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ABSTRACT 

The purpose of this study was to design and evaluate Intervention Learning 

Materials (ILM) to support Children with Susceptible Writing Difficulties (CSWD) 

improve their writing abilities. The ILM were designed and developed within the 

framework of Social Constructivist and Motor Learning theories. The Social 

Constructivist theory was used because knowledge construction is perceived to be 

more effective when the learners interact among themselves, with the learning 

materials and their teachers. Motor Learning theory was used because learning to 

write is perceived to be effective when chidren get a chance to practise what they 

have learned. This study was conducted in Dodoma Region, Dodoma Municipality. 

This was a developmental research study which used quasi experimental design. The 

quantitative evaluation used paired sample t-test and independent sample t-test to 

compare scores within the group and between the experimental and control groups. 

The qualitative evaluation used ethnographic and phenomenological approaches. 

The ILM with 28 lessons were designed, piloted and formatively evaluated. The 

study pilot used a single group of CSWD during formative evaluation, while during 

summative evaluation, two groups namely, experimental and control groups were 

used. The data were collected through semi-structured interviews, observations and 

tests. The main findings indicate that the ILM were well designed as revealed from 

interviews with teachers and children who used the developed materials. Further, it 

was revealed that the post-test mean scores of the children in the experimental group 

improved significantly in comparison with the control group. From this study, it can 

be concluded that the ILM based on child centered approach and designed through 
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experts and in natural classroom setting, positively contributed to the improvement 

of writing ability of the CSWD.      
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CHAPTER ONE 

THE PROBLEM AND ITS CONTEXT 

1.0 Introduction 

This chapter presents the problem under investigation and its context. It begins with 

the background of the problem along with the report of preliminary investigation 

concerning the current situation of writing difficulties in primary schools in 

Tanzania. Subsequently, the statement of the problem, objectives, research 

questions, significance of the study, delimitation and limitation of the study are 

presented. Finally, this chapter ends with the definitions of operational key terms and 

organisation of the study. 

1.1 Background of the Problem  

Writing is sometimes seen as a “flip side” of reading. It is often assumed that 

children who are proficient readers must also be proficient writers. If this is the case, 

then helping children learn to read better would naturally lead to the same children to 

write well. However, some children are able to handle average reading demands but 

have difficulties with writing (Graham & Perin, 2007; Ings, 2009). It is therefore 

clear that writing differs from reading. What improves reading does not necessarily 

improve writing. Readers form a mental representation of thoughts written by 

someone else while writers formulate their own thoughts, organize them and create a 

written record of them using the conventions of spelling and grammar (Graham & 

Perin, 2007). Thus, although writing and reading are both important aspects of 

literacy, each of the two aspects requires its own way of instruction. This study was 

therefore intended to design and evaluate Intervention Learning Materials (ILM) to 



2 

support Children with Susceptible Writing Difficulties (CSWD) improve their 

writing abilities.  

Writing is a necessary skill for school children. Along with reading ability, writing 

skill is a predictor of academic success and a basic requirement contributing to 

lifelong learning and sustainable development (Graham & Perin, 2007). In school 

context in particular, writing is a dominant form of communication used to 

communicate ideas in the teaching and learning process. This form of 

communication is valued by societal members due to its link with the academic 

achievement in the view that success in school depends more on writing skills of the 

learner in which paper and pencil assessments are conventionally adopted to 

measure the effectiveness of academic progress (Crouch & Jacubecy, 2007). This 

means that the mastery of writing skills is a necessary component in teaching and 

learning as well as other spheres of life.  

Writing skills are taken as important skills of concern worldwide because of their 

usefulness in school and life in general. The global rhetoric policies such as 

Education for All (EFA) and Millennium Development Goals (MDGs) highlight the 

issue of literacy skills in general and writing skills in particular. For example, the 

EFA strategy stipulates that every child should be able to benefit from educational 

opportunities designed to meet their basic learning needs. Such basic learning needs 

comprise of both essential learning tools such as writing, oral expression, numeracy 

and problem solving (United Nations Educational, Scientific and Cultural 

Organization [UNESCO], 2006). Furthermore, UNESCO (2006) emphasizes the 

importance of literacy and writing in particular to achieve each of the EFA goals - 

crucial for economic, social and political participation as well as development in 
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today’s knowledge societies. Moreover, MDGs aimed to achieve the Universal 

Primary Education (UPE) in which the focus was on increasing the enrolment of 

children in primary school and literacy rate in general and writing in particular. With 

these worldwide goals, writing is considered as a potential skill for attaining the 

optimum level in the global economy.  

With the same sensitivity, the Tanzania’s Education and Training Policy (ETP) of 

1995 and 2014 recognize the importance of writing skills in school learning. It is 

well articulated in the aims and objectives of education in ETP that every child 

should acquire and develop tools of communication (listening, speaking, reading and 

writing) as well as acquiring the basic learning tools of literacy (reading and writing) 

skills (Ministry of Education and Culture [MoEC], 1995). The policy considers the 

basic and adult education as the main education levels appropriate for training and 

equipping learners with writing skills. In 2002, the Tanzanian government initiated a 

major programme named as Primary Education Development Programme (PEDP) in 

its education system (Ministry of Education and Vocational Training [MoEVT], 

2006) to ensure provision of the quality basic education in general and writing in 

particular. The programme was organized in phases, where the beginning of the new 

phase depended on the accomplished phase. For the time being, the government has 

completed three phases of PEDP (PEDP I - 2002 to 2006, PEDP II - 2007 to 2011 

and PEDP III - 2012 to 2016). 

In improving the writing skills along with other subjects in lower classes, the 

Tanzanian government through the PEDP II provided in-service training (INSET) 

strategy by the end of 2011 (MoEVT, 2012a). The training aimed at enabling the 

primary school teachers improve their teaching practices in basic skills; reading, 
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writing and arithmetic for quality acquisition of education to children for later life 

success. The government through PEDP III proposed a specific training programme 

for reading, writing and arithmetic to be carried out nation wide (MoEVT, 2012b).  

Although there are several and varied efforts employed in different countries to 

address literacy problems among early learners, it has been estimated that 

worldwide, 10-34% of the primary school children have handwriting problems 

(Jongmans, Linthorst-Bakker, Westenberg & Smits-Engelsman, 2003; Rosenblum, 

Weiss & Parrish, 2004). Likewise, the World Statistic Institute (2011) notes that 

27% of the primary school children encounter problems of writing skill in the world. 

The prevalence of writing skill problems differ from one country to another. In 

Australia for example, the Department of Education and Training (2009) reports that 

3% of students in the first grade through fifth, in all schools had writing problems. 

Berninger and Hart (1992) also report that about 1.3 to 2.7% of 300 primary school 

children in Netherlands had handwriting problems. They add that, about 3.7 to 4% 

had problem with spelling and 1 to 3% faced problems with written narratives. The 

National Centre for Educational Statistics [NCES] (2010) in Scotland notes that 

18.5% of the children had writing problems. Similarly, the primary school children 

in Africa face writing problems like in other continents. For example, the study by 

Mubanga (2010) indicates that in Zambia, there are primary school children who 

face writing difficulties. Mubanga (2010) tested 120 standard two children in word 

and sentence writing. The results indicated that some of the children faced 

difficulties in writing words and sentences. For example, 71 (59.2%) children faced 

difficulties to write the word ‘at’, 72 (60%) faced difficulties to write the word ‘bag’, 

116 (96.7%) children faced difficulties in writing the sentence ‘She was reading a 

book’ and other words and sentences.  
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Tanzania experiences a similar situation on writing difficulties among the school 

children.  For instance, Ngorosho and Lahtinen (2010) note that almost 30% of the 

grade two children tested in word writing did not write any word correctly. 

Likewise, Hakielimu (2008) shows that there is low level of literacy skills and 

writing to primary school children. Due to the low level of literacy skills in primary 

schools, a large percent of primary school leavers are not literate and critical writers. 

It is reported by Malekela (2003) and UWEZO (2010) that a large number of 

children completed primary education without the reading and writing skills. 

Additionally, high repetition rate of children has been noted by Ngorosho (2011) as 

an indication that schooling children in primary schools have writing difficulties. 

Kalanje (2011) and Kumburu (2011) reveal that children in Tanzanian primary 

schools face writing difficulties. Kumburu (2011) specifically, identified that 32% 

out of 301 children in standard one had reading and writing difficulties. Moreover, 

Kalanje (2011) identified that 27% of children in standard one had reading and 

writing difficulties. Kalanje (2011) finds that the difficulties of reading and writing 

were associated with home and school environment. In school environment which is 

the focus of this study, there have been reported different factors that contribute to 

reading and writing difficulties. Some of the reported factors are overcrowded 

classes, shortage of teaching and learning materials, shortage of teachers, 

teaching/learning methods and poor training (UNESCO, 2005; Abagi & Sifuna, 

2006; Rajani, 2009).  

The efforts made in addressing writing difficulties among the primary school 

children are described in the study on dynamic assessment by Kumburu (2011). 

Kumburu (2011) developed an intervention to address the reading and writing 

difficulties among Tanzanian primary school children from low income areas. The 
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intervention was evaluated through group based dynamic assessment approach. 

Although the IP was planned for both reading and writing difficulties, it 

concentrated more on reading difficulty and little on writing difficulty. In writing, 

the emphasis was on the child to present the words and sentences heard from 

dictation in written form. In the teaching and mediation, the focus was on 

correctness of the writing. However, in early classes, the assessment of writing skills 

do not depend on the end product only. It should rather incorporate the writing 

process and its product (Graham, Struck, Richardson & Berninger, 2006; Kennedy, 

Dunphy, Dwyer, Hayes, McPhillips, Marsh, O’Connor & Shiel, 2012). Thus, the 

continued efforts for addressing the writing difficulties in a wider perspective by 

designing the materials, prototyping them and orienting teachers to implement the 

designed materials are that much required. Essentially, this is the need in writing 

field for children with susceptible writing difficulties (CSWD) in primary schools in 

Tanzania. Nevertheless, it is seen important to be aware of the primary school 

curriculum in relation to the writing skills of the children.  

1.1.1 Primary School Curriculum In Tanzania vis-a-vis Children’s Writing 

Skills 

This study was designed to develop the ILM to improve the writing ability in CSWD 

at primary school level. At this level, writing is regarded as a tool of literacy as well 

as a tool of communication among children (MoEC, 1995). Perhaps, this is why the 

current curriculum for primary school emphasizes the importance of developing 

literacy skills and particularly writing skill among young children in schools. 

Objectively, the curriculum explains in its educational objectives by aiming at 

making learners good communicators in terms of listening, speaking, reading and 

writing.  
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Further, it has been found that designing and developing teaching and learning 

materials is an essential component in the provision of quality education (Nieveen, 

1999; McKenney, 2001; Mafumiko, 2006). Thus, since independence, the 

government of URT has ensured the provision of teaching and learning materials for 

the improvement of writing skills among children (Osaki, 2002; MoEVT, 2014). 

This essential practice has been implemented by the Tanzania Institute of Education 

(TIE). However, the teaching and learning materials developed by TIE, have been 

facing several criticisms that led to withdrawal of the TIE mandate in the provision 

of teaching and learning materials. One of the criticisms is that the published books 

contain many editorial mistakes (Osaki, 2002).  

Following the abolition of provision of teaching and learning materials through TIE, 

the government through the MoEC mandated the private sector to write and 

distribute books and other teaching and learning materials to schools (Wizara ya 

Elimu na Mafunzo, 2014). Although the task was given to the private sector with the 

good intention of solving the problems, another problem arised as there were various 

textbooks published for teaching and learning in schools. The mushrooming of 

books in the sector led to confusion where implementers (teachers) failed to select 

the appropriate books that concured with the curriculum. Hence, the situation 

jeopardized the quality of education (MoEVT, 2014). Such confusion was identified 

during the preliminary investigation of this study which examined the current 

situation of writing difficulties in primary schools in Tanzania. It was noticed that 

the use of various textbooks with different quality leads to poor teaching that 

culminates in poor performance in general and poor writing ability in particular.  
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In responding to the poor performance associated with uncontrolled books and 

teaching/ learning materials, the government re-mandated TIE through its policy and 

education circular No. 7 of 2005 to develop textbooks and other teaching/learning 

materials. TIE started its implementation on 1st September, 2014 and the private 

sector was left to deal with reference books (MoEVT, 2014).  Although TIE re-

started to prepare the teaching and learning materials, it needs the research based 

exemplary materials related to different objectives of learning in literacy and 

particularly in writing difficulties. To get a picture of the writing difficulties in 

Tanzania, the study highlights below the current situation with regard to the 

preliminary investigation.  

1.1.2 The Current Situation of Writing Difficulties in Primary Schools in 

Tanzania  

In order to ascertain the current situation of writing difficulties in Tanzanian primary 

schools, a preliminary investigation was carried out prior to the commencement of 

this study. The specific objectives of the investigation were to identify the CSWD 

and explore specific problems encountered by teachers regarding writing skills 

during the teaching-learning process. Besides, the teachers’ experiences and 

challenges in supporting CSWD were explored. The broad intention of this initial 

investigation was to create effective ILM to improve writing ability of CSWD in 

Tanzania. The preliminary study was conducted in 2013 involving 370 standard two 

children and seven (7) subject specific teachers from four primary schools, (A, B, C 

and D) located in the Dodoma Municipality.  

The data regarding this preliminary investigation were collected through 

administering the tests of reading, writing and letter formation. It also included 
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interviewing teachers and doing classroom observation. The reading test had a total 

of 14 items, ten words and four sentences. The reading test was administered for the 

purpose of identifying the children who had severe reading problems so as to 

exclude them from writing test as the intervention was planned for CSWD. The same 

test was also used for writing, which aimed at identifying CSWD. The assessment of 

letter formation was observed with the intention to see how the children were able to 

form letters. Besides, the interview with teachers was conducted to seek information 

on the existence of CSWD, reasons for poor writing ability and experiences in 

teaching writing skills among CSWD.   

The data from tests were analyzed quantitatively using descriptive statistics 

(frequency, percentage, mean and standard deviation) through Statistical Package for 

Social Sciences (SPSS) version 16.0 and the information from teachers’ interviews 

and classroom observations during the writing lessons were analyzed qualitatively 

for emerging themes. 

Main findings of the preliminary study 

The findings from the preliminary study are summarised below in four themes 

namely; existence of CSWD, writing errors committed by CSWD, reasons for poor 

writing ability and teachers’ support to CSWD.  

Existence of CSWD 

Before showing the existence of the CSWD, it is important to reveal how these 

children were identified. In order to identify the group of CSWD, individual 

children’s scores on dictation test were counted and summed up. Based on the 

distribution of the sum scores, a cut-off point was set by using the following 

empirical formula M ± ½ SD. From this formula, M + ½ SD = High achievers, M - 
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½ SD = Low achievers and in between High and Low are Average achievers. 

Categorically, ‘M’ stands for ‘Mean’, SD refers to Standard Deviation (see section 

3.2.2. for more explanations, Prototyping Stage -Identification of CSWD).  

Regarding the existence of CSWD in primary schools, the findings revealed that 118 

(31.9%) out of 370 children were identified as low achievers in reading test. This left 

the researcher with 252 children who scored high and average in reading test. 

Subsequently, the writing test was administered to 252 children in order to identify 

the CSWD. The results were that 74 (29.4%) children performed low in writing test 

and were labelled as low achievers or CSWD.  

Apart from the test score data, all the seven interviewed teachers reported to have 

had children with writing difficulties in their classes. Therefore, identification of the 

CSWD would assist the teachers to plan for remedial classes instead of retaining 

them in the same class at the end of the year.  

Writing errors committed by CSWD 

Writing errors committed by the CSWD were found through the writing test. The 

results related to the patterns of writing errors revealed that CSWD experienced 

different errors. The extent of committing errors differed between words and 

sentence dimensions. The identified errors committed by the CSWD are arranged in 

order by starting with the most serious error committed by the majority of the 

children in each dimension. In words, the errors are: letter deformation, poor spacing 

(under, irregular and over spacing), spelling errors (substitution, omission, and 

addition), case confusion, poor alignment, overwrite, mixed letter sizes, letter 

reverses and word identification.  In sentences, the errors started with poor spacing 

followed by letter deformation, spelling errors, poor alignment, word omission, 
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mixed letter sizes, case confusion, overwrite, letter reverse and sentence 

identification. All these errors were identified from 74 CSWD in the writing test. 

Besides, the teachers also reported from their class experiences that children used to 

commit different patterns of errors in writing. Such errors included squeezing words 

in a sentence as if they were one word, case confusion, misspelling and letter 

deformation.  

The letter deformation was also noted from observation of letter formation test. In 

this test, 63 children were tested and these were randomly selected from 252 children 

who were initially listed and appeared for the writing test. It was found that children 

faced difficulties in writing different letters, but the findings are presented by 

considering the number of children that faced difficulties in each letter. From the 63 

observed children, 30 (47.6%) experienced problems with letter ‘r’ followed by 26 

(41.3%) who had problems with letter ‘e’ while 23 (36.5%) had problems with letter 

‘k’, and 20 (31.7%) had problems with letter ‘d’. Moreover, 19 (30%) children had 

problems with letter ‘w’, 13 (20.6%) had problems with letter ‘v’ and 12 (19%) had 

problems with letter ‘a’. The identified writing difficulties helped the researcher to 

identify the elements which were included in the designing of the Intervention 

Learning Materials for Improving Writing Ability (ILMIWA).  

Reasons of poor writing ability  

The data on the reasons for poor writing ability were collected through the interview 

and observation methods. Through the interview with teachers, it was found that 

poor writing ability among primary school children was largely contributed by the 

following reasons: overcrowded classes, shortage of time per period, lack of teacher 

training programmes, and shortage of supportive teaching and learning resources. 
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Besides, through the classroom observation, it was established that poor 

teaching/learning methods and shortage of teaching and learning resources were 

associated with poor writing ability in primary schools.   

The findings from the preliminary study show that all seven interviewed teachers 

reported about the overcrowded classes and shortage of time per period as one of the 

reasons behind poor writing ability of the primary school children.  

Besides, 4 (57.14%) out of 7 interviewed teachers complained about lack of effective 

pre-service and inadequate in-service training programmes on writing skills. They 

claimed that there was no specific course offered in the pre-service training 

programme which would prepare teachers on how to perform the writing skills 

activities effectively. It was also pointed out that there was lack of adequate in-

service training programme. Only 1 teacher out of 7 reported that she had had an 

opportunity to attend an in-service training programme in 1997. This implies that 

most of the teachers who teach writing skills in lower levels are not competent in 

teaching such skills because they are not well trained and lack in-service training 

programme.  

Furthermore, the acute shortage of supportive teaching and learning materials was 

mentioned as among the reasons behind poor writing ability of learners. It was 

revealed that all the 7 (100%) interviewed teachers mentioned the shortage of 

textbooks and manila papers. Six (85.71%) teachers reported the shortage of 

supportive teaching and learning resources such as alphabetical charts as well as 

letter and syllable cards. It was also observed that only 1 school (school C) out of 4 

had an alphabetical chart on the wall. However, other teaching/learning resources 

such as textbooks, alphabetical charts and pictures were just stored in a box which 
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was in the class. When teachers were asked about the reasons for putting the 

textbooks in the box, they reported that those books were not in use because they 

were not enough for the children in the class. This shows that the availability of 

teaching and learning resources does not mean to use them as revealed from school 

C. Therefore, it is possible that the teachers lacked the strategies for using the 

teaching and learning resources.  

The teachers’ guide books were available in schools ‘A’, ‘B’ and ‘D’ only. But, 

1(14.29%) teacher from one of these schools explained that although they had guide 

books, the books did not show the clear steps on how to teach writing skills. As a 

result, they struggled on their own to assist children learn. However, the teachers 

reported that some of the books written by TIE (for example, Taasisi ya Elimu 

[TET] (1997), Kitabu cha Kufundishia Kusoma na Kuandika, Dar es Salaam: 

Tanzania Publishing House) demonstrate properly the steps involved in teaching 

writing skills. Nevertheless, at the time of the preliminary study, teachers were not 

allowed to use such a book. 

Moreover, the researcher conducted the classroom observation in four classes. In all 

observed classes, teachers were teaching writing skills by the ‘talk and chalk’ 

method. In all observed classes, 5 to 9 children were selected to write either a word 

or a sentence on the chalkboard. For them, writing on the chalkboard was used as a 

means of determining whether children had understood what the teacher had taught 

or otherwise.   

Teachers’ support to CSWD 

Regarding the teachers’ support to CSWD, the study revealed that teachers used 

remedial classes or retention approach. Three (42.86%) out of 7 teachers had used 
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remedial classes in their schools. These teachers reported to support those children 

who could not do well in the class for two to three days in a week depending on 

available time. However, these teachers reported that despite the fact that some 

children attended the remedial classes, their improvement in writing was very slow. 

On the other hand, one of the teachers who did not use the remedial classes reported 

that the use of remedial classes was a waste of time since the same books and same 

approach could not help the children improve their writing ability. 

Moreover, 7 (100%) teachers reported to retain some children in the same class 

particularly after having identified them as children who faced problem in writing. 

This decision was taken after discussing with the parents or guardians of the 

respective children. Furthermore, all the 7 interviewed teachers reported that the 

retention approach was a commonly adopted strategy in primary schools for the 

purpose of supporting children with low performance in general and poor writing 

ability in particular. It was learnt from teachers that few children improved their 

writing skills having been retained in the same class while the majority could not 

make improvement even for two consecutive years. All the same, these children 

were allowed to join the next level without considering their inadequate writing 

ability. Therefore, it is apparent that some children proceeded to the next level with 

the same difficulty in writing. In this case, the retention approach used has not yet 

been effective in helping to improve the writing ability in CSWD. Therefore, the 

appropriate and effective measures are required to help the CSWD benefit from 

classroom teaching and complete their primary education with the needed writing 

skills.  
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It was realized from the findings of the preliminary investigation that there was 

prevalence of CSWD. However, the support service from the stakeholders was seen 

as pessimistic and the retention of the children was a frequently used approach to 

address the problem by teachers despite the fact that they admitted incompetence in 

assisting CSWD. Thus, these facts prompted the researcher to look into a possibility 

of developing some mechanism in the area of the teachers’ pedagogical competence 

to support CSWD. Therefore, the development of an intervention programme (IP) to 

address the problem of writing to CSWD was a logical option. 

1.2 Statement of the Problem 

The writing aspect of literacy is the core competency of the school curriculum, 

which is recognized as the key instrument contributing to lifelong learning and 

sustainable development. In order to achieve the policy goals, the global policies 

such as EFA, MDGs and ETP emphasize the importance of literacy in general and 

writing in particular. More broadly, it has been observed that literacy, including 

writing skills help in improving the lives of the people living in extreme poverty 

(UNESCO, 2005). In ensuring the improvement of writing skills in lower classes, 

the Tanzania government initiated the INSET for primary school teachers (MoEVT, 

2012a; 2012b). Despite all these efforts, a number of challenges and problems of 

writing in primary schools have been observed in different countries including 

Tanzania (NCES, 2010; Kalanje, 2011; Ngorosho, 2011; World Statistics Institute, 

2011).  

The studies by Ngorosho and Lahtinen (2010), Kalanje (2011), Kumburu (2011) and 

the preliminary study conducted by this author in 2013 show that there are CSWD in 

primary schools in Tanzania. In addition to the presence of the CSWD, some 
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teachers have limited knowledge in supporting the CSWD appropriately. The 

presence of CSWD and teachers’ limited knowledge are further compounded by 

limited pre-service and in-services training for teachers and lack of effective 

supportive teaching/learning materials (Abagi & Sifuna, 2006; Rajani, 2009; 

Chediel, 2013). The preliminary study (2013) found that teachers were retaining 

CSWD in the same class either in standard one or two for the purpose of improving 

their writing ability. However, such retention of the children in the same class by 

teachers did not improve their writing ability even though such children were 

exposed to teaching for two consecutive years. Consequently, the children were 

allowed to proceed to the next class despite their inability to write. In this case, 

retention was not effective in helping the CSWD improve their writing ability.  

Most studies on writing problems in Tanzania are relatively less firm in suggesting 

objective solutions for the future education system. As it was revealed, nearly all the 

reviewed studies concentrated on identification of children with susceptible writing 

difficulties, causes and problems of writing difficulties (Msanjila, 2005; Hakielimu, 

2008; Kalanje, 2011; Ngorosho, 2011). In contrast, a few studies including Kumburu 

(2011) focus on intervention programme (IP) for the development of writing skills. 

Kumburu (2011) created and evaluated the IP among grade one Tanzanian children 

from a low-income group who were at risk of reading and writing difficulties in 

Kiswahili However, the IP focused more on reading difficulties rather than writing 

difficulties. Therefore, the problem of writing skills to schoolchildren has not been 

well addressed. Further, in developing and executing the IP, Kumburu (2011) did not 

involve teachers. This triggers questions as to whether teachers in schools were able 
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to apply such an IP in teaching children since they were not involved. Hence, the 

need for this study.  

1.3 Purpose of the Study 

The purpose of this study was to design and evaluate the Intervention Learning 

Materials (ILM) to support Children with Susceptible Writing Difficulties (CSWD) 

improve their writing ability. The study involved classroom teachers working with 

the CSWD. 

1.4 Objectives of the Study 

This study aimed to attain the following objectives:   

i. To design Intervention Learning Materials based on the child centred approach 

for improving writing ability of the children with susceptible writing 

difficulties;  

ii. To develop the Intervention Learning Materials in prototypes through expert 

appraisal and classroom trials, and  

iii. To establish efficacy of the Intervention Learning Materials for the 

improvement of writing ability of the children with susceptible writing 

difficulties.  

1.5 Research Questions 

In view of the stated objectives, the study aimed at addressing and answering the 

following research questions:  

i. What sort of Intervention Learning Materials are required to improve the 

writing ability of children with susceptible writing difficulties?  

ii. How would the Intervention Learning Materials be developed to improve the 

writing ability of the children with susceptible writing difficulties? 
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iii. What is the efficacy of the Intervention Learning Materials designed to 

support writing ability of the children with susceptible writing difficulties? 

1.6 Significance of the Study  

The significance of this study has been divided mainly into three contributions, 

namely: practical contribution, theory and knowledge as it has been explained in the 

following sub-sections. 

1.6.1 Practical Contribution 

This study is expected to have wide utilization and implications for practical 

identification of CSWD. The identification and implementation of the ILM to the 

CSWD at primary school will reduce the retention of children. Therefore, the study 

at hand is important to CSWD because writing skills have greater impact on their 

academic achievement and on professional development in the long run. 

Moreover, the designed ILMIWA have pedagogical contribution to teachers who 

teach writing skills in standard one and two in the sense that they would sharpen 

their students’ knowledge and skills in designing and developing teaching and 

learning materials for CSWD. In addition, designed materials would provide 

teachers with teaching guides to supplement their teaching activity.   

This study would also be utilized by curriculum developers to learn methods of 

addressing the problems of writing through developmental research. Additionally, it 

is expected that the study would inform curriculum developers and implementers on 

the importance of using CCA in teaching and learning of writing skills in order for 

all children to be able to proceed with the next class.  

It is further expected that this study would be utilized by the teacher-trainers as a 
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model to sharpen their ways of training student-teachers in the area of writing skills. 

The study will help the student-teachers in using the child-centred approach rather 

than the teacher-centred approach.  Since this study would help to improve their 

teaching, high performance in writing skills as well as improvement in other areas of 

learning would be realized.  

1.6.2 Theoretical Contribution 

This study used Social Constructivist and Motor Learning theories to design and 

develop ILM to support CSWD improve their writing abilities. Social Constructivist 

Theory (SCT) insists on interaction between children and more knowledgeable 

others like teachers, adults or advanced children. This theory has recently been used 

by a number of researchers (William, 2012; Kibga, 2013; Gabrieli, 2013) to design 

and develop curriculum materials, and to design coaching programme through 

developmental research strategy. Other researchers (Kuek, 2010; Kumburu, 2011) 

have used the theory to design the intervention programme. The researchers who 

used SCT in developmental studies have applied it to the higher classes and in other 

subjects. However, in this study, SCT was used in designing ILMIWA to standard 

two CSWD.  

Motor Learning Theories recognize four principles (stages of learning, types of 

tasks, practice and feedback) for effective learning of motor skills. The theory has 

been applied in the field of neurological rehabilitation for adults with stroke 

problems and for treating children with developmental coordination disorder 

(Krakauer, 2006; Niemeijer, Smits-Engelman & Schoemaker, 2007). In this study, 

the theory was used to improve the writing ability of the CSWD. 
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1.6.3 Knowledge Contribution 

This study is among the important academic researches in the area of writing skills. 

The study has been able to increase empirical evidence by showing ways of 

designing, developing and evaluating the ILMIWA of the CSWD.   

1.7 Delimitation of the Study 

The study was restricted to the designing, prototyping and evaluating the ILMIWA 

for the public primary schools CSWD. Further, the present study included all 

identified CSWD in the selected schools. Consequently, the study did not assume 

control of the children’s cultures, traditions, social economic status and education 

background. It is quasi experimental and therefore, it focused on improving writing 

ability of the CSWD without any consideration of other factors. Moreover, the study 

involved CSWD who belonged to standard two only.   

The study also dealt with Kiswahili language only. Furthermore, it tested the ability 

of the children on writing dictated words and sentences only. The words ranged from 

two to five syllables and sentences ranged from two to five words. The children who 

participated in the current study were found in the urban area and therefore the study 

findings may not accurately be generalized to include children in rural areas. 

1.8 Limitations of the Study 

This study focused on designing, prototyping and evaluating the ILM with the 

purpose of improving writing ability of the CSWD in primary schools in Tanzania. 

Despite the improvement in writing ability of the CSWD after using the ILM, there 

are limitations that encountered the study during data collection. These limitations 

are explained as follow: 
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During the second classroom trial, the teaching took nine working days instead of 

seven days as it was planned. This was due to the reason that, the participating 

teacher missed two lessons because of social problems which interfered with the 

progress of the lessons. This was tolerated by the researcher.  

The beliefs of teachers that always a research took a few days (not more than a 

week) also was a challenge. Most teachers kept on asking why is this a prolonged 

research? Despite the fact that the study involved only teachers teaching writing 

skills to standard one and two children, other teachers were eager to know the 

reasons of prolonged research. This demanded educating them on the nature and 

importance of the study.  

1.9 Operational Definitions of Key Terms 

This section provides the definitions of nine key terms that have been used 

frequently in this study. These are: writing ability, writing difficulty, children and 

children with susceptible writing difficulties (CSWD), child-centred approach 

(CCA), conventional approach, intervention, classroom trial and prototype.  

i. Writing ability: Nunan (1999) defines writing ability as the ability to adhere 

to style-guide prescriptions concerning grammar, arrangement and punctuation. 

Hyland (2002) defines writing ability as the ability to initiate and evolve ideas 

and then use certain revising and editing practises to develop them to maturity 

in a given context. For the present study, writing ability means ability to write 

words and sentences through dictation with few errors or without errors. These 

errors are poor or failure of word/sentence identification, poor spacing, 

misspelling, case confusion, letter deformation, poor alignment, overwrite, 

mixed letter sizes, letter reverse and word omission. 
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ii. Writing difficulties: Graham (2006) defines writing difficulties as lack of 

development in writing whereby students with writing difficulties face 

problems on handwriting, spelling, punctuation and capitalization. For the 

purpose of this study, writing difficulties means inability to produce legible 

writing. The components of illegible writing include; poor word/sentence 

identification, poor spacing within word and between words, spelling addition, 

substitution and omission, upper and lower case confusion, letter deformation, 

poor alignment, overwrite, mixed letter sizes, letter reverse and word omission.  

iii. Children: According to the African Child Policy Forum [ACPF] (2013) 

children are defined as all human beings below the age of 18 years. For the 

present study, children are the primary school pupils who are in standard two 

with age range of seven to twelve.  

iv. Children with Susceptible Writing Difficulties (CSWD): These are children 

who commit different errors when writing but their errors can be reduced or 

eliminated through intervention. The CSWD have been identified through 

reading test followed by writing test. CSWD in this study scored 35 per cent 

(%) and above in reading test while they scored below 36% in writing test.  

v. Child-centred approach (CCA): This term is also known as student-centred 

approach/learner-centred approach. CCA is defined in different ways due to 

different perspectives. Msonde (2011) defines CCA as the act of involving 

learners in appropriating the object of learning. Jeffrey, White and Harbaugh 

(2009) define CCA as an approach to teaching and learning that prioritizes 

facilitative relationships, the uniqueness of every learner and the best evidence 

on learning processes to promote comprehensive student success through 

engaged achievement. In this study, CCA refers to the involvement of CSWD 
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in the teaching and learning process through the hands-on and mind-on 

activities. Thus, the participatory methods and teaching/learning aids assist the 

involvement of children in the whole process of learning.  

vi. Conventional approach: Conventional approach is also called teacher-

centred approach (TCA)/traditional approach. Harden and Crosby (2000) 

describe TCA as a focus on the teacher transmitting knowledge to the 

students. It is therefore, a kind of classroom teaching whereby the teacher is 

primarily the giver of knowledge and wisdom to the learners. For the present 

study, conventional approach is the TCA as described by Harden and Crosby 

(2000).   

vii. Intervention: Methe and Riley-Tillman (2008) define an intervention as a set 

of actions that, when taken, have demonstrated ability to change a fixed 

trajectory. There are three broad types of interventions: preventive, remedial 

and compensatory (Heward, 2013). In the present study, intervention is 

remedial in nature with special reference to improving the writing ability of 

the CSWD. In this study, various activities namely alphabet warm up (vowel 

and syllable songs), writing on air, part-whole technique, word proofreading, 

group discussion, writing practice using slates, and spacing letters and words 

using index and middle fingers have been used in each lesson for the 

improvement of the writing ability of the CSWD.  

viii. Classroom trial: William (2012) defines classroom trial as a stage during the 

study when the practicability, effectiveness and efficiency of the approach are 

studied in the classroom setting. In this study, classroom trial refers to a stage 

during the prototyping when the practicability and effectiveness of the 

ILMIWA are tested in the classroom. The ILM were tested twice whereby the 
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first one aimed at checking the time, application of teaching and learning aids, 

ability of the children to participate in group discussion, response of children 

to homework, teachers’ perception on the designed intervention and to check 

children’s writing improvement. The second classroom trial enabled the 

researcher to study the impact of the inputs incorporated in the materials 

during the first classroom trial. 

ix. Prototype: According to Nieveen (2010) prototype is a preliminary version 

of the whole or a part of an intervention before full commitment is made in 

construction and implementation of the final product. In this study, a 

prototype is the preliminary version of a few lessons from the ILMIWA 

before full commitment is made to design and implement the full fledged 

final product.  

1.10 Organisation of the Study 

This study is organized into six chapters. The first chapter presents the background 

and context of this study. The second chapter deals with literature review on the 

concepts of writing difficulties among the school children in which the theory of 

Social Constructivist and Motor Learning are discussed. The chapter also discusses 

the intervention programme followed by other empirical studies related to writing 

difficulties. The third chapter describes the methodology used in this study. The 

research findings of the study are presented in chapter four while the discussion is 

presented in chapter five. Finally, the summary of the study, conclusion and 

recommendation are presented in chapter six. 
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CHAPTER TWO 

LITERATURE REVIEW 

2.0 Introduction 

This chapter presents the review of literature on basic issues related to the study on 

the improvement of writing ability of the children with susceptible writing 

difficulties. In order to have a clear insight of the writing ability and what was 

considered to improve the writing ability of the children with susceptible writing 

difficulties, the review is organized into the following themes; the theoretical 

framework of the study, writing ability and its importance, models of writing 

development and factors for poor writing ability. Other themes are; patterns of errors 

committed by CSWD, strategies for teaching writing skills to CSWD, design of 

intervention programme, empirical studies and synthesis of the literature review. The 

chapter ends with the conceptual framework of the present study. 

2.1 Theoretical Framework of the Study 

In order to understand the concept of writing difficulty and the way it can be 

corrected by the teachers in primary schools, the present study reviewed theories 

related to the improvement of writing ability among the CSWD. The present study is 

grounded in Social Constructivist Theory (SCT) and Motor Learning Theories 

(MLT). These theories were used to guide the process of designing the ILMIWA and 

explain the way children learn to write. Writing is influenced by the child’s prior 

knowledge, child’s motor ability and inputs from the knowledgeable others as well 

as the context in which a child learns. In this aspect, the process of learning to write 

requires the interaction between the children themselves, the children and teacher as 

well as having children practise in an appropriate environment with the application 
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of the tools like pencil and paper. Thus, having realized the importance of SCT and 

MLT and their applications in learning to write, the study was therefore guided by 

the theories elaborated below. 

2.1.1 Social Constructivist Theory (SCT) 

The Social Constructivist Theory emerged from the works of Lev Vygotsky (1986) 

during the early 20th century. The Constructivist Theory is the basis of implementing 

child-centred approach (CCA) in teaching and learning process (Taber, 2011). The 

theory argues that learning is a situated, social and collaborative activity in which 

learners are responsible for constructing their own knowledge (Vygotsky, 1986). 

This means that in constructivism, new learning depends on the learners’ prior 

knowledge. The constructivists believe that, learners come to the learning situation 

with the existing ideas about various phenomena. Some of these ideas are unplanned 

and unstable while others are more deeply rooted and well developed. The prior 

knowledge and new information are connected by comparing, questioning, 

challenging, investigating and accepting or discarding the old information and 

beliefs in order to progress (Coopernstein & Widinger, 2004). Being active 

constructors of their own knowledge, learners ask questions, explore and assess what 

they know. Therefore, teachers are expected to understand the learners’ prior 

knowledge and concepts and guide learning activities to address the children’s ideas 

and build on them. 

SCT further asserts that the interaction between instructor, learners and tasks plays a 

fundamental role for learners to construct their own knowledge (Wertsch, 1985). In 

constructivism, learning is an active process in which new information is 

accommodated to develop representation and model of reality. Constructivism is 
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based on the principle that through active learning activities, learners discover and 

construct their own knowledge and understanding (Taber, 2011). The learners make 

deliberate efforts to make sense of the information that comes to them, by 

manipulating, discovering and constructing knowledge to fit in their experience. 

Constructivism puts teaching on the learners’ own effort towards understanding at 

the centre of learning. Therefore, learners either individually or socially, construct 

meaning as they learn (Amineh & Asl, 2015).  

An essential belief of Vygotsky’s (1986) theory is the assertion that each person has 

an individual range for potential cognitive development known as the Zone of 

Proximal Development (ZPD). In social constructivism, the goal of educators is to 

promote work that falls within the learner’s ZPD and that it extends the learner’s 

area of self-regulation by drawing them into challenging but attainable areas of 

problem solving (Lantolf, 2000). This implies that the learners learn according to 

their learning endowment but they learn more as they interact with the more 

knowledgeable and experienced peers or people. 

The interaction between the learners and more knowledgeable people support 

learners to develop from their lower levels of thinking to higher mental functioning. 

The support learners receive from their lower to higher mental functioning is 

referred to by social constructivists as scaffolding (Taber, 2011). Scaffolding is well 

noticed in learning situations when the teacher provides learning assistance to 

children as they share views on a given task such as writing. To ensure effective 

scaffolding in learning, the teacher should know the learners’ knowledge needs for 

the task in order to provide appropriate feedback (Thompson, 2009). This knowledge 

assists the teacher in providing the right amount of knowledge at the required time; 
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the more the learner fails to grasp what is required, the more help is given, and the 

more the learners understand the task, the more opportunity is given and the help is 

reduced or completely withdrawn (Thompson, 2009). Well (1999) illustrates clearly 

on scaffolding especially in relation to learning to write. Well’s illustration portrays 

that in learning, the learners act first on what they can do on their own. Thereafter, 

they can do with the assistance from the more knowledgeable people such as 

teachers when they face difficulties. They learn the new task based on what they 

were doing independently and learn more as they interact with peers and teachers 

through practises and feedback. This means that the teacher is supposed to offer 

teaching with mediation so that children who fail to cope with their peers in learning 

can improve their ability to learn, consequently, decrease the risk of being CSWD. 

Finally, learners can learn on their own while the peers and teachers’ assistance is 

slowly withheld.  

In short, the SCT follows the procedures in providing teaching and assessment. 

These procedures include first, the teacher pre-tests the children to provide a 

measurement of skills on a task to establish a baseline. Second, the teacher teaches 

and scaffolds while the children work on corresponding task. Third, a post-test is 

provided to the children to measure their improvement skills on the task. Fourth, the 

teacher compares the pre-test and post-test measurements to establish the learners’ 

ZPD (Vygotsky, 1986). This approach provides opportunity for the teacher to give 

and for the children to receive feedback based on the performance (Swanson, 2001). 

Therefore, the designed intervention programme for improving writing ability in 

CSWD by using CCA has been in line with Vygotsky’s (1986) theory. 
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The SCT is very important in teaching writing to children as it demonstrated that it 

recognizes the teaching and learning through its putting emphasis on the teacher and 

children or children and children’s relationship in learning. In this theory, teachers 

are interpreted as learners through the process of relationship and this is a significant 

change in the notion of teaching from the traditional view to a participatory view of 

teaching (Kyungsoon, 2000). That means, the interaction between teachers, peers, 

parents and materials during teaching and learning process, enables children to 

become active in knowledge construction. This theory has proven to be successful 

due to the scaffolding of lessons and tasks. The process of scaffolding formed a 

better relationship between the teacher and learners whereby the former was seen as 

a facilitator whose main objective was to assist them in their learning processes 

(Thompson, 2009; Kuek, 2010). Furthermore, constructivism promotes social and 

communication skills by creating a classroom environment that emphasizes 

collaboration and exchange of ideas. The learners must learn how to articulate their 

ideas clearly as well as to effectively collaborate on tasks by sharing the activities in 

groups. The learners must therefore exchange ideas and so must learn to "negotiate" 

with others and evaluate their contributions in a socially acceptable manner.  

On the contrary, SCT has been identified with some weaknesses. According to 

Kozulin (2003), the SCT considers that more knowledgeable person like a competent 

teacher is important for learning. However, it is not the competence per se of the 

more knowledgeable person that is important; rather, it is the understanding of the 

meaning of that assistance in relation to a child’s learning and development. 

Moreover, this theory insists that learning occurs as a result of social interaction. 

However, in some circumstances, learning occurs depending on the individual’s 

willingness to learn. Therefore, social interaction may not help by itself to make the 
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individual learn. Conversely, learning can only occur if the individual is willing to 

learn through social interaction. Notwithstanding its weaknesses, SCT seems to be 

suitable in this study which deals with designing, developing and evaluation of an IP 

for CSWD in Tanzanian primary schools. Likewise, Social Constructivist Theory by 

Vygotsky has been used in and outside Tanzania in studies which deal with 

designing, developing and evaluation of IP (Kuek, 2010; Kumburu, 2011), 

curriculum materials (William, 2012; Kibga, 2013) and coaching programme 

(Gabrieli, 2013). 

