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Literacy impacts many social, economic and cultural areas of human life. In
its broad definition, it entails the development of language; however, its tra-
ditional interpretation is the ability to read and write. In the school context,
its development spreads across the whole curriculum, with its subskills influ-
encing each other. Reading is reported to be the least developed English lan-
guage skill of Slovenian students in the ninth grade of primary school. This
suggests that there may be clear benefits in starting its development earlier
and in a more systematic way. The aim of the present research was to inves-
tigate how English teachers (N = 111) develop foreign language literacy skills
in grades 3–5 in Slovenian primary schools. A questionnaire was constructed
for this purpose, exploring teachers’ practices in developing English reading
and writing skills as well as the strategies, activities and materials they use for
developing their students’ literacy skills. The research resultswill serve as guid-
ance in creating foreign language literacy materials and training programmes
for teachers.
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Introduction

The area of literacy development has seenmany changes in recent years. The
traditional definition of literacy as ‘developing reading andwriting skills’ was
later extended to a competence that ‘involves the ability to interpret and crit-
ically evaluate a wide variety of written and spoken texts’ (Kern 2000, 3), in-
cluding visual literacy, i.e. skills involved in interpreting and producing visual
content (Ediger 2014). In response to the present-day technological develop-
ment, Leu et al. (2007, 38) have defined literacy as ‘the ability to find, identify,
evaluate, use and communicate using a variety of resources, including text,
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visual, audio and video.’ At its core it is the ability to communicate in vari-
ous cultural contexts and shifting the focus ‘from “what texts mean” to what
people mean by texts, and what texts mean to people . . .’ (Kern 2000, 2).
In Slovenia, the learning of the first foreign language (FL) as a compulso-

ry subject in the second year of primary education was introduced in 2016,
which means that more time can be dedicated to the development of ini-
tial foreign language literacy skills. This is encouraging, since the results of
the Surveylang report in 2012 showed that reading was the least developed
skill of Slovenian students in the ninth grade, with 12 of students failing to
achieve even the first reference level, i.e. A1 (European Commission 2012, 42).
Starting with literacy development early on can expedite its development
and make English learners competent readers and users of language.
Considering the recent changes in the literacy definitions and low results

of Slovenian students’ reading skills in the Surveylang report, our aim was
to investigate teachers’ practices in developing reading and writing skills at
the stage when students are, according to Baker (2001), at the peak of de-
veloping their literacy skills, in the first years of primary school. We explored
the activities and materials teachers use for developing their students’ lit-
eracy skills, the strategies they develop in their students’ reading skills and
the classroom management they apply in developing literacy skills in their
lessons. In the conclusion, recommendations and guidelines for a more sys-
tematic approach to developing FL literacy skills are put forward.

Developing Foreign Language Literacy

Literacy is an ever-changing and developing phenomenon and as such has
undergonemany different phases. Stevenson (2018) divides the notion of lit-
eracy into three theoretical paradigms. The first one is the textual paradigm
in which literacy is part of the language and entails grammar, lexis and gen-
res, and in which learning to read andwrite is about understanding different
genres. The second paradigm is the process paradigm in which learners em-
ploy different strategies and processes in developing their reading and writ-
ing skills. The third paradigm, which has recently gained importance, is the
social paradigm inwhich learning to read andwrite is seen as understanding
the expectations and practices in different social and cultural contexts.
In its broad definition literacy does not relate only to the development of

reading and writing skills; it is an all-encompassing term including all four
language skills and the development of communicative competence. Thus,
practice in one skill should lead to the development of other skills (Skela
2002). This is more transparent in the first years of primary education, where
the skills are integrated and the focus is on the development of learners’ lis-
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tening and oral skills (Murphy 2014). Young learners are exposed to the spo-
ken language through songs, stories and games. This early exposure to the
language is essential in the process of reading andwriting that comes later in
their language acquisition. Furthermore, initial literacy includes the develop-
ment of learners’ phonological and phonemic awareness. Activities such as
blending and manipulating sounds, noticing the onsets of words, breaking
words into syllables and using rhymes help learners to decode words later in
their reading development. According to Share (1999), phonological aware-
ness is crucial for successful reading acquisition of all learners. Kormos and
Smith (2012) go even further, claiming that it is crucial in the development of
reading skills of learners with reading and writing difficulties.
In addition to phonological development, learners need to be exposed to

