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This study includes the test development study for determining the phonological
awareness, knowledge, and skill levels of preschool teachers. The determination of the
knowledge levels of preschool teachers, who play a role in the acquisition of
phonological awareness skills, which affect the reading success of children at later
stages, by children, on this matter increases the efficiency of the phonological
awareness education that will be provided to children. Within this purpose, 31 items
that had been prepared for the testing tool after a literature review were applied to 185
preschool teachers. Questions were prepared regarding the definition and importance
of phonological awareness, the overall and development of phonological awareness
skills, supporting phonological awareness and its implementation, evaluation of
phonological awareness skills, syllable awareness skill, word awareness skill, and
phonemic awareness skill. As a result of the application, the scale items were reduced
to 20 items and finalized according to the item difficulty index, item discrimination
index, item standard deviations, item-total correlations, and alpha reliability
coefficients.
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Bu calisma okul oncesi dgretmenlerin sesbilgisel farkindalik bilgi ve beceri diizeylerini
belirlemeye yonelik test gelistirme ¢alismasim icermektedir. Akademik yagamlar1 boyunca
¢ocuklarin okuma basarilarini etkileyen sesbilgisel farkindalik becerilerinin gocuklara
kazandirilmasinda gorev yapan okul oncesi Ogretmenlerin bu konu hakkindaki
diizeylerinin belirlenmesi ¢ocuklara verilecek olan sesbilgisel farkindalik egitiminin
verimliligini arttirmaktadir. Bu amag kapsaminda alan yazin taramasi yapildiktan sonra
test taslagi i¢in hazirlanan 31 madde 185 okul 6ncesi 6gretmenine uygulanmugtir. Sesbilgisel
farkindaligin tarumina ve &nemine, sesbilgisel farkindalik becerilerinin gelisimlerine,
sesbilgisel farkindalik becerilerinin desteklenmesine ve uygulama siirecine, sesbilgisel
farkindalik becerilerinin degerlendirilmesine, uyak farkindalig1 becerisine, hece farkindaligi
becerisine, kelime farkindaligi becerisine ve sesbirimsel farkindalik becerisine yonelik
maddeler hazirlanmistir. Uygulama sonucunda madde giigliik indeksi, madde ayirt edicilik
indeksi, madde standart sapmalari, madde toplam korelasyonlar1 ve alfa giivenlik
katsayilarina gore test maddesi 20 maddeye diismiis ve son halini almistir.
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Giris

Okuldncesi yillarda ¢ocuklarin sesbilgisel farkindalik becerileri ile karsilasmasi, ¢ocuklara
okuma igin gereken 6n kosul becerileri kazandirip ¢ocuklari ilkokula daha hazir hale getirmektedir.
Alan yazinda yapilan boylamsal c¢alismalar c¢ocuklarin sesbilgisel farkindalik becerilerinde
ustalasmalarinin onlarin ileri dénemdeki okuma basarilarinda en giiclii yordayiclar arasinda
oldugunu gostermektedir (Wagner, Torgesen, Rasshotte, Hecht, Barker, Burgess and Garon, 1997;
Lonigan, Purpura, Wilson, Walker and Clancy-Menchetti, 2013). Sesbilgisel farkindalik ile okuma
becerisi arasindaki iligki tizerinde bir¢ok faktor etkili olsa da (Castles and Coltheart, 2004) uzun stireli
ve deneysel calismalardan elde edilen sonuglar, pozitif yonlii ve tutarli bir iligkinin sesbilgisel
farkindalik ile okuma becerisi arasinda oldugunu gostermektedir. Okul 6ncesi dénemde ¢ocuklara
verilecek olan etkili sesbilgisel farkindalik egitim siiregleri ¢ocuklarin okuma becerilerinin temelini
olusturmada ve ileri donemde yetkin okuyucular olmalarin saglamaktadir (Adams, 2017). Akademik
basar iizerinde okuma becerilerinin etkili oldugu diistiniildiigiinde ve okuma becerileri tizerinde de
sesbilgisel farkindalik becerilerinin etkileri g6z oniinde bulunduruldugunda; erken donemde
egitimine baglanan sesbilgisel farkindalik becerilerinin, ¢ocugun ileriki yasamda okuma performansini

etkileyecegi ve okuma performansinin yordayicis: olacagi bilinmektedir.

Sesbilgisel farkindalik harf bilgisi, yaz1 farkindaligi, dinledigini anlama, genel isimlendirme,
sozciik bilgisi gibi erken okuryazarlik becerileri ile ¢ocuklarin okul 6ncesi donemde karsilasmalar:
formal okuma yazma siirecine baslamadan ©nce kazanilmasi gerekli onemli kavramlardir. Bu
beceriler ilerideki okuma basarisinin onciilleri arasinda yer almaktadir (O’Leary, Cockburn, Powell
and Diamond, 2010). Bu becerilere bakildiginda sozciik bilgisi yiiksek olan ¢ocuklar okudugunu
anlama becerilerinde daha iyi performans sergilemektedir (Armbruster, Lehr and Osborne, 2003;
Beck, McKeown and Kucan, 2002; Greene and Lynch-Brown, 2002; Robbins and Ehri, 1994; Stahl,
Richek and Vandevier, 1991). Yaz1 farkindalig1 becerisi, ¢ocuklarin okumay1 6grenmelerinde bir temel
olusturmaktadir. Erken donemde yazi farkindalig1 becerilerinin arttirilmasi, ¢ocuklarin okula hazir
olus diizeylerini yiikseltmekte ve ilkokula gegcisleri daha rahat ve okul basarilar1 daha yiiksek
olmaktadir (Lomax and McGee, 1987; Riley, 1996). Harf bilgisi becerisine yonelik ¢alismalar harfleri
tantyan ve bu harflerle oyun oynayan ¢ocuklar kisa ve uzun dénemde okuma becerilerini daha hizli
kazanmaktadirlar (Denton and West, 2002; Riley, 1996). Dinledigini anlama ¢ocuklarin sahip olduklar:
dil becerileri ile yakin iligki icerisindedir. Erken donemde ifade edici ve alic1 dil becerileri yiiksek olan
¢ocuklar okudugunu anlama boyutlarinda bagar1 gostermektedirler (Kargin, Ergiil, Biiyiikoztiirk ve

Giildenoglu, 2015).

Okuma kuramlarinin temelini olusturan sesbilgisel farkindalik becerisi genel olarak kullanilan
dilin alfabetik ilkelerine dayali harf-ses iliskilerini, sdzciik yapisindaki sesbilgisel diizenegi anlama

olarak tanimlanabilir. Sesbilgisel farkindalik becerilerine yonelik bilgilerin, becerilerin ve tutumlarin
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hazir bulunusluguna yonelik 6nemin artmasi ile bu becerilerin edinim siirecinde ¢ocuklara verilen
egitimin Onemini de artmasma neden olmaktadir. Bu siirecte ¢ocuklarin sesbilgisel farkindalik
becerileri edinmelerinde bir¢ok 6ge rol almaktadir. Ogretim siireclerini planlayan ve bu becerilerin
¢ocuklara kazandirilmasinda etkin rol oynayan Ogretmen bu Ogelerden biridir. Alanyazina
bakildiginda etkili bir 6gretim igin Ogretmenlerin alan bilgisinin, pedagojik bilgisinin ve genel
bilgisinin 6nemli oldugunu vurgulamaktadir (Bransford, Darling-Hammond and Le Page, 2005).
Sesbilgisel farkindalik agisindan bakildiginda 6gretmenlerin sahip olmasi gereken alan bilgilerine
sesbilgisel farkindalik becerilerinin genel gelisim asamalar1 ve erken okuryazarliga etkisine yonelik
konularin 6gretmenlerin alan bilgisi ile ilgili oldugu sdylenebilir. Bu dogrultuda 6gretmen veya
uzman kisinin sesbilgisel farkindalik becerilerine yonelik sahip oldugu bilgiler, beceriler ve tutumlar
cocuklarin bu beceri kazanmalarinda 6nemli bir unsuru olusturmaktadir (Shady, Luther and
Richman, 2013). Bu agidan okul 6ncesi donem ¢ocuklari ile ¢alisan 6gretmenlerin bu alanda yeterli
bilgi ve beceriler ile donanimli olmasi 6nemlidir (Withrow, 2014; Emad and Yasser, 2010). Okul
oncesi Ogretmenlerinin iyi egitim almis olmas: ve erken okuryazarlik gelisiminde sesbilgisel
farkindaligin uygulanmasinin anlamini ve 6nemini anlamis olmasi sarttir (Crim, Hawkins, Thornton,
Rosof, Copley and Thomas, 2008; Guimaraes and Youngman, 1995; Groot, Bos, Meulen and Minnaert,
2015). Sesbilgisel farkindalik konusunda yeterli diizeyde egitim almayan 6gretmenler okuma oncesi
gerekli 6n kosul bilgi ve becerilerin kazandirilmas: konusunda hazir olamamaktadirlar (Emad and
Yasser, 2010). Bir¢ok okuldncesi 6gretmeni heniiz sesbilgisel farkindalik becerilerine yonelik giiglii bir
kavrayisa sahip olmadigi gibi etkili bir destek ve Ogretimi gelisimsel olarak uygun bir ogretme
planinin i¢inde nasil bir araya getirecegini de bilmemektedir (Phillips, Clancy-Menchetti and Lonigan,
2008). Ogretmenler erken okuryazarligin &nemine, tarihsel siire¢ ierisindeki gelisimlerine ve bu
becerilerin kendi igerisindeki etkilesimine yonelik donanimli bir bilgiye sahip degilse erken
okuryazarlik becerilerine yonelik Ogrenme firsatlar1 ortaya c¢ikmamaktadir (Liu-Shea, 2011).
Aragtirmalar, okuma-yazma gelisimi konusunda simurli bilgiye sahip anaokulu 6gretmenlerinin
¢ocuklara bu tiir deneyimler yasatma konusunda diger Ogretmenlere yonelik daha az yetkin

oldugunu gostermektedir (Liu-Shea, 2011).

Sozlii ve yazili dilin gelisimi igin 6nemli olan sesbilgisel farkindalik becerileri formal okuma
yazma Ogretimine baslanmadan once ¢ocuklara kazandirilmas: gerekli beceriler arasindadir ve bu
becerilerin ¢ocuklara kazandirilma siirecinde okul 6ncesi 6gretmenler uygun olan 6gretimi yapmalidir
(Adams, 2017). Bu yiizden ogretmenler sesbilgisel farkindaligin ne oldugunun ve sinifta ortaminda
nasil kullanilmasi gerektiginin bilincinde olmalidir. Cocuklarin sesbilgisel farkindalik alanina yonelik
diizeylerini arttirmak ic¢in Ogretmenlerin simif ortaminda cocuklar1 tesvik etmesi ve giidiilemesi
gerekmektedir (Adams and Gathercole, 1995). Ogretmenlerin ne &gretecegini (sesbilgisel farkindalik
becerileri), hangi sirada Ogretecegini (birlesik kelimeler, heceler, hece basi ve sonu, sesbirimler),

egitimin hizin1 ve nasil 6gretecegini (biitiin grup, kiigiik grup veya birebir) dnceden planlamasim
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gerektirir (Al Otaiba and Fuchs, 2002; Nelson, Benner and Gonzales, 2003; Torgesen, Wagner,
Rashotte, Rose, Lindamood, Conwat and Garvan, 1999). Ayrica sesbilgisel farkindalik konusunda
egitim veren 0gretmenlerin ¢ocuklarin rutinleri ve programlar1 6grenmeye tesvik eden sinif yonetimi
stratejilerini, ¢ocuklarin 6grendigi yeni bilgileri kalict hale getirme konusunda siireci etkili
kullanmalidir. Cocuklarin sesbilgisel farkindalik becerilerinin kazanilmasina yonelik ihtiyaglarim

desteklemeye yardimci olmalidir (Nelson, Benner and Gonzales, 2003).

