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Knowledge of Literacy Development

Abstract

This study examined teachers’ literacy developrbeliefs in the following areas: emergent
literacy, oral language, meaningful reading, antl dklls. Two samples of Nigerians, 42
practicing teachers and 171 pre-service teachenspleted a questionnaire about their
literacy development beliefs. Nigerian teacherseheme accurate beliefs and other
inaccurate beliefs regarding early literacy develept. Participants understood the
importance of oral language to literacy developnast that literacy development begins at a
young age. However, participants were unfamiliahwgpecific emergent literacy skills. They
also believed that drilling students in readindlsks more effective than meaningful reading
experiences. Teacher training programs must befraddo include greater emphasis on
literacy development and more authentic literafareNigerian children should be produced.
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Introduction

A major goal for countries across Africa is to mase literacy rates (Richmond,
Robinson, & Sachs-Israel, 2008). Considerable effas been dedicated to improving adult
literacy across Africa, emphasized by the Educdtorll goals. However, the development
of African children’s literacy skills has been lahgoverlooked (Perry, 2008) despite the fact
that research is clear that early experiences atature have significant implications on
future literacy skills and reading attitudes (Buan IJzendoorn, & Pellegrini, 1995;
International Reading Association [IRA], 1999; IRANational Association for the
Education of Young Children [NAEYC], 1998; Morrow ¥oung, 1997). This neglect likely
results from the assumption that children will depditeracy skills through formal
education. However, a large proportion of Africdnidren complete school without
functional literacy skills (UNESCO, 2006). Educaiists must reconsider the importance of
early literacy development for African children.

One of the most important factors that determirms Well children learn is the
classroom teacher’s knowledge and teaching sBlisvfnan, Donovan, & Burns, 2000). A
competent teacher is necessary for building a sstaiteracy program (Mazzoni &
Gambrell, 2003). A solid understanding of literalgwelopment is a prerequisite to using
effective teaching practices that foster earlydity skills and attitudes. Indeed, the best
protection against illiteracy is quality instruatifrom a knowledgeable and effective teacher
(Snow, Burns, & Griffin, 1998).

Research over the past few decades has providsthstibl evidence about the
importance of three aspects of literacy developuotéandt, children begin to learn to read very
early in life (Snow et al., 1998), a concept cakedergent literacySecond, a strong
foundation in oral language is a prerequisite &nang to read (Roskos, Tabors, & Lenhart,
2009). Finally, reading meaningful, authentic tgxtsmotes greater interest in learning to
read and better literacy achievement (Fisher, Fl&dapp, 2003). However, teachers in the
United States often have outdated and inaccurdigfdef literacy development, mistakenly
focusing on intensive drills on isolated readindisKIRA & NAEYC, 1998). These beliefs
are likely to be even more pronounced in Africaaordaes where little research is actively
conducted in the field of literacy development. f&fiere, this research study will focus on
teachers’ beliefs of literacy development in forgas: emergent literacy, oral language,
reading meaningful texts (referred to as “meanihgdading” throughout the rest of the

paper), and drills on isolated reading skills (refd to as “skill drills™).
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Early in the 28 century, educationalists believed that readinttiction was only
effective when children were naturally mature erfougt approximately six years of age
(Morrow & Asbury, 2003). According to this beliefo literacy instruction would be effective
until children were mentally ready to decode tétdwever, educators now understand that
literacy development begins when children are gtilte young through exposure to social
literacy activities (IRA & NAEYC, 1998). Formallgmergent literacy consists of skills,
knowledge, and attitudes that are developed befamgentional forms of reading
(Whitehurst & Lonigan, 1998). Emergent literacyllskinclude developing an interest in
reading, learning about print concepts such asmgdext from left to right, and acquiring
book-handling skills (Tompkins, 2011), as well deritifying letters of the alphabet and
acquiring language skills such as vocabulary alidgenarratives (Whitehurst & Lonigan,
1998). Primary school teachers must have a goodratahding of these emergent literacy
skills to lay an effective foundation for literadgvelopment.

