improved reading comprehension by engaging 

in tasks that appeal to the learners’ interests, and that are pitched more appropriately to their 

‘levels of competence’.  

 

1.9. RESEARCH GOALS:  

The research seeks to: 

● gain an understanding of DI and how to implement it; 

● use LS as a professional development tool to support teachers in implementing DI to 

develop learners’ reading comprehension; 

● ascertain how teachers can improve the teaching of reading comprehension using DI; 

● identify the enabling and constraining factors that teachers experience during the LS 

study process; and  

● identify the enabling and constraining factors that teachers experience in teaching 

reading comprehension through the use of DI in Grade 2 classrooms. 

 

1.10. RESEARCH QUESTIONS: 

Main question: How can Lesson Study be used to support Grade 2 teachers in implementing 

Differentiated Instruction to develop learners’ reading comprehension in English Second 

Language? 

Sub- questions: 

• What are Grade 2 teachers’ understandings of Differentiated Instruction? 
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• How can Lesson Study be used to support teachers’ implementation of Differentiated 

Instruction to develop all learners’ reading comprehensions? 

• What are the factors enabling and constraining the use of Differentiated Instruction 

to develop learners’ reading comprehension in Grade 2? 

• What are the factors enabling and constraining the use Lesson Study? 

 

1.11. OVERVIEW OF THE THESIS CHAPTERS  

The thesis consists of seven chapters and an overview of each chapter follows. 

In Chapter 1, I present a rationale for the study. Drawing on the learners’ results in the 

SACMEQ and UNESCO studies, I show that Namibian learners are underachieving in reading. 

One of the reasons for this is that teachers lack the required content and pedagogical 

knowledge to teach reading, and cater for different learners’ needs. Inclusive education is 

foregrounded in Namibia and this is translated into curriculum policy as differentiated 

learning. Teachers are required to differentiate their practice to meet the needs of all 

learners. Teachers have received little training on differentiated learning. In instances where 

they have received training, this has been in the form of one-size-fits-all workshops that are 

removed from the context in which teachers teach. In this chapter, I suggest that LS may 

provide Grade 2 teachers with an opportunity for professional development in their own 

context. It is for this reason, that the research focuses on the use of LS to support Grade 2 

teachers in implementing DI to develop learners’ reading comprehension.  

Chapter 2 focuses on the conceptual framework of the research. It provides an overview of 

the literature relevant to the key concepts in the study, that is, Lesson Study, DI and reading 

comprehension. 

The theoretical framework is presented in Chapter 3. The Theory of Practice Architectures 

provides both the analytic and explanatory tools for the research. Within the Theory of 

Practice Architectures, practice consists of ‘sayings’, ‘doings’ and ‘relatings’. These are 

conditioned by three practice arrangements, that is, cultural-discourse, material-economic 

and social political arrangements.  
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The focus of Chapter 4 is the research methodology. The research is an action research 

underpinned by an interpretivist orientation. The participants in the research consisted of 3 

Grade 2 teachers, the researcher and two other Grade 2 teachers. The teachers planned, 

implemented and reflected on their lessons over 3 cycles. Data was collected in the form of 

interviews, observation/reflection schedules and document analysis.  Data was first analysed 

inductively and thereafter using the Theory of Practice Architectures as the analytic 

framework. 

 Chapter 5 examines the data collected during the action research process. The chapter 

includes the interview data prior to and after the Lesson Study process, as well as the Lesson 

Study process, that is the planning, observation and debriefing sessions. 

In Chapter 6, I provide an outline of the key findings of the study, the limitations and 

recommendations for further research. I conclude the chapter with a short reflection of my 

own experiences as a researcher.  
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CHAPTER TWO: LITERATURE REVIEW 

 

2.1. INTRODUCTION  

As mentioned in Chapter 1, the main goal of my study was to explore the use of LS as a CPD 

vehicle to support the Grade 2 teachers in implementing DI to develop learners’ reading 

comprehension in English as a Second Language. 

In this chapter, I discuss the key concepts related to my study. These are Lesson Study, 

Differentiated Instruction and reading comprehension.  

Continuous professional development is regarded as a major practice that teachers can 

employ to support the quality of their teaching (Harding, 2009). Collin et al. (2017) explain 

CPD as “the means by which people organised systematic education and training activities in 

which they take part in order to obtain knowledge and learn new skills related to their 

profession” (p.2). Furthermore, Lewis et al. (2018) elucidates that CPD can be noticeable in a 

number of practices. For example, it can be done outside of the school context in the form of 

workshops or as part of the day-to-day activities in the teachers’ own classrooms. Collin, et 

al. (2017) added that there are drawbacks and limits to various CPD initiatives such as time, 

resources and insufficient support. 

There are different kinds of CPDs for example, LS, workshops, meetings and conferences.  My 

study’s focus is on the LS form of CPD. 

 

2.2. LESSON STUDY 

LS is a specialized continuous development process that originated in Japan (Saito, 2012). It 

was initiated by a team of educators in one Japanese elementary school (Ogegbo et al., 2019). 

The teachers’ objective was to cultivate mathematics lessons that would nurture and enrich 

the mathematical competencies of their learners. Since then, it has been used throughout 

Japan as a professional development approach (Reynolds, 2016). Noting the success of 

learners’ mathematics performance in Japan, teachers and researchers across the globe, for 
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example South Africa, Tukey, United State of America and Zambia have begun to use LS as a 

CPD approach (Anfara et al., 2009). 

2.2.1. What is Lesson Study? 

LS is a “comprehensive and well-articulated process for examining practice” (Fernandez et al., 

2003, p. 171). Dudley (2013) argues that LS has the structure of professional development as 

the teachers are enthusiastically involved in both the “process and the product of teaching” 

(p.2). As such, LS is a bottom-up professional development approach as teachers take 

responsibility for improving their pedagogical practices. According to Hendayana (2010), LS 

empowers educators to take charge for their own professional development as it is 

underpinned by a philosophy of shared action and shared learning, and strives to cultivate 

and stimulate the creation of “communities of practice” (p.5).  In these communities, 

educators construct, form, share, and increase their understanding of collaboratively planned 

lessons.  

Stigler and Hiebert (1999) maintain that it is through the LS process of reflecting on the taught 

lessons that the teachers can develop a clear picture of how the lesson should be revised to 

enhance learners’ understanding. It is a “results-oriented professional development model” 

(Anfara et al., 2009, p.2) that undertakes to enrich instructional practices in the classroom. LS 

enables teachers to research their practices in a collaborative setting and convert their 

knowledge into practice with a view to improving their practices (Villegas-Reimers, 2003). 

Burney (2004) explains LS as a process in which educators engaged in classroom action 

research by designing, instigating and testing lessons, and evaluating the outcome and impact 

of the lessons on the learning of the learners. Stigler and Hiebert (1999), Chokshi and 

Fernandez (2004) and Ono and Ferreira (2010) elaborate suggesting that LS has the potential 

to promote transformation of teachers’ vision of teaching and their pedagogical practices.  It 

encourages teachers to engage in a form of collaborative action research and intellectualise 

their pedagogical practices (Hendayana, 2010).   

Lewis et al., (2019) explain that LS is a cyclical process that incorporates planning, 

implementation (teaching and observation) and reflection.  A team of educators meet 

regularly to collaboratively prepare lessons, observe each other teaching the planned lessons 
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and reflect on the weaknesses and strengths of the lessons. As such, LS involves collaborative 

preparation, application, and evaluation of lessons.  

Watanabe (2002) recommends two techniques in which teachers can employ LS. Firstly, a 

specific teacher can organise the lesson to be delivered and then pass it to the group of 

teachers for remarks or, secondly, the lesson can be designed by the whole group. One of the 

fundamental features of LS is that the responsibility is not that of the teacher teaching the 

lesson, but on the entire LS group. The mixture of partnership and attentive observation 

within LS are the dominant tools for promoting teacher development, pedagogics, and 

competence to assess learners’ learning (Murata & Takahashi, 2002; Roback et al., 2006). 

In summary, LS is a professional development practice that is classroom-situated, context-

based, learner-focused, research--oriented and teacher-owned. It is also a manner in which 

teachers work in a combined manner to advance their classroom practice.  

As a CPD approach, LS is based on a number of pre-determined steps (Hargreaves & Fink, 

2006; Lenski, 2009; Lewis et al., 2019). 

2.2.2. How does Lesson Study work?  

While all researchers who employ LS regard it as a regular practice with visible distinct stages, 

they differ as to the number of stages in the LS process. Baba and Kojima (2003), Choksho and 

Fernandez (2004), Cerbin and Kopp (2006), Suratno and Cock (2009), and Pang and Ling (2012) 

state that LS entails three stages. These include joint planning (which includes identifying the 

learning goal); lesson presentation and observation; and evaluation of the lesson in order to 

enhance the lesson and improve their teaching practice. In the same vein: Fernandez (2002); 

Ono & Ferreira (2010); Dudley (2013) and Stols and Ono (2016) described LS as a classroom 

investigation ideal which has three stages which are:  

• The teachers get into small group to establish the lesson goal and design the research 

lesson.  

• One teacher teaches the co-developed lesson while the others observe and make 

notes of the learners’ learning. 

• The teachers then reflect, analyse and refine the taught lesson with a view to 

improving their practice.  
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While Baba and Kojima (2003), Choksho and Fernandez (2004), Cerbin and Kopp (2006), 

Suratno and Cock (2009) and Pang and Ling, (2012) regard ‘goal setting’ as a key feature of 

the preparation stage (planning stage). Lewis et al., (2011) maintain that it is distinct from 

planning and suggest that LS practice is made up of four stages:  goal setting, joint planning; 

teaching the scheduled lessons by one of the teammates whilst the rest observe the lesson 

and gather data of learners’ learning growth. This is followed by a comprehensive analysis of 

the lessons by reflecting, deliberating and planning the next lesson using the shortcomings 

that emerged from the reflected lesson. 

Lewis et, al (2019) also regard LS as having four stages. They regard goal setting and lesson 

planning as one stage. What distinguishes them from the rest is that they suggest that once 

the teachers have planned the lesson, it is evaluated. The evaluation of the lesson does, in 

some instances, involve a researcher or ‘more knowledgeable other’ reviewing and revising 

the lesson. Only then do the teachers teach and observe the lesson being implemented and 

reflect on the taught lesson.  

Stigler and Hiebert (1999) explain that the LS process involves eight distinct stages. These 

include:  

• describing and investigating a problem;  

• preparing a lesson or series of lessons;  

• teaching and observing the lesson(s);  

• assessing the lesson and evaluate its impact on learning; 

• reviewing and improving the lesson; 

• teaching and observing the reviewed lesson 

•  assessing and reflecting on the reviewed lesson; 

•  sharing the outcomes.  

What is common to all the researchers’ views on LS process is that LS is a recurring process, 

with several well-defined stages. Three of the stages included planning (with goal setting), 

implementation and observation, and reflection. What is different for those who explain that 

the LS process has three or four steps, compared to eight steps, is what constitutes the nature 

of a cycle. Those who regard the LS process as consisting of three or four stages, see the 

planning, implementation, and reflection of the refined lesson as a separate cycle. For Stigler 
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and Hiebert (1999), the planning, implementation and evaluation of the refined lesson is part 

of a single cycle.  

I based my approach to LS on the three steps as noted in Figure 2.1. These three steps of the 

LS practice are elaborated in more detail as follows:  

Step 1:  Goal setting and planning a lesson in a group - The teachers plan a research lesson 

collaboratively based on the identified problem. 

Step 2: Implementation and observation - One of the LS participants teaches the lesson while 

the rest of the team observe how the learners are learning and how the lesson-in-action 

unfolds in the classroom.  

Step 3: Post-lesson discussion (reflection session) and improvement of the lesson - The 

teachers conduct an in-depth review of the taught lesson by reflecting on the lesson and 

discussing what the children learned from the lesson and its implications for future instruction 

(Dudley, 2013). 

 

Figure 2. 1: Illustration of Lesson Study process and stages outlined in the section above 
extracted from Dudley (2013). 
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2.2.3. The benefits of Lesson Study 

There have been a number of research studies on the role of LS in teacher professional 

development, the development of subject-matter knowledge and pedagogical knowledge, 

the development of teacher confidence, and on learner attainment. (Burney, 2004; Stigler & 

Hiebert, 1999; Dudley, 2013; Coenders & Verhoef, 2018).  

Fernandez (2002) and Ogegbo et al. (2019) have found that group effort through LS enriches 

teachers’ professional teaching, interacting skills, classroom controlling, and self-confidence, 

and develops an optimistic outlook towards teaching practices in the classroom. However, 

limitations, such as, time management, absence of formal support and inadequate teaching 

aids hinder teachers to partake in LS (Fernandez, 2002; Ogegbo et al., 2019). 

Ogegbo et al. (2019) worked with four physical science teachers from rural schools in Durban, 

Kwa-Zulu Natal, South Africa. Their research revealed that teamwork through LS enriched 

teachers’ professional development, interaction skills, lesson preparation skills, classroom 

administration and self-efficacy.  

Fernandez (2002) conducted research based on the Japanese Lesson Study. This empirical 

study was conducted to investigate the practicality of LS in a U.S. context. Challenges were 

underlined in this study and particular attention was paid to the shortcomings and benefits 

of LS the North American teachers experienced when implementing LS. The study discovered 

that teamwork is boosted through the LS approach because the educators design a research 

lesson, organise, deliberate the effects of the research lesson and polish the lesson 

collaboratively. In addition, the LS process also stimulates teachers’ intellectual commitment 

and develops their content and the pedagogical content knowledge necessary to teach.  

LS is not only believed to be effective with practicing teachers, but also with pre-service 

teachers. Marble (2006) inspected eight groups of three pre-service student teachers who 

had learned how to use LS to plan lessons, teach, observe, reflect and refine. She found that 

partaking in a LS practice assisted pre-service educators to evaluate their teaching practice in 

a collective manner.  

Some scholars acknowledge LS as a valuable tool in terms of curriculum implementation and 

information. For instance, Coenders and Verhoef (2018) conducted a qualitative case study 
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on LS. The research participants for this professional development opportunity were novice 

and skilled teachers from two high schools. Each school had one knowledgeable and one 

novice teacher partaking in the study. The central objective was to support educators in taking 

account of their own learning and advance their pedagogical knowledge. The results showed 

that all four teachers PCK improved as a result of the LS. Teachers developed more structured 

tasks in an appropriate sequence, they encouraged learners to work together in groups, in 

which they were expected to deliberate tasks, elucidate content to their peers and come to 

an agreement on answers. In addition, learners’ understanding and knowledge gains from 

this intervention included: greater learner participation, commitment and improved 

knowledge and skills. Through the observation the teachers noticed the shortcomings that 

the learners encountered during group work and together the pre-and in-service teachers 

tried to overcome these shortcomings. Teachers also detected variances in pace of learning 

and different learning ‘abilities’ among the learners. This resulted in a greater understanding 

of the benefits of DI. All four teachers treasured their learners’ views, and they all used the 

learners’ assessment results to enhance future planning and their classroom practice.  

Lesson Study offers a suitable means for continuing professional development. Rock and 

Wilson’s (2005) research sought to explore the impacts of the LS model on six upper-

elementary educators in the United States. The results indicated that the teachers who took 

part in this study improved their teaching skills related to their professional growth. They 

testified that the engagement in LS was their first professional development experience that 

differed from their traditional way of attending a one-day workshop where there is limited 

interaction or conversation. The LS course stimulated the teachers’ professional confidence. 

With reference to the support offered by the investigators, the teachers established that, the 

group planning and teaching influenced their level of commitment in the LS. The research 

participants explained that they gained self-confidence in their classroom instruction as result 

of partaking in the LS approach. Their engagement during LS as they worked in teams with 

their colleagues on aspects related to curriculum objectives, and teaching and learning 

resulted in learning new teaching strategies.  

LS enhances the learning of both teachers and learners. Marsigit (2007) conducted a 

preliminary study about the outline and usage of LS with secondary mathematics educators 

in West Java, Central Java and East Java. Data was gathered by means of observations, 
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interviews with the educators and learners were tested. The primary discoveries were 

enhancements in teaching practices and learners’ academic attainment. Regan et al. (2016) 

utilized LS to inspect teaching practices among students with learning challenges. The study 

aimed to ascertain the power of the LS approach for pre-service teachers who planned to 

teach English as a Foreign Language in Turkey. Information was gathered from research 

lessons, observations, and reflections throughout the LS process. The research participants 

were eight preservice teachers/student teachers. Data was generated through teaching 

practice that was conducted in a high school. The teachers worked in partnership with 

university lecturers/researchers. The research took 14 weeks to complete. The results show 

that LS adds knowledge to teachers by providing them with actual examples of teaching 

practice. The study has further exposed that there was a remarkable expansion of pedagogical 

modifications connected to the learning context and the teaching styles employed by the 

teachers.  

Many scholars argue that LS cultivates teachers’ content knowledge, pedagogical content 

knowledge, pedagogical knowledge and curriculum knowledge and it boosts educator’s self-

confidence and teamwork (Stigler and Hiebert, 1999; Burney, 2004; Coenders & Verhoef, 

2018). Burney (2004) explains that LS affords a great support environment in which educators 

can cultivate their content knowledge and pedagogical skills. In the same vein, Stigler and 

Hiebert (1999) state that, LS connects teachers understanding of content and the tangible 

delivery of content in the teaching space. 

2.2.4. Challenges with the implementation of Lesson Study 

Notwithstanding the strengths of LS as highlighted above, several researchers have identified 

a number of challenges in implementing LS (Fernandez, 2002; Ogegbo et al., 2019). Fernandez 

(2002) studied two groups of educators (fourteen Kindergarten to Grade 8 teachers and 

nineteen middle school educators) who employed LS as a professional development 

approach. The results of the study show that teachers had concerns about the amount of time 

required to meet each other and collectively design lessons, and they had to face and 

overcome their anxiety of having team members witness their teaching and have their 

teaching evaluated by their colleagues during the reflective sessions.  
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Like Fernandez (2002), Ogegbo et al. (2019) establish that the educators struggled to find time 

to meet, prepare and reflect on the research lessons. Their research displayed that the non-

existence of instructional assistance from the school administration and teachers’ unions, and 

the inadequate learning aids available to supplement teaching and learning made the 

implementation of LS challenging. These facets posed difficulties for teachers partaking in LS 

as a school based professional development initiative.  

In conclusion, the literature has revealed that networking skills, lesson planning skills, 

classroom management and self-efficacy are some of the benefits of LS. LS practice also 

stimulated teachers’ PCK and empowered teachers to critically assess their practice when 

they had the opportunity to inspect their practice collaboratively. LS cultivates educators’ 

content knowledge, pedagogical content knowledge, pedagogical knowledge and curriculum 

knowledge and it increases educators’ self-reliance and teamwork. LS also advance learners’ 

academic attainment (Burney, 2004; Stigler & Hiebert, 1999; Coenders & Verhoef, 2018; 

Marsigit, 2007).  

The LS process was mostly seen as an operational method, but there are some shortcomings 

one may experience when using the LS professional development tool. For instance, amongst 

the shortcomings, were worries that the educators did not have adequate time to meet each 

other and collectively design lessons. They had to overcome their anxiety of having team 

members observing and reflecting on their teaching (Fernandez, 2002; Ogegbo et al., 2019).  

As highlighted in Chapter 1, the MoEAC have not provided support for educators on how to 

DI in their lessons in order to safeguard that all learners’ learning needs are met. Teachers are 

left to apply DI in their classrooms on their own. The above research suggests that LS may be 

a beneficial means to empower teachers to take responsibility for their own professional 

development and collaboratively engage with how to differentiate teaching and learning. 

 

2.3. DIFFERENTIATED INSTRUCTION  

As noted in Chapter 1, the MoEAC (2013) has expressed great concern that not all learners’ 

learning needs are being catered for in the classroom. The MoEAC (2013) maintains that all 

learners must be offered educational support, and that educational support should be a 
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fundamental part of the kind of education delivered at every single school. For that reason, 

the MoEAC (2013) introduced the Sector Policy on Inclusive Education to guarantee that all 

learners’ learning needs are accommodated in every classroom.  

The policy plan on inclusive education is to promote a learning environment that meets the 

learning competencies and needs of all learners through the use of differentiated teaching 

(MoEAC, 2013).  This concern is not only found in Namibia. Whipple (2012) states that the 

United States is concerned with providing rights for every single child to meet the curriculum 

outcomes, including learners who are in special education facilities, those who are not innate 

speakers of the English language and learners with different cultural experiences. She 

suggests that diverse techniques need to be utilised to support learners with different 

learning needs in the classroom and provide inclusive educational chances for all the learners 

to be able to learn. 

Learners come to school with a diverse range of learning needs that necessitates that the 

teacher employs pedagogic methods that are likely to meet the learners’ learning needs. 

Tomlinson (1999) posits that DI has the power to address diverse learning needs. In support 

of this Weselby (2021) argues that “just as everyone has a unique fingerprint, every learner 

has an individual learning style and, chances are that not all of your learners grasp a subject 

in the same way or share the same level of ability, thus it is imperative to consider DI” (p.1). 

Researchers view DI differently. Tomlinson (1999), who spearheaded DI, explains that DI is a 

framework that takes account of a multiplicity of teaching methods that should be used to 

benefit all the learners in a classroom. She further explains that DI involves teaching similar 

learning objectives to all the learners by means of employing different instructional 

procedures.   Whipple (2012) explains DI as a teaching approach that has been known to 

support educators to be able to provide necessary support for learners in reaching their 

educational potential. She considers DI to be a methodology that contributes to creating and 

maintaining inclusive pedagogical practices. Hall et al. (2003) highlight that DI is not a solitary 

style but is rather a method of teaching that embraces a range of teaching methods. As Levy 

(2008) notes, DI is a methodology that seeks to meet the needs of each child and ensure that 

they have an opportunity to progress throughout the schooling system.  
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Watts-Taffe et al. (2012) define DI as a teaching approach that empowers teachers to modify 

their teaching to support all the learners. Additionally, Anderson and Schonborn (2008) and 

Ellis et al. (2008) state that DI draws on learners’ previous knowledge and experiences. 

Together with Hall (2009) and Cooper (2007), they maintain that DI allows all the learners 

access to the curriculum through the use of diverse learning and assessment activities. The 

central intention of DI is to yield maximum advantage of each leaner’s capability to acquire 

knowledge (Tomlinson, 2000a; Ismajli & Imami, 2018). DI permits teachers the opportunity to 

adjust their pedagogical practices and, in so doing, validate the achievement of all learners 

(Hall, 2009; Cooper, 2007).  

Tomlinson (2008) and Mills et al. (2014) stress that DI does not alter the intentions of the 

syllabus. Rather, it modifies the manner in which teachers implement the goals of the 

syllabus. It requires the teacher to ascertain the areas of content that can be adjusted, the 

actions and processes, the background or the classroom setting, and the evaluation tools to 

be used to assess learning. In so doing, teachers deliver lessons at different levels of struggle 

based on the learners’ previous knowledge, interest and learning preference. Learners should 

also be given pre- and post-formative evaluations throughout the lesson to assess whether 

the required knowledge has been acquired and to adapt the teaching methods accordingly.  

2.3.1. Differentiating instruction 

The three principal ways teachers can differentiate their teaching and learning is by adapting 

the nature of the content, process and product of the lesson (Tomlinson, 2000b). 

2.3.1.1. Content 

Content refers to the knowledge and skills that learners must acquire. It indicates the ‘what’ 

of teaching. It takes account of the attitudes, skills and knowledge that teachers want the 

learners to acquire. Ultimately, lesson content should be based on the educational principles 

in the syllabus (Tomlinson & McTighe, 2006) and the learning goals should be the same for all 

learners. In differentiating content, teachers adapt the methodologies they use to teach 

(Tomlinson & Imbeau, 2010). To differentiate the presentation of the objectives from the 

curriculum, several teaching methods should be employed. An example related to my 

research is that learners are given texts at different levels to read and comprehend.   