Relevance of the social constructivist theory to this study 

Social Constructivism Theory supports the role of social interaction and children’s 

active construction of knowledge which strongly relates to CCA. The continued 

interaction between the teacher and children in the learning environment may help 

the school children gain more control over their learning and reduce dependence on 

the adults (Glynn, 1985). Thus, for the child/children to develop writing skills, 

teaching and learning processes should be organized in a way that it enables children 

to interact among themselves and with the learning materials. More importantly, 

there should be a constant interaction between children and their teacher(s). 

Therefore, it was clear that the interaction encouraged through working together 

enabled the children to participate in a more complex learning like learning to write 

compared with working independently. Providing children with the opportunity to 

work together in task accomplishment can help them discover the important 

knowledge they have which is unlikely to be accessed through any other means. It 

can also enable them to recognize their potential, including what they may have 

reasoned themselves incapable of doing while in fact they could do it with a little 
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encouragement from other children. Thus, it is through interaction that the child’s 

writing abilities are raised.  

Furthermore, the SCT is vital to this study due to scaffolding during the lessons. In 

order to improve the writing ability, there should be the relationship between the 

teacher and children. Both the teacher and children should share knowledge and the 

responsibility for the writing task completion. The role of the teacher is to offer the 

guidance and lead the children to successfully understand the writing task. In this 

stage, both the teacher and children work closely so that knowledge should be 

transmitted to the children through their active participation. In Vygotskian theory, 

the teaching here is not directed at what the learners know and are capable of doing, 

but on using their background knowledge through their collective contributions and 

the teacher’s mediation to guide them towards the targeted knowledge. Moreover, 

the teacher provides support (scaffolding) while at the same time continues to 

monitor children’s progress during their task accomplishment to check how far they 

have grasped the knowledge and what challenges they still face. In the present study, 

this was achieved through classroom activities such as group discussions, group 

presentations and classroom exercises.  

Finally, the gradual removal of the teacher’s assistance should be applied. This 

occurs when the teacher believes that the children have acquired the targeted 

knowledge and skills and that they can perform the writing tasks successfully 

without his/her help. The assumption here is that children have internalized the 

knowledge and are no longer in need of the teacher’s assistance. In the present study, 

this was assessed through the homework as Cooper (2007) noted that homework help 

the children to be more independent in problem solving. Conversely, it was also felt 
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that this theory did not address the issue of motor learning which is important in 

learning to write. Therefore, for the aspect of learning to write, the principles of 

motor learning theories were considered significant, particularly the principle of 

practice which was considered important in improving the writing ability among the 

CSWD.  

2.1.2 Motor Learning Theories (MLT) 

Motor learning has been recognized as a key concept since 1970s with its root in 

physical education and sports (Zwicker & Harris, 2009). In the 1980s, motor 

learning was applied in the field of neurological rehabilitation for adults with stroke 

problem (Krakauer, 2006). With time, motor learning has formed the foundation for 

treating children with developmental coordination disorder (Niemeijer, et al. 2007). 

In explaining the concept of motor learning, different theories have been used and 

these have been working together. In this study, three theories were reviewed 

namely: Closed-loop Theory, Schema Theory and Dynamic Systems Theory (DST). 

These theories are briefly explained in the following paragraphs:  

The Closed-loop Theory of motor learning was developed by Adams (1971) who 

proposed that sensory feedback is required for learning motor skills. Adams 

explained that memory trace initiates for the learning with repeated practice while 

being modified by perceptual trace (Zwicker & Harris, 2009). However, the theory 

was refuted due to the fact that motor learning is possible without sensory feedback 

and it is indicated that practice is important in supporting motor learning (Schmidt & 

Lee, 2005). On the other hand, Schema Theory was proposed by Schmidt (1975) to 

address the weakness of Closed-loop Theory. The Schema Theory is also known as 

an open-loop process for motor learning. The Schema Theory states that 
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performance of motor skill is guided by three things: generalized motor programmes 

(GMP), recall schema and recognition schema.  The GMP is the basic form of 

movement which is adjusted by the recall schema and evaluated by the recognition 

schema (Zwicker & Harris, 2009). However, the Schema Theory does not explain 

how GMP is initially formed. The last theory of motor learning which is explained in 

this study is the Dynamic System Theory (DST). This theory which was developed 

by Ester Thelen in the 20th century (Miller, 2002) views motor learning as a result of 

interaction of the person, task and environment (Thelen, 1989). The DST proposes 

that no single sub-system is more important than the other in the learning process. 

Therefore, teachers need to consider all the aspects of the task, person and 

environment when helping a child in learning new motor ability like writing. The 

three theories depend on each other when explaining motor skill acquisition as each 

theory offers an important contribution in understanding how motor skills like 

writing are learned (Zwicker & Harris, 2009).  

In practice, Zwicker and Harris (2009) maintain that from motor learning theories, 

four principles were proposed to guide the motor learning: stages of learning, types 

of tasks, practice and feedback. The stages of learning as one of the principles in 

MLT were developed and explained by Fitts and Posner (1967). According to Fitts 

and Posner (1967) there are three stages of motor learning namely: cognitive, 

associative and autonomous. During the cognitive stage, an individual may have a 

general idea of the task but might not be sure how to perform that task. Cognitive 

strategies are needed to guide motor behaviour, such as concentrated attention to 

task is required. Performance during this stage is likely to be highly variable with a 

large number of errors. The second stage of learning is the associative stage. In this 

stage, skills become more refined with practice, resulting in greater consistency of 
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performance and fewer errors. Automaticity of motor learning is the third stage. At 

this stage, the child can be able to work independently and little cognitive effort is 

required to execute motor skill. Automaticity is evident when a motor skill can be 

performed while engaging in another task, such as a child writing while 

simultaneously processing auditory information and cognitively composing.  

Types of tasks is another principle in learning motor skills. The children’s success in 

their learning is determined by types of tasks and the nature of the environment in 

which such tasks are carried out (Zwicker & Harris, 2009). It is suggested by the 

theories of motor learning that for children to improve their learning, the task 

provided should be similar to the required exercise (Sudsawad, Trombly, Henderson 

& Tickle-Degnan, 2002; Asher, 2006). However, the identified stages of learning 

and type of tasks can have little contribution to the improved learning if practices are 

ignored. Practice is one of the most important factors in improving handwriting 

(Hoy, Egan & Feder, 2011) and is a key principle of motor learning theory (Zwicker 

& Harris, 2009). Having an adequate amount of practice is vital to producing 

meaningful gains in motor skills. Practice therefore, is significant in motor learning 

because it is through it that the acquisition of complex motor tasks can be achieved 

by children (Asher, 2006).  

The feedback is the last principle of MLT. This principle is important for both the 

trainer and trainee in determining the extent to which the learning purpose has been 

achieved. The feedback may be intrinsic or extrinsic (Zwicker & Harris, 2009). 

Intrinsic feedback primarily stems from the sensory system. Extrinsic feedback 

comes from external sorces, such as teacher in this context to improve the writing 

ability.  The feedback can be achieved when the activity is being performed, right 
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after the activity, at the completion of activity or after a delay (Schmidt & Lee, 

2005). The feedback received during the learning exercise helps the children 

(trainees) and teachers (trainers) provide the knowledge of results and performance 

for the improved future learning. From the above explaination based on the 

principles of MLT it is vital to consider all the principles of MLT when helping a 

child in learning the new motor ability like writing. 

Relevance of the motor learning theories to this study 

From Motor Learning Theories, four principles namely stages of learning, types of 

tasks, practice and feedback were proposed to guide the motor learning. These 

principles were essential during designing and developing the ILMIWA of the 

CSWD. The stages of learning namely cognitive, associative and autonomous were 

considered and used during the intervention. The cognitive stage of learning allowed 

the researcher to prepare the materials which gave chance for the children to reason 

and create the knowledge under the teacher’s guidance. Moreover, the ILM allow the 

CSWD to associate their prior knowledge with the new learned knowledge. The use 

of prior knowledge helped the children to learn easily the new knowledge.  

Furthermore, the individual activities included in the materials help to identify the 

ability of the child to work independently in writing. At this stage the teacher may 

use dictation to assess the ability of the child to write. The ability to write 

independently allows the child to concentrate on spelling and other writing skills like 

space between letters, syllables and words, alignment, letter size and punctuation. 

Besides, the exercise and homework provided to the CSWD considered their level of 

understanding. That means the activities matched with the ability of the children 

which allowed them to actively participate in learning.   
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Moreover, the MLT are essential in this study due to the principle of practice. The 

principle of practice helped the researcher to prepare different activities of writing 

for creating the chance for the CSWD to practise. During the teaching and learning 

process, the principle of practice was used as a basis for practising writing letters, 

syllables, words and sentences. The CSWD got an opportunity to write on slates 

before writing in their exercise books. Therefore, in practice, the children should be 

given tasks to work on so as to practise what they have learnt in their class. The 

practice is important as it will among other things, strengthen the learnt knowledge 

and skills for the children hence making them recall the learnt materials easily.  

The principle of feedback was also important in this study. During the teaching and 

learning process, the feedback was used as a basis for proceeding with another task 

or continue to support the children so as to strengthen their ability on same task. 

Therefore, giving them tasks to work on provides the feedback on whether the 

learners are progressing or require extra care (scaffolding). 

2.2 Writing Ability and its Importance 

The writing ability can be defined depending on the teachers’ own experience and 

their belief on writing, the context of language or pedagogical approaches to the 

teaching of writing. According to Yi (2009), there are three approaches to the 

teaching of writing which are product-based, process-based and reader/genre-based. 

Therefore, in defining the writing ability, it is advised that any of the approaches 

needs to be chosen depending on various factors such as the students’ levels of 

proficiency and philosophy of writing.  

Product-based approach is favoured by the teachers whose students are just 

beginning to make sentences and also believe that writing should be dealt with in 
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terms of grammatical correctness at sentence level (Yi, 2009). On the basis of 

product-based approach, writing ability is defined as the ability to adhere to style-

guide prescriptions concerning grammar, arrangement and punctuation (Nunan, 

1999). Those who focus on the expression of ideas tend to follow the process-based 

approach whereas in this approach, writing ability is defined as the ability to initiate 

and evolve ideas and then use certain revising and editing practices to develop them 

to maturity in a given context (Hyland, 2002). Teachers whose students are at 

advanced level are likely to adopt reader/genre-based approach. In this approach, 

writing ability refers to the ability to perform writing tasks for a given purpose, 

satisfy a given community discourse with regard to the structure and content of the 

discourse and communicate functionally (Hyland, 2002). In addition to considering 

the approaches to the teaching of writing, Yi (2009) recommended that, there is a 

need to consider other factors like general and specific objectives of the curriculum, 

general educational policy and the unique characteristics of learners in a given 

context when defining writing ability.  

Mercer and Mercer (1993) portray writing as a highly complex form of 

communication. It is both a skill and means of self-expression. The writing process 

integrates and depends on visual, motor and conceptual abilities. Farris (1993) 

describes writing as a demanding but valuable skill which involves transforming 

thoughts and ideas into meaningful words and sentences. This skill is very essential 

in and out of school life, and is required to be taught clearly to the children at early 

classes. In school life, writing is perceived in two ways: learning-to-write writing 

and writing-to-learn writing. According to Harn (2002), learning-to-write writing 

means learning the mechanics of writing that is, the system of writing, the alphabet, 

the physical forms of letters, spellings and punctuation. On the other hand, writing-



38 

to-learn writing is defined as the use of language such as English or Kiswahili more 

expressively and creatively as a means of communication and of furthering the 

learning to write (Harn, 2002). This means that, writing-to-learn writing is also used 

in the learning of other subjects. For instance, in the case of Tanzanian public 

primary school, Kiswahili is the medium of instruction in Mathematics, Science, 

Social-studies and other subjects. In other words, all the writing done in those 

subjects will be in Kiswahili. Nevertheless, the focus of the present study was to 

teach the children how to specifically write in Kiswahili and not to use Kiswahili to 

express the content in other subjects. That means, the study intended to teach the 

CSWD in early classes to improve their writing ability so as to make it help them in 

dealing with other subjects in the future. 

In fact, children need to be supported early enough in acquiring the writing skills. 

This is because, this skill is important in and out of the school life. According to 

Høien and Lundberg (2000), reading and writing are vital to every education 

stakeholder. Therefore, teachers especially in the lower classes should commit 

themselves to seeing that every child is able to write before he/she advances into the 

upper classes (Kalanje, 2011). Thus, it is essential for the children to be able to 

write, since much of the learning in school depends on information delivered 

through the written word. For instance, Crouch and Jakubecy (2007) state that at 

school, children are supposed to write notes, for that reason, they should be taught 

handwriting skills. Høien and Lundberg (2000) state that writing is one of the very 

important skills in school because what learners learn in other subjects depends upon 

their ability to read and write.  
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The UNESCO (2005) regards literacy in general and writing skill in particular as 

important in enhancing children’s education. Moreover, ADEA (2012) has noted that 

the research from around the world has confirmed that reading and writing are 

fundamental to success in the formal education system. The World Bank’s education 

strategy statement for 2020 in ADEA (2012) has also noted that, quality teaching in 

primary years is critical for giving students the foundational literacy (reading and 

writing skills) on which lifelong learning depends. Odora-Hoppers (2009) describes 

literacy in general and writing in particular as the key element of lifelong learning in 

its lived context. Odora-Hoppers (2009) insists on the various links between literacy 

and citizenship, cultural identity, socio-economic development, human rights and 

equity. From this section, one can conclude that literacy and particularly writing are 

fundamental in the school context.   

2.3 Models of Writing Development 

The development of writing skills is a product of both biological and environmental 

factors, in which the environmental factors in education combine the home and the 

school (Siegel & Brayne, 2005; Kumburu, 2011). This development is explained 

through different models. The models explaining writing development have been 

drawn from the models of reading development. The model by Frith (1985) 

describes that writing is composed of the three stages of development namely 

logographic, alphabetic and orthographic stages. The logographic stage is the initial 

stage of developing the writing skill whereby the child uses symbols to practise 

writing different patterns of letters. In the alphabetic stage, the child learns to 

connect those patterns of letters to become letters. Then, the child combines letters to 

form syllables and later on words. Each letter in this stage is very important as the 

stage is also the writing stage. The model emphasizes that teaching is vital during 
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this stage when the child begins to understand and practise writing alphabets. The 

last stage is the orthographic stage. Here, the child combines the logographic and 

alphabetic stages to write words and thereafter joins words to get sentences and 

texts.  

Another model that explains reading and writing development is that of Høien and 

Lundberg (2000). This model was developed based on Frith’s model. The model is 

composed of four stages namely pseudo-writing, logographic-visual writing, 

alphabetic-phonemic writing and orthographic-morphemic writing. The pseudo-

writing stage corresponds to the logographic stage in Frith’s model. However, here, 

the child learns to write symbols as initial stage of learning how to write the patterns 

of letters first and slowly can be able to write the letters. In the logographic-visual 

stage, the child starts writing the patterns of letters that resemble the letters. In 

logographic-visual stage, the child starts to associate the written symbol with the 

letters. After the logographic-visual stage, the child proceeds with the alphabetic-

phonemic writing stage. In this stage, the child learns to form letters properly then 

combines them to form syllables and some words. The last stage in this model is the 

orthographic-morphemic. This is the highest stage whereby the child is able to write 

the word as an entity, followed by sentence and finally long text.  

However, other educators have identified three steps of writing which include letter 

pattern or pre-letter shapes, lettering and writing (Lukanga, 2012).  In pre-letter 

shapes, children practise how to draw different letter patterns which would later on 

become a base on writing different letters. Then, lettering in which children learn 

how to write single letters and the writing which children learn to join letters into 

syllables, words and sentences or longer text.  
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All the mentioned models can be applied in teaching children at early stage. The 

writing development models described are based on bottom-up approach 

demonstrating the development progresses from lower to higher stages. The stages 

begin with the simple process to a more complex one until the sentence is 

communicated or recorded to a visual medium (Treiman & Kessler, 2009). The 

writing development among the children at early stages has been found to be 

attached to further development of literacy skills (Torgesen & Rashotte, 1997; 

Schickedanz, 1999). Apart from the models developed by Frith and that of Høien 

and Lundberg on the development of writing skill of the children regardless of their 

abilities at early stage, there are other strategies which are also used to improve the 

writing skill. These strategies are explained in the following section. 

2.4 Factors Associated with Poor Writing Ability   

Nearly all children face writing problems in different ways, when they begin to learn 

writing. Most of them overcome the problems and master the skill, leaving a few 

lagging behind. These children have some kind of poor writing ability due to a 

variety of factors. This inability to write is associated with various factors including 

inadequate visual-motor integration, maturational delay of a neurological or 

perceptual nature, cognitive abilities and environmental factors (Kirk & Gallagher, 

1979; Maeland & Karlsdottir, 1991; Sovik, 1993; Westwood, 2008). Rubin and 

Henderson (1982) conclude that writing difficulties may be as a result of external 

factors which are environmental factors or intrinsic to the child.  

The environmental factors associated with poor writing ability include home and 

school environment. For example, a study by Sirin (2005) notes that, in developed 

countries, the child’s literacy skills and writing in particular are connected to the 
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socioeconomic situation. Kumburu (2011) states that, in most of the studies, the 

education of the parents and income level of the family have been used as indicators 

of the child’s literacy skills including writing. The studies conducted in Tanzania 

(Ngorosho & Lahtinen, 2010; Ngorosho, 2011) also relate the home environment 

and child’s reading and writing skills. Ngorosho (2011) found that the fathers’ and 

mothers’ education, house wall material, light source, and the number of books for 

school subjects in the homes are the key indicators for the child’s reading and 

writing ability.  

Apart from the home environment, in Tanzania, there are other reasons for poor 

writing ability related to the school environment which is the focus of this study. The 

shortage of learning materials like books is another reason for poor writing ability. In 

the primary school, children share books by the ratio of 7:1 that means, one book is 

shared by seven children and in some subjects, the ratio is even higher (Rajani, 

2009). With this big ratio of children-books, it seems that children are struggling in 

using them. 

A big number of children in the class is another factor for poor writing ability. 

UNESCO (2005) and Abagi and Sifuna (2006) show that classrooms designed for 45 

children accommodated 80 to 120 children. As a result, this number of children leads 

to overcrowded classrooms with effects to teaching and learning resources such as 

shortage of desks. The studies show that the pupil/desk ratio is 5:1, which means one 

desk is shared by five children instead of three as per national standards (Rajani, 

2009). This number of children per desk shows that children are struggling in having 

a space and therefore, there is a possibility of writing poorly. 
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Moreover, poor writing ability is associated with poor teaching/learning methods. In 

most of the Tanzanian schools, literacy skills including writing are taught through 

the talk and chalk methods or lecturing with children copying notes from the 

chalkboard with very little meaningful practice of writing skills (Hakielimu, 2007; 

Rajani, 2009; UWEZO, 2010). The mentioned methods force the children to use rote 

learning for the purpose of passing the examinations. As a result, children forget 

what they have learned within a short time. This means that not all methods of 

teaching lead to good results (Westwood, 2008) but the children can be helped by 

using the methods such as group discussion which allow them to participate and 

practise what they have learned. 

Poor writing ability also, may be intrinsic to the child.  When it is within the child, it 

is referred to as dysgraphia. Dysgraphia is associated with inadequate visual-motor 

integration, maturational delay of a neurological or perceptual nature and cognitive 

abilities (Maeland & Karlsdottir, 1991; Sovik, 1993). Therefore, as dysgraphia is 

seen to be intrinsic to the child, it can be said that it is a type of learning disability 

that affects writing abilities (Meese, 2001). However, there is no specific agreement 

about what exactly causes dysgraphia. For that reason, the term dysgraphia is not 

widely used in schools due to the fact that there is no consensus in the field on 

definition and identification process for dysgraphia (Crouch & Jakubecy, 2007).  

Referring to the mentioned factors, it can be summarized that poor writing ability 

can be either extrinsic or intrinsic to the child. As one way of addressing the writing 

skill problems in CSWD in early classes in primary schools, the emphasis is put on 

extrinsic factors specifically improving the method of teaching through the designed 

ILM.  
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2.5 Patterns of Errors Committed by Children with Writing Difficulties  

Several researchers have attempted to list the types of errors committed by primary 

school aged children with writing difficulties. For instance, the research by Jordan 

(1977) notes the presence of several write-over and incomplete erasures with few 

recognizable letter or word forms. In addition, Jordan (1977) lists a set of writing 

errors including letter formation errors, reverses, rotations, broken letters with 

scattered strokes, poor alignment, omissions of letters and syllables, letter or word 

overlaps and capital-lower case confusion. 

In the same line, Critchley and Critchley (1978) mention several features of writing 

difficulties which include: deformation of letters, reverses and rotations, frequent 

erasures and cross-outs, poor alignment, inordinate gaps between successive words, 

irregular spacing with clustering of letters, large letter size, strange fusions 

connecting one letter to the next, misuse of punctuation, lack of paragraphing, 

intrusion of upper case letters within the body of the word and many spelling errors 

including letter omissions, substitutions and additions. Additionally, children with 

writing difficulties are slower printers when compared to other children. 

On the other hand, the study by Hamstra-BIetz and Blote (1993) note that, the 

handwritings of children with writing problems are irregular, unsteady and 

characterized by sudden changes in the direction and size of letters. Moreover, the 

writing of these children has more ambiguous letter forms, poor alignment, 

inadequate spacing between words, acute letter turns and inconsistent letter sizes. 

Malloy-Miller, Polatajko and Ansett (1995) found the handwriting of children with 

writing difficulties to contain: many letters overshooting and undershooting the line; 

spacing between words which is either too small, too large or completely 
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nonexistent; overlapping letters within words or letters which are too far apart; 

improper closure of letter parts; poor line quality with angulations in curves or with 

straight lines containing waves and the whole or part of letters being too big or too 

small.  

Moreover, children with writing difficulties tend to spend little time in writing 

process but they tend to focus on handwriting, spelling, punctuation and 

capitalization (Graham, 2006). The study by Ngorosho (2011) shows that the 

children made errors of omission, addition and substitution of letters in root 

morphemes. On the other hand, Koutsoftas and Gray (2012) describe that students 

with writing difficulties face difficulties when forming the letters or when 

connecting their mind to writing.  

Generally, there are different types of errors done by children with writing 

difficulties. These  include: spacing (over spacing, irregular spacing and under 

spacing), letter overlap, letter-form errors, alignment, letter reverses, broken letters, 

rewrite or overwrites, spelling errors (substitution, addition and omission) as well as 

upper and lower case confusion. Most of the errors mentioned by different scholars 

were also identified during the preliminary study in 2013 (see section 1.1.2). 

2.6 Strategies for Improving Writing Ability 

Different strategies have been proposed by different scholars to assist learners with 

and without writing difficulties. For example, Graham, Harris and Larsen (2001) 

describe six principles as strategies to prevent writing difficulties and build writing 

skills. These strategies are provision of effective writing instruction from the 

kindergarten, tailoring instruction to meet the individual needs, intervening early, 

expecting that each child will be learning to write, identify and address roadblocks 
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to writing as well as employing technology.  

Moreover, writing skill can be improved through multisensory approach. The theory 

of sensory integration, developed by Ayres (1972), hypothesizes that learning is 

dependent on the ability to take in and process sensory information. The intervention 

based on the principles of sensory integration hypothesizes that increasing sensory 

input through meaningful activity will improve the ability to process sensory 

information and therefore enhance learning (Bundy & Murray, 2002). Handwriting 

intervention that integrates a sensory integrative approach employs a variety of 

sensory experiences, including visual, auditory and kinesthetic which encourage 

sensory integration and affect the quality of motor output, such as improving 

legibility of written letters (Amundson & Weil, 2001). Multisensory approach has 

been used successfully with the learners who have spelling problems. The learners 

can use their senses in acquiring the spelling of words they choose to learn. Writing 

the words from memory is emphasized in order to reduce misspelling through 

multisensory approach. 

Another strategy to improve writing ability is through cognitive intervention. In this 

strategy, a number of approaches such as self-instruction, modelling and imitation, 

guided practice, and self-evaluation are employed to improve writing. Meichenbaum 

(1977) developed a self-instructional technique which uses five steps. These steps 

include: adult models a task while talking out loud (cognitive modelling), child 

performs the task while adult provides instructions out loud (overt, external 

guidance), child performs the task while verbalizing instructions (overt self-

guidance), child performs the task while whispering instructions (faded, overt self-

guidance) and the last one is the child performs the task using private speech (covert 
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self-instruction). However, evidence suggests that multisensory approaches to 

teaching handwriting may be more effective for children in their second year of 

school than cognitive approaches (Zwicker & Hadwin, 2009). 

Graham, Harris and Fink (2000) propose four activities as strategies for improving 

handwriting ability among first grade children. These activities include: alphabet 

warm- up, alphabet practice, alphabet rockets and alphabet fun. In alphabet warm-

up, students learn the letters of the alphabet, identifying, sequencing and naming 

them. The alphabet practice focuses on letter formation and it comprises five stages 

namely modelling, imitation, discussion, practice and self-evaluation. Moreover, the 

alphabet rockets involve copying words and sentences that contain multiple 

instances of each of the learned letters. The last activity is the alphabet fun. In this 

activity, the child learns how to write one of the letters in the unit in an unusual way. 

For example, long and tall, or short and fat, or uses a given letter as part of a picture 

such as turning an "I" into a butterfly or an "s" into a snake. All of the mentioned 

strategies focus on handwriting practice consisting of copying, not creating letters, 

words and sentences. 

Spelling is one of the important things to be considered when writing. It is not a big 

problem when learning to write in the language such as Kiswahili because it belongs 

to the transparent languages (Kumburu, 2011). Other transparent languages include 

Finnish, Dutch, Spanish (Holopainen, Ahonen & Lyytinen, 2000) and Greek 

(Papadopoulos, Spanoudis & Kendeou, 2009). Learning to write in transparent 

languages such as Kiswahili is easier than in English and French, due to the 

orthography between written and spoken language (Mazrui, 1995). The Kiswahili 

language like other transparent languages has a consistency between graphemes and 
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phonemes, which means a one-to-one correspondence between spoken and written 

orthography (Kumburu, 2011).  

The spelling problems may be experienced by the learners due to a number of 

reasons such as trouble recalling sounds of correct letters, difficulty in determining 

the sequence of sounds heard in a word, trouble recalling typical orthographic 

patterns or trouble recalling irregular spelling patterns. These problems can be 

overcome through a set of intervention programmes such as the whole word 

approach. This approach requires the student to memorize the overall letter patterns 

of individual words rather than attending to the sounds and syllables within the 

word. Another approach is linguistic approach to spelling. This uses word families 

(for example, brought, sought, thought) and also it groups meaningful speech units 

into a systematic instructional approach (for example, adding common prefixes or 

word ending to stems: un-, dis-, -s, -ed, -ing etc.). Arranging words by their common 

spelling patterns has been found to be a beneficial instructional method (Lovitt, 

1975). This is because, it enables the students with learning difficulties to generalize 

these word forms more rapidly to others that follow the same orthographic patterns. 

The other strategy to deal with spelling problem is through proofreading. 

Proofreading is encouraged as it helps to reduce spelling mistakes after writing. 

2.7 Intervention Programme  

Intervention is the process of providing specialist support services for a person or 

group of persons who need them. This term may be used in slightly different ways 

across different contexts. In the educational context, intervention is described as a 

strategy used to teach a new skill, build fluency in a skill or encourage a child to 

apply an existing skill to new situations or settings (Methe & Riley-Tillman, 2008). 
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In school contexts, the intervention becomes useful to the learners when it starts 

during the early grades rather than applying it to the learner at the time of 

completing the school (Dilshad, 2006). The early intervention helps the children to 

learn and communicate properly when in social contexts (school and home) and 

perform better in their examinations and graduate with higher level of achievement.  

According to Heward (2013), intervention may be provided in three ways: 

preventive (keeping possible problems from becoming serious), remedial 

(overcoming the problem through training or education), or compensatory (giving 

the individual new ways to deal with the problem). In this study, the intervention is 

remedial in nature. 

According to Nieveen (2010), there are four criteria for high quality interventions: 

The first criterion is the relevance or content validity of the intervention. Here, the 

intervention and its design are based on the state of art (scientific) knowledge. The 

second criterion is the consistency or construct validity of the intervention. For the 

intervention to function properly, it should be logically designed. The third criterion 

is the practicability of the intervention, the intervention is expected to and should be 

usable in the settings for which it has been designed and developed. Lastly, 

effectiveness of the intervention, where it is expected to result in desired outcome. 

Effectiveness is met when the target users have had an opportunity to use the 

intervention in the target setting. All these criteria must be met at the end of the 

project or programme and each iteration focuses on one or two mentioned criteria. In 

order to meet these criteria, it is suggested that there should be intervention to 

undergo the developmental research stages.  
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Developmental research is explained in many ways by different researchers; 

however they all acknowledge that it consists of three main stages namely 

preliminary investigation, prototyping and assessment phase (Plomp, 2007; Plomp, 

2013). These stages play a significant role in refinement of prototype until the final 

prototype is obtained. Preliminary investigation is the first stage of the 

developmental research whereby the researcher identifies and analyses the 

educational problem. It involves the needs and content analysis, review of literature 

and development of a conceptual framework or theoretical framework for the study. 

The second stage is prototyping. Prototype is a preliminary version of the whole or a 

part of an intervention before full commitment is made to construct and implement 

the final product (Nieveen, 2010). Nieveen (1999) and McKenney (2001) explain 

that teachers cannot work effectively without materials that have been well designed 

and prototyped. Prototyping stage consists of iterations, each being a micro cycle 

with formative evaluation as the main research activity intended to improve and 

refine the intervention. The last stage is the assessment. The effectiveness of any 

intervention is done at this stage. This stage is known as the semi-summative 

evaluation done to conclude whether the solution or intervention has met the pre-

determined specifications. This stage often results in recommendations for 

improvement of the intervention, hence it is called semi-summative. 

Formative evaluation is a process of uncovering shortcomings of an object during its 

development process in order to generate suggestions for improvement (Nieveen, 

2010). This is a systematically performed activity which includes research design, 

data collection, data analysis and reporting. It aims at improving quality of a 

prototyping intervention and its accompanying design principles. For that reason, 

formative evaluation is an important feature of each prototyping approach and 
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therefore, each design research project. It provides insight in the potentials of the 

intervention and its key characteristics. The results of the formative evaluation give 

ground for both improving the prototype of the intervention towards a high-quality 

final deliverable and sharpening of the underlying tentative design principles 

towards an elaborated set of design principles (Nieveen, 2010).  

Summative evaluation is a process of checking the effectiveness of the intervention 

(Nieveen, 2010). This evaluation enables the designer of an intervention to get 

evidence that supports the decision of either to continue or terminate the project. In 

assessing the effectiveness of the intervention during summative evaluation, methods 

like quasi-experiments, surveys and accompanying case-studies are commonly used 

(Nieveen, 2010).  

2.8 Review of Empirical Studies 

This study intended to improve the writing ability of the CSWD. In order to do this, 

the researcher designed the ILM by adopting the developmental research strategies. 

Therefore, the empirical studies in this study focused on writing skills among the 

school children, intervention for writing difficulties and studies on developmental 

researches.  

2.8.1 Studies on Writing Skills and Intervention Programmes for Writing 

Difficulties 

Different studies conducted worldwide and Tanzania in particular focused on writing 

skills and intervention programmes for writing difficulties. However, most of the 

studies on intervention programmes for writing difficulties have been conducted in 

developed countries. An effort has been made to present a review of the relevant 

literature which are likely to have a direct or indirect bearing on this study. Some of 
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these studies are presented in the following paragraphs.  

The study by Berninger, Vaughan, Abbott, Abbott, Rogan, Brooks, Reed and 

Graham (1997) compare the efficacy of five different approaches to handwriting 

instruction. These instructional approaches are motor imitation, visual cues, memory 

retrieval, combination of visual cues and memory retrieval and the last is copy and 

control. The students who received handwriting instruction that included visual cues 

and memory retrieval performed significantly better on printing accuracy. The 

students who received instruction on letter copying and word copying demonstrated 

significant improvements in handwriting quality compared to students from the other 

instructional conditions.      

Graham, et al. (2000) conducted a study on the impact of intervention activities on 

handwriting instruction. These activities included Alphabet Warm-Up (2 minutes), 

Alphabet Practice (6 minutes), Alphabet Rockets (5 minutes), and Alphabet Fun (2 

minutes). During the Alphabet Warm Up, children learned the name of each letter, 

matched the letter name with the appropriate letter and practised producing letters in 

the context of the alphabet sequence. During Alphabet Practice, the instructor 

modelled how to form letters by tracing target letters and discussing how to form 

letters verbally.  

The children also practised independently tracing and writing target letters with 

numbered arrow cues and then on regular line paper. During practice activities, the 

children were instructed to say the name of letters and circle their best-written letter. 

As the handwriting instruction progressed, children also practised writing words. 

Whereas Alphabet Practice emphasized letter formation and skills related to 

accuracy, Alphabet Rockets targeted handwriting fluency. The children were asked 
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to copy a sentence (26 to 34 letters long) that included several instances of the target 

letters for a particular unit. They were required to copy the sentence quickly without 

making mistakes for a period of three minutes.  

Finally, the Alphabet Fun activity focused on manipulating letter forms. Overall, the 

results comparing the supplemental handwriting instruction to a control condition in 

which students received phonological awareness instruction indicated that the 

handwriting instruction of this nature was causally related to learning how to write. 

In other words, the children who received such handwriting instruction outperformed 

children who received the supplemental phonological awareness instruction on 

measures related to both handwriting and content writing. Overall, the results 

suggest the importance of handwriting instruction for young children. This is due to 

the fact that, the mastery of handwriting skills not only appears to facilitate the initial 

process of learning to write, but may also affect the outcomes of the learning process 

overtime, at least up to a period of six months. 

The study by Mubanga (2010) investigated the nature and prevalence of the reading 

and writing difficulties in English language and the causal factors for the difficulties. 

The study involved 120 grade two children and 12 teachers teaching in grade two 

from the twelve selected schools in the three districts. The research design was a 

survey using both qualitative and quantitative methods. Data were collected through 

questionnaire, observation and tests.  

The study proved that under the Primary Reading Programme, children in grade two 

face numerous reading and writing difficulties in English language. The difficulties 

were in form of letter-identification, letter-sound, word-identification, sound-

substitution, letter-omission or swapping of letters, pronunciation, fluency and 
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comprehension difficulties. With specific reference to writing, there were other 

difficulties presented in form of letter-shaping, legibility, spacing, neatness and 

writing speed. Both reading and writing difficulties can be attributed to a 

combination of child, teacher, curricular, methodology and school factors.  

Mohanty (2012) examined the effects of intervention programme on the 

development of writing skills of students with dysgraphia. The study used the 

randomized experiment with two equal sampling groups, the experimental and 

control group. The study employed pre-test and post-test control group experimental 

design involving the groups of Grade VII students with dysgraphia  from the age 

group eleven to thirteen years drawn from public schools. Therefore, a total number 

of 30 students with dysgraphia from public schools were involved with fifteen 

subjects in each group.  

It is only the experimental group which was exposed to the manipulated variable. 

The experimental group was given the treatment based on a set of intervention 

strategies in a sequential order for a period of six weeks duration whereas 

conventional method of teaching was followed in the case of control group. The 

experimental group improved significantly more than the control group during the 

intervention from pre-test to post-test. The effect was significant in all dimensions 

namely handwriting, spelling, written expression and notes taking. Generally, the 

findings of the study support that the intervention programme had positively 

contributed to the development of writing skills of the students with dysgraphia.   

Javed, Juan, and Nazli (2013) evaluated and assessed the students’ competency in 

writing skills at secondary school level in the English Language. The study focused 

on five major content areas: word completion, sentence making/syntax, 
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comprehension, tenses/grammar and handwriting. The target population was the 

male and female students of grade 10 of urban and rural secondary schools from 

public and private sector. Forty (40) secondary schools in Bahawalnagar District in 

Pakistan were taken using stratified sampling. A sample of 440 students (11 students 

from each school) was randomly selected using a Table of random numbers. An 

achievement test consisting of different items was developed to assess the students’ 

competency and capability in sub-skills of writing. The overall performance of all 

the students was better in comprehension compared to other sub-skills namely word 

completion, sentence making/syntax, tenses/grammar and handwriting. The findings 

also revealed no significant difference between the performance of male and female 

students and the students of public and private schools, whereas there was a 

significant difference between the performance of urban and rural students. 

Neumann, Hood and Ford (2013) studied the differences in progress among children 

in one of three groups namely environmental print (including, print on objects such 

as grocery products, clothing, and billboards), standard print (including, print found 

in storybooks or written on index cards), and control. The two interventions 

continued for eight weeks, 30 minutes per week. The intervention programmes were 

identical with the exception that one included writing activities with environmental 

print while the other included writing activities with standard print. Letters were 

introduced each week through various writing activities such as forming letters in the 

sky, tracing them with their fingers, and writing the letters on paper. The researchers 

determined that the children, in both intervention groups improved significantly 

more from pre-test to post-test than the control group on all dependent variables 

including letter writing and standard print reading. With regard to the two 

intervention groups, children in the environmental print programme improved 
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significantly compared to the children in the standard print programme on print 

motivation and environmental print reading. 

In Tanzania, Msanjila (2005) conducted a study to identify and discuss writing 

problems in Kiswahili in secondary schools. The study involved form three students 

from two schools. A sample of 60 Kiswahili essays with an average of 500 words 

each, were carefully examined. The results revealed six writing problems, namely 

capitalization and punctuation problems, inexplicitness or fuzziness, poor 

organization or illogical sequence, spelling problems and grammatical errors. The 

study argues that most of these writing problems arise from pedagogical reasons. 

Thus, the study advocates that writing problems can be minimized if the students are 

taught writing as a skill by professional Kiswahili language teachers. 

Kalanje (2011) constructed and validated a group-based screening tool in Kiswahili, 

for identifying Tanzanian first graders at risk of developing reading and writing 

difficulties. The study used longitudinal design. It included, firstly, a group test and a 

questionnaire, and secondly, an individual test and a follow-up study for comparison 

and validation. The results of teacher-made test were also used for validation. For 

the Group test, 337 first graders from four purposively selected schools in the 

Morogoro municipality were administered a battery of seven different subscales. The 

results of these tests were used for comparison with the results of six subscales given 

on an individual basis and those of teacher-made (school) tests. For the individual 

test, 64 of the 337 first graders were chosen by stratified sampling, followed by a 

simple random sampling based on the results of the teacher-made test. These were 

administered a battery of seven subscales. A year later when the children were in 

grade two, a Follow-up study was conducted. A battery of four subscales was 
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administered to 330 children, since seven of them had dropped out of school. The 

correlations between the results from the group test and the three measures used for 

validation were very high (.83-.95). The study grouped the children in four clusters: 

at-risk children, strugglers, readers and good readers. The main concern in the study 

was with the groups of at-risk children (24.3%) and strugglers (22.3%), who most 

needed assistance. The study shows that the home and school environment have 

some effects on reading and writing ability to the school children. Based on the 

findings in the study, a short version of the group test was created. 

Ngorosho (2011) investigated the role of home environment in literacy skills 

(phonological awareness, and reading and writing ability) of Kiswahili speaking 

primary school children in a rural area in Tanzania. The study involved children 

from grades 2 to 6 and parents. The results revealed that the children’s reading and 

writing ability was on a low level. Almost 30% of the children did not write any of 

the words in the test instrument correctly, and only 50% of all the children could 

read the words correctly. The children had difficulties in identifying letters and in 

reading words and sentences. With regard to the awareness of sounds and sound 

structure in the Kiswahili language, the results indicated that grade 2 children had 

difficulties in identifying initial sounds and also in deleting sounds and syllables 

from words. The results on writing ability showed that these children made errors of 

omission, addition and substitution of letters in root morphemes. Several home 

environment variables were considered to relate to and predict children’s 

development in literacy skills. Parents’ education, the house wall material, books at 

home and parental involvement in school homework were significant predictors of 

reading and writing ability. 
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Kumburu (2011) created and evaluated an intervention programme for children from 

low-income area who are at risk of reading and writing difficulties. The study used a 

group based dynamic assessment approach. The study was a randomized experiment 

with one experimental and two control groups. A total number of 96 children from 

grade one were involved from two primary schools in Dar-es-Salaam. The 

experimental group received an intensive training programme in reading and writing 

skills for five weeks, six hours per week while the children in the control groups had 

mathematics and art programme. The intervention programme and tests were based 

on the Zambian BASAT (Basic Skill Assessment Tool), but the content was drawn 

from the Kiswahili school curriculum in Tanzania. The results indicate that 

experimental group improved significantly more than the control groups during the 

intervention from pre-test to follow-up. The effect was significant in all the 

measures: phonological awareness, reading skills, writing skills and overall literacy 

skills. Generally, it is possible to achieve effective improvements using well planned 

intervention programme. 

Based on the described local studies, it can be concluded that there are few studies 

on writing skills in Tanzania. From those few studies, little attention has been given 

directly on how to improve the writing ability of the CSWD. Nevertheless, there are 

many children in need of such support. Therefore, the present study was mainly 

intended to design and evaluate the ILMIWA of the CSWD in primary schools 

through the developmental strategies.  

2.8.2 Developmental Studies  

As the current study adopted developmental research strategies, it was seen 

important to review the developmental studies conducted in Tanzania to see what 
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other researchers have done. These studies include that of Mafumiko (2006) which 

introduced Micro-Scale Chemistry Experimentation (MSCE) as a catalyst for 

improving Chemistry learning in Tanzania. The other study is by William (2012) 

which designed and developed Integrated Chemistry Module (ICM) for A-level 

secondary schools in Tanzania. Further, Maghembe (2012) conducted a study on 

how the teaching of Kiswahili syntax could be improved by developing and using 

instructional materials based on Learner Centred Approach (LCA). Another study by 

Kibga (2013) was conducted to develop a method of enhancing the practical 

knowledge and skills of Physics teachers in secondary schools. This was done 

through the development of Physics Practical Exemplary Materials (PPEM) for an 

effective in-service training programme. Sylvester (2013) designed, developed and 

implemented exemplary competence based instructional materials (CoBIM) for 

teaching the topic of soil in Geography in O-level secondary schools.  

The reviews of empirical studies were relevant to the present study as they provided 

useful information on how intervention programmes are conducted and how 

designed materials could promote changes in the process of teaching and learning. 

Overall, the related literature shows that the designed materials played an important 

role in facilitating the learners’ learning. They also served as an important tool for 

teachers in the teaching and learning process.  