Early oral language skills are also foundationditaracy development as they have a
significant relationship with subsequent readingi@eement (Storch & Whitehurst, 2002).
Best practices for improving young children’s dealguage include songs, rhymes, and word
play; storytelling; circle time; and dramatic pl@oskos et al., 2009). Songs, rhymes, and
word play help children develop phonological awase meaning that they can identify the
individual sounds within each word. Listening torgts helps children develop an
understanding of narrative, as well as improves thezabularies. During circle time,
children sit in a circle to discuss relevant isssigsh as the daily class schedule, the weather,
and current events. Individual children can shawsthat is important to them. These
discussions also help build vocabulary, as welealp children learn the syntax, or
grammatical structure of the language. Finallynuac play gives children an opportunity to
practice their language skills. To summarize, taafuage skills that are important for early
literacy development include phonology, syntax, @etics, and the pragmatics of language
usage (Tompkins, 2011).

Finally, research has provided overwhelming eviéahat reading high quality,
meaningful literature with young children promoligsracy development (Bus, et al., 1995;
IRA & NAEYC, 1998; Morrow & Asbury, 2003; Snow ek a1998). Frequent voluntary
reading of extra-curricular books relates to bditeracy skills (Campbell, Donahue, Reese,
& Phillips, 1996; IRA, 1999), even for young chiéglrin sub-Saharan Africa (Agak, 1995, as
cited in Commeyras & Inyega, 2007). SpecificalBading storybooks promotes vocabulary,

even for students who are learning to read in $egond language (Verhallen & Bus, 2010).



Knowledge of Literacy Development

Reading authentic materials with young childrem d&sters interest in reading (Morrow &
Asbury, 2003).

Virtually no literacy experts would downplay theportance of reading meaningful
texts. However, every time that | have told my Nige education students that young
children should be read to every day, both undergaee and postgraduate students roar with
laughter. This research study was conducted asudt i this experience. Why do Nigerian
students in the field of education find the profiosiof daily reading with young children to
be humorous? If education students do not undefsbenimportance of reading meaningful
texts, a core principle in early literacy developehen it is quite likely that they have a
very poor overall understanding of literacy devetemt. Indeed, there is little empirical
understanding of teachers’ knowledge of literacyetlgpment (Cunningham, Zibulsky,
Stanovich, & Stanovich, 2009). Because of the ingrare of knowledgeable teachers,
particularly in the field of literacy, this studyililexamine teachers’ beliefs in regards to
emergent literacy, oral language, meaningful regdand skill drills.

Research questions

The purpose of teacher training is to prepare iddais to become high quality
teachers. Therefore, teachers with higher leveedatation should have a more advanced
understanding of literacy development than thesgmice teachers who are just beginning
their formal teacher training programs. The fiegearch question examined whether
educational level has a significant effect on teashbeliefs of literacy development. Second,
it would also be expected that more experiencecht&xa would have a better understanding
of literacy development, so the second researchtiqueasked if there is a significant effect
of teaching experience on teachers’ beliefs ofditg development.

Participants were asked to indicate their agreertoestatements about the four areas
of literacy development previously identified: egent literacy, oral language, meaningful
reading, and skill drills. An accurate understagdif literacy development based on research
would include strong agreement with statementegards to emergent literacy, oral
language, and meaningful reading as well as lowagent with statements on skill drills.
The third research question asked if there wenfgignt differences in the mean scores on
these four literacy development variables.

The fourth research question examined teacher&fbeh regards to emergent
literacy in greater detail. Participants were adkede-choice questions about whether their
beliefs of literacy development aligned with andated maturational perspective or an

empirically supported emergent literacy perspectinaddition to the forced-choice
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guestions, an open-ended question asked partisipafist reading skills that children can
learn at a young age.

The final research question examined teachersttsdh regards to meaningful
reading in greater detail. Again, participants wasked forced-choice questions about
whether their beliefs of literacy development aéidrwith learning to read in the context of
meaningful, authentic books or with drills on reagirelated skills. In addition to the forced-
choice questions, two open-ended questions weateteto the barriers that Nigerian teachers
face in using meaningful reading materials in tlxssroom.

Methods
Participants

All participants selected for this study residedhe middle-belt of Nigeria. Two
samples were obtained. The first sample includegrdgticing teachers. These teachers
attended a four-week in-service training workshomeneral teaching skills that culminated
in earning a certificate from a university. (Therkghop was unrelated to literacy
development.) In this sample, 83% taught at govemtrachools and 7% taught at private
schools (10% did not respond). In terms of qualifn, 41% earned a National Certificate of
Education (the basic qualification for teachingamary school), 27% completed a
university bachelor’'s degree, and 31% earned gypatiate degree. The mean number of
years taught was 10.6 years (SD=6.2 years).