Furthermore, different levels of comprehension questions could be developed by 
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using Bloom’s Taxonomy. Bloom’s taxonomy is an arrangement of levels of rational activities 

set from lower-order intellectual skills to higher-order intellectual skills. He identified six 

levels of difficulty. These are remembering, understanding, applying, analysing, evaluating, 

and creating. 

Learners who are inexperienced with the work at hand during the lesson, can be given tasks 

that will require them to work at the lower levels of Bloom’s taxonomy, that is, remembering 

and understanding. Learners who struggle with reading comprehension can be given tasks 

that require them to recall and remember, while learners who are competent at reading can 

be asked to analyse a text. I elaborate on Bloom’ taxonomy later in this chapter. 

2.3.1.2. Process 

Tomlinson (2000b) explained process as the mode in which pupils learn the content of the 

lesson. The lesson process can be carried out in numerous means such as whole-class 

instruction, groups, pairs or individual. Levy (2008) noted that learning tasks must address the 

diverse capabilities, learning preferences and interests of all learners. In short, the learning 

procedure might differ from learner to learner. Thus, teachers are advised to use a variety of 

diverse learning methods to meet the needs of each learner in the classroom (Tomlinson, 

1999).  

The teacher can support learners by making use of teaching aids to exemplify the ideas or 

learning goal (Tomlinson & Imbeau, 2010). Related to my research, learners can acquire new 

knowledge and skills through reading independently, with a peer, in groups or to the teacher.  

2.3.1.3. Product 

Product refers to how the learners demonstrate their understanding and display mastery of 

the content at the end of the lesson. Tomlinson (2001) recognised the product as a mode to 

ascertain the knowledge of the learners. Anderson (2007) emphasised that the degree to 

which the learners had attained the learning products should be judged through a variety 

formative and summative assessment activities. The feedback of the evaluation permits the 

educator to identify the learners’ understanding. Anderson (2007) explained that the 

assessment activities given to assess learning and evaluate teaching must relate to the 

content that is taught. The key to judging the product of learning is to offer the learners with 

diverse ways to show their learning. Based on this, the teacher can decide which learners 
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have grasped the content and which learners need further assistance (Tomlinson, 2000c, p.3). 

For example, learners can be given a reading with questions related to their level of 

competence. 

Figure 2.2 highlights the components of DI as proposed by Tomlinson (2000b) and how they 

can be differentiated during teaching and learning.  

 

 

Figure 2. 2: The cyclical process of differentiated instruction, adapted from Oaksford and Jones 
(2001). 

 

Tomlinson and Imbeau (2010) outlined the fundamental features that the teacher needs to 

consider to be able to effectively differentiate the content, process and product in a lesson.  

2.3.2. Meeting the needs of the learners  

Tomlinson and Imbeau (2010) argue that to effectively meet the educational needs of all the 

learners, teachers should also focus on the learners’ readiness, their interests and preferences 

(Tomlinson & Imbeau, 2010). What controls the amendment of the content, process and 

product is the teachers’ ability to identity the learners’ readiness, interest and learning profile.  
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2.3.2.1. Readiness  

Tomlinson and Imbeau (2010) refer to readiness as “the learners’ current proximity to 

specified knowledge, understanding, and skills” (p. 16). They pinpointed that readiness and 

‘ability’ are two different concepts.  Readiness refers to when the learners are fully prepared 

and ready for the task. ‘Ability’ is when the learners have acquired the skills to complete the 

task. The objective of bearing in mind the learners’ readiness is to differentiate the tasks for 

the learners and to offer support the learners may need for their academic attainments or 

progress. 

2.3.2.2.  Interest  

Interest is defined as that which “engages the attention, curiosity and involvement of a 

learner” (p.16). When learners are fascinated about something, their enthusiasm to acquire 

new knowledge is boosted. As a result, Tomlinson and Imbeau (2010) argue that the learning 

outcomes will be easier to attain. The objective of differentiating based on learners’ interests 

is the contribution to learners’ engagement with new material by building and making 

connections with concepts they have previously learned in a manner that is stimulating, 

significant and valuable. Learners’ interests are customarily attached to their strengths, 

cultural context, individual experiences, demands and needs (Tomlinson & Imbeau, 2010). 

2.3.2.3.  Learning profile  

A learning profile is “a preference for taking in, exploring, or expressing content” (Tomlinson 

& Imbeau, 2010, p. 17). Tomlinson and Imbeau (2010) outline four factors that assist teachers 

form a learning profile for each learner:   

• culture; 

• gender;  

• multiple intelligences; and  

• learning style (e.g., working individually or in a group)   

For Sternberg and Gardner (1983), intelligence is multiple in that it includes intrapersonal, 

interpersonal, verbal-linguistic, logical-mathematical, spatial, bodily-kinaesthetic, musical-

rhythmic, or a naturalist preference for learning or thinking.  
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The chief principle of learning profile and ‘intelligence’ differentiation is to allow the teacher 

to get to know their learners and teach in a way that supports learning.  

2.3.3. Research on Differentiated Instruction 

In many countries, inclusion is one of the key principles underpinning the curriculum. The 

MoEAC (2015) regards DI as a policy that advocates for the integration of inclusion in the 

classroom. Yet, as indicated in Chapter 1, few teachers use DI in their classrooms (MoEAC, 

2015).  

Ismajli and Imami-Morina (2018) conducted a study that aimed to describe the extent to 

which teachers include DI in their pedagogical practices. They focused their research on how 

teachers differentiate content, process and product in American Kosovo Schools. The 

participants in the investigation were 200 pupils, 30 teachers, and 30 parents from public and 

private schools. The study employed questionnaires for teachers and learners and 

interviewed the parents as the data gathering techniques. Through descriptive analysis, the 

investigation found that educators do not have an adequate knowledge of DI. The research 

shows that DI is generally not put into practice and that there were several variances between 

the public and private schools. They also established that when teachers integrate DI in their 

lessons, their focus was more on differentiating the product, and less on differentiating the 

content and learning process. Ismajli and Imami-Morina (2018) conclude that 

notwithstanding a variety of professional development initiatives, much is still required in 

order to empower teachers to comprehend, embrace, and effectively implement DI in their 

classrooms. 

Whipple’s (2012) research focused on teachers’ understanding and practice of DI at 

kindergarten level in both special and mainstream schools. Data was gathered from 100 

educators by means of a survey. The practical goal of their inquiry was to find out teachers’ 

understanding of DI and identify the strong points and weaknesses of the participants to 

decide what training may be necessary for the teachers. Unlike Ilirjana (2017), Whipple’s 

(2012) research revealed that teachers understood the features of DI but did not know how 

to apply it in the classroom setting.  
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There have been numerous studies conducted that focus on the significant role of DI on 

learners and pre-service teachers’ learning within schools and teacher education (Alavinia & 

Farhady, 2012; Joseph et al., 2013). Joseph, et. al (2013) studied the power of using a Dl 

approach in teaching pre-service student teachers who registered for an undergraduate 

curriculum studies at the university. The participants were four hundred and thirty-four pre-

service teachers from two education departments. The students took part in a course on DI 

over a period of a one semester. The pre-service teachers were randomly split into two 

groups. One group of pre-service teachers learned in a mode that was based on DI while the 

other half was instructed using a whole-class, ‘one-size-fits-all’ instructional approach. 

Questionnaires, individual and focus group interviews, classroom observations, student 

reflections and students’ semester grades were employed to generate data. At the end of the 

course, the degree to which DI had a positive effect on students’ overall understanding of the 

course was weighed up through an evaluation on what the students had learned during the 

course of the semester. Conclusions of the study indicated that the students responded well 

to the DI methodology, with 90% of participants recording increased levels of knowledge and 

interest in the subject. Practically, all the students (99%) who participated in the lessons using 

DI, conveyed enthusiasm to engage with DI in the workshop sessions. 88% indicated that they 

would like to use a DI style in their classrooms upon completion of their study. 

Alavinia and Farhady (2012) conducted a study to probe the possible impacts of DI on 

vocabulary learning. The research was conducted at the Iran Language Institute in Urmia. The 

research participants were 80 Iranian middle school female learners. These learners were 

organised into two clusters based on their vocabulary levels. Having taken the test, the 

learners completed a questionnaire that examined their aptitudes and learning styles. Upon 

the completion of the questionnaires, the learners in the experimental group were allocated 

to one of five groups based on their preferred ways of learning, that is, intrapersonal, 

interpersonal, linguistic-auditory, visual-spatial and bodily-kinaesthetic. They were taught 

according to their distinctive ‘intelligences’ (Gardner, 1983) and learning styles. The other 

group of learners was taught using a ‘one-size-fits-all’ approach. After the intervention, the 

learners took a post-test. A noteworthy change was established amongst the performance of 

the two clusters of learners and the outcomes were in favour of the experimental group.  
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In a different study, Tomlinson et al. (1998) studied the background of instructional practice 

in an intermediate phase school (a school that comprises of Grade four to six). Their aim was 

to ascertain how teachers respond to academic diversity by means of differentiating their 

instruction. This study showed that only a few educators took learner interests, learning 

profile or cultural variances into consideration when they planned lessons. They also found 

that amendments to task designs were uncommon, with few teachers choosing to employ 

differentiation in their teaching. The results from this study showed that teachers who 

employed wide-ranging instructional methods were more flexible in their approach and were 

more likely to focus on individual learners’ educational needs. The research findings indicated 

that although some of the educators who employed diverse instructional policies managed 

to partly develop more flexible classrooms. Most teachers however, voiced frustration about 

dealing with learner variance because of insufficient time and this frustration triggered 

numerous teachers to opt for a ‘one-size-fits-all’ approach to teaching.  

In conclusion, Whipple (2012) revealed that teachers understood the features of DI but did 

not know how to apply them in their classroom. Joseph, et al. (2013) found that in evaluation 

of student learning most learners in the classrooms where DI was employed showed sound 

knowledge of key conceptions taught. Moreover, Tomlinson et al. (1998) indicated that only 

a limited number of educators considered students interests, learning profile or cultural 

differences when they planned lessons. They observed that amendments to the tasks that 

were designed were uncommon, with limited number of teachers choosing to differentiate in 

their lessons. Teachers who employed a wide range of instructional strategies tended to 

accommodate different learners’ learning needs more readily. 

In Chapter 1, I showed that learners in Namibia perform poorly in reading (which includes 

reading comprehension). In this research, I focus specifically on reading comprehension, 

which is a component of reading. 

 

2.4. READING COMPREHENSION 

The four key language skills in the Language Policy for Namibian Schools (MoEAC, 2003) are 

listening, speaking, reading and writing.  
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Bhatt and Lilian (2016) highlight that language skills work as an “input and output unit” (p.2); 

categorised as receptive and productive skills. Reading and listening are receptive skills (input 

skills), that is, the “processing of information [takes] place in the brain [and] involves cognitive 

skills” (p.2). Whereas, speaking and writing are productive skills (output skills) because they 

are used to transfer information through oral and written forms of communication.  

2.4.1. Reading 

There are many different definitions of reading. According to Hengari (2008) reading is 

explained as the way of making sense of written or printed symbols. Torres and Constain 

(2009) elaborate on this definition and define reading as a method of “identification, 

interpretation and perception of written or printed material” (p.56). Sheng (as cited by 

Hartney, 2011) defines reading as a method of conveying information between the reader of 

the text and the writer. As such, reading involves interaction between the text and the reader, 

recognition of the letters, words and sentences, and making meaning of the text. 

Castles, Rastle and Nation (2018) regard reading as a difficult receptive skill that requires 

learners to look at the structures of printed symbols and make meaning of the symbols. Like 

Torres and Constain (2009) they maintain that it includes both “perception and thought” 

(p.7). This means that, for reading to occur, there are various mental operations required 

(e.g., word recognition). This is supported by Hartney (2011) who claims that “reading is a 

complex cognitive process requiring visual, auditory and motor skills” (p.36). In other words, 

the reader uses his/her eyes to identify the written symbols. The brain transforms these 

symbols into words, sentences and paragraphs in order to communicate the meaning of the 

text.  

Akyol (quoted by Ergen & Batmaz, 2017) suggest that “reading is the process of establishing 

meaning performed in a regular environment based on an efficient ‘interaction’ between the 

author and the reader; and the pre-information of the reader is used in it for a suitable 

purpose by using a proper reading method” (p.543). Reading thus, entails that readers create 

relations within the printed text (i.e., amongst the sentences in the written text), and in the 

case of beginning readers, with prior knowledge and experiences. (Castles, et al., 2018). 
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Castles, et al. (2018) explain that reading entails several interconnected processes for 

example, “word recognition, comprehension, fluency and motivation” (p.5). Word 

recognition is the procedure and ability of the reader to perceive printed symbols. Qrqez and 

Rashid (2017) highlight that the reader has to make sense of the written symbols and then 

words to be able to grasp the writer’s intended meaning.  Reading a text requires the 

identification of individual words. In so doing, the reader has to identify both old and new 

words, as these are “the building blocks of comprehension” (Castles, et al., 2018, p.7).  

Comprehension is the procedure of creating sense from written text. For one to understand 

a text, “numerous linguistic, theoretical, reasoning, and metacognitive skills must work 

proficiently and concurrently within the reader” (p.5). Learners tend to draw on the setting 

of the written message to comprehend the meaning of the words, particularly those that are 

new to them. Ahmed (2015) describes reading comprehension as a “process in which words 

are interpreted and meaning is created” (p.1). He further noted that there are a diversity of 

aims for reading: to find data, to interconnect, and for pleasure.  

2.4.2. The fundamentals of reading 

A report of the National Reading Panel (2000) identified five essentials skills as critical 

fundamentals to develop good readers. These are phonemic awareness, phonics, fluency, 

vocabulary and comprehension.  

Konza (2011) explained that “learners crack alphabetical puzzles as they learn about 

phonemes which are sounds, graphemes which are letters and graphophonemics which has 

to do with letter sounds relationships” (p.3). Phonemic awareness is the capability to 

recognise and control different sounds in spoken language. For example, a learner whose 

phonemic awareness is developed can recognise syllables in words for example the word 

‘water’ (wa-ter).   

Phonics refers to matching of the sounds of spoken letters or collection of letters, which 

involves how spelling is linked to speech sounds in an analytical system. In other words, the 

phonics show the letter symbols and spoken sounds are interconnected (National Reading 

Panel, 2000). 
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Fluency is the ability to read correctly, efficiently and with expression (Castles, et al., 2018). 

While the crucial point in the early years is on developing reading fluency and decoding words, 

learners in higher grades are required to concentrate on comprehension because they are 

more advanced with fluency and decoding of words (Melby-Lervåg & Lervåg, 2014).  

The goal of reading is not to simply read the printed words, regardless of the 
automaticity in which this can be done. But, the main goal of reading comprehension 
is for learners to make meaning from the text they read; the requisite recruitment of 
language comprehension and word reading must both be supported in the classroom 
from the very beginning (Mancilla-Martinez, 2020, p.2). 

In the light of the above quote, since the chief objective of reading is for the learners to 

comprehend what they read, teachers are therefore urged to support and design activities 

that aim at developing the learners’ language comprehension and word reading in their 

classrooms. 

2.4.3. Reading in a second language 

According to August and Shanahan (2008) developing the language competence of second 

language learners depends on an individual learner, the environment in which learning is 

taking place and the instructional method used by the teacher to facilitate language learning. 

In addition to that, skills related to reading that are developed before the child starts school 

also contribute to literacy development. These skills include “oral language skills, familiarity 

with print materials, an understanding of the concepts of print, an understanding of text 

structures, and the acquisition of knowledge” (August & Shanahan, 2008, p.43). Depending 

on the home environment and the experiences of the learners, some of these skills are 

learned before learners start school.   

Reading in a second language demands the immediate usage of numerous cognitive and 

linguistic skills (August & Shanahan, 2008, p.42). It may be perplexing for second language 

readers whose lower-level processing skills have not completely developed. Lower-level 

processing skills include decoding, grammatical ability, and vocabulary knowledge. Thus 

reading instruction in a second language should develop learners’ lower-level processing 

skills.  
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2.4.4. Developing reading comprehension 

Comprehension is the central objective for reading (Kirby, 2007; Konza, 2011) As Armbruster 

(2003) claim “comprehension is the heart of reading” (p.15). It is a significant skill that enables 

one to make meaning of texts. Calp (quoted by Ergen & Batmaz, 2017) explained 

comprehension as a way of “getting information from sounds, words, or narrations, making 

inferences from the material that is read, and receiving the message intended to be 

conveyed” (p.543). Castles et al. (2018) explain that reading comprehension requires that the 

reader extract and create meaning of a written text at the same time. In other words, reading 

comprehension is basically about making sense to understand the written language.  

Van den Broek and Espin (2012) regard reading comprehension as a “mental representation 

of the textual information in the reader’s mind after completing reading the text” (p.3).  This 

view is endorsed by Armbruster (2003) who explain that learners develop their 

comprehension “by learning to use mental plans” (p.15). These ‘mental plans’ or approaches 

involve making predictions, using existing knowledge and focusing on the way a reading 

selection is organized and this leads the learner to creating mental pictures and deeply engage 

with the text. 

Comprehension requires that the data in the text is recalled. Shapaka (2015) acknowledged 

two points of comprehension: simple level comprehension focuses on developing meaning 

by decoding words and engaged in low order activities like; answering a remembered 

question after reading.  Complex level comprehension refers to reading and understanding 

the text and gets engaged in higher order activities. Complex level comprehension require the 

learners to “participates in mental tasks like drawing inferences, deciding on main ideas, 

inferring the writer’s purpose and predicting what will happen in the text” (p.2).  

Almutairi (2018) highlights two key reading comprehension models that play a substantial 

part in enabling the comprehension process to take place. The models are the bottom-up 

model and top-down model.  

These two teaching models vary from each other depending on their attentiveness of the 

technique that readers are using to make sense of a written text. For example, the bottom-

up model requires the readers to crack each word in the written text to be able to get 



31 
 

meaning. Whilst, with the top-down model considers the readers’ background knowledge and 

their previous experiences about the content of the text. This, Almutairi (2018) argues, plays 

a significant role in assisting the learners in making meaning from the text.  

Some scholars find vocabulary as one of the key elements to good reading comprehension 

skills. For example, Konza (2011) argues that vocabulary is a chief support of comprehension 

and vocabulary development is equally a result of “comprehension and a precursor to it, with 

word meanings making up as much as 70–80% of comprehension” (p.4). He further maintains 

that learners who have a good vocabulary and decoding skills know the meaning of words 

and are far more likely to be able to read a text and make sense of it. Being able to “crack the 

alphabetic code” (Konza, 2011, p.6), while crucial for comprehension, is not adequate. 

Comprehension is not likely if learners are not familiar with the vocabulary in the text. 

Learners require an understanding of the semantic structures (i.e., meaning of the words), 

the syntactic structures (i.e., rules that direct us on how the word can be grammatically and 

correctly arranged to form a sentence or text) that support making connection between 

printed words and the ability to “read between the lines” (Konza, 2011, p.6). Comprehension 

is a process of making sense of printed texts which includes different methods that a reader 

needs to use in order to understand the written message. It is also the reason why we read 

(Armbruster, 2003; Torres & Constain, 2009). Castles et al. (2018) found motivation crucial in 

developing reading comprehension. 

The National Reading Panel (2000) stresses that, teaching or developing comprehension 

needs to be developed in conjunction with vocabulary. They explain that teaching of 

vocabulary in developing comprehension has a high chance of improving the comprehension 

because it provides learners with explicit word meaning to the unfamiliar words in the written 

text.  Rosenshine and Meister (1997), Rosenshine (2008) and Rupley (2009) maintain that 

vocabulary development is an effective method in advancing second language learners’ 

vocabulary growth. Thus, the National Reading Panel (2000) urged teachers to make time for 

developing the learners’ vocabulary when teaching other language skills, as this will enhance 

comprehension, specifically in a second language. 

Nelson and Van Meter (2007) and Acosta (2019) maintain that learners need to be exposed 

to new vocabulary as they learn to read because this will offer them an opportunity to develop 
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their understanding of written texts.  In support of that, Beck et al. (2008) and The National 

Reading Panel (2000) advise that teachers should use direct instruction to develop learners’ 

vocabulary. Direct instruction is a teaching method whereby a teacher focus on the learning 

needs of all the learners. The teacher is therefore required to breakdown the teaching 

activities into smaller sections, teaching them step-by-step and supporting the learning of the 

learners by giving feedback to them until they have mastered the required vocabulary. 

(Rosenshine, 2008; Rupley, 2009).  Direct instruction should therefore be employed to 

cultivate learners’ vocabulary because it has been found to be one of the effective methods 

in advancing second language learners’ vocabulary growth (Rosenshine, 2008; Rupley, 2009).  

August and Shanahan (2008) maintain that one of the key components of learning to read is 

phonological processing. “Phonological processing is the ability to use the sounds of the 

language to process oral and written language; globally, one’s phonological processing 

abilities have an impact on reading acquisition and comprehension” (p.43).  

August and Shanahan (2008) further urged that phonological processing in developing 

reading skills is proven to be an essential part in developing reading comprehension in the 

second language learners. They outlined three explicit aspects of phonological processing that 

teachers need to develop when teaching reading comprehension in a second language 

classroom: phonological awareness, phonological recoding and phonological memory.  

• Phonological awareness is the “ability to consciously attend to the sounds of language 

as distinct from its meaning” (p.43). The phonological awareness skills of first-

language learners are likely to be interconnected with their foundation of reading 

skills, particularly with their decoding skill. Phonological awareness comprises of 

consciousness of rhyming, syllabification and phonemic awareness. Phonemic 

awareness is the:  

insight that every spoken word can be conceived as a sequence of phonemes. 
Because phonemes are the units of sound that are represented by the letters 
of the alphabet, an awareness of phonemes is key to understanding the logic 
of the alphabetic principle and thus to the learning of phonics and spelling.  
(August & Shanahan, 2008, p. 44).  

Phonemic awareness involves the ability and skills for the learner to separate words 

into their different phonemes. 
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• Phonological recoding refers to the action which is necessary when a “non-

phonological stimulus” (August & Shanahan, 2008, p.44), such as a printed text or 

image, is transformed to phonological output. Phonological recoding is usually 

assessed through identifying rhyming words from the text.  

• Phonological memory refers to classifying of “information phonologically” to be 

temporarily stored as working memory. Phonological memory is assessed by means 

of word repetition activities (August & Shanahan, 2008, p.44). 

Duke and Pearson (2008) advocate for a balanced comprehension instruction approach. A 

balanced comprehension approach consists of explicit pedagogical practices that develop 

learners’ use of strategies for interpreting and understanding the text. In addition, they 

maintain that learners should be given adequate time to comprehend the text, and a chance 

for reading, writing, and speaking about what they have read.  

Konza (2011) suggests that teachers should set questions at different levels of understanding. 

Konza (2011) further suggests that teachers need to employ a variety of teaching tactics that 

will yield fruitful results as the learners are engaging with the text. For example, the high-level 

cognitive problem-solving questions will empower comprehension. Moreover, it will allow 

learners to draw conclusions from the text by discovering and distinguishing crucial 

information and recognising links in the text. In the same vein, Mintre and Lie (2020) advise 

that, reading comprehension also requires critical thinking. Mintre and Lie (2020) suggest that 

there must be a place for “lower and higher order questions” (p.1). They encourage teachers 

to make use of the six cognitive thinking levels of Bloom’s Taxonomy (Glasson, 2005) in 

teaching reading. 
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Figure 2. 3: Six levels of Bloom’s Taxonomy as revised by Glasson (2005) in ascending order of 
sophistication. 