2.3 Synthesis of the Literature Review and Knowledge Gap  

The literature review portrays that apart from reading skill, writing skill is 

fundamental to success in the formal education system. Therefore, quality teaching 

in primary school at lower classes is important for giving children the foundational 

literacy in general and writing in particular on which lifelong learning depends. It 
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has been shown from the literature that, the teaching of writing should use bottom-up 

approach that is, beginning with the simple process such as letter formation to a 

more complex one until the sentence is presented (Frith, 1985; Høien & Lundberg, 

2000; Treiman & Kessler, 2009).  

 The surveyed literature demonstrates that Tanzania, like many other countries in the 

world, has children with susceptible to writing difficulties (Msanjila, 2005; Kalanje, 

2011; Kumburu, 2011; Ngorosho, 2011). The writing difficulties among the school 

children are intrinsic to the children and/or associated with the environmental 

factors. The literature also reveals that, children with writing difficulties commit 

different errors while writing. The errors they commit include poor spacing, 

misspelling, case confusion, letter deformation, poor alignment, letter reverse, letter 

overlap and words omission.  In general, CSWD have poor writing ability in 

different areas.  

It has also been noted from the literature that the writing difficulties of the school 

children can be intervened (Berninger et al., 1997; Graham et al., 2000; Kumburu, 

2011; Mohanty, 2012). The reviewed literature shows that a number of strategies to 

assist school children write legibly are proposed, including how to support those 

with writing difficulties. The strategies for improving writing ability specifically to 

the mechanics of writing involves multisensory approach, cognitive approach, some 

activities such as alphabet warm- up, alphabet practice, alphabet rockets and 

alphabet fun. Moreover, whole word approach, linguistic approach and multisensory 

approach are used to reduce misspelling.  

Despite the evidence that there are children facing difficulties in writing, the studies 

to improve writing ability among these children are very few. Despite the fact that 
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many studies have been conducted in Tanzanian primary schools in the area of 

writing skills, most of these studies focused on the identification of children with 

writing difficulties, causes of writing difficulties and problems of writing (Msanjila, 

2005; Hakielimu, 2008; Kalanje, 2011; Ngorosho, 2011). A few studies such as that 

by Kumburu (2011) focused on the intervention programmes (IP) for the 

development of reading and writing skills. However, the study by Kumburu (2011) 

emphasized more on improving reading ability and devoted little attention on writing 

ability. The teaching and mediation on writing skills focused on the correctness of 

what children had written whereby part-whole technique was used in developing 

word writing skills. However, the correctness of the written work that is, the 

assessment of the end product is not enough for teaching writing skills, what is 

important, is the process of writing.  

Furthermore, other previous studies which were concerned with enhancement of the 

teaching and learning by designing the supportive educative materials under the 

strategies of developmental research focused on other fields rather than writing 

skills. Most developmental studies are science based (Mafumiko, 2006; William, 

2012; Kibga, 2013). The social science based ones are those by Maghembe (2012) 

and Sylvester (2013). Maghembe (2012) developed instruction materials based on 

learner-centred approach for teaching Kiswahili syntax. Therefore, little has been 

done on writing skills particularly in improving writing ability of the CSWD in 

primary schools. For that reason, this study attempted to address the problem of low 

writing ability in Tanzanian primary schools through designing, prototyping and 

evaluating the ILM. 
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The social constructivist theory believes that in order for learning to take place, there 

should be interaction between teacher, learners and objects in the specialized school 

contexts while motor learning theory insists on practice. The designed learning 

materials have been proposed as a means to intervene the low writing ability of the 

primary school children in Tanzania. For this reason, a developmental study strategy 

was adopted in this study to design, prototype and evaluate the ILM for improving 

writing ability of the CSWD in Tanzanian primary schools.  

2.10 Conceptual Framework  

A conceptual framework is a set of imagination and hypothetical thinking of the 

researcher that helps to explain the interplay of variables in the study (Omari, 2011). 

It creates a direction which is used to understand the context of the research 

(Crabtree & Miller, 1992). Thus, in this study the conceptual framework describes 

how the designed intervention materials enabled the CSWD improve their abilities in 

writing.  

The conceptual framework for this study follows the stages of developmental 

research. Therefore, it is cyclic in nature with three main stages namely designing, 

prototyping and assessment (Plomp, 2007; Plomp, 2013). Through these stages, key 

factors and their relationships in this study are discussed as they reveal practicability 

and effectiveness of the designed materials; and therefore improvement of the 

children’s writing ability. Figure 2.1 presents a conceptual framework guiding this 

study. 
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Figure 2.1: Conceptual Framework on the Designed ILM for the Improvement 

of Writing Ability in CSDW 

Source: The Researcher’s Conceptualization  

Based on Figure 2.1, it can be explained that the intervention materials were 

developed after the preliminary investigation which collected data from teachers and 

children by considering their teaching and learning materials together with the 

approaches. The preliminary investigation meant to explore the existing situation on 

the writing difficulties in primary schools in order to establish a strong base for the 

study (see section 1.1.2). Moreover, the policy and syllabus were considered so as to 

be aware of the objectives of teaching the writing skills to the school children. Thus, 

findings from the preliminary study and information from policy and syllabus helped 

in designing the ILM.   

Prototyping stage consists of consecutive iterations of the designed materials, each 

being a micro-cycle of research with formative evaluation as the most important 

research activity per iteration (Van den Akker, 2002). The aim for this stage is to test 

the materials and improve them as a way of refining the intervention so that it 
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becomes better after each stage until when the intended materials that can mostly 

solve the research problem are achieved (William, 2012). The ILM were refined 

through expert appraisals and two classroom trials. Feedback from the experts, 

teachers and CSWD during this stage formed the basis for making suitable 

modifications in the designed materials before the field testing. The good ILM 

depend on the way they are refined in different interations. Prototyping stage also 

aimed to test the data collection methods (observation, interview and tests) as well as 

techniques that were applied. The stage is followed by the assessment stage.  

The assessment stage intended to assess the efficacy of the intervention towards 

attainment of the expected objectives. The results in this stage helped in 

recommendations whether the intervention materials are effective in improving the 

writing ability of the CSWD or not. But, it is assumed that if the well designed and 

developed intervention materials are properly assessed and used, they are expected 

to improve the writing ability of the CSWD. 

From Figure 2.1, it is important to note that all of the three stages are completely 

interconnected to each other and each stage depends on the preceding stage. 

Consequently, even the final stage which is assumed to be the better one, can be 

subjected to improvement if the context in which this study was developed will 

change.  This means that, the room for moving back from the last stage to the initial 

one for further improvement in order to solve the new emerging problem in the same 

context, was provided in the conceptual framework. 
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CHAPTER THREE 

 

 

 
 

METHODOLOGY OF THE STUDY 

3.0 Introduction  

The aim of this study was to design Intervention Learning Materials (ILM) and 

evaluate their effectiveness for the purpose of improving the writing ability among 

standard two Children with Susceptible Writing Difficulties (CSWD) in Tanzanian 

primary schools. This chapter begins with the description of design of the study 

followed by the study location, target population, sample and sampling procedures 

of the study. Further, the chapter ends with the description of data collection 

methods, development and description of research instruments, data analysis plan 

and consideration of ethical issues. 

3.1 Research Design 

This was a developmental study which adopted a developmental research strategy. In 

this study, the researcher designed, prototyped and evaluated the ILM to support the 

CSWD improve their writing ability. In developmental research, quasi-experimental 

design together with ethnographic and phenomenological approaches can be used in 

designing the educational intervention (Nieveen, 2010; William, 2012). In this case, 

quasi experimental design was used to evaluate the efficacy of the designed 

materials. Ethnographic approach was used to evaluate the classroom behaviour of 

both teachers and CSWD, and allowed the researcher to keep on modifying the 

ILMIWA (Zaharlick, 1992; Creswell, 2007). To evaluate teachers and children’s 

experiences on the ILMIWA, phenomenological approach was used. The 

phenomenological approach enabled the researcher to examine in detail the 
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respondents’ experiences and permit them to describe their experiences on the 

ILMIWA as they perceived them (Creswell, 2007). 

During the course of designing, prototyping and evaluation of the materials, 

pertaining to the improvement of writing ability among the CSWD; the researcher 

spent about one year in the sampled primary schools interacting with the teachers 

and children with the intention of assessing their pedagogical orientations. This 

helped the researcher to identify what was done by the teachers and children, and 

what was not done in the teaching and learning process as the study relied mostly on 

classroom trials and observation to develop and acquire the data on the efficacy of 

ILMIWA. In order to get the valid, reliable and practical information, the researcher 

observed the situation during the lessons’ presentations in both experimental and 

control groups.  

This study was implemented in three stages namely designing, prototyping and 

summative evaluation (Figure 3.1). The study started with: the design guidelines and 

specifications to be used in designing the ILMIWA after the preliminary study, 

appraisal of the ILMIWA by experts, trying the ILMIWA in the real classroom 

context with modification of the versions based on formative evaluation results untill 

the required version was obtained and lastly, assessing its efficacy. The stages in this 

study are presented graphically in Figure 3.1 and summarized in Table 3.1, then 

illustrated in the subsequent part. 
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Figure 3:1: The Overall Research Design 

Note: EA- Expert Appraisal  EXP GRP- Experimental Group 

CONT GRP- Control Group  P.D. - Panel Discussion TRS- Teachers 

CSWD-Children with Susceptible Writing Difficulties Trial- Classroom trial 

Source: Researcher (2014) 
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Table 3.1: The Overall Design of the Study 

Stages Processes 

I. Designing the 

ILMIWA    

 

 Design guidelines and specifications for the ILMIWA 

 Design of the prototype zero 

 

II. Prototyping the 

ILMIWA 

 Experts’ appraisal of the prototype zero 

 Trial of the prototype one 

 Briefing teachers about their involvement and children’s 

involvement in the study 

 Teachers orientation on ILMIWA 

 Identification of the CSWD 

 Administration of pre-test to CSWD  

 Classroom trial of the prototype one ILMIWA 

 Administration of post-test  

 Teachers’ appraisal after trial of the prototype one                       

 Trial of the prototype two  

 Followed all the procedures of the trial of prototype one 

 Panel discussion after trial  of the prototype two 

 

III. Summative 

evaluation of the 

ILMIWA 

 Identification of the experimental and control schools (groups) 

 Identification and pre-testing of CSWD  

 Teaching experimental group through the ILMIWA and teaching 

control group through conventional method 

 Administration of post-test to CSWD 

Source: Researcher (2014) 

3.1.1 Designing Stage 

The designing stage involved the aspects of context analysis which utilized the 

findings from the preliminary study, syllabus analysis and principles of SCT as well 

as MLT. The preliminary study sought to identify the CSWD at first and 

subsequently specific patterns of writing errors committed by CSWD during the 

teaching and learning process. The teachers’ experiences and challenges in 

supporting the CSWD were also explored. The results obtained from the preliminary 

study (section 1.3.1) suggest that an intervention programme was potentially needed 
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to improve the writing ability of the CSWD in lower classes of primary schools. The 

analysis of the syllabus was also carried out to get more information about the 

writing skills and suggestions to be considered in designing the ILMIWA. The 

Social Constructivist Theory and Motor Learning Theory were reviewed in order to 

understand the way writing difficulties can be improved to the CSWD. The theories 

allowed the use of CCA and showed the importance of practices for effective 

learning of the writing skills.  Based on the results of the preliminary study and 

analysis of the syllabus, and the information from the SCT and MLT, the design 

guidelines and specifications were formulated. 

The design guidelines and specifications for the development of an intervention 

programme are often constructed on the basis of substantive and procedural 

knowledge (Van den Akker, 1999; Herrington, McKenney, Reeves & Oliver, 2007). 

Substantive knowledge refers to those characteristics of an intervention programme 

through which an intervention should look like while procedural knowledge refers to 

those procedures through which the intervention programme should be developed 

(Van den Akker, 1999). In this study therefore, the substantive knowledge (design 

guidelines) and procedural knowledge (design specifications) were considered in 

designing the intervention learning materials.  The guidelines and specifications of 

the ILMIWA are presented in chapter four, section 4.1.1. 

Therefore, it can be concluded that the design guidelines and specifications enabled 

the researcher to compose 28 lessons (ILMIWA) which were conducted in 40 

minutes each. The first draft of the composed lessons was considered as prototype 

zero. Subsequently, it was subjected to prototyping stage. Figure 3.2 shows stages of 

designing the prototype zero ILMIWA. 
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Figure 3.2: Stages of Designing ILMIWA 

3.2.2. Prototyping Stage 

Prototyping is the second stage of the study design. In this stage, three prototypes 

(see Figure 3.3) were created by subjecting them to experts’ appraisal and two 

subsequent classroom trials were also conducted with the aim of improving the 

quality (validity, practicability and effectiveness) of the prototype. The first 

prototype was developed from prototype zero and was appraised by four experts. 

After incorporating the suggestions from the experts, the ILMIWA were used in a 

classroom trial and appraised by two experienced teachers to form the second 

prototype. Similarly, the second prototype was tried out in the classroom then 

appraised by four teachers through panel discussion. Consequently, the panel 

discussion produced the final prototype and was subjected to field testing 

(summative evaluation). Figure 3.3 shows the prototyping process followed by 

detailed elaboration. 
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Figure 3.3: Prototyping Processes  
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retired experienced teachers in reading and writing were requested to check the 

content coverage of the ILMIWA, teachers’ role and children’s activities in class, 

appropriateness of the teaching-learning aids, children’s exercises and homework. 

Their suggested recommendations were used to revise the prototype zero that 

produced the prototype one ILMIWA. Then after, the revised prototype zero 

ILMIWA was subjected again to the same experts to check whether the suggestions 

were well addressed or not. The results from experts of the prototype zero are 

presented in section 4.2.1. 

Teachers’ appraisal after trial of prototype one ILMIWA 

After incorporating changes from the first classroom trial, the ILMIWA were given 

to the experienced teachers for their appraisal. The purpose of the second appraisal 

was to ascertain whether the ILMIWA could be understood and applied by the 

teachers with minimum assistance through orientation from the researcher. The 

experts were requested to check about the steps of lesson implementation together 

with corresponding activities in each step. Two experienced teachers who were 

teaching the writing skills were consulted individually from two different primary 

schools in Dodoma Municipal and requested to be a part of this appraisal process. 

The findings obtained from this appraisal produced prototype two which was 

deliberated for the second classroom trial. The findings pertaining to this appraisal 

are presented in chapter four, section 4.2.3.  

Appraisal of prototype two ILMIWA through panel discussion  

After the trial and integration of teacher’s suggestions in prototype two ILMIWA, 

the revised materials were appraised through panel discussion.  The main focus of 

the discussion was to determine the validity of the ILMIWA for final improvement 
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and making it ready for the field testing. The discussion involved four teachers who 

were teaching writing skills (two teachers participated in the classroom trials, one 

retired experienced teacher and one experienced teacher who appraised the ILMIWA 

of prototype zero and one respectively). 

Moreover, each member of the panel discussion was provided with a copy of the 

ILMIWA together with some guiding questions in 10 days before the 

commencement of the discussion. The questions covered various aspects of the 

lesson including: lesson organization, lesson objectives, time allocation for lesson 

implementation, relevance and accuracy of content, suggested activities for children, 

suggested exercises and homework for assessing children’s learning. On the day of 

panel discussion, the researcher made a presentation describing the purpose of the 

study and for whom the ILMIWA were to be developed. Thereafter, the teachers 

passed through each lesson and asked questions which were answered by the 

researcher and some of the teachers within the panel and were in the same way 

discussed by panelists. During the discussion, the researcher noted all the comments 

and accommodated them accordingly. The revised lessons formed prototype three. 

The findings of the panel discussion are presented in chapter four, section 4.2.5.  

Classroom trials 

The purpose of the classroom trials was to assess the practicability of the ILMIWA 

in the real classroom context. The classroom trials involved two schools whereby 

one school was used during the first classroom trial and another school was used 

during the second classroom trial. Most importantly, the classroom trials employed a 

single group pre–/post–test quasi experimental design to assess the practicability of 

the ILMIWA as this design is a common means of estimating the impact of 
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interventions using a single case (Lyons & Doueck, 2010). Therefore, there was only 

one experimental group in each classroom trial. Before each classroom trial, briefing 

teachers about the study, orientation of the teachers to the ILMIWA, identification of 

the CSWD (experimental group) and pre-testing the identified CSWD, were the 

common practices. However, after each classroom trial, the post-test was conducted. 

From the mentioned common practices; the orientation, pre-test, classroom trial and 

post-test were used as a way of formative evaluation. The formative evaluation 

model that was used in each classroom trial is presented in Figure 3.4.   

 

 

 

 

 

 

 

 
 

 

 

 

 

 

 

Figure 3.4: Formative Evaluation Model of the ILMIWA during the Trial 

Source: Adapted from William (2012) 
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The teachers who were teaching writing skills in standard one and two were briefed 

initially about the study. The explanations focused on the purpose of the study and 

how standard two children and teachers were supposed to participate and be 

involved in the current study. The teachers were ensured that the data gathered from 

the current study would be used only for the research purpose and not otherwise. 

Orientation of the teachers to the ILMIWA 

Before starting the classroom trial, the participating teachers were introduced to the 

ILMIWA so as to experience them. In this session, the researcher and teachers 

discussed how to use the ILMIWA. They also deliberated on where and how the 

proposed teaching and learning aids could be used. One important thing was that 

both the researcher and teachers worked together in preparing the desired teaching 

and learning aids including the cards for both letters and syllables, tree of vowels 

and chart of letters.  

 

Identification of the CSWD  

In order to identify the group of CSWD, the individual children’s scores on reading 

test were counted and summed up. Based on the distribution of the sum scores, a cut-

off point was set by using the following empirical formula Mean ± ½ Standard 

Deviation. From this formula, Mean + ½ Standard Deviation = High achievers, 

Mean - ½ Standard Deviation = Low achievers and in between High and Low is 

Average achievers. The children who scored low in the reading test were excluded 

from the tested group as the intervention was for writing problems. Then the 

remaining group was given the writing test so as to identify the CSWD. Finally, 
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those who scored low from the writing test were regarded as the CSWD. Figure 3.5 

illustrates the identification of the CSWD during the classroom trials.  

 

 

 

Figure 3.5: Identification of CSWD  
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represent the characteristics of all the lessons included in the ILMIWA. Specifically, 

lesson one was chosen because it was the only lesson in the ILMIWA which 

introduced the vowels (a, e, i, o, u) through which learners could form the syllables 

appropriately. Lessons two to five were selected for trial because they helped the 

researcher to explore how the children could be able to form the syllables by using 

both vowels and consonants (b, d, f, g), and how to form words. The four lessons 

(lesson two to five) were continued for four periods with the intention to observe 

how easily and quickly children could form the syllables and words after the 

continuous learning of the stipulated lessons. Besides, lesson eleven was selected 

with a view to check how the children could be able to form the consonants, 

syllables, words and sentences together after gaining the experiences from  lesson 

two to five together with the eleventh lesson.  

Moreover, the execution of the stipulated lessons in the ILMIWA was not a 

sufficient condition for classroom trial but was necessary in assessing how the 

classroom trial was conducted. In this regard, the researcher opted for participant 

classroom observation and semi-structured interviews as the methods of assessing 

the expected practicability and usefulness of the ILMIWA. In the process of trial, the 

teachers who participated in classroom trial were informally interviewed after each 

lesson and were also interviewed at the end of all lessons. The four to five children 

were chosen randomly without replacement at the end of each lesson and got 

interviewed. The interview guide for the teachers focused on the usability of the 

ILMIWA and participation of the teachers and CSWD in the lessons. Furthermore, it 

focused on the difficulties encountered by the teachers and children during the 

teaching and learning process. The teachers were also requested to provide 
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alternative suggestions for their critiques. Again, in the course of the classroom trial, 

the children were interviewed for what they liked/disliked most in the lessons and 

their corresponding learning activities along with why they liked/disliked those 

things. Eventually, their opinions and suggestions on the ILMIWA were integrated 

and subjected to the teachers’ appraisal. The findings of the first trial are presented 

in chapter four, section 4.2.2. 

Second classroom trial  

Prototype two of the ILMIWA was deliberated for the second classroom trial after 

the teachers’ appraisal. The purpose of this trial was to study the impact of the inputs 

incorporated in the ILMIWA during the first classroom trial and from the teachers’ 

appraisal. During this classroom trial, the researcher judged how the teacher was 

using the revised ILMIWA in the real classroom context. In the course of this trial, 

the participating teacher taught seven lessons, whereby the first lesson which was 

tested in the first classroom trial was divided into two lessons while the other lessons 

remained as they were. These lessons were observed by the researcher together with 

the assistant researcher. Further, both the teacher and children were interviewed to 

get the feedback concerning the taught lessons. Subsequently, the teacher’s 

suggestions were integrated with a view to improve the ILMIWA and deliberated to 

the panel discussion. The results concerning the second trial are presented in chapter 

four, section 4.2.4. 

It is necessary to mention that during prototyping phase; only seven lessons out of 28 

were tested and appraised. However, keeping the results of the classroom trials and 

appraisals of the seven lessons in mind, the other 21 lessons were revised. The 

revision of the 21 lessons was accomplished by the researcher with the help of the 
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assistant researcher and teacher who participated in the second classroom trial. In 

this manner, the ILMIWA which were eventually obtained at this stage were 

believed to be potentially effective in addressing the writing difficulties among the 

CSWD. However, their degree of effectiveness was not yet established. For this 

reason, the summative evaluation was planned and conducted.  

3.2.4 Summative Evaluation Stage 

At this stage, the final version of the ILMIWA was deliberated for the field testing 

which aimed to evaluate its efficacy in improving the writing ability of the CSWD.  

During this stage, the pre-/post-tests quasi-experimental, non-equivalent groups 

design was used.  The study used experimental and control group which were 

thought to be similar in terms of writing ability (Cohen, Manion and Morrison, 

2000). Under this design, the researcher selected two schools, one for experimental 

group and the other for control group. This was the case because; the interaction 

between the participants in the experiment as an intervening variable needed to be 

controlled not by giving any scope for the interaction. Specifically, the researcher 

used the groups of children of different sample sizes that were considered to be 

similar in terms of school settings, teachers’ qualifications as well as children’s prior 

knowledge on writing ability (Enon, 1998). During this stage, the following 

procedures were maintained; briefing participants about the study and administration 

of the tests for the identification of the CSWD before starting the experiment. 

Although both reading and writing tests were used for identification of the CSWD at 

the beginning of evaluation stage, the scores obtained from the writing test only were 

treated as pre-test scores while the comparison was made with post-test scores. The 

procedures of the experiment which were deliberated for the evaluation stage are 

illustrated in Figure 3.6. 
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Figure 3.6: Procedures of the Experiment 
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experimental group was exposed to the six weeks designed ILMIWA through CCA 

while the control group was exposed to the six weeks conventional teaching 

approach.  

At the end of the teaching, both groups were subjected to the post-test (Appendix 

B3).  The post-test was conducted to assess the efficacy of the ILMIWA for the 

CSWD in primary schools. The focus was to explore if there were any differences 

between teaching the CSWD using the ILMIWA and conventional approach. The 

differences that were seen were unveiled from the field testing and are presented in 

chapter four (Table 4.24).   

3.3 Location of the Study 

The study was conducted in Dodoma Municipality located in Dodoma Region in 

Tanzania. The region was selected by the researcher basing on the Primary School 

Leaving Examination (PSLE) results of 2013 which indicated that Dodoma primary 

schools performed poorly. Dodoma was ranked among the five bottom regions in 

standard seven national examination results (Prime Minister’s Office [PMO], 2014). 

Writing problems among children were anticipated as one of the reasons for poor 

performance because the academic progress is usually assessed from the written 

works (Crouch & Jacubecy, 2007). Furthermore, the preliminary study conducted by 

this author in 2013 revealed that standard two children studying in Dodoma public 

primary schools were facing the writing difficulties (see section 1.1.2). Therefore, 

with this region, intervention to assist the learning of children especially at the early 

stages and primary school in particular, was thought important.  

Three (3) public primary schools were involved from Dodoma Municipality. The 

public primary schools were selected because the ILMIWA aimed at improving the 
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writing ability of the CSWD in Kiswahili. The children in public primary schools 

use Kiswahili as a medium of instruction whereas those in private primary schools 

use English as the medium of instruction. In addition, most of the public primary 

schools have shared characteristics in terms of facilities, teachers’ qualifications and 

most of the children who are enrolled in these schools come from the families with 

similar socio-economic statuses. 

Categorically, the selected schools were used during the stage of prototyping and 

summative evaluation. Prototyping stage used two schools whereby each trial used 

one school while summative evaluation used two schools. Two schools were 

selected for the summative evalution due to the fact that the researcher needed to 

have two groups of children who could not interact during the study so as to allow 

the experiment measure the efficacy of the ILM. Therefore, one school was selected 

as experimental group and another as control group. The school which was used for 

the second classroom trial was also used for experimental group in the course of 

field testing (summative evaluation). However, different children were involved. The 

initial idea of this study was to use different schools in different phases for different 

purposes which later became difficult to find another school which would meet the 

conditions of the study as explained in the next paragraph. Besides, these two 

schools were easy to access, hence they simplified the frequent visits and made the 

researcher obtain the reliable data. Moreover, these two schools were close in their 

distance which made it easier for the researcher to monitor the experimental progress 

timely. Therefore, these schools were selected as they were intrinsically appropriate 

to perform the experiment and get the required and reliable data.  

Purposive sampling technique was used to select the three public primary schools. 
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The selection of schools was based on the availability of rooms as other schools had 

double sessions hence; it was difficult to get extra classroom for the experiment as 

the study demanded to involve only the identified CSWD. Furthermore, the 

willingness of the teachers involved in teaching writing skills was a necessary 

condition in implementing the ILMIWA and the commitment of the school 

administration to conduct the study was very important because without their 

cooperation, the study would not have been conducted in the right perspective.  

3.4 Population of the Study 

The target population for this study included all teachers teaching writing skills in 

standard one and two and all standard two CSWD in public primary schools in 

Dodoma Municipality. The rationale for selecting this target population is that the 

studies such as those by Hakielimu (2008), Kalanje (2011), Kumburu (2011) and the 

preliminary study done in 2013 by this author show that there were CSWD available 

in public primary schools. In so doing, these children needed to be supported early 

so that they could proceed with the next class instead of being retained in the same 

class. Therefore, the intervention for the CSWD would be beneficial at this level to 

address the writing skills challenges facing the children.  

3.5 Sample, Sample Size and Sampling Techniques  

The sample for this study comprised of the teachers teaching writing skills to 

standard one and two, and standard two CSWD from three public primary schools in 

Dodoma Municipality.  

3.5.1 Teachers 

All the teachers teaching the writing skills in standard one and two who were present 

during the trial and field testing in the selected schools were involved. The sample 
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size of the teachers was determined by the number of the teachers who were present 

during the trial and field testing. Involvement of the teachers teaching in standard 

one and two was expected to be suitable in enriching the designed materials through 

their suggestions and recommendations on the quality and effectiveness of the 

materials. Therefore, there was no specific number of participating teachers before 

data collection process. However, the study involved a total of four teachers. Two 

teachers participated during the first classroom trial, one was teaching standard one 

and the other was teaching standard two. The role of the teacher who was teaching 

standard two was to implement the ILMIWA while the other was an observer 

together with the researcher and assistant researcher. The second classroom trial 

involved one teacher who also taught the experimental group.   

During the summative evaluation, two teachers teaching the writing skills in 

standard two in the selected schools were involved. It was necessary to have two 

teachers as one was involved in teaching the experimental group while the other was 

involved in teaching the control group. Both teachers were from those schools which 

were selected for the experiment. These teachers were selected and involved 

purposively as they were the only ones teaching the writing skills to standard two 

children in the selected schools. The teacher who taught the experimental group was 

a female teacher while the one who taught the control group was a male one. 

Although the teachers were of different sex, the important issue in this study was to 

ensure that the participating teachers should be those who teach in the respective 

class. Both teachers had Grade 3A qualifications.  

3.5.2 Children with Susceptible Writing Difficulties 

The sample size of the CSWD was determined by the number of the children 
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identified from each trial and field testing. Thus, the identified standard two CSWD 

were involved in the study. The reason behind involving the CSWD from standard 

two was due to the fact that the IP intended to improve their writing ability. The 

study involved a total of 102 CSWD who were identified from the selected schools. 

Fifty three (53) CSWD were involved during the classroom trials, where 28 were 

involved in the first classroom trial and 25 in the second classroom trial. Forty nine 

CSWD were identified during the summative evaluation and out of those, 28 (16 

boys and 12 girls) were involved in the experimental group whereas 21 (10 boys and 

11 girls) were involved in the control group. Table 3.2 summarizes the sample of the 

study. 

Table 3.2: Summary of Study Sample  

Category of  the Sample Sample Size Sampling Techniques 

1st CT 2nd CT EG CG 

Teachers 1 1* 1* 1 Purposive sampling 

CSWD 28 25 28 21 Purposive sampling 

Source: Field Data (2014, 2015). 

Key: 1st CT- First Classroom Trial, 2nd CT- Second Classroom Trial, EG- 

Experimental Group    CG- Control Group     1*- Teacher Participated in 2nd CT and 

EG 

3.6 Data Collection Methods 

This study employed three methods of data collection namely classroom 

observation, interviews and tests. All methods were used to collect the data during 

the prototyping stage and summative evaluation stage from both experimental and 

control schools. However, the CSWD in the control group were not interviewed as 

the interview for children intended to measure their perception on the ILM. The data 

collection methods are summarized in Table 3.3 in relation to the collected data.  

Table 3.3: Data Collection Methods Adopted in the Current Study 

Collected Data Data Collection Methods 

 1st CT, 2nd CT & Experimental Group Control Group 
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 CO TI CI CT CO TI CT 

Lesson Implementation √    √   

Teacher’s Opinions  √    √  

Children Learning Outcomes   √ √   √ 

Key: C O- C lassroom Observation, TI- Teacher Interview, C I- Children Interview, 

C T-         

         Children Test, 1st C T- First Classroom Trial, 2nd C T- Second Classroom Trial 

 

3.6.1 Development and Description of Research Instruments 

Under the current study, the four research instruments namely classroom observation 

checklist, teacher’s interview guide, children’s interview guide and children’s pre- 

and post-tests were developed to collect the relevant data. The detailed descriptions 

of these instruments are as follows:  

Classroom observation checklist 

Observation is a method of gathering live data from live situations to discover 

complex interactions in the natural setting (Stake, 2010). The classroom observation 

is essential because it gives the researcher an opportunity to assess how the lessons 

proceed in the classroom situation rather than relying on the second-hand 

information (Patton, 1990). Therefore, this study employed both participant and non-

participant observations to collect the needed data. Participant observation was used 

during the classroom trials to check for the attainment of the lessons’ objectives in 

relation to the use of CCA across each lesson. The researcher assisted the 

participating teachers during the first lesson implementation and whenever 

necessary, to clear any difficulties arising in attaining the lessons’ objectives.  

Non-participant observation was used during the summative evaluation to collect 

data in both experimental and control groups. In the experimental group, the 

observation checklist was used to report the implementation of the ILMIWA in the 
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actual classroom setting. In the control group, the observation checklist was used to 

report the way the teacher was supporting CSWD and how was involving the 

children in the whole process of teaching and learning. The observation checklist 

consisted of three dimensions with different items in each dimension. The idea to 

develop dimensions of the observation checklist was adapted from Van den Akker 

and Voogt (1994) in Mafumiko (2006). Van den Akker and Voogt (1994) explain 

that the classroom observation in the experimental classes has to be conducted with 

the curriculum profile. Curriculum profile is defined as a set of statements about 

teacher and student activities during the observed lessons (Van den Akker & Voogt, 

1994 in Mafumiko, 2006). The observation checklist used in this study therefore, 

consisted of three dimensions namely: introduction of the lesson, body of the lesson 

and conclusion of the lesson. The observation checklist in the experimental group 

had 19 items that focused on classroom activities/practices during lesson execution 

(see Appendix C). However, the observers were required to make brief notes on 

important observation that could not be captured by the instrument. Moreover, the 

classroom observations in the control group were conducted to gain insight on how 

teachers support CSWD using conventional approach. The observation in the control 

group was guided by the observation checklist by considering only the items 

applicable to the lessons (see items with star (*) in Appendix C). Together with the 

observation checklist, notes were taken during the lessons to provide a descriptive 

summary of what were observed. 

The dimension of introduction of the lesson consisted of three items related to the 

singing of the song, checking the children’s prior knowledge/relating the new lesson 

with the previous lesson and responding to the teacher’s questions.  
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The dimension on the body of the lesson covers 12 items including: identification of 

the letter(s), writing letters on air, teacher assessment on how children form letters 

on air, teacher demonstration on how to form letters, syllables and/or words, writing 

of letters, syllables and words on slates. Other items are assessment of what the 

children have written on slates, note taking of letters and syllables on exercise books, 

children’s participation in small group activities, teacher’s guidance technique in 

small group/individual activities, children’s presentation of group activity, words 

and sentences dictation, and evaluation of children’s exercises.  

The third dimension that is the conclusion of the lesson consists of four items. Those 

items are related to summary of the lesson, declaration of the subsequent lesson, 

homework to children and note taking of the homework by children. All these items 

were scored in terms of three point scales that are: 2 to indicate that the activity was 

performed competently, 1 to indicate that the activity was performed incompetently 

and 0 to indicate that the activity was not performed. Eventually, some of the lessons 

were video recorded to enable the researcher capture all information in actual 

classroom implementation. 

Interview guide 

Interview is a purposeful interaction in which one person tries to obtain information 

from another (Gay, Mills & Airasian, 2006). The interview sees the research topics 

from the perspective of the interviewees and understands how and why they 

embraced a particular perspective (Cohen et al., 2000). Therefore, as it was 

important to get the teachers’ and children’s perspectives on the use of ILMIWA, the 

study employed semi-structured interview guide. The idea to use semi-structured 

interview was adopted from the other developmental researches conducted by 
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different researchers (Mafumiko, 2006; William, 2012; Kibga, 2013). The interview 

was conducted individually in both stages, classroom trial and summative 

evaluation. During the classroom trial, teachers were informally interviewed at the 

end of each lesson and were also interviewed at the end of all lessons while four to 

five children were chosen to be interviewed after each lesson (see section 3.2.2 – 

First classroom trial).  

Both teachers in the experimental and control group were interviewed at the end of 

the teaching sessions so as to supplement the information collected through 

classroom observations. The interview in experimental group was conducted to 

assess the teacher’s general impressions on the ILMIWA, opinions about supporting 

the CSWD by using ILMIWA and views on intervention programme for the CSWD. 

It was also used to assess the difficulties encountered by the teacher during the 

classroom implementation. The interview guide is shown in Appendix D1. The 

interview for the teacher in the control group focused on the ways used to support 

the CSWD, arrangement of the lesson when teaching the writing skills to CSWD and 

challenges encountered by the teacher in teaching the CSWD (see Appendix D3). 

The children interview guide was constructed to collect information on children’s 

perception and interest on the ILM. The interview guiding questions focused on the 

comparison of the IP lessons with the normal lessons of writing skills. The interview 

also focused on things children liked/disliked in the IP lessons. The interviewed 

children were selected randomly by considering gender whereby a total of ten 

CSWD (five boys and five girls) were interviewed individually. The interview 

guiding questions are presented in Appendix D2. 
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Test of reading and writing  

The test of reading and writing were developed by the researcher to identify the 

CSWD and measure the children’s writing ability of both experimental and control 

group. For the identification of CSWD and assessment of prior knowledge, the 

reading and writing tests were administered before starting the intervention 

programme. The reading test was administered first with the aim of excluding the 

children with low reading ability as the intervention meant to improve the writing 

ability among the CSWD. The writing test was used to identify the CSWD and 

assess their prior knowledge in writing skills in Kiswahili language. However, the 

same test was used for both reading and writing test. At the outset, the test was used 

for reading text words and sentences and it was subsequently used for dictation of 

words and sentences contained in the reading test. These tests were mainly expected 

to examine what a child could read and write (see the tests in Appendices B1 and 

B2). 

Moreover, the post-test (see Appendix B3) for measuring the writing ability after 

gaining experience from the intervention was also developed. This was mainly used 

to assess the children’s cognitive gain resulting from the use of ILMIWA designed 

through CCA and teaching through conventional approach/ teacher centered 

approach (TCA). The post-test was extrinsically different from the pre-test but it was 

intrinsically the same in terms of content, number of items, content coverage, nature 

of items, item types and difficulty levels.   

The tests (reading and writing) items were constructed on the basis of the primary 

school syllabus content which was used in all primary schools in Tanzania. The 

authorized standard one Kiswahili text books prepared and prescribed by the 
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MoEVT were used. The used books were written by TET (2000), Salim and Abdulla 

(2003), and Mkinga (2007). The nature of the content was based on the commonly 

used words from Kiswahili books in standard one. The commonly used words were 

identified by taking those words that were used more than two times in standard one 

authorized Kiswahili text books (Kalanje, 2011).  Each test had a total of 14 items, 

ten words and four sentences. The content of the test included the words with two 

vowels, a vowel and syllable, two syllables, three syllables and words with four 

syllables. In addition, the test involved the sentences with varying lengths that is; a 

two word sentence as short one and five word sentence as long one (see Appendix 

B1). The reliability and validity of the test has been given in the subsequent part. 

Table 3.4 summarizes the research instruments. 

 

 

 

 

 

Table 3.4: Summary of Research Instruments 

Research 

Instruments  

Types of Data Collected Source of Data 

Observation - Teacher’s role and children’s activities 

- Time used in relation to the steps of the lesson 

- Children participation during the lesson execution 

- Children involvement during the lesson execution 

-Classroom 

observation   

(Video camera) 
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Interview - Teachers’ experiences and opinions on the 

ILMIWA 

- Teacher’s perceptions on ILMIWA 

- Difficulties encountered in implementing 

ILMIWA 

- Opinions on the teaching and learning aids 

- Opinions on the children’s activities and exercises 

- Children’s perception and interest on the ILMIWA 

- Teachers 

 

 

 

 

- Children 

Pre-test - Identification of children’s reading ability 

- Identification of CSWD 

- Children’s prior knowledge 

- Children 

Post-test - Children’s cognitive gains - Children 

Source: Researcher (2014)  

3.7 Validity and Reliability of the Data Collection Instruments and ILMIWA 

Validity and reliability of instruments address issues of quality of the data and valid 

generalization of the results explored from the data. Validity refers to the degree to 

which a test measures what it claims to measure (Singh, 1998). Particularly in the 

context of the research, it is a soundness of the research findings based on the 

satisfaction of the specific design criteria for various types of research (Gay et al., 

2006). Reliability refers to the consistency or stability of measure of behaviour 

(Cozby, 2004). Further, in the current context, the estimation of the validity and 

reliability of the instruments was deliberated with a view to review the items of the 

instruments so that they would collect the intended data accurately. Therefore, the 

determination of the validity and reliability of the instruments and ILMIWA are as 

follows.  

3.7.1 Validity and Reliability of the Reading and Writing Test 

The validity of the reading and writing test was determined before going to the 

classroom trial. It was mainly the face and content validity that were judged. At the 
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outset, the face validity was ensured by judging whether or not the tests appeared to 

measure what they claimed to. In this process, the instruments were given to the 

researcher’s co-workers to give their judgments on the purpose of the tests and 

whether or not the assessment was an adequate measure of the reading and writing 

abilities.    

Further, the content validity was assessed by judging how the tests actually 

represented the phenomena to be measured. Categorically, the content validity was 

assessed in terms of item validity and sampling validity in the current context. Item 

validity was ensured by judging whether or not the test items represented the 

measurement in the intended content area whereas the sampling validity was ensured 

by determining the extent to which the test items sampled the total content area as 

intended by the researcher. In the process of items/questions development, the tests 

items were constructed from the authorized standard one text books. The process of 

validation was deliberated by employing the experts from the concerned discipline. 

Therefore, the tests were given to teachers teaching literacy skills from two public 

primary schools. According to their expertise, the items which were considered 

suitable for the purpose were retained and those which did not meet the purpose 

were eliminated while some of the items were modified according to the purpose. 

Eventually, the tests were also given to language experts in order to check and 

correct the language ambiguity and vagueness of sentences. 

In measuring the reliability of the reading and writing tests, the researcher 

administered the tests to 263 and 138 standard two children respectively. Their test 

scripts were marked and subjected to reliability estimation through split-half method. 

In this method, the test items were split into two set of equal halves. The odd and 
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even number technique was followed for making the two equal halves where all the 

odd number items constituted one set and all the even number items constituted set 

two of the test.  For estimating the reliability of the whole test, the Spearman-Brown 

and Guttman Split-Half coefficients were used. The coefficients of reliability were 

found in two dimensions of the tests (words and sentences) by two methods which 

are given in Table 3.5. The reliability coefficient (rtt.) suggests that the test can be 

used with confidence as the reliability coefficient was 0.70 and above for the overall 

tests. This coefficient can be considered acceptable for a classroom examination 

(Wells & Wollack, 2003). 

Table 3.5: Overall and Dimension Wise Reliability Co-efficient of the Reading 

and Writing Tests (N=263 for Reading Test and N=138 for Writing 

Test) 

Dimension of the Tests Spearman-Brown Split-Half Guttman Split-Half 

 Reading Test Writing Test Reading Test Writing Test 

Words .89 .81 .88 .70 

Sentences .92 .91 .91 .90 

Overall Test .91 .87 .91 .84 

3.7.2 Validity and Reliability of the ILMIWA, Observation Checklist and 

Interview Guide  

The validity of the research instruments can be enhanced through expert opinions 

and use of triangulation of data source, data type, method or evaluator (McKenney, 

Nieveen & Van den Akker, 2006; Nieveen, 2010). The content of ILMIWA was 

drawn from the 2005 Kiswahili primary school syllabus and the existing 2015 

primary education syllabus for standard one to ensure validity of the materials. 
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Despite the fact that the new syllabus became effective when the study had far 

advanced in its process, the content and objectives were similar. Therefore, the new 

syllabus complemented with the ILMIWA as the focus was on the achievement of 

the stated objectives in the syllabus. Before the data collection, the lesson materials 

were appraised by supervisors then curriculum research expert and intervention 

programme designer from the University of Dodoma (UDOM) as well as 

experienced teachers in reading and writing in primary schools.   

Besides, the validity of the observation checklist and interview guide was carried out 

through experts. The instruments were given to the curriculum research experts and 

intervention programme designer in the field of reading and writing from UDOM. 

According to their expert comments, the items which were considered valid for the 

purpose were selected, a few were eliminated and some were modified. 

Furthermore, the triangulation of data minimizes the weaknesses of the findings. 

Nieveen (2010) explains that triangulation in formative evaluation research is 

important in order to improve the reliability and validity of the findings. Therefore, 

this study used classroom observation, interview and tests to collect related 

information from the same respondents in order to collect the data which were 

intended. The findings from the observation were cross checked by interview to 

ensure consistency. 

