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Abstract 

 This qualitative case study examined the reading instruction capacity of six teachers at Laparay Elementary School, a 

remote and resource-constrained public school in Talusan District, Philippines. Data were collected through semi-

structured interviews and analyzed using thematic analysis informed by an inductive approach. Findings revealed that 
teachers demonstrated strengths in fostering engaging and supportive reading environments through phonics instruction, 

fluency practice, comprehension strategies, and the use of culturally relevant texts. However, teachers also faced persistent 

challenges related to diverse learner reading levels, limited attention spans, gaps in foundational skills, scarcity of 

instructional materials, and insufficient home literacy support. Teachers addressed these challenges by applying 
developmentally appropriate strategies, differentiated instruction, and assessment-driven instructional adjustments. The 

study highlights the need for targeted professional development, adequate instructional resources, and community-based 

literacy initiatives to strengthen teacher capacity and improve reading outcomes in rural elementary schools. 
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INTRODUCTION 

Effective reading instruction is fundamental to 

students’ literacy development and long-term 

academic success, particularly in the elementary 

grades where foundational skills are established. 

Teachers play a central role in shaping students’ 

reading outcomes, as their instructional 

knowledge, pedagogical skills, and ability to 

respond to learners’ needs directly influence 

literacy achievement. In rural and resource-

constrained contexts, however, the effectiveness 

of reading instruction is often challenged by 

limited access to instructional materials, 

professional development opportunities, and 

systemic support [1], [2]. 

Previous studies have consistently 

demonstrated a strong relationship between 

teacher capacity in reading instruction and 

students’ literacy development [3], [4]. Teacher 

capacity encompasses not only content 

knowledge of reading components such as 

phonics, fluency, and comprehension, but also 

the ability to apply differentiated and 

developmentally appropriate strategies that 

address learners’ diverse reading needs [5]. 

Despite this evidence, teachers in small and rural 
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schools frequently receive limited training and 

resources, which restrict their ability to 

implement effective reading practices and adapt 

instruction for struggling readers [6]. 

In the Philippine context, rural schools face 

persistent socio-cultural and economic barriers 

that further complicate reading instruction. Many 

learners have minimal exposure to literacy 

activities at home, and communities often lack a 

strong reading culture, placing additional 

responsibility on teachers to compensate for these 

gaps [1], [7]. While several studies have 

examined reading interventions and teacher 

training programs, most have focused on student 

outcomes or quantitative measures, with limited 

attention to teachers’ lived experiences and 

instructional practices in rural settings. 

Notably, there is a lack of qualitative research 

that examines teacher capacity in reading 

instruction based on teachers’ own practices and 

perspectives in rural Philippine elementary 

schools. Existing studies have not sufficiently 

explored how teachers adapt instruction, navigate 

contextual constraints, and identify professional 

development needs within resource-limited 

environments. 

This study addresses this gap by qualitatively 

examining the reading instruction capacity of 

teachers at Laparay Elementary School. 

Specifically, it investigates teachers’ 

instructional strengths and challenges, their 

adaptive strategies for addressing reading 

difficulties, and the professional development 

and support mechanisms needed to enhance 

reading instruction in a rural context. By 

grounding the analysis in teachers’ experiences, 

this study contributes contextualized evidence to 

inform policy, school-based interventions, and 

professional development initiatives aimed at 

improving literacy outcomes in similar rural 

settings. 

 

Review of related literature 
Expanding on the research-situated gaps, teacher 

capacity is advocated to be one of the 

determinants of effective reading instruction, 

especially in a challenging environment like a 

rural area. For illustration, Akyol and Sever [3] 

articulated the importance of teacher training and 

preparation to be skilled in understanding 

phonics, comprehension strategies, and other 

essential reading components. This condition 

develops instruction quality and student 

achievement. Somewhat similar, Tomas et al. [4] 

mentioned that continuous teacher preparation 

positively contributes to individualized reading-

based practices according to all the student’s 

learning levels. It improves proficiency in overall 

reading performance. 

