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Oz

Bu aragtirmanin temel amaci; okuldncesi egitiminde 6zel gereksinimli ol an ve olmayan ¢ocuklarla
calisan Ogretmenlerin  erken okuryazarlik bilgi diizeylerinin ¢esitli degiskenler acgisindan
karsilagtirmali olarak incelenmesidir. Aragtirmaya Ankara ili merkez il¢elerinde gérev yapan goniillii
377 dgretmen katilmistir. Ogretmenlerin demografik bilgilerini elde etmek igin bir bilgi formu ve
erken okuryazarlik bilgi diizeylerini belirlemek igin bir Erken Okuryazarlik Bilgi Testi (EROBIT)
gelistirilmistir. Gelistirilen bilgi testi calismaya katilan tiim Ogretmenlere uygulanmistir.
Ogretmenlerin EROBIT puanlari, 6zel gereksinimli 6grenci ile galistyor olma/olmama, yas, hizmet
yilt ve erken okuryazarliga iliskin egitim alip almama agisindan karsilagtirmali olarak incelenmistir.
Sonuglar incelendiginde, dgretmenlerin EROBIT puanlar1 sadece yas degiskenine gére anlamh
olarak farklilagmis diger degiskenlerde ise anlamli bir farklilik gériillmemistir. Caligmanin tartisma
bolimiinde elde edilen sonuglar ilgili alanyazin temelinde ayrintili olarak tartigilmistir.

Anahtar sozciikler: erken okuryazarlik, okuloncesi Ogretmenleri, erken okuryazarlik bilgi testi,

erken ¢cocukluk egitimi, 6zel gereksinimli ¢ocuklar

Auf:
Lagin, E. ve Gildenoglu, B. (2022). Smiflarinda 6zel gereksinimli ¢ocuk olan okuloncesi
ogretmenlerinin erken okuryazarlik bilgi diizeylerinin incelenmesi. Pamukkale Universitesi

Egitim Fakiiltesi Dergisi, 55, 100-128.d0i:10.9779.pauefd.975676

" Bu caligma birinci yazarin Ankara Universitesi Egitim Bilimleri Enstitiisii Ozel Egitim Boliimiinde yapilan Doktora Tezi
kapsaminda tiretilmistir

** Doktor Ogretim Uyesi, Hatay Mustafa Kemal Universitesi, emrelacn09@gmail.com ORCID ID: 0000-0003-0262-1743
o Dogent Doktor, Ankara Universitesi, birkanguldenoglu@yahoo.com ORCID ID: 0000-0002-9629-1505



mailto:emrelacn09@gmail.com
mailto:birkanguldenoglu@yahoo.com

E, Lagin ve B, Giildenoglu/ Pamukkale Universitesi Egitim Fakiiltesi Dergisi, 55, 100-128, 2022 101

Giris

Okuma, ilkokulun ilk yil1 igerisinde kazanilmasi beklenen, 6grencilerin daha sonraki sinif
diizeylerinde basarili bir akademik yasant1 gegirmesi i¢in gerekli olan 6nemli bir beceridir.
Okuma becerisinin kazanilmasinin, akademik basarinin en 6nemli 6n kosullardan biri
oldugu disiintildigiinde, biitiin 6grencilerin okul hayatlarimin ilk yillarinda bu beceriyi
kazanmalar1 gerekmektedir (Moates, 2000). Cocuklarin formal okuma yazma Ogretimine
baslamadan 6nceki donemde bir baska deyisle okul dncesi donemde, okuma yazmaya iligkin
kazanmalar1 gereken on kosul bilgi, beceri ve tutumlar1 okumaya hazirlik becerileri “erken
okuryazarlik” becerileri olarak ifade edilmektedir (Whitehurst ve Lonigan, 1998). Erken
okuryazarlik; geleneksel okuma yazma big¢imlerinin temelini olusturan bilgi, beceri ve
tutumlardan olusmaktadir (Sulzby ve Teale, 1991; Whitehurst ve Lonigan, 1998). Konuya
iliskin calismalar incelendiginde erken okuryazarlik becerilerinin farkli alt boyutlarda
incelendigi goriilmektedir. Bu alt boyutlar; sesbilgisel farkindalik, sozciik bilgisi, harf
bilgisi, dinledigini anlama ve yazi farkindaligi seklinde simiflanabilir (Burns, Griffin ve
Snow, 1999; Dickinson ve McCabe, 2001; Whitehurst ve Lonigan, 1998).

Sesbilgisel farkindalik; konusulan dilin ses yapisini tanimlama ve manipiile etme
yetenegi olarak tanimlanmakla beraber, okumayi Ogrenme siirecinde Onemli bir rol
oynamaktadir (Adams, 1999). Harf bilgisi; cocuklarin sézciiklerin harflerden olustugunu ve
sozciiklerini konusma diline aktarirken harf seslerinin kullanildigini, farkli harfleri bir araya
getirerek farkli sozciiklerin olusturuldugunu anlayabilmeleridir. Harf bilgisi, sozciikleri
okumay1 6grenmenin ¢ok 6nemli 6n kosullarindan biridir (Sarris, 2020).

Bir bagka alt boyut ise Sozciik bilgisidir. S6zctik bilgisi; okurken veya dinlerken ya
da yazarken veya konusurken ¢ocugun anlayabildigi sozciiklerin toplamima verilen isimdir.
Cocuklar okul 6ncesi donemde dinleyerek, konusarak planli olmayan bir sekilde sézciik
bilgilerini genisletirler. Dinledigini anlama; okumanin nihai amaci olan okudugunu anlama
icin gerekli en dnemli erken okuryazarlik becerilerinden birisidir. Bu beceri; dilin anlamsal
ve sozdizimsel yapilarimi anlayabilmeyi igcermektedir. Erken okuryazarlik igerisinde ele
alinan son alt boyut ise yazi farkindaligidir. Yazi farkindaligi, konusulan sozciiklerin yazil
sembollerle temsil edildigi, metnin soldan saga ve yukaridan asagiya okunmasi gerektigi
gibi temel unsurlar1 igermektedir (Pullen ve Justice, 2003). Yaz1 farkindalig1, cocuklara daha
sonraki okuma becerilerinin gelisimi i¢in bir temel saglar (Pullen ve Justice, 2003).

Erken okuryazarliga iliskin yukarida belirtilen alt boyutlarin okul oncesi donemde

cocuklar tarafindan edinilmis olmasi, onlarin ilkokuldaki okuma basarisini artirdigi ¢esitli
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arastirmalarda ifade edilmistir (Snow, Burns ve Griffin, 1998; Whitehurst ve Lonigan, 1998;

National Reading Panel, 2000). Erken okuryazarliga iligskin yapilan boylamsal birgok
caligmada; erken okuryazarlik egitimi alan ¢ocuklarin almayan g¢ocuklara gore akademik
basarilarinin daha iyi oldugu da ifade edilmistir (Cunningham ve Stanovich 1997; Dickinson
ve McCabe, 2001). Okul dncesi donem risk grubunda olan ve/veya 6zel gereksinimli olan
cocuklar, normal gelisim gosteren akranlarina gore erken okuryazarlikta daha diisiik beceri
diizeyine sahiptirler (Bierman, Nix, Greenberg, Blair ve Domitrovich, 2008). Okul 6ncesi
donemde risk grubundaki c¢ocuklarinin erken okuryazarlik becerileri desteklenmedigi
takdirde, ilkokuldaki normal gelisim gosteren akranlari ile aralarinda goriilen akademik
basar1 farkinin kapatilmasi ¢ok gii¢ olmaktadir (Vernon-Feagans, Kainz, Hedric, Ginsberg
ve Amendum, 2013).