The research instrument is considered reliable if it gives similar data when it is 

administered repeatedly (Cozby, 2004). Each of the instruments had to be tested to 

different groups in the sample before the data collection to measure the extent to 

which the groups consistently provided the same results. The testing of the 

instruments assisted the researcher in reviewing some instruments’ items 
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formulation so that they would be used to collect the intended data consistently 

during the data collection process. In this study, the reliability of the ILMIWA, 

observation checklist and interview guide were ensured through classroom trials. 

Therefore, during the classroom trials, the ILMIWA and instruments were used and 

modified as it was intended by the researcher. 

3.8 Procedures of Administering the Research Instruments 

The research instruments used in this study were administered in four phases. At 

outset, the tests for identification and pre-test were administered over one week in 

the experimental and control schools. The testing sessions consisted of the tests of 

reading and writing. The identification process was followed by the observations 

during the classroom implementation. Then, at the end of the classroom 

implementation, the researcher conducted the interview with the teachers from both 

experimental and control groups as well as the children in the experimental group. 

Lastly, the writing test was administered to children in the experimental and control 

groups. All of the instruments are explained one after the other hereunder.  

3.8.1 Reading Test 

The children were instructed in the whole group to read as fast as possible and 

correctly. Then the group was divided into small groups of 15 to 20 children. The 

first group of children was called based on a checklist and asked to remain in the 

class for individual testing. The other children went out to wait for their time. After 

the first group had been tested, the next group was called for assessment.  

The testing procedure started by interviewing a child on her/his basic information. 

The child was asked to mention her/his name, age, where he/she was living and the 

person he/she was living with.  The idea behind this was to check if the child could 
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hear and speak without any problem. Then, the test was presented to the child. The 

child was asked to read and if the child hesitated, he or she was given one minute to 

try to read before scoring. The assessors were filling in the observation checklist 

form by putting a √ if the child read correctly and × if the child read incorrectly. The 

time for the reading test was not restricted, but each child was allocated 

approximately four minutes to read. The score was based on the number of correctly 

read words and sentences as a proportion of the total words and sentences in the test. 

The minimum score was 0 and the maximum score was 14. From the reading test, 

the high achievers and average achievers were regarded as they were able to read 

(see section 3.2.2– Identification of the CSWD). Therefore, the high achievers and 

average achievers were involved in the writing test.  

3.8.2 Writing Test 

The writing test was administered before and after the implementation of ILMIWA. 

This test was administered in groups. Before the implementation of ILMIWA, it was 

assessed in a group of 32 to 33 children in the experimental school and 39 children 

in control school by dictation on an individual basis. It was ensured that the children 

were seated comfortably in a free environment and sufficiently apart from each other 

so as to avoid copying.  

To ensure that the children were familiar with the pronunciations of the words 

dictated, the participating teachers from their respective schools were asked to read 

the words and sentences to their standard two children. The teachers from both 

schools were first given time to read the words and sentences and prepare 

themselves to read them to the class by following the procedures as agreed with the 

researcher. 
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The children were instructed to listen to all words carefully when the teacher was 

reading through for the first time before being allowed to write them down. 

Thereafter, they were allowed to write the words after the teacher had read for the 

second time and by using stopwatch, the teacher paused for 15 seconds to allow 

them to write. Then, the teacher read for the third time and again, paused for 10 

seconds to allow children to cross check what they had written. The process was 

applied from the first to the tenth word.  

On the other hand, the same steps were applied in writing sentences as it was for 

words except on the issue of time. In writing the sentences, the teacher paused for 35 

seconds after reading the sentences for the second time to ensure that every child had 

enough time to do the work. Then the teacher read the sentences for the third time 

and again, paused for 20 seconds to allow the children to proof-read and correct the 

mistakes. Despite the fact that the test followed these procedures, sometimes the 

teacher repeated reading when the children asked him/her to do so. After completing 

doing the test, the teacher repeated reading all words and sentences while the 

children crosschecked and corrected the mistakes if they found any. The test took 

about 20 to 25 minutes to be completed. After the implementation of ILMIWA, the 

test was assessed in the group of 28 children in the experimental school and 21 

children in the control school. The same procedures which were followed in 

administering the test before the classroom implementation (pre-test) were also 

followed after the classroom implementation (post-test). These procedures were used 

in order to ensure that extraneous factors, such as unfamiliar pronunciations or the 

speed of the reading did not affect what the children wrote.  After the dictation, the 

researcher and assistant researcher scored the test as explained in the next sub-

section.  
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Assessment of the writing test  

The writing test had 14 items which consisted of 10 words and four sentences. The 

word component was assessed in terms of nine patterns of errors. These patterns 

included word identification, spacing (under, irregular and over), spelling 

(substitution, omission and addition), upper and lower case confusion, letter 

deformation, poor alignment, overwrite, mixed letter sizes and letter reverse. Each 

word had the total marks of nine whereby one mark was assigned for each pattern. 

Therefore, in total, ten words had 90 marks. In marking, all patterns of errors were 

assessed from each word whereby one mark was reduced as the child committed an 

error. Besides that, in marking the sentences, there was an addition of one pattern of 

error namely word omission. For that case, each sentence had a total of 10 marks and 

for all sentences, there were 40 marks. However, if the child failed to identify the 

word/sentences, he/she was awarded 0 for that item. The assessment scale together 

with the criteria for assessing dictation (writing test) is attached as Appendix B4. 

After marking, all marks were summed up. The minimum score was 0 and the 

maximum score was 130. From the writing test, the lower achievers were regarded 

as the CSWD and were involved in the teaching session.  

3.8.3 Classroom Observation  

The classroom observation was conducted in both experimental and control groups 

while the teacher of each class was teaching the writing lessons. The data were 

recorded through the observation checklist. In the preparation of the classroom 

observation, the researcher and assistant researcher discussed and agreed on how to 

use the checklist during the lesson observation. In this process, the researcher had to 

first explain the purpose of observation to teachers.  
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3.8.4 Interview  

The interview was used to get views from the teachers and CSWD during the 

classroom trial and summative evaluation. During the classroom trial, teachers were 

interviewed at the end of each lesson and at the end of all lessons while four to five 

CSWD were chosen and interviewed at the end of each lesson. The interview session 

during the summative evaluation was conducted at the end of the classroom sessions. 

The researcher interviewed the teachers involved in teaching the experimental and 

control groups. In addition, 10 children from the experimental group were also 

interviewed at the end of the classroom implementation. The interviews were 

conducted in privacy on one-to-one basis. In the interview, the researcher initially 

built a rapport with the interviewee before asking him/her the probing questions 

based on the implementation of ILMIWA. 

3.9 Data Analysis Procedure  

Data analysis is the process of examining what has been collected from the study and 

making decisions and inferences to the study (Kombo & Tromp, 2006). In the 

present study, the collected data were analyzed qualitatively and quantitatively. The 

data obtained through the classroom observations and interviews with the teachers 

and CSWD were analyzed qualitatively. The data collected through interviews were 

analyzed in relation to their contents. Therefore, the systematic content analyses 

were used to classify signs and words from the respondents according to meaning 

(Kombo & Tromp, 2006). The words from the teachers and children were recorded 

and organized in quotations and inferred within the context of the study. The data 

obtained from the observation checklist were analyzed based on the content in terms 

of lesson introduction, body of the lesson and lesson conclusion followed by the 

general classroom observation.  
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The quantitative data collected using the test of reading and writing were analyzed 

by using the descriptive statistics (frequency, percentage, mean and standard 

deviation) through Statistical Package for Social Sciences (SPSS) version 21.0. The 

statistics helped the researcher to identify the CSWD and know their cognitive gains. 

Furthermore, the paired sample t-test were used to analyse the significance of 

differences in mean scores of the pre-test and post-test within the same group while 

the independent sample t-test was used to analyse the significance of differences in 

mean scores of the pre-test and post-test between the experimental and control 

groups. The data obtained from the analysis of the pre-test and post-test were 

tabulated and presented graphically.   

3.10 Ethical Considerations 

The researcher adhered to all necessary ethical procedures of conducting the 

research. Before leaving for the field work, the researcher obtained the permissions 

to access the institutions that she intended to research. Further, the researcher 

approached the data collection exercise by ensuring confidentiality, voluntary 

participation and anonymity of the respondents.  

Permission to conduct this study was obtained from the Director of the Graduate 

Studies of the University of Dodoma. Such permission was presented to the 

Regional Administrative Secretary who then communicated with the District 

Administrative Secretary of the district which was involved in this study to allow the 

researcher to visit the designated schools. Furthermore, both teachers and children 

were requested to participate in the study and were told about its intention. They 

were informed of the roles they were required to play in the study. Further, the 

parents’ consents were obtained whereby the researcher through the head-teachers, 
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sent letters to them asking for their consent about their children’s participation in the 

study. 
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CHAPTER FOUR 

DATA PRESENTATION AND ANALYSIS 

4.0 Introduction 

This chapter presents the data obtained from designing, prototyping and evaluation 

of the Intervention Learning Materials for Improving Writing Ability (ILMIWA) 

among the children with susceptible writing difficulties (CSWD) in Tanzanian 

primary schools. The data are presented in three sections based on the study 

objectives. The first section deals with the data from the design process of the 

ILMIWA. The second section presents the data from the prototyping process of the 

ILMIWA and third section reports the data obtained from the summative evaluation 

of the efficacy of the ILMIWA. The three sections are addressed by following the 

specified stages and processes as shown in Table 4.1. The stages were derived from 

the study objectives while the processes were derived from the stages.   

Table 4.1: Stages and Processes of the Study Analysis 

Stages Processes 

1. Designing materials for the IP  Design guidelines and specifications of the ILMIWA 

2. Prototyping the materials of the 

IP 

 Expert’s appraisal of the prototype zero ILMIWA 

 Trial of prototype one ILMIWA 

 Teachers’ appraisal of the prototype one ILMIWA 

 Trial of prototype two ILMIWA 

 Final appraisal of the prototype two ILMIWA 

through panel discussion  

3. Establishment of summative 

efficacy of the ILMIWA 

 Identification of the control and experimental groups 

 Implementation of the ILMIWA  

 Establishment of summative efficacy of the ILMIWA    
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SECTION–I 

4.1 Designing of the ILMIWA  

The findings presented in this section are based on the study objective one which 

aimed at designing the ILMIWA through child centred approach (CCA). In designing 

the ILMIWA, it was necessary to establish the design guidelines and specifications 

for the process of designing the materials. The design guidelines and specifications 

were established by keeping in view the findings explored from the preliminary 

study and syllabus analysis as well as principles of Social Constructivist Theory 

together with Motor Learning Theory.  

The findings from the preliminary study (section 1.1.2) unveiled that 74 (29.4%) 

identified CSWD experienced different patterns of errors when writing. The 

committed errors were: letter deformation, poor spacing, spelling errors, case 

confusion, poor alignment, overwrite, mixed letter sizes, letter reversals and word 

identification. The reasons for such errors which led to poor writing ability were 

overcrowded classes, shortage of time per period, lack of training programme, 

shortage of supportive teaching and learning resources, lack of specificity about the 

guidelines for teaching the writing skills in the teacher’s guide book and poor 

teaching/learning methods.  

Moreover, it was observed that the teachers were using talk and chalk method with 

very little practice on writing skills. It was also observed that, the children were 

minimally involved as the teacher centred approach (TCA) was mainly applied in 

teaching and learning process. As a result, the children remained passive except 

copying the teachers’ notes on the chalkboard. It was also found that three teachers 

were providing the remedial classes as an antidote to CSWD while the retention 
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approach was noted to be the common strategy in the primary schools in Tanzania. 

Through the interview with seven teachers, it was noted that the retention was not an 

effective approach in improving the writing ability among the CSWD. 

The analysis of syllabus was also done.  The researcher intended to get an 

understanding on the practical aspects the teachers were using in teaching Kiswahili 

writing skills in early classes in primary schools. The findings from the analysis of 

syllabus indicated that, the children by the end of standard one should be able to 

write the Kiswahili vowels, consonants, syllables, digraphs, words, short sentences 

and a short text. However, the findings from the preliminary study indicated that 

29.4% of the standard two children tested in words and sentences writing had 

difficulty in writing.  

Through the analysis, it was revealed that the syllabus emphasizes the use of small 

group activities and teaching and learning aids in teaching the writing skills. This 

indicates that the teachers are encouraged to apply the series of active interactions 

which lead the children to active learning. However, during the preliminary study, it 

was observed that the teachers were using TCA and the children were not getting the 

chance to practise what they were learning rather than copying what the teachers had 

written on the chalkboard. The findings indicated that teachers did what they were 

able to do and not what the syllabus directed them to do. Therefore, the findings 

confirmed the need to have an intervention programme that would address the 

problem of writing skills among the CSWD. In order to address the mentioned 

problem, the designed ILMIWA focused on the teachers’ pedagogical competence. 

The principles of SCT and MLT were also considered in designing the guidelines 

and specicifications in this study. Social constructivist theory has different principles 
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of learning which were used in designing the ILMIWA. These principles include 

making the use of individual prior knowledge, learning as an active process, learning 

through mediation and collaboration. Other principles focus on the development of 

meaning and motivation as essential for learning. The mentioned principles were 

considered in designing the ILMIWA. The designed ILMIWA allowed for the use of 

prior knowledge in almost all stages of lesson development and all activities in the 

materials. The CSWD were considered to be active during the teaching and learning 

process through minds-on and hands-on activities in small group discussion. The 

ILMIWA also enabled teachers to mediate during teaching and learning process by 

scaffolding especially when the CSWD got stuck. The mediation helped the CSWD 

to proceed with the work. Moreover, the motivation was also considered specifically 

when the CSWD performed better in the learning activities. Therefore, encouraging 

the CSWD during the teaching and learning process was considered important for 

the children learning.  

Motor Learning Theories are guided by four principles namely stages of learning, 

types of task, practice and feedback. Similarly, the principles of motor learning were 

also considered in the designed ILMIWA. The stages of learning namely cognitive, 

associative and autonomous were included in the ILMIWA. The materials allow the 

CSWD to reason so as to create the knowledge under the teacher’s guidance. 

Besides, the materials give chance to the CSWD to associate the prior knowledge 

with the new learned knowledge. Further, the materials include the individual 

activities to identify the ability of the child to work independently. 

Moreover, the provided exercises and homework considered the ability of the 

CSWD. The activities were simple and therefore, were understood which allowed 
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the children to actively participate in learning. Likewise, practice was the core 

activity in the ILMIWA. The ILMIWA allowed the children to practise each of the 

learned activity in groups as well as individually. Lastly, the feedback was 

considered important after each activity.  

4.1.1 Design Guidelines and Specifications 

Following the findings and principles highlighted above, the design guidelines and 

specifications were formulated. These addressed the first research question which 

asked: “What sort of Intervention Learning Materials that are required to improve 

the writing ability of children with susceptible writing difficulties”? Keeping in view 

the research question one, Table 4.2 shows the first process that is, the design 

guidelines and specifications, and its corresponding specificities. 

Table 4.2: Design Guidelines and Specifications for the ILMIWA 

Process Specificities 

 Design Guidelines and 

Specifications 

 Aligning new materials with the current curriculum; 

 Following the techniques of child’s active learning; 

 Adopting the maxims of teaching namely, learning 

from known to unknown; 

 Making decision on pedagogy of teaching; 

 Making decision on pedagogical support; 

 Creating flexible learning environment; 

 Arranging plus time table for the implementation; 

and 

 Stating procedural specifications 

 Preamble information: lesson rationale, 

lesson objectives, teaching and learning 

aids, and time allocation for lesson 

implementation.  

 Lesson development: introduction of the 

lesson, body of the lesson (teaching with 

mediation followed by practice) and 

conclusion followed by children assessment. 
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Source: Field Data (2014) 

 

As Table 4.2 illustrates, the design guidelines and specifications adopted seven 

specificities in designing and evaluating the ILMIWA. The first specificity was the 

aligning of the ILMIWA with the competency based curriculum which emphasizes 

the adoption of CCA. This was done by planning the activities that allow the 

children to be at the centre of the teaching and learning process while the teacher 

becomes the facilitator. The activities included singing, group discussion and 

demonstration for effective implementation of the current curriculum. 

The second guideline was to follow the techniques of child’s active learning by 

incorporating the minds-on activities (singing and cards observation) and hands-on 

activities (cards arrangement) in small groups during the teaching and learning 

process. The third guideline was the adoption of the maxims of teaching namely 

learning from known to unknown. Particularly, in the designed ILMIWA, the 

teachers were allowed to test the prior knowledge of the children while relating it 

with the new lesson that was expected to be taught.  

The fourth guideline was about making decision on the pedagogy of teaching which 

includes teaching strategies and the role of the teacher during the lesson 

implementation. In the ILMIWA, the teachers were supposed to arrange the children 

in small groups, monitor children’s participation, and use of the scaffolding and 

reinforcement techniques. Furthermore, the decision on the number of children in the 

small groups for discussion and at which stage the discussion should be conducted 

together with the steps to be followed in conducting each learning activity were 

suggested.  
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The fifth guideline was making the decision on the pedagogical support such as the 

use of alphabetical chart, vowels tree and cards with the letters and syllables to form 

words which were integrated in the ILMIWA. The sixth one was the creation of 

flexible learning environment whereby the children were allowed to think and learn 

independently by completing the homework, accessing the learning resources and 

enjoying the freedom of participation.   

The seventh guideline was the arrangement of plus time table for the implementation 

of the designed materials. The reason for introducing the plus time table was because 

the materials were the remedial kind of intervention for the CSWD and therefore the 

intention was not to disturb the normal school time table.  

Finally, the procedural specifications were kept in mind while the lessons within the 

ILMIWA were being designed. These specifications were divided into two parts. 

The first part was the preamble information which included the lesson rationale, 

lesson objectives, teaching and learning aids, and time allocation for the lesson 

implementation. The second part was the stages of lesson execution which included 

the introduction of the lesson, body of the lesson (teaching with mediation followed 

by practice) and conclusion followed by the children assessment. The design 

specifications for each lesson are categorically stated below:   

i. Rationale of the lesson: This specification explains the importance of the 

lesson to be taught to the children.  

ii. Lesson objectives: The learning objectives on improving the writing of the 

CSWD were extracted from the syllabus. The specific objectives in the 

ILMIWA were to enable the CSWD write correctly the Kiswahili vowels, 

consonants, digraphs and syllables.  The objectives were also geared to 
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enable the CSWD write the words with no more than four syllables and short 

sentences with not more than five words. 

iii. Teaching and learning aids: The teaching and learning aids were used to 

simplify the lesson presentation by the teacher and help to supplement the 

children learning. The teaching and learning aids used were the chart of 

alphabets, cards of letters and syllables, and slates. 

iv. Time allocation for lesson implementation: this indicated the proposed 

time for lesson introduction, teaching with mediation, practice as well as 

conclusion of the lesson. The proposed time of the lesson was 40 minutes 

whereby 5 minutes were for the introduction, 30 minutes for teaching with 

mediation and practice and 5 minutes for the conclusion. 

v. Introduction of the lesson: It was covered through the warm-up activities. 

Thereafter, some questions were posed to explore the children’s prior 

knowledge and provide them with an understanding of what they were going 

to learn. 

vi. Teaching with mediation: This was used by the teacher to scaffold the 

children during the learning process especially when they got stuck while 

performing different activities. This mediation helped the children to proceed 

with the given activities in order to develop their writing ability.  

vii. Practice: Through this technique, children were given the opportunity to 

practise through more exercises and were getting matured on the writing 

skills.  The practice session on particular writing skills was organized 

individually as well as group wise.  

viii. Conclusion: Each lesson was summarized basing on the specific objectives 

of the lesson and was followed by the application activities in terms of 
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homework so as to give the children more chance of experiencing the lesson. 

Besides, the space was given to the parents/guardians to be a part in 

supporting their children.  

Hence, immediately after formulating the design guidelines and specifications, the 

researcher used them to compose 27 lessons for intervention. The composed lessons 

were considered as the prototype zero and were therefore followed by formative 

evaluation (see Appendix A: The final version of the ILMIWA lessons sample). The 

detailed descriptions of the process of the designed ILMIWA through the 

prototyping approach are deliberated subsequently.  

 

SECTION–II 

4.2 Prototyping the Designed ILMIWA  

The ILMIWA designed in the first stage was then prototyped through the cycles of 

formative evaluation namely expert appraisal, classroom trials and panel discussion 

for the purpose of getting the information for improving its validity and 

practicability at this stage. The validity of the ILMIWA was judged by assessing the 

appropriateness of the content to meet the intended objectives as stated in the 

syllabus for standard one. Conversely, the practicability of the designed ILMIWA 

was judged by understanding if the materials were perceived as useful in the 

classroom context both by the teachers and children.  

In each cycle of the prototyping stage, the refinement of the materials was an on 

going exercise. Further, the rearrangement of the ILMIWA components was made 

until when the materials were obtained and refined to have the promising 
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characteristics suitable for improving the writing ability among the CSWD. The 

main activities during this stage were to implement, assess and incorporate the 

changes to improve the ILMIWA to get the required quality. During this stage, the 

researcher participated as an observer and at the same time, as a facilitator. 

Therefore, the findings presented in this section were obtained during the appraisals 

and classroom trials. These findings answered research question two which asked – 

“How would the Intervention Learning Materials be developed to improve the 

writing ability of CSWD? To address this question, different processes were 

adapted. The adapted processes are presented in Table 4.3 and the same are followed 

by different comments and phenomena. Subsequently, the analysis of the received 

comments and observed phenomena are deliberated as well. 

Table 4.3: Comments Received and Phenomena Observed from the Process of 

Prototyping 

Process Comments Received and Phenomena Observed 

1. Expert appraisal of the 

prototype zero by 

curriculum design research 

(CDR) expert, intervention 

programme (IP) designer 

and retired experienced 

teachers 

 

 

 

 

 

 

 

 

 

 

 Organization of the materials: Flow of the ILMIWA is 

reasonable to achieve the stipulated learning objectives in it. 

 Content coverage: ILMIWA contained adequate learning 

activities and covered almost all identified core contents of 

writing difficulties, and commensurate with the current 

syllabus. 

 Language compatibility: Pre-lesson preparation as a subtitle 

needed to be changed as teaching and learning aids.  

- Commented to use the word ‘slate’ instead of chalkboard 

for children. 

 Teachers’ role and children’s activities: Suggested to 

consider children to be at the centre of the teaching and 

learning process across the lesson.   

 Suggested time: 40 minutes are enough provided that the 

teacher prepares her/himself well before the lesson 

presentation and otherwise. 

 Teaching strategy: Short songs related to vowels and 
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2. Try–out of the prototype one 

 

 

 

 

 

 

 

 

 

 

 

 

 

3. Teachers’ appraisal after the 

trial of prototype one 

 

 

 

 

 

 

4. Trial of prototype two 

 

 

 

 

5. Final appraisal of the version 

two ILMIWA through panel 

discussion 

syllables were recommended for use as the teaching strategy. 

 Teaching and learning aids: Suggested to use the commonly 

available and less expensive materials to prepare the teaching 

and learning aids to reduce cost.  

 Exercises and homework: Homework needs to be developed 

by using the jumbled vowels and syllables whereby the 

children can form the meaningful words which will exhibit 

their higher order thinking. 

 Despite the challenges such as classroom management, time 

management and management of group works, the teacher 

was able to deliver the lessons as per the demands. 

 Recommendation was received from teachers in the first 

delivered lesson that the content/concepts needed to be made 

compatible to the time framed and objectives stated. 

 Suggestions were received after the delivery of all the lessons 

at this phase. These included using index and middle fingers 

as a strategy for maintaining appropriate space between 

letters/syllables/words during writing. 

 Testing of prior knowledge was recommended for all children 

but not for the few selected ones as it was practised before.  

 ILMIWA were understood well and it was expressed that they 

could be used by other teachers with minimum supervision as 

all steps adopted were shown clearly. 

 Suggested to ensure the children’s understanding about the 

meaning of the words which were introduced in the lessons. 

 Suggestion was given on the need to give homework to 

CSWD on sentence construction instead of word formation 

only. 

 Observation was made that the teacher was capable  of 

delivering the lessons more often than not by following almost 

all the steps prescribed but  the time management was a 

challenge in a few lessons because some of the children 

reversed letters - ‘g’ and ‘n’. 

 Suggestion was received to use the lined chalkboard as well as 

lined slates, and these teaching and learning aids were 

developed by the researcher in collaboration with the assistant 
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researcher and the teacher who participated in the experiment.    

 Suggested to use lined cards for alphabets and syllables. 

 Suggested to provide homework not by restricting the load in 

terms of number of words or sentences to be written. 

Source: Field Data (2014/2015) 

4.2.1 Expert Appraisal of the Prototype Zero ILMIWA  

The prototype zero ILMIWA was appraised twice. It was firstly appraised by the 

curriculum design research (CDR) expert and intervention programme (IP) designer 

in the early reading and writing field and secondly, by two retired experienced 

teachers who were teaching reading and writing to standard one and two children.  

It is evident from Table 4.3 that both the CDR expert and IP designer were positive 

with the ILMIWA as the flow of the materials was reasonable to achieve the 

stipulated learning objectives. Besides, they added that the materials contained 

adequate meaningful learning activities and covered most of the identified core 

contents of writing difficulties, and were compatible with standard one syllabus.  

Despite the appreciation on ILMIWA, the CDR expert suggested to modify the sub-

title –‘pre-lesson preparation’ as ‘teaching and learning aids’ in the preamble 

information part of the materials. This means that the sub-title ‘teaching and 

learning aids’ is direct to the contents contained in the part of the ILMIWA. 

Subsequently, during the interview, the IP designer raised the question on the term 

chalkboard. Such question was – “Is this the same chalkboard used in most of the 

classrooms or…?” (Semi-structured interview: 8th July, 2014). The answer was ‘No, 

it is not the same’. However, the IP designer suggested using the word ‘slate’ instead 

of ‘chalkboard for children’ as this could be confused with the teachers’ chalkboard.  
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Moreover, it was observed from the ILMIWA that the role of the teachers and 

suggested children’s activities in the materials were mainly based on the objectivist 

views. Therefore, it was recommended that the children should be considered as the 

source of teaching and learning in addition to teachers across the lessons since one of 

the hidden agenda to design the ILMIWA was to adapt CCA during the teaching and 

learning process. Similarly, the CDR expert said:  

In teaching and learning using CCA, it is appropriate for the teacher 

to consider the learners as the centre of knowledge while 

acknowledging their prior knowledge when introducing each step of 

the lesson. This would make the teachers be able to realize the 

strengths and weaknesses of the learners for mediation (Semi-

structured interview: 14th July, 2014).  

This statement indicates that, using the children’s prior knowledge makes a base for 

the teacher to know the ability of the children and determine what and how the 

children should be supported in their learning process. 

Likewise, the ILMIWA were appraised by two experienced retired teachers (ERT1 

and ERT2). These teachers were selected purposively because of their experience 

and ability in teaching the writing skills to young children. The ERTs were obtained 

through headteachers’ assistance. The ERTs were satisfied with the idea of designing 

the ILMIWA for improving the writing ability of the CSWD. They were also 

satisfied with the content coverage of the intended part and the appropriateness of 

the teaching and learning aids.  

Nevertheless, one ERT1 was worried with the 40 minutes allocated to deliver the 

lesson by arguing that teachers would fail to adequately facilitate the learning due to 

many activities and the use of CCA. However, the ERT2 was satisfied with the 40 

minutes. In this context, the ERT2 said: 
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In fact, 40 minutes are enough for one lesson especially for these 

young children. The important issue is for the teacher to prepare 

him/herself before the class and make sure that he/she uses every 

minute properly during the presentation. You know, the problem is 

that many teachers believe that there is no need to prepare themselves 

when teaching standard one or two especially when teaching reading 

and writing (Semi-structured interview: 21st July, 2014). 

 

The ERT2 was satisfied with the allocated time per lesson in relation to the suggested 

activities. However, the ERT2 insisted on the significance of the teacher’s 

preparation before the class so as to make the suggested time be used properly. 

Furthermore, the ERT1 recommended using the short songs related to vowels and 

syllables as a teaching strategy. According to ERT1’s views, the songs are helpful in 

children’s learning as they motivate them to be attentive. Besides, it was expressed 

by the ERTs that although the appropriateness and availability of the teaching and 

learning aids had been maintained by taking into account the level of the children 

and the lessons designed, it was a sine qua non of preparing the teaching and 

learning aids using the commonly available and less expensive materials to reduce 

the cost. Moreover, the ERT2 advised the teacher to use the pieces of boxes instead 

of manila cards because children could easily collect the pieces of boxes from their 

homes with low or no cost at all.  Finally, both ERTs suggested that the homework 

needed to be developed by using jumbled vowels and syllables whereby the children 

could form meaningful words which exhibited their higher order thinking. This 

would help the children to form words by using the current and previous learned 

syllables. In this context, the ERT1 said: 

Asking the children to form words without giving them the jumbled 

syllables may result into forming the words using the syllables from 

the current lesson only and will not remember to mix them with the 

previous ones as a result, they may forget to write some of the letters 

due to lack of revision (Semi-structured interview: 22nd July, 2014).  
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This means that the teachers should prepare the writing skills’ homework by 

considering all the learned syllables so as to help the children continue with the 

practice of forming the learned letters. The researcher therefore took into 

consideration the comments given by the experts and ERTs to improve the ILMIWA 

and make them ready for the first classroom trial.  

4.2.2 Trial of Prototype One 

The trial of the prototype one was conducted in August, 2014 in one of the primary 

schools for the purpose of assessing its practicability and usefulness of the ILMIWA 

in real classroom settings. The study tried the ILMIWA to get the teachers’ views 

and concerns on the usability of the materials in facilitating the meaningful learning 

by the designed materials to the teachers and children. The first trial of the ILMIWA 

involved two teachers. Both sampled teachers had the pre-teaching experience in 

writing skills to the standard one and two children. One teacher was teaching writing 

skills to the standard one children and had experience of thirteen years, and the other 

one was teaching standard two children and had experience of 8 years in the year 

this study was conducted. Further, both teachers had similar academic qualifications, 

that is, Grade 3A.   

Orientation of the Prototype One ILMIWA to Teachers 

Despite the fact that the teachers had the pre-teaching experience, it was necessary to 

familiarize them with the ILMIWA as the adapted approach was new to them. A 

week before the orientation day, the teachers were provided with the ILMIWA for 

the purpose of self-learning and identification of the hard spots of the material and 

then the orientation of the materials was deliberated for two days. The first day of 

the programme was meant for giving the training to teachers on how to use the 
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ILMIWA whereas the second one was allocated to train them on how to develop the 

appropriate teaching and learning aids.  

The purpose of the current study and for whom the ILMIWA were developed were 

introduced at the beginning of the first orientation. Thereafter, the components of the 

lessons which included how to use CCA, how the lessons should be presented, how 

the teaching and learning aids should be used and how the children’s works should 

be marked were discussed.  

To address the CCA, the use of prior knowledge of the children, group work as the 

strategy as well as the demonstration method were explained to teachers with the 

intention of getting them trained on how to use the CCA in the instructional process. 

Nevertheless, the teachers were skeptical about the use of CCA to the young 

children’s learning process. In the process of orientation, they accepted it gradually 

and showed interest to execute it to get the practical experience on how the children 

could be made to discuss in groups.  

Similarly, the way the lessons should be presented was subsequently discussed with 

the teachers. The discussion began with how to introduce the lessons by using prior 

knowledge of the children besides arousing the children’s participation and ended 

with sequential presentation of the contents, techniques of time management, 

supervision of the group work, techniques of questioning and handling children’s 

answers, and classroom management skills. The discussion was also held with the 

teachers on effective use of teaching and learning aids such as vowels tree, syllable 

cards, letter cards, letters chart and the slates. Finally, the teachers and researcher 

agreed on the marking system of the children’s works.  
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Likewise, the second day of the orientation programme was used for preparation of 

the teaching and learning resources. In this process, two teachers were involved in 

preparing the vowels tree, syllable cards, letter cards, letters chart and slates as the 

teaching and learning aids. The clarity, legibility and visibility of the teaching and 

learning aids were kept in view while these aids were being developed.  

Identification of the CSWD  

The identification of the CSWD was conducted in two days.  In the identification 

phase, 135 children were initially subjected to reading test. Out of 135 children, 

31(23%) children were excluded as they were found to have acute reading problems 

and finally, 104 children were selected for the writing test. Out of 104 children who 

participated in the writing test, 49 children were identified as high achievers, 27 

children were identified as moderate achievers and 28 children were identified as 

low achievers. Therefore, 28 (26.9%) children who were identified as low achievers 

were regarded as the CSWD of which 15 were girls and 13 were boys. The age range 

of the identified CSWD was between 7 and 10 years. Figure 4.1, 4.2 and 4.3 show 

the sample of the written works of the children arranged from high, moderate and 

low achievers. These works were chosen randomly from each group.  

After the identification task, it was observed that the children who were not 

identified as CSWD were laughing at their fellows that they were stupid. The 

informal interview with the participating teachers revealed that they were satisfied 

with the identification of the CSWD but were not happy with separation of those 

children. To them, it was like labelling them and this could demoralize them from 

attending school. However, the teachers agreed to proceed with the intervention as 

the intention was to help them.  
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Figure 4:1: Sample of the Written Work from High Achievers Group 

Source: Test from First Classroom Trial (August, 2014) 

It is shown in Figure 4.1 that, the child was able to write from the dictation with 

minimal errors. The works show that the child had a problem of spacing specifically 

in sentence number two, three and four. In all the three sentences, there were 

unnecessary spaces between some words. From the second sentence, the word 

“anapika” (she is cooking) has been written in two words “ana pika”. Likewise, in 

sentence number three, the word “anasoma” (he is reading) has been written as two 

words “ana soma” and from the sentence number four, the word “tunacheza” (we 

are playing) has been written as “tuna cheza”. In spite of a few errors identified in 

this work, the child was identified as high achiever.  
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Figure 4.2: Sample of the Written Work from Moderate Achievers Group 

Source: Test from 1st Classroom Trial (August, 2014) 

Figure 4.2 shows the sample of the written works for one of the child who was 

identified as a moderate achiever.  The child was able to identify all the words and 

sentences although there were some errors. For instance, the child had a problem of 

spelling substitution “r and l” specifically in the second word, instead of writing 

“leo” (today) the child wrote “reo”, in word number nine instead of writing 

“kifaranga” (chick) the child wrote “kifalanga” and in sentence number four 

instead of writing “mpira” (ball) the child wrote “mpila”. Moreover, the child had a 

problem of letter sizes as shown in word number eight and nine. The letter formation 

was another problem committed by this child. The child also committed the errors 

like leaving the space between words, overwrite and spelling addition specifically in 

sentences dimension. However, despite all these errors, the child was identified as 

the moderate achiever. 
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Figure 4.3: Sample of the Written Work from Low Achievers Group 

Source: Test from First Classroom Trial (August, 2014) 

It is evident from Figure 4.3 that there were more patterns of errors in child’s 

writings. Figure 4.3 shows that the child failed to identify some of the words such as 

word number six, seven, eight, nine and ten. The child also failed to identify the 

sentences such as sentence number three and four. 

Moreover, the child had a problem of spacing letters and syllables in words for 

example, instead of writing the word “dagaa” (sardine) the child wrote “da  ga a” 

and there is underspacing in the first sentence. Likewise, the child faced the problem 

of alignment such as in the word “dagaa”.  Apart from that, the child faced the 

problem of spelling substitution between “r and l” and the problem of letter 

formation as well as letter reverse such as letter “n”. Furthermore, it is observed in 

Figure 4.3 that the child reversed number 4 (four) and 5 (five). However, the 

observation of numbers was not part of this study. It is also important to know that, 

although “case confusion” and “overwrite” are not seen in Figure 4.3 as the patterns 

of errors, they appeared in the works of other low achiever children. Following the 
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identification of the CSWD, it was necessary to pre-test them before the 

intervention.  

Administration of pre-test to CSWD 

The pre-test (writing test) was administered to the CSWD within one day. The 

writing test was administered to 28 identified CSWD to determine their levels of 

writing ability. The pre-test scores of the identified CSWD were compared with the 

post-test scores of the same CSWD after receiving the trial intervention programme. 

Moreover, the difference between the pre-test and post-test gave the status of the 

cognitive gains after trial intervention.  

The composed pre-test was only from six lessons of the initial ILMIWA. These 

lessons were expected to be selected for the classroom trial. The pre-test had a total 

of 14 items whereby 13 items were related to word dictation and one was related to 

sentence dictation. This test was marked by considering the different patterns of 

errors. These patterns are listed along with their scoring procedure in chapter three, 

section 3.8.2. The minimum score of this test was zero and the maximum score was 

127. However, the words only had a total marks of 117 and sentence had total marks 

of 10. The results which were extracted from this test are given in Table 4.4. 

Table 4.4: Pre-test Results of Prototype One Trial (N=28) 

Dimension of the 

Writing Test 

      Obtained 

Minimum Score  

     Obtained 

Maximum Score 

Obtained 

Mean Score  

Std. Deviation 

Words 29 70 45.93  10.55 

Sentences  0  7  1.96   2.55 

Overall Test 29 75 47.89 11.97 

Source: Data from Trial of Prototype One (August, 2014) 

It is clearly seen in Table 4.4 that the pre-test as administered to a group of 28 

CSWD, comprised of two dimensions namely words and sentences. The obtained 
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results are reported dimension wise along with the overall performance of the 

writing test. It can be observed from Table 4.4 that 29 was minimum score and 70 

was the maximum score obtained from the word dimension out of 117 as a total 

score in word dimension. Besides, the mean score for the same dimension was 45.93 

with S.D 10.55. This means that the performance in word dictation was below the 

average. Similarly, 0 was the minimum score and 7 was the maximum score 

obtained from the sentence dictation out of 10 as a total score whereas the mean 

score in sentence was 1.96 with S.D 2.55. This also implies that the performance in 

sentence dictation was very poor beyond the normal expectation.  

Moreover, it is evident from the overall test presented in Table 4.4 that 29 was the 

minimum score, 75 was the maximum score out of 127 as the total score and the 

obtained mean score was 47.89 with S.D 11.97. This means that the mean 

performance of the CSWD in the writing test was below the average performance. 

The reason for this was that the children were observed to commit errors frequently 

in letter formation followed by inappropriate space, mixed letter sizes and alignment 

in words and sentences. Therefore, an intervention strategy in improving the writing 

ability of those CSWD was essential. 

Classroom trial of the prototype one ILMIWA 

This part intended to report on how the IP lessons were executed in the classroom 

setting at the first instance. At the beginning of the trial, the researcher taught the 

first and second lessons to exemplify how to implement the ILMIWA before the 

session was facilitated by the teacher in four lessons. The implementation of lesson 

one and two was within the allocated time (40 minutes). However, through the 

interview with the teachers, it was noted that lesson one was overloaded with the 
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content and activities as a result, the children got less time to practise the learned 

content. However, lesson one was split into two lessons later on. 

While the teacher was teaching through prototype one ILMIWA, the observation 

was deliberated across the stages of the lesson implementation namely introduction 

of the lesson, lesson development (teaching with mediation and practices) and lesson 

conclusion. Therefore, the phenomena observed from all the three stages of lesson 

implementation are presented separately in Table 4.5, 4.6 and 4.7. Finally, the time 

management in relation to the lesson implementation is reported in Table 4.8. 

Lesson introduction 

This stage was accomplished by performing three activities which were to be done 

by both the teacher and children. The observed phenomena for each lesson are 

presented subsequently.  

Table 4.5: Results Explored during Lesson Introduction at First Classroom 

Trial  
S/n Phenomena Observed during the Lesson Introduction Lessons 

  L3 L4 L5 L11 

1 Warm-up activities through the song 1 1 2 2 

2 Linking the new lesson with the previous lesson (example: asking 

oral questions, giving feedback to homework, asking children to 

write   letters/syllables learned in the last lesson) 

 

 

0 

 

 

1 

 

 

2 

 

 

2 

3 Children’s response to teacher’s questions  1 1 2 2 

Source: Data from First Classroom Trial (August, 2014) 

Key: L – lesson, 0 – indicates that the activity was not performed, 1 – indicates that 

the activity was performed incompetently and 2 – indicates that the activity was 

performed competently 
 

It is evident from Table 4.5 that, while the teacher was introducing lesson five and 

eleven, she competently performed the activities related to the lesson introduction by 

allowing the children to sing the songs with regard to the lesson, testing previous 

knowledge of the children and making them ready for discerning new objects of 
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learning and their critical aspects. Similarly, in the same lessons, the CSWD 

responded competently to the teacher’s questions and/or wrote the letters/syllables 

on the slates. However, the same degree of pedagogical skills was not exhibited by 

the teacher and failed to relate the new lesson with the previous one. Therefore, she 

was observed as incompetent in introducing lesson three and four.  

Moreover, it was also validated by conducting the interviews with the CSWD 

whereby 18 CSWD out of 28 expressed that the use of songs in introducing the new 

lesson was quite interesting since it helped them discriminate what they had learnt in 

the previous lessons from what they were supposed to learn in the new lesson. One 

child said:  

When we sing a song related to the syllables, I remember all the 

syllables we learned in the previous lesson and it becomes very easy 

for me to write the syllables on the slate (Semi-structured interview: 

22nd August, 2014).    

Moreover, most of the CSWD who said that they liked singing; did not provide the 

reasons for their liking. Probably, this could be due to their level of education 

(standard two). Generally, it can be concluded that during lesson introduction phase, 

most of the activities were underperformed in lesson three and four and well 

performed over time in lesson five and eleven.  

Lesson development 

This stage of the lesson was operationalized by implementing different teaching and 

learning activities. These activities were carried out by both the teacher and children. 

During the classroom session, the observation was done to ascertain the 

practicability of the materials. The observed phenomena for each lesson are 

presented in Table 4.6.  



127 

Table 4.6: Results Found from the Body of the Lesson at the First Classroom 

Trial  

S/n Phenomena Observed in the Body of the Lesson  Lessons 

  L3 L4 L5 L11 

1. Identification of letter(s) from the chart 2 2 2 2 

2. Writing of letter(s) in  air by following certain steps 1 1 1 1 

3. Assessment on how letters were written in  air 1 2 2 2 

4. Demonstration on how to form letters, syllables and/or words 1 2 2 2 

5. 

6. 

