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This study aimed to identify the challenges affecting teacher practice of phonological awareness (PA) in the first-grade classrooms
of the teaching of the Koorete language. The study adopted the descriptive research design using the survey method and
exploratory case study technique, and it was conducted in selected schools in Amaro in the Southern part of Ethiopia. The
qualitative method was used to observe and interview the selected participating teachers, and questionnaires were used with
the thirty native-language teachers selected. Thirty participating schools were selected through stratified sampling, and 30 native-
language teachers were selected through targeted sampling from the selected schools based on their qualifications, experience, and
recommendations for merit. Classroom observations, in-depth semistructured interviews, and questionnaires were used to collect
data. The recorded data was then transcribed, translated, analyzed, and then it was thematically discussed. The results of the study
showed that a lack of subject content and pedagogical knowledge, inadequate teaching materials, inadequate teacher-training
programs, a lack of an enabling, literacy-rich environment, and a lack of in-service training in the first grades pose major
challenges. The study recommends that teachers need to be adequately equipped with content and pedagogical awareness,
to be provided with phonological awareness resources, and they require support by way of in-service training to enhance the
teaching of native-language reading skills in early grades. Finally, all stakeholders need to work on the access and quality of
textbooks and supplementary reading materials, adopt explicit and systematic teaching practices, organize in-service training, and
create a literacy-rich environment for the teacher education program.

1. Introduction

Reading is a component of literacy that would develop if
children were actively guided and involved in their develop-
ment. It is more complex because children need to be aware
of the phonetic structure of spoken language and then
decode the alphabetic code to acquire the letter–phone con-
nections. It is the most basic skill in modern societies, and
acquiring literacy is one of the most important goals of early
school years [1]. The National Institute for Literacy [2]
defines reading as a complex system of deriving meaning
from print that requires the ability and knowledge to under-
stand how phonemes or sounds of speech relate to print,
the ability to decipher unfamiliar words, the ability to read

fluently, sufficient background information and vocabulary
to promote reading comprehension, and the ability to con-
struct meaning from prints and the development of main-
taining reading motivation. Children must use this skill in
early grades (1–4) to understand the meaning of written and
printed material and facilitate language acquisition, commu-
nication, and the exchange of ideas and information [3].
Reading difficulties can create challenges in school and can
also result in learners being stigmatized in the classroom.

Based on various reading tests conducted at primary
schools over a few years in developing countries, Asia, sub-
Saharan Africa, and Ethiopia, many students cannot read
with reading comprehension [4]. Furthermore, children in
low- and middle-income countries do not develop basic
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reading skills even after years of schooling [5, 6]. In these
countries, elementary school children have difficulty reading
even simple words. According to the United Nations (UN),
9 out of 10 children in sub-Saharan Africa lack basic reading
skills. According to the latest UNESCO Global Education
Monitoring Report, only 18% of all primary school-age chil-
dren in sub-Saharan Africa achieve a minimum level of read-
ing skills, many of whom attend school. Children reach
fourth grade without learning the basics of reading, and
40% of adolescents could not read a sentence [5]. Similarly,
in Central and South Asia, about 81% of children cannot
read at a minimum level [7]. Poor countries generally have
low literacy levels as compared with developed countries.

In Ethiopia, the new education and training policy chan-
ged the centralized education system, only Amharic as the
language of instruction and emphasis on linguistic diversity,
taking into account, among other things, the mother tongue
of instruction [8], stating that instruction is mainly in the
languages of the nation and the granting nationalities. As a
result, many languages in Ethiopia have been used as the
language of instruction in primary and secondary schools.
Nevertheless, the quality of mother tongue teaching in ele-
mentary school is not sufficiently discussed. Several chal-
lenges persist and affect literacy skills in early grades. Most
of the factors are language-specific since the development of
each mother tongue varies from language to language.

The study in Ethiopia focused on an assessment of the
reading skills of Grades 2 and 3 students and calibrated them
with the Ministry of Education (MoE) minimum learning
competencies of seven Ethiopian native languages, namely
Afan Oromo, Amharic, Sidaamu Afoo, Haddiyissa, Somali,
Tigrinya, and Wolaita [9]. The tests aimed to assess phono-
logical and phonemic awareness, phonetics, vocabulary, word
decoding skills, reading fluency, reading comprehension, and
listening comprehension questions with background ques-
tions on individual, family, and school variables. The results
showed that the children’s early reading performance was low
in all languages tested. Many children in Grades 2 and 3 fail to
meet the grade standard set by the MoE. A study of Early
Grade Reading Assessment (EGRA) revealed that 34% of
the second-grade students could not read even a single
word and 48% of the children could not understand a single
question in their mother tongue, especially in the Sidama
region, 69.2% of the children could not identify even single
sounds or letters in words [9]. This is a related finding that
many students in low-income countries fail to master basic
early-grade reading skills [10].

The assessment results [11, 12] showed that students in
Ethiopia were making progress in acquiring prior knowledge,
albeit slowly. The percentage of students performing at the
upper benchmark levels over the years was 31.3% in 2014,
34.2% in 2016, and 32.4% in 2018. It can be observed that the
reading performance of the students in the three EGRA
studies in Ethiopia hardly differs. As can be seen, the most
recent study by EGRA Ethiopia [12] showed that the results
have fallen back to 32.4%, with differences too small to be
considered practically significant. The report also showed
that only 6.2% of Ethiopian students in Grades 2 and 3

and all languages combined achieved the target reading
benchmark fluently with complete or near-complete com-
prehension. Results from studies in Ethiopia show that the
average percentage correctness of overall reading compre-
hension questions is very low (20%). Children’s inability to
read a particular text limits the amount of information
acquired. As a result, the children have to process and under-
stand less information. Overall reading performance has
changed little across the three EGRA administrations at the
aggregated national level. This result suggests that reading
achievement in elementary school classes in Ethiopia does
not show the progress one would hope for, considering sev-
eral years of reading intervention [12].

Ensuring that children become competent readers through
effective reading instruction in the classroom is a critical issue
in reading education. Even experienced kindergarten teachers,
special education teachers, reading specialists, and first graders
did not master the refined skills needed to provide students
with appropriate instruction [13]. Students benefit from quality
early reading and writing instruction by educators who have a
deep understanding of early-grade instructions [14]. For this
reason, first-grade teachers should be offered a step-by-step
training program in the various aspects of literacy acquisition,
including academic training in phonological awareness [15].

First-grade teachers certified in teaching native languages
participated in this qualitative and quantitative study. It is
believed that exploring, describing, and understanding the
challenges teachers face in the classroom practice of teaching
reading will help provide students with an appropriate inter-
vention to acquire reading skills. Accordingly, it is very
important to examine the current challenges in teachers’
classroom practice related to early-grade reading skills, and
possible interventions for effective reading instruction are
suggested. If the challenges could be met, the students in
the first grades could successfully acquire the required read-
ing skills. Therefore, one rationale for teaching phonological
awareness is that children in first grade receive more mean-
ing from teachers when they participate in quality teacher
education programs and use appropriate supplemental read-
ing materials in early grades.

Koorete is spoken in the Amaro district of southern
Ethiopia, about 478 km from Addis Ababa, the capital of
Ethiopia. Since 2000, language has been taught as a subject
in the first grade of primary school (1–4) [16]. Additionally,
the language was a subject of study for prospective and work-
ing teachers at Hawassa College of Teachers Education from
2010 to 2013 and has started as a department at Dilla College
of Teachers Education since 2014. Therefore, by exploring the
challenges that hamper teachers’ classroom practice early on,
grade helps the teacher revise their teaching methodology and
improve learners’ reading performance.

2. Statement of the Problem

The main aim of the study was to find out the challenges that
affect teachers’ classroom practice of phonological awareness
through Koorete language learning. The study indicated that
effective use of phonological awareness in the classroom

2 Education Research International



setting increases reading achievement in the early grade [17].
To make reading skills successful in early grade, the curricu-
lum should also support reading instruction and learners
should also be provided with relevant reading materials [18].

Ethiopia is a multiethnic country where more than 80
languages are spoken by more than 100 million people of
different ethnic groups. Since 1994, Ethiopian education and
training policies have marked a turning point in the way over
50 languages are used as the language of instruction or taught
as a subject in primary schools [19]. Therefore, the imple-
mentation of a multilingual language policy has created a
great opportunity for different colloquial languages or less
advantageous languages and linguistic diversity in such a
multilingual country. In this way, many native or less-
advantaged language groups have attempted to establish
their mother tongue as the language of instruction and as a
subject in primary (first and second cycle) schools. However,
early research practice is not common in Ethiopian educa-
tion in general and in the native-language subject, in partic-
ular. Hence the local literature in the area is so limited as to
provide a basis for such studies. The development of lan-
guages like Koorete is not supported by scientific research
and their status is not clearly stated for further research.