Erken okuryazarlik becerilerinin hem normal gelisim gosteren gocuklarin hem de
0zel gereksinimli ve risk grubundaki cocuklarin okuma basarisina dogrudan etkisi
diisiiniildiiginde; bu becerileri ¢ocuklara kazandirmalari beklenen o6gretmenlerin konu
hakkindaki bilgi diizeyleri biiyllk 6nem tasimaktadir. Buna gore Ogretmenlerin konu
hakkindaki yetkinlikleri gocuklarin basarisini dogrudan etkilemektedir (Cunningham vd.,
2004; Puliatte ve Ehri, 2018). Bu nedenle uluslararasi alanyazindaki pek ¢ok ¢aligmada okul
oncesi Ogretmenlerinin dil ve erken okuryazarligi desteklemek i¢in bilgi diizeyleri
belirlenmeye g¢alisiimistir (Cunningham vd., 2004; Puliatte ve Ehri, 2018; Spear-Swerling,
Brucker ve Alfano, 2005). Bu c¢alismalardan elde edilen ortak sonuca bakildiginda, okul
oncesi Ogretmenlerinin erken okuryazarlik bilgilerinin olmasi gerekenin altinda oldugu
gorilmektedir.

Okumanin cocuklarin akademik ve sosyal hayatina olan etkisidiisiiniildiigiinde,
ilkokula bagladiklart andan itibaren yasayabilecekleri okuma ve okudugunu anlama
giicliikklerinin okul Oncesi donemde belirlenebilmesi i¢in erken okuryazarlik becerilerinin
okul dncesi donemde dogru degerlendirilmesi ve desteklenmesi énemlidir. Ulkemizde okul
oncesi Ogretmenlerinin erken okuryazarlik hakkindaki bilgi ve becerilerinin, sinif
uygulamalarinin degerlendirilmesine yonelik sinirli sayida ¢alismanin oldugu goriilmektedir
(Cakmak ve Yilmaz, 2009; Deretarla-Giil ve Bal, 2006; Kerem ve Comert, 2005;
Parlakyildiz ve Yildizbas, 2004). Var olan ¢alismalar incelendiginde, ¢alismalardan sadece
birka¢inda (Altun ve Tantekin Erden, 2016; Ergiil, Karaman, Akoglu, Tufan, Sarica ve
Kudret, 2014) 6gretmenlerin erken okuryazarlik bilgi diizeylerinin daha ayrintili bigimde
incelendigi goriilmiistiir. Ogretmenlerin erken okuryazarlik becerilerine iligkin bilgi

diizeylerinin belirlenmesi, ayn1 zamanda onlar i¢in hazirlanmasi gereken hizmet ici egitim
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programlar1 acisindan da belirleyici olacaktir. Bu amagcla; bu calismada okul oncesi

Ogretmenlerinin erken okuryazarlik bilgi diizeylerinin ¢esitli degiskenler agisindan
incelenmesi hedeflenmistir. Bu genel amag¢ kapsaminda asagida belirtilen arastirma
sorularia cevaplar aranmustir.

Calismaya dahil edilen 6gretmenlerin,
1. Erken okuryazarlik bilgi testinden aldiklart puanlarin dagilimlart nasildir?

2. Erken okuryazarlik bilgi testinden aldiklart puanlar ¢alistiklar1 6grenci gruplarina

(6zel gereksinimli olan ve olmayan) gore anlamli bi¢cimde farklilagsmakta midir?

3. Erken okuryazarlik bilgi testinden aldiklar1 puanlar 6gretmenlerin yaslarina gore
anlamli bi¢imde farklilasmakta midir?

4. Erken okuryazarlik bilgi testinden aldiklar1 puanlar hizmet siirelerine gére anlaml
bi¢imde farklilasmakta midir?

5. Erken okuryazarlik bilgi testinden aldiklar1 puanlar erken okuryazarliga iliskin

egitim alip almama durumlarina gére anlamli bigimde farklilasmakta midir?
Yontem

Arastirma Modeli

Bu arastirmada, okul Oncesi 0gretmenlerinin erken okuryazarliga iligkin bilgi diizeyini
belirlemek i¢in nedensel betimsel tarama modeli kullanilmistir. Betimsel model (tarama
modeli) geg¢miste ya da halen var olan bir durumu var oldugu sekliyle betimlemeyi
amaglayan aragtirma yaklasimidir. (Biyiikoztirk, Kilig Cakmak, Akgiin, Karadeniz ve
Demirel, 2010).

Calisma Grubu

Arastirmaya Ankara’nin merkez ilgelerinden Altindag, Cankaya, Sincan, Ke¢ioren, Mamak,
Yenimahalle, Pursaklar ve Etimesgut ilgelerinden 377 okul dncesi 6gretmeni katilmistir. Bu
ogretmenlerden 201’1 6zel gereksinimli Ogrencilerle, 176’s1 ise normal gelisim gosteren
ogrencilerle calismaktadir. Bu ilgeler maksimum cesitlilik ilkesine gore belirlenmis olup,
ulagilabilirlik ve goniilliiliik esasina dayali olarak 6gretmenler se¢ilmistir. Sonrasinda ise
olgiit ornekleme yontemi kullanilmistir. Calismaya dahil edilen 6gretmenlerde a) egitim
fakiiltelerinin okul Oncesi oOgretmenligi boliimiinden mezun olmalar, b) calistigi
anaokulunda kadrolu okul Oncesi O0gretmeni olarak anaokulu ve/veya kreslerde calisiyor

olmalar1 ve c) ¢alismaya katilmaya goniillii ve istekli olmalart sartlart aranmistir. Calismaya
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dahil edilen 6gretmenlerin arastirmada kullanilan demografik degiskenlere gore sayisal

dagilimlar1 Tablo 1’de sunulmustur.

Tablo 1. Arastirmaya Katilan Ogretmenlere Iliskin Demografik Bilgiler

Ozel Gereksinimli Ogrenci Ile Calisan Say1 Yiizdelik
Ozel Gereksinimli Ogrenci Ile 201 53,3
Ozel Gereksinimli Ogrenci Ile Calismayan 176 46,7
Toplam 377 100,0
Ogretmen Yaslar Say1 Yiizdelik
23-30 142 37,7
31-37 134 35,5
38 Uzeri 101 26,8
Toplam 377 100,0
Hizmet Siiresi Say1 Yiizdelik
1-5 107 28,4
6-10 153 40,6
11 Uzeri 117 31,0
Toplam 377 100,0
Egitim Alip/ Almama Say1 Yiizdelik
Evet 107 28,4
Hayir 270 71,6
Toplam 377 100,0

Kullanilan Veri Toplama Aracglarn

Arastirma kapsaminda; Ogretmenlerin demografik bilgileri ile katilimer se¢im 6lgiitlerini
karsilyrp karsilamadiklarmi belirlemek amaciyla bir Ogretmen Bilgi Formu ve erken
okuryazarliga iliskin bilgi diizeylerini degerlendirmek amaciyla da bir Erken Okuryazarlik
Bilgi testi (EROBIT) gelistirilmistir. Asagida ¢alisma igerisinde kullanilan veri toplama
araclarina iligkin ayrintili bilgiler sunulmustur.