Practice of writing letters and syllables on the slates 

Writing of letters and syllables in the exercise books 

1 

1 

2 

1 

2 

2 

2 

2 

7. Assessment of children’s writing on the slates and in the exercise 

books 

0 1 2 2 

8. Children’s participation in small groups discussion 1 1 1 1 

9. Groups/individual guidance to children 0 1 1 2 

10. Small groups presentation 1 0 1 1 

11. Children’s performance in  the writing of words and sentences  1 1 2 1 

12. Marking of the exercise given to children 1 1 2 2 

Source: Data from the First Classroom Trial (August, 2014) 

Key: L – lesson, 0 – indicates that the activity was not performed, 1 – indicates that 

the activity was performed incompetently and 2 – indicates that the activity was 

performed competently 

 

As shown in Table 4.6, identification of the letters from the chart was performed 

competently by the CSWD in all the four observed lessons. However, in all lessons, 

the CSWD were observed as incompetent while writing the same identified letters in 

air and when working in small groups. Moreover, Table 4.6 shows that in lesson 

four, five and eleven; the teacher exhibited the appropriate behaviour by assessing 

and demonstrating competently how the CSWD wrote letters in the air. The teacher 

exhibited the behaviour by appropriately following the steps involved in forming 

letters, syllables and words. Likewise, the CSWD were observed appropriately 

practising the letters and syllables formation on their slates under lesson four, five 
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and eleven. In lesson five and eleven, the teacher assessed properly what the CSWD 

wrote on their slates.  

 

Nonetheless, the teacher was observed as incompetent under lesson four as she was 

partially assessing the CSWD for being engaged in the class whereas in lesson three, 

such teacher avoided full classroom assessment of the CSWD for the simple pretext 

that they were engaged in. Further, Table 4.5 indicates that the performance of the 

CSWD was better when they were engaged in writing letters and syllables in their 

exercise books in lesson five and eleven but performed incompetently in the same 

activity when they were engaged in lesson three and four. Moreover, the teacher was 

seen as competent in guiding the CSWD in group activities when she was delivering 

lesson eleven. Conversely, she was observed as incompetent in lesson four and five 

when she was engaged in the same activity. However, in lesson three, the teacher 

was observed to avoid guiding the CSWD during their group activities in the class. 

Likewise, the teacher was not careful about the children’s freedom to present the 

group activities before the class in lesson four.   

 

On the other hand, in lesson three, five and eleven, the children were observed as 

incompetent while presenting what they had discussed in their groups. Furthermore, 

in lesson three, four and eleven, the CSWD were observed as incompetent as they 

were unable to write correctly the dictated words and sentences in their exercise 

books. Nevertheless, in lesson five, the CSWD were observed as competent while 

writing dictated words. It can also be observed that the teacher was incompetent in 

lesson three and four when she was engaged in marking the children’s exercise but 

the same teacher demonstrated some interest when evaluating carefully the assigned 

exercise to the CSWD in lesson five and eleven. Apart from that, the teacher was 
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also observed to motivate the children after each presentation for improving their 

confidence. The teacher was at the same time observed to face the challenges in 

supervising the CSWD in their group activities because most of them tried to have 

the learning aids in their own hands instead of sharing them in a group.  

The classroom observation was followed by the interviews with the teachers and 

CSWD. During the interview, the teachers appreciated the use of slates to both the 

CSWD and teacher in the assessment procedure. In this regard, one teacher 

explained:  

Assessing the children’s written works in groups saves time as it is 

easy to identify the child in need of support in writing (Semi-

structured interview: 27th August, 2014).    

The use of slates by the CSWD seemed to be very important to teachers especially 

during the assessment time. This was due to the reason that the teacher was able to 

assess in group what the CSWD had been writing on slates. In that case, the CSWD 

were being asked to raise their slates for the teacher to assess what they had written. 

In so doing, the teacher identified quickly some of the CSWD in need of support.  

What was even surprising for teachers is that it was not expected for the children at 

the early stage to be able to discuss and present before the class what they had 

discussed in their groups despite having minor challenges during the discussion 

session. For instance, some of the CSWD were observed as being shy to present 

what they had discussed in their groups and some refused to present before the class 

as a corollary of the scared fullness. In connection to this, during the interview, the 

researcher asked the children to name the things they disliked in the IP lessons. 

Following this question, three CSWD out of 28 reported that they disliked making 

presentations. In this regard, one of the CSWD said: “I am afraid of standing in front 

of the class to present” (Semi-structured interview: 21st August, 2014). This showed 
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that some of the CSWD had low confidence when presenting things in front of 

people.    

One of the significant observations reported by the teacher was that, although some 

of the CSWD were unable to write and respond to the questions in the day to day 

classes, the same children showed confidence to write and respond to questions 

before the class during the trial session. After some time, the child who was 

identified as very weak in writing was noted to improve to some extent at the end of 

the fifth lesson.  

Despite the positive indications during the first classroom trial, teachers reported that 

managing time and group activities for the CSWD were significant challenges 

among all other challenges.  

On the contrary, through the interview with the CSWD, all of them declared that the 

use of cards in forming words was quite interesting and simple to form many words 

within a short time. This shows that the CSWD liked hands-on activities and they 

believed that the use of cards in forming words simplified the work.   

It is felt from Table 4.6 that both the teacher and CSWD improved and increased 

their lesson delivery skills and participation in teaching-learning process 

respectively. Therefore, it can be said that, this form of lesson delivery was 

beneficial for children’s learning as they were interested and exhibited confidence 

while working together in the class. 

Conclusion of the lesson 
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The lesson conclusion involved four activities which were performed by the teacher 

and children during the classroom trial. The observed phenomena for the stipulated 

lessons are presented in Table 4.7 followed by analysis.  

Table 4.7: Results Unveiled from the Lesson Conclusion at the First Classroom 

Trial   

S/n Phenomena Observed during the Lesson Conclusion Lessons 

  L3 L4 L5 L11 

1 Summary of the individual lesson  1 2 2 2 

2 Children’s participation in summarizing the lesson 1 1 2 2 

3 Declaration of the new lesson 0 2 2 -  

4 Provision of homework and its guidance  1 1 2 2 

Source: Data from First Classroom Trial (August, 2014) 

Key: L – lesson, 0 – indicates that the activity was not performed, 1 – indicates that 

the activity was performed incompetently and 2 – indicates that the activity was 

performed competently. 

 

Table 4.7 illustrates the way lessons were concluded which implies that the summary 

of lesson four, five and eleven was performed competently by the teacher but the 

same activity was performed incompetently in lesson three.  Children with 

susceptible writing difficulties participated actively in lesson five and eleven and 

their responses to teacher’s questions were good and confidently given. On the 

contrary, the same children were observed to be incompetent in lesson three and four 

while responding to the teacher’s questions. Considering all, it can be felt from 

Table 4.7 that the teacher was competent in introducing lesson eleven at the end of 

lesson five instructional session. However, lesson four was avoided to be introduced 

at the end of lesson three instructional session due to the reasons given by the 

teacher:  



132 

It was not my intention to skip that step but unknowingly I 

skipped it. You know, introducing a new lesson after the 

conclusion of the previous lesson is not a teaching culture 

especially to the young children in our school (Semi-

structured interview: 21st August, 2014).  
 

Finally, it was observed that in lesson five and eleven, the teacher assigned the 

homework to the CSWD with appropriate guidance on how to do it better but the 

same approach of assigning the homework was not maintained in lesson three and 

four something which led to poor performance in the homework.  

Time management vis-a-vis classroom trial of the ILMIWA 

 During the trial phase, the time management of the teacher was recorded besides the 

observation of the activities performed under each stage of the lesson – introduction, 

lesson development and lesson conclusion. Therefore, the time spent corresponding 

to each stage in each lesson is presented in Table 4.8. 

Table 4.8: Time Spent in Each Stage under each Lesson 

Stages of the Lesson Time (Minutes) Spent in Individual Lesson 

 L3 L4 L5 L11 

Introduction 

Main Body 

Conclusion 

7 

35 

6 

5 

33 

6 

4 

30 

5 

5 

39 

        6 

Total Minutes Spent in each Lesson 48 44 39 50 

Source: Data from First Classroom Trial (August, 2014) 

It was planned by the researcher together with the experts (experienced teachers) that 

5 minutes were to be used for the lesson introduction, 30 minutes for lesson 

development (teaching with mediation and practices) and 5 minutes for lesson 

conclusion hence making a total of 40 minutes in each lesson. However, as it is 

shown in Table 4.8, the teacher was unable to manage time as it was allocated for 

lesson three, four and eleven compared to lesson five. Particularly, the teacher faced 
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difficulty in getting the children involved in each activity across the lessons and 

more so with lesson 11. Further, it is evident from Table 4.8 that the teacher spent 

longest time in lesson 11 than in other lessons. Probably, the reason was due to the 

fact that additional activities were introduced for sentence writing in the lesson 11.   

In the same vein, Table 4.8 shows that the teacher spent 48 minutes to cover lesson 

three in which more time was spent in each stage of this lesson. It was observed that 

more time was spent in introducing the lesson and delivering the main body of the 

lesson by singing the song and in forming groups for discussion respectively. 

However, it was further agreed that the time for introducing the lesson through songs 

had to be reduced. Furthermore, the children needed to quickly group themselves 

when asked by the teacher rather than waiting to be grouped by the teacher herself.  

Similarly, in lesson four, the teacher spent 44 minutes meaning that the time was 

spent beyond the stipulated one. Specifically, the time went beyond the planned 

schedule in delivering the lesson and concluding it despite the fact that the teacher 

properly managed the time at the stage of the lesson introduction. Again, lesson 11 

ended after 50 minutes although the teacher managed the time judiciously while 

introducing the lesson. She failed to do so in other stages of the lesson. When the 

teacher was asked about the reasons of spending more time in presenting lesson 11 

than other lessons, the teacher said:  

I found myself concentrating on giving unnecessary examples in 

word formation while the CSWD were able to form the words with 

minimal guidance within short time (Semi-structured interview: 27th 

August, 2014).     
 

The teacher seemed to use the examples because it was shown in the materials and 

not because the CSWD needed more examples to understand. Therefore, at the end 
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of the discussion, it was agreed that the number of examples given to the CSWD 

should be reduced as the teacher moved from one lesson to another and therefore, 

the children would be familiar with that activity. Furthermore, it was observed that 

some of the time was also lost during the distribution of slates. Given this fact, it was 

agreed that every child had to take her/his slate by the time of entering the class. 

After the classroom trial, the post-test was administered to CSWD and its extracted 

results are presented subsequently.  

Post-test results after first classroom trial 

The post-test was administered to the CSWD after the first classroom trial of the 

ILMIWA. The intention of conducting the post-test to the CSWD was to reveal the 

change resulting from the use of designed ILMIWA. The scores obtained through 

the post–test are presented in Table 4.9.  

Table 4.9: Post-test Scores after First Classroom Trial (N=28) 

Dimension of the 

Writing Test 

      Obtained 

Minimum Score  

     Obtained 

Maximum Score 

Obtained 

Mean Score  

Std. Deviation 

Words  

Sentences 

Overall Test 

66 

2 

70 

94 

8 

100 

82.11  

5.04 

87.18 

7.28 

1.48 

7.85 

Source: Data from First Classroom Trial (August, 2014) 

As Table 4.9 portrays, the post-test was administered to a group of 28 CSWD. The 

test had the items which intended to measure the skills acquisition on word and 

sentence writing. Table 4.9 illustrates that the CSWD scores ranged between 66 as 

minimum score and 94 as the maximum score out of 117 from the word writing 

domain. It is indicative that the mean score for the same domain was 82.11 with S.D 

7.28. This implies that the performance of the CSWD in word dictation was above 

the average. 
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Likewise, two as the minimum score and eight as the maximum score were obtained 

from the domain of sentence dictation out of 10 as a total score. The obtained mean 

score for the same domain was 5.04 with S.D 1.48. This implies that the 

performance of the CSWD in sentence dictation was also above the average. 

Besides, it is evident from the overall test that 70 marks were scored as the minimum 

performance and 100 were scored as the maximum performance out of 127 as the 

total score whereas the overall mean score was 87.18 with S.D 7.85. These scores 

suggest that the mean performance of the CSWD in writing test was above the 

average performance. This means that most of the CSWD performed well in the 

post-test compared to the pre-test. In order to identify the sharp discrimination 

between the mean scores of the pre-test and post-test, a paired sample t-test was used 

and the result explored from the tests are reported in Table 4.10.  

Table 4.10: Mean Pre-test versus Post-test Scores of CSWD on the Writing 

Skills (N=28) 

Components Test Mean Mean 

Difference  

S.D S.E.M ‘t’ Ratio Sig. (2-tailed) 

Words   Pre-

test 

45.93         37.68 10.55 2.14 17.62 .000 

Post-

test 

83.61   7.19    

Sentences Pre-test  1.96          3.07  2.55 .38 8.06 .000 

Post-

test 

   

5.04 

   1.50    

Overall Pre-test 47.89         40.75 11.97 2.35 17.34 .000 

Post-

test 

88.64    7.88    

Source: Data from First Classroom Trial (August, 2014) 

Table 4.10 indicates the means for the pre-test versus the post-test scores of the 

CSWD on words and sentences components followed by the overall scores of 
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writing skills. Table 4.10 shows that the mean pre-test and post-test scores of CSWD 

on the component of words were 45.93 and 83.61 with SD of 10.55 and 7.19 

respectively, whereas the difference between the mean pre-test score and the mean 

post-test score was 37.68. A significant increase from pre-test to post-test in the 

word writing skills was found (t = 17.62, p < .001). It means that the word writing 

skills gradually improved in the post-test compared to pre-test due to the impact of 

various words intervention strategies.         

Besides, Table 4.10 also shows that the mean pre-test and post-test scores of the 

CSWD on the component of sentences were found to be 1.96 and 5.04 with SD of 

2.55 and 1.50 respectively  whereas the difference between the mean pre-test score 

and  mean post-test score was 3.07. In addition, the significant increase from the pre-

test to post-test in the sentence writing skills was found (t = 8.06, p < .001). This 

means that the improvement in sentences writing skills of the CSWD was due to the 

impact of sentence writing intervention strategies and not otherwise.  

Furthermore, the overall mean pre-test and post-test scores of the CSWD were 47.89 

and 88.64 with SD of 11.97 and 7.88 respectively while the difference between the 

mean pre-test score and mean post-test scores was 40.75. The significant increase 

from pre-test to post-test in the writing skills was found (t = 17.34, p < .001). This 

implies that the mean for the post-test score of the CSWD was higher than that of the 

pre-test on both words and sentences writing.  

Therefore, it can be concluded that the improvement of the writing ability of the 

CSWD in the post-test score was due to the effect of the use of developed ILM. 

Despite the improvement of the writing ability among the CSWD, there were some 

suggestions received from the teachers who participated in the trial process for 
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improving the designed ILMIWA. The suggestions received and the observations of 

the phenomena to be incorporated are as follows:   

i. To split the first lesson into two lessons for consistent time management in 

addition to the avoidance of repeating songs in introducing  the lesson, 

reduction of the number of examples during teaching, allowing children to 

take their slates at the beginning of the class and group themselves for not 

more than five of them in a group. 

ii. To make sure that ILMIWA give directions on testing the previous knowledge 

for all CSWD and not for a few selected ones.  

iii. To add explanations in the ILMIWA on how to use index and middle fingers 

as a strategy for maintaining appropriate space between letters, syllables and 

words during writing. 

iv. Besides, there were some problems related to the teacher’s teaching behaviour 

which were observed. Such problems included; overlooking to introducing the 

new lesson at the stages of lesson conclusion and inappropriate supervision of 

group activities. Fortunately, these problems were addressed during the 

orientation session of the second trial. However, other three suggestions were 

incorporated in the ILMIWA to improve its efficacy, and then subjected to the 

experienced teachers for appraisal. 

4.2.3 Teachers’ Appraisal after the Trial of the Prototype One 

The teachers’ appraisal was deliberated to assess if the ILMIWA could be well 

understood and used by the teachers with minimum assistance through orientation.  

This appraisal involved the two experienced teachers who were teaching reading and 

writing in standard one and two. These teachers were requested to check the steps of 
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the lessons implementation together with their corresponding activities. It was 

revealed from the experienced teachers that the ILMIWA could be understood and 

used by teachers with no doubt as all steps involved in the lessons were shown 

clearly with their corresponding activities. Each step showed clearly what the 

teachers were supposed to do while teaching and what the children were supposed to 

do in the process of learning. In this connection, the teacher said that:  

The materials are very good in terms of clarity and can also be used 

even by the teacher who had not attended the training because the 

materials show all the steps clearly. The only important task on the 

part of the teacher is to read the materials carefully before the class 

time (Semi-structured interview: 16th September, 2014). 
 

Nevertheless, it was advised that the real examples from the school or home 

environment must be given to the CSWD in the class with the focus on their better 

understanding of the word meaning. Besides, the task of writing the sentences as 

homework was suggested to be included in the materials, as it was missing. In this 

way, the prototype two ILMIWA was developed by incorporating the suggestions 

received from the teachers’ appraisal.   

4.2.4 Trial of Prototype Two ILMIWA 

After the inclusion of the suggestions received from the first trial as well as from the 

teachers’ appraisal, the second trial was conducted in October, 2014 in another 

primary school. The second trial assessed the practicability of the ILMIWA in the 

real classroom context. Besides, the trial was performed to determine the extent to 

which the teacher would be able to manage the use of the designed materials with 

minimum assistance. Precisely, the same steps used during the orientation of the 

ILMIWA to teachers, identification of the CSWD, pre-test administration on the 

identified CSWD, classroom trial of the ILMIWA and administration of the post-test 
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to the CSWD and similar data collection instruments adopted during the first trial 

were also used in the second trial. The teacher involved in this trial was the Grade 

3A with the pre-teaching experience of writing skills in standard one and two for 17 

years.   

Orientation of prototype two ILMIWA to the teacher 

The orientation of the version two ILMIWA took one day and involved one teacher 

who was trained on using the ILMIWA. Before immersing in the real classroom trial 

practice, the oriented teacher piloted the ILMIWA to determine its practicability. In 

the pilot stage, the teacher engaged eight standard two children and taught the first 

lesson of the ILMIWA in the presence of the researcher and assistant researcher. For 

the pilot teaching, the children were chosen by the participating teacher with the 

assumption that they had poor writing ability. From the pilot teaching, it was felt that 

the participating teacher was comfortable to deliver the lessons of the ILMIWA and 

was satisfied with the contents outlined and concepts articulated in the lessons. In 

this way, the teacher was made ready for the second classroom trial. Besides the 

teacher’s readiness for the second classroom trial, the identification of the CSWD 

and administration of the pre-test on them were the next prerequisite steps.   

Identification of the CSWD  

In this phase, the whole class (145 standard two children) was exposed to a reading 

test. Out of 145 children, 47 children were excluded from the writing test as they had 

severe reading problems. It was only 98 children who were allowed to appear in the 

writing test. From the 98 children who participated in writing test, 45 children were 

identified as high achievers, 28 children were identified as average achievers and 25 

(25.5%) children were identified as low achievers. Thus, the children who were 
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identified as low achievers were regarded as the CSWD and these comprised of 15 

girls and 10 boys. The age range of the identified CSWD was between seven and 12 

years.  

Laughing at the identified CSWD was also observed in the second trial. However, 

the participating teacher asked the other teachers to silence the children who were 

mocking their fellows although it was very difficult since they were running away 

when laughing at their fellows. The informal interview with the participating teacher 

revealed that mocking the children with low ability in class activities was seen to be 

normal. The teacher reported that sometimes they used to tell the children with high 

and average ability to mock the children with low ability so as to make them feel 

ashamed and there after work hard. Likewise, the teacher blamed the children with 

low ability in writing by calling them lazy children. 

However, in this trial, the samples of the written works of the high and moderate 

achievers were not attached as they reflected the same as those in the first trial. 

Nevertheless, Figure 4.4 shows the sample of the written work of the low achiever so 

as to see how the CSWD were writing differently.   
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Figure 4.4: Sample of the Written Work from Low Achiever Group 

Source: Second Classroom Trial (October, 2014) 

Administration of the pre-test to CSWD 

Again, another pre-test was administered to 25 identified CSWD. The results 

obtained from the pre-test are presented in Table 4.11. 

Table 4.11: Pre-test Results of the Prototype Two Trial (N=25 

Dimension of the 

Writing Test 

      Obtained 

Minimum Score  

     Obtained 

Maximum Score 

Obtained 

Mean Score  

Std. Deviation 

Words 25 65 46.84 10.72 

Sentences 0 6 1.92 2.18 

Overall Test 25 69 48.76 11.77 

Source: Data from 2nd Classroom Trial (October, 2014) 

Table 4.11 highlights the pre-test results of the prototype two trial. The results are 

reported in words and sentence dimension wise along with the overall results of the 

writing test. The Table shows that 25 and 65 as the minimum and maximum scores 

respectively out of 117 were obtained from the word dimension by the CSWD. The 

obtained mean score for the same dimension was 46.84 with SD of 10.75. This 

implies that the performance in the word dictation was below the average. In the 

same way, 0 and 6 as the minimum and maximum scores respectively out of 10 were 

obtained from the sentence dimension by the CSWD. The obtained mean score in 

this dimension was 1.92 with SD of 2.18. This also indicates that the performance in 

the sentence dictation was poor. Likewise, it is shown from the overall test in Table 

4.11 that 25 and 69 as minimum and maximum scores respectively out of 127 were 

obtained in the writing test by the CSWD. The overall obtained mean score was 

48.76 with SD of 11.77.  This implies that the mean performance of the CSWD in 

the writing test was below the average performance.  
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Classroom trial of the prototype two ILMIWA 

This section reports the observation and suggestions received from the first trial and 

teachers’ appraisal. It was unveiled from this classroom observation of the trial that 

the teacher managed the time judiciously in most of the lessons. The main factors 

associated with this were splitting the lessons and reducing the time for introducing 

the lesson through the songs hence the children were allowed to collect their slates at 

the beginning of the class. Furthermore, the children were allowed to quickly group 

themselves in not more than five children in a group, as it was agreed in the first 

trial.  However, the same problem of time management was also further observed 

partially. Particularly, in lesson six and 12, the children were observed to reverse the 

letter ‘g’ and letter ‘n’ along with unusual way of writing the letter ‘n’. Therefore, 

more time was spent on assisting these children. During this session, the photos were 

taken to show how these children were writing those letters as Figure 4.5 illustrates.  

   

Figure 4.5: Reversed Letters ‘g’ and ‘n’ Together with an Unusual Way of 

Writing the Letter ‘n’ from the CSWD’s Work 

Source: Second Classroom Trial (October, 2014) 

In addition, it was also agreed to test the previous knowledge for all CSWD instead 

of a few and hence, this pedagogical strategy was observed to be performed 

competently by the teacher in this trial phase. Again, it was noted in the last trial that 

the CSWD were facing the challenges of maintaining the appropriate space between 

letters, syllables and words. To minimize or eliminate this problem, it was agreed 

that the index and middle fingers should be used as the teaching strategy by the 
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teacher and learning strategy by the CSWD for maintaining appropriate space 

between letters, syllables and words. Subsequently, this strategy was preferred by all 

the CSWD. 

Likewise, the teacher was insisted to introduce the new lesson at the end of each 

lesson and the same was observed to be displayed by the teacher in this trial as well. 

Similarly, the teacher was observed to face the challenges in supervising the children 

in their group activities during the last trial as most of the CSWD tried to have their 

own learning aids in their hands rather than sharing them with the rest of the group 

members.  Therefore, in this trial, the teacher explained to the children that they were 

not supposed to hold the cards in their hands but rather, keeping them on the table to 

allow everyone see and use them as part of the learning activities. This instruction 

was received positively hence conducting the learning activities smoothly with close 

supervision as advised by the researcher during the orientation. This can be observed 

clearly in Figure 4.6.  

 

Figure 4:6: Children’s Group Discussion under Close Supervision 

Source:  Second Classroom Trial (October, 2014) 
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Besides, all other activities performed by the teacher were observed and found to 

have been performed well and the degree of the teacher’s performance indicates that 

the orientation with pilot teaching greatly helped the teacher in delivering the lessons 

more competently compared to the first classroom trial.  

Subsequently, the observation of this trial was followed by the interview of both the 

teacher and children. The results from this interview revealed that the ILMIWA were 

simple, lesson contents were clear to understand, teachers’ and children’s activities 

were well structured, and suggested time for lessons was reasonable for the teacher 

to deliver them and children to perform the learning activities. During the interview, 

both the teacher and children were asked about the suitability of the teaching and 

learning aids. The teacher said with confidence that the teaching and learning aids 

were fit for the level of the children and manageable in terms of the cost despite the 

fact that their preparation could consume time especially when more cards were 

needed. In addition, the teacher who participated in the lesson expressed that this 

way of teaching writing was quite interesting and had no problems to proceed with 

those materials to teach the CSWD. Eventually, the teacher expressed her 

willingness by saying: 

I will keep on teaching these children by using the same approach 

(ILMIWA). I hope it will definitely have positive implication to the 

school results and I am sure that in the next year none of these 

children will be retained in standard two because of this problem 

(Semi-structured interview: 30th October, 2014). 
 

Likewise, the children acknowledged to have been interested in using the slates in 

learning how to write and using the cards in forming words. During the interview, 

one child said: “Cards helped us in our group to form many words within a short 

time” (Semi–structured interview: 25th October, 2014). Commenting on the same, 
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another child said: “It is interesting and very simple to form words by using cards” 

(Semi–structured interview: 26th October, 2014).  

Post-test results after the second classroom trial 

The post-test was administered to 25 CSWD just after the second classroom trial of 

the ILMIWA. The test intended to know the post-test scores resulting from the use 

of the improved ILMIWA by the teacher with the minimum assistance. Therefore, 

the performance scores in terms of cognitive gains are presented in Table 4.12.  

Table 4.12: Post-test Scores after the Second Classroom Trial (N=25) 

Dimension of the 

Writing Test 

      Obtained 

Minimum Score  

     Obtained 

Maximum Score 

Obtained 

Mean Score  

Std. Deviation 

Words  

Sentences 

Overall Test 

73 

  2 

                80 

98 

8 

103 

87.24 

5.52 

92.76 

6.86 

1.45 

6.94 

Source: Data from Second Classroom Trial (October, 2014) 

Table 4.12 shows that 73 as the minimum and 98 as the maximum scores out of the 

total of 117 were obtained from the word dimension by the CSWD but the obtained 

mean score from the same dimension was 87.24 with SD of 6.86. This implies that 

the performance in word dictation was above the average. Similarly, 2 and 8 as the 

minimum and maximum scores respectively out of total 10 were obtained from the 

sentence dimension by the CSWD whereas the obtained mean score in the sentence 

dimension was 5.52 with SD of 1.45. This implies that the performance in the 

sentence dictation was also above the average.  

Further, it is seen from the overall test that 80 and 103 were obtained by the CSWD 

as the minimum and the maximum scores respectively out of 127. The obtained 

overall mean score was 92.76 with SD of 6.94. These scores show that the mean 



146 

performance of CSWD in the writing test was above the average performance. This 

means that the CSWD had improved their writing ability after the intervention 

programme. However, there was no concrete evidence about the degree of 

improvement. So, the paired sample t-test was calculated to compare the mean 

scores of the pre-test and of post-test. The results explored from the paired sample t-

test are presented in Table 4.13.  

Table 4.13: Mean Pre-test versus Post-test Scores of CSWD on the Writing 

Skills (N=25) 

Components Test Mean Mean 

Difference  

S.D S.E.M ‘t’ Ratio Sig. (2-tailed) 

Words   Pre-

test 

 

46.84 

 

 

40.40 

10.72  

2.35 

 

17.19 

 

.000 

Post-

test 

87.24  6.86    

Sentences Pre-test 1.92  

3.60 

2.18      .35 10.25 .000 

Post-

test 

   5.52  1.45      

Overall Pre-test 48.76             44.00 11.77 2.44 18.03 .000 

Post-

test 

92.76  6.94      

Source: Data from Second Classroom Trial (October, 2014) 
 

Table 4.13 presents the differences in terms of mean between the pre-test and post-

test scores of the CSWD on words and sentences components along with the overall 

scores of the writing skills. It is observed in Table 4.13 that 46.84 is the mean of the 

pre-test scores with SD of 10.72 and 87.24 is the mean of the post-test scores with 

SD of 6.86 of the CSWD on the component of words. In the same component, the 

mean gain score from pre-test to post-test was 40.40.  The significant increase from 

the pre-test to post-test in the component of word was found (t = 17.19, p < .001). 
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This means that the intervention programme had positively contributed to improve 

the word writing skills of the CSWD.         

Further, Table 4.13 shows that 1.92 is the mean pre-test score with SD of 2.18 and 

5.52 is the mean post-test score with SD of 1.45 of the CSWD on the component of 

sentences. In this component, the mean gain score from the pre-test to post-test was 

3.60. The significant increase from the pre-test to post–test in the component of 

sentence was found (t = 10.25, p < .001). This means that the improvement in the 

sentences writing skills of the CSWD was due to the impact of the sentence writing 

intervention strategies.  

Likewise, it is shown that overall, 48.76 is the mean pre-test with SD of 11.77 and 

92.76 is the mean post-test score with SD of 6.94. The difference between the mean 

pre-test score and the mean post-test score was 44.00. The calculated ‘t’ ratio was 

found to be 18.03 which is significant beyond .001 level. This means that, there was 

a significant increase from the pre-test to post-test (t = 18.03, p < .001). Thus, it can 

be concluded that the improvement of the writing ability of the CSWD was due to 

the impact of the ILMIWA.  

Similarly, a comparative assessment on the post-test scores of the CSWD for the first 

and second trial was done to find out if there was the subsequent improvement in 

children’s writing ability. Therefore, the true reflection of the CSWD on the writing 

ability is shown in Figure 4.7. 
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     Figure 4.7: Comparison between the Mean Post-test Scores of the First and 

Second Trials of CSWD on Writing Skills  

Source: Data from First and Second Classroom Trial (2014) 

Figure 4.7 shows the difference between the mean of the post-test scores of the first 

and second trial of the CSWD on the word and sentence dimensions together with 

the overall scores of the writing skills. The post-test mean scores were obtained after 

teaching the CSWD using the ILMIWA. It is shown from Figure 4.7 that on word 

dimension, the CSWD performed better in the second trial than in the first trial 

which made a difference of 3.63. It can then be interpreted that the post-test scores in 

the second trial had improved due to the impact resulting from the word intervention 

strategies.  

Similarly, on sentence dimension, the CSWD performed better in the second trial 

than those in the first trial which made a difference of 0.48. This also means that in 

sentence dimension, the mean post-test scores in the second trial had improved due 

to the impact resulting from the sentence intervention strategies.  
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Further, the overall results indicate that the CSWD in the second trial performed 

better than those in the first trial which made a difference of 4.12. Besides, the 

CSWD in the second trial had an advantage of being taught by using the improved 

version of the ILMIWA. Therefore, it can be concluded that the observation from the 

first classroom trial and comments from the experienced teachers had positive 

impact on the ILMIWA. Although there were no comments received during the 

second trial for the modification of materials, it was necessary to appraise the 

ILMIWA through the panel discussion for its final validation after the trial of the 

prototype two ILMIWA as it had been planned and mentioned in chapter three, 

section 3.2.2.  

4.2.5 Final Appraisal of Prototype Two ILMIWA through Panel Discussion 

The panel discussion was conducted between the researcher and four experienced 

teachers, whereby two teachers participated in the classroom trials and the other two 

teachers appraised the prototype zero and first version of the ILMIWA. The 

discussion intended to determine the validity of the ILMIWA before the summative 

evaluation was held. During the panel discussion, a few comments were provided by 

the participants to be incorporated in the ILMIWA. The comments were: 

i. To use the lined chalkboard as it would save time during the lesson delivery. 

ii. To use the lined slates as well as lined cards for alphabets and syllables 

teaching and learning because this was seen to be important as the CSWD 

should start to practise writing letters of the same size and should be able to 

identify the letters which as the rule, should go down or up as well as those 

which should remain within the line. 
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iii. To provide the homework by not restricting the load in terms of the number of 

words or sentences to be written since the restriction could hamper the 

children’s freedom and choice to write as many  words or sentences as they 

could. 

From these comments, it can be concluded that all members in the panel were 

satisfied with the ILMIWA and agreed that it should be used for field-testing after 

integrating those suggestions and revised other lessons basing on the tried lessons. 

Therefore, in view of the recommendations received from the classroom trials and 

other sources, the outlines of the lessons were organized as shown in Table 4.14. 

 Table 4.14: Organization of the ILM Lessons 

                                     Lessons 

Vowels and Words 

L-1: Vowels ‘a, e, i, o, u’  

L-2: Words from vowels  

Consonants, syllables and words  

L-3-11: Consonant (b, d, f, g, h, j, k, l, m) syllables and words  

Consonants, syllables,  words and sentences 

L-12-16: Consonant (n, p, r, s, t), syllables,  words and sentences with two to three words  

L-17-20: Consonant (v, w, y, z), syllables,  words and sentences with two to five words  

L-21-28: Digraph (ch, nd, ng, mb, sh, nj, nz, mw), syllables, words and sentences with   

                two to five words 

Source: Syllabus (2005/2015)  

Key: L–Lesson 

SECTION–III 

4.3 Establishment of Summative Efficacy of the Final Protoype of the ILMIWA  

The final assessment of the ILMIWA was conducted in the two public primary 

schools between January, 2015 and March, 2015 for the purpose of determining the 
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effectiveness of the designed materials in promoting children learning. In order to 

conduct this assessment, out of two schools, one school was chosen as the 

experimental and the other as the control. The focus of the assessment was to answer 

the research question three which asked – “What is the efficacy of the Intervention 

Learning Materials developed to support the writing ability among CSWD? To 

address this question, three steps were followed. The followed steps are presented in 

Table 4.15 followed by the important phenomena observed.  

Table 4.15: Steps of Assessment and Phenomena Observed   

Steps Phenomena Observed 

1. Identification and pre-

test  

 

 

 

 

2. Classroom 

implementation  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 49 CSWD were identified (28 from experimental school and 

21 from control school). 

 Similar pre-test mean scores were unveiled from both 

groups (experimental group – 51.25 and control group – 

55.25). 

 Experimental group 

 The teacher introduced lessons by using the songs and 

children’s prior knowledge.  

 The lessons were presented by focusing on the child’s 

understanding and ability to use the learned skills. 

 The teacher involved the children in the process of 

teaching and learning across the lessons. 

 The teacher used dictation as a means of assessment.  

 The teacher concluded the lessons by asking the 

questions of the main concepts and declared the next 

lesson. 

 The teacher assigned the homework to the children. 

 Control group 

 The teacher introduced the lessons by writing “Reading 

and Writing”, then asked one child to read loudly for 

others to reread. 

 The teacher wrote the letters on the chalkboard then 

asked one child to read loudly for other children to 
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3. Assessment of the 

efficacy of the ILMIWA    

 

 

 

reread. 

 The teacher showed the syllables and words on the 

manila cards, then asked one child to read loudly for 

others to reread. 

 The children copied what the teacher had written on the 

chalkboard. 

 There were no lessons’ conclusion rather than asking the 

children if they had finished copying. 

 Significant differences between the post-test mean scores 

were found between the experimental and control groups 

(mean difference – 38.79) 

 The mean (117.79) of the experimental group was 

significantly higher than the mean (79.00) of the control 

group  

Source: Field data (2015) 

Table 4.15 shows the steps followed during the assessment of the ILMIWA. Each 

assessment step is presented with its corresponding observations and the analysis is 

presented accordingly in the following sub-sections. However, before presenting the 

findings, the sample characteristics of the participating teachers are presented in 

Table 4.16.  

Table 4.16: Sample Characteristics of Teachers during the Final Assessment 

Schools Teachers 

 Sex Qualifications Teaching Experience 

(Years) 

In-service Training 

Experimental School Female Grade 3A 17 - 

Control School Male Grade 3A 25 3Rs 

Source: Field Data (2015) 

Note: 3Rs- Reading, Writing and Arithmetic 

As Table 4.16 indicates, the final assessment involved two teachers with the similar 

qualifications, namely Grade 3A. However, these teachers differed in other 

characteristics. The teacher from the experimental school was a female while in the 
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control school was a male. Furthermore, Table 4.16 shows that, these teachers 

differed in their teaching experience. Moreover, the teacher from the control school 

had attended in-service training in 3Rs (Reading, Writing and Arithmetic). These 

teachers were purposively selected because they were the ones who were teaching 

reading and writing skills in standard two in their respective schools.  

4.3.1 Identification of the CSWD for the Control and Experimental Groups  

The identification of standard two CSWD for the control and experimental groups 

was conducted through the administration of reading and writing tests in two phases 

and in sequential manner as shown in Table 4.17. The Table describes the number of 

children tested from each school and number of children identified. 

Table 4.17: Identification of the CSWD during the Final Assessment 

Phase Identification Tools Number of Children Tested Number of Children Identified 

  Experimental 

School 

Control 

School 

Total 

 

Experimental 

School 

Control 

School 

Total 

 

I Test of Reading 125 99 224 97 78 175 

II Test of Writing 97 78 175 28 21 49 

Source: Field Data (2015) 

It is observed from Table 4.17 that, 224 children (125 children from experimental 

school and 99 children from control school) were exposed to reading test in order to 

identify the children who were able to read because the intervention was planned to 

improve the writing ability and not reading ability.  Out of 224 children, 49 

(21.88%) children were excluded from the writing test because they had severe 

reading problems. Therefore, only 175 children (97 children from the experimental 

school and 78 children from the control school) were allowed to do the writing test. 

Eventually, 49 (28%) children (28 [28.9%] children from the experimental school 
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and 21 [26.9%] children from the control school) were identified as the CSWD. In 

this case, the experimental group had 28 (28.9%) children while the control group 

had 21 (26.9%) children. The age range for the CSWD from both control and 

experimental groups was seven to 12 years. 

The CSWD were also being laughed at by the other children in the experimental 

group. However, the children in the control school were not observed to laugh at 

their colleagues with low ability. It was not possible to identify the reason behind as 

the study did not work on that. Nevertheless, the teachers from the control school 

were heard to blame the CSWD as being lazy. The interview with teachers from both 

groups revealed that the identification of the CSWD was a good idea since the 

intention was to support them. 

4.3.2 Pre-test Results for Experimental and Control Groups  

Subsequent to identification of the CSWD, it was necessary to make the comparison 

of both experimental and control groups of the identified CSWD on the basis of their 

pre-test scores on writing skills. The scores of writing test in the identification phase 

were also used for comparison in the pre-test. Therefore, an independent sample t-

test was conducted to compare the pre-test scores on writing skills of the 

experimental and control groups. 

The results are reported dimension wise in words and sentences in Table 4.18 and 

4.19 respectively followed by the overall results in Table 4.20. The mentioned 

Tables describe that the writing ability of the groups were measured on the basis of 

their pre-test mean scores and the difference between mean has been shown.  
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Table 4.18: Mean Pre-test Scores of Experimental versus Control Groups of 

CSWD on ‘Words’ Dimension (Experimental: N=28, Control: N=21) 

Dimension Patterns of 

Errors 

Groups Mean Mean 

Difference 

S.D S.E.D t-

ratio 

df Level of 

Significance 

 

 

 

 

 

 

 

 

 

Words 

Word 

identification 

Experimental 6.86 
.43 

1.67  

.55 
.81 

 

47 
.439 

Control 7.29 2.05 

Spacing 

Experimental 2.86 

.05 

2.14  

.67 
.07 

 

47 
.943 

Control 2.90 2.51 

Spelling 

Experimental 2.86  

.00 

1.65  

.47 

 

.00 

 

47 

 

1.000 
Control 2.86 1.56 

Case 

confusion 

Experimental 4.36 
.88 

1.68  

.50 
1.75 

 

47 
.090 

Control 5.24 1.81 

Letter 

formation 

Experimental 1.07  

.41 

1.05  

.28 

 

1.47 

 

47 

 

.147 Control .67 .80 

Alignment 
Experimental 6.46 .04 

 

1.53  

.58 
.06 

 

32.83 
.951 

Control 6.43 2.29 

Overwrite 
Experimental 5.18  

.82 

2.07  

.61 

 

1.34 

 

47 

 

.187 Control 6.00 2.19 

Mixed 

letter sizes 

Experimental 3.79  

1.88 

2.30  

.65 

 

2.91 

 

47 

 

.005 Control 5.67 2.15 

Letter 

reverse 

Experimental 6.46  

.63 

1.53  

.51 

 

1.24 

 

47 

 

.222 Control 7.10 2.05 

Source: Field Data (2015) 

Table 4.18 reflects the difference between the mean pre-test scores for the 

experimental and control groups of the CSWD on different patterns of errors on the 

word writing skills. The mean pre-test scores on  ‘word identification’ are 6.86 and 

7.29 and t (47) = .81, p > .005; mean pre-test scores on  ‘spacing’ are 2.86 and 2.90 

and t (47) = .07, p > .005; mean pre-test scores on  ‘spelling’ are the same 2.86 and t 

(47) = .00, p > .005; mean pre-test scores on  ‘upper and lower case confusion’ are 

4.36 and 5.24 and t (47) = 1.75, p > .005;  mean pre-test scores on ‘letter formation’ 

are 1.07 and .67 and t (47) = 1.47, p > .005. furthermore, the pre-test mean scores on 

‘alignment’ are 6.46 and 6.43 and t (32.83) = .06, p > .005; mean pre-test scores on 
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‘overwrite’ are 5.18 and 6.00 and t (47) = 1.34, p > .005; mean pre-test scores on 

‘mixed letter sizes’ are 3.79 and 5.67 and t (47) = 2.91, p = .005 while mean pre-test 

scores on ‘letter reverse’ are 6.46 and 7.10 and t (47) = 1.24, p > .005.  

Out of the nine ‘t’ ratios, only one that is, ‘mixed letter sizes’ was found to be 

significant at boundary level of significance (t (47) = 2.91, p = .005).  However, it 

can be said that at the pre-test level before intervention, both experimental and 

control groups were largely similar on word writing skills.  

 

 

 

 

 

 

 

Table 4.19: Mean Pre-test Scores of Experimental versus Control Groups of 

CSWD on ‘Sentences’ Dimension (Experimental: N=28, Control: 

N=21) 

Dimensio

n 

Patterns of 

Errors 

Groups Mea

n 

Mean 

Differenc

e 

S.D S.E.