 

Mintre and Lie (2020) explained that Bloom’s taxonomy consists of six levels of thinking 

(Figure 2.3) and they are organised according to the cognitive processes involved and offer 

examples of how these might be applied to reading instruction: 

• Remembering - This level includes knowing or eliciting facts and ideas.  For example, 

“Where and when did the story take place?” (p.4). Learners are expected to recall or 

recognise information and ideas.  

• Understanding - This level involves simple comprehension, understood considering 

new vocabulary learned from the text, whereby the learners are expected to make 

their own meaning. For example, asking the learners to briefly summarise the main 

ideas in the story. Learners are expected to interpret or summarise the main ideas in 

their own words.  

• Applying – This level refers to employing a technique to answer a problem. An example 

of the question can be “If you were in a problem situation like the one in the book, 

how would you have acted”? (p.4) Learners use their problem-solving abilities to find 

solutions to different situations. 
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• Analysing - Analysing refers to breaking up the texts and analysing how each section 

of the text is connected to form the whole. It is about understanding how the different 

sections in a text are connected to each other. An example of the question may be 

“What motive did the main character have for behaving in the way they did?” (p.4) 

The learners are expected to examine concepts or ideas and to break them down into 

basic parts to solve the given problem. 

• Evaluating – Evaluating a text requires that the reader make a judgment. The example 

of the question can be, do you agree with the actions of the main character” (p.4)?  

The learners are expected to use criteria to support opinions and views. 

• Creating – Creating requires the learners to connect parts of the text into a whole 

using problem-solving and creative thinking. An example of a question is, if you could 

only save one character from the book in the event of a disaster, which one would it 

be and why?” (p.4). 

Jefferson et al. (2017) suggested that DI changes how reading comprehension is taught 

because the teacher employs differentiated reading comprehension activities depending on 

the learning needs of individual learners in the classroom.  

2.4.5. What do we need to know about teaching reading comprehension in a second 

language? 

As noted by Ahmed and Rajab (2015), reading comprehension includes both lower-level and 

higher-level processing. It does not matter which language the reader reads, first or second 

language, effective reading constantly needs “the use of both higher and lower-level 

processing” (p.42). However, a vital difference between reading in your first language and 

someone reading in a second language is that reading in second language depends 

predominantly on lower-level processing. 

Melby-Lervåg and Hulme (2013) maintain that there are three theoretical justifications for 

promoting second language acquisition. The first theoretical justification that highlights the 

difference between developing literacy in a first versus a second language is grounded in the 

work of Cummins (Melby-Lervåg & Hulme, 2013). Cummins argued that second-language 

learners’ home language proficiencies can assist in enriching second-language literacy 

development, because learners transfer the skills from their home language when learning 
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the second language. He argued that the development of second-language skills is influenced 

by a number of socioeconomic related factors. For example, the learners who are from an 

advanced socioeconomic home environment are more likely to learn to read in the second 

language at a quicker pace because they are exposed to printed materials and other educative 

media at home. On entering school, these learners have certain language proficiencies which 

are similar to the language requirements in schools (Melby-Lervåg & Hulme, 2013).  

The second theoretical justification is grounded in the conception of contrastive analysis of 

Connor (cited in Melby-Lervåg & Hulme, 2013). According to this view, both the home and 

second languages are examined with the aim to find necessary features for developing 

language. For example, the skills are related to the sound system of the language, the 

grammatical structure and the meaning conveyed. It is also used to detect connections and 

dissimilarities, which may enable or hinder the development of the second language. Thus, 

orthography (written language) is an essential moderator feature (Melby-Lervåg & Hulme, 

2013). 

The third theoretical justification is based on time-on-task (Porter, cited in Melby-Lervåg & 

Hulme, 2013). Commonly, acquiring new language skills is based on the experience you have 

in that language. In other words, the extent to which the home language is developed (or not) 

at home and at school may have a negative impact on learning of the second language. 

Subsequently, learners who use both the home and the second language at home have sound 

knowledge of second-language skills compared to learners who only use their home language. 

Thus, the language used at home and the language used for instruction at schools are 

essential mediators for developing language (Melby-Lervåg & Hulme, 2013).  

Differences between the home and second- language learners with regards to reading 

comprehension are controlled by test-specific features, for example, it is more difficult for 

second-language learners to respond to open-ended questions that require more detail. They 

generally find it easier to answer multiple choice and closed-ended questions that require 

recall and remembering. Furthermore, second language learners find it more difficult to find 

information from the whole text rather than from a specific sentence (Melby-Lervåg & Hulme, 

2013). 
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2.4.6. The challenges of learning to comprehend texts in Namibia 

Shapaka (2015) conducted a study on reading comprehension in Namibia, Oshana region. The 

research sought to identify the factors that constrained the reading comprehension of Grade 

5 learners in English Second Language in the Oshana region. Data was gathered by means of 

questionnaires and interviews. The findings from the questionnaires and interviews revealed 

that Grade 5 learners in the Oshana Region experienced significant difficulty comprehending 

simple texts. Her research showed that the reading comprehension difficulties of Grade 5 

learners were a result of English being an additional language for the learners. Other 

justifications that were used to elucidate comprehension difficulties amongst the Grade 5 

learners included a limited vocabulary and exposure to reading brought on by a lack of 

appropriate reading materials, poor knowledge of English and the pronunciation of words, 

and a lack of interest in reading materials. Furthermore, she identified that the teaching 

approaches did not provide learners with the strategies to read and comprehend the texts. 

Acosta (2019) acknowledges vocabulary knowledge as one of the powerful contributing skills 

“to learners’ ability to read and acquire new information from texts in both L1 and L2” (p.58). 

She further points out that inadequate exposure to wide range of vocabulary may result in 

hindering reading comprehension.  

Shapaka (2015) suggested that the MoEAC should provide primary school teachers in Namibia 

with continuous professional development in reading comprehension to address the variety 

of reading comprehension difficulties the learners may have. She maintained that this would 

empower teachers to employ various approaches to develop learners’ reading 

comprehension. Shapaka (2015) adds that, teachers should possess the requisite 

specialisation required to teach English as a subject and reading in particular; and that there 

should be a wider variety of reading materials for learners to develop fluency.  

 

2.5. CONCLUSION 

It is against this background that this action research study aims to explore how LS (as an 

approach to professional development) can be used to support Grade 2 teachers in 

implementing DI to develop their learners’ reading comprehension. It appears that LS may be 
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a useful vehicle to support the teachers in implementing DI as LS allows teachers to take 

account of their own professional development. As noted in Chapter 1, LS is based on the 

principle of shared learning and anticipates developing and upholding the foundation of 

communities of practice that emphasises planning, teaching and reflection on the research 

lesson. In LS, the teachers work collaboratively to improve their understanding of teaching 

learners to comprehend texts (Hendayana, 2010). In this way, teachers are not reliant on the 

MoEAC to provide professional development opportunities on teaching reading 

comprehension.  
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CHAPTER THREE: THEORETICAL FRAMEWORK 

 

3.1. INTRODUCTION 

Kemmis et al. (2014a; 2014b; 2014c) suggest that the Theory of Practice Architectures (ToPA) 

provides a means of understanding professional practices and the factors that enable and 

constrain such practices. The ToPA draws attention to the social world, particularly the 

different ways in which the participants of a practice, their relationship with each other and 

objects, and the discourses and activities intertwined in and through practice (Edwards-

Groves, 2018, p.8). In this research, the ToPA was used to understand how the practice of LS 

supports teachers in using DI to develop learners’ reading comprehension. 

While practice theory is not new, the ToPA was developed by Kemmis and Grootenboer in 

2008.  Studies that draw on this theory have been carried out in contexts that focus on the 

induction of new teachers into the profession, early years education (Rönnerman et al., 2017 

(Sweden)); mathematics education (Grootenboer, 2013 (Australia)); educational leadership 

(Edwards-Groves, Grootenboer, Ronnerman, 2016; Grootenboer, Edwards-Groves & 

Rönnerman, 2020 (Australia)); and English Education (Edwards-Groves & Grootenboer, 2015 

(Australia)). As evident in the above references, the ToPA has been used primarily in Australia 

and the Scandinavian countries. To my knowledge, there is no study that has drawn on the 

ToPA to analyse and explain how the practice of LS supports teachers in implementing DI to 

develop learners’ reading comprehension. 

 

3.2. PRACTICES 

Kemmis and Grootenboer’s (2008) Theory of Practice Architectures was built on the work of 

Theodore Schatzki (2002, 2010), a philosopher with an interest in understanding and 

theorising practice. Nkhahle (2021) drawing on Schatzki, suggests that “practices are 

organised bundles of ‘sayings’ and ‘doings’, meaning that a particular practice is associated 

with a distinctive language and distinctive activities and set-ups” (p.10). Schatzki (2010) 

explained that the ‘doings’ and ‘sayings’ that form the practice are ‘densely interwoven mats’ 
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(p.87) in which human beings encounter each other in understandable ways. Building on 

Schatzki’s ideas, Kemmis et al. (2014a, 2014b, 2014c) extended the explanation of practice 

and described it as a:  

socially established cooperative human activity in which characteristic arrangements 
of actions and activities involving utterances and forms of understanding (‘sayings’), 
modes of action (‘doings’), and customs in which people relate to one another and the 
world (‘relatings’) that ‘hang together’ in characteristic ways in distinctive ‘projects 
(p.27).  

Kemmis et al’s. (2014a, 2014b) conception of practices incorporates ‘relatings’. He argues that 

‘relatings’ are important in understanding practices as the participants in a practice not only 

relate to each other, but also objects (material and non-material) in the world (Kemmis & 

Groves-Edwards, 2018). Kemmis and Grootenboer (2008), Mahon et al. (2017), and Kemmis 

et al. (2014a, 2014b) maintain that within a practice there are ‘relatings’ between persons, 

and persons and objects, and these are part of the ‘densely interwoven mats’ referred to by 

Schatzki above. Thus, the ToPA provides a theoretical framework for analysing and explaining 

practice, specifically the ‘sayings’, ‘doings’ and ‘relatings’ of the practice.  

The ‘sayings’ of the practice are formed through the characteristics of the ideas and 

discourses as they emerge from the language of the practice (Kemmis et al., 2014a). The 

‘doings’ of the practice include the objects and spatial arrangement when participants engage 

in the practice (Kemmis et al., 2014a). The ‘relatings’ of a practice is brought to the site 

through the relationship between people, and people and objects, involved in the practice 

(Kemmis et al., 2014a). The ‘doings’, ‘relatings’ and ‘sayings’ take shape in the genuine 

happenings occurring between people and objects at a particular time.  

These ‘sayings’, ‘doings’ and ‘relatings’ all unfold inter-subjectively and discursively in a 

practice in “three interdependent ever-present media: in the media of language and thought 

in semantic space, in the media of activity in physical space-time, and in the media of 

relationships and power in social space” (Grootenboer & Edwards-Groves, 2019, p.434). 

To illustrate and in relation to my research, the use LS consists of: 

• specific ‘sayings’ realised through language and ways of thinking about DI (e.g., the 

discourse of inclusion, the terminology used in the LS, the language of interaction 

between the participants in the LS); 
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•  specific ‘doings’ realised through actions and activities (e.g., reading about DI, 

planning lessons, implementing lessons and reflecting on the lessons in the LS 

process); and  

• specific ‘relatings’ realised through the relatings amongst teachers, and teachers and 

learners (e.g., the relationships between the teachers, and with the learners and 

materials as they engage in the LS). 

ToPA thus provides a three-dimensional means of understanding LS as a practice, that is, in 

terms of the language use (discourses), the material or resources available, and the 

relationships between the teachers and learners and their teaching and learning 

environment.  

As highlighted in Figure 3.1, these three dimensions of a practice work together in the form 

of a project. The project of this research is the practice of LS to develop the use of DI to foster 

learners’ reading comprehension in English as a Second Language. 

 

Figure 3. 1: The ‘sayings’, ‘doings’ and ‘relatings’ of a practice hang together in the form of a 
project (Kemmis et al., 2014a, p.32). 

 

In this research, LS is a particular kind of practice with its own ‘sayings’, ‘doings’ and 

‘relatings’.  

Practices occur in three types of intersubjective spaces. That is, spaces where the participants 

of a practice encounter each other as “interlocutors, in interaction and in interrelationships” 
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(Hemmings et al., 2013, p.474). These intersubjective spaces include the semantic space 

(meanings), physical space-time (set-ups) and social space (relationships). The semantic space 

makes mutual understanding and the development of a shared language possible. The 

physical time-space is where shared activities occur, and the social space, is where 

relationships are made possible (Hemmings et al., 2013).   

Within these three spaces, practices are brought into being by three arrangements, that is, 

the cultural-discursive, material-economic, and social-political (Kemmis & Heikkinen, 2012; 

Kemmis & Groves-Edwards, 2018). The ‘doings’, ‘sayings’ and ‘relatings’ make up a practice 

and practice arrangements enable and constrain the practice.   

 

3.3. PRACTICE ARRANGEMENTS 

The ToPA focuses on practices as they occur in three intersubjective spaces. These practices, 

that are the ‘sayings’, ‘doings’ and ‘relatings’ are brought about by three intervening 

preconditions. These are the cultural-discursive, material-economic, and social-political 

arrangements (Hemmings et al., 2013). The ‘sayings’ of the practice presume the existence of 

cultural-discursive arrangements that take place through the means of language. The ‘doings’ 

assume the existence of material-economic arrangements that are brought to the fore in 

shared locations in time and space. The ‘relatings’ assume the existence of social-political 

arrangements that are brought into being in the social space (Hemmings et al., 2013). These 

practice arrangements condition and are conditioned by the ‘sayings’, ‘doings’ and ‘relatings’ 

of the practice. Thus the ToPA provides an account of what practices comprise and the 

arrangements that condition the practices (Kemmis et al., 2014a).   

3.3.1. The cultural-discursive arrangement 

The cultural-discursive arrangements are “the resources (in the broad sense of the word) that 

prefigure and make possible particular ‘sayings’ in a practice” (Mahon et al., 2017, p. 8). These 

include the language and discourses of the practice. The cultural-discursive arrangements 

may enable and/or constrain the practice. For example, the teachers’ utterances and 

thoughts during the research influence the practice of LS in either positive and/or negative 

ways. Thus, our LS practice is shaped by the language of the participants. The ‘sayings’ occur 
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semantic space and are expressed through language. They refer to what people think and say 

as they engage in the activities related to the practice (Kemmis & McTaggart, 2008). In other 

words, the ‘sayings’ are expressed through language. In the context of this research, the 

cultural-discursive arrangements that condition the ‘sayings’ were realised through the 

language the teachers’ used during the LS sessions as we engaged in the project of using LS 

to develop our use of DI to promote learners’ reading comprehension in English as a Second 

Language.  

3.3.2.  Material-economic arrangements  

The material-economic arrangements condition the ‘doings’ of the practice. They occur in 

physical space-time and take form through the activities in the practice. They present in what 

people do, their interactions with people and non-human objects, in the setting where the 

practice takes place (Kemmis & McTaggart, 2008). The material-economic arrangements 

include all activities that “make possible or shape the ‘doings’ of a practice by affecting what, 

when, how, and by whom something can be done” (Mahon et al., 2017, p.10). For example, 

the time constraints that teachers experienced during the course of the LS process, shaped 

the ‘doings’ of the practice.  

3.3.3.  Social-political arrangements 

The ‘relatings’ of a practice are conditioned by the social-political arrangements in a social 

space. These are made evident through relationships of solidarity and power (Kemmis & 

McTaggart, 2008, p.4). Kemmis et al. (2014c) acknowledges that practices are imbued with 

power relations and that these relations impact on the way people interact with each other 

and non-human objects in the practice.  Social-political arrangements include the rules, 

hierarchies, relationships of power and solidarity. These social-political arrangements 

condition how people relate with each other and with non-human objects in a practice 

(Kemmis & McTaggart, 2008, p.4). As such, they constrain and enable the ‘relatings’ of a 

practice (Mahon et al., 2017). 

In summary, the ToPA, offers a mode to analyse and explain practices by illuminating the 

interconnectedness between the practice and practice arrangements.  
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Figure 3.2 summarises how the project of a practice is held together by the practice 

arrangements.  

 

Figure 3. 2: The ‘sayings’, ‘doings’ and ‘relatings’ of a practice are held in place by practice 
architectures. (Adapted from Kemmis et al., 2014a, p.34). 

 

Evident from the above is that the ‘sayings’, ‘doings’ and ‘relatings’ of a practice do not occur 

in a vacuum. It is the cultural-discursive, material-economic, and social-political arrangements 

that make them possible (Kemmis & Groves-Edwards, 2018). In my study, I applied the ToPA 

theory as a lens to examine how LS can be used to support Grade 2 teachers in implementing 

DI to develop learners’ reading comprehension.  

Kemmis and Smith (2008) note that “when practice becomes simple rule-following, the moral 

agency of educators is at stake and they become an operative of the system in which they 

work” (p.8). ToPA allows us “first, to theorise practices as they happen in sites; and second, it 

allows teachers to see their professional practice as a form of praxis where they overtly 

consider the affective dimension of their pedagogy” (Grootenboer, 2013, p.151). It is this 

notion of praxis that is central to the work of Kemmis and colleagues as it shifts the focus of 

practice as having potential to work towards the achievement of the social good. In this sense, 

this research explores how LS can be used to support teachers’ use of DI to develop learners’ 
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reading comprehension. As noted in Chapter 1, reading is one of the most important 

competencies (Pearson, 2015). Ensuring learners can comprehend various texts provides 

them with a chance to participate actively in society.  

 

3.4. PRAXIS  

One of the central goals of the ToPA is the development of praxis (Kemmis, 2010). The origin 

of praxis as articulated in the ToPA is based on the work of Aristotle and Marx. There are two 

interrelated interpretations that explain what praxis is. The first view originates from 

Aristotle, who explains praxis as “action that is morally committed and oriented and informed 

by traditions in a field, that is, action that aims for the good of those involved in the practice 

and for the good for humankind” (Kemmis et al., 2014a, p.26). In my research, praxis may 

mean that the participants work together to improve our practice with the view to developing 

learners’ reading comprehension. As noted in Chapter 1, the reading competence of learners 

in Namibia is of concern. The second interpretation is informed by the views of Hegel and 

Marx. In this view, “praxis is history-making action, that is an action with moral, social and 

political consequences good or bad for those involved or affected by it” (Kemmis et al., 2014a, 

p.26). In my research, this may mean teachers working in a professional manner are 

responsible for their own actions and behaviour and need to be sensitive to the effects of 

their actions on the learners. 

 

3.5. THE USE OF THEORY OF PRACTICE ARCHITECTURE IN RESEARCH 

As noted in the introduction to this chapter, the ToPA has been used in research in various 

different educational fields.  

Salamon et al., (2016) explained that the ToPA was used in Early Childhood Education (ECE) 

to developed early year’s teachers’ professionalism. The researcher found ToPA useful in 

providing an understanding of the participants’ knowledge and interpretations of their own 

practice. The ToPA was further used as a means to assist ECE teachers in interrogating their 
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particular profession over “deconstructive talk” (p.1). For example, it was utilised as a mode 

for experimenting their accepted, unquestionable and uncommon notions of their practice.  

The application of the ToPA assists in highlighting the conditions under which practices 

unfold. The educators have also utilised ToPA to get deeper insights of their practice and they 

have practically utilised it to study the arrangements. (Salamon et al., 2016).  

ToPA has also been beneficial in tertiary, secondary and primary education. Grootenboer and 

Edwards-Groves (2019) conducted a study where they utilised ToPA. The study was done to 

offer a practice viewpoint for mathematics instruction and mathematics knowledge, looking 

at the link “between how developing a mathematics identity is bound up with the ‘sayings’, 

‘doings’ and ‘relatings’ one experiences in classroom mathematics” (p.1). The ToPA was 

utilised in their study as a theory for drawing understanding of mathematics learning and 

identity development. The ToPA was applied as an analytic framework to scrutinize empirical 

data from a primary school mathematics lesson. Conclusions outlined the means that 

knowledge “rises from being stirred into the characteristic site-based practices, and 

mathematical identities are articulated in and, at the same time, exert pressure on the 

‘sayings’, ‘doings’, and ‘relatings’ encountered in lessons”. (Grootenboer and 

Edwards-Groves, 2019, p.434). 

One of the examples is the study that was done at the primary education level. It was done 

to offer a practice viewpoint of mathematics instruction and knowledge acquisition of 

mathematics, by way of looking at the link at how evolving a mathematics character is 

inevitable by means of the ‘sayings’, ‘doings’ and ‘relatings’. The ToPA was utilised in this 

study as a theory for drawing understanding of mathematics learning and identity 

development. ToPA was further applied as a systematic structure to scrutinise data generated 

from a primary school during mathematics the lessons. Conclusions outlined the methods 

that learning escalates as results of being stimulated into the specific situate grounded 

actions, and mathematical characteristics are articulated concurrently at similar time interval. 

Looking at this, it is claimed that it is significant that learners should be involved in explicit 

central mathematics activities if the teachers want to enhance and cultivate optimistic 

mathematical personalities (Grootenboer & Edwards-Groves, 2018). 

 



47 
 

 

3.6. CONCLUSION 

The purpose of this chapter was to explain the theoretical framework informing my research. 

The chapter provides an explanation of practice as developed by Kemmis et al. (2014a, 2014b, 

2014c). Practices consist of the ‘sayings’, ‘doings’ and ‘relatings’ but these do not occur in a 

void, rather, they are mediated by three practice arrangements, that is, the cultural-

discursive, material-economic and social-political arrangements. In striving for the social 

good, practices have the potential to develop into a form of praxis. 

In the next chapter, I focus on the methodology of the research and elaborate on how I used 

the ToPA as a methodological tool. 
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CHAPTER FOUR: METHODOLOGY 

 

4.1. INTRODUCTION 

Kemmis and McTaggart (2008) stress that an action research changes peoples’ practice, their 

understandings of their practices and the conditions under which they practise. It changes 

people’s patterns of ‘saying’, ‘doing’ and ‘relating’ to form new patterns and new ways of life.  

In this chapter, I present the research methodology for this study. Methodology is a design or 

an arrangement that researchers employ to enable generation of data and possible responses 

to research investigations (Harrison et al., 2020). In this chapter, I will share the methodology 

that I employed to attain the purposes of my study. Imperative features that will be discussed 

in this unit are the orientation, research method, site and sample, data generating methods, 

data analysis, validity and trustworthiness, and ethics of this study. 

The research seeks to: 

● gain an understanding of DI and how to implement it; 

● use LS as a professional development tool to support teachers in implementing DI to 

develop learners’ reading comprehension;  

● ascertain how teachers can improve the teaching of reading comprehension using DI;  

● identify the enabling and constraining factors that teachers experience during the LS 

study process; and 

● identify the enabling and constraining factors that teachers experience in teaching 

reading comprehension through the use of DI in Grade 2 classrooms. 

 

As highlighted in Chapter 1 the research asks the question: How can LS be used to support 

Grade 2 teachers in implementing Differentiated Instruction to develop learners’ reading 

comprehension in English Second Language? The related sub- questions include: 

• What are Grade 2 teachers’ understandings of Differentiated Instruction? 
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• How can Lesson Study be used to support teachers’ implementation of Differentiated 

Instruction to develop all learners’ reading comprehension? 

• What are the factors enabling and constraining the use of Differentiated Instruction 

to develop learners’ reading comprehension in Grade 2? 

• What are the factors enabling and constraining the use of Lesson Study? 

This research is a qualitative action research based on the LS process and it is underpinned by 

an interpretivist orientation. 