a large amount of readingmaterials and be able to recognizewords aswhole
to become efficient readers. This is the main rationale of the whole word or
the whole language approach. The advocates of this approach claim that
language is too unpredictable for rules, and context is crucial in developing
meaning (Moats 2007). The English language is, a language with a lot of ex-
ceptions in rules and with its deep orthography can cause many problems
to non-native readers, especially the ones whose native language has shal-
low orthography (Skela, Sešek and Dagarin Fojkar 2009; Cook 2016; Weaver
2002). Many authors, among themBrown (2007) andGeva and Ramírez (2015)
claim that eclectic approaches produce better results in developing literacy,
which has become known as ‘interactive reading’ in which readers continu-
ously shift from predicting meaning to checking themeaning (Nuttall 2005).
In varying the approaches, we need to constantly consider learner character-
istics and contexts in which learning takes place (Hamayan 1994).
There are many reasons why reading strategies need to be developed in

FL classes. Firstly, strategies present the process paradigm in literacy (Kern
2000). Furthermore, reading strategies, such as guessing meaning from con-
text or using illustrations, can be transferable from one language to another,
i.e. strategies used in the first language promote the same strategies used
in another language and vice versa (Pinter 2017). Šamo (2009) compared the
use of reading strategies among primary school learners and noticed that
good readers used a variety of FL reading strategies and used them more
frequently than weak readers. Similarly, Macaro and Mutton (2009) have ar-
gued that strategy instruction has beneficial effects on FL learning, basing
their statement on research done with primary French learners, where the
group exposed to the inferencing strategies outperformed the comparison
groups in reading comprehension.
Writing is closely related to reading. Formany learners it is perceived as the
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most difficult task in language learning and this is especially true for prima-
ry school learners, since writing requires many skills, among them organisa-
tion of thought, knowledge of content, proficiency in language, the ability to
plan, revise, edit your own text, etc. (Reid 2001). Therefore, Cumming (2016)
emphasises the importance of establishing routines for writing frequently
and purposefully in a language classroom.
Among reading and writing activities commonly used in a primary class-

room, Pinter (2017) mentions many games at word-level, phonics activities
to reinforce regular patterns in English, gap-fill activities, multisensory ac-
tivities, extensive reading, writing texts with the help of given models and
reading as well as writing texts of different genres. These activities vary in
difficulty with age and language level.
When planning reading and writing activities, Nuttall (2005) stresses the

importance of selecting appropriate texts and mentions three main criteria
in the choice: suitability of content (texts shouldbe interesting andenjoyable
for learners), exploitability (texts should offer opportunities for developing
effective reading strategies) and readability (texts should be at the right level
of structural and lexical difficulty). She further states that a variety of texts
should be used in developing FL literacy.
Reading and writing activities can be done in many different types of

grouping. While individual work seems to prevail in traditional classroom
settings, research clearly shows that interactive writing tasks, when learn-
ers work together in pairs or groups, stimulate learning, and that students
produce better texts than individually (Swain and Lapkin 1998).
Developing FL literacy skills entails many issues teachers need to take into

account, such as choosing the right approach, activities, strategies, materi-
als, types of texts, classroomorganisation, etc. However, our primary concern
should be providing students with authentic purposes for reading and writ-
ing in a foreign language.

The Study

The aimof the studywas to investigate howEnglish teachers develop foreign
language literacy skills in grades 3–5 in Slovenian primary schools, with the
focus on developing reading and writing skills.