The second sample consisted of 171 pre-servicbg¢esmgvho were in their first year
of teacher training at the university. Three diéferquestionnaires, one of which was the
guestionnaire for this study, were randomly disirélal as course credit to the 550 students
enrolled a general education course. Because studerdomly received different
guestionnaires, the participants in this studyesent a random selection of all students
enrolled in this course. Of the pre-service teaghE8% taught before attending university,
with an average of 2.7 years of teaching experi¢88e=3.80 years). The gender and age of
the two samples are described in Table 1.

Instrument

All participants completed a questionnaire to ssskeir beliefs of literacy
development in the following four areas: emergéatdcy, oral language, meaningful
reading, and skill drills. In the questionnairertigdpants were asked to think about how
young children in nursery and the first three priyngrades initially learn to read. In the first
section, participants were asked to indicate thgieement to 18 statements on their literacy

development beliefs on a six-point Likert scaler€ehstatements assessed emergent literacy,
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Table 1. Demographics of the Samples.

Teachers Pre-Service
(N=42) (N=171)

Gender
Male 48% 51%
Female 36% 46%
No Response 17% 3%

Mean Age (in years) 38.44 (7.87) 22.58 (2.61)

six assessed oral language, four for meaningfaingaand five for skill drills. An example
emergent literacy item was “Before entering schadahild can learn reading skills like
letters and awareness of books.” An example orgjuage item was “Parents can help a
young child learn to read by talking to them ankirag questions.” An example meaningful
reading item was “Teachers should give pupils diass to read books that are not part of
the curriculum.” An example skill drills item wa€hildren learn to read best by doing drills
on identifying letters and words.”

The second section of the questionnaire focuse@ matepth on participants’ beliefs
toward emergent literacy and meaningful readingo Dpposing methods of teaching literacy
were described and participants were asked toateliwhich strategy they felt would be most
effective for teaching pupils how to read. Threens focused on an emergent perspective of
literacy versus a maturation perspective and tadektional items focused on meaningful
reading verses skill drills perspective. An exangplestion for meaningful reading was, “If
you have ten minutes of extra class time, woukgibetter to: A) read a storybook out loud
or B) recite vocabulary words and their definitidns

The questionnaire also asked three open-endedapugdh regards to emergent
literacy, participants were asked to list a fewlskhat children can learn before entering
school. In regards to reading, participants weke@so indicate whether they read stories out
loud to their class and whether they give theirilsupme to silently read books that are not
part of the curriculum. (Pre-service teachers vesteed whether teacheslsouldread out
loud and allow time for silent reading.) After eaglrestion, participants could tick five

reasons why they might not read aloud or allow isupi silently read. These five reasons
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were based on responses of pilot study data. Remits were also given space to indicate
other reasons.
Procedure

For the teacher sample, the questionnaire washilistd on the second day of the last
week of the in-service training. Teachers were dskeomplete the questionnaire and return
it by the end of the week. The questionnaire weasrgto pre-service teachers for course
credit. At the end of a class session, the instrugave directions for the questionnaire and
class representatives distributed the questiontaitiee students. The questionnaires were
returned to the instructor within three weeks.

Results
Mean Differences in Literacy Development Beliefs

The first research question examined whether etiunzdtlevel has a significant effect
on teachers’ beliefs of literacy development. Tis #nd, participants were classified
according to their educational qualifications. A& fowest level was the pre-service teacher
sample with education students who were in thé ygar of their formal teacher training.
Next, teachers in the sample who attended therinegetraining were divided into three
categories: those with a National Certificate iru€ation (a three year program that qualifies
to teach primary school), a bachelor’s degree urcation, and a post-graduate diploma or
degree. Mean scores of agreement to the fourdyetavelopment variables (emergent
literacy, oral language, meaningful reading, ant dkills) were entered as dependent
variables into four separate one-way ANOVAs. Nohthe ANOVAs were significant
(F(3,209) = 1.07, 0.21, 0.79, and 0.74 respect)v€lpntrary to expectation, education did
not have a significant impact on teachers’ belfsteracy development. Teachers who have
higher educational degrees have the same belidteraicy development as individuals who
are just beginning their educational training.