 

4.2. METHODOLOGY 

My research is a qualitative action research that is underpinned by an interpretative 

orientation. Wayse (2011) defined qualitative research as mainly investigation research as it 

is used to get an understanding of people’s explanations, views and motivations for certain 

actions. It gives the researcher an opportunity to cultivate an extensive understanding of the 

problem being studied. 

4.2.1. Research orientation 

Bertram and Christiansen (2014) maintain that interpretivism aims to comprehend social 

behaviour and how people create meaning of their experiences. They stressed that 

interpretivism is grounded in the assumption that there is no single reality, but rather, 

numerous interpretations, i.e., of the realities of the happenings in the world. Put differently, 

an interpretivist orientation is premised on the view that people’s realities are based on their 

subjective experiences. Alvermann and Mallozzi (2010) proposed that interpretivism means 

“an approach of social life with an assumption that meaning of human action is inherent in 

action” (p. 12). As for this study, the research concentrated on the use of LS to support 

teachers in implementing DI to develop learners’ reading comprehension. Together, the 

participants and I (the researcher participant) interpreted ‘the events’ or happenings 

(practices, that is, sayings, ‘doings’ and ‘relatings’) based on our own personal experiences 

and understanding of the LS practice.  
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According to Giddens (1984) the investigation of the dynamics of action research, which is 

well-matched with the LS process, comprises an unravelling of the trials of the double 

hermeneutics. The ‘double hermeneutic’ (Giddens, 1984) refers to a concern with 

interpretivist research, that is, that the researcher must deal with two levels of interpretation, 

that of the participants, and that of the researcher. Together with the teachers, I interpreted 

the LS process, but then I have also interpreted the teachers’ interpretation of the LS process 

in the writing of this thesis. In other words, there are two layers of interpretation: (1) the 

teachers and I as participants in the study; and (2) me as the researcher.  

 

4.3. RESEARCH METHOD 

This study took the form of an action research. Action research “is critical (self-critical) 

collaborative inquiry by reflective practitioners being accountable and making results of their 

enquiry public, self-evaluating their practice, and engaging in participatory problem solving 

and problem posing, and continuing professional development” (Zuber-Skerrit, 2009, p.85).  

Action research seeks to improve teachers’ self-confidence, understanding of their practice, 

and examines their principles and visions (Goodnough, 2003). It is a method of research 

where teachers study their practice with a view to improve it. Action Research boosts self-

reflection and cultivates knowledge of the nature of practices, in this case pedagogical 

practices (Noffke & Zeichner, 1987). The focus is to improve the quality of teachers’ work.  

Action research changes people’s practices, their understandings of their practices, 
and the conditions under which they practice. It changes people’s patterns of 
‘sayings’, ‘doing’ and ‘relating’ to form new patterns – new ways of life. It is a meta-
practice: a practice that changes other practices. It transforms the ‘sayings’, ‘doings’ 
and ‘relating’ that compose those other practices. (Kemmis, 2007, p.2).  

As with LS, action research is cyclical in nature and consists of specific cycles of action. As 

explained in Chapter 2, the LS process models that of action research. The number of steps in 

the action research process differs according to the various researchers who have a special 

interest in action research (Cohen et al., 2018). In this research, I model the action research 

steps on my LS process as shown in Figure 2.1. Once the problem guiding the study has been 

identified, the LS process consists of planning lessons to attempt to ‘resolve’ the problem, 
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implementing the lessons and reflecting on the lessons with a view to address the problem 

(Burney, 2004). 

I refer below to the action research stages in the LS process in my research after the Grade 2 

teachers and I, identified that the learners’ reading comprehension in English as a Second 

Language was a concern (Chapter 1). We then planned to address the problem using LS as 

this is a form of collegial professional development. Given that DI is a key principle 

underpinning the curriculum; we decided to use DI as our strategy to develop learners’ 

reading comprehension. To summarise our action research process included: 

• Goal setting and planning action: We planned the research lessons collaboratively. As 

noted in Chapter 2, the lessons planned in the LS process are sometimes referred to 

as ‘research lessons’. 

• Taking action: We implemented and observed the research lessons. 

• Evaluating action: We reflected on the taught lessons and used these reflections to 

inform the planning of the next lesson. 

 

Figure 4. 1: The Action Research Cycles in my Research (Adapted from Coghlan & Brannick, 
2001). 

 

We re ected on the 

lesson and re worked the 

lesson (in the hope of 

developing an improved, 

model lesson). This was 

the start of the 2nd cycle.

While na onal policy promotes 

DI, it is  seemingly not 

implemented in schools.

Research shows that learners 

struggle to read for meaning.

Lesson 1 was a baseline to 

assess the learners   reading 

comprehension. Lessons 2 and 

3 foregrounded the 

development of reading 

comprehension using DI.

One of the teachers 

volunteered to teach the 

lesson while the others 

were observing the lesson.
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As shown in Figure 4.2 we worked through three cycles of the Action Research process. While 

the objective of all the lessons was the same, we planned a different lesson for each cycle 

building on the insights drawn from the previous lesson or lessons. 

 

 

Figure 4. 2: The LS Cycles in my research. 

 

Figure 4.2 provides a diagram of the actual LS and action research processes for this study. It 

shows the three different cycles of the LS and action research process and the stages within 

each cycle.  

 

4.4. THE RESEARCH SAMPLE 

Gay et al. (2012) stated that “a sample is a group of individuals that represent the 

characteristics of the large group from which the sample is drawn” (p. 54). In other words, it 

is the research participants taken from a population that entails making choices about which 

persons, settings, events or behaviours to take in the study. 
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Purposive and convenient sampling were utilised for this study. Purposive sampling is “when 

a researcher makes a specific choice about which people, group or object to include in the 

sample” (Bertram & Christiansen, 2016, p.60). The sample of this study consisted of two 

Grade 2 teachers (my colleagues) and me (the researcher and participant). Bertram and 

Christiansen (2016) describe convenience sampling as a mode of selecting a sample which is 

easy for the researcher to get hold of and it is determined by a specific reason. As such, this 

can be considered a convenient sample as the three of us work together and were able to 

plan, observe each other’s teaching and reflect on our observations and lessons. My role was 

both participant and researcher in supporting the Grade 2 teachers through the LS process in 

implementing DI to develop learners’ reading comprehension skills. I am by no means an 

expert on DI and so this was also a learning opportunity for me. I chose the two teachers 

because they are familiar with DI as I worked with them in my Honours research project.   

The researcher had more experience in teaching than either of the other teachers who 

participated in the research, however all had 4 or more years of teaching experience, and 3 

or 4 years’ experience teaching grade 2. Table 4.1 provides a summary of the teachers’ 

teaching experience, qualifications and ages. 

Table 4. 1: The Teachers’ Highest Qualifications, Ages and the Numbers of Years Teaching 
Experience. 

Names Ages Highest qualification Years of 

teaching 

Years of 

teaching in 

Junior 

Primary  

Years of 

teaching in 

Grade 2 

Teacher A 28-30 Diploma in Junior Primary 5 4 3 

Teacher B 28-30 Diploma in Junior Primary 6 6 4  

Teacher R 34-38 B.Ed. Hons 12 12 3 

 

 

  



54 
 

4.5. THE RESEARCH SITE 

This study was conducted at Success Combined School (pseudonym) in the Endola Circuit, 

Ohangwena Regional Directorate of Education. This is a rural school on the border of Namibia 

and Angola. The school consists of classes ranging from Grades zero to nine. There is a 

principal, 27 teachers and 3 institutional workers. The school has 750 learners and most of 

them are from economically disadvantaged backgrounds. Oshikwanyama is the mother 

tongue of most, if not all, the teachers and learners and is also the medium of instruction in 

the Junior Primary Phase. This study focused on reading comprehension in the learners’ 

second language, which is English. English is introduced conversationally in pre-grade (Grade 

R) and learners are expected to read and comprehend texts from Grade 1. 

 

4.6. DATA GENERATING PROCESS AND TECHNIQUES  

My data generating process consisted of four phases.  

4.6.1. Data generation phases 

Phase 1: In the first phase I conducted individual, semi-structured interviews with the two 

Grade 2 teachers. The purpose of the interviews was to gather background information from 

the teachers, which includes their qualifications and years of teaching. It also afforded me the 

opportunity to ascertain their understanding of DI and how they implement DI in their 

classrooms. These interviews were audio-recorded and I transcribed them verbatim 

immediately after each interview. These interviews helped to answer my first research sub-

question which: What is the Grade 2 teachers’ understanding of Differentiated Instruction?  

Phase 2: After the interviews, I analysed the data to identify the teachers’ knowledge of DI. I 

planned a workshop in which I explained DI and the process of LS. We discussed the goal of 

the LS and the process. I also explained the observation schedule that I had designed, paying 

attention to all the sections of the schedule. Key concepts relating to DI (e.g., content, process 

and product) were explained to the teachers as they were included in the observation 

schedules’ questions.  
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Phase 3: The following steps were implemented for all the three lessons in the research cycle 

conducted. This phase had three steps which were applied in all the three LS (and action 

research) cycles:  

Step 1 - the two Grade 2 teachers and I planned the initial lesson. 

Step 2- Teacher R (the researcher, which is me) taught that lesson while Teacher A and 

Teacher B observed and recorded their observations on the structured observation schedule 

that I had developed and explained to the teachers earlier.   

Step 3 - We reflected after each lesson by discussing the observation schedules. This step was 

the evaluation of the outcomes to improve the planning and presentation of the next lesson. 

This phase was done repeatedly for three cycles. Each teacher had an opportunity to observe 

and teach one of the three lessons. 

This phase helped me to answer the second sub-question of my study: How can Lesson Study 

be used to support Grade 2 teachers’ in implementing Differentiated Instruction? 

Phase 4: This was the last phase of my data generating process that took place after the LS 

process. The purpose of this phase was to ascertain the enabling and constraining factors 

related to the LS process and the use of DI in developing learners’ reading comprehension. I 

conducted a semi structured, individual interview with each of the two teachers. This was 

useful to answer my third and fourth research sub-questions: What are the factors 

constraining or enabling the use of Differentiated Instruction when teaching reading 

comprehension in Grade 2? What are the factors enabling and constraining the use of Lesson 

Study? 

The data generation techniques used in my research were observations, document analysis, 

and individual interviews. 

4.6.2. Interviews  

An interview “is a conversation between the researcher and the respondent … it is a 

structured conversation where the researcher has in mind particular information that he or 

she wants from the respondent and has designed a particular question to be answered.” 

(Bertram & Christiansen, 2014, p.80). The first interview was an individual interview, it was 
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used to gather background information from the teachers, to ascertain their conception of DI 

and how (if) they incorporate it in their classrooms. These interviews were audio-recorded, 

and I transcribed them verbatim immediately after each interview.  

At the end of the research process, I conducted semi-structured interviews with the two 

teachers, which were also audio recorded and transcribed. Cohen et al. (2018) define a semi-

structured interview as a dialogue between the researcher and respondent. Semi-structured 

interviews comprise questions (mostly open-ended) which focus on the research questions. 

The researcher is able to pose follow up questions based on the responses of the research 

participants (Bertram & Christiansen, 2015). These interviews helped me to find the 

constraining and enabling factors as they experienced during the implementation of DI to 

develop learners’ reading comprehension. It also afforded me chance to generate data about 

the participants’ experiences, perceptions, opinions and interpretations of how LS can be 

used to support teachers, and this was done during the post-interview. 

4.6.3. Observation 

In this study, I also made use of observation to gather the data. Observation is a systematic 

data generating approach. It is explained “as the process of gathering first-hand information, 

by observing or watching the participants in order to gain information” (Gay et al., 2012, p.21). 

The researcher makes use of all the senses to examine people in their normal situations. There 

were two stages of observation in my research: each responding to a different question. The 

first level of observation, which focused on the implementation of DI in the classroom, was 

based on our observations in the classroom. We used structured observation schedules 

(Appendix 1) to document our observations. The observation schedules were explained to the 

teachers before the LS cycle started (Phase 2 above) and this was done during the first 

meeting with the teachers.  This helped us to have a clear idea of what to observe when we 

observed each other’s teaching during the implementation of DI in the classroom.  

The second level of observation was specific to my role as the researcher. To ascertain how 

LS could be used to support the Grade 2 teachers in implementing DI to develop learners’ 

reading comprehension, I had to observe the LS process, that is planning, implementation 

(teaching and observing) and reflection.  Figure 4.3 provides an explanation of the two levels 

of observation during the research process. 
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Figure 4. 3: An Explanation of the Two Different Levels of Observation 

I was a participant observer in this research. Bertram and Christiansen (2016) defined a 

participant observer as a “researcher who takes on an insider role in the situation studied” 

(p.15). Put differently, the researcher plays an active role in the research process (Stage et al., 

2006). A video-recorder was placed strategically at the back of the classroom to capture and 

focus on how the DI was incorporated. This was useful for the reflection sessions as we could 

use the video to reflect on the learners’ learning and the teachers’ actions during the lesson.   

The observation schedule had two sections, the first section was completed during the lesson 

presentation and the second section was completed during the reflection session (i.e., while 

we were observing the video). The purpose of the pre-developed observation schedules was 

to focus our observations while watching each other present a reading comprehension lesson 

using DI. These observation schedules were not only used to guide the reflection sessions, but 

they were also used as part of my research data to examine how LS was used to support the 

teachers use of DI to develop learners’ reading comprehension. 

Each teacher was given an opportunity to teach while the other two teachers observed. All 

the research lessons occurred in the same class. The teachers and I decided which of the 

Grade 2 classes we wished to teach in. 
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4.6.4.  Document analysis  

Hopkins (cited in Nekondo, 2017) explains that document analysis “provides context, 

background and understanding of issues that would not otherwise be available” (p. 43). It 

involves studying documented data such as guidelines, summaries of meetings, teachers’ 

lesson preparation and learners’ work (Mbelani, 2007). I made use of document analysis as I 

analyzed the structured observation schedules that we completed during each lesson and the 

lesson plans that we designed during the LS process.   

Table 4.2 provides summary of data collecting techniques, the purposes, and the research 

questions answered by each data collecting technique used for each phase during data 

collection process. 

Table 4. 2: The Data Generating Techniques, Purposes, and Research Questions 

 

Data generating techniques Purpose:  Sub-research questions 

Semi-structured interview 
(initial interview) 

To gain an understanding of DI and how 
to implement it 

What are the Grade 2 
teachers’ understandings of 
DI? 

Observation schedules and 
reflection notes 

To use LS as a professional development 
tool to support teachers in 
implementing DI to develop learners’ 
reading comprehension 

How can Lesson Study be used 
to support teachers’ 
implementation of 
Differentiated Instruction to 
develop all learners’ reading 
comprehensions? 

Post-interview To ascertain how teachers can improve 
the teaching of reading comprehension 
using DI 

To identify the enabling and constraining 
factors that teachers experience during 
the LS study process 

To identify the enabling and constraining 
factors that teachers experience in 
teaching reading comprehension 
through the use of DI in Grade 2 
classrooms. 

What are the factors enabling 
and constraining the use of 
Differentiated Instruction to 
develop learners’ reading 
comprehension in Grade 2? 

What factors enable and 
constrain the use Lesson 
Study? 
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4.7. REFERENCING CONVENTIONS 

Table 4.3 shows the referencing conventions for the interviews and LS process. The 

participants where coded as TA, TB and TR. Teacher R is me, the researcher. The reflection 

schedules based on each lesson are referred to as L1, L2 and L3. TAL1 means that the 

comment that I am referring to was made by Teacher A in Lesson 1. This applies to TB and TR 

too. Lesson 2 and Lesson 3 are represented by L2 and L3 respectively.  

Table 4. 3: Referencing Conventions for Pre- and Post-interviews and Observation/Reflection 
Schedules during LS Process. 

Teachers name for pre- 

and post-interviews 

Lesson 1 Lesson 2 Lesson 3 

Teacher A TAL1 TAL2 TAL3 

Teacher B TBL1 TBL2 TBL3 

Teacher R TRL1 TRL2 TRL3 

 

 

4.8. DATA ANALYSIS PROCESSES 

In research, data analysis refers to detecting themes and connections in order to support the 

claims being made (Koshy, 2005). My data analysis process involved a number of steps. 

I transcribed the data from pre- and post-interviews.  The data was organised according to 

the type of data generating tools used. This means that I created two tables (one for the pre-

interviews and one for the post-interviews). I stored my data in a number of files to assist 

with organising and managing my data. 

File 1: The initial and post-interviews were transcribed, and each teacher was given a code for 

example, TA, as explained in the referencing conventions.  

File 2: The nine observation schedules were initially recorded manually by the research 

participants. Thereafter, I generated a soft copy of the teachers’ responses and filed both the 

soft and hard copies of the teachers’ observation schedules. The observations schedules were 

filed according to the dates of the lessons in three separate tables. 
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Once the data was transcribed and filed, I started to code the data. Firstly, I tried to code the 

data without looking at the theory that grounds my study. This was helpful to see if there 

were codes and categories that emerged from the data that are not driven by my 

understanding of the Theory of Practice Architectures. Each code and ultimately, category, 

was given a colour and the data re-organised. After this process, I copied and pasted these 

passages relating to the key themes in the tables. After the initial coding process, several 

emergent themes and unexpected points of interest presented themselves and required 

further coding and analysis.  

 

 

Figure 4. 4: An Example of my Inductive Coding 

 

After coding the data inductively, I used the Theory of Practice Architectures as my lens to 

analyse the data. Here the focus was on the ‘sayings’, ‘doings’ and ‘relatings’ and the three 

practice arrangements, namely the cultural-discursive, material-economic and social-political 

arrangements (Kemmis et al., 2014a, 2014b, 2014c).  I made use of the Theory of Practice 

Architectures in my honours research when I had a challenge separating the practices which 

are ‘sayings’ from the ‘doings’. I now understand that the ‘sayings’ refer specifically to the 

medium of instruction and the content of the practice (e.g., terminology used). In analysing 

the ‘doings’, I looked for the instructions given by the teacher, the nature of the questions 
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asked, the physical set-up in the classroom etc. I also looked at the actions of the practice that 

informed the teachers’ actions during the reflection sessions.  

Thereafter, I analysed the data by focusing on the three arrangements, that is, the cultural-

discursive, material-economic and social-political arrangements. The individual interview was 

of particular use in understanding how these three arrangements act as enablement and/or 

constraints in the LS practice (Appendix 2). 

I drew on the analytic tool in Table 4.4 to assist in analysing my data etically. 
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Table 4. 4: Using the Theory of Practice Architectures as an Analytic Tool (Kemmis et al., 2014d, 
pp.81-82). 

Elements of practices Practice architectures in the site 

Project 

What do participants – including myself and others – 

say they are doing, or intend to do, or have done? 

(Note: different participants and others may answer 

this question differently) 

 

Practice Landscape 

How different participants and others involved or 

affected, inhabit the site in different ways, that is, 

interact with different people and objects, and 

occupy different places and spaces in the site as a 

whole. 

‘Sayings’ (communication in semantic space) Cultural-discursive arrangements (Note: one 

person’s sayings are also practice architectures that 

enable or constrain others’ sayings) 

What do different participants say in the practice as 

they do it (what language is used; especially 

specialized language used in this practice)? 

What ideas are the most important to the different 

participants? 

What language ideas do different participants use 

about the practice (specifically to describe, explain 

and justify the practice before and after they do it)? 

How are different participants’ language and ideas 

changing? 

Where does this special language or discourse come 

from (e.g., texts, policies, professional communities, 

language communities)? 

Who speaks this language in the site? Who speaks it 

most/least fluently? 

Is there contestation among people involved or 

affected about the language, or key ideas or 

importance? 

‘Doings’ (activities, often producing or achieving 

something, in physical space-time 

Material-economic arrangements 

What are participants doing? 

Are there any consequences or connections 

between activities? 

Are ends or outcomes being achieved? 

What physical spaces are being occupied over time? 

Are kinds of set-ups of objects involved? 

What material and financial resources are involved? 

Are the resources adequate? 

‘Relatings’ (relationships in the social space, 

especially relationships of power and solidarity) 

Social Political Arrangements 

How do participants and others involved or affected 

relate to one another? 

Are there systems of positions, roles or functions?  

Are relationships of power involved? 

What special and administrative systems of roles, 

responsibilities, functions, obligations and reporting 

relationships enable and constrain relationships in 

the site. 
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Are there relationships of solidarity and belonging 

(shared purposes)? 

Do people collaborate or compete for resources (or 

regard)? 

Is there resistance, conflict or contestation? 

Is the communicative space a public sphere? 

 

4.9. VALIDITY  

Leedy and Ormrod (2005) stress that to warrant the legitimacy of the research, a diversity of 

data gathering means should be employed. I used observation schedules, reflection 

schedules, pre- and post-interviews to gather data. Drawing on three or more data producing 

techniques leads to the triangulation of the data. “Triangulation is a strategy that reduces the 

risk of chance and of systematic biases due to a specific method and allows a better 

assessment of the generality of the explanations that one develops” (Maxwell, 1996, p.93). I 

ensured that my personal reflections were as honest as possible by completing them soon 

after the lesson presentation, as I drew from Cohen and Manion (2000) who affirm that in 

qualitative research, data legitimacy might be addressed over the honesty of the researcher.  

I also guaranteed that the participants had a chance to ‘member check’ (Candela, 2019) the 

interview transcripts and, given that they participated on a LS (Action Research) project, the 

conclusions of the research. To ensure accurate data and advice on the data analysis I 

approached my supervisor. We each coded a section of my data to see if there is agreement 

to ensure inter-rater reliability (Cohen et al., 2018).  

 

4.10. POSITIONALITY 

As the Head of Department (HoD) for the Junior Primary section at my school, a position I 

have held for the past five years, I am aware of the power relations between the participants 

and me. My positionality as their ‘senior’ may influence their decision of whether to 

participate or not in this research. I thus made it clear (repeatedly) that their withdrawal from 

the research process will have no negative consequences. I know that my position as a 

participant researcher could have influenced the results. However, I strived to be honest by 

reflecting on my actions in a reflective journal and being explicit about the aims and focus of 
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the study. Throughout the research process, I reflected on my role as Head of Department, 

research participant and researcher. I explained that while I may be more familiar with the LS 

approach and DI, which is essential for the study, I am not sure how it could work in practice. 

One possible advantage I had is that these are the same teachers that I worked with during 

my honours research project. During my honours project we also engaged with LS, although 

the focus was different. The teachers were very positive with that experience. Nevertheless, 

I realised that I needed to continually reflect on my positionality. 

 

4.11. ETHICS 

Ethical concerns have to do with proper morals and correct manners (Schmuck, 2006) or with 

“behaviour that is considered right or wrong” (Bertram & Christiansen, 2014, p.65). It includes 

“privacy, anonymity and confidentiality guaranteed by informed consent” (Mutenda, 2008, p. 

42). Before I conducted this study, the following was done to guarantee the privacy of the 

research participants and the site where this study was conducted.  

4.11.1. Permission from Rhodes University 

The first aspect of my ethics process was to obtain permission from Rhodes University’s 

Education Higher Degrees Committee to conduct my research. The ethics proposal is included 

in Appendix 3. 

4.11.2. Seeking for permission to conduct the study  

In this study, I sought the permission from Ohangwena Regional Council, through the 

Directorate of Education Arts and Culture in which the site of this study falls. I also requested 

additional permission from the office of the school principal. Permissions were requested in 

forms of official letters of consent (Appendix 4). I also requested the consent of the Grade 2 

teachers to be part of my research project through formal consent letters. They granted me 

the permission by signing the consent letters (Appendix 5). My study’s focus was not on the 

learners; however, learners were involved because it was a classroom intervention. I invited 

parents to a parent meeting to inform them about my study. The agenda and minutes of the 

meeting, plus the consent letters that the parents signed are in Appendix 6.  
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Twenty-five of the thirty parents gave me permission to conduct the research. Five parents 

did not give me their consent. Three of these parents did not attend the meeting and two did 

attend but refused to give me consent to involve their children in my study. That being the 

case, these learners were part of the lesson presentations because they could not be excluded 

from the teaching and learning activities. None of their work was used during the reflection 

sessions as a means of data generating process, and none of them were referred to by the 

teachers in the reflection or planning sessions.  