Methodology

Aquantitative research approachwas used. Aquestionnairewas constructed
for the purpose of exploring teachers’ practices in developing English read-
ing and writing skills, i.e. strategies, activities and materials they use for de-
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veloping their students’ literacy skills. The Delphi method was used to en-
sure the validity and reliability of the research instrument. First, a panel of
international subject-matter experts and statisticians were asked to provide
feedback on the questionnaire and howwell the questionsmeasure the con-
struct. After the revisions, a pilot study was conducted using a sample of
the population targeted. Teacher volunteers completed the questionnaire
and provided information about two fundamental issues: the length of the
questionnaire and the need for clarification of some of the questions includ-
ed. The final version of the questionnaire was thus designed based on the
structured rounds of revisions and covered sections such as: general infor-
mation, reading andwriting practices, reading resources, types of texts used
in teaching and classroom organisation in developing reading and writing
skills. Questions combined a descriptive 5-point rating scale and open ques-
tions. Respondents to the questionnaire were self-selected, as the online
questionnaire was made available to all teachers of English through email,
social media and personal contacts. The questionnaire was available on the
website https://ww.1ka.si/ from December 2018 to March 2019.
Data was extracted from the web questionnaire and analysed with the

SPSS programme. Results are presented in tables with calculatedmeans and
standard deviations. Furthermore, in some cases, inferential statistics was
performed and differences between groups of teachers were calculated.

Participants

The questionnaire was completed by 111 English teachers who teach English
in grades 3–5 in Slovenian primary schools. The minimum age of the partici-
pants was 24 years, themaximum agewas 55. The average agewas therefore
36.01 years. As for the number of years working as a teacher, the minimum
was 1 year, the maximumwas 33 years and the average was 10.24 years.
Out of 111 participants therewere 5male (4.5) and 106 (95.5) female par-

ticipants. 69 (61.6) participants were primary education teachers with spe-
cialisation in English, 3 participants (2.7) were primary education teachers
and 33 (29.5) were English specialists. 80 (72.7) participants worked in the
3rd grade, 67 (60.9) in the 4th grade, and 64 (58.2) in the 5th grade. The
participants could teach inmore than one grade, and therefore they had the
option to choose more than one answer.

Results and Discussion

This part of the paper presents the main findings of the study linked to the
main sectionsof thequestionnaire, i.e. the activities used in thedevelopment
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Table 1 Activities for Developing Students’ Reading Skills

Item M SD

Help students understand new vocabulary in the texts . .

Read aloud to the class . .

Do reading comprehension tasks orally . .

Listen to a tape while reading a text . .

Ask students to read aloud . .

Teach students strategies for decoding letters into sounds . .

Do reading comprehension tasks in writing . .

Ask students to read silently . .

Do a project about what they have read (e.g. a play or an art project) . .

Give students time to read books of their own choosing . .

Ask students to write something in response to what they have read . .

of reading skills, the development of reading strategies, the use of reading
materials, types of texts used for reading, classroom organisation in the de-
velopment of reading skills, the activities used in the development of writing
skills and classroom organisation used in the development of writing skills.

Developing Reading Skills

In the first set of questions, teachers were asked which activities they use to
develop their students’ reading skills and how often (1 meant very rarely or
never, 2 rarely, 3 occasionally, 4 frequently and 5 very frequently). As can be
seen from table 1, the most frequently used activity teachers use to develop
their students’ reading skills is helping them understand new vocabulary in
the text, the second most frequent activity is reading aloud to the class, and
the third one is doing reading comprehension tasks orally. The three top-
down activities are asking students to write something in response to what
theyhave read, giving students time to readbooksof their ownchoosingand
doing a project about what they have read (e.g. a play or an art project). Hal-
bach andCandel Bormann (2019) similarly noticed a lack of interest in literacy
projects in primary schools aroundMadrid, and among the few projects that
schoolswere involved in, only one or twoweremoving away from traditional
teaching and towards the use of language in more meaningful contexts.
The teachers in thepresent survey could list other activities theyuse forde-

veloping their students’ reading skills and among them they mentioned ac-
tivities such as matching sentences with pictures, comparing Slovenian and
English texts, different games practising sounds and syllables, and activities
connectedwith rhythm, finding rhymes, findingwords that begin/finishwith
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Table 2 Activities for Developing Students’ Reading Strategies

Item M SD

Find specific information in the text . .