Ogretmen bilgi formu; arastirmaci tarafindan hazirlanmistir. ilk kisminda testin
icerigi ve amacina iliskin bilgilerin oldugu kisa bir paragraf yer almaktadir. Ikinci kisimda
ise, katilimc1 6gretmene iliskin cinsiyet, yas, gorev yapilan okulun ismi, mesleki deneyim
erken okuryazarliga iliskin hizmet ici egitim, lisans dersi, kurs veya sertifika alma gibi
bilgilerin edinilmesini amaglayan sorular bulunmaktadir. Erken Okuryazarlik Bilgi Testi;

(EROBIT) okuldncesi dgretmenlerinin erken okuryazarlik bilgi diizeylerini belirlemek igin
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kullanilan, aragtirmaci tarafindan gelistirilmis bir bilgi testidir. Testler insan davraniglarinin,

bilgilerinin belirlenmesi i¢in egitimciler, psikologlar ve daha pek ¢ok uzmanlik alaninda
calisanlarin siklikla kullandigi 6l¢me araglarindan birisidir (Kutlu ve Cok, 2002). Bir testin
giivenirliginin ve gegerliginin test gelistirildikten sonra hesaplanmasina ragmen, en dogru
Olclimii yapabiliyor olmasi, testin uygun ve dogru bir yontemle gelistirilmis olmasina
baglidir (Walsh ve Betz, 1995). Bu siire¢ alan yazinda “test gelistirme” olarak ifade
edilmektedir. Test gelistirme siireci; bazi Ozellikleri Onceden bilinen 6lgme aracinin
olusturulmasidir (Baykul, 2015). Test gelistirme siireci, gelistirilen testin amaci ig¢in
kullanimina kadar, yapilmasi gereken birtakim asamalar1 icermektedir. EROBIT'in

gelistirmesi sirasinda klasik test kuraminin test gelistirme asamalart dikkate alinmustir.

Bunlar:
. Test ile hangi 6zelliklerin dlgiilecegini belirleme,
J Testin kimlere ni¢in uygulanacagini ve uygulamadan elde edilen puanlarin hangi

amag ya da amaglarla kullanilacagini belirme

. Testte kullanilacak, Slgiilecek 6zellige en uygun madde tiplerini belirleme ve bu
yonde madde yazma

o Test maddelerini dil, psikometrik ve bilimsel denetimden gegirme

o Test maddelerini diizeltme, amaca uygun maddeleri belirleme ve bu yolla pilot
uygulama formu olusturma

o Pilot uygulamay1 belirleme

. Sonuglarin nasil puanlanacagi, puanlarin nasil yorumlanacagi, verilerin nasil analiz
edilecegini ve maddelerde ne tiir psikometrik 6zellikler aranacagini belirleme

. Analiz sonuglarina gore testte yer alan maddelerde goriilen aksakliklar1 gidermedir.

EROBIT Kapsam Gegerliligi

Konuya iliskin yapilan alanyazin taramasi sonucunda Ogretmenlerin erken okuryazarliga
dair kavramsal bilgi ve pratikte kullaniyor olmasi beklenilen konular ve beceriler,
alanyazinda yer alan erken okuryazarlikla ilgili ¢alismalar da diisiiniilerek alt1 konu altinda
toplanmis ve sonrasinda 6n calisma olarak her bir konuya iliskin maddelerin yer aldig1 54
maddelik havuz olusturulmustur. Testte yer almasi planlanan konular ve soru tiirlerine

iligkin dagilim Tablo 2’de sunulmustur.
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Tablo 2. Erken okuryazarlik Becerilerinin Konularina Gore Testteki Soru Dagilimi ve Soru

Tiirleri
Boyutlar Temel Kavramlar  Okuma ile Tliskisi Nasil
Desteklendigi

Genel Erken 3 3 3

Harf Bilgisi 3 3 3

Sesbilgisel Farkindalik 3 3 3

Sozciik Bilgisi 3 3 3

Yazi Farkindaligi 3 3 3

Dinledigini Anlama 3 3 3

Toplam 18 18 18

Genel Toplam 54

Test gelistirme siirecinde, maddelerin 6l¢mesi amaglanan bilgiyi tam tam olarak ifade etmesi
gerekmektedir. Bu nedenle uzman goriisine bagvurulmasi gerekmektedir. EROBIT
gelistirilirken soru havuzu olusturulduktan sonra iki 6zel egitim, iki okul dncesi, iki 6lgme
degerlendirme boliimii, bir Tiirkge ve bir sinif dgretmenligi bolimii olmak {izere sekiz
akademisyenin goriisiine bagvurulmustur. Ek olarak bir anasinifi 6gretmeninin goriislerine
de basvurulmustur. Uzmanlarin her bir madde hakkindaki goriisleri “uygun”, “kismen
uygun” ve “uygun degil” seklinde hazirlanan bir form araciligiyla alinmistir. Katilimcilarin
uygun bulmadiklar1 ya da kismen uygun bulduklart maddeye iliskin goriislerini yazmalari
istenmigtir. Uzman goriislerinin degerlendirilmesi Lawshe teknigi kullanilarak yapilmistir.
Lawshe tekniginde en az bes en fazla 40 uzmanmn goriisiine ihtiya¢ vardir. Uzmanlarin
olgekte yer alan maddeler hakkindaki goriisleri toplanarak kapsam gegerlik oranlari (KGO)
hesaplanmaktadir. 9 uzman i¢in hesaplanan minimum KGO degeri. 75’tir (Yurdugiil, 2005).
Altinda kalan maddeler testten cikarilmis 34 madde elde edilmistir. Kapsam gegerlik
indeksi; kapsam gecerlik orani hesaplandiktan sonra elde kalan maddelerin KGO’larinin
aritmetik ortalamasi ile elde edilir Bu calismada KGO hesaplamasi sonucu elde kalan 34
maddenin kapsam gecerlik indeksi (KGI) 0,96 bulunmustur. KGI; dokuz uzman icin
minimum kapsam gecerlik 6l¢iitii olan 0,75 ten biiyiik oldugu (Veneziano ve Hooper, 1997)
icin (0,96>0,75 ya da KGI>KGO) olusturulan &lgegin kapsam gegerligi istatistiksel olarak

anlamli oldugu goriilmiistiir (Lawshe, 1975).
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EROBIT Yap1 Gecgerliligi

Test gelistirme, istenilen 6zelliklere uygun bir 6lgme araci gelistirme siirecidir. Bu siireg,
istenilen dzelliklerin test maddelerine koyulmasi yoluyla saglanmaktadir. istenen 6zelliklere
sahip uygun olan maddelerin se¢imi igin ise, madde analizi yapilmasi gerekmektedir. Madde
analizi, madde istatistiklerinin hesaplanmasi, dogrudan teste koyulabilecek maddelerin
belirlenmesi ve bu maddeler iizerinde yapilabilecek diizeltmelerin nasil olacaginin
saptanmasi, testte yer almasi istatistiksel acidan uygun olmayan maddelerin elenmesi
amaciyla yapilmaktadir (Tabacnick ve Fidell, 2001). EROBIT uygulamasi ile elde edilen
veriler madde analizi yontemi kullanilarak analiz edilmistir. Bu siirecte madde gii¢ligii ile
madde ayirt ediciligi hesaplamalar1 yapilmistir.