4.11.3. Participants’ privacy  

Further, to ensure privacy and confidentiality of the school, participants and all concerned 

parties; the name of the school and the names of the participants are kept anonymous and 

pseudonyms are used. I am aware that I cannot guarantee the utmost privacy and 

confidentiality in this research as the principal and other teachers in the school know who I 

am conducting my research with.  

4.11.4. Respect and dignity  

The rights of the participants were addressed and respected in this study. Their welfare, 

anonymity and privacy were protected. During the signing of the informed consent letters, I 

reminded the participants that their participation in the study was voluntary and thus they 

had the right to withdraw from it at any time. I was also mindful and respectful of the schedule 

of the participants and ensured that the research activities were done at convenient places 

(lessons were conducted in the classroom, reflection session and interviews were conducted 

in an office) and times. The participants were informed that the interviews would be audio-

recorded and the lesson presentations video-recorded. I also highlighted that I would not 

share the information from this study with third parties without their permission.  

 

4.12. CONCLUSION  

In this chapter I described the research design and methodological orientations used in this 

study. Furthermore, the chapter outlined the research goals and questions of the study. The 

research site, research participants, sampling and positionality are further discussed in this 
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chapter. I elucidated how the data was gathered and analysed. The subject of validity and 

trustworthiness concerns were discussed and ethical concerns were reflected and                                                                 

discussed.  

In the next chapter, I present, analyse and discuss the data generated from the pre-interviews, 

observation and reflection schedules, and post-interviews. 
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CHAPTER FIVE: DATA PRESENTATION  

 

5.1. INTRODUCTION  

This chapter discusses the data from the initial interview, three lessons linked to the LS and 

the post-interview with the teachers.  

I begin this chapter with the presentation of teachers’ profiles, that is their gender, teaching 

experience, qualifications and age group.  The reason for this is to provide insight into the 

participants in my research.  

As noted in Chapter 4, the two teachers participating in this study were interviewed 

individually for both the initial and post-interviews. These were audio-recorded with the 

teachers’ permission. The names used in this thesis are pseudonyms. Participants were 

named Teacher A, Teacher B and Teacher R in the initial interview, observation schedule and 

post-interview.  

 

5.2. THE RESEARCH PARTICIPANTS 

The profiles of each of the teachers are listed in Table 5.1. 

Table 5. 1: Teacher Profiles 

Teacher’s 

Name 

Gender Age group Experience in 

Junior Primary 

Years of 

experience in 

Grade 2 

Teaching 

Qualification 

Teacher A Female 28-30 4 3 Diploma in JP 

Teacher B  Female 28-30 6 4 Diploma in JP 

Teacher R Female 34-38 12 3 BEd (Honours) 
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5.3. TEACHERS’ KNOWLEDGE AND USE OF DIFFERENTIATED INSTRUCTION 

I categorised the data from the initial interview according to the questions asked (Appendix 

7). The categories were teachers’ understanding of the term DI and the implementation of DI 

in their classrooms.   

5.3.1. Teachers’ understanding of the term DI  

The teachers who took part in this study tried to offer explanations of DI from different 

standpoints and the context in which they are teaching. Both participants understand DI as a 

teaching method used to cater to all the learners’ learning needs.  Teacher A maintained that 

DI is “a teaching approach whereby a teacher includes all the learners in the lesson to cater 

for all their learning needs, looking at their interests and their preferred ways of learning”. 

Teacher B explained that DI is a “teaching approach whereby the teacher uses different 

strategies or teaching methods to cater for all learners’ learning needs in class regardless of 

their learning abilities”. While both teachers provided insight into their understanding of DI, 

Teacher B mentioned that “DI is part of the Inclusive Education Policy”. She further explained 

that “this style or approach improves the performance of our learners in a way because all 

learners get to be included and benefit from the lesson”.  

5.3.2.  Teachers’ implementation of DI 

Even though the research participants gave their views on what DI is, when asked if they 

implement DI in their classrooms during reading comprehension lessons, their responses have 

shown that they partially implement some DI aspects in their lessons. Their responses suggest 

their use of DI is limited to differentiating the levels of questions and activities. Teacher A’s 

response suggests that she differentiates the content in her lesson. In her words, she 

explained, “I differentiate the activities that I give to the learners. We can have the same story 

for all the learners in the class but the activities I will use to examine the learners, it will be 

differ depending on interests and their capabilities”. Teacher B’s explanation of how she 

implements DI when teaching reading comprehension implies that she focuses on the 

content, process and product in implementing DI.  Teacher B responded that “I firstly group 

learners into different groups, mix learners according to their levels of abilities and 
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understanding. In this regard, I am relation to Bloom’s Taxonomy whereby my questioning will 

be at different levels of the learners’ understandings”. 

From the teachers’ explanations of the lessons, they have taught using DI, Teacher A 

differentiated the content and product, while Teacher B differentiated the content and 

process.  

Teacher A mentioned that she:  

Used differentiated instruction … in Mathematics lesson whereby the topic was 
doubling. I gave multiples ways on how learners can double numbers to get the correct 
answers. For example, by multiply a given number by two or adding the same number 
as the given number. When I gave the activity, I instructed each learner to answer 
depending on their preferred method that they think is easier for them to get the 
correct answer either by multiplying the number by two or adding the very same 
number as the given number.  

The above explanation from Teacher A indicates that this teacher differentiates content and 

partially process. For example, her response has shown that she gives the learners the choice 

to select the methods they prefer to use when solving problems. 

Teacher B elucidated: 

In Environmental Studies, where I was teaching on the types of transport, I had to use 
pictures. We went outside to see the types of transport in our surrounding. Thereafter, 
we returned to class for a short video for learners who learn best when visualising 
pictures to learn. I gave activity with questions on different intervals.  

The above explanations from the teachers indicate that they differentiate content and 

process in their classrooms. For example, Teacher B is differentiating her lesson because she 

is considering multiple ways to accommodate all the learners in her classroom. Teacher A’s 

comment suggests that she differentiates the process by providing the learners with different 

strategies that they could use to calculate the product of a multiplication sum. 

In this section, I presented the data generated from the initial interview. The initial interview 

aimed to assist me to answer the following research question of my study: What are the Grade 

2 teachers’ understandings of Differentiated Instruction? In the next section, I present the 

data from the lesson observation and reflection schedules. 
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5.4. PRESENTATION OF DATA FROM THE OBSERVATION AND REFLECTION SCHEDULES 

As evident in Chapter 4, this action research project used LS to support the Grade 2 teachers 

in implementing DI to develop learners’ reading comprehension in English Second Language 

lessons. The intervention consisted of three lessons taught over three days. The post-lesson 

reflections informed the planning of the next lesson. The first lesson for the LS served as a 

baseline to ascertain the learners’ reading comprehension competence. As such, the lesson 

was not differentiated. During this research, my co-research participants and I planned, 

taught, observed and reflected on the three lessons at different time intervals. Each of us had 

an opportunity to teach one lesson while the others observed. Together we reflected on each 

of the lessons taught.  Cognisant of the shortcomings in the previous lesson, we planned the 

subsequent lessons.  

5.4.1. Summaries of the lessons 

In this section, I provide a summary of all three lessons as implemented in the classroom. The 

summaries include the teachers’ and learners’ actions, activities and texts used in each of the 

stages of the LS process.  The following are the learning and basic competency of all the three 

lessons from the MoEAC (2015) English Second Language syllabus.  

Learning Objectives (Refer to syllabus): Learners will read words and phrases aloud with 

understanding. 

Basic competencies (Refer to syllabus): “Learners should be able to show understanding of 

texts by correctly answering simple and higher order questions” (MoEAC, 2015 P.15). 

5.4.2. Lesson One 

The first lesson was taught by Teacher R. 

Teacher R gave each learner a comprehension text. The comprehension text used in this lesson was titled 

‘David’s story’ (Appendix 8). 

She introduced the lesson to the class by asking the learners to read silently through the text and elicit 

unfamiliar words. The learners read through the text and identified the following words: mosses, beach, 

stocking, waded, seaweeds, gathered and shore. Teacher R wrote all the unfamiliar words that the learners 

had identified on the chalkboard.  She asked the learners to read the list of words. The learners volunteered 
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one by one to read the words aloud. Teacher R instructed the learners to read the words listed on the board 

with her. She helped the learners to read the most difficult words.  The learners were asked if anyone knew 

the meaning of any of the words listed on the board. None of the learners volunteered to explain any of the 

words. Teacher R gave the meanings of words orally to the learners. The learners listened as each word was 

read and explained by Teacher R.  

The teacher asked the learners to read the title of the story. The title of the story is ‘David’s story’ (Appendix 

8). The learners read the title of the story together. The teacher asked two of the learners to volunteer and 

read the text to the class. The two volunteers read the text to the class one after the other.  

The learners were given a worksheet with a comprehension activity to complete individually. They were 

required to read the same text individually and answer a set of comprehension questions. The learners read 

the text individually and answered the comprehension questions on the worksheet. The purpose of this 

activity was to assess the learners’ reading comprehension competencies. Once the learners had completed 

the comprehension, the teacher collected the learners’ work, discussed the comprehension questions with 

them and gave them the answers to the comprehension questions (Appendix 9).   

 

After this lesson, we realised that the text we gave the learners was too complicated and far 

removed from their experiences. We thus decided to use a simpler text in the second lesson, 

that is, one where the context was more familiar to the learners. 

5.4.3. Lesson Two  

Lesson 2 was taught by Teacher A. In this lesson the learners all read the same story, but the 

questions given to the learners to answer where at different levels. 

The comprehension text used in this lesson was titled ‘The new mobile’ (Appendix 10). 

Teacher A instructed the learners to sound the alphabetical letters A-Z phonetically in unison. The learners 

sounded the letters in unison as instructed by the teacher.  

Teacher A gave each learner the text to read. She told them to elicit difficult words from the text. After 

reading the text, the learners identified the unfamiliar words, which they wrote on the chalkboard. The 

words that the learners identified were unwilling, complicated, features, co-worker, fiftieth, messages and 

husband. The teacher asked if there are learners who are familiar with any of the listed words. She instructed 

those familiar with some of the words to take the ‘pointing ruler’ and read the word they were familiar with 

aloud to the rest of the class. The learners who were familiar with some of the words raised their hands, 

approached the board when invited, and read the words aloud to the class. After that, Teacher A read all 
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the words that the learners had identified. As she read, she emphasised the letter sounds for each word. 

The learners listened attentively as the teacher emphasised the sound of each letter.  

Teacher A walked from table to table and asked each learner to read the story's title, ‘The new mobile’. The 

learners read the title of the text in unison to their teacher. The teacher said the title of the text and 

instructed the learners to read the text silently. She then asked the learners to briefly tell her what the text 

was about. Teacher A commented on the learners’ verbal descriptions of the text and asked questions and 

to ensure they understood the text.  

Teacher A gave the learners different comprehension questions at two different levels (knowledge and 

evaluation levels) (Appendix 11). She then read the questions to the learners before the learners worked on 

the comprehension activity individually. The learners wrote the answers to the comprehension questions 

on the worksheet.  

Once the learners had completed the comprehension activity, Teacher A gave the learners feedback by going 

through the answers with them.  

She then gave the learners a different text with comprehension questions for homework. The story was 

titled ‘Animals’ (Appendix 12). Teacher A requested that the learners bring their homework to class the next 

day.  

 

5.4.4. Lesson Three 

The third lesson was taught by Teacher B. In this lesson two different comprehension texts 

were used. 

The comprehension texts used in this lesson were titled ‘Special visitor’ and ‘Lost in the bush’ (Appendix 13). 

Teacher B walked around the tables and checked how each learner read and answered the homework on 

reading comprehension from the previous lesson. This was a different text given to them from the previous 

lesson. She then gave the learners quick feedback on the reading comprehension activity given to them for 

homework.  

 

For the third lesson, the class was divided into two groups depending on the learners’ reading 

comprehension level (as determined in the first and second lessons). Teacher B explained to the learners 

that they would work on different texts. She gave the text titled ‘Special visitor’ to the learners who were 

‘struggling’ with reading comprehension and ‘Lost in the bush’ to the learners deemed more ‘competent’ 

readers. She asked the learners to scan through their stories and identify the unfamiliar words.  
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Teacher B listed all the unfamiliar words that the learners had identified from each of the texts on the 

chalkboard.  These were, barks, shelter, cave, stream and shiver (from the text titled ‘Lost in the bush’) 

famous and tidied (from the text lilted Special visitor’). The teacher read the words to the class and gave the 

meanings of the unfamiliar words. She started with the two words identified from the story ‘Special visitor’ 

and ended by reading the words identified from the text titled ‘Lost in the bush’. Most of the words identified 

by the learners were written on flash cards as the teachers assumed which words would not be familiar to 

the learners. 

 

Teacher B displayed different pictures from each of the texts (Appendix 14) and asked the learners to put 

them in the correct sequence. She started with the text titled ‘Special visitor’ before moving to the story, 

‘Lost in the bush’. While the learners who were reading ‘Special Visitor’ were sequencing the pictures, those 

reading ‘Lost in the bush’ read their text silently. Teacher B swapped the activity so that those reading ‘Lost 

in the bush’ silently had their turn ordering the pictures related to their story. Teacher B applauded the 

learners for arranging the pictures in the correct order and she started to explain the events of each story 

using the pictures arranged by the learners. The learners listened as the teacher narrated the stories one at 

a time using the pictures and highlighting the series of events in the texts. She started with the text titled 

‘Special visitor’ and ended her discussions with ‘Lost in the bush’. She had one group listening to their text 

while she was narrating the story given to them while the other group were reading their story silently. She 

then did the same with the other group.  

 

Each learner received one set of comprehension questions based on the text they read (Appendix 15). The 

learners answered the questions individually on a worksheet.  

 

Teacher B concluded the lesson by giving feedback on the comprehension questions for both texts with the 

learners. She started with ‘Special visitor’ and then proceeded to ‘Lost in the bush’.  

 

Having provided a quick synopsis of the three lessons showing how we implemented DI, and 

how our use of DI in the classroom developed, I now focus on the themes that emerged during 

our LS reflection and planning sessions. 

 

5.5. DEVELOPMENT OF THEMES 

In this section, I present the themes generated from the three lessons. Data generated from 

observation schedules were categorised using emic coding. The themes emerged from the 

discussions held by the teachers during the reflection sessions. Concerns raised in the 
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reflection session included: (1) language; (2) time; (3) teaching aids; (4) assessment/activities 

(5) questioning (6) learners’ participation/engagement; (7) learners’ learning pace and 

readiness; (8) group/pair work; (9) teachers’ reflection; and (10) differentiation of process, 

content and product.  

5.5.1. Language  

Five codes related to language emerged from the data.  These are the complexity of the text, 

story context, vocabulary, choice of the text and poor reading skill.  

5.5.2. Complexity of the language 

Castle et al. (2018) stated that reading comprehension depends on the learners’ reading, 

language complexity, the genre of the text and the reason for reading (e.g., skimming a text, 

studying or reading for pleasure).  

The first lesson served as a baseline for this intervention. The learners found the text difficult 

to comprehend. After the first lesson, TAL1 remarked that the language in the text was a “high 

barrier to communication”. TBL1 concurred and remarked that “the text was too difficult for 

the learners to comprehend”. She further suggested that the “language used was too 

advanced”.  

Having realised that the language used in the first text was too difficult for the learners, we 

focused our attention on finding a comprehension text from the Platinum English Second 

Language book for Grade 2 that was seemingly more appropriate to the learners’ language 

competence (Appendix 10).  

In the second lesson, TRL2 revealed that the text's language was “appropriate for the 

learners”. TAL3 expressed agreement, but in relation to the third lesson. She commented that 

“simple language was used”. Over the three lessons, we developed a greater awareness of 

the learners’ English knowledge, which influenced our choice of comprehension text. 

5.5.3. Story Context 

We chose the first reading comprehension text during the first lesson planning session 

without paying close attention to the learners’ home background and the classroom 
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environment. As such, the learners found it hard to comprehend the first text. The context of 

the story was unfamiliar to the learners. The story was about a family that went to the beach, 

which is contrary to the learners’ home background and the learning environment because 

most of these learners live in the rural areas and do not know what a ‘beach’ is. The learners 

could not relate because the text did not reflect their real-life experiences. Subsequently, in 

the first lesson, TAL1 indicated that “the article or story was not inclusive because it is based 

on ‘modern life’ and the assessed learners that are living in rural areas, most of them are not 

exposed to the things mentioned in the story”. TBL1 agreed and suggested that there is a need 

to “choose context-based story”.  

After the first lesson, we tried to find a story that the learners could relate to. The text we 

used for this second lesson was titled ‘The new mobile’ (Appendix 10). It is about the new cell 

phone. Most of the learners are familiar with cell phones. After the second lesson, TAL2 

claimed that the “text was context-based”. She further emphasised that the “language was 

well simplified”, making it more suited to the learners’ language competence. TBL2 

maintained that the story's context was well-considered, and she remarked that “the story 

used was enjoyable and learners were familiar with it”.   

5.5.4. Vocabulary  

During the first lesson, the learners struggled with the vocabulary used in the text we chose. 

This could also have accounted for the difficulty the learners experienced with the text. After 

the first lesson observation, we indicated that the vocabulary demands were seemingly too 

difficult for the learners. TRL1 commented that the “vocabulary was too advanced for the 

learners”. TAL1 echoed this sentiment and said that Teacher R did not explain the vocabulary 

to the learners. She suggested that “many terms used in the story are not clear to the learners, 

and they were supposed to explain them”.  

As we observed and reflected on the first lesson, we agreed to start paying attention to the 

vocabulary in the text that we chose for lesson two. This was very useful because it appeared 

to make it easier for the learners to comprehend the text. The learners were given the 

opportunity to identify and read the new words, thus enriching their reading skills and 

pronunciation.  Based on the reflection of the second and third lessons, TRL3 claimed that the 

learners read the unfamiliar words, and this assisted the learners in understanding the text. 
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She stated, “since the meanings of difficult and new words were given, it gave learners a good 

sense of comprehending the text”. TAL2 agreed that the unfamiliar words were “difficult 

words [and] were read and explained. The teacher read the vocabulary with the learners and 

gave the meaning”. In the light of vocabulary development for reading comprehension, 

Nelson and Van Meter (2007) and Acosta (2019) suggest that learners need to be exposed to 

new vocabulary as they learn to read because this will offer them an opportunity to develop 

their understanding of written texts.  In support of that, Beck et al. (2008) and The National 

Reading Panel (2000) recommend that teachers should use direct instruction to develop 

learners’ vocabulary as this will assist them to comprehend the given reading text. 

5.5.5. Choice of text  

Regarding the choice of the text used for the first lesson, we did not consider the suitability 

thereof in terms of the learners’ levels of reading competence. As we reflected on the first 

lesson, TBL1 claimed that the learners' text could not address all the learners’ learning needs. 

She then suggested that the “choice of the text needs to be at the level of the learners”. TRL1 

concurred, “the story was not at the level of the learners; it was hard to comprehend”. TRL1 

and TBL2 both suggested that there should be more than one story to accommodate the 

different reading levels. TBL2 remarked that “the teacher needs to use different stories”.  

As the LS sessions continued, during the reflection of the first and second lessons, we changed 

our choice of texts to differentiate and accommodate all the learners in the reading lesson. 

For example, in the third lesson, we had two different texts, one for the competent readers 

and a different one for learners who were still struggling to read in English. We differentiated 

the texts according to context and level of vocabulary.  

In the last lesson, we used two different texts and two different sets of comprehension 

questions depending on the learners’ competence to comprehend the texts. The aim was to 

accommodate all the learners. This is clarified by Broach (2012), who explains DI as a teaching 

strategy that enables teachers to adjust their teaching to address the strengths and needs of 

the diverse learners in their classrooms. They maintained that DI permits all learners to access 

the same curriculum by providing entry points, learning tasks and outcomes tailored to their 

different learning needs. At the end of the lesson, TBL3 commented that the texts used were 

appropriate for the learners in terms of their learning needs and remarked that “the use of 
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different stories helped the learners understand the stories depending on their levels of 

readiness”.  

5.5.6. Learners with poor reading skills 

During our planning sessions, we agreed that the learners who were not yet competent 

readers made the implementation of DI difficult in all three lessons challenging. We further 

concluded that, even though we tried to support all the learners, the learners who have 

‘reading challenges’ found it hard to comprehend the texts.  As much as we differentiated the 

texts for lessons 2 and 3, these learners could not read and comprehend the texts.  In all the 

three lesson reflections, we agreed that the level of the learners’ reading was the constraining 

factor for implementing DI in all three lessons. TAL2 noted and concluded that “some learners 

cannot read so it was not easy for them to understand the story”. TRL2 added that “learners 

who have general difficulties in reading made it hard for the successful implementation of DI”.   

5.5.7. Time 

The teachers’ responses have revealed that time was one of the major constraining factors 

for implementing DI in all three lessons. TAL3 remarked that “it takes time”. In the same vein, 

TRL3 agreed that time was a challenge during the implementation of DI. She stated that “it 

was time consuming”. The teachers suggested that the effective implementation of DI 

required more time to explain the texts and read through different comprehension questions. 

We agreed and suggested that it could be fruitful during the observation and reflection 

sessions if we had enough time to implement DI. TAL3 suggested extending time by noting 

that “maybe the teacher needs to extend time for successful implementation”. TRL3 agreed 

stating that “differentiated instruction needs to be implemented in lessons when there is 

enough time”. Tomlinson et al. (1998) conducted a study to ascertain how teachers respond 

to academic diversity by means of differentiating their instruction. The research findings 

indicated that although some of the educators who employed diverse instructional policies 

have managed to partly develop more flexible classrooms, most educators voiced frustration 

about stressed to deal with learner variance because of insufficient time. 
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5.5.8. Teaching aids  

The use of different teaching aids is important in the implementation of DI. Tomlinson and 

Imbeau (2010) maintain that “the teacher can demonstrate using teaching aids to illustrate 

the concepts as a first step in teaching the concept or learning goal” (p. 56). During the DI 

implementation, TRL1 was concerned that the learners’ learning was not sufficiently 

supported as no teaching aids were used. As we progressed to the next two lessons, we 

agreed to develop teaching aids to support the learners’ comprehension of the texts 

(Appendix 16). We developed flashcards based on the words that we assumed the learners 

would have difficulty with.  After reflecting on the second lesson, TAL3 agreed and remarked 

that “well-designed learning materials … supported learning” After using the teaching aids 

(flashcards and sequencing cards), we also agreed that the sequencing pictures supported the 

learners in making meaning of the texts. TRL3 commented that the “teaching aids helped the 

learners.” TAL3 echoed this statement and remarked that “learning aids have assisted the 

reading comprehension”.  

5.5.9. Assessment activities 

In the second reflection session, we agreed that we needed to design appropriate activities 

to assess the learners’ reading comprehension. We also agreed to have different activities to 

take the learners through different steps and prepare them for the comprehension questions. 

For example, TRL1 noted that “not enough pre-activity was given to prepare the learners for 

the post-stage activities”. Based on the literature reviewed, Anderson (2007) emphasised that 

a mix of formative and summative assessment types should be given to the learners to assess 

whether the learning outcomes have been achieved. It allows the teacher to determine the 

levels of learners’ understanding.  