In addition, Gedik and Akyol [5] evidenced 

that reading intervention techniques directly 

influence struggling readers through enjoyable 

and age-appropriate development literacy-

building fluency and comprehension. Vaughn [8] 

highlighted that reflective practice teachers share 

literacy curriculum adaptation in which students 

are constantly assessed, and their needs are 

always adjusted. Such results are also evidenced 

by the need for teaching methodologies 

adjustment in literacy pedagogy [9], [10], 

emphasizing evidence-based assessments and 

early intervention strategies to avoid reading 

challenges from becoming critical. 

In addition to that, the theoretical framework 

also reflects the reading instruction’s socio-

cognitive and motivational dimensions. Guthrie 

and Wigfield [11] emphasized the engagement 

and motivation components as essential for 

reading efficiency; thus, every teacher should 

work on the student’s intrinsic interest by 

providing relevant text and activities to develop a 

long-term reading habit. Drawing on social-

cultural theory, Vygotsky and Cole [12] 

mentioned that learning occurs in social contexts, 

emphasizing the supporting component of a 

scaffold while building higher psychological 

processes like reading understanding. Hattie [13] 

summarized meta-analyses, asserting the studies 

in visible learning: teacher feedback and high-

impact practices affect reading-related 

achievement levels. 

Moreover, the literature, when linked to a 

developing and a rural area’s context, such as the 

Philippines, uncovers system barriers situations 

that affect teacher capacity. Luz [1] reported that 

Philippine rural schools’ limited facilities, 

furniture, and access to reading materials fail 

their literacy development essential needs; 

consequently, teachers compensate for 

unsupported levels at homes. Few comparable, 

Rivera and Aggabao [7] researched Philippine 

public schools’ reading programs, emphasizing 

how socio-economic conditions—limited access 

to reading materials at home and weak 

community reading cultures—influenced student 

achievement levels and imposed the workload 

conditions on the teachers. The Philippine 

Institute for Development Studies [14] 
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mentioned that policy change could transform 

basic literacy outcomes within rural areas. Thus, 

DepEd [15] proposed a national reading program 

design, which primarily targets its thought 

processes. Besides, Yustisia and Salsabila [6] 

enriched the teachers’ situation when dealing 

with remote areas: various reading levels, 

inadequate initial functioning, and minimal tools 

to support evidence or differentiated practices. 

Hamilton et al. [2] unsurprisingly identified 

similar issues related to the rural education 

context, exposing the limited teacher preparation 

and systemic support to develop the teaching 

practice for struggling readers within under-

resourced areas. Finally, on a global level, 

UNESCO [16] reflected on the efforts of literacy 

promotion during the years’ review by focusing 

on the need to include strategies that will close 

the gaps within developing areas; on the other 

hand, UNESCO Institute for Statistics [17] 

revealed literacy rate and achievement outcomes 

data, which showed disparities that required 

special attention. 

Finally, while quantitative studies and 

intervention research further the discussion on 

student achievement [18], the methodological 

implications of qualitative research provide 

essential tools for in-depth inquiries. Braun and 

Clarke [19] introduced thematic analyses as 

flexible methods to identify patterns while 

working with qualitative data, which later was 

adapted in Braun and Clarke [20], focusing on 

reflexive processes of increasing evidence 

quality. Creswell and Creswell [21] and Creswell 

and Poth [22] appeared to be insensitive to 

research planning, focusing on mixed methods 

and qualitative traditions that look for a broader 

understanding of English education studies. 

Lincoln and Guba [23] shared that 

trustworthiness evaluation criteria for naturalistic 

inquiries include credibility, dependability, etc., 

all of which should be evidence-based. Merriam 

and Tisdell [24] worked on qualitative design and 

implementation, highlighting case study 

discussions for tangible applications. Patton [25] 

asserted that rigorous assessment and evaluation 

are necessary in qualitative research. Yin [26] 

focused on case study methods: they can examine 

the current subject matter in-depth, such as 

teacher capacity within the rural setting, and their 

fitment. Collectively, the literature issues teach-

focused apply settings’ context-specific inquiries 

to bridge the gaps while helping to develop and 

sustain reading instruction within similar rural 

settings. 