Encourage risk taking and guessing about the text . .

Identify main ideas in the text . .

Make predictions about what will happen in the text . .

Compare what they have read with their experiences . .

Make generalisations and draw inferences based on the text . .

Talk about the text structure . .

Talk about the text genre . .

the same sound, reading books at home, and borrowing books from the li-
brary. This shows that teachers use a variety of activities for developing their
students’ reading skills.
A similar survey was conducted by Wray et al. (2000) where teachers had

to state whether they use the following reading activities: teaching letter
sounds/names, using cloze activities, using flashcards to teach particular
words, using sequencing activities, reading to the class, using comprehen-
sion activities, using a big book with a group of children, involving other
adults in reading with children, listening to children read/reading with chil-
dren, using reading scheme books and using phonics exercises. Themajority
of teachers claim that they most often listen to children read or read with
children (98.6), read to the class (97.6), involve other adults in reading with
children (92.8) and teach letter sounds/names (92.1). Less than half of the
teachers use comprehension activities (36.8), cloze activities (39.2) and flash-
cards (40.8) when teaching reading. Similar to our study, one of the most
frequent activities that teachers use is reading aloud to the class. Contrary to
our study, they rarely use comprehension activities, which are very common
in developing students’ reading skills in Slovenia.
Teachers were then asked how often and which activities they use to de-

velop their students’ reading strategies. As can be seen from table 2, themost
frequent activity teachers use for developing their students’ reading strate-
gies is finding specific information in the text. They also frequently encour-
age risk taking and guessing about the text and they ask students to iden-
tify the main ideas in the text. However, they rarely talk to students about
text genre and text structure. They occasionally make generalisations and
draw inferences based on the text. Some of the teachers also listed other
activities they use for developing their students’ reading strategies, some
of which include summarising the text, completing the text with missing
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Table 3 Materials/Resources Used for Developing Students’ Reading Skills

Item M SD

Worksheets . .

Children’s books . .

Web pages . .

Graded readers . .

EFL textbooks . .

Materials written by students . .

Children’s magazines . .

Non-fiction books . .

Materials from other subjects . .

CLIL textbooks . .

words, completing the text with their own ending, writing titles for different
texts/paragraphs, learning about a step-by-step reading technique (reading
the whole text first, finding themain idea, deciding/guessing what the para-
graphs are about, stressing the main idea of the paragraph, finding answers
in the text), etc.
Halbach andCandel Bormann’s study (2019) similarly showed that teachers

rarely talk about genres in developing literacy around the Madrid area and
webelieve this is the case inmany FL educational contexts. Nevertheless, it is
an important skill; when learners see language features of different text gen-
res, it is much easier for them to produce their own texts of different genres
(Ediger 2014).
Wealsowanted tofindout howoften andwhat kindofmaterials/resources

teachers use for developing their students’ reading skills. As is clear from ta-
ble 3, for developing their students’ reading skills teachers most frequently
use worksheets. They also frequently use children’s books and graded read-
ers. Since we have very few CLIL schools, it is expected that the most rarely
used materials are CLIL textbooks. There is also a lack of CLIL textbooks in
Slovenia, which in turn leads to their non-use at schools. Teachers also rarely
use materials from other subjects and non-fiction books. Some of them al-
so stated other resources they use during their classes for developing their
students’ reading skills, e.g. different learning and movement games, their
own/personal materials (appropriate for interactive white board), handouts
they have created, short newspaper articles, online materials, EPI Reading
Badge books,¹ flashcards withwords on one side, pictures that students have

¹ EPI Reading Badge is a national reading project where students read graded readers.
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Table 4 Texts Used for Developing Students’ Reading Skills

Item M SD

Songs, chants . .