The second research question asked if there wgmiicant effect of teaching
experience on teachers’ beliefs of literacy develept. For the in-service teacher sample,
four separate correlations were calculated betwears of teaching experience and the four
literacy development beliefs variables. There wereignificant correlations between years
of teaching experience and beliefs of literacy tlgwment (r = -.20, -.04, -.06, and -.G{39)
=-1.27,-0.25, -0.35, and -0.46 for oral languaaeergent literacy, meaningful reading, and
skill drills respectively). Therefore, there is significant relationship between teaching

experience and literacy beliefs for the practidieachers.
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Of the students in the pre-service teaching sam@% indicated that they had
previous teaching experience. Four separate tests calculated with teaching experience
(yes or no) as the independent variable and eattiedbur reading belief variables as
dependent variables. None of the t-tests werefsignt ¢(160) =-0.37, 1.25, 0.22, and 0.74
for oral language, emergent literacy, meaningfatireg, and skill drills respectively),
indicating no effect of teaching experience on ggevice teachers’ beliefs of literacy
development.

The third research question asked if there weyafezant differences in the mean
scores on the four literacy development varialiMe=an scores for agreement toward the four
literacy development belief variables were enténéal a one-way, repeated measures
ANOVA. A significant difference between beliefs wlasind (F(3,636) = 83.99, p <.0001).
Follow-up analyses compared the mean scores usikgy’s HSD § < .05). Oral language
and skill drills had the highest average agreemathtno significant differences between
them (see Figure 1 for mean scores). Emergenadiyewvas significantly lower than both oral
language and skill drills and meaningful reading wagnificantly lower than the other three
variables. In other words, participants had thengiest agreement with statements regarding
skill drills, that children learn to read most etigely by doing drills on reading skills, and
oral language, that children need to have goodlangluage skills before they can learn to
read. Participants had the lowest agreement watierstents regarding meaningful reading, so
they had low agreement that teachers should albowefiding meaningful texts that are not

part of the curriculum to foster literacy developrine
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Figure 1. Mean agreement with literacy beliefs @ixapoint Likert scale.
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Emergent Literacy

The fourth research question asked what teaclediessb about emergent literacy.
Three questions in the forced choice section ofjtiestionnaire asked teachers about their
beliefs of emergent literacy. Two of these questiasked whether children can learn
beginning literacy skills at a young age or whetttgldren can only learn to read when they
are mature enough. Both pre-service and in-setemehers similarly believed in an
emergent literacy perspective (81.6% of the conmtbsamples agreeing that children can
learn reading skills before “entering formal schgl and 91.1% agreed before “mature
enough”). However, participants were not cleartangpecific literacy skills that children can
learn before entering formal schooling. Indeedthenthird emergent literacy forced-choice
item, most participants believed that reading bamkdoud will only benefit children who
are mature enough to learn how to read (73.1%).

An open-ended question asked teachers to listrgasttills that children can learn at
a young age. Six emergent literacy skills commaitlgd in the literature include vocabulary,
print concepts, alphabet, phonemic awareness, iaitylwith narratives, and interest in
reading. Figure 2 lists the frequency with whiclntiggpants listed skills related to these six
aspects of emergent literacy. Participants weré imfirmed about the importance of
learning the alphabet. However, participants wargdly unaware of the other five key
emergent literacy skills. Indeed, the terminolo@yhe other five emergent literacy skills was
never used, indicating low familiarity even amohgge who were counted as identifying
these skills. Most of the responses categorizedeabularyincluded “identify object” or
“identify animals,”print conceptavere mostly “be aware of bookphonemic awarenesgas
typically “assign letters to words” (as in A is App familiarity with narrativeswas “tell
stories,” andnterest in readingvas “reading attitude.”

Many of the most frequently listed “reading skills&dd marginal relevance to
emergent literacy development, as can be seenfigure 3. The second most frequently
listed reading skill — after knowing the alphabeatas knowledge of numbers, or knowing
how to count. Identifying colors was also listedebgumber of pre-service teachers. Indeed,
one participant even indicated that knowledge atiest and capitals as a pre-reading skill!
Other skills related to reading, but rarely ideatifas emergent literacy skills in the research
literature, included pronunciation of words andded, sight words, speaking, listening, and

reciting poems.
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Figure 3. Frequency of other skills listed as eraptdjteracy skills.