 

Research questions 
The study sought to answer the following 

research questions: (RQ1) What are the current 

strengths and challenges in the reading 

instruction capacity of Laparay Elementary 

School teachers?; (RQ2) How do teachers at 

Laparay Elementary School adapt their 

instructional practices to address reading 

difficulties among students?; (RQ3) What 

professional development opportunities or 

interventions can enhance the reading instruction 

capacity of these teachers? 

 

Scope and limitation 

In this case, this study is about the capacity of the 

teachers on reading of Laparay Elementary 

School which is an identified small far flung 

school in Talusan District. The study is limited to 

this rural context in Talusan only, and may not 

completely be generalizable beyond it as 

perceptions from other than the experience of 

teachers would also benefit the aspects of 

findings that do apply. Also, the research fails at 

looking directly on student experiences but rather 

focuses on teacher practices and professional 

development needs. 

 
RESEARCH METHOD 

This study employed a qualitative research 

design, specifically a case study approach, to 

examine teacher capacity in reading instruction at 

Laparay Elementary School, a rural and resource-

constrained public school in Talusan District, 

Philippines. A qualitative case study design was 

deemed appropriate because it allows for an in-

depth exploration of participants’ lived 

experiences, instructional practices, and 

contextual challenges within a real-life setting 

[26]. 

The study focused on understanding how 

teachers perceive their capacity to teach reading, 

how they respond to students’ reading 

difficulties, and what forms of professional 

development they consider necessary to improve 

reading instruction in a rural context. This design 

aligns with the study’s aim of generating rich, 

descriptive insights rather than generalizable 

statistical findings. 
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Research participants 

The participants of this study were six reading 

teachers from Laparay Elementary School, 

selected through purposive sampling. This 

sampling technique was used to ensure that 

participants had direct and relevant experience in 

teaching reading within the research context.  

The selection criteria for participants 

included the following: (1) currently teaching 

reading at Laparay Elementary School; (2) 

having at least one year of experience in teaching 

reading; and (3) willingness to participate fully in 

the interview process. 

The small number of participants was 

appropriate for qualitative inquiry, as it allowed 

for in-depth data collection and detailed analysis 

of individual experiences, perspectives, and 

instructional practices. 

 

Research instruments 

Data were collected using semi-structured 

interviews as the primary research instrument. An 

interview guide was developed based on the 

study’s research questions and relevant literature 

on reading instruction and teacher capacity. 

The semi-structured format allowed the 

researcher to ask predetermined questions while 

also providing flexibility for participants to 

elaborate on their experiences, challenges, and 

instructional strategies.  

This approach enabled the collection of rich 

narrative data that reflected teachers’ authentic 

experiences and professional reflections. 

 

Data gathering procedure 

Data collection was conducted in a systematic 

and ethical manner. After securing approval from 

school authorities, the researcher informed 

participants about the purpose of the study and 

obtained their informed consent. 

Individual semi-structured interviews were 

conducted with each participant at a time and 

place convenient for them. The interviews were 

conducted face-to-face and audio-recorded with 

the participants’ permission to ensure accuracy in 

data capture. Each interview lasted 

approximately 30–45 minutes. 

 

Data analysis 

The interview data were analyzed using thematic 

analysis informed by an inductive approach, 

following the six-phase framework proposed by 

Braun and Clarke [19]. This approach was 

selected because it allows themes to emerge 

directly from the data without imposing pre-

existing theoretical assumptions. 

The six phases of analysis included: (1) 

familiarization with the data, wherein interview 

transcripts were read repeatedly to gain a 

comprehensive understanding of participants’ 

responses; (2) initial coding, involving 

systematic identification of meaningful segments 

related to teacher capacity, instructional 

practices, challenges, and professional 

development needs; (3) searching for themes, 

where related codes were grouped to form 

preliminary themes; (4) reviewing themes, 

ensuring that themes accurately reflected the data 

set and research questions; (5) defining and 

naming themes, refining each theme to capture its 

core meaning; and (6) producing the report, 

integrating thematic findings with illustrative 

excerpts from participants’ narratives. 