Bircok Ogretmen sesbilgisel farkindalik alaninda yonelik egitim vermek icin yeterli bilgi ve
beceriye sahip degildir (Walker, 2003). Yapilan calismalar Ogretmenlerin sesbilgisel farkindalik
becerilerinin temel 6zellikleri agisindan yetersiz oldugunu gostermektedir (Mather, Bos and Barber,
2001; Moats, 1994). Okuloncesi miifredatlarinda, erken donem egitim siirecinde ve ortaminda bu
alanda yeterli bir 6gretim olmadig: goriilmektedir (Adams, 2017). Sesbilgisel farkindalik becerilerine
yonelik Ogretmenlerin mesleki bilgi ve becerileri diizeylerinin arttirilmasinda ve smif igi
uygulamalarda giiclii miidahale programlarina ihtiya¢ duyulmaktadir. (Bos, Mather, Nar and Barbur,
1999; Foorman and Moats, 2004). @gretmenler, sesbilgisel farkindalik becerilerinin edindirilme
siirecinde sinif i¢i uygulamalarda ne kadar deneyim sahibiyse, ¢ocuklarin sesbilgisel farkindalik
becerilerinin gelisimlerinin artmasinda o kadar etkilidir. Sesbilgisel farkindalik becerileri iizerine
calisan Ogretmen veya uzmanlarin bu becerilerin gocuklara kazandirilmasinda edindikleri bilgi ve
deneyimler 6gretmenlerin kendi 6gretim siireglerini planlamalarina olanak saglamaktadir (Hilbert
and Eis, 2014; Robinson, 2010). Ogretmenler O0gretim oturumlarina karsi daha olumlu tutum
gelistirmeleri, 6gretim yaptiklar: dillerin 6zellikleri hakkinda daha fazla bilgiye sahip olmalari, erken
okuryazarlik ve dil becerilerine yonelik Ogretimlerde sistematik miidahaleleri ders igeriklerinin
icerisine dahil etmeleri (Bos, Mather, Bos and Barbur, 1999) ve bu alanda gelisim gostermeleri
cocuklarin sesbilgisel farkindalik beceri agisindan gelismelerini saglayacaktir (Foorman and Moats,
2004). Bu 0zelliklerin yaninda Ogretmenlerin sesbilgisel farkindalik egitimini etkili bir sekilde
cocuklara aktarabilmesi igin egitim ve Ogretimin gercek diinyadaki deneyimler ile harmanlanmasi
gereklidir. Bunun igin ise isbirligi, uzmanlik ve deneyim temelli faaliyetler gerektirmektedir (Marvelli,
2010). Sesbilgisel farkindalik becerilerinin edindirme siirecinde 6gretmelerin sahip olmas1 gereken
deneyim, bilgi ve beceri g¢ocuklarin sesbilgisel farkindalik becerilerini 6grenmesini dogrudan
etkilemektedir (Baker and McLeod, 2011; Oliveira, Lousada and Jesus, 2015; Robinson, 2010). Bu
nedenle ileri donemde basarili bir okuma siireci i¢in okul Oncesi donemde ¢ocuklara sesbilgisel
farkindalik becerilerini edindirecek 6gretmenlerin ¢ocuklara kazandiracag: alan hakkinda bilgi sahibi
olmasi sarttir (Dahmer, 2010). Okul 6ncesi 6gretmenlerinin sesbilgisel farkindalik becerilerini etkili bir
sekilde Ogretmek, aktarmak ve bu becerilerin degerlendirilme siirecinde kritik 6neme sahiptir
(Dahmer, 2010). Ayrica okul oncesi 6gretmenlerinin ¢ocuklarin sesbilgisel farkindalik becerilerinin ve
sozel dili edinim siirecini iyi bilmeleri ¢ocuklarin sézel dili uygun sekilde yaziya aktarmalarinda

basar1 saglayacaktir (Fielding-Barnsley and Purdie, 2005; Shankweiler and Fowler, 2004; Mather and
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digerleri., 2001). Sesbilgisel farkindalik ve okuma alaninda yetkin olan &gretmenler sesbilgisel
farkindalik becerilerinin ¢ocuklara kazandirilmasinda daha etkili olmakta ve bilgisini smif ici
uygulama siirecine yansitmaktadir (Daisey, 2012). Arastirmalar, sesbilgisel farkindalik becerilerinin
gelisimi konusunda sinirh bilgiye sahip okul 6ncesi 6gretmenlerinin ¢ocuklara bu tiir deneyimler

yasatma konusunda yetkin olmadiklarimi gostermektedir (Liu-Shea, 2011).

Bir cocugun beceri edinim siirecinde ne kadar ¢ok anlamh ve giinlitk deneyimlerle
gelistirmesi gibi, bir 6gretmen de meslegini 6gretim konusundaki bilgi ve becerisini gelistiren anlamls,
giinliik deneyimlere dahil olarak gelistirir (Murnane, Sawhill and Snow, 2012; Saez, Folsom, Otaiba
and Schatscheider, 2011). Bir 6gretmenin sesbilgisel farkindalik becerilerine yonelik aldig1 egitim ve
Ogretimin yamni sira bu becerilerin ¢ocuklara kazandirilmasi siirecinde edindigi bilgi ve deneyimler
cocuklara sesbilgisel farkindalik becerilerinin kazandirilmasinda olumlu rol oynamaktadir (Daniels,
2011; Lonigan and digerleri., 1997). Ogretmenlerin sesbilgisel farkindalik becerilerinin gelisim
asamalarina, igerigine, kendi aralarindaki iliskiye, 6nemine yonelik yeterli bilgi ve tutuma sahip
degilse 6grenme firsatlar1 olusturamamaktadir. Sesbilgisel farkindalik 6gretme konusunda daha ¢ok
firsatla karsilasan 6gretmenler, daha derin bir mesleki deneyim kazanmakta ve sesbilgisel farkindalik
becerilerini ¢ocuklara kazandirma siirecinde daha basarili olmaktadir (Shady, Luther and Richman,

2013).

Sesbilgisel farkindalik becerilerine yonelik {ilkemizde yapilan calisma sayilar1 son on yilda
hizla artmakta oldugu goriilmektedir ancak ayrintii ve boylamsal ¢alismalarin yeterli olmadig:
goriilmektedir (Akdal ve Kargin, 2019). Sesbilgisel farkindalik becerilerinin ¢ocuklara kazandirilma
siireglerinde yer alan 6gelerden bir digeri de 6gretmen bilgisi oldugu alan yazinda goriilmektedir
(Walker, 2003). Ancak iilkemizde sesbilgisel farkindalik becerileri agisinda Ogretmenlerin bilgi ve
becerilerini tespite yonelik bir 6l¢gme aracinin olmamas: bu ¢alismanin 6nemini arttirmaktadir.
Ogretmenlerin sesbilgisel farkindalik alanina 6zgii olan bilgi ve becerilere sahip olmasi ayni zamanda
sesbilgisel farkindaliga iliskin olumlu tutuma sahip olmalar1 sesbilgisel farkindalik becerilerin
Ogrencilere kazandirilmasinda énemli bir faktdr oldugu bilinmektedir (Tibi, 2005). Calismanin 6nemi
arttiran bir diger husus ise {ilkemizde sesbilgisel farkindalik becerilerine yonelik gelistirilen miidahale
programlar1 yok denecek kadar azdir. Bu miidahale programlarindan en kapsaml olani1 Kargin ve
Akdal (2019) tarafindan gelistirilmis olan SESFAR miidahale programidir. Alan yazin incelendiginde
becerilere odaklan miidahale programlarinin igeriginde Ogretmenlere yonelik sesbilgisel mesleki
gelisim programlarinin yer almasi gerektigi vurgulanmaktadir (Walker, 2003). Ogretmenlere yonelik
mesleki gelisim programlarmin temelinde dgretmenlerin bilgi ve becerilerinin tespit edilmesi ve bu
tespit edilen bilgi ve beceri diizeylerine yonelik egitim verilmesi gerekmektedir (Brady and Moats,
1997). Alan yazina kazandirilacak olan bu test aracinin bu alandaki eksikligi gidermesi agisindan
onemli oldugu diisiiniilmektedir. Ogretmenlerin uygulama siirecinde kullanacaklar1 etkinlik ve

materyaller 6gretmenin bilgi diizeyi ile yakindan iligkilidir. Bu yiizden 6gretmenlerin sesbilgisel
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farkindalik diizeylerinin belirlenmesinde 6nemli olan bir diger husus ise hazirlanacak olan
etkinliklerin ve materyallerin uygun sekilde hazirlanmasma olanak saglayacak olmasidir.
Ogretmenlerin sesbilgisel farkindalik diizeylerinin belirlenmesi Milli Egitim Bakanliginin okul &ncesi
Ogretmenlerine yoOnelik hazirladiklar1 6gretmen kilavuz kitaplarmin ve okul oncesi egitimi
programinin igeriginin gelismesine yardimci olabileceginden bu c¢alismanin 6nemli oldugu
diisiiniilmektedir. Ogretmen adaylarmin ders igeriklerine sesbilgisel farkindalik becerilerine yonelik
olusturulmus konularin dahil edilmesinde 6gretmenlerin sesbilgisel farkindalik bilgi ve becerilerinin

yol gosterici olacag diislintilmektedir.

Okuma edinim siireglerinin ayrintili olarak incelendigi arastirmalarda, sesbilgisel farkindalik
bilgi ve becerilerinin, basarili bir okuma performansi igin giiglii bir yordayic1 oldugu belirtilmektedir
(Ehri, Nunes, Stahl and Willows, 2001; Kjeldsen, Kdrnd, Niemi, Olofsson and Witting, 2014; Rakhlin,
Cardoso-Martins and Grigorenko, 2014; Report of the National Reading Panel, 2000; Schatschneider,
Carlson, Francis, Foorman and Fletcher, 2002; Share, 1995; Shaywitz and Shaywitz, 2005; Snow, Burns
and Griffin, 1998; Stanovich, 2000; Troia, 2004; Vellutino, Fletcher, Snowling and Scanlon, 2004). Bu
agidan bakildiginda bu calismada Ogretmenlerin sesbilgisel farkindalik becerilerine yonelik bilgi
diizeylerin belirlenmesinin temelinde bu becerilerin gocuklarin tiim akademik yasamu iizerinde etkili
olmasi (Giildenoglu, Kargin ve Ergiil, 2016) ve bu becerileri ¢ocuklara kazandiracak olan 6gretmen
veya uzmanlarin bu konudaki bilgi ve beceri durumlarmin tespit edilmesinin 6énemli olmas1 yer
almaktadir. Bundan dolay1 bu calismada 6gretmenlerin sesbilgisel farkindalik diizeylerinin tespit

etmeye yarayan bir test aracinin gelistirilmesi amaglanmustir.
Yontem

Bu arastirma bir test gelistirme c¢alismasidir. Egitim alanina yonelik test gelistirme
calismalarmi olusturan siireglerde hazirlik, uygulama ve raporlastirma asamalarindan (Caliskan ve
Kaplan, 2009) cesitli siralar takip edilmektedir. Okul oncesi 6gretmenlerin sesbilgisel farkindalik bilgi
ve becerilerini belirlemede kullanilacak olan testtin gelistirilme asamlarinda Karsh ve Ayas (2013),
Temiz, Tasar ve Tan (2006), Demirbag, Altun, Feyzioglu ve Akyildiz (2012) tarafindan da test
gelistirme arastirmalarinda olusturulan, test maddelerinin hazirlanmasi ve uygulanmasi, gecerlik,
glvenirlik ve madde analizi seklinde adimlar takip edilmis ve bir akis ile olusturulmustur. Bu
arastirma klasik bir arastirmadan ziyade bir test gelistirme calismasi oldugu icin takip edilen

adimlarin egitim arastirmalari i¢in uygun oldugu sdylenebilir.
Calisma Grubu

Calisma 2019-2020 egitim Ogretim yili giiz doneminde okul Oncesi kurumlarda ¢alisan okul
Oncesi 185 Ogretmen olusturmaktadir. Comrey ve Lee (1992; Akt. Cokluk, Sekercioglu ve
Biiytikoztiirk, 2016) Test gelistirme calismalarinda 150 civarinda orneklem biiyiikliigiiniin yeterli

oldugu da vurgulanmaktadir. Calisma grubuna ulagsmada kartopu Ornekleme yontemi kullanilarak
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okul Oncesi 0gretmenleri calisma Orneklemine dahil edilmistir. Kartopu Ornekleme yapmak igin,
herhangi bir sekilde evrene {iye birisiyle temas kurulur. Sonra temas kurulan kisinin yardimiyla bir
bagkasiyla, daha sonra yine aymi yolla bir baskasiyla temas kurulur. Kartopu etkisi seklinde,
zincirleme olarak Ornek biyiitiiliir (Coskun, Altunistk ve Yildirinm 2017). Calisma biinyesinde
kullanilacak olan test google form sistemine yiiklenmis, test icin olusturulan link arastirmacinin
yakinindan baslayarak ulasilabilen tiim okul oncesi 6gretmenlere internet tizerinden ulastirilmistir.
Ulagilan kisiler aracilig: ile de o kisilerin ulasabilecekleri kisilere gondermeleri istenmistir. Toplanan

veriler kapsaminda veri analizine uygun olmayan 3 kayip veri cevabi ¢alismaya dahil edilmemistir.