As much as the teachers’ observations and reflection sessions continued, we agreed to 

increase the number of activities in the third lesson to assess the learners’ reading 

competence. For example, we had two reading texts and two different comprehension 

activities. Mills et al. (2014) argued that DI could be seen when the teacher divides the class 

into smaller groups, according to the learners’ capabilities, giving them individually modified 

curriculum materials. We differentiated the assessment in terms of complexity, readiness and 

the learners’ pace to suit their learning needs (Appendices). As we progressed with the LS 
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cycles. TRL3 stated that “assessment was well set, and learners were taken through different 

steps to get prepared for the actual final stage assessment”. We also concluded that the 

activities were suitable and enough for the learners in the last two lessons. TAL2 remarked 

that the “learners were given plenty of activities” to support them in answering the questions.  

Additionally, after the last two lessons, we agreed that the assessment was valid and relevant 

because it was related to the basic competencies in all the lessons and assessment “should 

be able to show understanding of texts by correctly answering lower- and higher-order 

questions” (MoEAC, 2015, p.15). TRL3 claimed and confirmed that “learning activities and 

assessments were up to standard and they matched basic competency and valid because it 

was based on the story”. TAL2 echoed and concluded that “the basic competency was well 

achieved because the assessment showed improvement from the reflection of the previous 

lesson”.  

According to the reviewed literature, assessment is vital because wide-ranging 

demonstrations of learning permit the teacher to decide which learners have mastered the 

material and those who may need more time and continuous learning support (Tomlinson, 

1999). For that reason, we tried to use the assessment to inform the necessary decisions that 

we needed to assist and accommodate the learners. 

5.5.10. Questioning 

During our reflections after the first LS cycle, we agreed that the questions were too 

complicated for the learners and were not well designed (Appendix 9). TBL1 expressed 

concern at the level of questions regarding the differentiation of the content in her comment. 

She erroneously used the term product instead of content. She stated that “the product has 

not supported the differentiation based on the levels of questioning; some learners were left 

out as only a few were able to answer the questions”. In addition to that, TRL1 noted the 

“questions were not well structured.” The questions relating to the first story, ‘David story’, 

were mainly questions that required the learners to remember what they had read in the 

story or locate the answer in the text. In other words, they were all knowledge questions:  

• What is the title of the story? (knowledge question) 

• Where did father, Charles and Lucy go? (knowledge question) 
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• What did they take before they went? (knowledge question)  

• What did they see at the beach? (knowledge question) 

• What happened to Lucy? (knowledge question) 

Such questions are lower-order questions that are at Level 1 of Bloom's Taxonomy.  TRL1 

concurred and remarked that the “levels of questioning hindered the learners to comprehend 

the text”. Drawing on this comment, it appears that this lesson did not accommodate all the 

learners because competent learners needed challenging comprehension questions. As noted 

in Chapter 2, English Second Language learners should be given both lower-order and higher-

order questions depending on their levels of competence. 

During our reflection sessions for lessons one and two, we started setting questions for 

different levels of reading competence. We also agreed to design and give the learners 

differentiated questions based on Bloom’s Taxonomy (1956). In lessons two and three, 

questions were set at different levels to cater to individual learners' needs. These lessons 

included both the ‘competent readers’ and learners who are ‘struggling’ to comprehend the 

text. The questions used for the second reading comprehension lesson are listed below.  

These questions were differentiated based on Bloom’s Taxonomy’s (1956). 

• What is the title of the story? (knowledge question) 

• What was Merry given on her birthday? (knowledge question) 

• How old is Merry? (knowledge question) 

• What was Merry’s problem with regards her iPhone? (knowledge question) 

• Did the instruction help her?  (knowledge question) 

• Do you think Merry will ask for help? Explain your answer. (evaluation question)  

These questions were structured in a way to stimulate the learners’ different levels of 

thinking.  For example, the structure of questions could allow the learners to answer the level 

1 questions, that is, the knowledge questions, before completing the single higher-order 

evaluative question.  
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Kanzo (2011) suggested that teachers should set questions at different understanding levels 

of understanding at different and cognitive processes. He further noted that there must be a 

place for lower-order questions that teach basic factual material. Furthermore, Kanzo (2011) 

suggests teachers should set the questions to test reading comprehension based on Bloom’s 

Taxonomy (1956). For that reason, we set questions depending on the learners’ different 

levels of understanding and interpreting texts.  After lesson 2, TAL2 maintained that “different 

questions were given and Bloom’s Taxonomy levels of questioning were used”. TRL2 

commented that “different questions were set to accommodate all the learners and levels of 

questioning was utilised during the setting of activities and it catered for all the learners 

learning needs”.  

During the third LS cycle reflections, the teachers’ comments shifted in terms of the texts and 

comprehension activities. During the last lesson, the two groups of learners received different 

questions based on their reading and comprehension levels. We differentiated the questions 

following Bloom’s Taxonomy (1956). The learners who ‘struggled’ responded to knowledge 

questions, that is, level 1 questions (Bloom, 1956).  

The following questions were for learners who find it hard to comprehend the texts. 

• What is the title of the story? (knowledge question) 

• Who visited the school? (knowledge question) 

• From which region is Ms Simasiku? (knowledge question) 

• Where did Ms Simasiku grow up? (knowledge question) 

• Which song did the learners sing? (knowledge question) 

• What does Ms Simasiku do for a living? (knowledge question) 

• What do you want to be when you grow up and why? (knowledge question) 

The ‘competent readers’ were also given knowledge questions but were also required to 

respond to an application question (levels on Bloom’s taxonomy). These were: 

 • What is the title of the story? (knowledge question) 
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• What were Mpho and Palesa doing in the bush? (knowledge question) 

• What is the name of Mpho and Palesa’s dog? (knowledge question) 

• Where did Mpho and Palesa sleep? (knowledge question) 

• What happened to Mpho and Palesa? (knowledge question) 

• Who came to look for Mpho and Palesa in the bush? (knowledge question)  

• Identify three proper nouns from the story. (knowledge question) 

• If you were Mpho or Palesa what would you have done? (application question) 

5.5.11. Learners’ participation/engagement 

Tomlinson and Imbeau (2010) stated that their motivation to learn increases when learners 

are interested in something. They posit that learners interested in their work are more likely 

to achieve the desired learning outcomes. As we observed and reflected during the first LS 

cycle, we agreed to use the outcomes of the baseline (lesson 1) to ascertain the learners’ 

readiness before the introduction of DI, as this could assist us to engage all the learners in the 

lesson. TAL1 reflected on the first lesson and said that “some of the learners participated in 

the class discussion although there are some learners who did not participate”.  TBL1 echoed 

this statement and remarked that learners were “partially engaged as most learners sat and 

daydreamed while the teacher asked questions”. She further noted that “only a few learners 

were responding, some learners were left out as only a few were able to answer the questions, 

most did not understand”. 

According to Tomlinson and Imbeau (2010), taking learner readiness into account means that 

the teachers should make the work simpler or more complex depending on where the 

learners are, at any given point, in their academic growth and provide the learners with the 

necessary learning support. As noted earlier in this chapter, most of the learners could not 

read the text, explain the vocabulary and answer the comprehension questions. This 

significantly limited their chance to engage and participate in the lesson. Furthermore, the 

learners did not participate in the lesson. To remedy the lack of comprehension (due to the 

difficulty of the reading task) of the learners during the first lesson, the teachers decided to 
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read the questions to the learners and explain each question clearly in lessons 2 and 3. The 

teachers developed pre-activities, that is flashcards (lesson 2) and sequencing cards (lesson 

3), to support the learners in making sense of the lessons, and different types of questions to 

accommodate all the learners in the class.  

The goal of differentiating according to learners’ interests is to help learners engage with new 

information (Tomlinson & Imbeau, 2010). TBL1 suggested that they need to “include all the 

learners in the lesson and invite learners for participation”. As the LS continued for lessons 

two and three, we agreed to differentiate both the texts and activities to accommodate and 

invite all the learners in all the activities. The learners were actively engaged in all the learning 

activities during the last two lessons. All three teachers remarked that “the learners were fully 

and actively engaged in the [second] lesson”. We made a shift by differentiating content (the 

comprehension questions) to accommodate all the learners. 

The learners’ interests are generally connected to their strengths, cultural context, personal 

experiences, questions, or sense of need (Tomlinson & Imbeau, 2010). After reading the 

story's title, The New Mobile, it appeared that the learners’ attention and interests were 

captured because the story was about a cell phone. As the text used for the second lesson 

based on a context with which they were familiar, it appealed to them. After the reflections 

of lessons two and three, the teachers noted and reflected that the learners’ participation 

improved.  TBL2 confirmed this by stating that the “learners enjoyed the lesson”. Additionally, 

TBL3 indicated that “learners were included in the lesson, maximum participation was 

observed”. 

5.5.12.  Learners’ learning pace and readiness  

Pace is a subjective judgment, connected with how it feels for the learner to go through the 

sequence of activities in a class (Tomlinson & Imbeau, 2010). TAL1 remarked that “I find 

differentiated instruction very useful when teaching reading comprehension because different 

learners have different levels and ways of understanding. A classroom consists of all learners, 

fast and slow learners and each and every one of them learn at their own pace.” Since the first 

lesson was a baseline for the LS and DI intervention, our planning did not consider the pace 

at which the learners learn nor the speed at which the learners can read and comprehend the 

texts. Moreover, we did not think about the learners' readiness with regards to the text and 
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comprehension questions we set for them. Tomlinson and Imbeau (2010) refer to readiness 

as “the learners’ current proximity to specified knowledge, understanding, and skills” (p. 16). 

As we observed and reflected on the lesson in cycle 1 of the LS, we agreed that there was a 

need to consider the individual learner’s learning pace and readiness.  

After the first LS cycle, we concluded that the lesson was not successful because the LS cycle 

was not inclusive as it was not aimed to be differentiated to suit the learning pace and 

readiness of the learners. MoEAC (2015) highlighted that learning pace is one thing to 

consider when differentiating learning activities. TBL1 echoed and noted that the “learners’ 

paces were not considered”. She elaborated, suggesting that “learning preferences and pace 

need to be considered”. TAL1 highlighted why it is imperative to consider the learners’ 

learning paces and readiness. She commented that “a classroom consists of all learners, fast 

and slow learners and every one of them learn at their own pace”. 

Even though all the teachers recognised and acknowledged that DI is important, it appeared 

that the implementation was a challenge to them. TAL2 agreed suggesting that, “maybe the 

learners need to be given stories depending on their levels of readiness in terms of reading 

comprehension”.  

As the intervention progressed, we agreed to consider the pace at which individual learners 

learn and their readiness during our planning. To do this, we decided to plan differentiated 

activities. The learners’ readiness was considered in the LS cycle two and three reading 

comprehension activities. Both TBL2 and TRL2 emphasised that the activities in the second 

lesson were at the levels and pace of the learners. The teachers suggested that the use of 

different texts and questions related to the learners’ reading competence led to the 

seemingly more successful implementation of the lesson. TBL2 commented that the “pace of 

the learners, readiness and clear assessment, product, content and process were 

differentiated, and it made the lesson to be successful”. TRL2 agreed the “activities were at 

learners’ level and learning pace thus, it made it possible for the learning goal to be achieved”.    

The careful consideration of the learners’ pace and reading competence continued into the 

3rd lesson.  In her reflection on the lesson, TBL3 commented that the learning was “well 

supported because the learners were given multiple stories depending on their levels of 

readiness and [their] learning paces”. TBL3 concurred that the use of different stories 
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promoted differentiation and that the process of “differentiation has supported the learning 

because the pace and readiness [of the learners] were well considered”. TRL3 agreed. She 

mentioned that “the stories used were well differentiated to match the reading paces of all 

the learners and different texts were used to cater for different learners at different learning 

paces and different readiness of comprehending the text”.  

5.5.13. Group/pair work 

Reflecting on the second lesson, TBL2 remarked that the “Covid-19 situation hindered 

successful implementation of DI, because we could not put learners to work in groups”. For 

her, allowing the learners to work in collaborative groups was necessary in a classroom that 

foregrounded DI. Tomlinson (2001) supports this view and attests to the ‘fact’ that teaching 

should be delivered in several approaches such as whole groups, small groups, and whole 

class teaching and individual work were the formats used across all three lessons. There was 

no opportunity for collaborative learning. As we reflected, TBL2 raised the concern of group 

work as one of the hindering factors that made the implementation of DI difficult. In her 

comment, she remarked that “group work is needed [for DI] but it is not possible because of 

Covid -19”.  

5.5.14. Teachers’ reflection 

During this intervention, we reflected on each lesson to inform the planning of the next 

lesson. We agreed that our reflections and discussions were useful throughout the reflections 

because we could identify areas that needed improvement and address any shortcomings in 

the next lesson. TBL2 stated that “reflection of the lesson which was taught previously, and 

teachers’ discussion was helpful because the weakness and mistakes from the other lesson 

helped us to improve for this lesson”. In the same vein, TRL2 concurred and mentioned that 

“the reflection of the previous lesson it helped us [teachers] to identify weaknesses and 

address them in this lesson”. TAL3 added that “teachers’ reflections were useful because we 

managed to maintain our strengths and improve the weaknesses”. She further indicated that 

“the support from my colleagues helped with the successful implementation of DI”. In addition 

to that, TBL3 agreed and revealed that, “weakness identified from the last reading lesson 

helped the teachers to improve the lesson and that teachers’ discussion was helpful for the 
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successful implementation of DI”. TRL3 concluded and highlighted that “reflection of the 

previous lesson was useful”. 

5.5.15. Differentiation of DI aspects  

Initially, the content, process and product were not addressed in the first lesson because the 

first lesson served as a baseline for the implementation of DI. In the planning session of lesson 

two, we agreed that there was a need to differentiate content, process and product. TBL1 

added “there is a need of differentiating the content, process and product; this will help the 

teacher to achieve the learning goal of the lesson”. TRL1 concluded that “the teacher did not 

pay attention to the aspects of Differentiated Instruction. In other words, the lesson was not 

well differentiated”.    

In the above section, I presented the data generated from the observation schedules.  Data 

generated from the observation schedules were presented under the following themes, 

which emerged from the reflections: (1) language (complexity of the text/story, story context, 

vocabulary, choice of text, reading); (2) time; (3) teaching aids; (4) assessment; (5) 

questioning; (6) learners’ participation/engagement; (7) learners’ learning pace and 

readiness; (8) group/pair work; (9) teachers’ reflection; and (10) differentiation of process, 

content and product.  

In the next section, I will present and discuss the data generated from the post-interview. 

 

5.6. DATA FROM POST-INTERVIEW 

The data generated from the post-interview (Appendix 17) was categorised according to the 

questions asked. The following categories were used: teachers’ understanding of DI, the 

effectiveness of DI, enabling and constraining factors when using DI, teachers’ understanding 

of LS, effectiveness of LS, enabling and constraining factors of LS. The data generated from 

the post-interview are presented in this unit under each of the themes.  
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5.6.1. Teachers’ understanding of DI 

At the end of the intervention, the teachers again gave their views on their understanding of 

DI. Teacher A and Teacher B expressed a common understanding of DI as an approach to 

teaching that teachers employ to respond to different learners' needs. Teacher A explained 

that “DI is a teaching strategy that the teachers use to address and cater for all the learners’ 

learning needs”. Likewise, Teacher B explained that “DI is method to teaching that includes 

many ways that the teacher can use to accommodate all the learners in the classroom 

regardless of their abilities”.  

5.6.2. Effectiveness of DI 

The teachers maintained that the implementation of DI was effective for the teaching of 

reading comprehension. The teachers’ answers revealed that some actions helped the 

successful implementation of DI during these literacy lessons. Teacher A claimed that “DI is 

helped because learners’ understanding was reflected in the activities and their learning needs 

were identified and addressed”. In addition, Teacher B suggested that DI was partially helpful 

for the development of reading comprehension. In her response, she stressed that “DI was 

somehow helpful because all the mistakes were picked (up) and the teachers discussed them 

and corrected them”. 

5.6.3. Enabling and constraining factors when using DI 

During the implementation of DI, the teachers identified several constraining factors that 

hindered the successful implementation of DI in developing the learners’ reading 

comprehension. Both teachers argued that the limited time available and the ‘struggling 

learners’ made it hard to implement DI in all three lessons effectively. Regarding the 

observation schedules, the same aspect was also highlighted in the teachers’ responses to the 

challenges faced during DI implementation. Teacher A explained that “the time and learners 

who were struggling with reading made it hard for the implementation of DI”. Similarly, 

Teacher B stated that “the challenges that I picked were time management and the learners 

who cannot read even simple words made the lesson complicated”.  

The teachers also revealed the enabling factors that made the implementation of DI 

successful during the lessons. The teachers’ responses indicated that the lesson reflections, 
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vocabulary and simple language are some aspects that assisted the fruitful implementation 

of DI. Teacher A explained that “lesson reflections and the last two lessons assisted in the use 

of DI in reading comprehension”. Besides that, Teacher B highlighted that, “vocabulary and 

simple language which were used and the mistakes which were identified by the teachers and 

attended too, made the reading comprehension lesson very successful”. 

5.6.4. Teachers’ understanding of LS 

Regarding the question on the teachers’ understanding of LS, both teachers who took part in 

this interview had a shared understanding of the nature of LS. Teacher A explained that 

“Lesson Study is a process whereby the teachers plan together, teach, observe and focus on 

that one lesson to try to improve learners’ performance or teaching and learning”. Similarly, 

Teacher B explained that “lesson study is when a group of teachers come together, plan a 

lesson, teach it together, observe it and collect all the mistakes and make the correction by 

teaching it over again until the basic competence is achieved”. 

5.6.5. Effectiveness of LS   

According to the teachers’ responses, they found the LS was successful in developing their 

practice in using DI to develop learners’ reading comprehension in English Second Language 

during this intervention. They claimed that LS is one of the practices for assisting the teachers 

in improving their instructional knowledge of DI. Teacher A remarked that “it was a good 

practice because we supported each other” while Teacher B stated that “it was very 

interesting because I learned from my colleagues”. 

5.6.6. Enabling factors for LS 

During this intervention, the teachers also mentioned factors that enabled LS to support the 

implementation of DI to develop the learners’ reading comprehension.  The teachers 

explained that they gained insightful knowledge on how to teach reading comprehension 

through the LS approach. Teacher A made a statement that, “what enabled the lessons were 

discussions, the discussions were helpful”. She extended her statement by noting that, “since 

my fellow teachers have massive experience, it made it possible to assist me to improve my 

way of teaching reading”. Teacher B concurred stressing that, “the good thing is that I learned 

from my colleagues … I feel confident about teaching reading through DI after this exercise”.  
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5.6.7. Constraining factors for LS 

Despite the enabling factors mentioned above, there were also a number of constraining 

factors, misunderstandings of the DI and contradictions among the teachers who took part in 

this LS process. Teachers have shown that time spent on reflection was a constraining factor 

they said there were too many debates during the reflection sessions. At some points it was 

hard to compromise because the teachers have different views. Thus, it was a challenge. 

Teacher A remarked that “it was time consuming and too many debates” [disagreements and 

discussions during the refection sessions].  Likewise, Teacher A commented that “I found the 

discussions too long”.   According to the studies done using LS by Fernandez (2002) and 

Ogegbo et al. (2019) time was one of the constraining factors because it was difficult for the 

teachers to meet for planning and reflection sessions.  

In the next section, I discuss the data that emerged from the study during the use of LS in 

supporting the Grade 2 teachers in implementing DI to develop the Grade 2 learners’ reading 

comprehension.  Therefore, I will start this section by looking at the data in relation to the 

TOPA theory that underpinned my study.   

 

5.7. ANALYSING MY DATA USING THE THEORY OF PRACTICE ARCHITECTURES   

In this unit, I discuss and analyse the data drawing on the theorical framework, that is, the 

ToPA. The ToPA was used as a lens to analyse and interpret my data. The specific project in 

my research was the use of LS to support teachers in implementing DI to develop learners’ 

reading comprehension. 

The practice landscape or site of the practice was a Grade 2 classroom in a public school in 

the Endola Circuit, Ohangwena Regional Directorate of Education. This is a rural school on the 

border of Namibia and Angola. The school consists of classes ranging from Grades 0-9. There 

is a principal, 27 teachers and 3 institutional workers. The school has 750 learners and most 

of them are from poor backgrounds. Oshikwanyama is the mother tongue of most, if not all, 

the teachers and learners and is also the medium of instruction in the Junior Primary Phase. 

The lesson took place in the Grade 2 classroom. The class has 35 learners but not all the 
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learners had the opportunity to participate in the activities before completing the 

comprehension. All lessons were 40 minutes as per the timetable. 

It is a well-furnished classroom with a chalkboard, tables, chairs, cupboard and display board. 

The tables and chairs are at the correct height for the learners. The space is not sufficient for 

the learners to move freely when carrying out group work activities.  The classroom is well 

ventilated with windows and with light and it is conducive for learning. The walls have 

colourful learning aids, for example, sight words, alphabet/phonic charts, weather chart, days 

of the week and the months of the year. 

As noted in Chapter 3, Kemmis et al. (2014a) explained practice as a form of:  

socially established cooperative human activity in which characteristic arrangements 
of actions and activities involving utterances and forms of understanding (sayings), 
modes of action (doings), and customs in which people relate to one another and the 
world (relatings) that ‘hang together’ in characteristic ways in distinctive ‘projects’ 
(p.27).  

I explained in Chapter 3 that the framework provided by the ToPA attends to both the 

individual and the social aspects of practice. The theory describes practices as being made up 

of ‘sayings’, ‘doings’ and ‘relatings’, which, broadly speaking, relate to the language, actions 

and ways of relating in a practice. On the side of the social (Figure 3.2), Kemmis et al. (2014a) 

describe practice arrangements as the elements that anticipate, support and restrain 

practices, that is, the cultural-discursive, material-economic and social-political arrangements 

of the site in which the practice takes place.  

As I began to analyse my data, I realised that identifying the ‘sayings’, ‘doings’ and ‘relatings’ 

was easier than identifying the arrangements that condition the practice of LS and the use of 

DI to support learners’ reading comprehension. I also realised that the practice arrangements 

interact across the ‘sayings’, ‘doings’ and ‘relatings’. For example, the material-economic 

resource of the Platinum textbook enabled and constrained, the learners understanding of 

the vocabulary in the text (‘sayings’) and the extent to which the learners relate to context of 

the text (‘relatings’). For this analysis, I have identified the ‘sayings’, ‘doings’ and ‘relatings’ 

and considered how the different practice arrangements condition each of the elements of a 

practice. 
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5.7.1. Lesson One 

Our ‘sayings’ revolved around words, such as, DI, LS and reading comprehension. This was 

influenced by the teachers’ understanding of DI and LS which formed part of my Honours 

project with the teachers who participated in my Honours research project. Our 

understanding of DI was also informed by the MoEAC inclusion policy (2013). The 

requirements for reading comprehension in a second language were conditioned by the 

syllabus.  

Together, we decided that our first lesson would be a baseline assessment to determine the 

learners’ level of reading comprehension. Our intention in the first lesson was not to split the 

class into two groups depending on the learners’ level of competence in reading 

comprehension. A ‘one-size-fits-all’ approach was used as every child received the same 

reading and comprehension questions. The teacher focused on the words in the 

comprehension that the learners were not familiar with. The learners understanding of the 

‘sayings’ of the practice, that is the words used in the comprehension, was constrained by 

various cultural-discourse arrangements, including their language competence and the fact 

that they were learning a language that is not their home language. During the reflection 

sessions, the teachers focused their discussions on the complexity of the language, the 

participation of the learners and their concern that the context of the story was unfamiliar to 

the learners. 