Thematic analysis was chosen for its 

flexibility and its ability to produce a rich, 

detailed account of qualitative data relevant to 

educational research [19]. 

 

Trustworthiness of the study 

To ensure the trustworthiness of the findings, 

several strategies were employed in accordance 

with qualitative research standards (Lincoln & 

Guba, 1985). Credibility was enhanced through 

member checking, wherein participants were 

asked to review summaries of their interview 

responses to confirm accuracy and meaning. 

Dependability was addressed by maintaining a 

clear audit trail documenting research decisions, 

interview procedures, and analytical steps. 

Confirmability was strengthened through peer 

debriefing, where a knowledgeable colleague 

reviewed the coding process and theme 

development to minimize researcher bias. These 

measures helped ensure that the findings 

accurately represent participants’ perspectives 

and that the research process was transparent and 

systematic. 

 

Ethical considerations 

Ethical principles were strictly observed 

throughout the study. Participants were informed 

of the study’s purpose, their voluntary 

participation, and their right to withdraw at any 

time without penalty. Confidentiality was 

maintained by using codes instead of 

participants’ real names, and all audio recordings 

and transcripts were stored securely and used 

solely for research purposes. 
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RESULT AND DISCUSSION 

Qualitative findings were derived using Creswell 

and Poth’s [22] thematic analysis protocols, 

involving clustering and convergence of 

thoughts, opinions, and experiences from semi-

structured interviews with six reading teachers at 

Laparay Elementary School. The analysis 

explores teacher capacity in reading instruction, 

focusing on strengths, challenges, instructional 

adaptations, and professional development needs 

to enhance reading outcomes in a rural, resource-

constrained context. Three research questions 

guided the study, yielding distinct themes 

supported by teacher responses, which provide 

actionable insights for improving literacy 

instruction. 

 

Teachers’ strengths and challenges in reading 

instruction capacity 

This section examines the strengths and 

challenges in the reading instruction capacity of 

teachers at Laparay Elementary School, as 

identified through teacher interviews. Thematic 

analysis revealed three themes: Engaging 

Instructional Strengths, Learner-Related 

Challenges, and Resource and Socio-Cultural 

Barriers, highlighting the dual role of teacher 

resilience and systemic constraints in shaping 

reading instruction. 

Themes were identified by following 

Creswell and Poth’s [22] protocols for thematic 

analysis, involving clustering and convergence of 

thoughts, opinions, and experiences from 

interview responses of six reading teachers. 

Analyzing the strengths and challenges in reading 

instruction capacity has yielded three themes: (1) 

engaging instructional strengths, (2) learner-

related challenges, and (3) resource and socio-

cultural barriers. 

 

Theme 1: Engaging instructional strengths 

Teachers demonstrate strengths in creating 

supportive, engaging classroom environments 

that foster a love for reading through phonics, 

fluency practice, comprehension strategies, and 

diverse texts tailored to students’ interests and 

backgrounds. 

 

“I focus on creating a supportive and 

engaging environment where children feel 

confident to explore reading.” (T1) 

“I focus on building a strong foundation in 

phonics and phonemic awareness, using 

engaging activities and visual aids to make 

learning fun and effective.” (T2) 

“I focus on building fluency through regular 

practice, incorporating interactive activities, 

and using visual aids to enhance 

comprehension.” (T3) 

“By incorporating diverse texts that reflect 

students’ interests and backgrounds, I aim to 

make reading relevant and enjoyable, 

encouraging lifelong learning habits.” (T4) 

“I employ strategies like summarization and 

questioning to deepen understanding, and I 

provide opportunities for students to discuss 

and reflect on their readings, promoting 

critical thinking and a love for reading.” (T6) 