Tablo 1. Calisma grubunu olusturan okul éncesi 63retmenlerin demografik ozellikleri

Demografik 6zellikler f %
Cinsiyet Erkek 9 49
Kadin 176 95,1
Meslekteki kidem yil1 1-5 50 26,9
6-10 45 242
11-15 65 349
16-20 17 91
21 ve tizeri 9 4,8
Okul 6ncesi 6gretmenlerinin mezuniyet alanlari Okul 6ncesi egitimi anabilim dalt 156 83,9
Cocuk gelisimi 16 8,6
Acik dgretim fakiiltesi 8 43
Diger 6 32

Tablo 1'de okul oncesi Ogretmenlerin demografik O6zellikleri bakildiginda calisma
Ornekleminin %95,1'i (n=176) kadin ogretmenlerin, % 4,9unu ise erkek Ogretmenlerin (n=9)
olusturdugu goriilmektedir. Calisma Orneklemindeki okul 6ncesi 0gretmenlerin hizmet yillarina
bakildiginda % 26,9 ‘u (n=50) 1-5 yillik 6gretmen iken %24,2’si (n=45) 6-10 yillik 6gretmen, %34,9u
(n=65) 11-15 yillik 6gretmen, %9,1'u (n=17) 16-20 yillik 6gretmen ve % 4,8'i (n=9) 21 yillik 6gretmenler
olusturmustur. Okul 6ncesi 6gretmenlerin mezuniyet alanlarina bakildiginda % 83,9'u (n=156) okul
Oncesi egitimi anabilim dalindan mezun olan O6gretmenlerden, % 8,6’st (n=16) cocuk gelisimi
alanindan mezun olan 6gretmenlerden, % 4,3'ii (n=8) acik 6gretim fakiiltesi okul 6ncesi boliimiinden
mezun olan &gretmenlerden ve %3,2'si (n=6) ise diger alanlardan mezun olan 6gretmenlerden

olugmaktadir.
Veri Toplama Araci

“Sesbilgisel Farkindalik Diizeylerini Belirleme Testi”"ne iliskin maddeler olusturmadan 6nce
sesbilgisel farkindalik becerilerine yonelik alanyazin taramas: yapilmis ve sesbilgisel farkindalik

becerilerinin Onemine, becerilerin gelisim asamalarina ve siireclerine, becerileri edindirmek igin
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uygulama siireglerine, becerilerin degerlendirilme asamasina yonelik madde yazimina yonelik alanlar
belirlenmistir. Okul Oncesi Ogretmenlerin sesbilgisel farkindaliklarini belirlemeye yonelik 37 madde
olusturulmustur. Olusturulan maddeler alan uzmanlar1 tarafindan incelenerek diizeltmeler ve

¢ikarmalar yapilarak test madde analizleri yapilmadan 6nce 31 madde hazirlanmistir.
Test Gelistirme Siireci

C)gretmenlerin sesbilgisel ~farkindalik diizeylerini belirleme testinin igeriklerinin
olusturulmasinda sesbilgisel farkindalik kavraminin biinyesinde barindirdig: tiim igerik alanlarina
deginilmistir. Bu alanlara bakildiginda sesbilgisel farkindalik kavramina iliskin genel bilgilere,
sesbilgisel farkindalik becerilerinin gelisimlerine ve zorluk diizeylerine, kendi igerisinde her bir
sesbilgisel farkindalik becerilerine, sesbilgisel farkindalik becerilerinin degerlendirilmesine ve
sesbilgisel farkindalik becerilerinin etkinliklerinin uygulama stirecine iliskin sorular olusturulmus ve
hazirlanan sorulara yonelik alan uzmani goriisleri alinmistir. Ozel egitim alanindan iki uzman, 6lgme
degerlendirme alanindan bir uzmanin goriislerine basvurulmustur. Madde analizleri O6ncesinde
sesbilgisel farkindalik kavraminin tanimina ve Onemine yonelik 4 soru, sesbilgisel farkindalik
becerilerinin igeriklerine yonelik 6 soru, sesbilgisel farkindalik becerilerinin nasil desteklenecegine ve
uygulama siirecine yonelik 5 soru, sesbilgisel farkindalik becerilerinin degerlendirilmesine iligkin 2
soru, hece farkindalig1 becerilerine yonelik 4 soru, kelime farkindalig1 becerilerine yonelik 5 soru,
sesbirimsel farkindalik becerilerine yonelik ise 5 soru seklinde test igerisindeki 31 sorunun dagilimlar:
olusturulmustur. Yapilan madde analizleri sonrasinda ise sesbilgisel farkindalik kavramimnin tanimina
ve 6nemine yonelik 2 soru, sesbilgisel farkindalik becerilerinin igeriklerine yonelik 4 soru, sesbilgisel
farkindalik becerilerinin nasil desteklenecegine ve uygulama siirecine yonelik 2 soru, Sesbilgisel
farkindalik becerilerinin degerlendirilmesine iliskin 2 soru, hece farkindaligi becerilerine yonelik 4
soru, kelime farkindalig1 becerilerine yonelik 5 soru, sesbirimsel farkindalik becerilerine yonelik ise 2
soru seklinde toplam 20 sorudan olusmustur ve Tablo 2'de gosterilmistir. Belirtke tablosu gelistirilen
testin kapsam gecerliliginin baslangi¢ noktasini olusturmaktadir. Belirtke tablosunun analizler 6ncesi
olusturulmasi testin kapsam gecerliliginin arttirilmasinda kullanilan yollardan birisidir (Biiytikoztiirk
ve ark., 2015). Belirtke tablosunun igeriginin hazirlanmasinda iki 6zel egitim alan uzmanindan goriis

almmustir. Boylelikle kapsam gecerliligi arttirilmis olmaktadir.



Akdal, D.

Tablo 2. Sesbilgisel farkindalik belirtke tablosu

Kazanimlar Analiz 6ncesi Analiz sonrasi
belirtke tablosu belirtke tablosu

Sesbilgisel farkindaligin tanimina ve dnemine yonelik 1-2-3-28 3-28

kazamimlar

Sesbilgisel farkindalik becerilerinin geneline ve 4-5-7-8-10-21 4-5-7-8

gelisimlerine yonelik kazanimlar

Sesbilgisel farkindaliginin desteklenmesi ve 6-9-29-30-31 6-31
uygulamaya yonelik kazanimlar

Sesbilgisel farkindalik becerilerinin degerlendirilmesine  26-27 26-27
yonelik kazanimlar

Hece farkindalig1 becerisine yonelik kazanimlar 14-17-20-22 14-17-20-22
Kelime farkindalig1 becerisine yonelik kazanimlar 11-13-15-16-19 11-13-16-19
Sesbirimsel farkindalik becerisine yonelik kazanimlar 12-18-23-24-25 18-25

Verilerin Analizi

Verilerin analizleri kapsaminda her madde i¢in madde ayirt edicilik ve madde giigliik
indeksleri hesaplanmistir. Ayrica analiz dncesinde verilerin tamami biiyiiklik sirasmna dizilmistir.
Toplam calisma grubunda yer alan 6gretmenlerin sayis1 ve bu saymn %27’lik kismu tespit edilmistir.
Ardindan alt ve iist %27’lik kisim belirlenmistir. Madde giicliigiiniin analizi kisminda alt ve iist her
bir madde testinin cevaplanma oranina bakilarak madde giicliigii hesaplanmistir. Maddenin ayirt
etme giiclinde ise her test maddesi igin ayr1 ayr1 bakilmis ve bakilan test maddesinde her iki grupca

dogru cevap verme yiizdeleri arasindaki farkla tespit edilmistir.
Arastirmanin Etik izinleri

Yapilan bu calismada “Yiiksekogretim Kurumlar1 Bilimsel Arastirma ve Yaym Etigi
Yonergesi” kapsaminda uyulmas: belirtilen tiim kurallara uyulmustur. Yonergenin ikinci boliimii
olan “Bilimsel Arastirma ve Yayin Etigine Aykiri Eylemler” bashg: altinda belirtilen eylemlerden

higbiri gerceklestirilmemistir.
Etik kurul izin bilgileri

Etik degerlendirmeyi yapan kurul adi = Kirsehir Ahi Evran Universitesi Sosyal ve Beseri

Bilimler Bilimsel Arastirma ve Yayin Etik Kurulu
Etik degerlendirme kararinin tarihi= 01/07/2020

Etik degerlendirme belgesi say1 numarasi=2020/2
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Bulgular

Arastirma kapsaminda kullanilan “Sesbilgisel Farkindalik Diizeylerini Belirleme Testi” veri
aracinin  gelistirilmesinde gecerlilik calismasinda kapsam gecerliliginin olusabilmesi icin OSlgme
aracinda yer alan her bir soru maddesinin igerik ve nitelik olarak amaca yonelik kazanimlar1 6l¢gmede
yeterli ve uygun soru olup olmadigimin belirlenmesi amaciyla erken okuryazarlik alani ile ¢alisan
uzmanlar ile goriisiilerek 6gretmenlerin seviyelerine uygunlugu olusturulmustur. Giivenirlik analizi
icin 31 maddelik taslak bir form olusturulmus ve 188 kisiye ulasilarak uygulanmis ve eksik olan 3
cevap kagidi arastirmaya dahil edilmemistir. Uygulanan taslak form maddelerinden her bir soru i¢in
maddenin giiclitk ve ayirt edicilik indeksleri belirlenerek uygun olmayan soru maddeleri ¢ikarilarak
KR-20 (Kuder-Richardson-20) giivenirlik sonuglarma bakilmistir. Olgme aracinin madde analizi
siirecinde dogru yanitlar i¢in “1 puan” yanlis veya bos birakilan cevaplar i¢in ise 0 puan verilmistir.
Bir kisinin 6l¢gme aracindan aldig1 toplam puan o kisinin toplam dogru cevap verdigi madde sayisim

olusturmustur.
Madde Analizine Yonelik Bulgular

Madde analizi siirecinde, iizerinde gergek Ol¢limlerin yapilacagi grubun 6zelliklerini tagiyan
bir grup iizerinde uygulanan test sonuclar1 baz1 islemlere tabi tutulmaktadir (Tagsdemir, 2003). Bunun
igin 6n uygulamanin yapildigr gruplardaki toplam cevap kagitlarimin sayisinin % 27’ sinin
olusturdugu iist ve alt grup sayisinin, ideal oldugu belirtilmektedir (Tekin, 1996). Arastirma
kapsaminda testin gelistirilmesi asamasinda 185 kisilik bir grup tizerinde gerceklestirilmis ve her bir
test maddesi ic¢in 185 katilmcimin %27 kisilik alt ve iist gruplar olusturularak, gerekli istatistiki

analizler yapilmistir.

Okul oncesi Ogretmenlerinden olusan gruba uygulanan test aracinin igerigine ve madde

analizi sonuglar1 Tablo 3’te asagida sunulmustur.
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Tablo 3. Sesbilgisel farkindalik diizeylerini belirleme testi madde analizi sonuglar:

Madde no Pj 1jXx t Sj
1 42 ,04 ,805 ,31
2 ,22 ,08 1,948 ,19
3 42 24 5,509 31
4 ,61 ,19 4,187 ,38
5 ,40 22 4,976 ,30
6 ,60 26 6,199 ,37
7 27 17 4,103 23
8 ,30 ,16 3,689 ,25
9 ,22 ,04 ,960 ,19
10 21 ,09 2,243 ,18
11 ,54 32 8,291 ,36
12 ,10 ,02 ,661 ,09
13 ,52 ,31 6,699 ,36
14 ,60 ,38 12,167 ,37
15 ,22 ,06 1,449 ,19
16 ,60 ,30 7,668 37
17 49 ,30 7,050 ,34
18 ,51 ,33 8,700 ,35
19 ,54 ,36 10,340 ,36
20 ,39 21 4,722 ,30
21 ,29 ,15 3,467 24
22 45 ,30 7,102 ,33
23 27 ,05 1,122 ,23
24 ,28 14 3,249 ,23
25 ,66 ,26 6,500 ,38
26 ,60 ,30 7,668 37
27 ,56 ,36 10,428 37
28 48 ,36 10,288 ,34
29 ,09 ,01 ,346 ,08
30 27 13 3,032 ,23
31 ,63 ,30 7,437 ,38

Pj: Madde Giigliik Indisi, rjx: Madde Ayirt Edicilik Indisi, Sj: Madde Standart Sapmalari, t: Alt ve Ust Grup
Madde Puanlar1 Arasindaki Fark

Bir maddenin dogru cevaplandirilma orani arttikca giiglitk indeksi +1’e, dogru
cevaplandirilma orani azaldikga ise O (sifir)” yaklasmaktadir (Tasdemir, 2003). Tablo’3 incelendiginde
“Sesbilgisel Farkindalik Diizeylerini Belirleme Testi” madde giicliik indeksleri incelendiginde 1, 3, 4,
6,11, 13,14, 16,17, 18, 19, 22, 25, 26, 27, 28 ve 31 maddelerinin orta giigliikte oldugu goriilmektedir.

Bir maddenin ayirt etme giicii 0,40 ve daha biiyiik ise madde ¢ok iyi, 0,30 - 0,39 arasinda ise
oldukga iyi bir madde 0,20 — 0,29 arasinda ise diizeltilmesi gereken madde smifina girmektedir
(Tasdemir, 2003). 1, 2, 9, 10, 12, 15, 21, 23, 24, 29 ve 30 maddelerin madde ayirt edicilik indekslerinin
diisiik olmasi nedeniyle testten ¢ikarilmistir. Sesbilgisel farkindalik becerileri bir birleri ile yakin
etkilesim igerisindedir. Bu yiizden bazi becerilerin 6zellikleri birbirleri ile benzerlik gostermektedir.