Meaningful Reading

The final research question examined participdrgsefs of meaningful reading in
greater detail. Three questions in the forced-@heeaction inquired about meaningful
reading. Approximately half of both pre-servicedeers and practicing teachers believed in
the effectiveness of reading meaningful texts. Witkh samples combined, 52.6% stated that
most class time should be spent giving childreretimpractice reading various texts while
47.4% stated that this time was best spent teackemdjng skills. Likewise, 58.6% agreed
that an extra 10 minutes of class time would bé $igsnt reading a storybook aloud while
the remaining 41.4% believed this time would bedvetpent reciting vocabulary words and
their definitions. However, the remaining questi@d substantial differences between the
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two samples. Only 31.0% of the practicing teachelgved that the best way for children to
learn to read is for children to practice readingamngful books. The remaining 69.0%
believed that the best way for children to learnetad is to be drilled on the skills necessary
for reading. On the other hand, the pre-servicehes were equally divided on this question
(50.3% for meaningful reading and 49.7% for skilllsl).

Participants were also asked whether a teachetdshead stories out loud to their
class. Both samples were in favor of reading al@@4%). When asked to tick reasons why
teachers might not read out loud, the two biggessons were that there were no reading
materials available (48.8%) and there was no ¢dlassavailable to read out loud (42.3%).
On the other hand, the majority of the teacherebedl that teachers shouldt give their
pupils time to silently read books that are not pathe curriculum (54.1% for pre-service
teachers and 62.2% for practicing teachers). Tloeréasons most frequently ticked for not
giving students time to silently read also includedclass time available for silent reading
(50.2%) and no reading materials available (43.2%% next most frequent reason was that
silent reading does not help children learn howetnl (39.9%), and that students are not
interested in silently reading (33.8%). Frequenttgd open-ended responses included that
not all children can read well enough to silendga (N=11), children might not understand
what they are reading if they read silently (N=Xhjldren might fall asleep (N=8), children
might not know how to pronounce the words thatsdently read (N=5), the teacher will not
be able to assess reading levels (N=5), and tichéeaannot correct pronunciation mistakes
(N=4).

Discussion

This study found that Nigerian teachers have aghbeliefs regarding early literacy
development, some accurate beliefs and other inatecheliefs. The teachers sampled in this
study were accurate in their agreement about tipeiitance of oral language. Indeed, with
the lack of materials often available for earlyldhood educators in Nigerian classrooms,
instruction focused on oral language may be orta@Mmost successful and cost-effective
ways of improving early literacy skills. The founsitructional strategies previously mentioned
— songs, rhymes, and word play; storytelling; eittine; and dramatic play (Roskos et al.,
2009) — are relatively easily to implement and rexjfew instructional materials. However,
agreeing to the importance of oral language imditg development is different from having
the expertise to effectively teach oral languaghssliddditional research needs to be
conducted to determine how well early childhoodocadion teachers use instructional

strategies that promote oral language in the @assr Particularly in Africa where high
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guality reading materials are oftentimes scarcey ehildhood teachers need to be well
trained in teaching strategies that foster orajlege.

Likewise, Nigerian teachers accurately reportetl¢hddren can learn emergent
literacy skills at a young age. However, teach@&sdt have a clear understanding of
important emergent literacy skills except for thghabet. In order to effectively teach
emergent literacy skills, early childhood teachatsst know which skills lay the foundation
for literacy acquisition. Both pre-service and picng teachers need to be educated about
the importance of expanding young children’s vodaity) engaging in storytelling activities
to improve children’s familiarity with narrativelselping children identify the sounds within
words, understanding the basic concepts of pnmt,developing an interest in reading. In
addition to simply knowing these skills, teachdspaneed to be trained in instructional
strategies that effectively foster these skillsaflieachers do not know key emergent literacy
skills is likely an issue of poor teacher trainiigacher training programs should provide
better instruction about the emergent literacylskilat children can develop before formally
learning how to decode text.

Nigerian teachers are also quite unaware of th@itapce of reading meaningful
texts to children. Specifically, teachers did nelidve that children should be read to before
they can read themselves. Furthermore, teacharsated that children should not have
opportunities to silently read meaningful books$ha classroom. Part of the reason why
teachers did not have accurate beliefs about mgfuireading is likely a lack of available,
relevant picture books. The author visited the mhgokstores in the state’s capital city and
could only find a handful of picture books writtear beginning readers, and all of those
books were produced in the United Kingdom. Teacbeud not possibly understand the
importance of reading meaningful texts if theséd@o not exist. Therefore, literacy experts
in Nigeria should focus on developing culturallyereant and appealing picture books for
beginning readers. Nigerians have a wealth oftatas that are both engaging and provide
valuable life lessons. These oral tales shouldebtuctured into picture books for young
children to promote early literacy.