Dialogues/plays . .

Poems, riddles, limericks . .

Short stories, tales, fables . .

Charts, diagrams, graphs . .

Instructions or manuals about how things work . .

to transform into text, comic books, video clips, audio books, songs, etc.
A similar research was conducted in Maltese and Finnish schools (Sol-

lars and Ylinen 2002), where significant differences were seen in the teach-
ers’ choice of materials/resources for developing their students’ reading
skills. Respondents could choose between the following reading resources
used in schools: grammar books, storybooks, dictionaries, handouts, refer-
ence books, CD-ROMs, Internet, newspapers andmagazines. Storybooks and
handouts seem to be equally popular in both contexts, but there is a greater
variety of materials used for reading activities in the Finnish classrooms,
where they also frequently usedictionaries, referencebooks, grammarbooks
andCD-ROM’s.What is interesting to note among theMaltese respondents is
the greater variety of reading material they claim to engage in at home with
significant increases in the use of dictionaries, reference books, newspapers
andmagazines. Within the Finnish group, fewer children claim to use dictio-
naries, handouts, CD-ROM’s and the Internet at home than at school. Similar
to our study, the majority of Maltese and Finnish teachers also use children’s
books/story books and worksheets/handouts. However, the research does
not offer the option to choose graded readers, which is common practice in
Slovenia, so it is assumed they do not use them in Malta and Finland.
Slovenian respondents were also asked how often and what kinds of texts

they use to develop their students’ reading skills (table 4). Themost frequent-
ly used are songs, chants, dialogues/plays and poems, riddles and limericks.
Short stories, tales and fables are used less frequently. Charts, diagrams, and
graphs as well as instructions or manuals about how things work are used
the least frequently, which are common features of non-fiction texts. These
data coincide with the data related to the types of resources used (table
3), where non-fiction texts were at the bottom of the list of the resources
used. Some also listed other types of texts they regularly use for develop-
ing reading skills e.g. picture texts, short texts, tongue twisters, motivation-
al quotes/sentences, grocery lists, greetings cards, announcements, comic
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Table 5 Classroom Organisation Used When Developing Students’ Reading Skills

Item M SD

Whole-class . .

Pair-work . .

Individual work . .

Mixed-ability groups . .

Same-ability groups . .

books, picture books, short articles about relevant topics, brochures, menus,
maps, fill-out forms, letters, etc.
Sollars and Ylinen (2002) report similar types of materials being used in

Maltese and Finnish schools, where comprehension passages proved to be
themost popular readingmaterial in classrooms. Reading poems and letters
appear to be almost equally popular activities in both schools. However, sto-
ries, articles, newspapers, magazines and recipes are much more frequently
used in Finnish than in Maltese classrooms. Similar to our study, Maltese and
Finnish schools frequently use poems/songs; however, there is no mention
of dialogues and plays in their research, which are commonly used among
Slovenian students.
Slovenian primary teachers were also askedwhich classroomorganisation

theymost commonly employwhen developing their students’ reading skills.
As can be seen in table 5, when developing their students’ reading skills
the most common classroom organisation is a whole-class form, followed
by pair-work. Individual work and mixed-ability groups are also frequently
used. The least used form is same-ability groups’ organisation, indicating a
possible lack of differentiation tasks in Slovenian classroom. Many authors
stress the significance of group work in literacy development. Zhang (2018)
emphasises the importanceof peer reading inmotivating FL learners to read.
Nuttall (2005), similarly, supports reading in groups, by claiming that it is less
threatening for learners thanwhole-class reading, and it provokes discussion
among students on effective reading.