Sesbilgisel farkindalik becerilerinin farkli ozellikleri kullamilarak 4, 5, 6, 7, 8 ve 20. maddelerin
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diizeltme islemi ve gerekli geldiriciler eklendikten sonra Sesbilgisel Farkindalik Diizeylerini Belirleme

Testine yeniden eklenmistir.
Madde toplam korelasyonu ve alfa giivenlik katsayilarina yonelik bulgular

Tablo 4. Sesbilgisel farkindalik diizeylerini belirleme testi madde toplam korelasyonu ve alfa giivenlik katsayilar:

Madde No Korelasyon Alfa Madde No Korelasyon Alfa
1 127 711 17 ,512 ,699
2 ,118 711 18 ,537 ,698
3 436 ,702 19 ,525 ,699
4 ,333 ,705 20 ,372 ,704
5 ,341 ,705 21 ,230 ,708
6 ,368 ,704 22 ,427 ,702
7 317 ,706 23 ,159 ,710
8 311 ,706 24 ,278 ,707
9 ,162 ,710 25 473 ,701
10 ,248 ,708 26 ,519 ,699
11 ,504 ,699 27 ,538 ,698
12 ,066 712 28 ,508 ,699
13 ,460 ,701 29 -,003 714
14 ,613 ,696 30 ,261 ,708
15 ,163 ,710 31 ,484 ,701
16 ,546 ,698

Tablo 4 incelendiginde “Sesbilgisel Farkindalik Diizeylerini Belirleme Testinin” madde
toplam korelasyon degerleri incelendiginde .300 degerinin altinda olan 1, 2, 9, 10, 12, 15, 21, 23, 24, 29
ve 30. maddeler oldugu goriilmektedir. Sesbilgisel Farkindalik Diizeylerini Belirleme Testi'nde yer
alan ayni maddelerin ayirt edicilik indekslerinin de diisiik ¢ikmasindan dolayr bu maddeler
Sesbilgisel Farkindalik Diizeylerini Belirleme Testinden c¢ikarilmistir. En son hali ile 11 madde
cikarilarak Sesbilgisel Farkindalik Diizeylerini Belirleme Testi 20 madde olarak olusturulmustur (Ek
A).

Sesbilgisel farkindalik diizeylerini belirleme testinin giivenirligine yonelik bulgular: Testin
glvenirligi icin elde edilen KR 20 giivenirlik katsayisi, testin ortalama giicliigii, aritmetik ortalamasi,

medyani, modu ve standart sapma degerleri Tablo 5'te verilmistir.

Tablo 5. Sesbilgisel farkindalik diizeylerini belirleme testi kv 20 degeri ve test analiz sonuglar:

N X ss Ortanca Mod Ort. gii¢ (Por) KR 20

185 12,77 519 12,00 12,00 0,41 ,782

Sesbilgisel Farkindalik Diizeylerini Belirleme Testi 185 okul o6ncesi Ogretmeni {izerinde
uygulamasi yapilmistir. Sesbilgisel Farkindalik Diizeylerini Belirleme Testi incelendiginde; ortalama
ve ortanca degerleri bir birine yakin olmasi nedeni ile normal dagilim gosterdigi sdylenebilir. Madde
ve test analizleri sonucunda KR 20 giivenirlik katsayis1 0.782, testin ortalama gilicliigii .41, testin

standart sapmasi 5.19, olarak bulunmustur. Testin ortalama glicliigiiniin 0.50 degerine yakin olmasi
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ve KR 20 degerinin 1’e yaklasmas: istenilen bir durum olarak belirtilmektedir (Boopathiraj ve

Chellamani, 2013).
Tartisma Ve Sonug

Bu arastirma sonucunda gecerlik ve giivenirligi yiiksek olan ¢oktan se¢meli bir test araci
gelistirilmistir. Sesbilgisel farkindalik konusunda olusturulan bu “Sesbilgisel Farkindalik Diizeylerini
Belirleme Test”i okul &ncesi 6gretmenlerine uygulanabilir nitelikte bir testtir. Geligtirilen test okul
Oncesi Ogretmenlerinin sesbilgisel farkindaliga iliskin bilgi yeterliliklerini 6l¢me ve degerlendirilmesi

agisindan gegerli bir 6l¢gme aracidir.

Alanyazin incelendiginde {ilkemizde Ogretmenlerin sesbilgisel farkindaliga iliskin bilgi
diizeylerini belirleyen bir ara¢ bulunmadig: goriilmektedir. Gelistirilen bu 6l¢me araci ile okul 6ncesi
donemde o©nemli bir beceri olan sesbilgisel farkindalik becerisine yo&nelik 6gretmenlerin bilgi
diizeylerinin tespit edilmesinde kullanilmasi bu alanda ¢alisan Kkisilere yol gosterici olacagi
diisliniilmektedir. Yurtdisinda yapilan arastirmalara bakildiginda (Tibi, 2005) arastirmasinda 145
ogretmenin sesbilgisel farkindalik bilgi ve becerileri diizeylerini 18 maddelik 6lgegi gelistirerek tespit
etmistir. Bir bagka calismada da Ogretmenlerin sesbilgisel farkindalik beceri, bilgi ve uygulama

siireclerinin verimliligine iliskin ¢alisma gerceklestirilmistir (Barrnett, 2015).

Ileri donem okuma basarisi igin en &nemli erken okuryazarlik becerileri arasinda yer alan
sesbilgisel farkindalik becerilerinin ¢ocuklara kazandirilma siirecinde etkin rol oynayan 6gretmenlerin
bu becerilerin kazandirilmasinda 6nemli bir rol {istlenmektedir (Majsterek, Shorr and Erion, 2000).
Sesbilgisel farkindalik becerilerinin ¢ocuklara kazandirilmasi konusunda egitim alan okul Oncesi
Ogretmenlerin 6grencilerinde daha yiiksek okuryazarlik sonuglar: yarattigi bulunmustur (Majsterek,
Shorr and Erion, 2000). Bu kadar 6nemli bir rol {istlenen 6gretmenlerin sesbilgisel farkindalik beceri
diizeylerinin, c¢ocuklarin siire¢ sonundaki c¢iktilar tizerinde etkili oldugu diisiiniildiigiinde
Ogretmenlerin bilgi diizeylerinin belirlenmesinin 6nemli oldugu diistiniilmektedir. Alanyazina
bakildiginda Boss ve digerleri. (2001) tarafindan uygulanan ¢oktan se¢meli cevaplari olan 20 maddelik
Ol¢gme aracinda ogretmenlerin sesbilgisel farkindalik ve kelime ¢oziimleme bilgilerini belirlemek i¢in
bir 6lgme aracit kullanmislardir. Arastirma sonucunda okul Oncesi Ogretmenlerinin sesbilgisel
farkindalik beceri diizeylerinin orta diizeyde oldugu tespit edilmistir. Ayrica okuldncesi
Ogretmenlerin sesbilgisel farkindalik becerilerini ve kelimelerin nasil ¢oziimlemesi gerektiginin
bilinmemesinin okuma basarisini olumsuz etkileyecegi sonucuna ulasmislardir (Boss and digerleri.,
2001). Bir baska c¢alismada sesbilgisel farkindaligi ogretmek konusunda egitim alan okul Oncesi
Ogretmenlerinin, 6grencilerinin okuma basarilariin daha yiiksek oldugu bulunmustur (Majsterek,

Shorr and Erion, 2000).

Alanyazin incelendiginde okul 6ncesi donemde calisan 6gretmenlerin sesbilgisel farkindalik

konusunda yeterli bilgi ve beceri donanima sahip olmadiklar1 belirlenmistir (Crim and digerleri.,
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2004; Guimaraes and Youngman, 1995). Yeterli bilgi ve donanima sahip olmayan 6gretmenlerin egitim
verdikleri ¢ocuklarin basarili bir okuyucu olmalarinda giigliikler yasanabilmektedirler. Bu agidan
bakildiginda okuldncesi dgretmenlerin sesbilgisel farkindalik konusunda iyi bir egitim almalar: bu
egitimler icerisinde sesbilgisel farkindaligin uygulanma siirecini ve O©nemini anlamis olmasi
gerekmektedir (Guimaraes and Youngman, 1995). Sesbilgisel farkindalik alanma yonelik olarak
Ogretmenlere verilecek olan egitimde 6gretmenlerin bilgi ve beceri diizeyleri nem kazanmaktadir. Bu
agidan bakildiginda alan yazindaki ¢alismalarin bir kismi 6gretmenlerin sesbilgisel farkindalik bilgi
ve becerileri tizerine odaklanmistir. Rosof (2006) tarafinda yapilan ¢alismada 6gretmenlerin sesbilgisel
farkindalik bilgi diizeylerini belirlemek amaciyla 5'li likert tipli olarak olusturulmus 12 maddelik bir
Olcegi 60 okul Oncesi Ogretmen iizerinde uygulamislar ve daha sonra tekrar bir egitime alindiktan
sonra Ogretmenlere test tekrar uygulanmistir. Test kapsaminda dort 6ge belirlenmis ve bu dort 6ge
kapsaminda o6gretmenlerin sesbilgisel farkindalik bilgi diizeyleri tespit edilmeye calisilmustir.
Ogretmenlerin smif i¢i uygulamalarina, uygulama siirecine ve bu siiregteki dgretmenin kendi
yeterliligine iliskin bilgi toplanmustir. Ogretmene ydneltilen test igerisinde sesbirimsel farkindaligin
tanimina, sesbilgisel farkindaligin tanimina ve degerlendirilmesine, miidahaleye iliskin sorular yer
almaktadir. Yine benzer bir ¢alismada Walker (2003) nitel olarak planladig: ¢alismasinda okul 6ncesi
ogretmenleri ile ilkokul 6gretmenlerinin sesbilgisel farkindalik bilgi ve becerilerini karsilastirmali
olarak incelemistir. Ogretmenlerin sesbilgisel farkindalik konusuna yonelik bilgi ve becerilerini
belirlemek i¢in 8 acitk uglu soru hazirlamistir. Calisma sonucunda Ogretmenlerin sesbilgisel
farkindaligr harf ses iligkisini iceren bir sozel dil becerisi olduguna yonelik goriisleri ortaya
konmustur. Arastirmanin genel bulgular1 6gretmenlerin sesbilgisel farkindalik konusunda smirh
bilgiye sahip oldugunu gostermektedir. Ogretmenlerin sesbilgisel farkindalik alanina yonelik bilgi
diizeyleri Ogretmenlerin sesbilgisel farkindalik becerilerine yonelik uygulama durumlarinm
belirlemede etkilidir (Tibi, 2005). Yeterli bilgiye sahip olan &gretmenler sesbilgisel farkindalik
becerilerin uygulama siirecinde farkli ve etkili 6gretim stratejileri uygulayabilmektedir (Moats, 1994).
Alanyazma bakildiginda O6gretmenlerin okuma ve sesbilgisel farkindalik hakkinda bilgilerinin
uygulama siirecine nasil dahil ettiklerini ve g¢ocuklarin bu becerileri kazanmalarinda daha etkin
oldugu calismalar yer almaktadir (Moats and Foorman, 2003, Rosof, 2006). Sesbilgisel farkindalik
becerileri bir biitiinsel olarak disiiniildiigiinde 6gretmenlere yonelik gelistirilen 6lgme aracinin
sesbilgisel farkindalik becerilerin ¢ocuklara kazandirilma siirecinde 6gretmenlere yol gosterici olacagt

distiniilmektedir.

Ogretmenlerin sesbilgisel farkindalik bilgi ve becerilerinin ne diizeyde oldugunu aragtiran bir
takim nitel ¢alismalarda alanyazinda yer almaktadir (Walker, 2003, Yopp and yopp, 2000). Sesbilgisel
farkindaligin 6gretmenler igin nasil bir anlami olduguna, dgretmenlerin bunlari nasil ogrettigine ve
onemine iliskin sorular ile tespit edilmeye c¢alisilmistir. Calismalarin sonuglarma bakildiginda

¢ocuklar igin ileri donemdeki okuma basarisin1 yordayan temel becerilerin edindirme siirecinde gorev
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alan okul oncesi Ogretmenlerinin eksik bilgilerinin olduklar1 goriilmektedir. Ogretmenlerdeki
sesbilgisel farkindalik konusuna iliskin eksik bilgilerin giderilmesi egitim alacak olan ¢ocuklarin

ilerleyen donemde daha yetkin okuyucular olmasina imkan saglayacag: diisiintilmektedir.