Reading achievement in Ethiopia often suffers from various
challenges in early-grade classroom instruction. The EGRA by
Anteneh et al. [20] showed that the majority of students had
serious problems with letter identification, understanding pho-
nological patterns, dealing with new words in the text, and
understanding longer texts. However, the mother tongue lan-
guage curriculum of [21, 22] shows that first-grade students are
expected to develop strong oral skills, with an emphasis on
phonological awareness, mastery of the most common sound-
symbol combinations in language, and reading more easily
lyrics. If children do not learn to read in their early years, they
may fall further behind in later years because they cannot read
printed information, follow written instructions, or communi-
cate in writing [10]. Understanding why some children lag in
learning to read in the early-grade class is a very important point
to take appropriate action. Therefore, instructions that focus on
phonological awareness, phonics, vocabulary development, flu-
ency, and comprehension can be successful in learning to read
[23]. To this end, the ultimate aim of this study is to find out the
challenges affecting the practice of phonological awareness tea-
chers in using the Koorete language as a subject in Ethiopia’s
early grades. The study attempted to answer the following
research questions:

(i) What are the challenges that teachers face in teaching
phonological awareness in the early grade in the
Koorete language?

(ii) What are the possible solutions that improve tea-
chers’ practice of phonological awareness in early
grades?

The study by EGRA [11, 12] and its intervention were
limited to these seven Ethiopian languages. The status of
other languages, such as the Koorete language, is not evalu-
ated and considered in previous studies and interventions.

Most of the time, language development depends on the
background of each language, so examining factors related
to teachers’ teaching practice helps in the development of
that specific language like Koorete and less favored languages
elsewhere. Therefore, the present study attempts to examine
the challenges affecting teacher practice of phonological
awareness in the first grades of the Koorete language.

3. Literature Review

In literature, early childhood reading literacy consists of five
basic components, namely: phonological awareness, basic
phonics (letter-to-sound correspondence), vocabulary, flu-
ency, and reading comprehension [4, 24, 25] of the five
components, phonological awareness is a very important
skill for children’s sound identification of speech, especially
in early grades. Teachers in early grades need to become
proficient in teaching the key components of reading skills
to help children learn to read. This can only be achieved if
teachers can get enough support from teacher training pro-
grams by being exposed to the reading strategies, programs,
instructions, literacy-rich environment, and frequent preser-
vice and in-service training. The stakeholders should be
properly implemented according to the literature to achieve
early-grade grading skills. In this line, READ M&E [26]
states that there are numerous challenges in Ethiopia as a
developing country that affect teachers’ practice of the key
components of reading skills and delay the development of
learners’ literacy due to inadequate awareness and practice of
teaching reading.

Thus, phonological awareness is an important compo-
nent in reading development, which focuses on children’s
ability to identify and manipulate sound units and is consid-
ered a key skill in learning to read, as well as being an impor-
tant predictor of later reading [25, 27–29]. This activity
focuses on teaching children to understand segments of the
spoken word and the syllable level (rhyme, syllables, and allit-
eration) down to the most discrete level of individual sounds
or phonemes (onset-rime, segmentation, blending, manipu-
lation, and deletion) as it can be seen in Supplementary 1
adapted from [22, 25]. In addition, it can also include speak-
ing rhyming words, clapping the syllables in a word, or rec-
ognizing the initial sound of a word [30]. In early Grades 1
and 2, teachers should focus on sound identification particu-
larly teaching phonological awareness activities (i.e., listening,
rhyming, blending, and deleting/segmenting), the size of the
intended unit (i.e., sound, word, syllable, and phoneme) [31].

Teaching early childhood reading skills through phono-
logical awareness is crucial. To improve children’s literacy
skills, teachers should use explicit and systematic instruction
in the early grades [5]. Teachers’ overall reading instructional
abilities are strongly related to students’ reading achieve-
ments. In many countries, subject area teachers may lack
important teaching reading strategies and skills. Preservice
programs of teacher preparation may fail to teach the tech-
niques for literacy instruction and assessment. More impor-
tantly, they may fail to provide the key components of
reading skills to integrate into their subjects and instructions.
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As a result, many early-grade children are not achieving the
expected minimum learning competencies at the level [32].
Therefore, reading instruction in early grade must include
reading pillars: phonological awareness, phonics, vocabulary,
word decoding awareness, reading comprehension, and
practices along with reading components. These components
are fundamental in teaching reading across early grades [33].
To this end, assisting a child in developing skills in phono-
logical awareness will provide them with the tools to be
successful readers [34].

In a developing country like Ethiopia, several factors
influence the teaching of reading in early childhood class-
rooms. The most common factors are lack of teaching and
reading materials, the qualifications of the teachers, the avail-
ability of supplementary materials, and the availability of a
library are the most common problems in the classroom
[12]. The majority of teachers observed indicated that there
were challenges in teaching reading, particularly in providing
reading materials and training teachers on suitability and
use. Other problems included inadequate teaching materials,
the number of students in a classroom, and a lack of in-
service training [35].

Also, in the effective teaching practice of phonological
awareness, the curriculum should support the explicit teach-
ing of reading instructions and relevant reading materials in
the actual classroom to achieve early literacy [17, 18, 36].
However, various practical obstacles in the classroom can
interfere with sustained phonological awareness as part of
the literacy curriculum. These barriers include the availability
of time, teachers’ knowledge of phonological awareness, diffi-
culties in accessing resources, and the lack ofmaterial and lack
of using systemic reading instructions. Additionally, tea-
chers are uncomfortable using phonics-based instruction
that emphasizes the relationships between letters and
sounds [37]. A study assessing the phonological awareness
of teachers in early primary schools in Australia found that
there is a need for teachers across the Australian education
sector to improve their actual PA skills, especially in phone-
mic awareness [38].

In literature, a rich literacy environment has a great
impact on the development of children’s literacy skills and
teachers’ teaching practices. In South Africa, preprimary lit-
eracy is poor; the following factors have been identified as
causes of poor literacy and numeracy skills: underfunded
schools, child labor, legal income in households, lack of read-
ing and reading materials at home, poor teaching methods,
and poor subject knowledge of teachers [39, 40]. Likewise, in
Ethiopia, READM&E [26] reported quality of learning mate-
rials and reference materials were cited as factors affecting
student reading outcomes. Therefore, it would be useful to
review existing curriculum materials (textbooks and teacher
guides, including reference materials), fill in gaps, and ensure
that teachers are provided with appropriate materials.Wambiri
[41] found that children have a major impact on their attitudes
and interest in reading in relation to reading literacy develop-
ment, the social skills environment, and the physical environ-
ment. In this row, the environmental components have the
following main categories: books, reading and writing

materials, and writing. Children in the first grade are more
likely to engage in classroom reading. Therefore, language
and reading materials should be available in several areas of
the room and not just one or two. This allows children to
encounter literacy in all areas of their play. This section exam-
ines how the classroom environment inwhich teachers practice
phonological awareness and phonics affects children’s reading
development. Therefore, the classroom environment is a key
factor affecting teachers’ competencies and students’ reading
outcomes. The teacher would be well advised to develop a
contextual learning system rather than relying entirely on a
mainstream approach [26].

4. Methods

This study used a mixed methods (qualitative and quantita-
tive) data analysis design. The use of mixed-methods research
allows researchers to answer research questions with suffi-
cient depth and breadth [42] and helps to generalize the find-
ings and implications of the subjects studied for the entire
population. It also provides a logical basis, methodological
flexibility, and a deep understanding of smaller cases [43].
A mixed methods design can integrate and synergize multiple
data sources, which can be useful when investigating complex
problems [44]. In a mixed-methods research design, qualita-
tive research approaches help to understand the situation
through indicative results by examining tools like participant
observation and interviews, while quantitative approaches
help to derive objective results by using tools like a survey.