DevelopingWriting Skills

The study also investigated FL writing practices in Slovenian primary class-
rooms. Teachers were asked how often and which activities they use for de-
veloping their students’ writing skills.
As can be seen in table 6, among given activities used for developing stu-

dents’ writing skills, gap-fills were most frequently used. Occasionally teach-
ers use activities to practice spelling and copying. The least used activity
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Table 6 Most Common Activities Used for Developing Students’ Writing Skills

Item M SD

Gap-fills . .

Activities to practice spelling . .

Copying . .

Creative writing . .

Writing texts of different genres (e.g. narratives, description . . .) . .

Dictation . .

Summary writing . .

Writing non-fiction texts . .

was writing non-fiction texts. Summary writing and dictation are performed
rarely. Teachers also suggested some other activities they use in order to de-
velop their students’ writing skills e.g. creative writing, made-up news, ar-
ticles, descriptions about people, animals, objects, dialogues, mind maps,
building sentences (out of randomwords), preparing stories in pairs, etc.
The lackofwriting texts of differentgenres canbe linked to the lackof read-

ing texts of different genres (see table 1), as Brown (2007) states that by read-
ing different texts, learners get an important insight into how they should
write them. Primary FL course booksmostly include short stories and comics,
therefore learners might not get access to reading andwriting different gen-
res, among them also non-fiction texts, which is the activity that is employed
in Slovenian primary FL classes the least. Summary writing, which is also very
low on the list of writing activities above, is a very constructive way of devel-
oping learners’writing skills, since it employsmanydifferent skills, and seeing
a text beforewriting your ownone can help the learners with the topic of the
text, its vocabulary and structure (Hirvela 2016). However, it is an activity that
is usually not used in young learner classrooms extensively, as it requires a
higher level of language competence.
In Wray et al.’s study (2000) teachers in Britain selected the following two

writing activities as the most common: formation/handwriting (97.6) and
writing for an audience other than the teacher (80), but only aminority use
peer group editing (12.8). Contrary to our study, themajority of teachers do
not use spelling (66) and copying activities (52).
When it comes to Maltese and Finnish students, the most popular writing

activity in their classrooms appears to be writing stories/compositions and
letters. According to Sollars andYlinen (2002),Maltese students are especially
fond of writing poems and newspaper articles, which contributes to a statis-
tically significant result between students of bothnationalities, aswritingpo-
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Table 7 Classroom Organisation Used in Developing Students’ Writing Skills

Item M SD

Individual work . .

Whole-class . .

Mixed-ability groups . .

Pair-work . .

Same-ability groups . .

ems and newspaper articles is rarely used in Finnish schools. Sollars and Yli-
nen (2002) further on state that this difference could be attributed to the fact
that students of one of the Maltese schools are encouraged to submit con-
tributions for the school publication/newspaper. It includes poems, letters,
jokes, anecdotes, competitions and short stories. Contrary to our study, gap-
fill activities, activities where students practice spelling and copying, which
are themost frequently used activities for developing students’ writing skills
in Slovenia, are not mentioned in the Maltese² and Finnish research.
Slovenian primary teachers were also asked which classroom organisa-

tion theymost commonly use when developing their students’ writing skills.
When developing their students’ writing skills, the most often used form of
class organisation is individual work. The least used form of class organisa-
tion in the case of developing writing skills is same-ability groups (table 7).
There is some evidence that students’ achievement also relates to effective
classroomorganisation. According to Pressley et al. (1996), themost effective
classroom organisation is a combination of whole-class, group and individ-
ual teaching. A similar picture emerges from British research and suggests
that effective teachers group children in their classrooms according to the
children’s needs and the tasks they are working on (Wray et al. 2000). Rarely
used same-ability groups therefore imply lack of differentiation,which focus-
es on the success of each individual learner (Tomlinson 2014).