Sesbilgisel farkindalik becerilerinin gelisimi okuma ve yazma Ogreniminde kazanilmasi
gerekli olan 6nemli bir 6n kosuldur ve bu onciillerin uygun sekilde edinemeyen ¢ocuklarin okuma-
yazma becerilerini edinmede de giiclitk yasayacaktir (Fox, 2015). Bir¢ok arastirmada, sesbilgisel
farkindalik becerilerinin daha sonraki okuma basarisinda etkili oldugu bulgusunu desteklemektedir
(Snow, Burns and Griffin, 1998; Nielsen and Luetke-Stahlman, 2002; National Reading Panel, 2000).
Ayrica okuloncesi donemdeki sesbilgisel farkindalik becerileri de ilerideki okuma basarisinin giiglii
bir yordayicisidir (Bradley and Bryant, 1983; Lundberg, Olofsson and Wall, 1980; Torgeson and
digerleri.,, 1997). Arastirmalar okuldncesi ve anaokulu sirasinda sesbilgisel farkindalik becerilerinde
basaris1 yiiksek olan Ogrencilerin, ii¢lincli siifta daha yetkin okuyucular oldugunu gostermistir
(Muter, Hulme, Snowling and Stevenson, 2004; Wagner ve digerleri.,, 1997). Yapilan arastirmalar
sesbilgisel farkindalik becerilerinin okuma basaris1 {izerindeki etkisini gostermektedir. Okuma
basarisi i¢in onciil olan becerilerin 6gretimi de énem kazanmaktadir. Bu becerilerin kazandirilma
siirecinde gorev alan Ogretmenlerin sesbilgisel farkindalik alaru ile ilgili bilgi ve becerilere sahip
olmasi gerektigi diistiniilmektedir. Sesbilgisel farkindalik alaninda yeterli bilgi ve beceriye sahip olan
ogretmenlerin becerilerin kazandirilma asamasinda, etkinliklerin planlanmasinda, uygulanacak olan
programlarin giiglii ve zayif yonlerini bileceginden basarili bir sesbilgisel farkindalik egitimi verecegi

diistintilmektedir.

Sesbilgisel farkindaligin okuryazarlikla olan iliskisini anlayabilmek i¢in, sesbilgisel farkindalik
becerilerinin her birini anlamak son derece énemlidir (Akdal ve Kargin, 2019). Ozellikle, sesbilgisel
farkindaligin  her asamasindaki beceriler ilerideki okuma becerilerinin kazanimina katkida
bulunmaktadir. Bu becerilerinin tamami erken okuryazarligin gelisimi igin kritik oneme sahiptir
(Akdal ve Kargin, 2019). Sesbilgisel farkindalik becerilerinin her bir becerisi okuma basarisi igin son
derece onemlidir (Bryant, 1998; Bryant, Bradley, MacLean and Crossland, 1990). Sesbilgisel farkindalik
becerilerinin her birinin gelisimini ve konu igerigini ayr1 ayr1 bilmek ileri donem okuma basarisinda
yer alan her bir 6ge i¢in gereklidir. Arastirmalar sesbilgisel farkindalik ile ileriki donemdeki okuma
basaris1 arasindaki baglantiya dayanarak, sesbilgisel farkindaligin bilesenleri olan becerileri ve bu
becerilerin gelisiminin okuma performansi ile yakin iligki igerisinde oldugunu gostermektedir (Apel
and Lawrence, 2011; Hogan, Catts and Little, 2005; Lonigan, Burgeess and Anthony, 2000;
Schatschneider, Fletcher, Francis, Carlson and Foorman, 2004; Wagner, Torgesen and Rashotte, 1994).
Aragtirmalarin ve standardize edilmis degerlendirmelerin artmasi, sadece sesbilgisel farkindalik
beceri 0gretiminin okuma-yazma ediniminin ¢ok Onemli bir bileseni oldugunu ortaya koymakla
kalmamuis, sesbilgisel becerilerin Ogretilmesinin kiigiik ¢ocuklarin okuma basarisinda olumlu bir

degisiklik yarattigini da desteklemistir (Lonigan, Purpura, Wilson, Walker and Clancy- Menchetti,
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2013; National Assessment of Educational Progress, 2011; Schmitz and Loy, 2014). Gegerlilik ve
glvenirlik calismasi yapilan “Sesbilgisel Farkindalik Diizeylerini Belirleme Testi” &gretmenlere
yonelik her bir sesbilgisel farkindalik becerisine yonelik sorular icermektedir. Bu yonii ile hazirlanan
test alan yazinda belirtilen becerilerin 6gretmenlerdeki var olan durumlar1 6l¢mesi bakimindan
onemli oldugu goriilmektedir. Ayrica bu ¢alisma okul oncesi 6gretmenleri tizerinde yiirtitiilmiistiir.
Bundan sonraki calismalarda ozel egitim Ogretmenleri iizerinde de test gelistirme calismalar

yapilabilir. Yapilan ¢alismalar arttik¢a calismalar arasi iliski ve yordama ¢alismalar: yapailabilir.
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Ek A
Okul Oncesi Ogretmenlerin Sesbilgisel Farkindalik Bilgi Diizeyleri Testi
1. Sesbirimsel farkindalik becerisi okumay1 6grenen ¢ocuklarda neden 6nemli degildir?
a. Cocuklara kelime ¢oziimlemede yardimci olmaktadir.

b. Okumada akiciligy arttirir.

0

. Cocuklarin uyak farkindalig1 becerilerinin gelismesine katki saglar.
d. Harflerin hangi sesler ile temsil edildiginin ¢ocuklar tarafindan algilamasini saglar.

e. Harflerin isimlerini ¢ocuklara 6gretir.

N

. Asagidakilerden hangisi sesbilgisel farkindalik becerileri kapsaminda yapilan becerilerden degildir?

[+5)

. Sesleri bir araya getirmek

o

. Formal olarak okuma yazmaya baslamadan 6nce yazi hakkinda ¢ocugun bildikleri

. Iki sézciigiin ortak sesleri olup olmadigim tespit etmek

0

(oW

. Sozctikleri seslerine ayirmak

)

. Sesleri birlestirerek yeni kelime {iretme

W

. Asagidakilerden hangisi sesbilgisel farkindalik becerilerinden biri degildir?

o

. Climle igerisinde yer alan kelimelerin farkinda olma

o

. Kelime igerisinde yer alan hecelerin farkinda olma

0

. Hece igerisinde yer alan seslerin farkinda olma

(oW

. Uyak farkindalig1 becerisi

o

. Harf bilgisi becerisi

~

. Asagidakilerden hangisi sesbilgisel farkindalik becerilerini destekleyici unsurlar arasinda degildir?

fo5)

. Cocukla birlikte kitap okumak.

b. Kitapta yer alan kahramanlar, olaylar, resimler hakkinda konusmak.
c. Sarkilary, siirleri ve tekerlemeleri kullanarak etkinlikler olugturmak.
d. Cocuga evde uygun erken okuryazarlik ortami hazirlamak.

e. Resimli yapboz oyunlar1 oynamak.

5. Sesbilgisel farkindalik becerilerinin edinimindeki zorluk sirasi asagidakilerden hangisinde dogru

siralanmigtir?
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I. Uyak Farkindalig1 II. Hece Farkindalig: III. Ciimleyi Sozciiklerine Ayirma IV. Sesbirimsel
Farkindalik
a. [-II-III-1IV
b. III- II- I- IV
c.-II-II-1IV
d. II-I-IV-III

e. [II-IV-1I-1

)}

. Sesbilgisel farkindalik becerileri arasinda ¢ocuklarin en ge¢ edindikleri beceri hangisidir?

o

. Uyak farkindalig:

b. Sesbirimsel farkindalik

@)

. Sozctikleri hecelerine ayirma

d. Hece birlegtirme

e. Climleyi sozciiklerine ayirma

7. Ciimle igerisinde yer alan kelimelerin farkinda olma hangi sesbilgisel farkindalik becerisidir?
a. Uyak farkindalig

b. Sesbirimsel farkindalik

c. Sozctikleri hecelerine ayirma

d. Hece birlegtirme

e. Climleyi sozciiklerine ayirma

e

. SOylenisleri benzer olan kelime bulma becerisi hangisi sesbilgisel farkindalik becerisidir?
a. Uyak farkindalig

b. Sesbirimsel farkindalik

c. Sozciikleri hecelerine ayirma

d. Hece birlegtirme

e. Climleyi sozciiklerine ayirma

9. Kelime igerisinde yer alan heceleri bolme, hecelerin farkinda olma hangi sesbilgisel farkindalik

becerisine ait bir beceridir?

a. Uyak farkindalig:
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b. Sesbirimsel farkindalik

c. Kelime farkindalig:

d. Hece farkindaligx

e. Ciimleyi sozciiklerine ayirma

10. Asagidakilerden hangisi kelime farkindalig1 becerisi igerisinde yer alan en zor beceridir?
a. Bir climle icerisinde yer alan kelime sayisin1 belirleme

b. iki veya daha fazla kelimenin birlesmesi ile olusan yeni kelimeyi tespit etme

c. Bir birlesik kelimede yer alan kelimelerden birisinin atilarak geriye kalanin séyleme

d. Basit bir ciimle igerinden bir kelime sdyleme

e. Birlesik kelime icerinde yer alan kelimelerden birinin ¢ikarilarak kalan kelime ile bagska bir kelime

birlestirerek yeni kelimeyi soyleme

11. Asagidakilerden hangisi hece farkindalig1 becerileri igerisinde yer alan en zor beceridir?
a. Bir sozctigii olusturan hecelerin sayisini belirleme

b. Iki veya daha fazla hecenin bir araya getirilerek yeni olusan szciigii sdyleme

c. Sozcligii olusturan hecelerden birisinin baska bir hece ile degistirilerek yeni olusan sozciigii

sOyleme

d. Iki sozciik icerisinde benzer olan heceleri belirleme

e. Sozciik igerisinde yer alan hecelerden birini atip geriye kalan kismi1 sdyleme

12. Asagidakilerden hangisi sesbirimsel farkindalik becerileri igerisinde yer alan en zor beceridir?
a. Sozciik igerisinde yer alan ses sayisini séyleme

b. Sozciigiin ilk ve son sesini belirleye bilme

c. Iki veya daha fazla sayida sesin bir araya gelerek olusan sozciigii soyleme

d. Sozciikte yer alan seslerden birinin silinme ve kalanini sdyleme

e. Sozciik igerisinde yer alan seslerden birinin yeni bir ses ile degistirilerek yeni olusan sézciigii

sOyleme

13. Asagidakilerden hangisi kelime farkindalig1 i¢in cocugun daha zor gergeklestirdigi bir beceridir?
a.” Kara” ve “Goz” kelimelerini birlestirerek yeni kelimeyi soylemesi

b. “Cinar top oyna.” ciimlesinde kag kelime oldugunu sdylemesi

c. “Veli okula geldi.” climlesinde yer alan bir kelime sdylemesi
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d. “Akdeniz” kelimesinden “Ak” kelimesini atip yerine “Kara” kelimesini getirerek yeni olusan

kelimeyi soylemesi

e. “Akdeniz” kelimesinde “deniz” kelimesini attiktan sonra geriye kalan kelimeyi séylemesi

14. Asagidakilerden hangisi hece farkindaligi i¢in ¢ocugun daha zor gergeklestirdigi bir beceridir?
a. “Baykus” sozciigiinde kag¢ hecenin oldugunu sdylemesi

b. “Dere” ve “fare” sdzciigliniin benzer olan hece kisimlarini sdylemesi

c. “Sal”, “yan” ve “goz” hecelerini birlestirdiginde yeni olusan sozciigii sdylemesi

d. “Toprak” sozcligiindeki “top” hecesinin yerine yap hecesini koydugunda yeni olusan sozciigii

sOylemesi
e. “Cmar” sozciigliniin nereden dogru olarak boliinecegini sdylemesi

15. Asagidakilerden hangisi sesbirimsel farkindalik becerisi i¢in ¢ocugun daha zor gercgeklestirdigi bir
beceridir?

a. “d”, “a” ve “1” sesleri birlestiginde yeni olusan sézciigii sdylemesi

b. “Gul” sozciiglindeki ilk sesi sdylemesi

c. “Dev” sozciigiinde kag ses oldugunu soylemesi

d. “Kar” sozciigiinde hangi seslerin oldugunu séylemesi

e. “Kar” sozcligiindeki “r” sesi yerine “p” sesi geldiginde yeni olusan sozciigii soylemesi

16. Asagidakilerden hangisi sesbirimsel farkindalik etkinliklerinde kelimenin ilk sesini atma

etkinliginde kullanilacak uygun olan bir kelimedir?
a. Telefon

b. Dev

c. Tren

d. Top

e. Salyangoz

17. Cocuklarin sesbilgisel farkindalik becerilerinin degerlendirilmesinde ¢ocuklara sorulabilecek

sorulardan degildir?
a. Kaplan — Televizyon - Kitap kelimelerinden hangileri ayn ses ile baglamaktadir?
b. Teleskop ne ige yarar?

c. Dev kelimesinin ilk sesini atti§imizda geriye ne kalmaktadir?



Akdal, D.
d. Bardak — Araba — Tabak kelimelerden soylenisleri benzer olan kelimeler hangileridir?
e. “Ahtapotlarin ii¢ kalbi vardir.” ciimlesinde kag kelime vardir?