4.1. Research Design. The study used the exploratory sequential
design, which helps researchers begin to examine the data
qualitatively and follow up the design quantitatively [45]. In
the qualitative part, a descriptive research design inspired by a
case study was used. A qualitative approach was chosen as the
study required in-depth answers to the research questions and
helps researchers to interpret what is seen, heard, and under-
stood [46]. Accordingly, qualitative research is relevant to
understand the phenomenon from the respondents’ perspec-
tive [47]. Also, case study research builds a deep, contextual
understanding of the case, drawing on multiple data sources
[48]. The main purpose of descriptive research is to describe
the situation as it is in the actual classroom. Therefore, this
design helps researchers to observe, describe, and explore a
natural situation as it occurs in the classroom.

In the quantitative part, a descriptive survey design was
used to describe the challenges teachers face in teaching pho-
nological awareness in the first grade of the Koorete language in
Amaro District, Ethiopia. Survey research provides a quantita-
tive or numerical description of a population’s trends, attitudes,
or opinions by examining a sample of that population [49].
Quantitative data analysis helps researchers to trivialize find-
ings from qualitative data analysis. Data triangulation in a
mixed-methods study is widely accepted as a strategy for vali-
dating results obtained with a single method [50].

4.2. Participants. The population of this study included
74 public elementary schools in the AmaroWoreda of Ethiopia.
The target group of this study was first-grade Koorete language
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teachers who are certified in teaching the mother tongue.
Accordingly, the study focused on four first-grade Koorete lan-
guage teachers for observations and interviews and thirty native-
language teachers for questionnaire participation.

4.3. Sampling Techniques and Samples Size. The sample size
and sampling method are applied based on the research
methods. The sampling method takes into account the selec-
tion of teachers and schools. Accordingly, school selection
for qualitative research is based on access to instructional
materials, native-language teaching experience, and access
to certified native-language teachers. Therefore, based on
the above criteria, four schools were specifically selected.
Similarly, with respect to the teachers, four first-grade tea-
chers were specifically selected based on their experience,
qualifications, and recommendations from the principal of
these selected schools for classroom observation and one-to-
one interviews from selected schools.

On the other hand, there are 74 primary schools and
74 first-grade Koorete language teachers in Amaro Woreda
of Ethiopia. Therefore, researchers used a stratified sampling
technique to select 30 schools out of 74 public elementary
schools for teacher questionnaires in quantitative research.
Next, 30 teachers, of 40% of the total population of first-
grade teachers, were intentionally selected in the availability
sampling method from the selected schools.

4.4. Data Collection Tools. Classroom observation, semi-
structured interviews, and questionnaires were used to col-
lect data for this research. The data collection tool was tested
prior to the main data collection session. A pilot study was
carried out and the result of the analysis was presented at
a seminar prepared by Addis Ababa University and the
NORAD project. Constructive comments were made by the
panelists, participants, and advisors. Then the tools were
revised accordingly before the main data collection session.

Therefore, video-enhanced classroom observation was
used to capture and examine the challenges affecting the
practice of phonological awareness by first-grade teachers
of Koorete language instruction. For example, video record-
ing can capture the complexity of a classroom and allow for a
detailed view of teaching and learning from multiple per-
spectives [51]. The use of video material can stimulate dis-
cussion between teachers and researchers after a lesson and
consequently generate a deeper understanding of teaching
practice [52].

In addition, semistructured interviews were used to trian-
gulate instructional observation data to examine the challenges
of teaching phonological awareness with selected teachers. This
helps to get detailed information about their teaching practice
and challenges affecting their presentation. It provides a clear
set of information for interviewers and can provide reliable,
comparable qualitative data. Therefore, interviews are interac-
tive and interviewers can provide full, clear answers and
explore any issues that arise [53, 54].

On the other hand, questionnaires were used to triangu-
late the data from the qualitative research. The intention in
using this design is to bring together the distinct strengths
and nonoverlapping weaknesses of quantitative methods

(large sample size, trends, generalization) with those of qual-
itative methods. It also offers a fast, efficient, and inexpensive
way to collect large amounts of information from significant
sample volumes. These tools are particularly effective for
measuring subjects’ behavior, preferences, intentions, atti-
tudes, and opinions.

4.5. Research Procedure. The researcher received a letter of
approval from Addis Ababa University to collect data in the
research area. After receiving the letter, the researcher went
to the district education office to submit a letter explaining
the purpose of the research. Next, the researcher visited
schools and distributed the letter. He discussed the purpose
of the study with the school principals and they made an
appointment to discuss it with the teachers. Consequently,
the researcher discussed the purpose of the study and signed
an informed consent form with the teachers. Then, study
participants were asked to suggest two lessons related to
teaching PA to be observed during a classroom presentation.
Then the selected teachers observed two lessons of PA with
the support of video recordings. After the final observation,
teachers were asked about their teaching practice of phonolog-
ical awareness and the challenges related to teaching practice.
On the other hand, thirty teachers filled in the questionnaires of
the selected schools. Finally, the observation and interview data
from the four teachers’ lessonswere organized, categorized, and
analyzed into themes that emerged in this study.

4.6. Data Analysis. This study used a descriptive design anal-
ysis inspired by a thematic approach. The results of the
qualitative data analysis were grouped into three thematic
areas: content and pedagogical knowledge of teachers related
to phonological awareness, problems related to reading
materials, and the classroom environment for the literacy
exercises. In addition, data from questionnaires were catego-
rized into four themes, namely teacher education program,
teacher readiness, teacher practice, and school-related factors
affecting teacher practice of phonological awareness. All
video and audio-recorded lessons from observations, inter-
views, and questionnaires were transcribed into text along
with the researchers’ notes, reduced by coding methods, cat-
egorized into themes emerging from empirical data, and then
analyzed to generate meanings and recommendations. In
order to ensure the reliability of the data, a data source tri-
angulation from observation, interview, and questionnaires
was carried out.

5. Results

In this section, qualitative data collected through classroom
observation, interviews, and questionnaires with first-graders
in the Koorete language were analyzed. The qualitative and
quantitative data were triangulated to ensure the validity and
reliability of data from classroom observation, individual
interviews, and questionnaires. In order to understand each
teacher’s situation, it was necessary to learn about their
experiences of teaching phonological awareness in their par-
ticular setting. The results of the lesson observation, the inter-
views and the questionnaires were presented thematically.
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5.1. Classroom Observation

5.1.1. Teachers’ Classroom Practice of Phonological Awareness.
Several gaps have been identified in relation to the practice of
the key components of phonological awareness in first grade.
The researcher observed challenges associated with teachers
teaching the practice of phonological awareness. Observing
Teacher T1’s classroom, the teacher presented the lesson by
writing the given words in syllables. The Teacher T1 taught
phoneme identification activities through word-reading
activities from the textbook on page 53 [55]. For example,
the teacher taught the word eqo string by writing it on the
board and reading and repeating it to the whole class. The
sounds in thewords /e/, /q/, and /o/ are not practiced separately,
which means that phoneme identification and phoneme isola-
tion activities are not included in the classroom practice. In
addition, teachers’ lesson presentations indicated that class-
room presentations did not include alliteration (initial and final
sounds), rhyme, and initial and final activities. Phoneme
manipulation: blending, addition, substitution, and deletion
are also not mentioned in teacher practice. This shows how
the teacher lacks awareness of phonological awareness.

In another case observed during classroom observation,
Teacher T2 taught the sound /p/ in different words such as
piire flower from the textbook on page 54 [55]. For example,
the teacher wrote on the board activities such as the sound
/p/, the syllable pii, the word piire flower, and the picture of
the flower. He reads it to the whole class and the children
follow him. He further demonstrated by connecting sounds
and letters to pictures and labeling those sounds, and then she
allowed the students to practice accordingly. T2 also taught
students by providing the syllable with the given sound to
practice syllable segmentation in words orally. In teaching
sounds, letters, and words, T2 encouraged students to practice
independently, in pairs, and in small groups. However, the
sounds in the words /p/, /ii/, /r/, and /e/ are not practiced
separately. The syllable in the word is not presented and prac-
ticed separately in the lesson. There are also practical limita-
tions in phoneme manipulation: identification, isolation,
segmentation, blending, addition, substitution, and deletion.
Instructional presentation is not supported by textbooks and
additional reading in the classroom.