Difference between Teachers’ Years of Teaching Experience and Their
Development of Students’ Reading andWriting Skills

Within the scope of the questions related to the difference between teach-
ers’ years of teaching experience and the way they develop their students’
reading skills, statistically significant differences (F = 3.774, df = 2, p = 0.026)
were shownonly in one answer i.e. howoften teachers teach students strate-
gies for decoding letters into sounds when they do (pre-, while-, post-) read-

² English is one of the two official languages in Malta, besides Maltese.
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Table 8 Difference between Teachers’ Years of Working Experience and Their Development
of Students’ Decoding Strategies in Reading

Working years N M SD Levene test ANOVA

F p F df p

1–5 45 3.27 1.095 2.059 0.133 3.774 2 0.026

6–15 34 3.76 0.855

16 and more 30 3.13 0.973

Total 109 3.39 1.018

Table 9 Difference between Teachers’ Years of Working Experience and the Classroom
Organisation They Use When Developing Their Students’ Writing Skills

Working years N M SD Levene test ANOVA

F p F df p

1–5 45 3.24 0.908 4.740 0.011 4.023 2 0.022

6–15 35 2.69 0.832

16 and more 30 3.33 1.269

Total 110 3.09 1.028

ing activities with students (measured on the 5-point scale, 1 meaning very
rarely or never, 2 rarely, 3 occasionally, 4 frequently and 5 very frequently).
The Tukey HSD post hoc test showed that statistically significant differences
were between teachers that had 6–15 years of working experience and the
oneswithmore than 16 years ofworking experience. The ones that have 6–15
years working experiencemore often teach students strategies for decoding
letters into sounds than the ones with more years of working experience.
With respect to questions regarding the development of students’ writing

skills, the only statistical significance between teachers with different years
of working experience occurredwith the question of classroomorganisation
that is usedwhendeveloping students’writing skills, andonly regardingpair-
work (F = 4.023, df = 2/76.656, p = 0.022). The Games Howell post hoc test
showed statistically significant differences between teachers with 1–5 years
of working experience and those with 6–15 years (p = 0.015). Those with less
working experience use pair-workmore frequently than the ones in themid-
dle of their career.

Conclusion

Literacy in English as a foreign language should bedeveloped systematically,
through the development of all language skills, and it should start early on
with a variety of approaches, activities and materials.
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The study, which focused on the development of FL literacy skills in grades
3–5 in Slovenian primary schools, has shown some positive practices and
some challenges that need to be faced in the future. Teachers use a variety of
activities in developing their students’ reading skills. They focus on the de-
velopment of their students’ vocabulary and they often read aloud to them
using children’s books. They use a lot of songs, dialogues and poems in their
teaching. In addition to that, they encourage the development of some read-
ing strategies among their learners, risk taking and guessing about the text
being the most often applied.
Some of the challenges that need to be considered in the future are list-

ed below. The focus in the classroom is mostly on whole-class activities and
individual work. Pair work andproject work in developing literacy are not en-
couraged among learners, despite the fact that they aremoremotivating for
students and, according to previous research, stimulate learning. Themajor-
ity of reading activities focus on finding specific information in the text and
students are not often given a choice to select what they want to read. In de-
veloping writing, there is still a considerable focus on activities that include
imitative writing and gap-fills. Furthermore, non-fiction texts are not often
used in primary classes, aswell asmaterials fromother subjects, whichwould
invigorate cross-curricular links andmore holistic learning. The excessive use
ofworksheets for developingwriting can also be a cause for alarm, since they
may not all be linguistically or developmentally appropriate for young learn-
ers and they do not encourage open-ended answers and creative thinking.
The findings of this study have to be seen in light of some limitations. A

more comprehensive picture of the development of literacy would be es-
tablished if we included longitudinal classroom observations, noting what
is happening in the classrooms and how literacy is gradually developed in
different grades. Moreover, interviews with teachers would show us a more
in-depth analysis of their classroom practices and their concerns about de-
veloping their students’ literacy skills, which we could then address more
precisely in teacher education.
Nevertheless, we believe that this paper will serve teachers and teacher

educators as a springboard to develop FL literacy more systematically and
effectively, raising their awareness about the variety of texts, activities and
classroom forms used in the process of developing FL literacy skills.
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