D 

t-

ratio 

Df Level of 

Significanc

e 

 

 

 

Sentence 

identification 

Experimental 2.46 
.04 

1.73  

.48 
.07 

 

47 
.941 

Control 2.43 1.57 

Spacing Experimental .00 .10 .00  1.45  .162 
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Sentences 

Control .10 .30 .07 20 

Spelling 
Experimental .32 

.06 

.72  

.18 
.32 

 

47 
.748 

Control .38 .50 

Case 

confusion 

Experimental 1.79 

.07 

1.45  

.42 .17 

 

47 .867 
Control 

1.86 1.4

9 

Letter 

formation 

Experimenta

l 

.14  

.14 

.36  

.07 

 

2.1

2 

 

27 

 

.043 

Control .00 .00 

Alignmen

t 

Experimenta

l 

.36  

.26 

62  

.14 

 

1.9

5 

41.0

9 

 

.058 

Control .10 30 

Overwrite 

Experimenta

l 

1.82  

.20 

1.5

4 

 

.40 

 

.50 

 

47 

 

.617 

Control 
1.62 1.1

6 

Mixed 

letter 

sizes 

Experimenta

l 

.93  

.17 

1.0

5 

 

.31 

 

.54 

 

47 

 

.592 

Control 
1.10 1.0

9 

Letter 

reverse 

Experimenta

l 

2.14  

.33 

1.5

8 

 

.41 

 

.81 

 

46.6

2 

 

.421 

Control 
1.81 1.2

9 

Word 

omission 

Experimenta

l 

1.39  

.51 

1.4

0 

 

.40 

 

1.2

8 

 

47 

 

.208 

Control 
1.90 1.3

8 

Source: Field Data (2015) 

Table 4.19 highlights the difference between the mean pre-test scores for the 

experimental and control groups of the CSWD on different patterns of errors on the 

sentence writing skills. Table 4.19 portrays that the mean pre-test scores on 

‘sentence identification’  for the experimental and control groups of the CSWD are 

2.46 and 2.43 respectively and t (47) = .07, p > .005; the mean pre-test scores on 
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‘spacing’  for the experimental and control groups are .00 and .10 respectively and t 

(20) = 1.45, p > .005; the mean pre-test scores on ‘spelling’  for the  experimental 

and control groups are .32 and .38 respectively and t (47) = .32, p > .005.   

Further, the mean pre-test scores on ‘case confusion’ for the experimental and 

control groups are 1.79 and 1.86 respectively and t (47) = .17, p > .005; the mean 

pre-test scores on ‘letter formation’ of experimental and control groups are .14 and 

.00 respectively and t (27) = 2.12, p > .005; the mean pre-test scores on ‘alignment’ 

for the experimental and control groups are .36 and .10 respectively and t (41.09) = 

1.95, p > .005. The mean pre-test scores on ‘overwrite’ for the  experimental and 

control groups are 1.82 and 1.62 respectively and t (47) = .50, p > .005;  the mean 

pre-test scores on ‘mixed letter sizes’ for the experimental and control groups are .93 

and 1.10 respectively and t (47) = .54, p > .005.  The mean pre-test scores on ‘letter 

reverse’ for the  experimental and control groups are 2.14 and 1.81 respectively and t 

(46.62) = .81, p > .005; and the mean pre-test scores on ‘word omission’ of 

experimental and control groups are 1.39 and 1.90 respectively and t (47) = 1.28, p > 

.005.  

In sentence dimension, none of the‘t’ ratios was found to be significant at any level 

of significance. Thus, it can be concluded that at the pre-test level, the experimental 

and control groups of the CSWD were also the same on the sentence writing ability.  

Table 4.20: Mean Pre-test Scores of Experimental versus Control Groups of 

CSWD on Writing Skills (Experimental: N=28, Control: N=21) 

Dimensions Groups Mean Mean 

Difference 

S.D S.E.D t-

ratio 

Df Level of 

Significance 

Words 
Experimental 39.89 

4.25 
9.75  

3.06 
1.39 

 

47 
.171 

Control 44.14 11.62 



159 

Sentences 
Experimental 11.36 .07 

 

8.47  

2.29 
.03 

 

47 
.975 

Control 11.29 7.11 

Overall 
Experimental 51.25 

4.18 

16.34  

4.90 
.85 

 

47 
.398 

Control 55.43 17.80 

 Source: Field Data (2015) 

Table 4.20 highlights the difference between the mean pre-test scores for the 

experimental and control groups of the CSWD on words and sentences dimension 

along with the overall scores of writing skills. It is observed from Table 4.20 that the 

mean pre-test scores on ‘words writing skills’ for the experimental and control 

groups of the CSWD are 39.89 and 44.14 respectively and t (47) = 1.39, p > .005; 

the mean pre-test scores on ‘sentence writing skills’ for the  experimental and 

control groups of the CSWD are 11.36 and 11.29 respectively and t (47) = .03, p > 

.005; the overall mean pre-test scores of the experimental and control  groups of the 

CSWD are 51.25 and 55.43 respectively and t (47) = .85, p > .005.  

Dimension wise, none of the ‘t’ ratio was found to be significant at any level of 

significance. Therefore, it can be concluded that at the pre-test level, both 

experimental and control groups of the CSWD were equivalent. However, it is 

shown from Table 4.20 that the difference from overall means scores performance is 

4.18. From these means scores, it can be realized that the CSWD in the control group 

performed relatively better than the CSWD in experimental group. Despite that 

difference, it can be safely said that before intervention, the experimental and control 

groups of the CSWD were similar with regard to their writing ability. 

Immediately, after the pre-test, both experimental and control groups received 

teaching.  The experimental group received teaching through the designed ILM 

while the control group received teaching through the conventional approach.    
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4.3.3 Classroom Implementation in Experimental Group 

The experimental group was exposed to the ILMIWA for the purpose of measuring 

the efficacy of the ILMIWA. In that classroom implementation, 10 lessons were 

observed out of 28 lessons. The data were presented and analyzed following the 

stages of the lesson namely introduction of the lesson, lesson development and 

lesson conclusion. 

 

Lesson introduction 

The findings from the lesson introduction showed that the teacher introduced the 

lessons through songs followed by questions and/or activities of writing the syllables 

on the slates using a piece of chalk. It was observed that, the children were very 

interested in singing session. After lesson five, one child was noted talking to her 

neighbour that: “Aaah! I like to sing. I sometimes wish to ask the teacher to add 

more time for singing” (Field Data, 10th February, 2015). Besides, during the 

interview, 7 out of 10 children reported that they liked the singing session. 

Regarding the singing session, one child said:  

I like the songs which we sing during the lessons because the songs 

remind me of what we learned in other lessons and sometimes, they 

help me identify the answers from the teacher’s questions. Therefore, 

I have been trying to be the first one to respond immediately after the 

teacher’s questions (Semi-structured interview: 18th March, 2015). 

This statement indicates that the songs were a good warm-up activity for the children 

to engage in learning. The general observations from the researcher show that the 

teacher introduced the lessons successfully and the children participated effectively.  

Lesson development 
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During the lesson execution, there were different activities performed by the children 

and teacher. The activities performed by the children included: identification of the 

letter(s), writing the identified letter(s) on air by following the steps, practising to 

write the letters and/or syllables on slates, writing letters, syllables, words and 

sentences in their exercise books and working in small groups and presenting what 

they had discussed. In all those activities, the teacher was observed to guide and 

scaffold the children carefully. The findings from the observations also show that the 

teacher was able to use the ILMIWA in the classroom. Likewise, the teacher was 

recorded through the interview explaining that: 

It is easy to understand and use the ILMIWA in the classroom 

because the lessons show all the steps which give the 

directions on what to do from the introduction to conclusion. 

No one can fail to use these materials unless she/he has 

individual problems (Semi-structured interview: 19th March, 

2015). 

The teacher further said that every child participated in different activities of the 

lessons and the children seemed to be happy. They wrote most of the letters, 

syllables and words correctly showing that they understood what they had learned. 

Moreover, the teacher claimed that if she had started using this approach (ILMIWA) 

to all children from the time the children were in standard one, all of them would 

have proceeded with standard two. This statement shows that some of the children 

repeated standard one due to poor writing ability. The statement also shows that the 

teacher had developed interest in using the ILMIWA to all children and not a few of 

them. The teacher explained further that the children were interested in forming and 

writing words on slates in their groups. This is due to the fact that the children who 

did not write properly in the normal classes wanted to write on slates on behalf of the 
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groups. Similarly, this was also noted during the interview whereby 4 children out of 

10 reported to like writing on slates.  In this regard, one child said: 

I was making sure that I write the answers during the group 

discussion because I like writing on slates… Moreover, I wanted my 

colleagues to see how I was able to write properly since they were 

telling me that I was not able to write properly (Semi-structured 

interview: 18th March, 2015). 

It was also observed that all the children were participating in different activities 

during the lesson delivery and most of them were comfortable with the teaching and 

learning process and performed the activities competently. In addition, the teacher 

seemed to supervise the children closely. For example, the teacher was moving 

around the groups and used the scaffolding as a technique to help them proceed with 

the work. The photos were taken to show how the children were participating in 

different activities under the teacher’s supervision during the lesson execution. This 

can be observed clearly in Figure 4.8. 
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 Photo 1                                        Photo 2   

 

                                  Photo 3 

         Figure 4.8: Photos Showing Children Participating in Different Activities under the Supervision of the Teacher 

         Source: Field Data (2015) 
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It is evident in Figure 4.8 that the CSWD were participating in different activities 

during the teaching and learning process. The first photo shows the children raising 

their slates so as to make other children and the teacher assess what they had written 

and identify some of them who still needed support. The second photo shows 

children discussing in small groups while the teacher is moving around to scaffold 

them. The third picture displays the CSWD presenting what they had discussed in 

their groups. All these pictures show that the CSWD in the experimental group were 

participating in different activities during the teaching and learning process. 

However, it was observed that at the beginning of the session, the teacher faced 

some difficulties in supervising the children in their groups. For instance, some of 

the children in two groups were talking and scrabbling for the cards instead of 

participating in forming words. Nevertheless, after two lessons, most of the children 

were seen to work effectively in their groups. This might have been due to the close 

supervision as observed from the teacher. This meant that the teacher was over time, 

able to adopt the approach from the ILMIWA and followed it properly through the 

whole process of teaching and learning. Moreover, at the beginning, it was observed 

that some of the children were frightened to present what they had discussed in their 

groups. However, over time, they were able to do so with confidence. Hence, it can 

be said that, this mode of lesson execution was beneficial for the children’s learning 

as they were highly interested and confident in working together by extending their 

cooperation in performing the given group activities. 

Lesson conclusion 

It was observed that, the lessons were concluded by questions from the teacher and 

most of the children were observed to raise up their hands so that they might be 
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selected to respond to the teacher’s questions. Most of the answers were correct and 

the children were observed to be confident. Then, the teacher declared the next 

lesson and finally gave the homework with clear examples on how the children were 

supposed to do it.  

General classroom observation and  opinions on ILMIWA from teacher and 

CSWD in  experimental group 

It can be concluded that the CSWD of the experimental group were able to learn 

well through the designed ILMIWA under the guidance and scaffolding of the 

teacher. Moreover, the children were observed as active participants in the teaching 

and learning process. In addition, the CSWD showed interest to continue with 

further lessons as revealed from the interview.  

After the implementation of the ILMIWA in the experimental group, the 

participating teacher and 10 CSWD were interviewed on the materials used and their 

implementation. The children with susceptible writing difficulties were randomly 

selected from the experimental group with the view to knowing their opinions about 

the IP lessons.  

It was unveiled from the teacher that ILMIWA were comprehensive, easy to 

understand and helped teachers to adopt the techniques of using CCA in teaching 

and learning the writing skills. Moreover, the teacher acknowledged that the 

ILMIWA were appropriate to the ability of the CSWD. The teacher added that the 

CSWD liked the ILMIWA and were able to participate effectively in the process of 

teaching and learning. In this context, the teacher said: 

Actually, the children seemed to be very happy and I did not expect 

if they could participate to that extent. You know, in the normal 

classes, most of these children do not respond even to simple 
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questions. But, in these classes, everyone struggled to respond to the 

questions. This showed that they had understood and enjoyed to be 

in the class (Semi-structured interview: 19th March, 2015). 

It can be interpreted that the ILMIWA were good to the teacher and CSWD. 

Moreover, the teacher did not believe if the CSWD could be able to participate in 

different activities during the teaching and learning process. Additionally, the 

statement by the teacher shows that the CSWD were not given the chance to 

participate in the normal classes. The limited participation of the CSWD in the day to 

day classes was also proved during the interview session with the CSWD. One of the 

CSWD said:  

During the normal classes our teacher used to select Habiba, Nyemo, 

Mgololo, Agness, Patrick,… to respond to the questions or  write on 

the chalkboard. But no one, except those students I have mentioned 

were selected by the teacher from this group (Semi-structured 

interview: 18th March, 2015). 

This shows that the teacher used to select some children from the high and average 

achiever groups and ignored the CSWD (low achievers group) to participate in the 

teaching and learning process.  

Furthermore, the findings unveiled that all the interviewed CSWD accepted that 

there was a difference in learning the writing skills lessons through ILMIWA 

compared to the lessons taught on the same content through conventional approach. 

All the interviewed CSWD reported that the lessons were different due to the 

following reasons: in the IP lessons, they were working in groups and presented 

what they had discussed. They also said that the teacher did not beat them and she 

was very friendly. Even if they made the mistakes while writing, they were being 

encouraged to write properly without being canned. The friendship of the teachers to 

children was observed by the researcher even during the classroom trials.  
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4.3.4 Classroom Implementation in Control Group 

Apart from the classroom observation in the experimental group, the researcher 

made the observations in the control group to see what was happening in the 

remedial classes during teaching and learning of the writing skills through 

conventional approach. The teacher was requested to teach according to his lesson 

plan, and the researcher observed the teaching and learning process by recording 

important phenomena.  

The perusal from the lesson plans showed that each lesson took 30 minutes. 

However, it was observed that each lesson took 50 minutes to one hour to be 

completed. Likewise, it was observed from the prepared lesson plans that the teacher 

distributed the sub-topic of the writing skills into 26 lessons. Table 4.21 shows the 

organization of the lessons in the control group.  

Table 4.21: Organization of the Lessons in the Control Group 

                                     Lessons 

L-1-18: Consonants (b, ch, d, f, g, h, j, k, l, m, n, p, s, t, v, w, y, z ), syllables, words and 

sentences 

L-19-26: Syllables (nya, nye, nyi, nyo, nyu; nda…; nga…; mba…; sha…; nja…; nza…; mwa…), 

words and sentences  

Source: Field Data (2015) 

Key: L- lesson 
 

In spite of the fact that the teacher arranged the lessons in the control group as shown 

in Table 4.21, through the interview, it was noted that the arrangement of the lessons 

in the remedial classes differed from one teacher to another. This teacher had the 

following to say:  

There is no guideline for arranging the lessons in remedial classes. It 

actually depends on the decision of the teacher. For example, I teach 

the vowels first, then, I proceed with the syllables and words followed 
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by sentences. But, if I  find that the children are able to write the 

vowels, I start directly  with the syllables then words followed by 

sentences…Sometimes, I teach different syllables, words and 

sentences in one lesson (Semi-structured interview: 20th March, 

2015). 

The issue of teaching different syllables, words and sentences in one lesson was also 

observed in the last lesson taught by the teacher in the control group. The other data 

from the classroom implementation in the control group were presented and 

analysed in terms of lesson introduction, lesson development and lesson conclusion 

as shown in the following sub-sections. 

Lesson introduction 

During this stage, the teacher introduced the lessons by writing “Reading and 

Writing” and then asked one child to read loudly what he had written on the 

chalkboard for the other children to re-read. The children were observed to be very 

interested in raising up their hands and eagerly waited for the teacher to select one of 

them to read loudly. These children were observed to be very happy in re-reading.   

Lesson development 

In this stage, the teacher started the teaching by writing the letters on the chalkboard 

and then asking one child to read loudly for the other children to re-read. The teacher 

then showed the manila card with syllables to the children and one child was 

selected to read loudly the syllables for the other children to re-read them. Then, the 

teacher wrote those syllables on the chalkboard. Furthermore, the teacher proceeded 

to show different pieces of manila cards with words and the same procedures of 

reading and writing on the chalkboard were applied. Thereafter, the teacher wrote 

one sentence after the other on the chalkboard and asked one child to read loudly for 

the other children to re-read.  
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Subsequently, the teacher used a pointer to show the syllables, words and sentences, 

and the children were reading them in chorus by following what the teacher was 

pointing. Afterward, the teacher asked the children to copy what he had written on 

the chalkboard. The teacher usually sat on the desk waiting for the children to finish 

copying the letters, syllables, words and sentences from the chalkboard so that he 

could mark the work. Figure 4.4 shows some of the activities conducted by the 

teacher and CSWD during the teaching and learning process in the control group.  

   
Photo 1    Photo 2 

Figure 4.9: Teacher and Children Learning in the Control Group 

Source: Field Data (2015) 

The first photo shows that the teacher displayed the manila card with the written 

syllables ‘za, ze, zi, zo and zu’ to the CSWD. Even though the teacher used the 

manila cards (see photo 1) as the teaching and learning aids, through the interview, 

the teacher reported the shortage of teaching and learning aids. The second picture 

shows the teacher sitting on the desk doing his activities while the children are 

sitting on their desks doing their activities (copying what the teacher has written on 

the chalkboard) independently. Actually, it was observed that the teacher was 

marking what the CSWD had copied from the chalkboard.    

Lesson conclusion 

In this stage, there was no activity conducted by the teacher and children, rather, the 

teacher asked the children “Have you finished?” There were two types of responses 
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for this question whereby some of the children responded “Yes” while others 

responded “No”. In the two lessons observed, the teacher asked the children who had 

finished copying the notes to go in front of the class and tell those who were still 

writing as “mbumbumbu” (learners with low ability, ignorant or foolish).  

General classroom observation and challenges of supporting CSWD in control 

group 

The general observation from the classroom implementation in the control group 

shows that there was neither group discussion nor hands on activities in the teaching 

and learning process. There was also no homework given to the children at the end 

of the lessons. However, the children seemed to enjoy the teaching and learning 

process as they were just reading the syllables, words and sentences when the 

teacher asked them to do so. Thereafter, they copied what the teacher had written on 

the chalkboard and took the copied work to the teacher for marking. This style of 

teaching shows that teacher was assessing only the end product of writing and not 

the process. It also shows that teacher had prepared the lesson without including the 

planned activities for the children rather than reading and copying. Nevertheless, the 

teacher seemed to be satisfied with the conventional approach of helping the CSWD 

and this was proved during the interview session.  

The interview session was held with the teacher from the control school to 

understand the challenges of teaching the writing skills to CSWD in remedial 

classes. The teacher reported that absenteeism and shortage of teaching and learning 

aids were the main challenges in their bid to support the CSWD in remedial classes. 

With regard to absenteeism, the teacher expressed:  
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…Some of the CSWD do not attend all the classes. For example, one 

child did not attend three classes while the other two children did not 

attend five classes out of 26 regardless of insisting them to attend the 

remedial classes.  Actually, as it was revealed, these children were not 

sick but just truants (Semi-structured interview: 20th March, 2015).  

 

Focusing on the shortage of teaching and learning aids, the teacher reported:  

Neither teaching/learning aids nor funds are provided by the office to 

support the teaching and learning process. Sometimes, I use my own 

money to buy the manila cards so that I can write some letters and 

syllables for the CSWD to learn easily (Semi-structured interview: 

20th March, 2015).  
 

This means that, the teacher was facing some difficulties in delivering the lessons 

due to shortage of teaching and learning aids. In eliminating these challenges, the 

teacher suggested that the parents should be advised to allow their children to attend 

the remedial classes so that they could be able to write properly and cope with other 

subjects. Additionally, the teacher suggested that the government should provide at 

least a few teaching and learning aids such as manila cards and marker pens. 

Similarly, the government should provide tokens to the teachers who use their extra 

time to support the children with reading and writing difficulties.   

After the classroom implementation, the post-test was administered to both groups 

for the purpose of assessing the efficacy of the ILMIWA and its results are presented 

in the following sub-section.   

 4.3.5 Post-test Results as Revealed from het Experimental and Control Groups  

This sub-section is devoted to analyze the efficacy of the ILMIWA on the writing 

skills development of the CSWD of the experimental and control groups. In order to 

compare the writing skills development of the CSWD of the two groups, the 

independent-sample t-test was conducted. The comparisons are expected to throw 
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light on the efficacy of ILMIWA for the improvement of the writing ability of the 

CSWD. The results pertaining to the comparisons on words and sentences 

dimensions together with the overall results of the writing skills in terms of mean 

scores, standard deviations and ‘t’ratios are presented in Tables 4.22, 4.23 and 4.24 

respectively. 
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Table 4.22: Mean Post-test Scores of Experimental versus Control Groups of 

CSWD on ‘Words’ Dimension (Experimental: N=28, Control: N=21) 

Dimension Patterns of 

Errors 

Groups Mean Mean 

Difference 

S.D S.E.D t-ratio Df Level of 

Significance 

 

 

 

 

 

 

 

 

 

Words 

Word 

identification 

Experimental 10.00 
.86 

.00  

.27 
3.18 

 

20 
.005 

Control 9.14 1.24 

Spacing 
Experimental 9.32 

4.61 
.95  

.58 
7.93 

 

24.20 
.000 

Control 4.71 2.53 

Spelling 
Experimental 7.96 

1.92 
1.75  

.54 
3.58 

 

47 
.001 

Control 6.05 1.99 

Case 

confusion 

Experimental 9.96 
1.73 

.19  

.31 
5.57 

 

20.54 
.000 

Control 8.24 1.41 

Letter 

formation 

Experimental 8.54  

6.73 

1.75  

.55 

 

12.32 

 

47 

 

.000 Control 1.81 2.06 

Alignment 
Experimental 9.71  

2.57 

.54  

.56 

 

4.57 

 

21.34 

 

.000 
Control 7.14 2.54 

Overwrite 
Experimental 9.82  

2.11 

.39  

.49 

 

4.31 

 

20.93 

 

.000 Control 7.71 2.22 

Mixed 

letter sizes 

Experimental 9.64  

3.83 

.68  

.43 

 

9.00 

 

24.01 

 

.000 Control 5.81 1.86 

Letter 

reverse 

Experimental 9.93  

.98 

.378  

.30 

 

3.29 

 

22.47 

 

.003 Control 8.95 1.32 

Source: Field Data (2015) 

Table 4.22 indicates the mean gain scores for the experimental and control groups of 

the CSWD on the words dimension of the writing skills in each pattern of errors 

after the implementation of the intervention programme. It is shown that the mean 

values for the experimental and control groups of the CSWD on word identification 

on post-test are 10.00 and 9.14 with SDs .00 and 1.24 respectively. The ‘t’ ratio is 

found to be 3.18 which is significant at .005 level (t (20) = 3.18, p = .005).  

It is also noticed from Table 4.22 that the mean values for the experimental and 

control groups of the CSWD on spacing at post-test are 9.32 and 4.71 with SDs .95 

and 2.53 respectively. The obtained‘t’ ratio is 7.93 which is significant at .000 level 

(t (24.20) = 7.93, p < .001). The mean scores for the experimental and control groups 



174 

on spelling at post-test are 7.96 and 6.05 with SDs 1.75 and 1.99 respectively which 

are as shown in Table 4.22. The‘t’ ratio is found to be 3.58 which is significant at 

.001 level (t (47) = 3.58, p < .005).  

It is also apparent from Table 4.22 that the mean scores at post-test level for the 

experimental and control groups of the CSWD on case confusion are 9.96 and 8.24 

with SDs .19 and 1.41 respectively. The‘t’ ratio comes out to be 5.57 which is 

significant at .000 level (t (20.54) = 5.57, p < .001). Further, it is seen from Table 

4.22 that the mean scores for the experimental and control groups of CSWD on letter 

formation at post-test are 8.54 and 1.81 with SDs 1.75 and 2.06 respectively. The 

calculated‘t’ ratio is found to be 12.32 that is, significant at .000 level (t (47) = 

12.32, p < .001).  

Table 4.22 also reflects that the mean scores for the experimental and control groups 

of the CSWD on alignment are 9.71 and 7.14 respectively with SDs .54 and 2.54 

respectively. The‘t’ ratio was found to be 4.57 which is significant at .000 level (t 

(21.34) = 4.57, p < .001). Moreover, the Table reflects that the mean scores for the 

experimental and control groups of CSWD on overwrite are 9.82 and 7.71 

respectively with SDs .39 and 2.22 respectively. The ‘t’ ratio was found to be 4.31 

which is significant at .000 level (t (20.93) = 4.31, p < .001). 

Further, Table 4.22 shows that the mean scores for the experimental and control 

groups of the CSWD on ‘mixed letter sizes’ at post-test are 9.64 and 5.81 with SDs 

.68 and 1.86 respectively. The ‘t’ ratio was obtained to be 9.00 which is significant 

at .000 level (t (24.01) = 9, p < .001). The Table also reflects that the mean scores for 

the  experimental and control groups of the CSWD on the last pattern of error of 

words writing skills that is, ‘letter reverse’ at post-test are 9.93 and 8.95 with SDs 
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.38 and 1.32 respectively. The obtained ‘t’ ratio comes out to be 3.29 which is 

significant at .003 level (t (22.47 = 3.29, p < .005).  

Table 4.23: Mean Post-test Scores of Experimental versus Control Groups of 

CSWD on ‘Sentences’ Dimension (Experimental: N=28, Control: 

N=21) 

Dimension Patterns of 

Errors 

Groups Mean Mean 

Difference 

S.D S.E.D t-ratio df Level of 

Significance 

 

 

 

 

 

 

 

 

Sentences 

Sentence 

identification 

Experimental 4.00 
.10 

.00  

.07 
1.45 

 

20 
.162 

Control 3.90 .30 

Spacing 
Experimental 1.79 

1.45 
.96  

.25 
5.80 

 

47 
.000 

Control .33 .73 

Spelling 
Experimental 2.11 

1.06 
.79  

.23 
4.62 

 

47 
.000 

Control 1.05 .81 

Case 

confusion 

Experimental 3.96 

1.01 

.19  

.24 
4.28 

 

20.94 
.000 

Control 2.95 1.07 

Letter 

formation 

Experimental 2.46  

2.42 

1.40  

.27 

 

8.99 

 

28.74 

 

.000 Control .05 .22 

Alignment 
Experimental 3.36  

2.83 

.91  

.22 

 

13.08 

 

46.36 

 

.000 Control .52 .66 

Overwrite 
Experimental 4.00  

1.24 

.00  

.25 

 

4.99 

 

20 

 

.000 Control 2.76 1.14 

Mixed 

letter sizes 

Experimental 3.68  

1.68 

.61  

.35 

 

4.79 

 

24.91 

 

.000 Control 2.00 1.52 

Letter 

reverse 

Experimental 3.82  

.96 

.39  

.24 

3.96  

24.07 

 

.001 Control 2.86 1.06 

Word 

Omission 

Experimental 3.71  

.71 

.66  

.24 

 

3.01 

 

47 

 

.004 Control 3.00 1.00 

Source: Field Data (2015) 

Table 4.23 portrays the difference between the mean gain scores for the experimental 

and control groups of the CSWD on sentences dimension of the writing skills in each 

pattern of errors after the implementation of the intervention programme. The mean 

post-test scores for the  experimental and control groups of the CSWD in Table 4.23 

on the first pattern of errors of the sentences writing skills  are 4.00 and 3.90 with 
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SDs .00 and .30 respectively. The ‘t’ ratio is found to be 1.45 which is not significant 

at any levels (t (20) = 1.45, p > .005). It is shown from the Table that there was no 

significance between the experimental group and control group on sentence 

identification. The results show that the sentence identification was not a big 

problem to both groups of the CSWD.  

The mean post-test scores for the experimental and control groups of the CSWD on 

‘spacing’ are 1.79 and .33 with SDs .96 and .73 respectively. The obtained ‘t’ ratio is 

5.80 which is significant at .000 level (t (47) = 5.80, p < .001). Further, the mean 

post-test scores for the experimental and control groups of the CSWD on ‘spelling’ 

are 2.11 and 1.05 with SDs .79 and .81 respectively. The ‘t’ ratio is found to be 4.62 

which is significant at .000 level (t (47) = 4.62, p < .001). The mean post–test scores 

for the experimental and control groups of the CSWD on ‘case confusion’ are 3.96 

and 2.95 with SDs values .19 and 1.07 respectively. The ‘t’ ratio is found to be 4.28 

which is significant at .000 level (t (20.94) = 4.28, p < .001).  

Moreover, the mean post-test scores for the experimental and control groups of the 

CSWD on ‘letter formation’ are 2.46 and .05 with SDs of 1.40 and .22 respectively. 

The ‘t’ ratio is obtained to be 8.99 which is significant at .000 level (t (28.74) = 8.96, 

p < .001). Correspondingly, the mean post-test scores for the experimental and 

control groups of the CSWD on ‘alignment’ are 3.36 and .52 with SDs values .91 

and .66 respectively. The ‘t’ ratio was found to be 13.08 which is significant at .000 

level (t (46.36) = 13.08, p < .001). Likewise, the mean post-test scores for the 

experimental and control groups of the CSWD on ‘overwrite’ are 4.00 and 2.76 with 

SDs of .00 and 1.14 respectively. The ‘t’ ratio was 4.99 which is significant at .000 

level (t (20) = 4.99, p < .001).  
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It was also found that the mean post-test scores for the experimental and control 

groups of the CSWD on ‘mixed letter sizes’ were 3.68 and 2.00 with SDs of .61 and 

1.52 respectively. The ‘t’ ratio was found to be 4.79 which is significant at .000 level 

(t (24.91) = 4.79, p < .001). Further, it is seen from the Table that the mean scores 

for the experimental and control groups of the CSWD on ‘letter reverse’ are 3.82 and 

2.86 with SDs .39 and 1.06 respectively. The obtained ‘t’ ratio was found to be 3.96 

which  is significant at .001 level (t (24.07) = 3.96, p < .005). The Table also reflects 

that the mean scores for the experimental and control groups of the CSWD on ‘word 

omission’ are 3.71 and 3.00 with SDs .66 and 1.00 respectively. The ‘t’ ratio was 

found to be 3.01 which is significant at .004 level (t (47) = 3.01, p < .005).  

Table 4.24: Overall Mean Post-test Scores of Experimental versus Control 

Groups of     CSWD on Writing Skills (Experimental: N=28, 

Control: N=21) 

Dimensions Groups Mean Mean 

Difference 

S.D S.E.D t-

ratio 

Df Level of 

Significance 

Words 
 Experimental 84.89 

25.32 
3.21  

2.35 
12.19 

 

   22.89 
.000  

Control 59.57 10.38 

Sentences 
Experimental   32.89 

13.46 
2.87  

1.16 
11.61 

 

30.99 
.000  

Control 19.43 4.70 

Overall 
Experimental 117.79 

38.79 
5.28  

2.95 
13.15 

 

25.20 
.000 

Control 79.00 12.72 

  Source: Field Data (2015) 

Table 4.24 shows the difference between the mean post-test scores for the 

experimental and control groups of the CSWD on words and sentences dimensions 

together with the overall scores of the writing skills. It is observed from Table 4.24 

that the mean scores for the the experimental and control groups of the CSWD on 

‘words’ are 84.89 and 59.57 with SDs 3.21 and 10.38 respectively. The ‘t’ ratio was 
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found to be 12.19 which is significant at .000 level (t (22.89) = 10.80, p < .001). 

Moreover, Table 4.24 reflects that the mean scores of experimental and control 

groups of CSWD on ‘sentences’ are 32.89 and 19.43 with SDs 2.87 and 4.70 

respectively. The obtained ‘t’ ratio was found to be 11.61 which is significant at .000 

level (t (30.99) = 11.61, p < .001).  

The overall mean post-test scores for the experimental and control groups of the 

CSWD are 117.79 and 79.00 with SDs of 5.28 and 12.72 respectively. The ‘t’ ratio 

was found to be 13.15 which is significant at .000 level (t (25.20) = 13.15, p < .001). 

Thus, it can be concluded that the reduction of errors in writing skills for the 

experimental group of the CSWD is due to the efficacy of the intervention 

programme. Hence, it can be inferred that the ILMIWA has a significant positive 

impact on improving writing ability of CSWD.  

Further, the assessment of the efficacy of the ILMIWA was followed by the 

comparative analysis of pre-test and post-test mean scores for the experimental and 

control group on the writing skills. Therefore, the comparison of the same is given in 

Table 4.25. 

4.3.6 Comparison Between Overall Mean Pre-test and Post-test Scores for the 

Experimental and Control Groups in Writing Skills  
 

Table 4.25 and Figure 4.10 present the difference between mean pre-test and post-

test scores  for the experimental and control groups on words and sentences 

dimensions followed by the difference of the overall scores of the writing skills. 
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Table 4.25: Overall Mean Pre-test versus Post-test Scores for Experimental 

versus Control Group on Writing Skills 

Dimensions Groups Mean Scores Mean Difference between 

Tests Pre-test Post-test 

Words Experimental 

Control 

Mean Difference within 

Test 

39.89 

44.14 

4.25 

84.89 

59.57 

25.32 

45.00 

15.43 

 

Sentences Experimental 

Control 

Mean Difference within 

Test 

11.36 

11.29 

.07 

32.89 

19.43 

13.46 

21.53 

8.14 

 

Overall Experimental 

Control 

Mean Difference within 

Test 

51.25 

55.43 

4.18 

117.79 

79.00 

38.79 

66.54 

23.57 

 

Source: Field Data (2015) 

It is observed from Table 4.25 that during the pre-test, the CSWD in the control 

group performed better on the word dimension than the CSWD in the experimental 

group with the difference of 4.25 more marks. However, the CSWD in the 

experimental group performed better than the CSWD in the control group on the 

same dimension during post-test with the difference of 25.32 more marks. Similarly, 

Figure 4.11 displays that the mean post-test score for the CSWD in experimental 

group increased more than the mean post-test score for the CSWD in control group 

in the words writing skills. It was also observed that from the pre-test to post-test, 

the experimental and control groups had improved by 45.00 and 15.43 respectively. 

This implies that the experimental group performed better in the words writing skills 

during the post-test than the control group.  
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 However, on the sentence dimension, it is shown that during the pre-test, the CSWD 

in the experimental group performed better than those in the control group with the 

difference of .07 marks. However, this difference is very small to differentiate the 

writing ability of the CSWD from both groups. But during the post-test, the CSWD 

in the experimental group performed better than those in the control group with the 

difference of 13.46 more marks. Likewise, Figure 4.11 shows that the CSWD in the 

experimental group performed better in sentences writing skills than those in the 

control group. It was also found that there was improvement in marks during the 

post-test for both experimental and control groups by 21.53 and 8.14 respectively. 

This also implies that the CSWD in the experimental group achieved more marks in 

the post-test than those in the control group.  

Overall, it was observed that during the pre-test, the CSWD in the control group 

performed better than those in the experimental group with the difference of 4.18 

more marks. Although there was a difference of 4.18 mean score, the independent 

sample t-test indicates that there was no significant difference between the 

experimental and control groups during the pre-test, t (47) = .85, p > .005 (see Table 

4.20). However, during the post-test, the CSWD in the experimental group 

performed better than those in the control group with the difference of 38.79 more 

marks. Moreover, it is observed from Table 4.23 that there was improvement in 

terms of scores in both groups from the pre-test to post-test. The experimental group 

improved by 66.54 marks while the control group improved by 23.57 marks which 

makes the difference of 42.97 marks. This form of results obtained during the post-

test, indicates the significant increase in the mean score for the experimental group, t 

(25.20) = 13.15, p < .001 (see Table 4.24). Equally, Figure 4.10 specifies that there 

was improvement in terms of mean scores in both experimental and control groups 
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but there was sharp increase in the experimental group compared to control group. 

This indicates that the CSWD in the experimental group performed better than those 

in the control group in the post-test although they were shown as low performers in 

the pre-test.  

 

Figure 4.10: Overall Mean Pre-test and Post-test Scores for Experimental 

versus Control Groups of CSWD on Writing Skills 

Source: Field Data (2015) 

It can be concluded that the significant difference noticed between the post-test 

scores for the CSWD in both experimental and control groups is the contribution of 

ILMIWA. Therefore, it can be interpreted that the ILMIWA used in teaching and 

learning the writing skills to experimental group was significantly effective and 

applicable to real classroom setting.  

4.4 Summary of the Major Findings  

On the basis of analysis and interpretation in this chapter, the following findings 

emerged as the major ones.  
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i) The experts were satisfied with the designed ILMIWA and said that the 

materials were reasonable to achieve the specified learning objectives.  

ii) The activity of identifying the children with susceptible writing difficulties 

conducted at the beginning of the classroom trial and evaluation stage was an 

initial important stage in addressing the writing difficulties among the 

CSWD. The CSWD were identified through the reading and writing tests. 

The CSWD were laughed at by their fellow children who were not identified. 

From the writing test, it was found that CSWD committed different errors 

namely failure to identify words and sentences, poor spacing (under, irregular 

and over) within a word and between words, misspelling (substitution, 

omission and addition), case confusion, letter deformation, alignment, 

overwrite, mixed letter sizes, letter reverse and word omission. 

iii) The findings from the study showed that, teachers who participated in the 

trials and summative evaluation stage were interested and satisfied with the 

ILMIWA. They felt that the intervention programme was significant in 

improving the writing ability of CSWD and suggested that more materials 

should be designed to be used to all children and not the CSWD only. 

However, the teachers were doubtful about the use of CCA to the young 

children’s learning process as they were used to TCA. Nevertheless, with the 

process of orientation, the teachers agreed to use CCA as applied in the 

ILMIWA and showed interest to implement it to get the practical experience 

on how they could manage the CSWD in the learning process. 

iv)  During classroom implementation, it was observed that the teachers in the 

experimental sample were able to deliver the lessons as required regardless 



183 

of the challenges like time and group work management. It was also found 

that in both trials and summative evaluation stages, children were active 

during the classroom implementation. Most of the CSWD were motivated to 

learn using the songs sang during the lessons, form words using the cards and 

write on slates. Additionally, the CSWD reported that they were interested to 

continue with further lessons if the teacher would proceed with the class. 

v)  The findings from the comparison between the mean post-test scores for the 

experimental and control groups after the implementation of the intervention 

programme found a significant difference between the means for the two 

groups. The mean gain score (45.00) of the CSWD in the experimental group 

was greater than the mean gain score (15.43) of the CSWD in the control 

group at the post-test on ‘words’ dimension of the writing skills. Similarly, 

on ‘sentences’ dimension of the writing skills, the mean gain score (21.53) of 

CSWD in the experimental group was greater than the mean gain score 

(8.38) of the CSWD in the control group during the post-test. In general, the 

overall mean post-test score (66.54) of the CSWD in the experimental group 

increased more than that of the mean post-test score (23.57) of CSWD in the 

control group on writing skills. 
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CHAPTER FIVE 

DISCUSSION OF THE MAJOR FINDINGS 

5.0 Introduction 

This chapter provides the discussion of the major findings presented in the foregoing 

chapter. The purpose of the present study was to design and evaluate the Intervention 

Learning Materials for Improving Writing Ability (ILMIWA) to children with 

susceptible writing difficulties (CSWD). The findings of the study supported that the 

ILMIWA had positively contributed to the improvement of the writing skills of the 

CSWD. The chapter begins by presenting the context of the study together with the 

explanations of the ILMIWA. Thereafter, the main findings are summarized and 

discussed in the different headings.  

5.1 Context of the Study 

The review of literature about the writing difficulties indicates that worldwide, 10% 

- 34% of the primary school children have handwriting problems. The children with 

writing difficulties committed different errors including poor spacing, letter overlap, 

letter deformation, alignment, letter reverses, broken letters, overwrites, spelling 

errors and upper and lower case confusion. It was also noted that the writing 

difficulties may be intrinsic to the child or due to environmental factors including 

home and school environments. For example, the home environment includes the 

socio-economic status and parents’ level of education while the school environment 

includes the shortage of teaching and learning resources, overcrowded classes as 

well as poor teaching and learning methods.  In order to get more data on the writing 

difficulties in the public primary schools, the researcher conducted the preliminary 

study.  
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Through the preliminary study, a total of 370 children from four schools in standard 

two were tested in reading. The testing results indicated that 118 (31.9%) children 

were identified as not able to read properly. The children with low reading ability 

were excluded from writing test because it has been held that the children who fail to 

read words correctly are also the ones who cannot write correctly (Lundberg, 

Olofsson & Wall, 1980; Juel, 1988). However, the intervention programme was for 

the CSWD and not reading difficulty. The remaining 252 children were tested in 

writing and out of them 74 (29.4%) were not able to write correctly. This shows that 

some of the children were good in reading but failed to write correctly what they had 

read. This means that the reading ability does not guarantee the writing ability. 

These findings are in line with the study by Ings (2009) who found that in 2008, 

around 70% of the foundation stage children achieved the expected standards in 

aspects of reading but only 61% did so in writing. The same study also found that in 

2008, 86% of the eleven year old children achieved the expected national level in 

reading but only 67% reached that level in writing. Therefore, in addressing the 

problem of poor writing ability, the major emphasis was put on pedagogical 

approach. 

5.2 The ILMIWA Study 

The Intervention Learning Materials for Improving Writing Ability (ILMIWA) 

were designed to be used by the teacher to address the problem of poor writing 

ability among the primary school CSWD. The effort was geared to support the 

improvement of literacy skills in general and writing skills in particular so as to 

enable the primary school children graduate with high level of writing skills. In 

this view, the study designed and evaluated the ILMIWA that addressed the 
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pedagogical knowledge to support the teachers in improving the writing ability of 

the CSWD.  

In order to attain the intended objective, the study was divided into three stages. 

Stage one concentrated on designing of the ILMIWA, stage two dealt with 

prototyping the designed ILMIWA for the purpose of improving the quality of the 

materials and the last stage was on evaluating the ILMIWA in order to assess its 

efficacy. Before designing the ILMIWA, the researcher collected the data on the 

situation of writing skills in public primary schools in Tanzania and from literature 

review including the syllabus analysis. The collected data helped to get the useful 

information that was used to formulate the design guidelines and specifications for 

designing the ILMIWA. The researcher used the formulated design guidelines and 

specifications to design the first draft of the ILMIWA which was termed as 

prototype zero.  

The second stage was prototyping. This stage was created with the purpose of 

redesigning the ILMIWA by improving its quality through expert and user 

appraisals as well as through two classroom trials to assess the validity and 

practicability of the materials. In each classroom trial, briefing teachers about the 

study, orienting them to the designed ILMIWA, identification of the CSWD, pre-

testing and post–testing the CSWD were the common practices. In this stage, the 

formative evaluation was the main activity done through improving and refining the 

quality of prototypes.  

The final stage was the evaluation of the efficacy of the ILMIWA. The evaluation 

was done to assess the impact of the ILMIWA on improving the writing ability of 

the CSWD in public primary schools in Tanzania. The efficacy of the ILMIWA was 
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measured using two groups, the experimental and control from two primary schools. 

One school served the purpose of experimental group and the other school became 

the control group. Before the experiment, the CSWD were identified and pre-tested 

and after the experiment, the CSWD were post-tested.  

5.3 Summary and Discussion of the Major Findings 

This section provides the summary and discussion of the major findings under the 

following headings: characteristics of the ILMIWA, identification of the CSWD, 

errors committed by the CSWD, appraisal of the ILMIWA, importance of orienting 

teachers to the ILMIWA, the role of classroom trial in assessing the expected 

practicability of the ILMIWA, teachers’ opinions on the ILMIWA, experience of 

CSWD on the ILMIWA and impact of the ILMIWA to the CSWD.  

5.3.1 Characteristics of ILMIWA to be Used by Teachers to Support CSWD 

Improve    their Writing Abilities 

This study shows that ILMIWA for the CSWD were designed by following the 

design guidelines and specifications which were seen important for the designing 

processes based on the idea of Mafumiko (2006), William (2012) and Kibga (2013). 