Teacher T3 also taught the sound /p/ in the word piire
flower from the students’ textbooks on page 54 [55]. She
wrote the word piire flower and the sound /p/ on the black-
board. After writing something on the board, she reads it out
loud and repeats it to the whole class. The sounds in the word
are /p/, /ii/, /r/, and /e/; however, the teacher does not prac-
tice every sound in the word. Rhyming and alliteration exer-
cises (beginning and ending exercises) in the given words will
not be presented during the lesson presentation. Phoneme
manipulation: identification, isolation segmentation, blend-
ing, addition, substitution, and deletion are also not inte-
grated into teacher instruction. There is an awareness gap
among teachers about the key components of phonological
awareness activities.

In addition, Teacher T4 taught the given sound /q/ in the
word miiqe hoe from students’ textbook on page 52 [55].

He wrote miiqe, /qe/, and /q/ on the board and after a while
he asked the children to say after him. The syllable and the
sound in the word are not presented separately and manipu-
lating the phonemes in the word is practiced. In doing so, he
attempts to explain the meaning of the word rather than
manipulating the sound into different beginning and ending
positions of words. The sounds in the word are /m/, /ii/, /q/,
and /e/; however, the teacher does not mention every sound in
the word. As has been shown, teacher instruction cannot inte-
grate phoneme manipulation activities: identification, isolation
segmentation, blending, addition, substitution, and deletion are
not integrated into teacher instruction.

On the other hand, classroom presentations by teachers
were observed to find out what challenges teachers face when
teaching phonological awareness in the first grade of the
Koorete language. As observed, the teacher spent a lot of
time inappropriately. For example, Teacher T1 used 20 : 10,
Teacher T2 20 : 42, Teacher T3 27 : 45, and Teacher T4 21 : 14
of the given 40min by being late and leaving the class early.
They spent most of the minutes writing the lesson on the
board. This shows how the teachers are not planned and
manage their lessons for better practice. In addition, it was
also revealed that the teacher did not guide the children’s
reading practice and provided scaffolding and using reading
resources in their classroom.

5.1.2. Literacy-Rich Environment. As already mentioned,
there are no textbooks, libraries, or other play materials in
the school to support reading practice. In addition, there
were picture cards or flashcards on the walls of the class-
rooms, and therefore no pictures that could be accidentally
read. The classroom is overcrowded and not conducive to
reading practice, and teachers did not support students’
reading practice. This causes inappropriate teaching and
learning environment in the classroom.

5.1.3. Availability of Supplementary Reading Materials. It has
been shown that both teachers and students suffer from a
lack of textbooks, teacher guides, and supplemental reading
materials in the classroom. There is a single textbook for
teachers and students. Children could not follow reading
activities from textbooks. According to the researchers’
observations, the schools are neglected and do not have suf-
ficient resources. Another general observation made by the
researcher was that there were no resources in classrooms
other than blackboard and chalk. The teachers had to write
everything on the blackboard. There were no reading books
and/or library corners in these classrooms. This section pre-
sents the data resulting from the observation as it emerged
from the research conducted in the sample schools that par-
ticipated in the study. The data analysis, presented as a nar-
rative in this section, underlies the researchers’ attempt to
walk in the participants’ shoes.

5.2. Interview of Teachers. Question 1: How would you
describe the classroom environment with rich literacy mate-
rials: What type of supplemental reading materials are there
to support reading instruction?
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Teacher T1: There are no additional materials in our
school; unfortunately, we have a single textbook for tea-
chers and students in the classroom. Other supplemen-
tary reading materials such as pictures, flashcards, and
reading texts are not presented in our classroom.
Teacher T2: There is no textbook for the Koorete lan-
guage in our school, children learn from their teacher,
and the teacher is the only textbook for the whole class-
room. The school has a single textbook for the first grade,
borrowed from another school. Even some pages are not
included in the textbook.
Teacher T3: The teaching practice is full of challenges,
currently we do not have a textbook in the classroom, so
we write the daily lesson on the blackboard and it takes
time, the given 40min can end, and we could not teach the
sound system to do the reading aloud the teaching practice.
Teacher T4: All native teachers in our district suffer from
the lack of textbooks, reading materials, and an organized
library in the school. In the absence of these reading
resources, teachers’ reading practice is very difficult.
There are several books in the store donated by world
vision, but there is not a single native-language textbook.

Question 2: How do you feel about your preparedness to
teach phonological awareness and do you take the time to
plan your daily classes?

Teacher T1: Our college education was insufficient
because we were the first group and there were no refer-
ence materials to support our education. In addition, we
did not receive any in-service training from the start. As a
result, we do not have sufficient awareness of the com-
ponents of phonological awareness and support our chil-
dren in learning to read. Elementary school teachers are
unable to support our children’s phonological awareness
practice.
Teacher T2: In my opinion my preparation for the daily
lesson presentation is enough; I try to present the given
lessons accordingly. However, some factors affect our
instruction preparation and delivery of quality instruction;
among them, the lack of positions responsible for language
development is the most important. For example, the
Woreda Education and Regional Education Offices are not
willing to prepare in-service training courses and provide
appropriate supplementary reading. Therefore we are not
as encouraged and have prepared our classes as expected.
Teacher T3: The allotted time ends while we are writing
on the board and it takes too much time, so we cannot
manage our daily schedule in the allotted time. I guess we
do not help our kids either, even in the classroom we
spent our time getting by at the blackboard instead of
teaching reading.
Teacher T4: I do not use any additional reading material;
in fact, I am not adequately prepared for my daily class-
room presentation. We are also not trained in college
what to teach and how to teach the components of pho-
nological awareness in the language.

Question 3: What are the challenges in teaching phono-
logical awareness in first grade?

Teacher T1: At our school, there are no supplementary
reading materials to improve reading instruction. As pre-
viously mentioned, the lack of textbooks, lack of support
from stakeholders, lack of on-the-job training, and over-
crowding of classrooms with children are the main chal-
lenges at our school. All of these challenges make teaching
reading difficult.
Teacher T2: Classroom mother tongue language reading
practice is influenced by: lack of textbooks, lack of a
literature-rich environment, lack of library and reference
work in the native language, lack of family support, pre-
school organization, lack of motivation toward teachers,
lack of a responsible body for mother tongue language
development, and lack of exposure of the language
among researchers.
Teacher T3: Our school does not have resources such as
textbooks and other relevant materials for classroom teach-
ing. In addition, stakeholders like the district administra-
tion and education officers do not take care of language
promotion. The children enter the first grade without real-
izing the sound system of the language as there is no strong
preschool system in the district. The teacher does not
receive any additional reading material to help the children
learn to read. This lack of appropriate references makes
lesson preparation too difficult for teachers.
Teacher T4: Several challenges hinder the practice of
phonological awareness in the early grades. The main
challenges include the lack of textbooks and other lack
of access to supplementary reading material, nonprovi-
sion of the language as a medium of instruction, poor
teaching environment, and ignorance of the language by
stakeholders.

5.3. Teachers’ Questionnaires

5.3.1. Challenges Faced by Teachers in Teaching Phonological
Awareness in First Grade. The results showed that teachers
faced various challenges in the practice of teaching phono-
logical awareness in the first grade of the Koorete language.
The results of the questionnaires are presented in the follow-
ing section.

(1) Challenges Related to Teacher Training Programs for
Teaching Phonological Awareness. Questionnaires for ele-
mentary school teachers were used to identify the challenges
of preservice teacher training programs to teach phonologi-
cal awareness. The results of the questionnaires are presented
in Table 1.

Table 1 presents the challenges resulting from teachers’
training programs in relation to the practice of phonological
awareness in the first grade. The lack of literature-based qual-
ity training materials and reference mother tongue materials
was the most common challenge faced, at 25 (83.3%),
followed by weak preservice mother tongue training at
22 (73.3%), and lack of mother tongue-based trained instruc-
tors at 17 (56.6%) challenges mentioned by the teachers.
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There was a tendency toward the teacher to externalize the
challenges with the external factors.

(2) Challenges Related to Preparing Teachers to Teach
Phonological Awareness. The study aimed to find out how
prepared teachers are to teach phonological awareness. The
results are shown in Table 2.

Table 2 shows that the lack of in-service training in
teaching phonological awareness in the mother tongue was
the largest factor affecting teachers’ preparation for teaching
phonological awareness at 26 (86.6%), followed by a lack of
motivation to use 22 (73.3%), then insufficient subject con-
tent and pedagogical knowledge at 20 (66.6%).

(3) The Challenges Associated with Teachers’ Practice of
Phonological Awareness. In order to obtain the necessary
data on the challenges teachers face in the practice of pho-
nological awareness teaching, teachers were asked to describe
their experiences of teaching. The results are shown in
Table 3.