 

Teachers across all grades (T1–T6) 

emphasize creating engaging, supportive 

environments that promote confidence and 

enjoyment in reading. Early-grade teachers (T1, 

T2) focus on phonics and phonemic awareness, 

using visual aids and interactive activities, while 

higher-grade teachers (T3–T6) prioritize fluency 

and comprehension through diverse texts and 

critical thinking strategies. These strengths 

enhance student motivation and skill 

development, particularly in a rural context with 

limited resources. The implication is that schools 

should reinforce these practices by providing 

materials like leveled readers and training to 

sustain engagement, ensuring teachers can 

continue fostering a reading culture. 

These findings align with Akyol and Sever’s 

[3] emphasis on the importance of phonics and 

comprehension in effective reading instruction. 

Gedik and Akyol’s [5] research on engaging 

strategies like repeated reading supports the use 

of interactive activities to build fluency. The 

focus on diverse texts echoes Rivera and 

Aggabao’s [7] call for culturally relevant 

interventions to enhance student engagement in 

rural Philippine schools. 

 

Theme 2: Learner-related challenges 

Learner-related challenges, including varying 

reading levels, short attention spans, and 

difficulties with letter recognition or complex 

texts, hinder effective reading instruction and 

student progress. 

 

“The challenges I face are different learning 

speeds, limited attention spans, and lack of 

reading materials at home.” (T1) 
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“Some difficulties I experience are when 

students confuse letters, forget sounds, and 

lose focus during lessons.” (T2) 

“Some difficulties I experience are when 

students struggle with sounding out words, 

lose focus, and have different reading 

speeds.” (T3) 

“Some difficulties I experience are when 

students have trouble understanding the 

story, lose focus, and read at different 

levels.” (T4) 

“Some difficulties I experience are when 

students find hard words, lose interest, and 

read at different speeds.” (T5) 

 

Teachers consistently report challenges 

stemming from students’ diverse reading 

abilities, short attention spans, and foundational 

skill deficits, such as letter confusion (T2) and 

difficulty with complex texts (T5, T6). These 

issues slow progress and complicate instruction, 

particularly in early grades where foundational 

skills are critical. The implication is that targeted 

interventions, such as phonics programs for early 

learners and comprehension strategies for older 

students, are needed to address these deficits. 

Schools should prioritize small-group instruction 

and engaging activities to maintain student focus 

and support diverse needs. 

These challenges align with Yustisia and 

Salsabila’s [6] findings that rural students often 

lack foundational literacy skills due to limited 

exposure. Hamilton et al.’s [2] research on rural 

schools supports the impact of diverse reading 

levels on instructional effectiveness. Luz’s [1] 

study further highlights how learner-related 

barriers exacerbate literacy challenges in 

resource-poor settings. 

 

Theme 3: Resource and socio-cultural barriers 

Resource constraints, such as insufficient 

teaching materials, and socio-cultural barriers, 

like lack of reading materials at home, limit 

teachers’ ability to deliver effective reading 

instruction. 

 

“The challenges I face are different learning 

speeds, limited attention spans, and lack of 

reading materials at home.” (T1) 

“Sometimes there are enough resources, but 

I still need more to help all students.” (T1) 

“There are some resources, but I need more 

to support all my students.” (T2) 

“Some resources are available, but more are 

needed to fully support my teaching.” (T3) 

“There are some resources, but I need more 

to help all my students improve.” (T4) 

 

Teachers across all grades note the scarcity of 

reading materials (T1–T4) and the lack of home-

based literacy support (T1), which restrict their 

ability to cater to diverse needs and reinforce 

skills outside school. These barriers reflect the 

systemic challenges of rural schools, where 

resource shortages and socio-cultural factors like 

low parental literacy hinder reading 

development. The implication is that schools 

must advocate for increased funding to acquire 

materials like storybooks and visual aids, while 

community engagement programs could address 

socio-cultural barriers by promoting home 

reading. 