Through the design guidelines and specifications, the ILMIWA were able to include 

the CCA in the design and use the prior knowledge, different activities, teaching 

strategies, teaching and learning aids, chance for the individual child to practise what 

they had learned, assessment of the CSWD and procedural specifications for each 

lesson.  

The designed ILMIWA focused on the child centred approach (CCA). In this case, 

children’s prior knowledge was used by the teacher during the teaching and learning 

process. The children’s prior knowledge helped much the teacher to know the ability 
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of the children and what and how he/she should support them in their learning 

process. The study conducted by Isaacson (2006) observes that, teachers basically 

need to assess the writing samples across a variety of purposes for writing to give a 

complete picture of a student's writing performance across different text structures 

and sentence formation. The use of CCA has been insisted even in the current 

curricula at all levels (TIE, 2005/2013), Social Constructivist Theory (Vygotsky, 

1986) and other studies (Ogano, 2012 and William, 2012). Ogano (2012) found that 

the use of CCA in teaching learners with reading and writing difficulties improved 

their abilities to read and write. 

The ILMIWA involved different activities for the children which, were: singing, 

cards observation, cards arrangement, discussing in small groups and presenting 

what they had discussed. Involving children in doing different activities implies that 

such children were participating in the process of teaching and learning, and this 

helped them to be active.  

It was revealed that the ILMIWA can provide the teaching strategies whereby the 

sequence of lesson activities, techniques for conducting activities, songs to be used, 

number of children in groups, techniques to scaffold the CSWD during the small 

group discussion and tips for dictation are explained to support teachers in using the 

materials. This implies that the designed materials were simple to be used by the 

teacher in teaching writing skills to the CSWD as they showed how the different 

techniques were applied in different activities. It also means that the ILMIWA 

seemed to suggest that songs be used in the class as a motivational factor for 

children to learn.  
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The materials showed the teaching and learning aids such as alphabetical chart, tree 

of vowels, cards with letters and syllables, and slates which were used in teaching 

the writing skills. This means that teachers are supposed to use the teaching and 

learning aids when teaching writing skills to the primary schools children. The use of 

teaching and learning aids could help the children to be active as they allow the use 

of different senses.  

Furthermore, the designed ILMIWA gave an opportunity for the individual child to 

practise for almost all of the learned letters, syllables and words. The practice of 

writing letters, syllables and words could be an indication for the CSWD to improve 

their writing ability.  The practice of writing each learned materials is in line with 

principle of motor learning which insists that practice is important in motor learning 

since, it is through practice that, acquisition of motor activities can be achieved 

(Asher, 2006). The practice in teaching writing skills is also in agreement with 

Santangelo and Olinghouse (2009) who explain that the handwriting instruction 

should be done in short, then focused on practice session. Therefore, teachers should 

show students how to form each letter and point out the similarities and differences 

among letters. Thereafter, students should practise the given letter in words and 

sentences.  

The assessment of the CSWD learning is one of the characteristics of the ILMIWA. 

The materials provide the suggestions on the exercises and homeworks to be used as 

a way of assessing the children’s learning. This indicates that children were being 

assessed during the lesson and after each lesson. Giving the exercises was used as a 

means of assessment in the class while the homework was used after class. The use 

of the homework assisted the children to proceed with the practice of writing after 
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class hours. In this case, teachers were supposed to prepare the homework on writing 

skills by considering all the learned syllables so as to help the children continue with 

the practice of forming the letters they had learned. The use of homework in 

strengthening the writing ability is in line with Cooper (2007) and Carr (2013) who 

noted that in the earliest grade levels, homework reinforces learning of skills taught 

in class. Moreover, Cooper (2007) highlights that homework helps the learners to be 

more independent in problem solving.   

The results of the study indicate that members who appraised the ILM and 

participating teachers had positive comments on the materials. They found that the 

flow of the ILMIWA was reasonable to achieve the stipulated learning objectives in 

it. Moreover, the experienced teachers reported that ILMIWA contained adequate 

learning activities and covered almost all identified core contents of writing 

difficulties, and they were in correspondence with the current syllabus. They also 

reported that ILMIWA were simple and all steps adopted in the materials were 

shown clearly. The positive comments from the teachers indicate that the materials 

motivated them to try them out on the children in the class.  

The teachers’ positive reactions to the ILMIWA support other findings of the past 

studies (Mafumiko, 2006; William, 2012). For instance, William (2012) reported 

that the experts were satisfied with the design of the Integrated Chemistry Modules 

(ICM) approach. Similarly, the study by Mafumiko (2006) revealed that all experts 

found the overall layout of lesson materials were good with most of the experiments 

presented clearly in both teachers’ support materials and students’ worksheets.  

5.3.2 Identification of the CSWD 
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The sampled children were categorized into three groups based on their mean scores 

and standard deviation from their tests. Based on sum scores, a cut-off point was set 

by using an empirical formula (M ± ½ SD) which categorised the high achievers, 

average achievers and low achievers groups. These groups’ names reflect the 

characteristics of the children in relation to their performance. The high achievers 

group is characterized by obtaining high marks in the writing test followed by the 

average achievers. The low achievers group which is the target group in this study is 

characterized by obtaining very low marks.  

The grouping arrangement seems to relate with the previous studies (Mubanga, 

2010; Huang, Ford & Invernizzi, 2011; Kalanje, 2011) which grouped the children 

by using the measuring instruments with the purpose of getting the targeted group. 

For instance, Mubanga (2010) used three groups namely high achievers, average 

achievers and low achievers. The children were grouped according to how high or 

low they performed in the test as was grouped in this study. Kalanje (2011) used four 

groups that is at-risk, strugglers, readers and good readers. The at-risk group was 

characterized by very low scores obtained or none in all the subscales. The strugglers 

group achieved moderate low scores in many subscales. The readers group attained 

moderate high scores in all subscales while good readers group comprised of 

children scoring highly in all the measures. The study by Kalanje (2011) had four 

groups which is different from this study. Although, Kalanje (2011) grouped the 

children in four groups, the study recommended that both at-risk and strugglers 

group need to be assisted in their reading and writing skills. 

The results of this study revealed that the prevalence of the low achievers in writing 

from the preliminary study to the main study ranged between 25.5% and 29.4%. This 
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indicates that there was a high number of the CSWD in all of the selected schools. 

These findings are in line with the study by Graham, Harris and Larsen (2001) who 

observed the existence of a large proportion of students with writing difficulties 

mainly, as the major aspect whose characteristic was difficulties in mastering the 

process of writing. 

Based on the empirical formular (M ± ½ SD) which used to categorise the children 

from their respective schools, it was found that the cut-off point of the CSWD in the 

experimental group was lower (43.08/130 or 33.13%) than that of the CSWD in the 

control group (47.38/130 or 36.45%). This implies that the children in the control 

group performed better than those in the experimental group. Different cut-off points 

could be set for the risk groups in different kinds of schools due to the influence of 

various factors that could affect the scores (Jenkins, Hudson & Johnson, 2007). 

5.3.3 Errors Committed by the CSWD 

It was found that the identified CSWD committed different errors when writing. 

These identified errors included: failure to identify the dictated word or sentence, 

poor spacing within the word and between words, misspelling, case confusion, letter 

deformation, poor alignment, overwrite, mixed letter sizes, letter reverse and word 

omission. Further, it was found that the teachers were trying to support the CSWD 

through the remedial classes and/or retention. The retention was found to be a 

common approach but the teachers reported that a few children improved their 

writing skills after being retained in the same class.  

The findings of this study are consistent with the previous studies (Jordan, 1977; 

Critchley & Critchley, 1978; Hamstra-BIetz & Blote, 1993; Malloy-Miller, Polatajko 

& Ansett, 1995; Msanjila, 2005; Mubanga, 2010). For example, Critchley and 
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Critchley (1978), Hamstra-BIetz and Blote (1993), Malloy-Miller, Polatajko and 

Ansett (1995) and Mubanga (2010) found that children with writing difficulties had 

the problem of leaving the space within the word and between words. Poor spacing 

is therefore associated with writing difficulties in which the CSWD are not able to 

maintain the space within the word and between words. 

Moreover, this study found that the CSWD were using wrong spelling when writing. 

For instance, ‘uwa’ for ‘ua’ (flower), ‘reo’ for ‘leo’ (today) ‘chakua’ for ‘chakula’ 

(food). These findings are in line with Msanjila (2005) who found that the secondary 

school students used wrong spellings when writing essays. The common spelling 

problems identified by Msanjila (2005) were ‘dhahabu’ (gold) written as ‘thahabu’, 

‘hayupo’ (absent) written as ‘ayupo’ and ‘kalamu’ (pencil) written as ‘karamu’. 

These findings are also in line with Ngorosho (2011) who identified that the writing 

problems that children experience in learning are omission, addition and substitution 

of letters. Ngorosho (2011) also found that the substitution of ‘l’ for ‘r’ and vice 

versa were common errors committed by learners. Furthermore, studies by Critchley 

& Critchley (1978) and Jordan (1977) mentioned misspelling as one of the features 

of writing difficulties. The study by Mubanga (2010) reported that standard two 

children had poor spelling in English.  Mubanga (2010) argued that the spelling 

problem may change the meaning of the word, making it either meaningless or 

assign it another meaning.  For example, if ‘l’ in ‘kula’ (eat) is substituted by ‘r’ it 

results in ‘kura’ (a vote) (Ngorosho, 2011). This means that proofreading is very 

important after writing so as to reduce unnecessary mistakes. 

Moreover, the case confusion was identified as one of the errors committed by the 

CSWD in this study. The findings of this study are also consistent with previous 
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studies. For example, Msanjila (2005) found that about 54.5% of the sampled 

students used small letters at the beginning of a new paragraph and used capital 

letters in the middle of sentences. Likewise, the studies by Jordan (1977), Critchley 

and Critchley (1978) revealed that children with writing difficulties used upper case 

letters within the body of the word. 

Other writing errors found in this study are letter deformation, poor alignment, 

overwrite, mixed letter sizes, letter reverse such as ‘n’ and ‘g’ and word omission. 

The results of this study are in line with those in the previous studies (Jordan, 1977; 

Critchley & Critchley, 1978; Hamstra-BIetz & Blote, 1993; Malloy-Miller, Polatajko 

& Ansett, 1995). The mentioned studies point out that children with writing 

problems commit different errors including sudden change of letter sizes, letter 

deformation, inconsistent letter sizes, poor line quality and broken letters with 

scattered strokes when writing.  

5.3.4 Importance of Orienting Teachers to the ILMIWA 

The orientation to the ILMIWA is important for the teachers as it would make them 

have a clear understanding on what would be done. Thus, all participating teachers 

from trial schools and experimental school received the orientation on ILMIWA. 

The findings show that the cooperation between the teachers and researcher during 

the orientation stage was important for them to be familiar with the approach. This 

was also noted in the study by William (2012) who oriented the teachers on how to 

implement the designed materials while Kibga (2013) oriented the teachers on what 

they should do in developing the Physics Practical Exemplary Materials (PPEM). 

The issue of orientation is supported by Mafumiko (2006) in his study of micro-scale 

chemistry exemplary materials designed to enhance the practical work. Mafumiko 
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(2006) emphasized that the orientation of teachers and subject experts who would 

collaborate in the development of the content was an important factor for good 

product of the materials. 

In the context of this study, it was found that the teacher who piloted the ILMIWA 

before the real classroom trial found the materials easy and simple to handle in the 

classroom than the teacher in the first classroom trial. This indicates that learning by 

doing is more important than learning by listening. This observation shows that the 

proposed orientation by trying the first lesson helped the teacher to be more familiar 

with the ILMIWA. The orientation process aimed at enabling teachers to acquire 

enough knowledge, skills and confidence in implementing ILMIWA in the 

classroom. Piloting the designed materials or approach before the real trial is 

important (William, 2012; Kibga, 2013).  

The findings from the orientation of the ILMIWA revealed that the participating 

teachers understood how to use the ILMIWA after orientation. Their understanding 

indicates that the ILMIWA were simple and clear to them. This is in line with 

William (2012) who oriented the teachers to the implementation of ICM whereby the 

teachers showed the readiness for the classroom implementation in the next day.  

During the orientation, the findings also showed that teachers doubted about the use 

of CCA to the standard two CSWD. Nevertheless, they later accepted and their 

interest was to get the practical experience on how the CSWD would be able to 

participate in teaching and learning process. The teachers’ doubts on the use of CCA 

indicated that the approach was new to them. So, they were not sure if they would be 

able to use that approach in the classroom. This observation suggests that these 

teachers needed time to familiarize themselves with the designed materials as they 
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had inadequate knowledge and skills of using ILMIWA which were designed 

through CCA. Besides that, it can be argued that the proper orientation of the newly 

designed materials is important as it is the basis of encouraging and motivating the 

users to accept and use them. These findings are congruent with the findings by 

William (2012) which showed that participating teachers were worried about the 

time requirements before the implementation of the ICM approach. 

5.3.5 The Role of Classroom Trial in Assessing for Expected Practicability of 

ILMIWA   

An actual practicability of the ILMIWA in classroom environment was evaluated 

using the classroom observation and teachers’ interviews. The general findings of 

the trial showed that the participating teachers found the ILMIWA good at 

improving the writing ability among the standard two CSWD. These teachers gave 

valuable contribution to the improvement of the ILMIWA. For example, they 

suggested the use of index and middle fingers to children for maintaining appropriate 

space between the letters, syllables and words during writing. It was also suggested 

that all children should be involved in testing their previous knowledge through 

practice since writing is a motor activity. Asher (2006) explains that the motor 

activity could be learned through practice.  

The classroom observation revealed that the CSWD were participating in different 

activities during the lesson implementation. Through the interview, it was noted that 

the participation of the CSWD was due to simple arrangement of the materials and 

that the learners were motivated by the activities suggested in the lessons. Given the 

positive results, it can also be assumed that using the ILMIWA in the CSWD 

remedial classes increases their writing ability.  
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However, during the trial of the ILMIWA, there were two major challenges that 

were encountered by the teachers. These challenges were time and group work 

management. In case of the time management, the teachers used more time than the 

planned one. The teachers’ additional time of implementing the ILMIWA was due to 

their limited skills in using CCA. This showed that the teachers were acquainted 

with the TCA that used short time to deliver the large content without involving 

children in different activities. In this case, it was therefore difficult for the teachers 

to administer ILMIWA inside the classroom. These results are in line with those by 

William (2012) who found that the teachers demonstrated the ICM approach beyond 

the planned time due to their limited skills in using technology-based pedagogy.  

It was also observed that, teachers faced the challenges in the management of the 

group work as most of the CSWD attempted to have their own learning aids in their 

hands instead of sharing them with others in the group. This indicates that the 

children were not familiar with the use of teaching and learning aids in the group 

discussion.  So, they experienced the problem of sharing the teaching and learning 

aids in their groups.  

5.3.6 Teachers’ Opinions on the ILMIWA 

The findings of the study indicated that participating teachers had positive opinions 

on the ILMIWA for improving the writing ability of the CSWD. The teachers 

reported to be satisfied with the ILMIWA as the materials provided clear 

information to be followed during the lesson execution. Moreover, they revealed that 

the materials were easy to use and helped them apply the techniques of using CCA 

in the teaching and learning process. The teachers were also interested in the 

ILMIWA as the lessons’ activities were systematically arranged and showed how to 
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involve the children in each step of learning. Specifically, the teacher from the 

second classroom trial was interested to proceed to teach the CSWD using the same 

approach (CCA). The study findings indicated that, teachers had positive attitudes 

towards the ILMIWA and agreed to use the approach to young children. These 

studies’ findings are also in agreement with the other Tanzanian based researchers’ 

(see for example, Mafumiko, 2006; William, 2012 and Kibga, 2013). These studies’ 

findings revealed that the participating teachers had positive attitudes towards the 

designed curriculum materials in different subjects.  

Likewise, teachers acknowledged that the ILMIWA were appropriate to the ability 

of the CSWD. Furthermore, the findings from the teachers indicated that the CSWD 

liked the ILMIWA and the children in general were able to participate in different 

activities suggested in the materials. The children’s ability in performing various 

lesson activities and tasks designed in ILMIWA indicated that the designed learning 

activities were manageable and practical to children hence useful for improving the 

writing ability of the CSWD. The study by William (2012) and Kibga (2013) 

showed that teachers and students were interested and motivated to use the 

innovation which geared towards assisting them in improving the classroom 

practices. 

5.3.7 Experience of the CSWD on the ILMIWA  

The findings from the CSWD indicated that the CSWD enjoyed learning writing 

skills through ILMIWA compared to day to day classes in writing skills. The results 

from the interview revealed that the CSWD liked the way the teacher was handling 

them during the teaching and learning process. They also liked the way they were 

involved by the teacher in the class discussions and doing different class activities. 
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The CSWD felt that the teacher in the ILMIWA lessons was friendly and did not 

beat them even if they happened to make mistakes. The teacher’s behaviour in the 

ILMIWA classes gave the CSWD confidence to respond to the questions and write 

more freely than in day to day classes. The findings of this study are consistent with 

the previous study’s findings by Mafumiko (2006) who reported that the teachers in 

micro-scale lessons were friendly in such a way that it gave students confidence to 

express their ideas more freely than in regular classes.  

The majority of the CSWD indicated that they liked the singing session, use of cards 

in forming words and writing on slates. However, a few CSWD indicated that they 

did not like to present in front of the class what they had discussed because they 

were frightened. These findings indicate that CSWD’s experiences with the 

ILMIWA were positive. The negative opinions were very few and were from a few 

CSWD. Given such positive findings, it can be anticipated that the use of songs, 

cards and writing on slates as part of practice would help to improve the writing 

ability of the CSWD in primary schools.  

5.3.8 Pre-intervention Test Results of CSWD in the Experimental and Control 

Groups 

The pre-test results showed that the overall mean scores on writing skills for the 

experimental and control groups were 51.25 and 55.43 respectively. The findings 

indicate that the CSWD in the control group performed slightly higher than those in 

the experimental group during the pre-test. However, none of the ‘t’ ratio was found 

to be significant at any level of significance. These findings imply that the difference 

was insufficient to mark a significant difference in the writing ability between the 

two groups before the intervention. Therefore, it can be concluded that, the 
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experimental and control groups were similar with regard to their writing ability 

before the intervention. The pre-test results showed that students who were involved 

in the study had similar initial understanding of the content in the modules. Although 

some students reported to have learned some of the content in the module through 

private tuitions, the results showed that they performed relatively well in the 

questions related to lower cognitive levels. 

The findings of this study are consistent with previous studies (Kumburu, 2011; 

Mohanty, 2012; William, 2012). For instance, William (2012) revealed that pre-test 

achievements were slightly difference between the students in the intervention and 

control schools in Chemistry. Likewise, Mohanty (2012) showed that there was a 

minor difference between the experimental and control groups, and the ‘t’ ratio was 

found to be not significant at 0.05 level in writing skills before the intervention. 

Similarly, Kumburu (2011) observed that in pre-assessment, there was a minor 

difference of the standard deviations for the experimental and control groups on 

reading and writing skills. With these slight differences, all the studies (Kumburu, 

2011; Mohanty, 2012; William, 2012) led to the conclusion that the groups were at 

the same level during the pre-test.   

5.3.9 Impact of ILMIWA in Improving Writing Ability among CSWD 

The findings of the present study support that the ILMIWA contributed to the 

development of the writing skills among the CSWD. The children’s good 

performance of the test on writing was considered one of the indicators of the impact 

of the ILMIWA on improving the writing ability of the CSWD. 

The results of the study highlight that there was a difference between the pre-test and 

post-test scores for both experimental and control groups. The overall mean pre-test 
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and post-test scores of the experimental group were 51.25 and 117.79 respectively 

while those of the control group were 55.43 and 79.00 respectively. The overall 

results of the post-tests showed that the CSWD in both groups improved their 

performance in comparison with the pre-tests. Similarly, Kumburu (2011) noted that 

all groups (experimental, control 1 and control 2) made significant improvement 

during the intervention programme. Likewise, William (2012) concluded that the 

post-test achievement improved in both experimental and control groups in 

Chemistry.  

However, in the post-test, the CSWD in the experimental group performed better 

than those in the control group in words and sentences dimensions. The findings 

showed that the CSWD in the experimental group committed a few errors in all 

patterns of errors compared to those in the control group. It was revealed that in 

words dimension, there was a significant difference between the mean post-test 

scores for the experimental and control groups in all patterns of errors. Moreover, in 

‘sentences’ dimension of the writing skills, the results indicated that two patterns of 

errors (sentence identification and word omission) were not significant at any level, 

that is .001 to .005. From sentence identification and word omission, the results 

show that there were no big problems with these patterns of errors to CSWD in both 

groups even with the pre-test. Therefore, there was a very minor difference in 

improvement although the CSWD in the experimental group improved more than 

those in the control group. It was clearly revealed that the better performance of the 

CSWD in experimental group in terms of writing skills in both words and sentences 

dimensions was due to positive contribution of intervention programme. 
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The better performance of the CSWD in the experimental group suggests that the 

designed intervention is a better means of improving the writing ability of the 

CSWD than the conventional approach. That is why the CSWD in the experimental 

group performed well in their post-test hence this shows that the ILMIWA can 

adequately enable the CSWD avoid retention which is the common approach to 

support the CSWD in Tanzanian public primary schools. The studies by Mafumiko 

(2006) and William (2009) show that the well designed curriculum materials 

motivate the students and enable them to perform better. The study by Kumburu 

(2011) shows that well designed intervention programme for reading and writing 

skills enables the at risk children to improve their reading and writing skills. 

Likewise, Mohanty (2012) reveals that the well designed intervention programme 

like ILMIWA has a positive impact on developing the writing skills of the CSWD.   

The good performance obtained in the experimental group in contrast to that in the 

control group was possible due to the fact that the CSWD in the control group were 

not engaged in hands-on activities and group discussion which would allow them use 

different senses during the process of teaching and learning. However, it should be 

noted that, children can learn more through observing, touching and discussing with 

their colleagues (William, 2012). In the same way, Ogano (2012) found that the use 

of multi-sensory approach which utilizes all senses in assisting learners with reading 

and writing problems helped them improve their reading and writing ability.  

Furthermore, the good performance in the experimental group was possible as the 

teacher in this group assessed the writing activities of the children in two aspects; the 

process of writing and the product. The assessment of the writing process and its 

product is in line with Kennedy, et al. (2012) findings. In the process of writing, the 
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teacher was observing while the children were writing in the classroom. For 

example, the teacher was observing how the CSWD were holding the pencil, 

forming letters and alike. The observation method helped the teacher to identify 

most of the mistakes committed by the CSWD when writing. However, the teacher 

was assessing what the CSWD had written in her absence through the homework. 

This means that at the end of the lesson and programme in general, most of the 

children were able to write with few or without committing errors. Kennedy, et al. 

(2012) emphasize the importance of observation as an assessment tool especially 

when assessing young children in book reading or early writing.   

The good performance of the CSWD on the writing skills was considered one of the 

indicators of the effect of the ILMIWA on improving their writing ability. 

Conclusively, it can be safely said that the intervention programme had positive 

impact on improving the writing ability of the CSWD in standard two.  



204 

CHAPTER SIX 

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 

6.0 Introduction 

This chapter presents the summary of the study, conclusions as well as 

recommendations for action and further studies. 

6.1 Summary of the Study 

The general objective of this study was to design and evaluate the Intervention 

Learning Materials to support the Children with Susceptible Writing Difficulties 

(CSWD) improve their writing ability. The focus was on standard two children from 

the public primary schools in Dodoma Municipality, Tanzania. In order to attain the 

study objective, the study was divided into three stages: designing, prototyping and 

evaluation of the ILMIWA. The first draft of the ILMIWA which was designed by 

the researcher was named prototype zero. The prototype zero of the ILMIWA was 

developed through the expert appraisal and two classroom trials. Each classroom 

trial used single group of the CSWD while during the summative evaluation, the 

study used two groups namely experimental and control groups which were thought 

to be similar in terms of writing ability.  

This study used a developmental research approach, using quasi experimental 

design. To evaluate the quantitative data from tests, the paired sample t-test and 

independent-sample t-test were used to compare the scores within the group and 

between the experimental and control groups. The qualitative data were evaluated 

using ethnographic and phenomenological approaches. The ethnographic research 

approach was used to evaluate the classroom culture as it allowed the participants to 

share their pre-existing experience in the course of collaborative planning, 
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development and implementation of the intervention programme. Moreover, the 

phenomenological approach was used to evaluate the teachers and CSWD’s 

experiences on the ILMIWA.  

The data were collected through observation, interview and pre-/post-test on reading 

and writing. The tests were based on the current primary school curriculum. The 

reliability coefficients of the subscales (tests) as calculated in Spearman-Brown split-

half and Guttman split-half were: words reading .89 and .88 respectively, sentences 

reading .92 and .91 respectively, overall reading test .91 for both, words writing .81 

and .70 respectively, sentences writing .91 and .90 respectively, overall writing test 

.87 and .84 respectively.  

The findings from the designing of the ILMIWA for the CSWD showed that the data 

collected from the preliminary study and literature review (syllabus analysis and 

SCT as well as MLT) helped the researcher in designing the materials. The ILMIWA 

were designed by concentrating on CCA which made the CSWD active throughout 

the lesson implementation. The ILMIWA were found simple and easily understood 

by the participating teachers and CSWD who used the materials liked them.  

The findings from the identification of the CSWD indicated that the cut-off point of 

the experimental group was lower than that of the control group. It was also found 

that the identified CSWD from both groups committed different errors namely poor 

spacing within the word and between words, misspelling, case confusion, letter 

deformation, poor alignment, overwrite, mixed letter sizes, letter reverse and word 

omission.  
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Generally, the findings from the appraisal showed that the members who reviewed 

the ILMIWA and teachers who participated in the study supported the materials as 

being appropriate to help the CSWD improve their writing abilities. However, 

during the orientation, the teachers expressed doubted on the use of CCA to young 

children as the materials were designed by using that approach. However, the 

experience from the trial shows that the teachers who participated in the classroom 

implementation using the ILMIWA increased their understanding on using the CCA.  

During the classroom trial, it was found that teachers were able to deliver the lessons 

from the ILMIWA by following almost all the suggested procedures regardless of 

the challenges like time and group work management. It was also observed that, the 

CSWD in the trial schools and experimental group were active during the teaching 

and learning process as they were participating in different activities such as singing, 

group discussion, presenting what they had discussed and responding to teachers’ 

questions. The CSWD reported that they hardly participated in the day to day lessons 

as they were not involved by the teachers.  

On the other hand, the findings from the interview revealed that the CSWD liked the 

lessons taught through the ILMIWA compared to day to day lessons. Specifically, 

the CSWD liked the way the teacher was friendly to them and the way she involved 

them in the teaching and learning process. The CSWD liked most the singing 

session, use of cards in forming words and writing on slates. Nevertheless, it was 

found that some of the CSWD refused to present what they had discussed in their 

groups due to the fear.   

The observation from the control group indicated that the classroom implementation 

of the lessons was occupied by ‘talk and chalk’ method and the CSWD were copying 
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what the teacher had written on the chalkboard. These CSDW participated in the 

lesson by just reading what was written on the manila paper and what the teacher 

had written on the chalkboard. Moreover, in the control group, there were neither 

group discussions nor hands-on activities during the teaching and learning process. It 

was further observed that the teacher could not move around to support the CSWD 

and there was no homework for them.  

The findings of the present study support that the intervention programme had 

positively contributed to the improvement of the writing ability of the CSWD. The 

test results showed that during the pre-test, the mean performance of the CSWD in 

the control group was slightly higher than the mean performance in the experimental 

group by 4.18 marks. However, during the post-test, the mean performance of the 

CSWD in the experimental group was higher than the mean performance in the 

control group by 38.70 marks. It was also revealed that the CSWD in the 

experimental group performed better in both words and sentences dimensions. Apart 

from the test results, the impact of the ILMIWA was also noted through children 

learning. The CSWD had learned to work in small groups and build their confidence 

in presenting what they had discussed.  

6.2 Conclusions of the Study 

Based on the study findings, the following conclusions are made. It is evident that 

the designed ILM make the children active as the materials provide the opportunities 

for the CSWD to discuss in small groups, present what they have discussed and 

freely communicate with their teachers during the teaching and learning process. 

This is to say that the ILM contribute to the children’s ability to participate in 

classroom learning. 
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Moreover, when the songs, slates and letter cards are used properly in the classroom 

while teaching, they appear to engage children in the learning process and children 

become active. In addition, when teachers are friendly to the CSWD during the 

teaching and learning process, the CSWD become free hence improving their 

participation in learning and writing ability at large.  

Although the ILM have helped to improve the writing ability of the standard two 

CSWD, still teachers need to be supported to continue using the materials. This 

should be done by assisting them to design more materials through CCA and 

maintain similar strategies that could continuously enable them to improve the 

writing ability of the CSWD.  With more exercises and support in terms of materials 

and strategies, these teachers can effectively deliver the advanced materials to assist 

the CSWD to continually improve their writing skills.  

 It can generally be concluded that the designed ILM had the quality of improving 

the writing ability of the standard two CSWD in public primary schools in Tanzania. 

The materials were easy to use and understand. They also engaged the children and 

made them very active in the whole teaching and learning process. Almost all the 

materials were within the wide range of exercises which were directly associated 

with the involvement of the children in the whole teaching and learning process.   

6.3 Recommendations  

Based on the findings of this study, two categories of recommendations are made 

here.  

6.3.1 Recommendations for Action 
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The ILMIWA were seen to play a vital role in improving the writing ability of the 

standard two CSWD in primary schools in Tanzania. The materials also enabled the 

CSWD to work in small groups and improve their confidence in presenting what 

they had discussed. Apart from the CSWD, the materials also helped the teachers to 

improve the teaching practices through CCA. In view of these findings, the study 

recommends the following to be done in supporting the CSWD improve their writing 

ability through the designed materials. 

Firstly, this study recommends for the teachers to regularly support the CSWD 

through the ILMIWA. This can easily and effectively be done by including regular 

support in the school curricula through remedial classes. The act of supporting the 

CSWD may reduce the retention and drop-out and hence improve their performance 

in other subjects as writing is the major way of measuring the learners’ achievement 

in educational institutions in Tanzania.  

Secondly, good interaction between the teachers and children is suggested 

specifically during the teaching and learning process. Furthermore, the teachers 

should be very friendly to the children as it was found that children were free to 

learn comfortably because the teacher in the experimental group was polite to them. 

The existence of friendship between the teacher and children would make the 

children participate in the class hence improving their ability in learning.  

Thirdly, this study also recommends for the remedial lesson for children with 

susceptible writing difficulties to be covered within 40 minutes. The proposed time 

will allow the teacher to give enough time for the children to participate and practise 

the learned knowledge during the class time. 
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Fourthly, school owners need to educate the teachers on how to identify the CSWD 

and use the ILMIWA to improve their writing ability. Although the materials are 

simple and understood, they require sufficient training in the technicalities of using 

CCA to the young children in primary schools. The practices and discussions must 

be used to ensure effective implementation of the ILMIWA.  

Finally, school managers need to ensure that there is a manageable number of 

children (not more than 45) in standard one and two classes so as to allow free 

movement of teachers. This could enable the teachers identify the children’s writing 

errors during the teaching and learning process. Following the identification of the 

errors committed by the children while writing, the teachers are encouraged to 

correct those errors immediately hence helping to reduce the number of the CSWD.  

6.4.2 Recommendations for Further Research 

The research is a continuous process and the findings of this study cannot give the 

final information by themselves. Therefore, based on the findings of this study, there 

are areas which require to be studied in order to cope with the changing pattern of 

the educational system. The following are the recommendations for further research:  

The present study was based on a small sample drawn from a limited number of 

public primary schools, teachers and standard two CSWD from the urban area. For 

the broader generalization, a wider study can be undertaken by covering a variety of 

samples from rural, semi-rural and semi-urban areas so that more comprehensive 

data are obtained on the implication of the ILMIWA in contributing to the 

improvement of the writing abilities of CSWD. The study should also be undertaken 

in different classes.  
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Secondly, a similar study can be done focusing on writing skills to cover the 

formation of capital letters and their uses, and punctuation. This is to motivate the 

teachers to use the materials designed through CCA provided that the approach 

addresses the whole important part in the syllabus for the children learning to write. 

The similar study is also recommended to be done in reading and numeracy skills.  

Lastly, the present study designed and evaluated ILMIWA for the CSWD only. 

Another study may be conducted to design and evaluate the materials for teaching 

the writing skills to the primary schools children in standard one and two regardless 

of their abilities. This could support the inclusive education policy as it is a global 

agenda for the time being.  
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 APPENDICES  

Appendix A: Final Version of the Sample of ILMIWA Lessons (Lesson: 1, 2, 3 

and 12) 

 Somo la Kwanza: Irabu ‘a, e, i, o, u’ 

1.1 Umuhimu wa somo 

Irabu ni miongoni mwa herufi za alfabeti ambazo hutumika kuunda silabi zote katika 

lugha ya Kiswahili, na silabi hizo hutumika kuunda maneno. Kwa hiyo ni muhimu 

kujua namna ya kuandika irabu. 

 

1.2 Taarifa za awali 

Sehemu hii inahusu ubainishaji wa malengo ya somo, zana za 

kufundishia/kujifunzia, na muda utakaotumika katika kufundisha/kujifunza. 

 

1.2.1 Lengo la somo 

Baada ya kumaliza somo hili mwanafunzi aweze: 

i. Kuandika irabu ‘a, e, i, o, u’ kwa usahihi katika daftari 

 

1.2.2 Zana za kufundishia na kujifunzia 

Zana za kufundishia na kujifunzia ni muhimu kwani zinatarajiwa kukamilisha 

mchakato wa kufundisha na kujifunza ipasavyo. Mwalimu andaa zana za 

kufundishia na kujifunzia kabla ya kipindi. Zana zifuatazo ni za muhimu katika 

kufundisha na kujifunza somo hili: 

 Penseli/ kalamu ya risasi 

 Kifutio  

 Daftari lenye mistari mikubwa na midogo  

 Chaki nyeupe na za rangi 

 Sleti zenye mistari mikubwa na midogo 

 Kadi za irabu  

 Herufi nyingine zinazoelekeana na irabu 

 Chati/mti wa irabu 

 

                                                                                               

                                        

Kalamu ya risasi: Hiki ni kifaa kinachotumika kwa ajili ya 

kuchora na/au kuandika 

 

 

 

 

 

Kifutio: Hiki ni kifaa nyumbufu cha mpira kinachotumika kwa 

kufutia. 
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Daftari lenye mistari mikubwa na midogo: Itawasaidia wanafunzi kuandika vizuri 

kwa kulinganisha herufi wanapoziumba.    

 

 
Chaki nyeupe na za rangi: Zitumiwe na mwalimu na wanafunzi kuandikia.  Hii 

itawasaidia wanafunzi kutofautisha herufi, silabi na hata maneno. Pia  huwavutia  

wanafunzi kujifunza zaidi. 

 

 
Sleti: Hiki ni kibao kidogo chenye mistari mikubwa na midogo kinachotumika 

kuandikia, hasa kwa watoto wa shule. Sleti itamsaidia mwanafunzi kufanya mazoezi 

na itamsaidia mwalimu kukagua kwa haraka kitu alichowaelekeza wanafunzi 

waandike kabla ya kuanza kuandika kwenye madaftari. 

 

Kadi za irabu na herufi nyingine                   
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Mti wa irabu 

  
 

1.2.3 Mpangilio wa somo na muda 

Hatua Muda 

Utangulizi 5 

Ufundishaji wenye usaidizi na mazoezi 30 

Hitimisho 5 

Jumla 40 

1.3 Utekelezaji wa somo  

Utekelezaji wa somo hili umeandaliwa katika sehemu tatu ambazo ni utangulizi, 

ufundishaji wenye usaidizi na mazoezi na hitimisho. 

 

1.3.1 Utangulizi  

Mwalimu, anzisha somo kwa kuwaongoza wanafunzi kuimba wimbo unaozitaja 

irabu zote tano (warm-up activities). Wakati wa kuimba mwalimu waelekeze 

wanafunzi kutumia onesho mbinu kama ifuatavyo: 

i. Chagua mwanafunzi mmoja na mpatie kionesheo (pointer)  

ii. Mwanafunzi aoneshe irabu husika kutoka katika mti wa irabu kwa kutumia 

kionesheo kila inapotamkwa. 

Wimbo 

Hii ndiyo ‘a’ aaa ina mkia mfupi aaa 

Hii ndiyo ‘e’ eee iko kama kata eee 

Hii ndiyo ‘i’ iii ina kofia juu iii 
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Hii ndiyo ‘o’ooo iko kama mpira ooo 

Hii ndiyo ‘u’ uuu iko kama kikombe uuu. 
Baada ya kuimba mwalimu uliza swali lifuatalo:  

 

 

 

 

 

1.3.2 Ufundishaji wenye usaidizi na mazoezi  

Mwalimu, waambie wanafunzi kuwa katika somo hili tutajifunza namna ya kuandika 

irabu 

 

Kazi ya kwanza: Kuzitambua irabu ‘a, e, i, o, u’.  
i. Mwalimu, waweke wanafunzi katika vikundi vidogovidogo (wanafunzi 4-6). 

Kisha waeleze kuwa utawapatia kadi na wanatakiwa kufanya kazi utakayo 

waambia kwa haraka huku kadi zikiwa mezani ili kila mwanafunzi aweze 

kushiriki. Wagawie kila kikundi kadi hizo za herufi tofauti kama vile ‘a, d, 

e, o, i, l, u, n.  

ii. Waambie kila kikundi kichague kadi za irabu kutoka katika kadi ulizowapa. 

Kisha zunguka kwa kila kundi kuangalia kadi walizochagua na kuuliza 

maswali kama vile: mmepata kadi ngapi? Kadi hizo ni zipi? Chagua 

mwanafunzi mmoja ili asome kadi walizochagua. 

iii. Mwalimu, jadiliana na wanakikundi kuona kama kadi zilizochaguliwa ni 

sahihi au si sahihi. Endapo si sahihi shirikiana na wanakikundi kusahihisha. 

 

Kazi ya pili: Kuandika irabu  
i. Mwalimu, waambie wanafunzi waandike irabu moja baada ya nyingine 

hewani. Wakati wanaandika, angalia mzunguko wa mkono wa kila 

mwanafunzi kwa kuwaambia warudie zoezi hilo angalau mara tatu. Hii 

itakusaidia kujua uelewa wa wanafunzi katika kufuata hatua za kuandika 

irabu hizo. Endapo wanafunzi watakosea, rekebisha irabu waliyokosea kwa 

kuonesha jinsi ya kuiandika kwa kufuata hatua kama zinavyoonekana hapa 

chini, kisha wanafunzi warudie tena kwa kufuata hatua hizo.   

                                        

 
 

ii. Kila wamalizapo kuandika irabu moja hewani, waambie waiandike irabu 

hiyo katika sleti zao kwa kutumia chaki ili kufanya mazoezi zaidi ya 

kuiandika irabu hiyo. 

Swali: Je, kuna jumla ya irabu ngapi katika wimbo tuliouimba? Taja irabu hizo. 

Jibu linalotegemewa: Kuna jumla ya irabu tano. Irabu hizo ni ‘a, e, i, o, u’.  
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iii. Baada ya kumaliza hatua ya kwanza na ya pili kwa kila irabu, waambie 

wafute irabu zote katika sleti zao kisha kila mmoja aandike irabu zote (a, e, 

i, o, u) katika sleti yake.  

iv. Mwalimu, waambie upande mmoja baada ya mwingine wainue sleti zao juu 

na kuonesha walichoandika, ili uweze kuchunguza kwa haraka kiwango chao 

cha uelewa katika kuandika irabu hizo. Endapo kuna wanafunzi waliokosea, 

mwalimu onesha namna ya kuandika kwa usahihi ubaoni. 

 

 

 

 

 

 

 

 

 

 

 

Kazi itakuwa na mwonekano huu: 

____________________________________________________________________

___ 

 
____________________________________________________________________

____ 

___________________________________________

__ 
 
____________________________________________________________________

___ 

 
____________________________________________________________________

____ 

___________________________________________

__ 
 
____________________________________________________________________

____ 

 

1.3.3 Hitimisho  

Mwalimu unaweza kuhitimisha somo kwa kuwauliza wanafunzi swali kama vile 

‘katika kipindi hiki tumejifunza kitu gani? Kuna tofauti gani kati ya irabu ‘a’ na ‘o’, 

‘a’ na ‘u’ n.k. Waweza kuwatia moyo kwa kuimba wimbo uliyoimbwa kwenye 

utangulizi wa somo ili kutofautisha irabu. Pia waambie somo litakalofuata itakuwa 

ni kujifunza namna ya kuandika maneno yatokanayo na irabu. 

 

Zingatia: Mwalimu, sisitiza wanafunzi kuacha nafasi kati ya irabu moja na nyingine 

na kuandika irabu vizuri kama zinavyoonekana hapo chini. Wanafunzi wanaweza 

kuacha nafasi kwa kuweka vidole viwili kila baada ya kuandika irabu moja (kidole 

cha shahada na kidole cha kati kwa kutumia mkono wa kushoto endapo mwanafunzi 

anaandikia mkono wa kulia au mkono wa kulia endapo mwanafunzi anaandikia 

mkono wa kushoto). 

-Mwalimu, zunguka darasani kuwasaidia wanafunzi kushika kalamu, kukaa vizuri na 

kusahihisha kazi wanayofanya. Pia kama kuna wanafunzi wameelewa kwa haraka na 

kumaliza kazi mapema, waongeze kazi ya kuandika ili kuendana na uwezo wao. 

Inaweza kuwa kuandika mstari mwingine wa irabu. 

Zoezi: Andika mistari miwili ya irabu kwenye daftari. 
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Kazi ya nyumbani 

1. Andika ukurasa mmoja wa irabu. Kila mstari uwe na irabu tano ‘a, e, i, o, 

u’. 
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Somo la Pili: Maneno Yatokanayo na Irabu  

2.1 Umuhimu wa somo 

Irabu ni miongoni mwa herufi za alfabeti ambazo hutumika kuunda silabi katika 

lugha ya Kiswahili na baadhi ya maneno huundwa na irabu tu. Kwa hiyo ni muhimu 

kujua namna ya kuunda maneno yatokanayo na irabu. 

 

2.2 Taarifa za awali 

Sehemu hii inahusu ubainishaji wa malengo ya somo, zana za 

kufundishia/kujifunzia, na muda utakaotumika katika kufundisha/kujifunza. 