Table 3 shows that the lack of textbooks, teacher guides,
and supplemental reading materials when teaching phono-
logical awareness in the native language was the largest factor
influencing teachers’ phonological awareness teaching prac-
tice at 28 (93.3%), followed by classroom overcrowding at
20 (66.6%), and the lack of a daily lesson plan at 16 (53.3%)

was challenged when teachers practice phonological aware-
ness in the classroom.

(4) School Related Challenges That Affect Teachers’ Practice
of Phonological Awareness. The study finds that when teaching
phonological awareness in first grade, teachers faced several
challenges related to school characters. The results are provided
in Table 4.

Table 4 shows that lack of adequate support from the dis-
trict, regional education office, and stakeholders at 25 (83.3%),
lack of an enabling environment with many literacy programs
at 22 (73.3%), and lack of literary and mother tongue reading
material at 21 (70%) faced teachers teaching phonological
awareness.

5.4. The Teachers’ Proposed Solutions to the Existing Challenges
Related to Teachers Teaching Phonological Awareness in the
First Grade of the Koorete Language. To understand how tea-
chers attempted to mitigate the challenges teachers faced when
teaching phonological awareness in the first grade, data used
by teachers were collected and are presented in Table 5.

Table 5 shows that the solutions teachers offered to the
problems they encountered when teaching phonological
awareness included 28 (93.3%) that improved access to
appropriate textbooks, teacher guides, and reading materials

TABLE 1: The challenges experienced by teachers related to teachers training programs.

Responses Participants no. Frequency (%)

Lack of quality modules and reference materials 30 25 83.3
Weak preservice mother tongue training programs 30 22 73.3
Lack of mother tongue-based trained instructors in teachers’ training college 30 17 56.6

TABLE 2: Challenges related to teacher preparedness in teaching phonological awareness.

Responses Participant no. Frequency (%)

Lack of in-service training about MT reading instruction 30 26 86.6
Lack of motivation 30 22 73.3
Insufficient subject content and pedagogical awareness 30 20 66.6

TABLE 3: Challenges teachers face in the practice of phonological awareness.

Responses Participant no. Frequency (%)

Lack of textbook, teachers’ guide, and reading materials 30 28 93.3
Overcrowded in the classroom 30 20 66.6
Lack of daily lesson plan 30 16 53.3

TABLE 4: School related challenges faced by teachers in teaching phonological awareness.

Responses Participant no. Frequency (%)

Lack of support from stakeholders 30 25 83.3
Lack of conducive literacy-rich environment 30 22 73.3
Lack of library and mother tongue-reference books 30 21 70
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as the most common solution overcoming challenges, followed
by emphasis on preparing in-service training for capacity
building at 26 (86.6%), support for native-language instruction
at 23 (76.6%), strengthening teacher training programs at
21 (70%), creating a literate environment at 19 (63.3%), and
strengthening libraries at 18 (60%). From these findings, access
to textbooks, teacher’s manuals, and mother tongue reading
materials are considered the most appropriate for teaching
phonological awareness. The literature studies reviewed indi-
cate that children are likely to read and write more often in a
classroom setting with a greater volume and variety of reading
materials.

6. Discussion

The results of this study showed that teachers who practice
phonological awareness in the early grades of the Koorete
language in Ethiopian public schools do not achieve expected
early-grade reading performance due to several challenges.
Among these, a lack of awareness of the components of
phonological awareness, inadequate facilities for teaching
reading skills, and a lack of a literature-rich environment
are the major challenges faced by teachers in the first grade
of Koorete language reading.

Accordingly, teachers lack substantive and pedagogical
knowledge of the key components of phonological awareness
activities, as evidenced by teacher observations in the class-
room. A lack of phoneme identification, phoneme segmenta-
tion, blending, adding, deleting, and replacing was observed
in Teacher T1’s lesson presentation. This shows how incom-
plete and inadequate the teaching is. Similarly, in the results of
the questionnaires, about 66.6% of the teachers indicated that
they did not have sufficient professional and pedagogical
knowledge. However, the study found that primary school
teachers should show a greater understanding of implement-
ing an effective reading program that includes explicit instruc-
tions on phonological awareness [56]. It is necessary for
teachers teaching beginning readers to have sufficient knowl-
edge and skills in phonological awareness instruction [57, 58].

In teaching sounds, letters, syllables, and words, teachers
are expected to encourage students to practice phoneme
manipulation activities, syllable activities, and word-level
activities for phonological awareness skills independently,
in pairs, or in groups. However, as shown in teacher T2,
according to the literature phoneme segmentation in the
words piire, /p/, /ii/, /r/, and /e/ is not practiced as it can be

seen on page 54 [55]. The syllable blending and segmentation
activities in the word are also not presented and practiced
separately in class. There are also practical limitations to
phoneme manipulation: identification, isolation, segmenta-
tion, blending, addition, substitution, and deletion. This gap
shows that teachers do not have an adequate understanding of
the key components of phonological awareness. This result
also confirms that teachers lack sufficient awareness [12].

Understanding the teacher-related factors that contribute
to the adoption of more effective teaching methods can
inform researchers and practitioners in their efforts to
improve teacher education and professional development so
that teachers are better prepared to meet the educational
needs of all children in learning to read [59]. However, class-
room observation showed that teachers’ practice of teaching
phonological awareness and scaffolding children’s reading
skills was limited to some aspects of ability. For this poor
performance during the interviews, they stated that lack of
further education (86.6%), lack of motivation (73.3%), and
insufficient technical and pedagogical knowledge (66.6%)
were the resin for their academic inability to teach reading
effectively admit. If teachers have good reading lesson plan-
ning, children will also have good reading skills. Teachers with
phonological awareness skills help their learners understand
the reading process better than those who do not. Such tea-
chers will also initiate appropriate intervention programs to
help their learners based on the feedback they receive from
their reading [18].

Teacher T3 was taught about the phoneme /p/ in the
Koorete language, and the sound is represented within the
word piire flower in the textbook on page 54 [55]. The sounds
in the word are /p/, /ii/, /r/, and /e/, and the teacher must
practice each phoneme in the given word. However, the
teacher does not practice every sound in the word. Rhyme
and alliteration exercises (beginning and closing exercises) in
the given words could not be presented during the lesson
presentation. One study found that rhyme identity tasks
were most appropriate, while phoneme identity, phoneme
mixing, and phoneme segmentation became more appropri-
ate in early grades [17]. Phoneme manipulation: identifica-
tion, isolation segmentation, blending, addition, substitution,
and deletion are also not integrated into teacher instruction.
The components of phonological conscientious knowledge
are critical to the development of reading skills through
fourth grade or beyond [25]. There is an awareness gap
among teachers about the key components of phonological

TABLE 5: Possible intervention suggested by the teachers to alleviate the challenges.

Responses Participant no. Frequency (%)

Access of textbook, teacher’s guide, and reading materials 30 28 93.3
Preparing capacity building in-service training 30 26 86.6
Support mother tongue education 30 23 76.6
Strengthening teachers’ training programs 30 21 70
Creating literacy-rich environment 30 19 63.3
Strengthening libraries 30 18 60
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awareness activities. This is similar to the findings that poor
implementation of phonological awareness by teachers is a
critical factor affecting students’ reading literacy [60]. The
teaching practices and/or the use of teachers with poor
phonological awareness further result in poor reading abil-
ity in children [40].

In addition, Teacher T4 taught the given sound /q/ in the
word miiqe hoe in the textbook on page 52 [55]. He wrote the
wordmiiqe hoe, the syllable qe, and the sound /q/ on the black-
board. The other syllables and sounds of the world are not
shown separately, and in order to practice syllable and sound
recognition in the word. In doing so, he attempts to explain the
meaning of the word rather than manipulating the sound into
the different beginning and ending positions of a word. The
sounds in the word are /m/, /ii/, /q/, and /e/. However, the
teacher does not mention every sound in the word. As shown,
teacher lessons do not integrate phoneme manipulation activi-
ties: identification, isolation segmentation, blending, adding,
replacing, and deleting into the lessons. In the literature, pho-
neme manipulation activities include phonemes (identifying,
isolating, categorizing, blending, segmenting, deleting, adding,
and replacing) [21, 25, 31]. In addition, Wyse and Goswami
[61] suggest examples that any teacher could use for phoneme
identification in any daily classroom presentation in first grade.