The ‘doings’ of the practice included the LS process where the teachers were required to plan 

a lesson, teach and observe the lesson, and reflect on the lesson. The reflections of the lesson 

assisted the teachers in identifying the learners that were to be allocated to the two groups 

and to plan the next lesson.  The ‘doings’ in the classroom entailed reading the story silently, 

eliciting unfamiliar words, reading and explaining the unfamiliar words, re-reading the story 

and answering the comprehension questions individually. The material-economic constraints 

that constrained the ‘doings’ of the practice included, for example, the textbook. The 

comprehension exercise was taken from the Platinum text for English as Second Language in 

Grade 2.   

We worked collaboratively during the LS process. I was their ‘senior’ in the sense that I was 

their HoD, the researcher and more knowledgeable about LS and DI. The teachers were in 
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control of the class. Teacher-learner interaction was influenced by the socio-political 

arrangements, such as, the hierarchical relationship between the teachers and the learners, 

classroom rules and school code of conduct. The teacher asked the questions and told the 

learners what to do. There was no interaction between the learners. The Covid-19 protocols 

constrained the opportunity for learners to work together in small groups and interact with 

each other. 

5.7.2. Lesson Two 

During the debriefing session of Cycle 1, we planned our second lesson based on our 

discussions during the reflection session. We divided the learners into two groups depending 

on their performance in the first lesson.  Our ‘sayings’ were informed by DI and reading 

comprehension. We chose a single text but decided to differentiate the questions based on 

Bloom’s Taxonomy. The ‘sayings’ of the practice was constrained by various cultural-discourse 

arrangements. As with the first lesson, these included the language requirements of the 

syllabus and Platinum textbook. The learners were learning to read in English which is their 

second language. The words that the learners’ identified in the text that were necessary for 

the learners to make sense of the text were difficult and impacted on the sense-making 

process. 

The material-economic arrangements that enabled the ‘doings’ of the practice included the 

chalkboard, worksheets with the story and comprehension questions.  There were insufficient 

textbooks, so the story had to be photocopied so that all the learners had their own copy. 

The teacher used the teacher-centred approach. She asked the questions and the learners 

answered. No learners asked the teacher questions. In teacher-centred classrooms, 

compliance is honoured over creativity and inactive learners over enthusiastic learners 

(Freiberg, 1999).  The school’s code of conduct and classroom rules indicate how the learners 

should behave in their classroom and this arrangement enabled the ‘relatings’. There was no 

interaction between the learners. The Covid-19 protocols constrained the opportunity for 

learners to work together in small groups and interact with each other.  
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5.7.3. Lesson Three 

Our third lesson was informed by lesson two which was differentiated based on the outcomes 

of the reflection session of the second lesson. We discussed the previous lesson focusing on 

the specialised language of DI and reading comprehension, specifically Bloom’s Taxonomy. 

We chose two texts, one for each group, and developed comprehension questions for each. 

Possible learners’ understanding of the ‘sayings’ of the text and comprehension questions 

were identified by the teachers prior to the lesson. The choice and decision of the types of 

text and comprehension questions that each child got was constrained by the language which 

is not the same as the learners’ home language. The ‘doings’ of the practice involved a number 

of activities, such as, silent reading to identify unfamiliar words, reading the text and 

explaining the comprehension questions for the learners. The material-economic 

arrangements that constrained the ‘doings’ of the practice included, insufficient textbooks.  

The social-political arrangement that constrained ‘relatings’ of the practice included, lack of 

teacher-learner interaction, and protocols of Covid-19 hindered the opportunity for learners 

to work together in small groups and interact with each other.  

5.7.4. Cultural-discursive arrangements 

One of the major constraints related to the ‘sayings’ of the practice in this study was language. 

For example, the language of the text used in the first lesson was difficult for the learners. It 

constrained the learners from comprehending the text because the vocabulary was complex. 

The learners were learning a subject that is their second language making it challenging to 

comprehend the text.  

In a very short period, a new discourse emerged as we started with the LS reflection sessions. 

As we interacted with others, our language about DI shaped and influenced what we were 

able to think and know during the reflection sessions. In other words, “it shaped our thoughts, 

ideas, beliefs, identities and the way we interacted with others” (Cole, 2019, p.7). This 

explanation of discourse is used as a way of explaining the cultural-discursive arrangements 

in my research. Our practice had been influenced by a discourse of teacher-centred 

education. Teacher-centred education is an approach to teaching where learning activities in 

the classroom are centred on the teacher. The teacher leads the activities and provides 



94 
 

necessary information. The teachers were in control of the learners’ learning. We asked the 

questions and the learners responded. ‘Barking at text’ and individual reading were 

promoted. When the new educational policy for independent Namibia was formulated after 

March 1990, learner-centred education was chosen as a basis for the reform. According to 

the Namibian Ministry of Basic Education and Culture (1998), teacher-centred instruction was 

inefficient and frustrating to most learners, and not consistent with the ideal of ‘education 

for all’. 

While the teachers were competent in English and communicated in English with each other 

during the LS process and during the interviews, the learners were not. The learners were 

being introduced to learning English so that they could learn in English in the higher grades. 

The texts provided in the Grade 2 textbook were too advanced for the learners’ level of 

competence. Despite the baseline assessment of the learners reading comprehension, we 

were not sufficiently knowledgeable of the learners reading and reading comprehension 

competence.  

One of the cultural discursive arrangements that conditioned the extent to which the learners 

comprehended the text, was the teachers’ own knowledge of DI. DI has only recently been 

introduced through the MoEAC (2015) curriculum policy, and all three of the teachers 

participating in this study completed their teacher education qualifications prior to the 

implementation of a learner-centred curriculum that emphasised inclusion of all learners. I 

(the researcher) was only introduced to DI during my BEd (Honours) degree.  

The findings of this study have revealed that teachers know the language of DI, but do not 

necessary implement it. The struggle was how to put DI into practice, and it appears that we 

do not really have thorough knowledge of how to implement DI. In addition to that, our 

practices are differing from our understanding of DI which influenced and conditioned the 

‘sayings’, ‘doings’ and ‘relatings’ of the practice during the LS cycle. This influenced and 

shaped our actions during the LS process and in the classroom.  

5.7.5. Material-economic arrangements 

“The material-economic arrangements include all activities that make possible or shape the 

‘doings’ of a practice by affecting what, when, how, and by whom something can be done” 
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(Mahon et al., 2017, p. 8). For example, the classroom interactions shape both the teachers’ 

and learners’ actions, as well as the physical environment in which the doings take place. This 

includes the classroom furniture and layout, visual equipment, time spent on teaching and 

learning activities, teaching aids displayed on the wall, timetable, teacher-learner ratios, and 

teachers’ working experience etc.   

This study has revealed a number of material-economic features which constrained and 

enabled the ‘doings’ of the classroom practice during the implementation of DI. These 

included the time required to engage in the LS process, the type of teaching material available 

and the number thereof.  

Time was a constraint because the teachers required extra time for the LS process and to 

differentiate the readings and comprehension activities in the class.  

The teaching aids (flash cards written vocabulary and pictures of series of events in the texts) 

influenced and shaped the teachers’ actions. For example, in the first lesson, the teachers did 

not use teaching aids and this constrained the ‘doings’ of the teachers’ practice. After the 

reflection sessions the teachers decided to use teaching aids for the next lessons (lesson two 

and three), and their actions to change their practice enabled some of the learners to 

comprehend the texts and answer the comprehension questions. In the other words, the 

actions of the teachers have shaped their ‘doings’ of the classroom practice and this has in 

turn shaped the actions and the ‘doings’ of the learners. One of the factors that influenced 

the’ doings’ in a negative way was the teachers’ expectation, it appeared that the teachers 

were expecting that all the learners finish the comprehension questions at the same time 

because they had differentiated the activities.  

5.7.6. Social-political arrangements 

The complexity of the vocabulary and the unfamiliar context in the first lesson constrained 

the teaching of reading comprehension and hindered the learners’ ability to comprehend the 

text. This limited learner participation and engagement; especially the learners who were 

struggling with reading comprehension. They were thus excluded from developing an 

understanding of the text. This conditioned and influenced the relationship of the learners 

with the texts used in the lesson and it shaped both the learners’ and the teachers’ actions. 
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As the teachers reflected on their practice through LS sessions, the teachers became more 

mindful of the choice of texts. The focus in all the lessons was still teacher-centred classrooms. 

In teacher-centred classrooms “control is of primary importance and authority is transmitted 

hierarchically” (Dollard et al., 1996, p. 3), meaning that the teacher takes control of the 

learners and their learning. This is in many respects, contrary to the principles of DI. 

Group work might have been possible in the LS process because we were a small team of 

participants. However, this was not possible because of Covid-19 and this constrained the 

social interaction within the learning space.   

During the LS cycle, the teachers indicated that the support from fellow teachers was helpful 

and so one can conclude that the discussions and lesson reflections were enablement factors 

in this study. In addition, the lesson plans, discussions and reflections about the lessons were 

also enabling factors. 

I summarise the ‘sayings’, ‘doings’ and ‘relatings’, and the practice arrangements that 

conditioned the LS process and the implementation of reading comprehension using DI. 

Table 5. 2: Theory of Practice Architectures summary 

‘Sayings’ Cultural-discursive arrangements 

We spoke about Lesson Study, Differentiated 

Instruction (process, product, content, readiness, 

interest, pace) and Reading Comprehension (Bloom’s 

taxonomy) in the practice. 

At the beginning of the LS process, the teachers’ 

described DI as a teaching strategy that caters for all 

learners’ learning and provides an opportunity for all 

learners to benefit 

At the end of the LS process, the participants 

described DI as a teaching strategy that caters for all 

learners’ learning needs by providing numerous ways 

to include all learners regardless of their abilities. 

The teachers’ understanding of the discourse of DI is 

informed by the  

• MoEAC inclusion policy 

Lesson study process (professional community) 

The texts that the teachers chose, and the vocabulary 

in the texts, were too advanced for the learners. For 

The medium of instruction at the school is the same 

as the learners’ home language (Oshikwanyama). 
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example, the vocabulary in the text for Lesson 2 

included: unwilling, complicated, features, co-

worker, fiftieth, messages and husband. These are 

terms that the learners need to understand in order 

to participate in the lesson and complete the 

comprehension exercise. In Lesson 3, we took note of 

the challenges with the vocabulary and used an 

easier text. 

Learners are required to learn English as a Second 

Language in the Junior Primary. This subject is taught 

in English while the rest of the subjects are taught in 

the learners’ home language. 

The choice of text was influenced by the  

• The learning objectives and basic 

competencies in the MoEAC English Second 

Language syllabus. 

• Platinum Grade 2 English Second Language 

textbook. 

English Second Language literature emphasises the 

importance of vocabulary development in learning to 

read (Chapter 2). 

The teachers speak English more fluently than the 

learners. 

The learners ‘readiness’ constrained their ability to 

interact with the text. Struggling readers were not 

able to engage with the text. 

The language that the teachers used to describe and 

explain the DI practice used to develop learners’ 

reading comprehension focused on:  

• the complexity of the language in the text,  

• the time taken to implement DI, 

•  the use of various teaching aids,  

• assessing learners’ progress,  

• the kinds of questions that should be asked,  

• the extent to which learners participated,  

• learner pace and readiness,  

• organising the learners,  

• reflections about the lessons  

• the extent of differentiation in relation to 

content, process and product 
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The reference to struggling learners not being able to 

read. 

This discourse emerges from the view that teaching 

leads to learning. 

‘Doings’ Material-economic arrangements 

The teachers engaged in a LS process. We met to plan 

the lessons, teach and observe the lessons and reflect 

on the lesson. 

 

The LS process assisted the teachers in the process of 

engaging with using DI to support learners’ reading 

comprehension. 

Time is required to implement the LS process as 

planning and reflecting have to take place ‘outside’ of 

the normal school day. 

Reflections on lessons assisted in planning the next 

lesson. Weaknesses in lessons 1 and 2 were 

addressed in each of the reflection sessions.  

The readiness and pace of the learners was 

considered in differentiating the readings and 

questions. 

The lesson study process requires that teachers’ 

reflections after each lesson should be used to 

improve the next lesson or refine the original lesson. 

The teachers collectively made decisions about which 

stories the learners should read. The first story, 

Lesson 1 (L1) did not take the learners’ context into 

account. The learners are from a rural, low socio-

economic community.  

 

The lesson took place in the Grade 2 classroom. The 

class has 35 learners but not all the learners had the 

opportunity to participate in the activities due to the 

rotational system brought on by Covid-19.  

It is a well-furnished classroom with a chalkboard, 

tables, chairs, cupboard and display board. The space 

is not sufficient for the learners to move freely when 

carrying out various activities.   

The walls have colourful learning aids, for example, 

sight words and alphabet/phonic charts. 

The teachers chose to use the board (L1) and 

flashcards (L2), and story sequencing cards (L3) were 

used to assist learners with the vocabulary. 
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The teachers collectively planned the lesson in each 

cycle based on their reflections of the previous 

lesson. 

 

The teachers chose to use different teaching aids to 

support the learners’ understanding of the texts. 

 

The first lesson was not differentiated 

Learners were put into groups according to reading 

competence. 

The focus for L1 was a baseline assessment to later 

split the class into two ‘ability’ groups. To 

differentiate learning the teachers needed to 

understand the ‘readiness’ of each learner to engage 

with the materials. 

The texts that the teachers chose, and the vocabulary 

in the texts, were too advanced for the learners. 

The teachers asked the learners to read the text and 

identify words that were unfamiliar to them. The 

learners read the words in unison the teacher asked 

for volunteers to read the words one-by-one. The 

teacher told the learners what each word means. 

 

The teacher and learners read the title of the story 

together.  

L1 – two learners were chosen to read the text 

L2 – learners read the text silently 

L3 – teacher read the two stories and the learners 

read them silently thereafter 

 

Learners sequenced the pictures  

The teachers realised that they should use different 

texts for the different groups of learners. 

 

Over the course of the LS, the teachers were able to 

identify the appropriate level text for the learners. 

The choice of text was influenced by the  

• The learning objectives and basic 

competencies in the MoEAC English Second 

Language syllabus. 
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Platinum Grade 2 English Second Language textbook. 

There were insufficient textbooks for the class. The 

teachers photocopied the stories for the learners. 

The questions in lesson 1 were too complicated for 

the learners. Different questions were planned for 

the learners in lessons 2 and 3. These were influenced 

by Bloom’s Taxonomy. 

The teachers added an evaluative question in lesson 

2 and an application question in lesson 3 for the 

group that demonstrated more reading competence. 

 

Teachers found the LS process positive, reflection on 

the activities in relation to the learners’ needs and 

learner mistakes were identified and strategies of 

how to support them were discussed. 

 

Teachers differentiated according to content, 

process and product. 

 

‘Relatings’ Social-discursive arrangements 

The teachers worked collaboratively during the LS 

process. They shared their ideas with regards to 

planning the lessons and during the reflection 

sessions. The teachers were also required to observe 

each other teaching. 

The LS process encouraged collaboration between 

the participants.  

 

The participants are all class teachers which means 

that they teach all of the subjects. Any opportunities 

to work together, such as the LS, have to take place 

after hours. 

 

The Covid-19 protocols meant that only half of the 

learners attended each day, and that no group and 

peer work were allowed to take place. 

 

Historical teaching practices 

The researcher is an HoD at the school with a 

significant number of years more experience in the 

classroom. She has also been teaching in the same 

grade as the participants. The participants 

participated in her Honours research project in 2019. 

The learners were distracted with the additional 

teachers in the class. The learners began to enjoy the 

lessons. 
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The teachers were in control of the class. All 

interaction was between the teacher and learners. 

The teacher decided who got to participate in the 

lesson based on which learners had their hands up. 

This meant that only a few learners participated and 

that most of the learners were passive. 

The school’s code of conduct and classroom rules 

indicate how learners are required to behave. 

The readings provided, the questions asked, and the 

context of the story promoted improved 

participation. 

 The pace related more closely to the learners’ levels 

of reading competence as the LS unfolded. 

 

5.8. CONCLUSION   

This chapter discusses the data from the initial interview, the three lessons linked to the LS 

and the post-interview with the teachers. I begin this chapter with the presentation of 

teachers’ profiles to provide insight into the participants in my research. Then follows an 

analysis of the initial interviews and the three lessons. I then present the development and 

discussion of the emerging themes. Followed by a discussion of the data from the post-

interviews and the enabling and constraining factors for DI observed in the LS process. Then 

finally the data are analysed using the theory underpinning my study, that is, the Theory of 

Practice Architectures. 
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CHAPTER SIX: CONCLUSION 

 

6.1. INTRODUCTION  

In Chapter 1, I presented a rationale for the study. I drew on the learners’ results in the 

SACMEQ and UNESCO studies, which show that Namibian learners are underachieving in 

reading. One of the reasons for this is that teachers lack the required content and pedagogical 

knowledge to teach reading.  

Inclusive education is foregrounded in Namibia and this is translated into curriculum policy as 

differentiated learning. Teachers are required to differentiate their practice to meet the 

needs of all learners. The little training that has taken place on this has been in the form of 

‘one-size-fits-all’ workshops that are removed from the context in which teachers teach. In 

this chapter, I argued and suggested that LS may provide teachers with an opportunity for 

professional development in their own context. It is for that reason, that the research focused 

on the use of LS to support teachers in implementing DI to develop learners’ reading 

comprehension.  

Chapter 2 focused on the conceptual framework of the research. I provided an overview of 

the literature relevant to the key concepts in the study, that is, LS, DI and reading 

comprehension. I argued that the continuous professional development model might assist 

teachers in using DI to develop learners’ reading comprehension.  

Chapter 3 presented the theoretical framework for my research. In this chapter, I presented 

the Theory of Practice Architectures as analytic and explanatory tools for my research. The 

Theory of Practice Architectures includes practice which consists of ‘sayings’, ‘doings’ and 

‘relatings’, and practice arrangements, that is, cultural-discourse, material-economic and 

social political arrangements. The practice arrangements shape the ‘sayings’, ‘doings’ and 

‘relatings’ of the practice, and are in turn shaped by them. 

In Chapter 4, I focused on the research methodology of my study. The research is an action 

research underpinned by an interpretivist orientation. The participants in the research 

consisted of 3 Grade 2 teachers, that is, the researcher and two other teachers in the school 

where I teach. The teachers planned, implemented, and reflected on their lessons over 3 
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cycles. Data was collected in the form of interviews, observation schedules and document 

analysis.  Data was first analysed using an emic approach to identify key themes emerging 

form the data. Thereafter, I drew on the ToPA to analyse my data. 

In Chapter 5, I present and analyse the data generated during the research. This includes the 

interview data prior to and after the LS process, the lesson plans, observation schedules and 

reflections on the lessons. I first coded the data inductively to identify key themes. Thereafter, 

I analysed the data by drawing on the ToPA. 

 

6.2. SUMMARY OF FINDINGS  

I present the summary of the discoveries in connection with each research question. 

6.2.1. Understandings of DI 

The study revealed that the teachers began the study with knowing the goal and basic 

language of DI. That is, the teachers viewed DI as a teaching strategy that caters for the needs 

of all learners; and they were familiar with the terminology of DI (e.g., content, process and 

product), but they lacked the practices and skills to implement it.  

While we engaged in three LS cycles with a view to implement DI to develop learners’ reading 

comprehension, their basic explanation of DI in the interviews prior to and after the LS 

process remained primarily the same, but they had advanced in their understanding of how 

to design, redesign and implement a set of limited and focused but appropriate features of DI 

in a set of reading lessons for young learners. 

This facilitated experience with the use of LS applied to the goals of DI, even though limited 

in the number of lesson cycles and time between lessons, demonstrated the potential of the 

approach to produce immediate innovations in lesson designs and selected teaching 

practices.   
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6.2.2. The use of Lesson Study to support teachers’ implementation of Differentiated 

Instruction to develop all learners’ reading comprehensions 

Teachers found the opportunity to work collaboratively beneficial. The LS process enhanced 

teamwork among the educators as they planned, taught, observed each other, and reflected 

on the lessons taught during the intervention. As teachers, we shared diverse insights and 

their experiences as they were engaged in LS as a Continuous Professional Development 

process. In the process, they were able to develop our planning and reflection skills. We found 

LS enabled us to support each other and also learn from our colleagues.  The teachers felt 

that they had gained a lot of valuable experience through this LS project. 

On the negative side, the teachers found that the LS process required a lot of time in planning 

and reflecting on the lessons after hours. Finding time out-or-school to meet with each other 

proved to be a challenge. They said that the process encouraged too much debate as they all 

had different opinions on how to use DI to develop learners’ reading comprehension.  

The changes in our practices brought on by the 3 LS cycles were modest but educationally 

very appropriate ‘small steps’ for first timers working on redesigning lessons to become more 

DI in intention. These included identifying more appropriate texts, differentiating the texts 

and the questions given to the learners based on their reading comprehension competence, 

differentiating learners to have different texts, and adding visual teaching aids. 

6.2.3. The enabling and constraining factors of the Lesson Study process 

While the focus of this research was not to test the learners’ reading comprehension, it 

became clear that the use of DI did not have the impact that we had hoped it would have. 

This is a result of several constraining factors.  

• Our relative newness to DI was a reason for the limited impact. The teachers and I were 

aware of the MoEAC inclusion policy and the importance of DI in the classroom, however, 

our practices were constrained by our understanding of DI and the enactment thereof in 

the classroom.  

 

• While the teachers were competent in speaking English (their second language) and able 

to use it in the LS process, the learners struggled to understand the texts and 
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comprehension questions. Through the LS process, we realised that the vocabulary was 

difficult for the learners and that the texts used in the Platinum textbook were not 

appropriate for the reading competence of our learners. The LS process also assisted us 

in realising that the context of the story had to be familiar to the learners should we wish 

them to comprehend the texts. The use of a text that the learners could not relate to, 

hindered their participation. As a result, they were not all included in the lesson. 

 

• There were a number of learners in the class who could hardly read at all and our reading 

lesson changes and differentiation in the three lessons we delivered did not address their 

needs at all. But our LS and DI did have the benefit of clearly drawing our attention to 

their presence and how they were being left behind. More time and analysis of their 

reading status and appropriate teaching would be needed to support them. With greater 

experience of the need for different and quality reading diagnosis tools, we would be 

better equipped to identify and understand the different needs of the learners in our 

classes. Similarly, with more experience we would develop a range of pedagogical 

practices to use and this would hopefully make a difference in the outcomes. This I think 

is attainable by anyone committed to becoming competent in DI. 

 

• Our reflections on the lessons and planning of new lessons were limited by our knowledge 

of DI and the choice of suitable texts and comprehension questions. In other words, we 

did not match the texts sufficiently to the learners’ reading competence.  

 

• To assist the learners in reading and comprehending the texts, we developed different 

teaching aids (flash cards written vocabulary and pictures of series of events in the texts). 

These influenced and shaped the ‘doings’ of our practice. 

 

• As teachers in this study, we observed early on and throughout the project some of our 

teaching practices did not materially change. We noted that our teacher-centred 

methods, which tended to dominate our pedagogical practices appeared not to have 

changed much. We concluded this because we observed that we dominated the talk and 

conversations.  We were in control of the learning in the classroom. Our relationships with 
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the learners were hierarchical in that we told the learners what to do and we asked the 

questions. The learners responded passively to instructions and answered the questions 

asked. The prohibition on small group work by learners because of the Covid restrictions 

was seen as a factor, but not the main explanation. We acknowledged that teacher-

centred practices are deeply imbedded in our pedagogical practices and seem hard to 

change. But I believe that the evidence supports a view that if one chose to examine any 

teacher-centred practice that for some valid reason needed to be changed then the LS 

process should be able to assist in doing so.  That being said, teacher-centred teaching 

does still have a place and I suggest that a more balanced position is necessary. 