This theme corroborates Luz’s [1] findings 

on resource scarcity and poor infrastructure in 

rural Philippine schools. Rivera and Aggabao’s 

[7] research highlights the role of socio-economic 

factors, such as lack of home resources, in 

limiting literacy development. Yustisia and 

Salsabila’s [6] study further supports the need for 

targeted resource provision in rural contexts. 

 

Teachers’ instructional adaptations to address 

students’ reading difficulties 

This section explores how teachers adapt their 

instructional practices to address reading 

difficulties at Laparay Elementary School. 

Thematic analysis identified three themes: 

Developmentally Appropriate Strategies, 

Differentiated Instruction, and Assessment-

Driven Adaptations, reflecting teachers’ efforts 

to navigate diverse learner needs. 

Themes were identified by following 

Creswell and Poth’s [22] protocols for thematic 

analysis, involving clustering and convergence of 

thoughts, opinions, and experiences from 

interview responses of six reading teachers. 

Analyzing instructional adaptations has yielded 

three themes: (1) Developmentally Appropriate 

Strategies, (2) Differentiated Instruction, and (3) 

Assessment-Driven Adaptations. 

 

Theme 1: Developmentally appropriate strategies 

Teachers employ strategies tailored to students’ 

developmental stages, using phonics in early 

grades and comprehension-focused methods like 

reciprocal teaching in higher grades to address 

reading difficulties. 
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“Focusing on phonics instruction has been 

highly effective. By teaching students the 

relationship between letters and sounds, they 

learn to decode words systematically.” (T1) 

“I use different activities like drawing, 

singing, and hands-on work to match how 

each student learns.” (T2) 

“I emphasize comprehension and fluency 

through structured activities like guided 

reading and shared reading sessions.” (T4) 

“I have found that reciprocal teaching is an 

effective strategy to enhance reading 

comprehension.” (T5) 

“I have found that reciprocal teaching is 

highly effective in enhancing students’ 

reading comprehension.” (T6) 

 

Teachers adapt strategies to developmental 

needs, with early-grade teachers (T1, T2) using 

phonics and hands-on activities to build 

foundational skills, and higher-grade teachers 

(T4–T6) employing guided reading and 

reciprocal teaching to enhance comprehension. 

These approaches address specific difficulties, 

such as letter confusion (T2) and text 

understanding (T4–T6). The implication is that 

schools should provide grade-specific resources, 

such as phonics games for early grades and 

diverse texts for higher grades, to support these 

strategies and ensure developmental 

appropriateness. 

The use of phonics aligns with Akyol and 

Sever’s [3] emphasis on systematic decoding 

instruction. Gedik and Akyol’s [5] research on 

reciprocal teaching supports its effectiveness in 

enhancing comprehension. Vaughn’s [8]  

findings on reflective teaching practices validate 

the use of tailored strategies to meet 

developmental needs. 

 

Theme 2: Differentiated instruction 

Teachers use differentiated approaches, such as 

one-on-one support, leveled grouping, and 

tailored activities, to address individual reading 

difficulties and promote engagement. 

 

“I use songs, games, and pictures to match 

each child’s learning style. I give more 

support to those who need help and give extra 

tasks to those who finish early.” (T1) 

“I use different activities like drawing, 

singing, and hands-on work to match how 

each student learns.” (T2) 

“I adjust my lessons by using group work, 

visuals, and simple explanations.” (T4) 

“I use different strategies like group work, 

visual aids, and simple instructions.” (T5) 

“I group students by reading level, give extra 

help to those who need it, and let fast readers 

do advanced tasks.” (T6) 

 

Teachers tailor instruction to individual needs 

through one-on-one support (T1, T2), leveled 

grouping (T6), and varied activities like group 

work and visual aids (T4, T5). These strategies 

address challenges like varying reading speeds 

(T1–T5) and maintain student engagement. The 

implication is that schools should provide 

training in differentiated instruction and 

resources like leveled texts to sustain these 

practices, ensuring all students progress at their 

own pace. 