18. Cocuklarin sesbilgisel farkindalik becerilerinin degerlendirilmesinde kullanilabilecek sorulardan

degildir?

a. “Yunus baliklar1 gozleri acik uyurlar.” Ciimlesinden bana bir s6zciik sdyler misin?

b. “Gozyas1” kelimesinde yas1 kelimesini atarsak geriye kalan kelimeyi sdyler misin?

c. “Bere ve fare” kelimelerinde benzer heceleri bana sdyler misin?

d. Simdi sana 4 harf gosterecegim ve adini sdyledigim harfi bana elinle isaret eder misin?
e. “Karagoz” kelimesindeki “goz” yerine “deniz” kelimesi gelirse yeni kelime ne olur?
19. Sesbilgisel Farkindalik Miidahele Programlarinin kullanilmasinin gerekliliklerinden degildir?
a. fleri donemdeki farkli akademik becerilerdeki performansi etkilemesi

b. Tleri donemde okuma bagarisina olumlu yénde etki etmesi

c. Sozlii dil becerilerine etki etmesi

d. Dinleme becerisinin gelisimine olumlu yonde etki etmesi

e. Farkli bir ikinci dili edinmede kullanilmas:

20. Sesbilgisel farkindalik miidahale programlarina ait 6zelliklerden biri degildir?

a. Uygulanacak olan yas grubu belirlidir

b. Hangi becerilere odaklandig1 ayrintilin olarak belirtilmektedir.

c. Programin uygulama siiresi belirlidir.

d. Yalnizca bir beceriye odaklanmaktadir.

e. Etkinliklerin uygulanmasinda kullanilacak olan yontem ve teknikler belirlidir.
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Introduction

The fact that children encounter phonological awareness skills in preschool years makes them
gain the prerequisite skills necessary for reading and make them more ready for primary school.
Longitudinal studies in the literature show that mastering children's phonological awareness skills is
among the strongest predictors of their future reading success (Wagner, Torgesen, Rasshotte, Hecht,
Barker, Burgess and Garon, 1997; Lonigan, Purpura, Wilson, Walker and Clancy-Menchetti, 2013).
Although many factors affect the relationship between phonological awareness and reading skill
(Castles and Coltheart, 2004), the results obtained from long-term and experimental studies show that
a positive and consistent relationship is between phonological awareness and reading skill. Effective
phonological awareness education processes that will be given to children in the preschool period
form the basis of children's reading skills and enable them to become competent readers in the future
(Adams, 2017). Considering that reading skills are effective on academic achievement and effects of
phonological awareness skills on reading skills are considered, it is known that phonological
awareness skills, which are started to be educated in the early period, will affect the child's reading

performance in the future and will be a predictor of reading performance.

Early literacy skills such as phonological awareness, writing awareness, listening
comprehension, general naming, and vocabulary are important concepts that children must encounter
in the preschool period before starting the formal literacy process. These skills are among the
predictors of future reading success (O'Leary, Cockburn, Powell and Diamond, 2010). When looking
at these skills, children with high vocabulary perform better in reading comprehension skills
(Armbruster, Lehr and Osborne, 2003; Beck, McKeown and Kucan, 2002; Greene and Lynch-Brown,
2002; Robbins and Ehri, 1994; Stahl, Richek and Vandevier, 1991). Print awareness skill provides a
basis for children's learning to read. Increasing print awareness skills in the early period increases
children's school readiness, and their transition to primary school becomes more comfortable and
their school success is higher (Lomax and McGee, 1987;Riley, 1996). Studies on letter knowledge skills
gain reading skills faster in the short and long term for children who recognize letters and play games

with these letters (Denton and West, 2002; Riley, 1996). Listening comprehension is closely related to
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the language skills of children. Children with high expressive and receptive language skills in the
early period show success in reading comprehension dimensions (Kargin, Ergiil, Biiyiikoztiirk, &

Giildenoglu, 2015).

Phonological awareness skill, which forms the basis of reading theories, can be defined as
understanding the letter-sound relationships based on the alphabetic principles of the commonly used
language, and the phonological mechanism in word structure. With the increasing importance of the
knowledge, skills and attitudes towards phonological awareness skills, the importance of education
given to children in the process of acquiring these skills increases. In this process, many factors play a
role in children's phonological awareness skills. The teacher, who plans the teaching processes and
plays an active role in gaining these skills to children, is one of these elements. When the literature is
reviewed, it emphasizes that teachers' content knowledge, pedagogical knowledge and general
knowledge are important for effective teaching (Bransford, Darling-Hammond and Le Page, 2005). In
terms of phonological awareness, it can be said that the subjects related to the field knowledge that
teachers should have, the general developmental stages of phonological awareness skills and the effect
of early literacy are related to the content knowledge of teachers. In this context, the knowledge, skills
and attitudes of the teacher or expert towards phonological awareness skills constitute an important
element in children gain this skill (Shady, Luther and Richman, 2013). In this context, it is important
that teachers working with preschool children be equipped with sufficient knowledge and skills in
this field (Withrow, 2014; Emad and Yasser, 2010). Preschool teachers must be well trained and
understand the meaning and importance of applying phonological awareness in early literacy
development (Crim, Hawkins, Thornton, Rosof, Copley and Thomas, 2008, Guimaraes and
Youngman, 1995; Groot, Bos, Meulen and Minnaert, 2015). Teachers who do not receive adequate
training in phonological awareness cannot be ready to acquire the necessary pre-reading knowledge
and skills (Emad and Yasser, 2010). Many preschool teachers do not yet have a strong understanding
of phonological awareness skills, nor do they know how to integrate effective support and teaching
into a developmentally appropriate teaching plan (Phillips, Clancy-Menchetti and Lonigan, 2008). If
teachers do not have a well-equipped knowledge about the importance of early literacy, their
development in the historical process and the interaction of these skills within themselves, learning
opportunities for early literacy skills do not emerge (Liu-Shea, 2011). Studies show that kindergarten
teachers with limited knowledge of literacy development are less competent towards other teachers in

making such experiences for children (Liu-Shea, 2011).

Phonological awareness skills, which are important for the development of verbal and written
language, are among the skills that children need to acquire before formal literacy education begins,
and pre-school teachers should do the appropriate education during the acquisition of these skills
(Adams, 2017). Therefore, teachers should be aware of what phonological awareness is and how it

should be used in the classroom environment. To increase the level of children's phonological
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awareness, teachers should encourage and motivate children in the classroom environment (Adams
and Gathercole, 1995). It requires teachers to plan what to teach (phonological awareness skills), in
what order (compound words, syllables, beginning and end of syllables, phonemes), the speed of
education, and how to teach (whole group, small group or one-to-one) (Al Otaiba and Fuchs, 2002 ;
Nelson, Benner and Gonzales, 2003; Torgesen, Wagner, Rashotte, Rose, Lindamood, Conwat and
Garvan, 1999). Besides, teachers who teach phonological awareness should use classroom
management strategies that encourage children to learn routines and programs, and the process of
making the new information learned by children permanently. It should help support the needs of

children for acquiring phonological awareness skills (Nelson, Benner and Gonzales, 2003).

Many teachers do not have enough knowledge and skills to provide training in the field of
phonological awareness (Walker, 2003). Studies show that teachers' phonological awareness skills are
insufficient in terms of their basic characteristics (Mather, Bos and Barber, 2001; Moats, 1994). It is seen
that there is not enough education in this area in preschool curricula, early education process and
environment (Adams, 2017). Strong intervention programs are needed to increase the professional
knowledge and skills of teachers regarding phonological awareness skills and classroom practices
(Bos, Mather, Nar and Barbur, 1999; Foorman and Moats, 2004). The more experienced teachers have
on classroom practices during the acquisition of phonological awareness skills, the more effective they
are on increasing the development of children's phonological awareness skills. The knowledge and
experience gained by teachers or specialists working on phonological awareness skills in teaching
these skills to children enable teachers to plan their own teaching processes (Hilbert and FEis,
2014;Robinson, 2010). The fact that teachers develop more positive attitudes towards teaching
sessions, have more information about the features of the languages they teach, include systematic
interventions in the teaching of early literacy and language skills into the course contents and develop
in this area will enable children to develop in terms of phonological awareness skills (Foorman and
Moats, 2004). In addition to these features, for teachers to effectively transfer phonological awareness
training to children, it is necessary to blend education and training with real-world experiences. For
this, cooperation requires expertise and experience-based activities (Marvelli, 2010). The experience,
knowledge and skills that teachers should have in the process of acquiring phonological awareness
skills directly affect children's learning of phonological awareness skills (Baker and McLeod, 2011;
Oliveira, Lousada and Jesus, 2015; Robinson, 2010). For this reason, for a successful reading process in
the future, teachers who will provide children with phonological awareness skills in the preschool
period must know the area they will gain to children (Dahmer, 2010). It is critical to effectively teach
and transfer preschool teachers' phonological awareness skills and to evaluate these skills (Dahmer,
2010). In addition, preschool teachers' knowledge of children's phonological awareness skills and
verbal language acquisition process will provide success in children's proper verbal language

transcription (Fielding-Barnsley and Purdie, 2005; Shankweiler and Fowler, 2004; Mather et al., 2001).
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Teachers who are competent in the field of phonological awareness and reading are more effective in
providing children with phonological awareness skills and reflect their knowledge in the classroom
practice process (Daisey, 2012). Studies show that preschool teachers who have limited knowledge
about the development of phonological awareness skills are not competent in making children

experience such experiences (Liu-Shea, 2011).

Just as a child develops meaningful and daily experiences in the skill acquisition process, a
teacher develops his/her profession by being included in meaningful, daily experiences that develop
his/her knowledge and skills in teaching (Murnane, Sawhill and Snow, 2012; Saez, Folsom, Otaiba and
Schatscheider, 2011). In addition to the education and training that a teacher receives for phonological
awareness skills, the knowledge and experiences gained in the process of introducing these skills to
children play a positive role in providing children with phonological awareness skills (Daniels, 2011;
Lonigan et al., 1997). If teachers do not have sufficient knowledge and attitude regarding the
development stages, content, the relationship among themselves, and the importance of phonological
awareness skills, they cannot create learning opportunities. Teachers who encounter more
opportunities in teaching phonological awareness gain a deeper professional experience and are more
successful in the process of acquiring phonological awareness skills for children (Shady, Luther and

Richman, 2013).

The number of studies conducted in our country on phonological awareness skills has been
increasing rapidly in the last decade, but it is seen that detailed and longitudinal studies are not
sufficient (Akdal & Kargin, 2019). It is seen in the literature that another element in the process of
teaching phonological awareness skills to children is teacher knowledge (Walker, 2003). However, the
lack of a measurement tool to determine teachers' knowledge and skills in terms of phonological
awareness skills in our country increases the importance of this study. It is known that teachers'
having knowledge and skills specific to the field of phonological awareness and having a positive
attitude towards phonological awareness is an important factor in the acquisition of phonological
awareness skills (Tibi, 2005). Another point that increases the importance of the study is that there are
almost no intervention programs developed for phonological awareness skills in our country. The
most comprehensive of these intervention programs is the SESFAR intervention program developed
by Kargin and Akdal (2019). When the literature is examined, it is emphasized that phonological
professional development programs for teachers should be included in the content of intervention
programs that focus on skills (Walker, 2003). Based on professional development programs for
teachers, it is necessary to determine the knowledge and skills of teachers and to provide training for
these determined knowledge and skill levels (Brady and Moats, 1997). It is thought that this test tool,
which will be added to the literature, is important in terms of eliminating the deficiency in this field.
The activities and materials that teachers will use in the application process are closely related to the

teacher's level of knowledge. Therefore, another important point in determining the phonological
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awareness levels of teachers is that it will allow the appropriate preparation of the activities and
materials to be prepared. This study is considered to be important since determining the phonological
awareness levels of teachers may help the development of the teacher guide books and preschool
education program prepared by the Ministry of National Education for preschool teachers. It is
thought that the phonological awareness knowledge and skills of the teachers will be guiding in the
inclusion of the subjects created for phonological awareness skills in the course contents of the teacher

candidates.