As it turned out, the teachers spent the given time inap-
propriately, as it turned out during classroom observation. All
teachers have gaps in using the allotted time. As the findings
showed, Teacher T1 used 20 : 10, Teacher T2 20 : 42, Teacher
T3 27 : 45, and Teacher T4 21 : 14 of the specified 40min by
being late and leaving the class early. The recorded time was
not used for reading practice; most minutes were wasted
copying the lesson on the blackboard. They spent most of
their time writing the lesson on the board, were late for class,
and left class early. This was a clear indication that the teacher
was not well prepared and organized for the daily lessons
according to the literature. This lack of daily lesson plans
was reported in a questionnaire at 53.3%. This lack of com-
mitment on the part of teachers has resulted in ineffective
reading practices and therefore they are unable to do what
they should be doing, which is teaching these learners how to
read efficiently. To be effective, reading instruction, particu-
larly phonological awareness activities, must be systematically
planned and taught in a specific order [62, 63].

As reported in teacher interviews and questionnaires, the
teacher training program was not able to train qualified tea-
chers. As indicated in Table 1, 83.3% of teachers reported that
there was a lack of quality modules and reference materials,
73.3% reported that there were weak native-language training
programs for professional preparation, and 56.6% of teachers
reported that there was a shortage of quality trained teachers in
mother tongue language were some of the challenges of teach-
ing phonological awareness in the first grades. Likewise, the low
percentage of qualified teachers in the first cycle of primary
education and the existence of some unqualified teachers in
the second cycle of primary education imply that improve-
ments are still needed [64]. Similarly, various scholars have
argued that teacher education programs do not provide the
depth of training needed to prepare prospective teachers to

teach reading effectively at an early stage [65–67]. One of the
major challenges related to teacher education and professional
development is that education (both professional and profes-
sional) has not given due emphasis to substantive knowledge
and modern pedagogical styles. Furthermore, overcrowding
was observed during a classroom observation, and Teacher
T1 also reported that the number of students is one of the
challenging factors in teaching phonological awareness in the
classroom. Similarly, 66.6% of teachers indicated that over-
crowding is one of the challenging factors in teaching phono-
logical awareness in early grades.

The study also discussed that lack of access to textbooks,
teacher manuals, and supplementary reading materials is the
most common challenge in early grades for both teachers
and students. As observed, there was a single textbook and
no teacher guide and other supplemental materials were used
during classroom observation in all classes. In the interview,
all teachers mentioned that the lack of textbooks, teacher
guides, and other supplemental materials is the biggest chal-
lenge in teaching reading. In addition, 93.3% of teachers
indicated that the lack of textbooks, teacher guides, and sup-
plemental reading materials is the biggest challenge that hin-
ders teachers from practicing phonological awareness in the
early-grade classroom. According to the researchers’ obser-
vations, the schools are neglected and do not provide enough
resources. This finding is consistent with the [12] view that
most Ethiopian primary schools lack facilities to promote
reading, particularly in textbooks, libraries, and supportive
classrooms.

Furthermore, as the observation shows, the classroom
environment is not a literacy-rich environment for teachers
to practice reading in early grades. There were no aids such
as alphabet charts, flashcards, word charts, and pictures that
could be accidentally read, so teachers forced everything to
be written on the blackboard. For example, 73.3% of teachers
stated that the lack of a conducive environment that pro-
motes literacy, the lack of adequate support from theWoreda
Education Office and the regional education office (83.3%),
and the lack of a library (70%) are some of the challenges that
hamper their teaching practice of phonological awareness.
Also, EGRA [12] came to the same conclusion that the
school environment in Ethiopia is not rich in supplementary
reading material and this is affecting the teaching in teachers’
reading classes. Similarly, EGRA found that several practical
obstacles in the classroom can hinder sustained phonological
awareness as part of the literacy curriculum. These barriers
include time availability, teachers’ phonological awareness,
difficulties in accessing resources, and lack of materials [12].

In general, teachers suggested the following solution to
reduce the challenges that hinder teachers in practicing pho-
nological awareness: participating teachers were suggested
access to textbooks, teacher guides, and reading materials
at 93.3%, preparation of in-service training courses on capac-
ity building at 86.6%, supporting native-language instruction
at 76.6%, strengthening teacher training programs at 70%,
creating a literate and literate environment at 63.3%, and
strengthening libraries at 60% in first-grade public school
in Ethiopia. Similarly, the literature also suggests that raising
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teachers’ awareness of phonological awareness and providing
appropriate supplemental reading material help children
improve reading achievement in the early grades [56].

7. Conclusion

The teaching of phonological awareness in the early-grade
class is a crucial prerequisite for learning to read and subse-
quent school success. However, the results of the study
showed that the teachers in the selected first-grade Koorete
language schools were not able to teach phonological aware-
ness effectively, due to a lack of adequate subject content
pedagogical knowledge, planning, and preparation, and a
rich reading and writing environment and inadequate provi-
sion of reading materials (textbooks, teacher guides, flash-
cards, picture cards) by the school and the district education
department. The study concludes that effective teacher educa-
tion programs, appropriate subject content, and teacher peda-
gogical knowledge, teacher lesson planning and preparation, a
reading literacy-rich environment, and the provision and avail-
ability of textbooks, teacher guides, and reading materials are
the most recognized solutions to phonological awareness class-
room problems. Therefore, teachers can effectively teach these
skills through appropriate teaching tools, with a manageable
number of children in the classroom, in a relevant reading
environment, and with a basic understanding of the instruc-
tions and the components of phonological awareness that
improve reading performance.

The results of this study indicated that the first-grade
Koorete language classroom in the Amaro district was
underfunded in terms of the supply and provision of text-
books and supplemental reading materials. The School and
Education Department did not help with access and avail-
ability of textbooks and other related reading materials in
this regard. Against this background, Harmon [68] believes
that the availability of reading material is the first step toward
literacy. It was further emphasized that there were no librar-
ies or other reading materials. This affects reading classes to a
greater extent, as teachers would not have a document to
help them read or roughly prepare their work. The study
also found that schools and education officials at the school
or district level do not provide any in-service training in
reading instruction. On the other hand, the study made it
clear that effective reading instruction is not possible in
crowded classrooms. For this reason, Koorete language tea-
chers do not scaffold their children when learning to read,
so the number of students must be manageable to support
their reading practice.

Based on the results of the study, the teachers did not use
explicit and systematic lesson planning and presentation. As a
result, some aspects of the phonological awareness activities
were not included in the daily classroom presentations of the
first-grade teachers. One study suggested that explicit and
systematic instruction in the critical areas of literacy includes
phonological awareness, phonemic decoding, and text read-
ing [26]. In addition, instructional sequencing requires the
teacher to plan what will be taught (e.g., phonological aware-
ness skills), the order in which it will be taught (e.g., syllables,

onset and rime, phoneme), the pace of instruction, and how it
is taught [63]. Therefore, teacher education programs should
teach the basic concepts of early literacy and how these skills
can be practiced in pre- and in-service training programs to
improve children’s reading performance.

8. Recommendations

The following recommendations can be made, based on the
data collected and the literature consulted, to improve the prac-
tice of phonological awareness in the early classes of the Koorete
language in the AmaroWoreda. Accordingly, this study recom-
mends the following solution to the challenges:

(i) The study found that the lack of subject content and
pedagogical knowledge among Koorete language
teachers is one of the challenges affecting the prac-
tice of phonological awareness teachers. The class-
room observations indicated that the teacher did not
teach reading due to a lack of phonological aware-
ness activities in daily classroom practice and a lack
of awareness of classroom strategies. Therefore,
teacher education programs need to provide effec-
tive reading instruction for student teachers and
develop and provide instruction in phonological
awareness in mother tongue teaching.

(ii) The study also found that teachers’ lack of planning
and preparedness to teach phonological awareness
posed the greatest challenge. None of the participat-
ing teachers used lesson planning (daily lesson plan,
weekly plan) and supplemental reading materials.
This therefore results from a lack of appropriate
content and pedagogical awareness on the part of
the teachers and a lack of motivation. Therefore,
the Ministry of Culture, the state education authority
and the district administration authority, the district
education authority, and other academic institutions
should prepare in-service training courses for native-
speaking early school teachers.