This theme aligns with Tomas et al.’s [4] 

findings on the importance of personalized 

teaching methods in literacy instruction. Rivera 

and Aggabao’s [7] emphasis on contextualized 

interventions supports the use of tailored 

strategies. Hamilton et al.’s [2] research further 

validates differentiated approaches in rural 

schools with diverse learner needs. 

 

Theme 3: Assessment-driven adaptations 

Teachers use regular assessments, such as oral 

reading, comprehension questions, and 

summaries, to identify difficulties and adjust 

instruction accordingly. 

 

“I watch how well they recognize letters and 

sounds, and listen to them read simple words 

and sentences.” (T1) 

“I use storybooks, reading aloud sessions, 

and simple questions to check their reading 

and understanding.” (T2) 

“I use reading passages, ask students to read 

aloud, and have them answer questions to 

check understanding.” (T4) 

“I use grade-level texts, have students read 

aloud, and ask questions to check their 

comprehension.” (T5) 

“I assess by having them read aloud and 

write summaries to show their 

understanding.” (T6) 

 

Teachers assess reading skills weekly (T1–

T3) or biweekly/monthly (T4–T6) using tools 

like oral reading, comprehension questions, and 

summaries to identify strengths (e.g., letter 
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recognition) and weaknesses (e.g., text 

understanding). These assessments inform 

instructional adjustments, such as extra practice 

for struggling readers (T1–T6). The implication 

is that schools should standardize assessment 

schedules and provide training on diagnostic 

tools to enhance data-driven instruction, ensuring 

timely interventions. 

The use of assessments aligns with Vernon–

Feagans et al.’s [27] findings on the effectiveness 

of diagnostic tools in reading instruction. 

Patton’s [25] emphasis on rigorous qualitative 

evaluation supports the use of multiple 

assessment methods. Creswell and Creswell [21] 

advocacy for triangulation further validates the 

role of assessments in informing instructional 

adaptations. 

 

Enhancing reading instruction: Professional 

development needs and interventions 

This section identifies professional development 

opportunities and interventions to enhance 

teachers’ reading instruction capacity at Laparay 

Elementary School. Thematic analysis revealed 

three themes: Targeted Professional 

Development, Resource Provision, and 

Community-Based Interventions, offering 

solutions to address instructional challenges. 

Themes were identified by following 

Creswell and Poth’s [22] protocols for thematic 

analysis, involving clustering and convergence of 

thoughts, opinions, and experiences from 

interview responses of six reading teachers. 

Analyzing professional development needs and 

interventions has yielded three themes: (1) 

targeted professional development, (2) resource 

provision, and (3) community-based 

interventions. 

 

Theme 1: Targeted professional development 

Teachers seek workshops on phonics, 

comprehension, critical thinking, and engaging 

teaching methods to enhance their reading 

instruction capacity. 

 

“Workshops on early reading skills and fun 

teaching methods would help me improve.” 

(T1) 

“Training on phonics and interactive reading 

activities would help me teach better.” (T2) 

“Workshops on reading strategies and using 

learning tools would improve my teaching.” 

(T3) 

“Training on comprehension skills and new 

teaching methods would help me improve.” 

(T4) 

“Workshops on critical thinking and reading 

strategies would help improve my teaching.” 

(T5) 

 

Teachers across all grades express a need for 

professional development in phonics (T1, T2), 

comprehension (T4), critical thinking (T5), and 

interactive methods (T1–T3). These workshops 

would equip teachers with evidence-based 

strategies to address learner challenges like letter 

confusion and text understanding. The 

implication is that schools should invest in 

regular training programs, aligning with the 

proposed budget (Php 2,500 for professional 

development), to enhance teacher efficacy and 

improve reading outcomes. 

This theme aligns with Tomas et al.’s [4] 

findings that sustained teacher training improves 

literacy instruction. Akyol and Sever’s [3] 

research supports the need for professional 

development in phonics and comprehension. 

Vaughn’s [8] emphasis on reflective teaching 

practices validates the call for training that 

empowers teacher agency. 