Madde ayirt edicilik indeksi hesaplamak icin iki gesit yontem vardir. Bunlar; Alt-Ust
gruba gore madde ayirt edicilik indeksi hesaplama ve Nokta Cift Serili Korelasyona gore
hesaplamalardir (Crocker ve Algina, 1986). Alt- Ust grup yontemi genellikle basari
testlerinde uygulanan bir yontemdir. Basari siralamasi, se¢gme gerektiren bir arag
hazirlandiginda kullanilmaktadir. EROBIT bir bilgi testi olup basar1 siralamasi veya se¢gme
gerektirmediginden bu ¢alismada ayirt edicilik indeksi Nokta Cift Serili Korelasyona Gore
hesaplanmistir. Ayrica Nokta Cift Serili Korelasyon hesaplamalar1 (1-0) yani dogru-yanlis
seklinde veri matrisi olusturulan yapay kategorik degiskenlerin oldugu testlerde
kullanilmaktadir. Bu hesaplamada kisinin maddedeki performansi ile testin tamaminda
gosterdigi performans arasindaki iliski hesaplanmaktadir (Croker ve Algina, 1986). Bu
yontem kullanilarak EROBIT igin ayirt edicilik indeksi birka¢ asama ile hesaplanmustir. ilk
olarak her katilimcinin cevaplari, dogru-yanlis (1-0) olarak veri matrisi olusturulmustur.
Ardindan 6gretmenlerin testten aldiklar1 toplam puanlar belirlenmis ve testten aldiklari
puanlarin aritmetik ortalamasi hesaplanmistir. Ogretmenlerin EROBIT puanlarma iliskin

betimsel istatistikler Tablo 3’de sunulmustur.

Tablo 3. Testin Toplam Puanlarina Iliskin Betimsel Istatistikler Tablosu

Katithmear Minimum Maksimum Maksimum  Toplam Standart KR20

377 6 25 34 15,38 4,22 ,62

Madde ayirt edicilik indeksi hesaplayabilmek i¢in Oncelikle madde gii¢lilk indeksi
hesaplanmistir. Madde giicliik indeksi hesaplamak i¢in; her bir maddeyi dogru yanitlayan
kisi sayist toplam teste katilan kisi sayisina boliinmiistiir. Maddelerin giicliigiine iliskin
maddelerin aldig1 gii¢liik indeksi degerlerine gore; ¢ok zor (0,00-0,20), zor (0,20-0,40), orta
giicliikkte (0,40-0,60) , kolay (0,60-0,80) ve ¢ok kolay (0,80-1,00) olarak siniflandirilmistir
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(Crocker ve Algina, 1986). Madde giicliigli indeksinin yaninda testin gegerli bir test

oldugunu soyleyebilmek i¢in madde ayirt edicilik indeksi hesaplanmali ve bu degerlerin
istatistiksel acidan uygun olup olmadiginin yorumlanmasi gerekmektedir. Bu amagla testten
elde edilen standart sapma, testten alinan ortalama puan, madde giigliik indeksi ve her bir
maddeye ait dogru yanitlayan kisilerin testten aldiklar1 puan ortalamas1 madde ayirt edicilik
indeksi formiilii kullanilarak herbir maddenin ayirt ediciligi hesaplanmistir. Madde ayirt
edicilik indeksi verilerine gore gegerli ve gegersiz maddeleri yorumlayabilmek i¢in Crocker
ve Algeria (1986) calismasinda madde ayirt edicilik indeks degerleri temel alinmistir. Bu
ayirt edicilik indeks degerlerine gore EROBIT madde ayirt edicilik indeksi degerleri
incelendiginde; 3-4-15-19-23-26-32 numarali maddelerin kesinlikle gegersiz ve gegersiz
oldugu goriilmiistiir. Veri setinden bu maddeler ¢ikartilarak, nokta cift serili korelasyona
gore ayirt edicilik hesaplamasi tekrar yapilmistir. Sonuglar incelendiginde; testte yer alan 34
maddeden 7 tanesi gii¢ ve ayirt edici olmadiklari (¢ok kolay olduklari) igin ¢ikartilmustir.
Testin kalan 27 maddesi ile yapilan hesaplamalara gore ayirt edicilik indeksi 0,19’un altinda
kalan gecersiz maddesi bulunmamaktadir. Kismen gecerli maddeler nokta c¢ift serili
korelasyona gore manidar diizeyde bulundugundan (Crocker ve Algina,1986) testten
cikartilmasina gerek duyulmamistir. Testin son halinden elde edilen puanlara ait KR 20
giivenirlik katsayis1. 71 olarak bulunmustur. EROBIT testine iliskin yapilan madde analizi
sonuclarina gore test gegerli, KR20 giivenirlik hesaplamalarina gore de giivenilir bir bilgi
testidir. Testin son haline iligkin sorularin konulara gore dagilimi Tablo 4’ de gosterilmistir.

Tablo 4. EROBIT Konulara Gére Sorularin Dagilimi

Boyutlar Temel Kavramlar  Okuma ile Tliskisi Nasil
Desteklendigi

Genel Erken 2 2 2
Harf Bilgisi 1 1 1
Sesbilgisel Farkindalik 2 3 2
Sozciik Bilgisi 1 2 1
Yazi1 Farkindaligi 1 1 1
Dinledigini Anlama 2 1 1
Toplam 9 10 8

Genel Toplam 27
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Veri Analizi

Veri Toplama Siireci

EROBIT’in uygulamasi i¢in ilk asamada Ankara ilindeki sekiz merkez ilgedeki Milli Egitim
Bakanligia bagli anaokullarinin listesi yapilmis ve uygulamanin yapilabilmesi igin Il Milli
Egitim Miidiirliigiinden gerekli izinler alinmistir. Daha sonra Ankara Universitesi Etik Kurul
Baskanligindan “Etik Kurul Onay:” almmistir. Uygulama icin toplamda 548 EROBIT formu
48 anaokulunda bulunan arastirmaya katilmaya goniillii olan, katilimci kosullarini saglayan
okul Oncesi 6gretmenine dagitilmistir. Uygulama tamamlandiktan sonra toplanan formlar
incelenmistir. Inceleme sirasinda, tiim segenekleri ayn1 isaretleyen, rastgele isaretleyen ve
testin yaridan fazlasim bos birakan katilimcilarin formlari elenmistir. Inceleme sonunda

calismaya dahil edilebilecegi anlasilan toplam 377 forma ulasilmistir.