(iii) As can be seen from the above results, the lack of
student textbooks, teacher guides, supplemental read-
ingmaterials, a library, and a rich reading environment
are themain challenges teachers faced in teaching pho-
nological awareness in the first grade of the Koorete
language. Improving the school and the quality of edu-
cation requires the active participation of all stake-
holders and they should play their part in solving the
problems. Therefore, in order to equip the school with
these teaching tools, all stakeholders (Ministry of
Education, Regional Education Office, Woreda
Administration, Woreda Education Office, school
community, parents, teachers, and NGOs) should
work together to provide appropriate materials and
create a conducive classroom reading environment.

In general, based on the findings of the study, this study
recommends the need for in-service training that focuses on
the teaching method of early-grade reading literacy and
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raises awareness of the key components of phonological
awareness, access, and the quality of textbooks and supple-
mental reading materials for creating an environment that
encourages reading and strengthening the preschool struc-
ture in public schools in Ethiopia.
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Limitations. This study was limited to 30 primary schools and
30 first-grade Koorete language teachers in public schools in
AmaroWoreda, Ethiopia. Since the research design is amixed-
method approach, the result can be generalized to other certi-
fied Koorete language teachers in Amaro District, Ethiopia.
The results can be useful to learn lessons and intervene in
similar cases in Ethiopia or elsewhere.

Also, this study is limited to the first component of reading
literacy, namely phonological awareness, other components
such as vocabulary, fluency, and reading comprehension are
not included. Factors such as learning outcomes, motivation to
learn, family income, and home literacy were not considered
due to time constraints. Further research needs to focus on
other components of reading literacy, children’s learning out-
comes, the background to home literacy, and a more diverse
and larger number of native speakers in Ethiopia.

Consent

Informed consent was obtained from all subjects involved in
the study.

Disclosure

The research has been developed within the framework of
the work as a part of Samuel Zinabu Haile’s Ph.D. thesis
at Addis Ababa University.

Conflicts of Interest

The authors declare that they have no conflicts of interest.

Acknowledgments

The researchers would like to express their deep appreciation
to several people and institutions that helped to develop this
study. In particular, the researchers would like to thank
Addis Ababa University’s Department of Linguistics and the
NORAD project managerial coordinator Dr. Moges Yigezu
and OsloMet NORAD project team (Prof. Elena Tkachenko,
Prof. Margareth Sandvik, and Dr. KassahunWeldemariam) for
organizing a seminar to present the paper and receive construc-
tive comments.

Supplementary Materials

Supplementary 1. Components of phonological awareness.

Supplementary 2. Extract from grade one textbook pages 52,
53, and 54.

Supplementary 3. Classroom observation protocol.

Supplementary 4. Teachers’ interview protocol.

Supplementary 5. Teachers’ questionnaires.

References

[1] EGRA Ethiopia, Early Grade Reading Assessment Report of
Findings. Reading for Ethiopia’s AchievementDeveloped Technical
Assistance (READ-TA): Applications and Interventions to Improve
Basic Literacy, RTI Press, 2014.

[2] National Institute for Literacy, Reading Facts, Government
Printing Office, Washington, DC, 2007.

[3] D. R. Reutzel and R. B. Cooter Jr., Strategies for Reading
Assessment and Instruction: Helping Every Child Succeed,
Prentice Hall, Boston, MA, 4th edition, 2010.

[4] P. Cvelich andA. Gove, Early Reading: Igniting Education for All,
A Report by the Early Grade Learning Community of Practice,
Research Triangle Institute, Research Triangle Park, NC, 2010.

[5] UNESCO, Global Education Monitoring Report 2017/18:
Accountability in Education, UNESCO, Paris, France, 2017a.

[6] Uwezo, Are Our Children Learning? Uwezo Kenya Annual
Learning Assessment Report, Uwezo Kenya at Twaweza, Nairobi,
2012.

[7] UNESCO, More Than One-Half of Children and Adolescents
are not Learning Worldwide, UNESCO Institute for Statistics,
Montreal, QC, Fact sheet no. 46, UIS/FS/2017/ED/46, 2017.

[8] Federal Democratic Republic of Ethiopia Ministry of Education,
Education and Training Policy, Addis Ababa, 1st edition, 1994.

[9] B. Piper, Ethiopia Early Grade Reading Assessment Data Analytic
Report: Language and Early Learning, Prepared for USAID/
EthiopiaUnder the Education Data for DecisionMaking (EdData
II) Research Triangle Park, RTI International, NC, 2010.

[10] A. Gove and A.Wetterberg, The Early Grade Reading Assessment:
Applications and Interventions to Improve Basic Literacy, RTI
International, 2011.

[11] EGRA Ethiopia, Early Grade Reading Interventions in
Ethiopia: Federal Democratic Republic of Ethiopia Ministry
of Education Ethiopia’s Achievements in Improving Access
to Primary Education, AIR/READ M&E, Addis Ababa
Ethiopia, 2016.

[12] Early Grade Reading Assessment, Reading for Ethiopia’s
Achievement Developed Monitoring and Evaluation (READ M
and E), USAID, 2018.

[13] C. A. Billow, Preschool teacher knowledge and skills: phonemic
awareness and instruction, Dissertation, University of Nevada,
Las Vegas, 2017.

[14] F. Algahtanı, “An exploration of special education teachers’
perceptions of professional development,” Ankara University
Faculty of Educational Sciences Journal of Special Education,
vol. 22, no. 3, pp. 569–589, 2021.

[15] L. O. Costa andM. Carnoy, “The effectiveness of an early-grade
literacy intervention on the cognitive achievement of Brazilian
students,” Educational Evaluation and Policy Analysis, vol. 37,
no. 4, pp. 567–590, 2015.

[16] S. Zinabu, Documentation and description of subordinate
clauses in Koorete, Unpublished MA thesis, Department of
Linguistics, Addis Ababa University, 2013.

[17] K. L. Carson, Efficient and effective classroom phonological
awareness practices to improve reading achievement, Univer-
sity of Canterbury, 2012.

12 Education Research International

https://downloads.hindawi.com/journals/edri/2023/9527369.f1.docx
https://downloads.hindawi.com/journals/edri/2023/9527369.f2.pdf
https://downloads.hindawi.com/journals/edri/2023/9527369.f3.docx
https://downloads.hindawi.com/journals/edri/2023/9527369.f4.docx
https://downloads.hindawi.com/journals/edri/2023/9527369.f5.docx


[18] S. Ochieng’ Orago, An investigation of phonological awareness
skills of learners with reading disorders in class six in selected
schools in Nairobi County, Doctoral dissertation, Kenyatta
University, 2015.

[19] A. Asfaw, Quality of primary education in Ethiopia: the case of
early grade mathematics competency in Tigrai, PhD dissertation,
Addis Ababa University, 2015.

[20] G. Anteneh, T. Ferede, Y. Kelemework, Y. Berkesa, F. Mikre,
and K. Getachew, “Early grade reading assessment in the East
Wollega Zone of Oromiya: a study on mother tongue reading
competence of Grade 4 pupils,” International Journal of
Sciences: Basic and Applied Research (IJSBAR), vol. 27, no. 3,
pp. 1–19, 2016.

[21] Ministry of Education (MoE), Revised Mother Tongue Syllabus
Grades 1–4, USAID/Ethiopia READ TA Project, Addis Ababa,
Ethiopia, 2013.

[22] C. M. Schuele and D. Boudreau, “Phonological awareness
intervention: beyond the basics,” Language, Speech, and Hearing
Services in Schools, vol. 39, no. 1, pp. 3–20, 2008.

[23] J. A. Yaeger, Foundations of Reading Study Guide: Literacy
Coach and Educational Consultant, Pearson Education, Inc.,
2018.

[24] M. Dahmer, Phonological awareness in the kindergarten
classroom: how do teachers perceive this essential link from oral
communication to reading skill development?, PhD disserta-
tion, Liberty University, 2010.

[25] National Reading Panel, Report of the National Reading Panel:
Teaching Children to Read: An Evidence-Based Assessment of
the Scientific Research Literature on Reading and its Implication
for Reading Instruction, National Institute of Child Health and
Human Development, Washington, DC, Reports of sub-
groups, 2000.

[26] READ M&E MTTCA, Language Transition Study Report:
Mother Tongues Teacher Competency Assessment, USAID, 2020.

[27] M. J. Adams, Beginning to Read: Thinking and Learning About
Print, MIT Press, MA, 1990.

[28] C. J. Lonigan and T. Shanahan, Developing Early Literacy:
Report of the National Early Literacy Panel, A Scientific
Synthesis of Early Literacy Development and Implications of
Intervention, National Institute for Literacy, 2008.