In studies examining reading acquisition processes in detail, it is stated that phonological
awareness knowledge and skills are strong predictors for successful reading performance (Ehri,
Nunes, Stahl and Willows, 2001; Kjeldsen, Kédrnd, Niemi, Olofsson and Witting, 2014; Rakhlin,
Cardoso-Martins and Grigorenko, 2014; Report of the National Reading Panel, 2000; Schatschneider,
Carlson, Francis, Foorman and Fletcher, 2002; Share, 1995; Shaywitz and Shaywitz, 2005; Snow, Burns
and Griffin, 1998; Stanovich, 2000; Troia, 2004; Vellutino, Fletcher, Snowling and Scanlon, 2004). From
this point of view, in this study, it is important to determine the knowledge levels of teachers about
phonological awareness skills that these skills are effective on the entire academic life of children
(Guldenoglu, Kargin, & Ergiil, 2016) and to determine the knowledge and skills of teachers or experts
on this subject who will gain these skills to children. It takes place to be. Therefore, this study aimed to

develop a test tool to determine the phonological awareness levels of teachers.
Method

This research is a test development study. Various orders are followed from the preparation,
implementation and reporting stages (Caliskan & Kaplan, 2009) in the processes that make up the test
development studies for the education field. Preparation of test items created in test development
research by Karsli and Ayas (2013), Temiz, Tasar, and Tan (2006), Demirbag, Altun, Feyzioglu and
Akyildiz (2012) during the development of the test, which will be used to determine the phonological
awareness knowledge and skills of preschool teachers. and its implementation, validity, reliability and
item analysis were followed and created with a flow. Since this research is a test development study
rather than a classical research, it can be said that the steps followed are suitable for educational

research.
Working Group

The study consists of 185 pre-school teachers working in preschool institutions in the fall
semester of the 2019-2020 academic year. Comrey and Lee (1992;Akt. Cokluk, Sekercioglu &
Biiytikoztiirk, 2016) It is also emphasized that around 150 sample sizes are sufficient in test
development studies. Preschool teachers were included in the study sample by using the snowball
sampling method to reach the study group. In order to sample the snowball, someone who is a

member of the universe is contacted in any way. Then, with the help of the contact person, another
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person is contacted and then another person is contacted in the same way. The sample is enlarged as a
chain, in the form of a snowball effect (Coskun, Altunigik, and Yildirim 2017). The test to be used in
the study was uploaded to the google form system and the link created for the test was delivered via
the internet to all pre-school teachers who can be reached starting from the researcher's relatives.
Through the people reached, those people were asked to send them to the people they could reach.
Within the scope of the collected data, 3 missing data responses that are not suitable for data analysis

were not included in the study.

Table 1. Demographic characteristics of preschool teachers in the study group

Demographic features f %
Gender Male 9 49
Female 176 95,1
Years of seniority in the profession 1-5 50 26,9
6-10 45 24,2
11-15 65 349
16-20 17 91
21 and over 9 48
Graduation areas of preschool teachers Preschool education department 156 83,9
Child development 16 8,6
Open education faculty 8 43
Other 6 32

Looking at the demographic characteristics of preschool teachers in Table 1, it is seen that
95.1% (n = 176) of the study sample were female teachers and 4.9% were male teachers (n = 9).
Considering the years of service of the preschool teachers in the study sample, 26.9% (n = 50) was 1-5
years old, 24.2% (n = 45) was 6-10 years old, 34.9% (n = 65) were 11-15 years of teachers, 9.1% (n = 17)
was 16-20 years teachers and 4.8% (n =9) was 21 years teachers. Considering the graduation areas of
preschool teachers, it consists of 83.9% (n = 156) of the teachers who graduated from the pre-school
education department, 8.6% (n = 16) of the teachers who graduated from the child development field,
43% (n = 8) consisted of teachers who graduated from the pre-school department of the open

education faculty and 3.2% (n = 6) of teachers who graduated from other fields.
Data Collection Tool

Before creating the items related to the "Test for Determining Phonological Awareness
Levels", the literature was scanned for phonological awareness skills, and areas for the importance of
phonological awareness skills, the development stages and processes of the skills, the application
processes to acquire the skills, and the areas for the assessment of the skills were determined. 37 items

were created to determine preschool teachers' phonological awareness. The created items were
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examined by field experts, corrections and subtractions were made and 31 items were prepared before

the test item analysis.
Test Development Process

In the creation of the contents of the test for determining the phonological awareness levels of
teachers, all content areas included in the concept of phonological awareness were mentioned. When
looking at these areas, the questions regarding the general information about the concept of
phonological awareness, the development and difficulty levels of phonological awareness skills, each
phonological awareness skills in itself, the evaluation of phonological awareness skills, and the
application process of the activities of phonological awareness skills were created, and field expert
opinions were taken for the questions prepared. Two experts from the special education field and one
expert from the field of assessment and evaluation were consulted. Before item analysis, 31 questions
in the test were distributed as follows: 4 questions on the definition and importance of the concept of
phonological awareness, 6 questions regarding the contents of phonological awareness skills, 5
questions on how to support phonological awareness skills and the application process, 2 questions
regarding the assessment of phonological awareness skills, 4 questions for syllable awareness skills, 5
questions for word awareness skills, 5 questions on phonemic awareness skills. After the item
analysis, it consists of a total of 21 questions as follows: 2 questions on the definition and importance
of the concept of phonological awareness, 4 questions regarding the contents of phonological
awareness skills, 2 questions on how to support phonological awareness skills and the application
process, 2 questions regarding the assessment of phonological awareness skills, 4 questions for
syllable awareness skills, 5 questions for word awareness skills, 2 questions on phonemic awareness
skills and they are shown in Table 2. The indicator table is the starting point for the content validity of
the developed test. Creating the indicator table before the analysis is one of the ways used to increase
the content validity of the test (Biiyiikoztiirk et al., 2015). In the preparation of the content of the

indicator table, two special education experts were consulted. Thus, the content validity is increased.
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Table 2. Phonological awareness chart

Learning Outcomes Pre-analysis table of Post-analysis table
specifications of specifications
Outcomes for the definition and importance of 1-2-3-28 3-28

phonological awareness

Outcomes for general and developments of 4-5-7-8-10-21 4-5-7-8
phonological awareness skills

Outcomes for supporting phonological awareness and  6-9-29-30-31 6-31

practical

Outcomes for evaluating phonological awareness skills ~ 26-27 26-27

Outcomes for syllable awareness skill 14-17-20-22 14-17-20-22

Outcomes for word awareness skill 11-13-15-16-19 11-13-16-19

Outcomes for phonological awareness skill 12-18-23-24-25 18-25
Analysis of Data

Within the scope of the analysis of the data, item discrimination and item difficulty indices
were calculated for each item. Also, before the analysis, all of the data were arranged in order of
magnitude. The number of teachers in the total study group and 27% of this number were determined.
Then the lower and upper 27% parts was determined. In the item difficulty analysis part, item
difficulty was calculated by looking at the response rates for each upper and lower item test. The
mental competence of the item was examined separately for each test item and was determined by the

difference between the correct response percentages by both groups in the tested test item.
Ethical Permission of Research

In this study, all rules stated within the scope of "Higher Education Institutions Scientific
Research and Publication Ethics Directive" were followed. None of the actions stated under the title of
"Actions Against Scientific Research and Publication Ethics", which is the second part of the directive,

were neglected.
Ethics committee permission information

Name of the committee conducting the ethical evaluation = Kirsehir Ahi Evran University

Social and Human Sciences Scientific Research and Publication Ethics Committee
Date of ethics assessment decision = 01/07/2020

Ethics evaluation certificate issue number = 2020/2
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Results

In the development of the "Phonological Awareness Levels Test" used within the scope of the
research, in order to establish the content validity in the validity study in the development of the data
tool, the experts working with the early literacy field in order to determine whether each question
item in the measuring tool is sufficient and appropriate to measure the objectives in terms of content
and quality. by discussing, the suitability of the teachers to their level was established. For the
reliability analysis, a draft form with 31 items was created and applied to 188 people, and 3 missing
answer sheets were not included in the study. From the applied draft form items, the difficulty and
discrimination indexes of the item were determined for each question, and the KR-20 (Kuder-
Richardson-20) reliability results were examined by removing the inappropriate item items. During
the item analysis process of the assessment tool, “1 point” was given for correct answers and 0 points
were given for incorrect or blank answers. The total score that a person received from the measuring

tool made up the total number of items to which that person gave correct answers.
Findings Regarding Item Analysis

In the item analysis process, the test results applied to a group that has the characteristics of
the group on which real measurements will be made are subjected to some procedures (Tasdemir,
2003). For this, it is stated that the number of upper and lower groups constituting 27% of the total
number of answer sheets in the groups in which the pre-application was performed is ideal (Tekin,
1996). Within the scope of the research, during the development of the test, it was carried out on a
group of 185 people, and for each test item, sub and upper groups of 27% of 185 participants were

formed and the necessary statistical analyzes were made.

The content and item analysis results of the test tool applied to the group of preschool

teachers are presented below in Table 3.
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Table 3. Item analysis results of the test for determining phonological awareness levels

Item number Pj 1jXx t Sj
1 A2 ,04 ,805 31
2 ,22 ,08 1,948 ,19
3 42 24 5,509 31
4 ,61 ,19 4,187 ,38
5 ,40 22 4,976 ,30
6 ,60 26 6,199 ,37
7 27 17 4,103 23
8 ,30 ,16 3,689 ,25
9 ,22 ,04 ,960 ,19
10 21 ,09 2,243 ,18
11 ,54 32 8,291 ,36
12 ,10 ,02 ,661 ,09
13 ,52 ,31 6,699 ,36
14 ,60 ,38 12,167 ,37
15 ,22 ,06 1,449 ,19
16 ,60 ,30 7,668 37
17 49 ,30 7,050 ,34
18 ,51 ,33 8,700 ,35
19 ,54 ,36 10,340 ,36
20 ,39 21 4,722 ,30
21 ,29 ,15 3,467 24
22 45 ,30 7,102 ,33
23 27 ,05 1,122 ,23
24 ,28 14 3,249 ,23
25 ,66 ,26 6,500 ,38
26 ,60 ,30 7,668 37
27 ,56 ,36 10,428 37
28 48 ,36 10,288 ,34
29 ,09 ,01 ,346 ,08
30 27 13 3,032 ,23
31 ,63 ,30 7,437 ,38

Pj:Item Difficulty Index, rjx:Item Discrimination Index, Sj:Item Standard Deviation, t:Difference Between
Lower and Upper Group Item Scores

As the correct answer rate of an item increases, the difficulty index approaches +1, and as the
rate of correct answers decreases, it approaches 0 (zero) (Tasdemir, 2003). When Table 3 is examined,
when the item difficulty indexes of the "Test for Determining Phonological Awareness Levels" are
examined, the middle items of 1, 3, 4, 6, 11, 13, 14, 16, 17, 18, 19, 22, 25, 26, 27, 28 and 31 seems to be in
difficulty.

If the discrimination power of an item is 0.40 or greater, the item is very good, if it is between
0.30 - 0.39, it is a very good item, if it is between 0.20 and 0.29, it is included in the item class that
needs correction (Tasdemir, 2003).1, 2, 9, 10, 12, 15, 21, 23, 24, 29 and 30 items were excluded from the
test due to low item discrimination indices. Phonological awareness skills are in close interaction with

each other. Therefore, the characteristics of some skills are similar to each other. By using different
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features of phonological awareness skills, after correction and necessary distractors were added, items

4,5, 6,7, 8 and 20 were added to the Phonological Awareness Level Determination Test again.
Findings on item-total correlation and alpha reliability coefficients

Table 4. Test for determining phonological awareness levels item-total correlation and alpha reliability
coefficients

Item No Correlation Alpha Item No Correlation Alpha
1 127 711 17 ,512 ,699
2 ,118 711 18 ,537 ,698
3 436 ,702 19 ,525 ,699
4 ,333 ,705 20 ,372 ,704
5 ,341 ,705 21 ,230 ,708
6 ,368 ,704 22 427 ,702
7 317 ,706 23 ,159 ,710
8 ,311 ,706 24 ,278 ,707
9 ,162 ,710 25 473 ,701
10 ,248 ,708 26 ,519 ,699
11 ,504 ,699 27 ,538 ,698
12 ,066 712 28 ,508 ,699
13 ,460 ,701 29 -,003 714
14 ,613 ,696 30 ,261 ,708
15 ,163 ,710 31 484 ,701
16 ,546 ,698

When Table 4 is examined, when the item-total correlation values of the "Test for Determining
Phonological Awareness Levels" are examined, it is seen that items 1, 2, 9, 10, 12, 15, 21, 23, 24, 29 and
30 are below. 300 Due to the low discrimination indexes of the same items in the Test for Determining
Phonological Awareness Levels, these items were excluded from the Test of Determining
Phonological Awareness Levels. In its last form, 11 items were removed and the Test for Determining

Phonological Awareness Levels was created as 20 items (Appendix A).
Findings about the reliability of the test for determining phonological awareness level

The KR 20 reliability coefficient, average difficulty, arithmetic mean, median, mode and

standard deviation values obtained for the reliability of the test are given in Table 5.

Table 5. Test of determining phonological awareness levels kr 20 value and test analysis results

N X ss Median Mode Average Dif. KR 20

185 12,77 519 12,00 12,00 0,41 ,782

The Test for Determining Phonological Awareness Levels was applied to 185 preschool
teachers. When the Test of Determining Phonological Awareness Levels is examined; since the mean
and median values are close to each other, it can be said that they show a normal distribution. As a
result of the item and test analyzes, the KR 20 reliability coefficient was found to be 0.782, the average

difficulty of the test as .41, and the standard deviation of the test as 5.19.1t is stated that the average
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difficulty of the test is close to 0.50 and the KR 20 value approaches 1 (Boopathiraj & Chellamani,
2013).

Discussion and Conclusion

As a result of this research, a multiple-choice test tool with high validity and reliability was
developed. This "Phonological Awareness Level Determination Test" created on phonological
awareness is a test that can be applied to preschool teachers. The developed test is a valid
measurement tool in terms of measuring and evaluating preschool teachers' knowledge competencies

regarding phonological awareness.