Verilerin Coziimlenmesi

Veri toplama asamasi sonrasinda toplanan veriler arasindan analizlere dahil edilecek
formlara karar verildikten sonra, EROBIT ve Ogretmen Bilgi Formu aracilifiyla toplanan

tiim veriler SPSS 22 programina girilerek analiz siirecine gegilmistir.

Bulgular

Calismaya katilan okul oncesi dgretmenlerinin erken okuryazarlik bilgi testinden aldiklari
puanlarin genel dagilimi incelenmistir. Ogretmenler; en ¢ok 27 puan alinabilen bu bilgi
testinden (EROBIT) en diisiik 4 puan, en yiiksek 23 puan almislardir. Teste iliskin ortalama
puan 14,12, standart sapma ise 4,03 bulunmustur. Klasik Test gelistirme kurami temel
alindiginda 6gretmenlerden EROBIT'in %70’lik kismina dogru yanit verenlerin, yani 19
puan ve tizerinde alanlar erken okuryazarlik konusunda yeterli bilgi diizeyine sahip olduklari
kabul edilmistir (Linn, 1989; Kutlu ve Cok, 2002). Testin %30’unu dogru yapabilen yani 8
ve alt1 puan alanlarin ise yetersiz bilgi diizeyine sahip olduklar1 ve basarisiz oldugu, 8 ile 19
puan arasinda alanlarin ise desteklenmesi gereken grubu temsil ettikleri kabul edilmistir. Bu
kapsamda Ogretmenlerin bilgi diizeylerine iliskin betimsel istatistikler Tablo 5’de

sunulmustur.
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Tablo 5. Ogretmenlerin Erken Okuryazarlik Bilgi Testi Basar: Puanlart

Basarii***  Bilgi Gereksinimi Basarisiz** Tiim
Olan* Ogretmenler
n 43 293 41 377
X 20,27 14,26 6,63 14,12
ss 1,20 2,65 1,26 4,03
Min Puan 19 9 4 4
Max Puan 23 18 8 23

*Temel diizeyde erken okuryazarlik bilgilerine sahip olmakla birlikte bu bilgilerin gelistirilmesine gereksinim
duyan 6gretmenler grubu.
** Erken Okuryazarlik bilgi diizeyi ¢ok smirli olan 6gretmen grubu.

*#*Erken Okuryazarlik bilgi diizeyi yeterli olan 6gretmen grubu

Ogretmenlerin  EROBIT puanlar1 incelendiginde sadece 43 Ogretmenin erken
okuryazarlik konusunda yeterli bilgiye sahip oldugu goriilmektedir. Kalan 334 dgretmenin
ise erken okuryazarlik konusunda yeterli bilgiye sahip olmadig1 goriilmektedir. Yeterli bilgi
diizeyine sahip olmayan 334 ogretmenin 293’iiniin EROBIT puaninin 14,26 oldugu
goriilmektedir. Caligmaya katilan tiim 6gretmenlerin erken okuryazarliga iliskin bilgi diizeyi
ortalamast 14,12 olarak bulunmustur. Ogretmenlerin erken okuryazarligi olusturan
boyutlardaki performansini gorebilmek i¢in alt boyutlara iligkin aldiklar1 puanlarin

ortalamalar1 hesaplanmistir. Buna iligkin sonuglar Tablo 6’da sunulmustur.

Tablo 6. Ogretmenlerin EROBIT'in Alt Boyutlarina Iliskin Puan Ortalamalar:

Genel Erken  Sesbilgisel Dinledigini  Harf Sozciik Yazi

Okuryazarhk Farkindahk Anlama Bilgisi Bilgisi  Farkindahg
N i 377 377 377 377 377
Min 0,00 1,00 0,00 0,00 0,00 0,00
Max 6,00 7,00 4,00 3,00 4,00 3,00
Ort. 2,84 3,95 2,37 1,44 2,22 1,27

Alt boyutlara iliskin alinan ortalama puanlar incelendiginde tiim alt boyutlarda
ogretmenlerin %50’ye yakin bir basar1 performansi sergiledigi goriilmektedir.
Calisma grubunun EROBIT ten aldiklari toplam puanlarn farkli degiskenlere gore

karsilagtirilabilmesi i¢in ilk olarak elde edilen puanlarin ¢ok degiskenli normallik
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varsayimini karsilayip karsilamadigi incelenmistir. Bunun i¢in degiskenler hem histogram

grafigi icerisinde, hem de betimsel istatistikleri (Biiytikoztiirk vd., 2010) degerlendirilmistir.
Calisma icerisinde normallik varsayimina iligkin elde edilen sonuglar incelendiginde, tiim
degiskenler i¢in skewnessdegerinin .-34, kurtosis degerinin ise .-39 oldugu goriilmiis ve
verilerin normal dagildigi varsayilmistir. Alanyazinda normallik varsayimina iliskin
belirtilen degerler incelendiginde, skewness degerinin. 8’den kiigiik, kurtosis degerinin ise
3.0’den kii¢iik olmasinin normal dagilimi isaret ettigi belirtilmektedir (Tabachnick ve Fidell,
2001). Bilgi testinden elde edilen puanlarin dagilimina iliskin betimsel istatistikler Tablo

7’de verilmistir.

Tablo 7. EROBIT Puanlarina Iliskin Betimsel Degerler

N En En X Ortanca Mod SS CK BS

377 4.00 23.00 14.12 15.00 19.00 4.03 -34 -.39

Calisma icerisinde ele alinacak degiskenlerin normallik varsayimini karsilamasi
sonucunda verilerin parametrik test kullanilarak analiz edilmesinin uygun olduguna karar
verilmis ve &gretmenlerin EROBIT ten aldiklar1 puanlar, dgretmenlerin yas1, calistiklar:
gruplar (0zel gereksinimli olan ve olmayan), 6zel gereksinimli olan ve olmayan ¢alistiklari
yas grubu (kres ve anaokulu), hizmet siireleri ve erken okuryazarliga iliskin egitim alip

almama durumuna iliskin ANOVA veya T- Testi ile analiz edilmistir.

Ogretmenlerin EROBIT Puanlarimin  Ozel Gereksinimli Ogrenci ile Calisiyor
Olma/Olmama Durumuna Gore Karsilastirilmas

Ogretmenlerin 6zel gereksinimli &grenci ile c¢alistyor olma/olmama durumuna gore
EROBIT’den aldiklar1 puanlar T-testi ile analiz edilmistir. Sonuglar Tablo 8’de

gosterilmistir.