[29] M. Pressley, Reading Instruction That Works: The Case for
Balanced Teaching, Guilford Press, 3rd edition, 2006.

[30] V. Costenaro andA. Pesce, “Dyslexia and the phonological deficit
hypothesis developing phonological awareness in young English
language learners,” EL.LE, vol. 1, no. 3, pp. 581–604, 2012.

[31] L. E. Skibbe, H. K. Gerde, T. S. Wright, and C. R. Samples-Steele,
“A content analysis of phonological awareness and phonics in
commonly used head start curricula,” Early Childhood Education
Journal, vol. 44, pp. 225–233, 2016.

[32] USAID/IQPEP, Improving the Quality of Primary Education
Program in Ethiopia: Reading and Writing Skills, USAID,
Addis Ababa, Ethiopia, 2011.

[33] M. Andualem-Desta, “An investigation into teachers’ practices of
teaching early reading and practical problems in its implementa-
tion,” Indonesian Journal of English Language Teaching and
Applied Linguistics, vol. 5, no. 1, pp. 97–108, 2020.

[34] K. L. Carson, G. T. Gillon, and T. M. Boustead, “Classroom
phonological awareness instruction and literacy outcomes in
the first year of school,” Language, Speech, and Hearing
Services in Schools, vol. 44, no. 2, pp. 147–160, 2013.

[35] E. W. Marima, “A survey of approaches used in teaching of
reading in early childhood grades in dagoretiti and westlands

divisions, nairobi county, Kenya,” Journal of Education and
Practice, vol. 7, no. 33, pp. 211–207, 2016.

[36] J. P. Vesay andK. L. Gischlar, “The big 5: teacher knowledge and
skill acquisition in early literacy,” Reading Horizons: A Journal of
Literacy and Language Arts, vol. 52, no. 3, pp. 281–303, 2013.

[37] A. M. Lucas, P. J. McEwan, M. Ngware, and M. Oketch,
“Improving early-grade literacy in East Africa: experimental
evidence from Kenya and Uganda,” Journal of Policy Analysis
and Management, vol. 33, no. 4, pp. 950–976, 2014.

[38] K. Carson and A. Bayetto, “Teachers’ phonological awareness
assessment practices, self-reported knowledge and actual
knowledge: the challenge of assessing what you may know
less about,” Australian Journal of Teacher Education, vol. 43,
no. 6, Article ID 5, 2018.

[39] M. Boylan, “Ecologies of participation in school classrooms,”
Teaching and Teacher Education, vol. 26, no. 1, pp. 61–70,
2010.

[40] N. Spaull, South Africa’s Education Crisis: The Quality of
Education in South Africa 1994–2011, Centre for Development
& Enterprise, Johannesburg, 2013.

[41] G. Wambiri, “Factors contributing to caregivers’ behaviors
and strategies with children around print and children’s
emergent reading development in this district,” Kenya, 2007.

[42] G. Enosh, S. S. Tzafrir, and T. Stolovy, “The development of
client violence questionnaire (CVQ),” Journal of Mixed Methods
Research, vol. 9, no. 3, pp. 273–290, 2015.

[43] J. A. Maxwell, “Expanding the history and range of mixed
methods research,” Journal of Mixed Methods Research,
vol. 10, no. 1, pp. 12–27, 2016.

[44] C. Poth and S. E. P. Munce, “Commentary—preparing today’s
researchers for a yet unknown tomorrow: promising practices
for a synergistic and sustainable mentoring approach to mixed
methods research learning,” International Journal of Multiple
Research Approaches, vol. 12, no. 1, pp. 56–64, 2020.

[45] J. W. Creswell, M. D. Fetters, and N. V. Ivankova, “Designing
a mixed methods study in primary care,” The Annals of Family
Medicine, vol. 2, no. 1, pp. 7–12, 2004.

[46] J. W. Creswell, Research Design: Qualitative, Quantitative, and
Mixed Methods Approaches, Sage Publications, Inc., Thousand
Oaks, CA, 3rd edition, 2009.

[47] A. Bryman, “Of methods and methodology,” Qualitative
Research in Organizations and Management, vol. 3, no. 2,
pp. 159–168, 2008.

[48] R. K. Yin, Case Study Research: Design and Methods, Sage
Publications, Thousand Oaks, CA, 3rd edition, 2003.

[49] J. W. Creswell and J. D. Creswell, Research Design: Qualitative,
Quantitative, andMixedMethods Approaches, SAGE Publications,
Inc., 2017.

[50] M. M. Bergman, Advances in Mixed Methods Research, SAGE
Publications Ltd., 2008.

[51] J. Liang, “Live video classroom observation: an effective
approach to reducing reactivity in collecting observational
information for teacher professional development,” Journal of
Education for Teaching, vol. 41, no. 3, pp. 235–253, 2015.

[52] M. Zhang, M. Lundeberg, T. J. McConnell, M. J. Koehler, and
J. Eberhardt, “Using questioning to facilitate discussion of
science teaching problems in teacher professional develop-
ment,” Interdisciplinary Journal of Problem-Based Learning,
vol. 4, no. 1, pp. 57–82, 2010.

[53] H. Alshenqeeti, “Interviewing as a data collection method: a
critical review,” English Linguistics Research, vol. 3, no. 1,
pp. 39–45, 2014.

Education Research International 13



[54] V. Elliott, “Thinking about the coding process in qualitative
data analysis,” The Qualitative Report, vol. 23, no. 11,
pp. 2850–2861, 2018.

[55] Amaro Education Office, “Grade one students’ textbook,”
2000.

[56] M. H. Alhumsia and A. A. Awwad, “Teachers knowledge of
phonological awareness levels: a case of jordanian EFL
teachers’ perception,” International Journal of Innovation,
Creativity and Change, vol. 13, no. 11, pp. 824–832, 2020.

[57] R. Fielding-Barnsley and N. Purdie, “Teachers’ attitude to and
knowledge of metalinguistics in the process of learning to
read,” Asia-Pacific Journal of Teacher Education, vol. 33, no. 1,
pp. 65–76, 2005.

[58] D. Shankweiler and A. E. Fowler, “Questions people ask about
the role of phonological processes in learning to read,” Reading
and Writing, vol. 17, pp. 483–515, 2004.

[59] A. P. Moswane, Teachers’ challenges in teaching reading to
English first additional language learners: a case study of
seshego high school, University of Limpopo, 2019.

[60] C. Enyew and A. Yigzaw, “Teacher’s current practices of
teaching reading and grade four students’ reading achievement
in Dona Berber primary school,” Science, Technology and Arts
Research Journal, vol. 4, no. 3, pp. 265–272, 2015.

[61] D. Wyse and U. Goswami, “Synthetic phonics and the
teaching of reading,” British Educational Research Journal,
vol. 34, no. 6, pp. 691–710, 2008.

[62] K. Maddox and J. Feng, “Whole language instruction vs.
phonics instruction: effect on reading fluency and spelling
accuracy of first grade students,” in Presentation at Georgia
Educational Research Association Annual Conference, pp. 1–28,
Georgia Educational Research Association, Savannah, Georgia,
October, 2013.

[63] B. M. Phillips, J. Clancy-Menchetti, and C. J. Lonigan,
“Successful phonological awareness instruction with preschool
children: lessons from the classroom,” Topics in Early Childhood
Special Education, vol. 28, no. 1, pp. 3–17, 2008.

[64] G. T. Mekonnen, “The current teacher education programs in
Ethiopia: reflection on practice,” Educational Research and
Reviews, vol. 12, no. 6, pp. 366–372, 2017.

[65] H. B. Hill, Literacy instruction in teacher education: a comparison
of teacher education in Australia, New Zealand, and the United
States of America, Dissertations, Teachers College, Columbia
University, ProQuest Publishing, 2000.

[66] G. R. Lyon, The NICHD Research Program in Reading
Development, Reading Disorders, and Reading Instruction,
National Center for Learning Disabilities, Washington, DC,
1999.

[67] E. Wessels, Teacher knowledge and implementation of phonologi-
cal awareness in Grade R, Doctoral dissertation, North-West
University, 2011.

[68] J. Harmon, “Literacy in action: the case of Kreol Morisien,” in
FromWords to Ideas: The Role of Literacy in Enhancing Young
Children’s Development, V. Nomlomo, Z. Desai, and
J. September, Eds., pp. 98–107, British Council, South Africa:
Cape Town, 2018.

14 Education Research International