 

Theme 2: Resource provision 

Teachers require access to leveled books, visual 

aids, and interactive tools to address resource 

constraints and enhance reading instruction. 

 

“I need more teaching materials and training 

to improve my reading lessons.” (T1) 

“I need easy-to-use reading materials and 

more training to teach better.” (T2) 

“More reading books and workshops on 

teaching strategies would help me improve.” 

(T3) 

“I need updated reading materials and 

training on comprehension strategies to 

teach better.” (T4) 

“I need better teaching tools and regular 

training to improve reading instruction.” 

(T5) 

 

Teachers consistently highlight the need for 

leveled books, visual aids, and interactive tools 

(T1–T5) to support diverse reading levels and 

engagement. Resource scarcity limits their ability 

to address challenges like varying reading speeds 

and comprehension difficulties. The implication 

is that schools should allocate funds (e.g., Php 
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4,000 for materials) to procure resources and 

advocate for DepEd support to ensure sustainable 

provision, enhancing instructional effectiveness. 

This theme corroborates Luz’s [1] findings 

on resource scarcity in rural schools. Yustisia and 

Salsabila’s [6] research supports the need for 

advanced teaching tools in remote contexts. 

Rivera and Aggabao’s [7] emphasis on 

contextualized materials validates the call for 

diverse, accessible resources. 

 

Theme 3: Community-based interventions 

Teachers propose community-based initiatives, 

such as reading programs and increased access to 

storybooks, to address socio-cultural barriers and 

foster a reading culture. 

 

“Reading instruction can improve with more 

storybooks, fun activities, and regular 

teacher training.” (T1) 

“Reading instruction can improve with more 

visual aids, engaging materials, and teacher 

workshops.” (T2) 

“Reading instruction can improve with more 

leveled books, interactive activities, and 

regular teacher training.” (T3) 

“Reading instruction can improve with 

updated materials, reading programs, and 

more support for struggling readers.” (T4) 

“Reading instruction can improve with more 

comprehension activities, access to books, 

and continuous teacher training.” (T5) 

 

Teachers suggest community-based 

interventions like reading programs and 

increased access to storybooks (T1–T5) to 

address the lack of home-based literacy support 

(T1). These initiatives could foster a reading 

culture and engage parents, mitigating socio-

cultural barriers. The implication is that schools 

should collaborate with local stakeholders to 

implement community reading events and parent 

workshops, aligning with the dissemination 

plan’s advocacy for stakeholder engagement. 

This theme aligns with Luz’s [1] call for 

addressing socio-cultural barriers through 

community engagement. Rivera and Aggabao’s 

[7] research supports the role of community-

based interventions in enhancing literacy. Gedik 

and Akyol’s [5] findings on collaborative 

strategies further validate the potential of reading 

programs to support struggling readers. 

 
CONCLUSION 

This qualitative study examined teacher capacity 

in reading instruction at Laparay Elementary 

School, a rural and resource-constrained public 

elementary school in the Philippines. Findings 

reveal that teachers demonstrate strong 

instructional commitment and adaptability 

despite persistent learner-related, material, and 

socio-cultural challenges. Teachers employed 

developmentally appropriate strategies, 

differentiated instruction, and assessment-

informed practices to support students’ reading 

development, reflecting resilience and 

professional agency within constrained 

conditions. 

However, the study also highlights systemic 

limitations that hinder effective reading 

instruction, including limited instructional 

resources, inconsistent professional development 

opportunities, and weak home literacy support. 

These findings affirm previous research 

emphasizing the importance of contextualized 

literacy interventions and sustained teacher 

support in rural schools. 

Strengthening reading instruction in rural 

contexts requires a coordinated and sustainable 

approach that integrates targeted teacher training, 

adequate instructional resources, and community 

engagement. By centering teachers’ perspectives, 

this study contributes qualitative evidence that 

can inform school-based interventions and policy 

initiatives aimed at improving literacy outcomes 

in similar rural settings.
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