Tablo 8. Eken Okuryazarlik Bilgi Testi Puanlarimin Ogretmenlerin Ozel Gereksinimli
Cocukla Calisiyor Olma/Olmama Durumuna Gore Farklilasip Farklilasmadigint Belirlemek
Uzere Yapilan Bagimsiz Grup t Testi Sonuglar

Gruplar n X ss t sd p
OG ile Calisiyor 201 14,45 3,98 1,73 375 ,084
OG ile Calismiyor 176 13,73 4.05

Ogretmenlerin EROBIT'ten aldiklari puanlari OG &grenci ile g¢alistyor olma/olmama

degiskeni acisindan karsilastirilmustir. (t(375)=1,78, p>,01). Tablo 8'e bakildiginda, OG ile
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calisan Ogretmenlerin puanlart ile (X=14,45) calismayan O&gretmenlerin puanlarinin

(X=13,73) birbirine benzer oldugu goriilmektedir. EROBIT testinde basarili grupta yer alan
43 gretmenin 30’unu OG ile calisan 6gretmenlerin olusturdugu goriilmektedir. Bu nedenle
basarili grupta yer alan 43 dgretmenden, OG 6grenci ile ¢alisan ve ¢alismayanlarin EROBIT
puanlar1 arasinda istatistiksel bir fark olup olmadigina bakilmistir. Oncelikle analiz
yapilacak bu grubun puanlarinin normal dagilim gdsterip gostermedigi incelenmistir.
Normallik varsayimina iligkin yapilan analizden elde edilen sonuglar incelendiginde,
skewness degerinin .72, kurtosis degerinin ise .-18 oldugu goriilmiis ve verilerin normal
dagildig1r varsayilmistir. Alanyazinda normallik varsayimina iliskin belirtilen degerler
incelendiginde, skewness degerinin. 8’den kiiciik, kurtosis degerinin ise 3.0’den kiigiik
olmasinin normal dagilimi isaret ettigi belirtilmektedir (Tabachnick ve Fidell, 2001).
Bagarili &gretmenlerin EROBIT puanlarmin normal dagilim varsaymmlarini karsiladig
goriildiikten sonra; OG ile galistyor olan 6gretmenler ile galismiyor olanlarmmin EROBIT

puanlar: T-testi ile analiz edilmistir. Sonuglar Tablo 9’da gésterilmistir.

Tablo 9. Basarili Ogretmenlerin Bilgi Testi Puanlarimn Ozel Gereksinimli Cocukla
Calisisiyor Olma/Olmama Durumuna Gére Farklilagip Farklilasmadigini Belirlemek Uzere
Yapilan Bagimsiz Grup t Testi Sonuglart

Gruplar n X ss t sd p
OG ile Calistyor 30 20,16 1,05 93 41 ,084
OG ile Calismiyor 13 20,53 1,50

Basaril1 6gretmenlerin 6zel gereksinimli 6grenci ile calisiyor olma/olmama durumlarina
gore aldiklart EROBIT puanlari arasinda anlamli bir farklilk olmadigi goriilmektedir
t(41)=,93, p>,01. Tablo 18'e bakildiginda, OG ile galisan Ogretmenlerin puanlar ile
(X=20,16) calismayan Ogretmenlerin puanlarinin (X=20,53) birbirine benzer oldugu

goriilmektedir.

Ogretmenlerin EROBIT Puanlarinin Yaslarina Gore Karsilastirilmast

Ogretmenlerin EROBIT ten aldiklar1 puanlarin yaslarina gore anlamli olarak fark olup
olmadigint belirlemek icin ANOVA yapilmistir. Analize iliskin sonuglar Tablo 10°da

sunulmustur.
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Tablo 10. Erken Okuryazarlik Bilgi Testi Puanlarmmin Yas Degiskenine Gére Farklilasp

Farklilasmadigini  Belirlemek Uzere Yapilan Tek Yonli Varyans Analizi (ANOVA)

Sonuglari

f, X ve ss Degerleri ANOVA Sonuclar

Grup n X ss  Varyansin Kareler sd Kareler F p M2
Kaynagi  Toplam Ort.

23-30 142 1488 391 GrupAra. 146,65 2 73,32 459 .00 .024

yas

31-37 134 13,88 4,07 Gruple. 5963,73 374 1594

yas

38ve 101 13,36 3,99 Toplam 6110,38 376

ust.

Analiz sonuglar1 6gretmenlerin Erken Okuryazarlik Bilgi diizeyleri arasinda yas
grubu bakimindan anlamli bir farklilik oldugu gorilmektedir. F(2, 374)=4,59, p<.05. Etki
biiytikliigiine (n2 ) bakildiginda ise (n2 = .024) olarak hesaplanmistir. Bu da kii¢lik ve orta
arasi bir karsilig1 ifade etmektedir. Clinkii etki biiytikliigii 0.01, 0.06 ve 0.14 olarak sirasiyla
kiigiik, orta ve biiylik olarak tanimlanmigtir (Koklii, Biiytikoztiirk ve Bokeoglu, 2006; Green,
Salkind ve Akey, 2000). ANOVA sonrasi hangi post-hoc ¢oklu karsilagtirma tekniginin
kullanilacagina karar vermek ic¢in Oncelikle Levene’s testi ile grup dagilimlariin
varyanslarinin homojen olup olmadigi hipotezi smmanmis, varyanslarin homojen oldugu
saptanmistir (LF=0,950;05). Bunun iizerine varyanslarin homojen olmasi durumunda
yayginlikla kullanilan Scheffe ¢oklu karsilastirma teknigi tercih edilmistir. Scheffe testinin
tercih edilmesinin nedeni testin alpha tipi hataya karsi duyarli olmasidir. Gergeklestirilen

Scheffe ¢oklu karsilagtirma analizi sonuglar1 Tablo 11’ de sunulmustur.
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Tablo 11. Erken Okuryazarlik Bilgi Testi Puanlarimin Yas Degiskenine Gére Hangi Alt

Gruplar Arasinda Farklilastigimi Belirlemek Uzere Yapilan Tek Yonlii Varyans Analizi
(ANOVA) Sonrasi Post-Hoc Scheffe Testi Sonuglart

Yas Yas Ort. Farki Standart Hata p
23-30 yas 31-37 yas .99 ,48 ,099
38 yas iistii 1,51° 51 011
31-37 yas 23-30 yas -,99 48 ,099
38 yas tistii ,52 ,52 ,583
38 yas ve listii 23-30 yas -1,51" 51 011
31-37 yas -52 52 ,583

EROBIT puanlarinin yas degiskenine gore hangi alt gruplar arasinda farklilastigini
belirlemek iizere yapilan tek yonlii varyans analizi (ANOVA) sonras1 post-hoc Scheffe testi
sonucunda 23-30 yas grubu ile 38 istii yas grubu arasinda 23-30 yas grubu lehine
istatistiksel olarak (p<.01) diizeyinde anlamli bir farklilik saptanmistir. Bu durum, 23-30 yas
grubundaki dgretmenlerin 38 {stii yas ve 31-37 yas grubu dgretmenlere gore daha iyi erken
okuryazarlik bilgisine sahip olduklarini ortaya koymaktadir. Diger alt boyutlar arasindaki

farklilik istatistiksel olarak anlamli bulunmamistir (p>.05).

Ogretmenlerin EROBIT Puanlarinin Hizmet Siirelerine Gore Karsilastirlmasi
Ogretmenlerin EROBIT puanlarinin hizmet siirelerine goére anlamli bir farklilik olup

olmadigi ANOVA ile test edilmistir. Analize iliskin sonuglar Tablo 12’de sunulmustur.