However, a lack of reading materials is not theyqtential reason why teachers
reported that meaningful reading is not importantiteracy development. A surprising
number of teachers indicated that silently readiogs not help children learn how to read
and that young children are not interested in 8iyjeeading. This also reflects a poor
understanding of literacy development and museb#fred through effective teacher

training. Furthermore, teachers indicated that dh@yot have time to engage in instructional
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activities that are not part of the curriculum. fidfere, curriculum writers must provide
meaningful and interesting texts in their materials

Many of the sampled teachers believed that dmilseading skills were more
effective in teaching literacy than experienceaading authentic books. Indeed, best
practices in literacy instruction dictate a balahapproach with both direct instruction of
reading skills and experience reading authentikb@gdompkins, 2011). However, few
literacy experts would advocate using the rotdgdttlat many of these teachers appear to be
using in their classroom. Instead, direct instiutiof reading skills is typically most effective
when taught in the context of reading authentickispsuch as explicit instruction of
unfamiliar vocabulary words in the literature thia student is reading (Morrow & Asbury,
2003). Teacher training programs and in-servicéggsional development workshops need
to provide instruction in using a balanced appradaditeracy instruction and present
effective modeling of successful literacy instraat{Powell, Diamond, Burchinal, &

Koehler, 2010).

The National Reading Panel (2000) highlighted litetacy is a composite of the
following five key skills: phonological awarenegéionics, vocabulary, fluency, and
comprehension. Based on the current study, a ieatainclusion can be made that the
Nigerian teachers sampled in this study have aimmeiasional perspective on literacy
development, whereby literacy consists only indh#gity to pronounce words in text. For
example, 80.3% of the sample indicated agreemehgetstatement, “Children who can
successfully read words will understand what tleadr” Furthermore, many teachers
identified the reading skills of identifying sigiwbrds and pronunciation of words but did not
identify other reading skills such as comprehensiot phonics. Few teachers also identified
the skills of vocabulary and phonological awaren&sscher training also needs to expand
teachers’ beliefs of literacy development to in€wedmultidimensional perspective whereby
skilled literacy includes multiple skills.

One of the surprising outcomes of this study was plarticipants’ level of education
had no effect on beliefs of literacy developmesdchers with a post-graduate degree had the
same beliefs of literacy development as studentsavl just beginning their teacher training
programs. This finding provides strong evidena thacher training programs are not
effectively instructing education students in tloengin of literacy development. For young
children to successfully learn how to read, theachers must have a solid understanding of
literacy development. For teachers to have a swidkrstanding of literacy development,

their teacher training programs must provide ei¥ednstruction about these topics. Indeed,
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other researchers have concluded that professi@valopment is desperately needed in
Africa to increase teachers’ knowledge about litgrdevelopment and skills in teaching
early literacy (e.g., Nguyen, Wu, & Gillis, 2005).

Conclusion

The Nigerian teachers sampled in this study géigdrad outdated beliefs about
literacy development, focusing more on drills afl&ed reading skills than on authentic
reading experiences with meaningful literature. Wigmificant changes must be made to
improve the literacy development of young childmreiNigeria. First, teacher training
programs must improve the quality of instructionoe-service teachers, particularly in the
domain of literacy development. In-service profesal development workshops need to be
conducted to improve practicing teachers’ knowleaige skills. Teachers must have a better
understanding about emergent literacy skills, Kiksanecessary for children to be competent
readers, instructional practices for fostering taabuage skills, and the importance of
reading meaningful texts. Research shows thatteféeteacher education results in better
literacy among students (National Reading Pan€lQR0

Second, authentic, meaningful, and appealing mdbooks must be developed and
produced for beginning readers in Nigeria. Withoaningful texts, young children will not
have the opportunity to practice their readinglskiFurthermore, children cannot develop an
interest in learning how to read and understanddleyance of reading if they are not
exposed to interesting and meaningful literaturgrriCulum developers must also improve
the quality of literature in the textbooks produdéedyoung children.

Literacy is a fundamental human right (UNESCO,&06lowever, learning how to
read is a difficult endeavor that requires competestructors. This study provided evidence
that primary school teachers in Nigeria need aoidigi professional development to improve
their beliefs about literacy development so thaylsa more effective literacy instructors.
Only competent, well trained teachers will help &tig’s children develop a high level of

literacy that is necessary for being effectiveaday’s world.
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