 

2.2.1 Lengo la somo 

Baada ya kumaliza somo hili, mwanafunzi aweze: 

i. Kuandika maneno yatokanayo na irabu ‘a, e, i, o, u’ kwa usahihi katika 

daftari 

 

2.2.2 Zana za kufundishia na kujifunzia 

Zana za kufundishia na kujifunzia ni muhimu kwani zinatarajiwa kukamilisha 

mchakato wa kufundisha na kujifunza ipasavyo. Mwalimu andaa zana za 

kufundishia na kujifunzia kabla ya kipindi. Zana zifuatazo ni za muhimu katika 

kufundisha na kujifunza somo hili: 

 Penseli/ kalamu ya risasi (rejea somo la kwanza) 

 Kifutio (rejea somo la kwanza) 

 Daftari lenye mistari mikubwa na midogo (rejea somo la kwanza) 

 Chaki nyeupe na za rangi (rejea somo la kwanza) 

 Sleti zenye mistari mikubwa na midogo (rejea somo la kwanza) 

 Kadi za irabu (rejea somo la kwanza) 

 Mti wa irabu (rejea somo la kwanza) 

 Picha/ Kitu halisi (ua) 

 

2.2.3 Mpangilio wa somo na muda 

Hatua   Muda 

Utangulizi                                    5 

Ufundishaji wenye usaidizi na mazoezi                                                   30 

Hitimisho                                   5 

Jumla                                 40 

2.3 Utekelezaji wa somo  

Utekelezaji wa somo hili umeandaliwa katika sehemu tatu ambazo ni utangulizi, 

ufundishaji wenye usaidizi na mazoezi na hitimisho. 

 

2.3.1 Utangulizi  

Mwalimu, anzisha somo kwa kuwaongoza wanafunzi kuimba wimbo unaozitaja 

irabu zote tano (warm-up activities). Wakati wa kuimba, mwalimu waelekeze 

wanafunzi kutumia onesho mbinu kama ifuatavyo: 

i. Chagua mwanafunzi mmoja na mpatie kionesheo (pointer)  

ii. Mwanafunzi aoneshe irabu husika kutoka katika mti wa irabu kwa kutumia 

kionesheo kila inapotamkwa. 

Wimbo 
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Hii ndiyo ‘a’ aaa ina mkia mfupi aaa 

Hii ndiyo ‘e’ eee iko kama kata eee 

Hii ndiyo ‘i’ iii ina kofia juu iii 

Hii ndiyo ‘o’ooo iko kama mpira ooo 

Hii ndiyo ‘u’ uuu iko kama kikombe uuu. 
 

Baada ya kuimba, mwalimu, waambie wanafunzi kila mmoja aandike irabu zote 

kwenye sleti yake ili kufanya marudio ya somo lililopita. Kisha wanafunzi wainue 

slate zao kwa vikundi ili ukague walivyoandika.  

 

2.3.2 Ufundishaji wenye usaidizi na mazoezi  

Mwalimu, waambie wanafunzi kuwa katika somo hili tutajifunza namna ya kuandika 

maneno yatokanayo na irabu.  
 

Kuunda maneno na kuyaandika 

i. Mwalimu, unaweza kuanza kwa kuchagua mwanafunzi yeyote ili aunde neno 

lenye maana kutokana na irabu ‘a e i o u’. Mwalimu, unaweza kutumia 

picha au kitu halisi ili wanafunzi waelewe maana ya neno lililoundwa. Baada 

ya hapo, waambie kila mwanafunzi aandike neno hilo katika sleti yake na 

waoneshe ili uweze kuona uelewa wao katika kuandika neno hilo. Endapo 

wanafunzi watashindwa, onesha namna ya kuunda neno kwa kufuata hatua 

zifuatazo: 

 

Hatua za kuunda neno 

ii. Mwalimu, shika kadi mbili, kadi yenye irabu ‘a’ mkono wako wa kulia na 

kadi yenye  

     irabu ‘u’ mkono wako wa kushoto. 

iii. Ziinue juu kadi hizo na kuwaonesha wanafunzi huku mikono yako ikiwa 

mbalimbali kisha chagua mwanafunzi asome irabu katika kadi ya mkono wa 

kulia halafu ile ya mkono wa kushoto. 

iv. Mwalimu, sogeza mikono yako ikae pamoja na uziunganishe kadi hizo kisha 

waambie  

      wanafunzi kuwa ukiunganisha kadi hizi mbili unapata neno. Swali: neno    

      hilo ni neno gani? Jibu linalotegemewa: ‘au’. 

v. Mwalimu, waweke wanafunzi katika makundi yao, kisha wagawie kadi za 

irabu. Waambie kila kikundi kiunde maneno mawili kwa kutumia kadi hizo, 

kisha mmoja wao aandike maneno hayo kwenye sleti. 

 

 

 

 

 

 

 

 

 

vi. Mwalimu waambie kundi moja baada ya jingine waende mbele na kuonesha 

maneno waliyoandika, kisha kuyasoma. Baada ya hapo wanafunzi watoe 

Maneno yanayotegemewa kuandikwa: ‘au, oa, ua’. 

 

Zingatia: Wakati wanafunzi wanaandika, mwalimu zunguka darasani kuwasaidia 

katika vikundi vyao na kuuliza maswali kama neno hili limeundwa na irabu ngapi? 

Je, neno hili lina maana gani?  

-Pia hakikisha wanaandika kwa usahihi. 
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maoni yao kama wamepata au wamekosea na mwisho wasaidie kurekebisha 

sehemu walizokosea. 

 

 
Hatua za kufuata katika zoezi la kuwasomea maneno  

i. Mwalimu, wasomee wanafunzi neno la kwanza, wanafunzi wasikilize kwa 

makini. 

ii. Mwalimu, soma neno hilo kwa mara ya pili na wanafunzi waandike. 

iii. Mwalimu, rudia kusoma mara ya tatu ili wanafunzi wakamilishe neno 

wanaloandika. 

iv. Baada ya kumaliza kuandika maneno yote mwalimu rudia neno moja baada 

ya jingine na wanafunzi waangalie walichoandika na kurekebisha endapo 

kuna kosa. 

v. Mwalimu sahihisha kazi za wanafunzi kwa kuzingatia usahihi wa neno, 

uumbaji wa herufi, nafasi kati ya herufi na herufi/silabi na silabi. 

vi. Mwalimu, andika maneno hayo ubaoni ili wanafunzi wasahihishe kazi zao. 

 

Kazi iwe na muonekano kama huu: 

 

 
____________________________________________________________________

____ 

_______________________________________

__ 
 
____________________________________________________________________

____ 

 

2.3.3 Hitimisho  

Mwalimu, unaweza kuhitimisha somo kwa kuwauliza wanafunzi swali kama vile 

‘katika kipindi hiki tumejifunza kitu gani? Watie moyo kwa kuwaambia kuwa kwa 

ujumla wamefanya vizuri katika kuandika maneno hayo. Pia waambie somo 

litakalofuata itakuwa ni kujifunza namna ya kuandika herufi ‘b’, silabi na maneno 

yake. 

 

Kazi ya nyumbani 

1. Andika mstari mmoja wa irabu ‘a, e, i, o, u’. 

2. Unda maneno yenye maana kutokana na irabu ulizoandika. Kisha andika 

maneno hayo katika daftari lako. 

Zoezi: Mwalimu wasomee wanafunzi maneno yafuatayo kisha waandike 

katika daftari zao. Maneno: ‘au, oa, ua’. 
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Somo la Tatu: Kuandika Herufi ‘b’, Silabi na Maneno 

3.1 Umuhimu wa somo 

Herufi ‘b’ ni mojawapo ya konsonanti katika Kiswahili. Kama ukichukua herufi ‘b’ 

na kuziunganisha na irabu (a, e, i, o, u) utapata silabi (ba be bi bo bu) ambazo ni 

muhimu sana katika kuunda maneno yanayohusiana na silabi hizi. Kwa hiyo ni 

muhimu kujua namna ya kuandika konsonanti ‘b’ na silabi zake ili baadaye kuweza 

kuunda maneno yanayotokana na silabi hizi.  

 

3.2 Taarifa za awali 

Sehemu hii inahusu ubainishaji wa malengo ya somo, zana za 

kufundishia/kujifunzia, na muda utakaotumika katika kufundisha/kujifunza. 

3.2.1 Malengo ya somo 

Baada ya kumaliza somo hili mwanafunzi aweze: 

i. Kuandika herufi ‘b’ kwa usahihi katika daftari. 

ii. Kuandika silabi ‘ba, be, bi, bo, bu’ kwa usahihi katika daftari. 

iii. Kuandika kwa usahihi katika daftari angalau maneno matatu yatokanayo na 

silabi ‘ba, be, bi, bo, bu’. 

 

3.2.2 Zana za kufundishia na kujifunzia 

Zana za kufundishia na kujifunzia ni muhimu kwani zinatarajiwa kukamilisha 

mchakato wa kufundisha na kujifunza ipasavyo. Mwalimu andaa zana za 

kufundishia na kujifunzia kabla ya kipindi. Zana zifuatazo ni za muhimu katika 

kufundisha na kujifunza somo hili: 

 Kalamu ya risasi (rejea somo la kwanza) 

 Kifutio (rejea somo la kwanza) 

 Daftari lenye mistari mikubwa na midogo (rejea somo la kwanza) 

 Sleti 

 Kadi za: 

 irabu (rejea somo la kwanza) 

 herufi ‘b’ 

 silabi ‘ba be bi bo bu’ 
 Mti wa irabu (rejea somo la kwanza) 

 Chati ya herufi 

 Picha au vitu halisi  

Kadi za herufi ‘b’ 

                                                          
 

Kadi za silabi                                                                               
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Chati ya herufi 

  
 

3.2.3 Mpangilio wa somo na muda 

Hatua Muda 

Utangulizi 5 

Ufundishaji wenye usaidizi na mazoezi                            30 

Hitimisho 5 

Jumla  40 

 

3.3 Utekelezaji wa somo 

Utekelezaji wa somo hili umeandaliwa katika sehemu tatu ambazo ni utangulizi, 

ufundishaji wenye usaidizi na mazoezi na hitimisho. 
 

3.3.1 Utangulizi 

Mwalimu unaweza kuanzisha somo kwa kuwaongoza wanafunzi kuimba wimbo 

unaozitaja irabu kama herufi kuu (warm-up activities), kisha kuuliza maswali.  

Wimbo 

a, e, i, o, u  
Hizi ni herufi kuu  

Tamka kwa sauti kuu   

Sema a, e, i, o, u  
 

Baada ya kuimba mwalimu uliza maswali yafuatayo (Baada ya swali la kwanza 

kujibiwa ndipo uulize swali la pili):  

 

 Swali: 1. Je, wimbo tulioimba unazitaja irabu kama herufi za namna gani? 

Jibu linalotegemewa: Wimbo tulioimba unazitaja irabu kama herufi kuu.  
2. Unafikiri ni kwa nini irabu ni herufi kuu? 

Jibu linalotegemewa: Irabu ni herufi kuu kwa sababu kila silabi inaundwa na 

irabu na silabi hizo zinatumika kuunda maneno (Mwalimu waweza kuwasaidia 

wanafunzi kujibu swali namba 2 ukihusianisha na somo la tatu ‘kuandika herufi 

b, silabi na maneno’).  
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3.3.2 Ufundishaji wenye usaidizi na mazoezi 

Mwalimu, waongoze wanafunzi kuandika herufi ‘b’, kuunda silabi na maneno. 

 

 

 
 

Kazi ya kwanza: Kuandika herufi ‘b’  

i. Mwalimu, chagua mwanafunzi aoneshe herufi ‘b’ kati ya herufi zote kutoka 

kwenye chati. Akishindwa, chagua mwanafunzi mwingine ili amsaidie. 

ii. Waambie wanafunzi waandike herufi ‘b’ hewani. Wakati wanaandika, 

angalia mzunguko wa mkono wa kila mwanafunzi kwa kuwaambia warudie 

zoezi hilo angalau mara tatu. Hii itakusaidia kujua uelewa wa wanafunzi 

katika kufuata hatua za kuandika herufi hiyo. Endapo wanafunzi watakosea, 

rekebisha herufi hiyo kwa kuonesha namna ya kuiandika kwa kufuata hatua 

kama inavyoonekana hapa chini, kisha wanafunzi warudie kwa kufuata hatua 

hizo.   
 

 
iii. Baada ya kuandika herufi ‘b’ hewani, waambie wanafunzi waandike herufi 

tano katika sleti zao kwa kutumia chaki ili kufanya mazoezi zaidi. 

iv. Mwalimu, waambie wanafunzi wainue sleti zao juu upande mmoja baada ya 

mwingine na kuonesha walichoandika, ili uweze kuchunguza kwa haraka 

kiwango chao cha uelewa katika kuandika herufi ‘b’. Endapo kuna 

wanafunzi wamekosea, inakubidi mwalimu uoneshe namna ya kuandika kwa 

usahihi ubaoni. 

 

 

 
 

 

 

 

 

 

 

 

 

 

Kazi itakuwa na mwonekano huu: 

Zingatia: Mwalimu sisitiza wanafunzi kuacha nafasi kati ya herufi moja na nyingine (Fuata 

maelekezo katika somo la kwanza). Pia, kuandika herufi vizuri kama zinavyoonekana hapo 

chini.  

-Mstari uwe na herufi tano. 

-Mwalimu zunguka darasani kuwasaidia wanafunzi kushika kalamu vizuri, kusahihisha kazi 

wanayofanya na kuwaongeza kazi ya kuandika wale wenye uelewa wa haraka na kumaliza 

kazi mapema. 

Zoezi: Andika mstari mmoja wa herufi ‘b’ kwenye daftari. Mstari huo uwe na 

herufi tano tu.  

Zoezi: Andika mstari mmoja wa herufi ‘b’ kwenye daftari. Mstari huo uwe na 

herufi tano tu.  
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____________________________________________________________________

____ 

___________________________________________

__ 
 

 

 

Kisha mwalimu waambie wanafunzi kuwa tumejifunza namna ya kuandika herufi 

‘b’ na wanajua kuandika irabu ‘a’, ‘e’, ‘i’, ‘o’, ‘u’. Kwa hiyo, kwa kutumia herufi ‘b’ 

na irabu tutaunda silabi. 
 

Kazi ya pili: Kuunda silabi na kuziandika 

i. Mwalimu, unaweza kuanza kwa kuchagua mwanafunzi yeyote ili aunde 

silabi. Akishindwa chagua mwanafunzi mwingine ili amsaidie. Endapo 

wanafunzi watashindwa onesha namna ya kuunda kwa kufuata hatua 

zifuatazo: 

 

Hatua za kuunda silabi 

ii. Mwalimu, shika kadi mbili, kadi yenye herufi ‘b’ mkono wako wa kulia na 

kadi yenye herufi/irabu ‘a’ mkono wako wa kushoto. 

iii. Ziinue juu kadi hizo na kuwaonesha wanafunzi huku mikono yako ikiwa 

mbalimbali kisha waambie wasome herufi ‘b’ katika kadi ya mkono wa kulia 

halafu herufi/irabu ‘a’ katika mkono wa kushoto. 

iv. Mwalimu, sogeza mikono ikae pamoja na uunganishe kadi ya herufi ‘b’ na 

herufi/irabu ‘a’ kisha waambie wanafunzi kuwa ukiunganisha kadi hizi mbili 

unapata silabi. Je silabi hiyo ni ipi? Jibu linalotegemewa: ‘ba’. 

v. Mwalimu, waambie wanafunzi kila mmoja aandike silabi ‘ba be bi bo bu’ 

katika sleti yake. 

 

 
 

vi. Baada ya wanafunzi kumaliza, mwalimu, waambie wainue sleti zao juu kwa 

makundi ili ukague walichoandika na kisha kurekebisha endapo kuna 

makosa.  

 
 

Kazi iwe na muonekano kama huu: 
 

 
____________________________________________________________________

____ 

Zoezi: Andika mstari mmoja wa silabi katika daftari lako. 

 

Zingatia: Mfano zaidi ya mmoja waweza kutolewa kulingana na uelewa wa 

wanafunzi. 

-Wakati wanafunzi wanaandika, mwalimu zunguka darasani kuwasaidia. 
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__________________________________________

___ 
 

 

 
 

Kazi ya tatu: Kuunda maneno na kuyaandika 

i. Mwalimu, unaweza kuanza kwa kuchagua mwanafunzi yeyote ili aunde neno 

kutokana na silabi ‘ba be bi bo bu’. Baada ya kuunda kama hilo liko sahihi, 

waambie kila mwanafunzi aandike neno hilo katika sleti yake na waoneshe 

ili uweze kuona uelewa wao katika kuandika neno hilo. Endapo wanafunzi 

watashindwa onesha namna ya kuunda neno kwa kufuata hatua zifuatazo: 

 

Hatua za kuunda neno 

a. Mwalimu, shika kadi mbili, kadi yenye silabi ‘ba’ mkono wako wa kulia na 

kadi yenye silabi ‘ba’ mkono wako wa kushoto. 

b. Ziinue juu kadi hizo na kuwaonesha wanafunzi huku mikono yako ikiwa 

mbalimbali kisha waambie wanafunzi wasome silabi katika kadi ya mkono 

wa kulia halafu ile ya mkono wa kushoto. 

c. Mwalimu, sogeza mikono ikae pamoja na uziunganishe kadi hizo kisha 

waambie wanafunzi kuwa ukiunganisha (ukijumlisha) kadi hizi mbili unapata 

neno. Swali neno hilo ni neno gani? Jibu linalotegemewa: ‘baba’. 

ii. Mwalimu, waweke wanafunzi katika makundi yao. Kisha wape kadi za silabi 

na uwaambie kila kikundi kiunde maneno mawili, kisha waandike maneno 

hayo kwenye sleti mojawapo. 

 

 

 

 

 

 

 

 

 

 

iii. Mwalimu, waambie kundi moja baada ya jingine waende mbele na kuonesha 

maneno waliyoandika, kisha kuyasoma. Baada ya hapo wanafunzi watoe 

maoni yao kama wamepata au wamekosea na mwisho kuwasaidia 

kurekebisha sehemu walizokosea. 
 

 
 

Zingatia: Mwalimu, wakati wote wa kufanya kazi hii, zunguka darasani kuwasaidia 

wanafunzi kushika kalamu vizuri, kusahihisha kazi wanayofanya na kuwaongeza kazi ya 

kuandika wale wenye uelewa wa haraka. 

 

Zoezi: Mwalimu, wasomee wanafunzi maneno matatu kati ya yafuatayo kisha 

waandike katika daftari zao. Maneno: ‘baba, babu, beba, bibi, bibo, bubu’. 

 

Maneno yanayotegemewa kuandikwa: ‘baba, babu, beba, bibi, bibo, 

bubu’. 

 

Zingatia: Mwalimu, wakati wanafunzi wanaunda maneno na kuyaandika, 

zunguka darasani kuwasaidia katika vikundi vyao na kuuliza maswali kama neno 

hili limeundwa na silabi ngapi? Je, neno hili lina maana gani?  

-Pia hakikisha wanaandika kwa usahihi. 
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Mwalimu, fuata hatua za kuwasomea wanafunzi kama zilivyooneshwa katika somo 

la pili. 

 

Kazi iwe na mwonekano kama huu: 

 

 
____________________________________________________________________

____ 

__________________________________________

___ 
 

 

 

3.3.3 Hitimisho 
Mwalimu, unaweza kuhitimisha somo kwa kuwauliza wanafunzi swali kama vile 

‘katika kipindi hiki tumejifunza kitu gani? Majibu yanayotegemewa: Katika 

kipindi hiki tumejifunza kuandika herufi ‘b’, silabi (ba be bi bo bu) na maneno 

kama ‘baba’, bibi, n.k. Pia unaweza kuuliza maana ya maneno waliyojifunza. Watie 

moyo wanafunzi ili waweze kuendelea kujifunza zaidi. Pia waambie wanafunzi 

somo litakalofuata tutajifunza kuandika herufi ‘d’, silabi na maneno. 

 

Kazi ya nyumbani 

Unda maneno yasiyopungua matatu yatokanayo na silabi na irabu hizi ‘ba, be, bi, 

bo, bu, a, i, o. Kisha andika maneno hayo katika daftari lako. 

 

Mfano: ba bu babu 
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Somo la Kumi na Mbili: Kuandika Herufi ‘n’, Silabi, Maneno na Sentensi 

 

12.1 Umuhimu wa somo 

Herufi ‘n’ ni mojawapo ya konsonanti katika Kiswahili. Kama ukichukua herufi ‘n’ 

na kuziunganisha na irabu (a, e, i, o, u) utapata silabi (na ne ni no nu) ambazo ni 

muhimu sana katika kuunda maneno yanayotokana na silabi hizi. Maneno 

yatakayoundwa yatasaidia katika kuunda sentensi. Kwa hiyo ni muhimu kujua 

namna ya kuandika herufi ‘n’, silabi zake na maneno ili baadaye kuweza kuunda 

sentensi.  

 

12.2 Taarifa za awali 

Sehemu hii inahusu ubainishaji wa malengo ya somo, zana za 

kufundishia/kujifunzia, na muda utakaotumika katika kufundisha/kujifunza. 

12.2.1 Malengo ya somo 

Baada ya kumaliza somo hili mwanafunzi aweze: 

i. Kuandika herufi ‘n’ kwa usahihi katika daftari. 

ii. Kuandika silabi ‘na, ne, ni, no, nu’ kwa usahihi katika daftari. 

iii. Kuandika kwa usahihi katika daftari angalau maneno matatu yatokanayo na 

silabi ‘na, ne, ni, no, nu’.  

iv. Kuandika kwa usahihi katika daftari angalau sentensi moja yenye maneno 

mawili mpaka matatu kutoka katika maneno aliyojifunza. 

 

12.2.2 Zana za kufundishia na kujifunzia 

Zana za kufundishia na kujifunzia ni muhimu kwani zinatarajiwa kukamilisha 

mchakato wa kufundisha na kujifunza ipasavyo. Mwalimu andaa zana za 

kufundishia na kujifunzia kabla ya kipindi. Zana zifuatazo ni za muhimu katika 

kufundisha na kujifunza somo hili: 

 Chaki (rejea somo la kwanza) 

 Sleti (rejea somo la kwanza) 

 Kalamu ya risasi (rejea somo la kwanza) 

 Kifutio (rejea somo la kwanza) 

 Daftari lenye mistari mikubwa na midogo (rejea somo la kwanza) 

 Kadi za: 

 irabu (rejea somo la kwanza) 

 herufi ‘n’ 

 silabi ‘na ne ni no nu’ 
 Chati ya herufi (rejea somo la tatu) 

 Picha/vitu halisi 

 

Kadi za herufi ‘n’ 
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Kadi za silabi 

                        
 

12.2.3 Mpangilio wa somo na muda  

Hatua      Muda 

Utangulizi 5 

Ufundishaji wenye usaidizi na mazoezi        30 

Hitimisho 5 

Jumla  40 

 

12.3 Utekelezaji wa somo 

Utekelezaji wa somo hili umeandaliwa katika sehemu tatu ambazo ni utangulizi, 

ufundishaji wenye usaidizi na mazoezi na hitimisho. 

12.3.1 Utangulizi 

Mwalimu, unaweza kuanzisha somo kwa kuwaongoza wanafunzi kuimba wimbo 

unaozitaja irabu na silabi.  

Wimbo 

Ninajua kuandika ‘a e i o u’  

Ninajua kuandika ‘la le li lo lu’ 

Ninajua kuandika ‘ma me mi mo mu’ 
 
Baada ya kuimba, waambie kila mwanafunzi achukue sleti yake na chaki kisha 

kuandika silabi ‘ma me mi mo mu’. Hii itasaidia kufanya marudio ya somo 

lililopita. Wakati wanafunzi wanaandika, mwalimu zunguka darasani kukagua 

wanavyoandika na kuwasaidia.  
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Mwalimu, unaweza kuhitimisha sehemu ya utangulizi kwa kuwaambia wanafunzi 

kuwa sasa tunajua kuandika silabi tulizoimba, pia tunajua kuandika maneno kutoka 

katika silabi hizo. Hivyo basi katika somo hili tutajifunza kuandika herufi ‘n’ silabi 

‘na, ne, ni, no, nu’, maneno kutokana na silabi hizi na baada ya hapo tutaandika 

sentensi. 

 

12.3.2 Ufundishaji wenye usaidizi na mazoezi 

Mwalimu, waongoze wanafunzi kuandika herufi ‘n’, kuunda silabi, maneno na 

kuandika sentensi kutokana na maneno watakayokuwa wamejifunza. 

 

Kazi ya kwanza: Kuandika herufi ‘n’  

i. Mwalimu, chagua mwanafunzi aoneshe herufi ‘n’ kati ya herufi zote kutoka 

kwenye chati. Akishindwa chagua mwanafunzi mwingine ili amsaidie. 

ii. Waambie wanafunzi waandike herufi ‘n’ hewani. Wakati wanaandika, 

angalia mzunguko wa mkono wa kila mwanafunzi kwa kuwaambia warudie 

zoezi hilo angalau mara tatu. Hii itakusaidia kujua uelewa wa wanafunzi 

katika kufuata hatua za kuandika herufi hiyo. Endapo wanafunzi watakosea, 

rekebisha herufi hiyo kwa kuonesha namna ya kuiandika kwa kufuata hatua 

kama inavyoonekana hapa chini, kisha wanafunzi warudie kwa kufuata hatua 

hizo.   

             
iii. Baada ya kumaliza kuandika herufi ‘n’ hewani, waambie wanafunzi 

waandike herufi tano katika sleti zao kwa kutumia chaki ili kufanya mazoezi 

zaidi. 

iv. Mwalimu, waambie wanafunzi wainue sleti zao juu upande mmoja baada ya 

mwingine na kuonesha walichoandika, ili uweze kuchunguza kwa haraka 

kiwango chao cha uelewa katika kuandika herufi ‘n’. Endapo kuna 

wanafunzi wamekosea, mwalimu onesha namna ya kuandika kwa usahihi 

ubaoni.  

 

 

 

 

 

 

 

Kazi itakuwa na muonekano huu: 

 

 
____________________________________________________________________

____ 

__________________________________________

___ 

Zingatia: Mwalimu, fuata maelekezo katika somo la tatu. 

  

 

Zoezi: Andika mstari mmoja wa herufi ‘n’ kwenye daftari. Mstari huo uwe na 

herufi tano tu. 
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Kisha waambie wanafunzi kuwa tumejifunza namna ya kuandika herufi ‘n’ na 

tunajua kuandika irabu ‘a’, ‘e’, ‘i’, ‘o’, ‘u’. Kwa hiyo kwa kutumia herufi ‘n’ na irabu 

tutaunda silabi. 
 

Kazi ya pili: Kuunda silabi na kuziandika 

Mwalimu, fuata hatua za kuunda na kuandika silabi kama zilivyooneshwa katika 

somo la tatu. 

 
 

 
 

 

Kazi iwe na mwonekano kama huu: 

 
____________________________________________________________________

____ 

________________________________________

___ 
 

____________________________________________________________________

____ 

 

Kazi ya tatu: Kuunda maneno na kuyaandika 

Mwalimu, fuata hatua za kuunda na kuandika maneno kama zilivyooneshwa katika 

somo la tatu. 

 

 

 

 

 

 

 

 

Mwalimu, fuata hatua za kuwasomea wanafunzi kama zilivyooneshwa katika somo 

la pili. 

 

Kazi iwe na mwonekano kama huu: 

____________________________________________________________________

____ 

 
____________________________________________________________________

____ 

Zoezi: Andika mstari mmoja wa silabi katika daftari lako. 

 

Silabi zinazotegemewa kuandikwa: ‘na, ne, ni, no, nu’. 

 

Maneno yanayotegemewa kuandikwa: nane, nani, nene, nena, neno, nini, 

nona, nono, nuna. 
 

 Zoezi: Mwalimu wasomee wanafunzi maneno matatu kati ya yafuatayo kisha 

waandike katika daftari zao. Maneno: nane, nani, nene, nena, neno, nini, nona, 

nono, nuna. 
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________________________________________

___ 

 
____________________________________________________________________

____ 

 

Kazi ya nne: Kuandika sentensi 

i. Mwalimu, unaweza kuonesha picha inayoonesha ‘dada anafua’’ Kisha 

uliza: katika picha hii ‘unaona nini? Jibu linalotegemewa: ‘dada anafua’ 

ii. Mwalimu, chagua mwanafunzi yeyote aandike ubaoni sentensi ‘dada 

anafua’.  
iii. Baada ya kuiandika mwalimu shirikiana na wanafunzi kuangalia kama 

sentensi imeandikwa kwa usahihi au si sahihi, na kama si sahihi, shirikiana 

na wanafunzi kusahihisha. Kisha mwalimu andika sentensi hiyo kwa usahihi 

ubaoni. 

iv. Waambie wanafunzi wanakili sentensi hiyo katika daftari zao. 

  

 

 

 

 

 

 

 
 

Hatua za kufuata katika zoezi la kuwasomea sentensi  

i. Mwalimu, wasomee wanafunzi sentensi ya kwanza, wanafunzi wasikilize 

kwa makini. 

ii. Mwalimu, soma sentensi hiyo kwa mara ya pili na wanafunzi waandike. 

iii. Mwalimu, rudia kusoma mara ya tatu ili wanafunzi wakamilishe sentensi 

wanayoandika. 

iv. Baada ya kumaliza sentensi zote mbili rudia sentensi moja baada ya nyingine 

na wanafunzi waangalie walichoandika na kurekebisha endapo kuna kosa. 

v. Sahihisha kazi ya wanafunzi kwa kuzingatia usahihi wa sentensi, uumbaji wa 

herufi, nafasi kati ya silabi na silabi katika neno na nafasi kati ya neno na 

neno. 

vi. Mwalimu andika sentensi hizo ubaoni ili wanafunzi wasahihishe kazi zao. 

 

Kazi iwe na muonekano kama huu: 

____________________________________________________________________

____ 

 

Zoezi: Mwalimu wasomee wanafunzi sentensi zifuatazo kisha waandike 

katika daftari zao. Sentensi: 1. baba analima 

     2. dada anafua gauni 
 

 

     2.  
 

Zingatia: Wakati wanafunzi wananakili, mwalimu zunguka darasani 

kuwasaidia na kusahihisha kazi wanayofanya.  

- Mwalimu, unaweza kutumia vitu vingine halisi kama: pipi, pilipili au picha 

kama ya ‘baba na mama’, ‘bibi na babu’. 
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____________________________________________________________________

____ 

________________________________________

___ 

 
____________________________________________________________________

____ 

 
____________________________________________________________________

____ 

________________________________________

___ 

 
_________________________________________________________________ 

  

 

 

 

 

 

 

 

12.3.3 Hitimisho 
Mwalimu, unaweza kuhitimisha somo kwa kuwauliza wanafunzi swali kama vile 

‘katika kipindi hiki tumejifunza kitu gani? Majibu yanayotegemewa: Katika 

kipindi hiki tumejifunza kuandika herufi ‘n’, silabi (na ne ni no nu), maneno kama 

‘nani, nuna, n.k. Pia tumejifunza kuandika sentensi. Pia unaweza kuuliza kuna 

tofauti gani kati ya herufi ‘n’ na ‘u’. Watie moyo wanafunzi ili waweze kuendelea 

kujifunza zaidi. Somo litakalofuata tutajifunza namna ya kuandika herufi ‘p’, silabi, 

maneno na sentensi. 

 

Kazi ya nyumbani 

1. Unda maneno yasiyopungua matatu yatokanayo na silabi na irabu zifuatazo 

‘na, ne, ni, no, nu, o, me, a, i, di, ku, ja. Kisha andika maneno hayo katika 

daftari lako. 

 

           Mfano: di ni dini 
 

2. Tunga angalau sentensi moja kutokana na maneno tuliyojifunza kisha iandike 

katika daftari lako.  

 

  

Sentensi nyingine zinazoweza kuandikwa:  

1. dada anakula 

2. mama anakula bibo 

3. bibi amenunua dagaa 

4. kaka amebeba majani 
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Appendix B: Identification 

Appendix B1: Reading Test-Identification 

Words and Sentences Inventory 

School’s Code Number: _____________ Child’s Code Number: __________   

Child’s Age: _________________________   Sex: Male [       ] Female [       ]  

This test intends to identify the children with reading problems so as to exclude them 

from the writing test because the intervention aimed at improving the writing ability 

among the CSWD. Therefore, the children should be free from reading difficulties. 

The assessor filled in the observation checklist form by putting a √ if the child read 

correctly and × if the child read incorrectly. 

S/N Maneno (Words) Correctly/ incorrectly 

read 

1. ua   

2. leo   

3. baba   

4. dagaa   

5. sahani   

6. shati  

7. chakula  

8. shamba  

9. Kifaranga  

10. Mwanafunzi  

 Total score  

 Sentensi (Sentences)  

1. mtoto amelala  

2. mama anapika mboga  

3. babu anasoma kitabu chake  

4. mimi na wenzangu tunacheza mpira  

 Total Scores  
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Appendix B2: Identification and Pre-test during Summative Evaluation 

                                        Words and Sentences Dictation Inventory 

Code Number of School: _____________ Child’s Code Number: __________   

Child’s Age: _________________________   Sex: i. Male [       ] ii. Female [       

]  

This test intends to identify the CSWD and assess their writing skills deficit in 

Kiswahili language.  

S/N Maneno (Words) 

1. ua   

2. leo  

3. baba 

4. dagaa 

5. sahani 

6. shati 

7 chakula 

8 shamba 

9 kifaranga 

10 mwanafunzi 

  

 Sentensi (Sentences) 

1. mtoto amelala 

2. mama anapika mboga 

3. babu anasoma kitabu chake 

4. mimi na wenzangu tunacheza mpira 
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Appendix B3: Post-test during Summative Evaluation 

Words and Sentences Dictation Inventory 

Code Number of School: _____________ Child’s Code Number: __________   

Child’s Age: _________________________   Sex: i. Male [       ] ii. Female [       

]  

This test intends to identify the CSWD and assess their writing skills deficit in 

Kiswahili language.  

  

S/N Maneno (Words) 

1. oa 

2. yai 

3. mama 

4. gauni 

5. samaki 

6. shamba 

7 Chakula 

8 Shingo 

9 njegere                 

10 mwanafunzi 

  

 Sentensi (Sentences) 

1. watoto wamelala 

2. dada anafua kanzu 

3. bibi anasoma gazeti lake 

4. mimi na wenzangu tunaimba vizuri 
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Appendix B4: Test of Writing (Dictation) Assessment Scale and Criteria for 

Marking 

Test of Writing Assessment Scale 

Direction - Writing assessment scale has ten patterns of errors that can be assessed 

quantitatively in terms of correctness or incorrectness of each word/sentence. In this 

scale, the numerical value is assigned to each word/sentence that is, 1 for correct and 

0 for incorrect. 
S/n Patterns of Errors Words Sentences 

1 2 3 4 5 6 7 8 9 10 11 12 13 14 

1 Word/sentence identification               

2 Spacing (under, irregular and over)               

3 Spelling (substitution, omission and 

addition) 

              

4 Upper and lower case confusion               

5 Letter formation               

6 Alignment               

7 Overwrite               

8 Mixed letter sizes               

9 Letter reverse               

10 Word omission (for sentences only)      

Total = 

Note: The numbers in the second row from the table stands for the words (1 to 10) 

and sentences (11 to 14) of the tests.   

Criteria for Marking 

 Word/sentence identification: If the word is read well or is readable but with a 

fair number of errors, the identification is one. If the sentence is read well or is 

readable but with a fair number of errors, the score is one. If the word/sentence 

is difficult to read or unredable, the score is zero.   

 Spacing: If there is no space within the word and a normal space between 

words in a sentence, the score is one. But if there is no space or irregular space 

or over space between words the score is zero. 

 Spelling: If there is spelling substitution such as chakura for chakula, the 

spelling omission such as sahni for sahani, and spelling addition such as uwa for 

ua in any word, the score is zero. 

 Upper and lower case confusion: If the upper and lower cases are mixed 

between the word/sentences, the score is zero. 

 Letter deformation: If the letter is formed but in an unusual way, the score is 

zero. 

 Poor alignment: If the letters or words are not written in almost the same line, 

the score is zero. 

 Overwrite: If there is frequent repetition in written letters/words, the score is 

zero. 

 Mixed letter sizes: If some of the letters are very small while others are big in 

the same word/sentence, the score is zero. 

 Letter reverse: If the letter is written in opposite direction for example, ‘w’ for 

‘m’, the score is zero. 

 Word omission: If there is omission of word(s) in a sentence, one mark is 

reduced.  
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Appendix C 

Classroom Observation Checklist 

The following checklist comprises of the statements about the classroom activities 

that were performed by the teacher and children at each stage of the lesson 

implementation. Please tick (√) in column ‘0’ to indicate that the activity was not 

performed, ‘1’ to indicate that the activity was performed incompetently and ‘2’ to 

indicate that the activity was competently performed. 

 

Background information 

Lesson No: ________     

Observer’s name: ________________________________  
Stages of 

Lesson and 

Time 

S/n Observed Activities in Class 

 
0 1 2 

In
tr

o
d

u
ct

io
n

 o
f 

 

L
es

so
n

. 
  

  
  

  
  

T
im

e:
 S

ta
rt

…
…

..
 

E
n

d
…

…
…

 1 Teacher led the children to sing the song.     

2 Teacher related the new lesson with the previous lessons 

(example: asking oral questions, giving feedback to homework, 

asking children to write   letters/syllables learned in the last 

lesson).* 

   

3 Children managed to respond to the teacher’s questions and/or 

write the letters/syllables on the slates as asked by the teacher.*  
   

B
o

d
y

 o
f 

th
e 

L
es

so
n

  

T
im

e:
 S

ta
rt

…
…

..
 E

n
d

…
…

…
 4 Children managed to identify the letter(s) from different cards or 

the chart. 
   

5 Children managed to write the letter(s) in air by following the 

steps. 
   

6 Teacher assessed how the children wrote letter(s) in air.    

7 Teacher demonstrated to the children on how to form letters, 

syllables and/or words.* 
   

8 Children practised writing the letters and syllables by using the 

slates and chalks. 
   

9 Teacher assessed what the children had written on their slates.    

10 Children managed to write letter(s) and syllable(s) in their 

exercise books.* 
   

11 Children managed to do the given activities in small groups.*     

12 Teacher guided the children in their groups/individually.*    

13 Children presented what they had discussed in small groups.*    

14 Children managed to write the dictated words and/or sentences in 

their exercise books. 
   

15 Teacher marked the children’s accomplished writing exercise.*    

C
o

n
cl

u
si

o
n

 o
f 

th
e 

L
es

so
n

  
  

  
 

T
im

e:
 

S
ta

rt
…

…
..

 

E
n

d
…

…
…

  

16 Teacher summarized the lesson (example: by asking the questions, 

class discussion).* 

   

17 Children participated in summarizing the lesson by responding to 

the questions asked by the teacher.* 

   

18 Teacher declared the next lesson.*    

19 Teacher provided the homework to children and gave example(s) 

on how they were supposed to do it.* 

   

Key: * - Observed activities from control group 

Other observations and general comments 

…………………………………………………………………………………………

…………………………………………………………………………………………
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…………………………………………………………………………………………

……………................ 
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Appendix D: Interview Guide 

Appendix D1: Interview Guide for the Teacher in the Experimental Group  

Code Number of School: ________   Sex: F  (  ) M (  )                             

Teacher’s teaching experience: ________ (years)   Teaching qualification: 

_________ 

1. What are your general comments on the use of the ILMIWA in the 

classroom? Give your comments on: Teaching and learning aids, teaching 

approach/techniques, ogarnization of the materials and children’s activities. 

2. Do you think the ILMIWA are useful in supporting the CSWD to improve 

their writing skills effectively? If yes/no, give reasons. 

3. Do you think the CSWD like the ILMIWA lessons? If yes/no, why? 

4. Do you think the ILMIWA lead to the children’s participation during the 

instructional sessions? If yes/no, why? 

5. Is there any difference between supporting the CSWD through the ILMIWA 

and traditional ones? 

6. What challenges do you think the children encountered during the 

implementation of the ILMIWA lessons? 

7. Please, explain any challenges likely to be faced by other teachers teaching 

using the ILMIWA.  

 

 



257 

Appendix D2: Interview Guide for the Children in the Experimental Group  

Sex: F ( )  M (    )     Children’s ID: __________    Children’s Age: 

___________ 

Dear student, I would like to get your views and comments on the lesson you have 

done. Be free and comfortable in answering the question. 

1. How do you compare these writing skills lessons and other lessons you are 

learning in writing skills? 

2. Is there any difference in your teacher when teaching using  these lessons 

compared to the previous ones (day to day classes)? 

3. Which things in the lessons did you like most? Why? 

4. Which things in the lessons did you not like? Why? 

5. Would you like to attend the other lessons if the teacher will proceed with 

teaching? Why?  
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Appendix D3: Interview Guide for the Teachers in the Control Group 

1. How do you support the CSWD in your school? 

2. How do you arrange the lesson when teaching the writing skills in a class 

with CSWD? 

3. Are you comfortable with retaining the CSWD at the end of the year in the 

same class while other children are shifting to another class? Give reasons. 

4. Which challenges do you face in teaching the CSWD? 

5. What should be done to address these challenges? 
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Appendix E: Clearance Letter from the University of Dodoma 

 
 

 

 

 



260 

 
Appendix F: Permission Letter from Dodoma Regional Administrative Secretary 
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Appendix G: Permission Letter from the Researcher 
 

                              The University of 

Dodoma, 

                  College of Education,     

                                                                                                      P.O. Box 523, 

                                                                                                      Dodoma. 

                                                                                                      04/08/2014. 

Parent/guardian of ………………………………………. 

U.F.S Headteacher,  

……………. Primary School. 

Dear parent/guardian, 

REF: PERMISSION TO PARTICIPATE IN A RESEARCH 

The heading above refers. 

1 would like to ask for permission for your child to participate in a research on 

writing skills. The aim of this research is to design an intervention programme for 

improving the writing ability of the children. In order to obtain the information on 

this matter, your child will be asked to write some words, short sentences and 

responding to a few questions concerning the writing environment. The nature of 

this task has no any risk to your child.  

The study will be carried out in your child’s school. All of the work will be 

performed around the teacher’s planned activities to avoid interfere with your child’s 

schooling timetable. If you have any question regarding your child’s involvement in 

this research, please feel free to call me at 0758 966181. 

You are kindly requisted to sign the attached form indicating the permission of your 

child to participate in this research and give it to your child to return it to his/her 

teacher.  

Thank you in advance for considering my request. 

Yours Faithfully, 

……………………….. 

Pembe, Alphoncina 

(PhD candidate) 

…………………………………………………………………………………………

…… 

PARENTAL CONSENT FORM 

I confirm that I have been consulted by the researcher requisting my child to take 

part in the study titled “Improving Writing Ability in Children with Susceptible 

Writing Difficulties: A Child Centred Approach”.  
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Child’s name: ………………………………………… School: 

…………………………. 

Parent’s name: ………………………………………… Parent’s signature: 

……………. 

Date: ……………………………… 