Tablo 12. Erken Okuryazarlik Bilgi Testi Puanlarimin Hizmet Siirelerine Gore Farklilagip
Farklilasmadigini Belirlemek Uzere Yapilan Tek Yonlii Varyans Analizi (ANOVA) Sonuglar

K < :
f, X ve ss Degerleri ANOVA Sonuglari

Grup n X ss  Varyansin Kareler Sd Kareler f p
1-5y1l 107 14,61 3,95 Grup Ara. 42,21 2 21,10 1,30 .273
6-10yll 153 14,05 4,05 Grupic. 6068,17 374 16,22

I1yilve 117 13,76 4,05  Toplam 6110,38 376

ust

Analiz sonuglart 6gretmenlerin Erken Okuryazarlik Bilgi Testinden aldiklar
puanlarin hizmet siirelerine gore karsilastirildiginda anlamli bir farklihik olmadigi

goriilmiistiir. F(2, 374)=1,30, p>.05. Bir bagka ifade ile 6gretmenlerin bilgi diizeyleri hizmet
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stirelerine bagli olarak degisiklik gostermemektedir. Tablo 12'de de goriilebildigi gibi farkl

hizmet siiresinden calismaya dahil edilen ogretmenlerin EROBIT'ten elde ettikleri
ortalamalar birbirine ¢ok yakindir. Bir 6nceki analizde 6gretmenlerin EROBIT puanlar yas
gruplarina gore incelendiginde, sonucglar anlamh farklilik gosterirken bu analizde hizmet
stirelerine gore gruplandiginda anlamli fark olmamasi dikkat ¢eken bir bulgudur. Bu durumu
anlamak i¢in iki degiskene iliskin Frekans Dagilimi (¢apraz tablo) yapilmistir. Sonuglar

Tablo 13’ de gosterilmistir.

Tablo 13. Ogretmenlerin Yaslarina ve Hizmet Siirelerine Iliskin Frekans Dagilimi

Hizmet Siiresi Toplam
1-5 6-10 11 ve iizeri

23-30 95 44 3 142
66,9% 31,0% 2,1% 100,0%

vas 31-37 9 81 44 134
6,7% 60,4% 32,8% 100,0%

38 ve 3 28 70 101
iizeri 3,0% 27,7% 69,3% 100,0%

Toplam 107 153 117 377
28,4% 40,6% 31,0% 100,0%

Ogretmenlerin yas ve hizmet siirelerine iliskin frekans dagilimlar1 incelendiginde,
geng yas grubun (23-30) %66,9’luk kisminin 1-5 hizmet y1l1 grubunda yer aldig1 fakat %33
lik bir kismimin ise diger hizmet siirelerine dagildigr goriilmektedir. Calisma igerisindeki
geng yas grubun %33’liik kisminin diger hizmet yil1 gruplarina (6-10 y1l ve 11 yil iizeri)
dagilmasi bundan kaynaklanmaktadir. Ozellikle yasa gore yapilan analiz sonuglarina tekrar
doniildiigiinde, 23-30 yas grubu &gretmenlerin EROBIT puanlarmnin diger yas grubu
ogretmenlerden iyi oldugu goriilmektedir. Bu bilgilerden yola ¢ikildiginda, yas diizeyi daha
diisitk olan ve bilgi diizeyi diger gruplara gore daha yiiksek olan 23-30 yas grubunun
%33'lik boliimiiniin diger 6-10 yil ve 11 yil ve {izeri hizmet siirelerine dagilmis olmasinin,
diger hizmet siirelerine giren 6gretmenlerin EROBIT ortalamalarini yiikselttigi ve bunun
sonucunda da caligmada yasa goére ortaya cikan anlamli farkliligin hizmet stireleri ele

alindiginda benzer sekilde olusmadig1 sdylenebilir.



116 E, Lagin ve B, Giildenoglu/ Pamukkale Universitesi Egitim Fakiiltesi Dergisi, 55, 99-127, 2022
Ogretmenlerin EROBIT Puanlarimin Erken Okuryazarhga Iliskin Egitim Alma/Almama

Durumuna Gore Karsilastirilmasti

Ogretmenlerin erken okuryazarliga iliskin egitim alma/almama durumuna (hizmet ici egitim
ya da ders alma) gére EROBIT’den aldiklar1 puanlar T-testi ile analiz edilmistir. Sonuglar
Tablo 14’de gosterilmistir.

Tablo 14. Eken Okuryazarhik Bilgi Testi Puanlarimn Ogretmenlerin Egitim Alma/Almama
Durumuna Gére Farklilasip Farklilasmadigini Belirlemek Uzere Yapilan Bagimsiz Grup t

Testi Sonucglar:

Gruplar n X SS t sd p
Egitim Alma 107 14,71 4,13 1,78 375 ,074
Egitim Almama 270 13,88 3,97

Ogretmenlerin egitim alma/almama durumlarina gore aldiklar1 EROBIT puanlar1 arasinda
anlamli bir farklilik olmadig1 goriilmektedir t(375)=1,78, p>.01. Tablo 23'e bakildiginda,
ders/kurs/hizmeti¢ci egitim alan Ogretmenlerin puanlart (X=14,71) ile almayan

ogretmenlerin puanlarinin (X=13,88) birbirine benzer oldugu goriilmektedir.
Tartisma

Okul oncesi 6gretmenlerinin erken okuryazarlik bilgi diizeylerini belirleme amacini tasiyan
bu calismada bes arastirma sorusuna yanit aranmistir.

Caligmanin ilk aragtirma sorusu olan “6gretmenlerin erken okuryazarlik bilgi
testinden aldiklar1 puanlarin dagilimlar1 nasildir?” sorusuna yanit aramak amaciyla betimsel
analizler yapilmustir. Ogretmenlerin aldiklari ortalama puana gore degerlendirildiginde erken
okuryazarlik bilgi diizeylerinin %52 olarak bulundugu sdylenebilir. Bir konunun 6grenilmis
kabul edilmesi i¢in en az %70’inin dogru yanitlanmis olmasi gerektigi bazi ¢aligmalarda
ifade edilmektedir (Linn, 1989; Kutlu ve Cok, 2002). Bu a¢idan bakildiginda 6gretmenlerin
erken okuryazarhiga iliskin bilgi diizeylerinin diisiik oldugu ifade edilebilir. Basarisiz olarak
belirlenen 41 Ggretmenin erken okuryazarlik hakkinda ¢ok simirl bilgiye sahip olduklart
sdylenebilir. EROBIT ¢oktan se¢meli soru ydntemiyle hazirlanan bir bilgi testi olmasindan
dolay1, bu basarisiz 6gretmenlerin konu hakkinda higbir bilgisinin olmamasina ragmen
tesadiifi olarak birka¢ dogru cevaba sahip oldugu diisiiniilmektedir. Bu durum da c¢oktan
secmeli testlerin siirliliklarindan bir tanesidir. Basarili olarak belirlenen 43 6gretmenin
testin %70’ine dogru cevap verdigi ve konuya hakim olduklar1 goriilmektedir. Arada kalan

293 ogretmenin ise konu hakkinda bir farkindaliklarmin oldugu fakat teorik olarak
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gelistirilmesi gerektigi diisiiniilmektedir. Ayrica erken okuryazarligin alt boyutuna iligkin

Ogretmenlerin performanslari incelendiginde tiim alt boyutlarda %50’nin ve altinda
performanslarinin oldugu goriilmektedir. Tim bu betimsel sonuglar birlikte diisiiniildiigiinde
Ogretmenlerin  erken okuryazarlik konusunda gelistirilmeye ihtiyaglarimin oldugu
sOylenebilir.