When the literature is examined, it is seen that no tool determines the knowledge level of teachers
about phonological awareness in our country. It is thought that using this measurement tool in
determining the knowledge levels of teachers for phonological awareness skill, which is an important
skill in the pre-school period, will guide people working in this field. Considering the studies
conducted abroad (Tibi, 2005), he determined the phonological awareness knowledge and skills levels
of 145 teachers by developing the 18-item scale. In another study, it was conducted on the efficiency of

teachers' phonological awareness skills, knowledge and application processes (Barrnett, 2015).

Teachers who play an active role in the process of introducing phonological awareness skills,
which are among the most important early literacy skills for future reading success, play an important
role in the acquisition of these skills. It has been found that preschool teachers who are trained to
teach phonological awareness skills to children create higher literacy results in their students
(Majsterek, Shorr and Erion, 2000). Considering that the phonological awareness skill levels of
teachers, who play such an important role, affect the outcomes of children at the end of the process, it
is important to determine the level of knowledge of teachers. In the literature, Boss et al.(2001) used a
measurement tool to determine teachers' knowledge of phonological awareness and word decoding in
the 20-item measurement tool with multiple-choice answers. As a result of the research, it was
determined that the phonological awareness skill levels of preschool teachers were at medium level.
In addition, they concluded that not knowing preschool teachers' phonological awareness skills and
how to decode words would negatively affect reading success (Boss and others., 2001). In another
study, it was found that preschool teachers who were trained to teach phonological awareness had

higher reading success of their students (Majsterek, Shorr and Erion, 2000).

When the literature is examined, it was determined that teachers working in the preschool
period do not have enough knowledge and skills about phonological awareness (Crim and others.,
2004; Guimaraes and Youngman, 1995). Teachers who do not have sufficient knowledge and
equipment may have difficulties in becoming successful readers of the children they teach. From this
point of view, preschool teachers should have a good education on phonological awareness and

understand the application process and the importance of phonological awareness in these trainings
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(Guimaraes and Youngman, 1995). Teachers' knowledge and skill levels gain importance in the
education to be given to teachers in the field of phonological awareness. From this point of view, some
of the studies in the literature focused on the phonological awareness knowledge and skills of
teachers. In the study conducted by Rosof (2006), they applied a 5-point Likert-type 12-item scale on
60 preschool teachers in order to determine the level of knowledge of teachers' phonological
awareness, and then the test was applied to the teachers after they were re-enrolled. Within the scope
of the test, four items were determined and the phonological awareness levels of teachers were
determined within the scope of these four items. Information was collected on teachers' in-class
practices, the application process and the teacher's own competence in this process. In the test directed
to the teacher, there are questions about the definition of phonemic awareness, definition and
evaluation of phonological awareness, and intervention. In a similar study, Walker (2003) examined
the phonological awareness knowledge and skills of preschool teachers and primary school teachers
comparatively in his qualitatively planned study. 8 open-ended questions were prepared to determine
the knowledge and skills of teachers on phonological awareness. As a result of the study, it was
revealed that the phonological awareness of the teachers is a verbal language skill that includes the
letter-sound relationship. The general findings of the study show that teachers have limited
knowledge about phonological awareness. Teachers' knowledge on the field of phonological
awareness is effective in determining the practice of teachers' phonological awareness skills (Tibi,
2005). Teachers with sufficient knowledge can apply different and effective teaching strategies in the
application of phonological awareness skills (Moats, 1994). When the literature is examined, there are
studies on how teachers include their knowledge about reading and phonological awareness in the
implementation process and are more effective in helping children gain these skills (Moats and
Foorman, 2003, Rosof, 2006). When phonological awareness skills are considered as a whole, it is
thought that the measurement tool developed for teachers will guide teachers in the process of

teaching children phonological awareness skills.

It is included in the literature in a number of qualitative studies that investigate the level of
teachers' phonological awareness knowledge and skills (Walker, 2003, Yopp and yopp, 2000). The
meaning of phonological awareness for teachers was tried to be determined with questions about how
teachers teach them and its importance. Considering the results of the studies, it is seen that preschool
teachers who are involved in the process of acquiring basic skills that predict future reading success
for children have incomplete information. It is thought that removing the missing information about
phonological awareness in teachers will enable the children who will receive education to become

more competent readers in the future.

The development of phonological awareness skills is an important prerequisite for learning
reading and writing, and children who cannot acquire these premises properly will have difficulty in

acquiring literacy skills (Fox, 2015). Many studies support the finding that phonological awareness
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skills are effective in subsequent reading success (Snow, Burns and Griffin, 1998; Nielsen and Luetke-
Stahlman, 2002; National Reading Panel, 2000). In addition, phonological awareness skills in preschool
period are also a strong predictor of future reading success (Bradley and Bryant, 1983; Lundberg,
Olofsson and Wall, 1980; Torgeson et al., 1997). Studies have shown that students with high success in
phonological awareness skills during preschool and kindergarten are more competent readers in the
third grade (Muter, Hulme, Snowling and Stevenson, 2004; Wagner et al., 1997). Studies show the
effect of phonological awareness skills on reading success. Teaching the skills that are essential for
reading success also gains importance. It is thought that teachers involved in the acquisition of these
skills should have knowledge and skills related to the field of phonological awareness. It is thought
that teachers who have sufficient knowledge and skills in the field of phonological awareness will give
a successful phonological awareness training since they will know the strengths and weaknesses of

the programs to be implemented at the stage of acquiring skills, planning activities.

In order to understand the relationship of phonological awareness with literacy, it is
extremely important to understand each of the phonological awareness skills (Akdal & Kargin, 2019).
In particular, skills at every stage of phonological awareness contribute to the acquisition of future
reading skills. All of these skills are critical for the development of early literacy (Akdal & Kargin,
2019).Each skill of phonological awareness skills is extremely important for reading success (Bryant,
1998;Bryant, Bradley, MacLean and Crossland, 1990). Knowing the development of each of the
phonological awareness skills and the content of the subject separately is necessary for each element in
future reading success. Based on the link between phonological awareness and future reading success,
studies show that the skills that are components of phonological awareness and the development of
these skills are closely related to reading performance (Apel and Lawrence, 2011; Hogan, Catts and
Little, 2005; Lonigan, Burgeess and Anthony, 2000; Schatschneider, Fletcher, Francis, Carlson and
Foorman, 2004; Wagner, Torgesen and Rashotte, 1994). The increase in research and standardized
evaluations has not only revealed that phonological awareness skills teaching is a very important
component of literacy acquisition, but also supported that teaching phonological skills creates a
positive change in the reading success of young children (Lonigan, Purpura, Wilson, Walker and
Clancy-Menchetti, 2013; National Assessment of Educational Progress, 2011; Schmitz and Loy, 2014).
The "Test for Determining Phonological Awareness Levels", whose validity and reliability study was
conducted, contains questions for each phonological awareness skill for teachers. It is seen that the
skills specified in the test literature prepared with this aspect are important in terms of measuring the
existing situations in teachers. In addition, this study was carried out on preschool teachers. In future
studies, test development studies can be carried out on special education teachers. As the number of

studies increases, interrelationship and prediction studies can be done.
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Pre-School Teachers' Phonological Awareness Level Test

—_

. Why is phonological awareness skill not important in children learning to read?
a. It helps children in word analysis.

b. It increases fluency in reading.

c. It contributes to the development of children's rhyme awareness skills.

d. It allows children to perceive the sounds with which letters are represented.

e. It teaches children the names of the letters.

2. Which of the following is not a skill made within the scope of phonological awareness skills?
a. Putting the sounds together

b. Things the child knows about writing before starting to read and write formally
c. Determining whether two words have common sound

d. Separating words into sounds

e. Making new words by combining sounds

3. Which of the following is not one of the phonological awareness skills?

a. Being aware of the words in the sentence

b. Being aware of syllables in words

c. Being aware of the sounds in the syllables

d. Rhyme awareness skill

e. Letter knowledge skill

4. Which of the following is not among the supportive elements for phonological awareness skills?
a. Reading a book with the child.

b. Talking about the heroes, events, pictures in the book.

c. Creating activities using songs, poems and rhymes.

d. Providing the child with an appropriate early literacy environment at home.

)

. Playing puzzles with pictures.
5. Which of the following is the correct order of difficulty in acquiring phonological awareness skills?
I. Rhyme Awareness II. Syllable Awareness III. Splitting Sentences into Words IV. Phonemic

Awareness
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a. I-II-III-IV

b. III- II- I- IV

c-I-TI-IV

D. II-I-IV-III

e. II-IV-II-I

6. Among the phonological awareness skills, what is the latest skill that children acquire?
a. Rhyme awareness

b. Phonological awareness

0

. Separating words into syllables

d. Syllable concatenation

)

. Splitting the sentence into words

N

. Which phonological awareness skill is being aware of the words in a sentence?
a. Rhyme awareness

b. Phonological awareness

0

. Separating words into syllables

d. Syllable concatenation

o

. Splitting the sentence into words

o]

. Which phonological awareness skill is the word-finding skill with similar pronouncements?
a. Rhyme awareness

b. Phonological awareness

0

. Separating words into syllables

d. Syllable concatenation

o

. Splitting the sentence into words

9. Splitting and being aware of syllables in words is a skill belonging to which phonological awareness

skill?
a. Rhyme awareness
b. Phonological awareness

c. Word awareness
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d. Syllable awareness
e. Splitting the sentence into words
10. Which of the following is the most difficult skill in the word awareness skill?
a. Determining the number of words in a sentence
b. Detecting a new word formed by the combination of two or more words
c. Discarding one of the words in a compound word and saying the rest
d. Saying a word in a simple sentence

e.Saying the new word by removing one of the words in the compound word and combining the

remaining word with another word.

11. Which of the following is the most difficult skill in syllable awareness skills?
a. Determining the number of syllables that make up a word

b. Putting two or more syllables together to say the newly formed word

c. Saying the newly formed word by replacing one of the syllables that make up the word with

another syllable

d. Identifying similar syllables in two words

e. Discarding one of the syllables in the word and say the rest

12. Which of the following is the most difficult skill in phonemic awareness skills?

a. Saying the number of sounds in the word

b. Being able to determine the first and last sound of the word

c. Saying the word made up of two or more sounds

d. Erasing one of the sounds in the word and saying the rest

e. Saying the newly formed word by replacing one of the sounds in the word with a new sound
13. Which of the following is a skill the child performs more difficult for word awareness?
a.” Combining the words "Black” and "Eye" to say the new word

b. "Cinar plays ball." say how many words are in the sentence

c. "Parents came to school." Saying a word in the sentence

d. Saying the newly formed word by removing the word "Ak" from the word

"Mediterranean"(Akdeniz) and replacing it with the word "Kara"

e. Saying the remaining word after dropping the word "sea" in the word "Mediterranean"
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14. Which of the following is a skill the child performs more difficult for syllable awareness?

a. Saying how many syllables in the word "owl"

b. Saying similar syllable parts of the word "creek" and "mouse"

c. Saying the newly formed word when he combines "sal", "yan" and "goz" syllables

d. Saying the newly formed word when he replaces the "top" syllable in the word "earth" with “do”
e. Saying where to divide the word "sycamore" correctly

15. Which of the following is a skill that the child performs more difficult for phonemic awareness
skill?

a. Saying the newly formed word when the sounds "d", "a" and "l" are combined

b. Saying the first sound in the word "rose"

c. Saying how many sounds are in the word "giant"

d. Saying what sounds are in the word "snow"

e. Saying the newly formed word when the sound "p" instead of the "r" sound in the word "snow"(kar)

16. Which of the following is a suitable word to be used in the event of throwing out the first sound of

the word in phonemic awareness activities?
a. Telephone

b. Giant

c. Train

d. Ball

e. Snail

17. It is not one of the questions that can be asked to children in the assessment of children's

phonological awareness skills?

a. Which of the Tiger - Television - Book words begin with the same sound?

b. What does a telescope do?

c. What is left when we throw out the first sound of the word giant?

d. Which words have similar pronunciations among the words Glass - Car - Plate?
e. "Octopuses have three hearts." How many words are in the sentence?

18. Which is not one of the questions that can be used in evaluating children's phonological awareness

skills?
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a. "Dolphins sleep with their eyes open.” Can you tell me a word from the sentence?
b. If we omit the word tear in the word "teardrop", can you say the remaining word?
c. Can you tell me similar syllables in the words "beret and mouse"?
d. Now I'll show you 4 letters and can you point me with your hand the letter I say your name?
e. If the word "sea" is substituted for "eye" in the word "Blackeye", what is the new word?
19. Which is not a requirement for the use of Phonological Awareness Intervention Programs?
a. Affecting performance in different academic skills in the future
b. Having a positive effect on reading success in the future
c. Affecting oral language skills
d. Having a positive effect on the development of listening skill
e. Using it to acquire a different second language
20. Which one is not a feature of phonological awareness intervention programs?
a. The age group to be applied is determined.
b. Which skills it focuses on are indicated in detail.
c. The duration of the program is determined.
d. It focuses on only one skill.

e. The methods and techniques to be used in the implementation of the activities are determined.
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