These limitations or constraints, described above, on achieving changes in these learners’ 

reading performance are not really a criticism of the efficacy of using LS as a vehicle for 

introducing DI into classrooms and into teacher professional development. First, it is 

unrealistic to expect a big change in both teacher skills and especially learner reading skills in 

just 3 lessons. Second, these obstacles to success are also all insights into the learning 

challenges of these students that emerged from the LS and DI process itself. They are the 

insights that we seek to improve our pedagogical practices and improve how we enact DI 

better.  They could guide some of the next steps in lesson design. As we know, teaching 

effective reading is not a one-week task, but requires sustained teaching and practices over 

some years. 

 

6.3.  RECOMMENDATIONS  

Based on the findings, I recommend that teachers be trained on how to use LS to improve 

their knowledge, understanding and implementation of DI. This will assist in finding solutions 

to the limited reading comprehension competence of learners. I would recommend that 

Senior Education Officials familiarise themselves with the LS process and take a lead by in 

offering teachers the necessary training and support on how to utilise LS to promote DI in the 

classroom. Once acquired at the school level the prospect is of a huge load of CPD being 

conducted within schools on a self-sustaining basis with much less needed from above. 
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Furthermore, Junior Primary teachers should consider making use of DI in their teaching in 

order to assist and accommodate all the learners in all the learning activities and address the 

learners’ individual needs. As highlighted in Chapter 1, CPD programmes are vital for teachers 

to advance their content and pedagogical knowledge for teaching reading (MoEAC, 2017). 

However, these programmes are far too infrequent and, there is a lack of support. It is for this 

reason that I suggest that the MoEAC, Inspectors of Education, district officials, principals and 

teachers support teachers to develop and improve their teaching practices, as well as their 

pedagogic knowledge through the use of LS.  

 

6.4. AREAS FOR FUTURE RESEARCH  

I suggest that further research on the use of LS to support the Grade 2 teachers in 

implementing DI would be of great benefit if the research explores the use of DI in different 

subjects in Junior Primary.  Also what might be the curriculum and method of delivery of  LS 

and DI workshops and support for teachers that would provide teachers with sufficient skill 

and confidence to  go it alone in their schools?  

I also suggest that research should be done on how the district officials can use LS to promote 

teachers’ CPD and knowledge and implementation of DI. 

It would also be valuable to research the optimal  length of time that a group of teachers need 

to engage with LS processes and DI to become sufficiently confident to be able to go it alone 

with LS processes in a school. But also, it would be valuable to look into what is already known 

or needs to be known about the conditions that are most favourable for LS being adopted in 

a whole school use of LS. LS is now becoming more widely used outside Japan including in 

other parts of Africa, so there is much we can learn about conditions for success from them.  

 

6.5. LIMITATIONS TO THE STUDY  

This action research was designed to use LS to support the Grade 2 teachers in implementing 

DI to develop learners’ reading comprehension in Endola circuit, Ohangwena region. Since 

the sample was small, the study cannot be generalised to represent all Grade 2 teachers in 
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Endola circuit. This study was carried during the critical stage of Covid -19 pandemic. The 

continual closure and re-opening of schools meant that the study was implemented in a very 

short period and with so many restrictions and new school and classroom protocols for 

teachers and learners (e.g., the rotational teaching system).  

 

6.6. A SHORT REFLECTION 

This research has benefited me in many phases. Firstly, it assisted me to rethink my 

pedagogical practices. Secondly, it served as an eye opener for me as a Head of Department 

and a Junior Primary facilitator at the circuit level. It gave me the opportunity to move from 

traditional ways of using a ‘one- size- fits-all’ approach to my teaching, whereby I can begin 

to focus my attention on the learning needs of all the learners in the class.  It has made me to 

believe that practice makes perfect and teachers in the profession need to be upgraded 

continuously.  With the experience gained through LS I would like to carry my next project in 

academic space in my circuit to introduce LS to my fellow educators because I believe that LS 

is one of the vehicles that we all need to deliver and promote quality education. 
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APPENDIX 2: ANALYTIC FRAMEWORK 

 

Elements of practices Practice architectures in the site 

Project 
What do participants – including myself and others – 
say they are doing, or intend to do, or have done? 
(Note: different participants and others may answer 
this question differently) 
 

Practice Landscape 
How different participants and others involved or 
affected, inhabit the site in different ways, that is, 
interact with different people and objects, and occupy 
different places and spaces in the site as a whole. 

‘Sayings’ (communication in semantic space) Cultural-discursive arrangements (Note: one 
person’s sayings are also practice architectures that 
enable or constrain others’ sayings) 

What do different participants say in the practice as 
they do it (what language is used; especially 
specialized language used in this practice)? 
What ideas are the most important to the different 
participants? 
What language ideas do different participants use 
about the practice (specifically to describe, explain 
and justify the practice before and after they do it)? 
How are different participants’ language and ideas 
changing? 

Where does this special language or discourse come 
from (e.g., texts, policies, professional communities, 
language communities)? 
Who speaks this language in the site? Who speaks it 
most/least fluently? 
Is there contestation among people involved or 
affected about the language, or key ideas or 
importance? 

‘Doings’ (activities, often producing or achieving 
something, in physical space-time 

Material-economic arrangements 

What are participants doing? 
Are there any consequences or connections between 
activities? 
Are ends or outcomes being achieved? 

What physical spaces are being occupied over time? 
Are kinds of set-ups of objects involved? 
What material and financial resources are involved? 
Are the resources adequate? 

‘Relatings’ (relationships in the social space, 
especially relationships of power and solidarity) 

Social Political Arrangements 

How do participants and others involved or affected 
relate to one another? 
Are there systems of positions, roles or functions?  
Are relationships of power involved? 
Are there relationships of solidarity and belonging 
(shared purposes)? 

What special and administrative systems of roles, 
responsibilities, functions, obligations and reporting 
relationships enable and constrain relationships in the 
site. 
Do people collaborate or compete for resources (or 
regard)? 
Is there resistance, conflict or contestation? 
Is the communicative space a public sphere? 

  

Using the Theory of Practice Architectures as an analytic tool (Kemmis, et al., 2014d, pp.81-
82) 
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APPENDIX 3: RHODES UNIVERSITY ETHICS APPROVAL 
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APPENDIX 4: REGIONAL DIRECTORATE OF EDUCATION ARTS AND CULTURE 
CONSENT LETTER 
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APPENDIX 5: TEACHERS’ CONSENT FORMS 
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APPENDIX 6: AGENDA FOR THE PARENTS’ MEETING, MINUTES OF THE 

PARENTS’ MEETING AND CONSENT LETTERS.
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AGENDA FOR THE PARENTS’ MEETING  

Date:  21 July 2020 

Time: 13h00 

Venue: Grade 1 classroom 

Chairperson: Mr S Ndjelekeni  

Secretary: Ms J Mukongo  

1. National anthem 

2. Prayer : Ms O Nghilenga 

3. Welcoming remarks: Ms F Shipalanga 

4. Aim of the meeting: Ms E M Shipanga 

5. Signing of consent letters: Parents who are giving consent for their children to be 

involved in the research project 

6. Closure:  Ms F Metusalem 
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MINUTES OF THE PARENTS’ MEETING  

Date: 21 July 2020 

Time: 13h00 

Venue: Grade 1 classroom 

Chairperson: Mr S Ndjelekeni  

Secretary: Ms J Mukongo  

 

The house sang the National anthem and Ms Nghilenga made a prayer. The Grade 2 teacher 

Ms Shipalanga welcomed all the parents present and encouraged them to come through with 

constructive ideas during the discussions and listen well to the explanations that will be given 

to them. She further thanked the parents for responding to the invitation to attend the crucial 

meeting.  

Ms Shipanga greeted the parents and expressed her gratitude by thanking the parents for 

responding positively to the invitation to the meeting. She started explaining the aim of the 

meeting which she clearly stated to the parents that, she a masters’ student at Rhodes 

university South Africa majoring in Primary Education. She further, explained to the parents 

that she needs to complete her masters through a research project which will involve the 

learners. She also explained to the parents that, since learners are minors, she needs consent 

from their parents or legal guardian to be able to involve the learners in this research project. 

She explained that it is also part of the requirement from the university ethical committee to 

obtain consent from all the people involved in the research before any data generating 

process has begun. She highlighted that; the research project will take 3 days during normal 

teaching hours during English Second Language. She took a consent form and give to each 

parents, they read together and explained every step of the consent letter. The consent letter 

was explained in mother tongue/ most spoken local language because most of the parents do 

not understand English. She gave the parents opportunity to ask questions if anything was 

not clear. Lastly, she explained that if the parents have agreed for their children to be part of 

the research project must sign the consent letters and return to them and for the parents 
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who do not want their children to be part of the research project they must not sign the 

consent  letter. Out of 30 parents, only 25 have agreed to sign the consent whilst, the 5 did 

not sign and they were not forced to sign because it is against the research ethics. 

Ms Metusalem closed the meeting by thanking the parents for devoting their time to attend 

the crucial meeting. She then made a prayer. 

Mr S Ndjelekeni (chairperson)                                         Ms J Mukongo (secretary) 
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APPENDIX 7: RESPONSE FROM INITIAL INTERVIEW 
 

 Responses from the teachers Themes/ coding colours 

1. 1. How many years have 
you been teaching? 

 

TA: I have been teaching for five 

years. 

TB: I have taught for a total 

number of six years, of which my 

first year of teaching was at the 

private school and the rest were at 

the government school. 

Teachers’ experience and 

qualifications  

Teachers’ understanding of the 

term DI 

 Teachers’ implementation of DI. 

 

2. How many years have 
you been teaching in the 
Junior Primary? 

 

TA:  I started teaching in Junior 

Primary phase since 2017 up to 

date (2020) which makes a total of 

four years.  

TB:  I have been a Junior Primary 

teacher for all my years of 

teaching, ever since I started 

teaching I taught in Junior 

Primary which is about six years 

now 

 

3. How many years have 
you been teaching in 
Grade 2? 

 

TA: I have been teaching in grade 

two for three years because the 

first year that I taught in Junior 

Primary Phase I taught grade one. 

TB: My first year of teaching was 

pre grade at the private school as I 

have mentioned earlier, I taught at 

grade 3 and moved to grade 2 

where I taught about 4 years.  

 

4. What is your highest 
professional 
qualification? 
 

TA: I obtained my teaching 

diploma in Junior Primary at 

University of Namibia last year 

(2019).  
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TB: I obtained my teaching 

diploma in Junior Primary. 

5. Have you heard of the 
term ‘differentiated 
instruction’? What, in 
your opinion, does it 
mean? 
 

TA: Differentiated instruction, to 

my understanding is, is a teaching 

approach whereby a teacher 

includes all the learners in the 

lesson to cater for all their 

learning needs, looking at their 

interests, and their preferred ways 

of learning.  

TB: I understand that 

differentiated instruction is a 

teaching approach whereby the 

teacher uses different strategies or 

let me say teaching methods to 

cater for all learners’ learning 

needs in class regardless of their 

learning abilities I also think that 

it is part of the Inclusive 

Education. I believe that this style 

or approach improves the 

performance of our learners in a 

way because all learners get to be 

included and benefit from the 

lesson.  

 

6. Can you give me an 
example (or examples) of 
times when you have 
differentiated the 
instruction in your own 
class? 
 

TA: When I teach reading 

comprehension in my class, I use 

the same story but I differentiate 

the activities that I give to the 

learners, we can have the same 

story for all the learners in the 

class but the activities I will use to 

examine the learners it will be 

differ depending on interests and 

their capabilities.  

TB: In my class, I had a lesson on 

story reading, I firstly group 

learners into different groups, mix 

learners according to their levels 

of abilities and understanding, in 
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this regard I am relation to 

Blooms Taxonomy whereby my 

questioning will be at different 

levels of the learners’ 

understandings. 

7. Describe a lesson were 
you have taught in which 
you used DI? 
 

TA: One of the lessons that I can 

remember that I used 

differentiated instruction it was in 

Mathematics lesson whereby; the 

topic was doubling. I gave 

multiples ways on how learners 

can double numbers to get the 

correct answers. For example, by 

multiply a given number by two 

or adding the same number as the 

given number, when I gave the 

activity I instructed each learner 

to answer depending on their 

preferred method that they think is 

easier for them to get the correct 

answer either by multiplying the 

number by two or adding the very 

same number as the given 

number. 

TB: I had a lesson in 

Environmental Studies where I 

was teaching on the types of 

transport , I had to use pictures , 

we went outside to see the types 

of transport in our surrounding 

thereafter we returned to class for 

a short video for learners who 

learn best when visualising 

pictures to learn. I gave activity 

with questions on different 

intervals. 
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APPENDIX 8: DAVID’S STORY 

 

 

Father, Charles, Lucy and I went to the beach yesterday. We took our dinner and 

stayed all day. Father and Charles went out a little way from the shore in a boat 

and fished while Lucy and I gathered sea mosses. We took off our shoes and 

stockings and waded into the shallow water. We found such beautiful seaweeds. 

Some were purple, some pink and some brown. When they were spread out in 

the water the purple one looked like plumes and the brown ones like little trees. 

Such a funny thing happened to Lucy. She slipped on a stone and down she went 

into the water. How we both laughed! But the wind and sun soon dried Lucy’s 

dress. 
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APPENDIX 9: COMPREHENSION QUESTIONS FOR LESSON 1 

 

28 July 2020 

Learner’s name: 

Grade 2 

English Second Language 

Reading comprehension activity: read the story provided and answer the 

following questions. 

1. What is the title of the story? 

…………………………………………………………………………………………………………… (1mark) 

2.  Where did father, Charles and Lucy go? 

………………………………………………………………………………………………….  (1 mark) 

3. What did they take before they go?  

………………………………………………………………………………………………………… (1 mark) 

4. What did they see at the beach? 

……………………………………………………………………………………………………  (4 marks) 
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5. What happened to Lucy? 

………………………………………………………………………………………………………………

………………………………………………………………………………………………………………

…………………………………………………………………………………….  (2 marks) 

 

6. Identify ant 2 proper nouns from the story. 

………………………………………………………………………………………………… (2 marks) 

7. In which season did this event happen? (1 mark) 

…………………………………………………………………………………………………… (1 mark) 
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APPENDIX 10: THE NEW MOBILE TEXT 

 

Merry’s husband bought her a new iPhone for her fiftieth birthday, something 

that she has been unwilling to buy for years. She loved her old mobile because, 

it was not complicated to use. For the first time in her life, to get a mobile phone 

that can take pictures, record videos, access internet, download the map, play 

music and send and receive messages using the latest app like WhatsApp’. Sadly, 

Merry has no idea on how to use all the features on her new mobile phone. She 

decided to sit down and read all the instructions, but she found them too 

difficult, she did not understand them. She read the instructions for the second 

time, but as before, nothing was still making sense. Merry’s husband told her to 

ask a friend at work to show her how to use her new iPhone, but Merry did not 

want to ask for help. She hates the idea that her co-worker will think that she is 

not good at technology.  
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APPENDIX 11: COMPREHENSION QUESTIONS FOR LESSON 2 

 

29 July 2020 

English second language 

Skill: Reading comprehension 

Grade 2 

Name: 

Read the story and answer all the questions on the space provided. 

1. What is the title of the story? 

..................................................................... 

2. What was Merry given on her birthday? 

................................................................ 

3. How old is Merry? 

................................................................ 

4. What Merry’s problem was, with regards her iPhone? 

........................................................................................ 

5. Did the instruction help her?  

………………………………………… 

 

6. Do you think Merry will ask for help? Explain your answer. 

…………………………………………………………………….. 
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7. Do you think it is necessary to have a phone? Why? Write a paragraph of 

3 sentences. 

.....................................................................................................................

.....................................................................................................................

.....................................................................................................................

.....................................................................................................................

.....................................................................................................................

.....................................................................................................................

............................................................................................................... 

8. Identify any 3 nouns from the story. 

………………………………………………………………………………………………………………

………………………………………………………………………………………………………………

……………... 
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APPENDIX 12: HOMEWORK TEXT TITLED ‘ANIMAL’  

 

29 July 2020 

 

 

Animal 

I am an animal. I bark when I see strange and dangerous things. I am a human’s 

best friend, but I can bite them when they provoke me. I like milk, fresh meat 

and bones. I make cute little puppies. Sometimes I run around chasing cats and 

people who provoke me.  

Read the short story and answer the following questions; 

1. Which animal do you think is this?................................................... 

2. What does the animal mentioned in the text like?................................. 

3. What baby animal is mentioned in the text?..................... 

4. What is your favourite animal and why?......................  
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APPENDIX 13: SPECIAL VISITOR AND LOST IN THE BUSH TEXTS FOR LESSON 3 

 

Special visitor 

One day Ms Simasiku came to visit our school. She is famous. We see her on 

television. We had to prepare for Ms Simasiku’s visit. We tidied the school. We 

dressed smartly. We greeted Ms Simasiku politely. We sang a song for her. Ms 

Simasiku told us that she was in the Caprivi Region. She grew up on the farm, 

just like us. After school she helped her mom fetch water and feed the chickens. 

She always listened to the radio. Now she has her own programme on the radio. 

She also works for One Africa Television. She told us that we must study hard 

and try to do work that we love when are older.  We sang the national anthem 

together. Then we said goodbye to Ms Simasiku. 

 

Lost in the bush 

Read the title of the story . Can you guess what the story is about?  

Now read the story. 

Mpho and Palesa are looking for firewood. Gift, their dog, sees something 

moving in the bush. Gift barks and runs towards it. Mpho and Palesa run after 

him. They run and run. Now they are lost and it is getting dark. It is going to rain. 

What are they going to do? They are looking for shelter. They see a cave across 

the stream .They have to cross the stream. Palesa crosses the stream. She walks 

on the flat stones. Then, Mpho crosses the stream. The rocks are wet and 

slippery. Oh no! He falls in. Mpho can’t swim. Palesa runs to him. She holds out 

a branch. Mpho grabs the big branch. Palesa pulls him onto the land. Gift barks 
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and barks. A storm starts. There is thunder and lightning. They run to the cave. 

Mpho, Palesa and Gift entered the cave. It is dark and cold. They shiver with 

cold. They heard scary noises. They are frightened. Then they see torch lights. 

They hear voices that they know. It is their mom and dad and some friends. They 

have come to find Palesa, Mpho and Gift. Palesa and Mpho are very happy.  
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APPENDIX 14: SEQUENCE OF EVENTS TEXTS TITLED SPECIAL VISITOR AND LOST 
IN THE BUSH 
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APPENDIX 15: THE NEW MOBILE 

 

 

Merry’s husband bought her a new iPhone for her fiftieth birthday, something 

that she has been unwilling to buy for years. She loved her old mobile because, 

it was not complicated to use. For the first time in her life, to get a mobile phone 

that can take pictures, record videos, access internet, download the map, play 

music and send and receive messages using the latest app like WhatsApp’. Sadly, 

Merry has no idea on how to use all the features on her new mobile phone. She 

decided to sit down and read all the instructions, but she found them too 

difficult, she did not understand them. She read the instructions for the second 

time, but as before, nothing was still making sense. Merry’s husband told her to 

ask a friend at work to show her how to use her new iPhone, but Merry did not 

want to ask for help. She hates the idea that her co-worker will think that she is 

not good at technology.  
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APPENDIX 16: FLASHCARDS FOR READING THE VOCABULARY 
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APPENDIX 17: COMPREHENSION QUESTIONS FOR LESSON 1 

 

28 July 2020 

Learner’s name: 

Grade 2 

English Second Language 

Reading comprehension activity: read the story provided and answer the 

following questions. 

1. What is the title of the story? 

…………………………………………………………………………………………………………………

……………………………………………………………………………………………….. (1mark) 

2.  Where did father, Charles and Lucy go? 

…………………………………………………………………………………………………. (1 mark) 

3. What did they take before they go? 

……………………………………………………………………………………………………(1mark) 

4. What did they see at the beach?  

…………………………………………………………………………………………………………………

………………………………………………………………………………………………………………

………………………………………………………………………………………………..(4 marks) 

5. What happened to Lucy?  
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…………………………………………………………………………………………………………………

………………………………………………………………………………………………………………

………………………………………      (2 marks) 

6. Identify ant 2 proper nouns from the story.2 marks 

………………………………………………………………………………………………………………

………………………………………………………………………………………… (2 marks) 

 

7. In which season did this event happen? (1 mark) 

………………………………………………………………………………………  (1 mark) 
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APPENDIX 18: RESPONSES FROM THE POST INTERVIEW 
 

Questions Response Themes 

1. Now that the lesson study 
is complete and we have 
developed a variety of 
lessons that focus on 
differentiated instruction 
to teach reading 
comprehension, what is 
your understanding of 
differentiated instruction 
now?  

 

Teacher A: the way I understand 

DI is a teaching strategy that the 

teachers to use to address and 

cater for all the learners’ learning 

needs.  

Teacher B: My understanding on   

DI is method to teaching that 

includes many ways that the 

teacher can use to accommodate 

all the learners in the classroom 

regardless of their abilities and it 

is part of inclusive policy. 

 

Teachers’ understanding of DI 

• Teaching strategy 

2. In your opinion, how do you 

think differentiated instruction 

could assist in developing 

learners’ reading 

comprehension during reading 

lessons Second Language? 

Explain your answer.   

 

Teacher A:  Yes, I think it helped 

because learners’ understanding 

of DI was reflected in the activities 

and their learning needs were 

identified and addressed. 

Teacher B:  it was somehow 

helpful because all the mistakes 

were picked, and the teacher 

discussed them and corrected 

them.  

 

Effectiveness of DI 

• Activities addressed learning 

needs 

• Helpful in identifying 

mistakes 

 

3. What are the enabling and 

constraining factors you 

experience when using 

differentiated instruction to 

develop learners’ reading skills in 

your class? 

 

Teacher A: I will start off with the 

enabling factors; lesson 

reflections and the last two lessons 

assisted in the use of DI in reading 

comprehension. 

However, the time and learners 

who were struggling with reading 

and the difficult story which was 

used during the first lesson made it 

hard for the implementation to DI. 

Enabling and constraining factors 

when using DI 

• Lesson reflections 

• Use of simple language 

• Time 

• ‘Struggling leaners’ 
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It was difficult because DI has so 

many things to consider. 

Teacher B: Vocabulary and simple 

language which were use and the 

mistakes which were identified by 

the teachers and attended too 

made the reading comprehension 

lesson very successful. 

The challenges that I picked were 

time management and the learners 

who cannot read even simple 

words made the lesson 

complicated. 

 

4. What is your understanding of 

LS?  

 

Teacher A: Lesson Study is a 

process whereby the teachers plan 

together, teach, observe and focus 

on that one lesson to try to improve 

learners ’ performance or teaching 

and learning. 

Teacher B; Lesson study is when a 

group of teacher come together, 

plan a lesson, teach it together, 

observe it and collect all the 

mistakes and make the correction 

by teaching it over again until the 

basic competence is achieved. 

 

Teachers’ understanding of LS 

• Planning together to improve 

teaching and learning 

• Collaboration 

• Plan, act, reflect 

• Identify mistakes and replan 

5. How did you find the LS 

process?  

 

Teacher A: It was good practice 

because we supported each other 

but it is time consuming.  

Teacher B: it was very interesting 

because I learned from my 

colleagues. 

 

 

 

Effectiveness of LS 

• Support each other 

• Learned from colleagues 

• Time consuming 
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6. What are the enabling and 

constraining factors related to LS? 

 

Teacher A: It was time consuming 

and too many debates. 

What enabled the lesson were 

discussions, the discussion were 

helpful and since my fellow 

teachers have massive experience 

it made it possible to assist me to 

improve my way of teaching 

reading. 

Teacher B: I found the discussion 

were too long.  The good thing is 

that I learned from my colleagues 

and I feel confident about teaching 

reading through DI after this 

exercise. 

 

Enabling and constraining factors 

for LS 

• Discussions with colleagues 

• Learned from my colleagues 

• Confidence 

• Time consuming 

• Discussions were long 

 

 

 

 