Calismanin  bir diger arastirma sorusu olan “EROBIT’den aldiklar1 puanlar
caligtiklar1 6grenci gruplarma gore (6zel gereksinimli olan/olmayan) farklilagsmakta midir?”
sorusuna yanit bulmak amaciyla Ogretmenlerin testten aldiklari puanlar T-testi ile
karsilagtirilmistir.  Yapilan analiz sonucunda 06zel gereksinimli cocuklarla calisan ve
caligmayan O0gretmenlerin puanlari arasinda anlamli farklilik olmadigi goriilmiistiir. Bagarili
43 ogretmenin 30 tanesinin Ozel gereksinimli ¢ocuklarla calisiyor olmasi nedeniyle 43
Ogretmen arasinda Ozel gereksinimli cocuklarla calisan ve calismayanlarin da puanlar
karsilastirilmistir.  Bu analiz sonucunda 06zel gereksinimli ¢ocuklarla c¢alisan ve
calismayanlar arasinda anlamli farklilik olmadigi gériilmiistiir. Her ne kadar OG ve NGG
ogrencilerle calisan dgretmen gruplarmin EROBIT puanlar1 arasinda istatistiksel olarak
anlamli bir fark c¢ikmasa da, basarili 6gretmenler grubundaki Ogretmenlerin sayisal
iistiinliigiinii OG 6grencilerle calisan dgretmenlerin olusturmas: dikkat cekici bir noktadir.
OG 6grenci ile calisan 6gretmenlerin basarili grupta sayisal olarak iistiin olmalarinin nedeni
olarak OG &grencilerin gelisimsel dzellikleri geregi NGG akranlar1 gibi grenme hizina ve
yontemine sahip olmamalar1 gosterilebilir. OG 6grenciye bir becerinin 6gretimi sirasinda
daha yavas ve beceriyi daha kiiclik parcalar halinde 6gretmek gerekebilir. Ayrica dgretim
yontemlerini uyarlamak ve degistirmek de gerekebilir. Tiim bu gereklilikler 6gretmenin
beceriyi 6gretebilmek i¢in beceri hakkinda arastirma yapmasina, bilgi sahibi olmasina neden
olmus olabilir. OG ve risk grubundaki cocuklar, NGG gosteren akranlarina gore erken
okurazyazrlik becerilerinde daha az beceri diizeyine sahiptirler (Bierman vd., 2008). Erken
okuryazarlik becerilerinin degerlendirildigi ¢alismalarda, anasinifina bagslarken akranlarinin
gerisinde olan c¢ocuklarin, bu donemde desteklenmedikleri takdirde akranlarini
yakalamalarinin miimkiin olmadig: ifade edilmektedir (Diamond, Justice, Siegler ve Snyder,
2013). OG ve risk grubu ile calisan &gretmenlerin ¢ocuklarr desteklemek ve ileride
yagsamalar1 olast okuma problemlerinin Oniine ge¢mek adina, konu hakkinda arastirma
yaparak bilgi edinmis olabilirler. Okul oOncesi 6gretmenlerinin erken okuryazarlik
becerilerinin alt boyutlart ve 6gretimine iligkin tam olarak bilgi sahibi olmadigi, sadece
programda kisitli acgiklamalar ile sinirl kaldiklar1 ifade edilmistir (Deretarla-Giil ve Bal,

2006; Ergiil vd., 2014). Ogretmenler programdaki bu sinirli kazanimlar agisindan NGG
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ogrencilerini degerlendirdikleri i¢in bir problem olmadigin1 goriiyor olabilir ve erken

okuryazarliga iligskin de arastirma ya da kendini gelistirme ihtiyaci hissetmiyor olabilir. Bu
nedenle basarali grupta NGG c¢ocuklarla ¢alisan 6gretmenlerin sayisi daha az olabilir.
Ogretmenlerin genel durumlar incelendiginde erken okuryazarlik konusunda destege ihtiyag
duyduklar1  goriilmektedir. Bu durum simiflarindaki  egitimin niteli§ini  olumsuz
etkilemektedir. Bu konuda yapilan arastirmalar incelendiginde erken ¢ocukluk &zel
egitiminde calisan Ogretmenlerin miidahale yontemlerini ¢ok kullanmadigi ve egitimin
niteliginin ise diisiik oldugu ifade edilmistir (Justice vd., 2013; Spear-Swerling vd., 2005).
Calismanin bir diger arastirma sorusu olan “ erken okuryazarlik bilgi testinden
aldiklart puanlar Ogretmenlerin yaglarina gore anlamli bi¢cimde farklilasmakta midir?”
sorusuna yanit aramak amaciyla 6gretmenlerin EROBIT’den aldiklari puanlar ANOVA
kullanilarak yas gruplarina gore karsilastirilmistir. Yapilan analiz sonucunda 6gretmenlerin
aldiklar1 puanlarin anlamli bicimde farklilastigi goriilmiistiir. Bu anlamli farkliligin hangi
yas grubunun lehine oldugunu gorebilmek icin ANOVA Post Hoc Shefe testi yapilmis;
anlamli farkliligin 23-30 yas grubu lehine oldugu goriilmiistiir. Yaslar1 geng olan(23-30 yas)
Ogretmen grubunun orta yas (31-37) ve ileri yas gruba (38 yas ve ilstii) gore erken
okuryazarlik bilgi diizeylerinin daha iyi oldugu goriilmiistiir. Orta yas ve ileri yas grubun
erken okuryazarlik bilgi diizeylerinin birbirleriyle benzer oldugu goriilmektedir. Okul 6ncesi
egitim programlarinda Ogretmenler, c¢ocuklara erken okuryazarlik becerilerinin
gelistirilmesine yonelik en iyi bigimde nitelikli 6grenme ortamlart olusturarak erken
okuryazarlik becerilerinin gelistirilmesi siirecindeki en Onemli rolii oynamaktadirlar
(Deretarla-Giil ve Bal, 2006). 2006 yilinda Yiiksek Ogretim Kurumu &gretmen yetistirme
lisans programlarinda okutulan dersleri standart hale getirmistir. 2013 yilinda yeniden
diizenlenen YOK’iin okul ©6ncesi oOgretmenligi igin olusturdugu ders programlart
incelendiginde “erken okuryazarlik becerileri” ve “etkilesimli kitap okuma” gibi erken
okuryazarlik bilgi ve beceri diizeyini artiran derslerin listede yer aldig1 goriilmektedir. Geng
yas grubu ogretmenlerin erken okuryazarliga iliskin bilgi sahibi olmalari yeni lisans
programindan mezun olduklarindan dolay1 olabilir. Basarili 6gretmenlerin yas diizeyleri
incelendiginde %48’inin geng yas grubu (23-30 yas) oldugu goriilmektedir. 2012 yilinda son
sinif okul Oncesi 6gretmen adaylar ile yapilan bir caligmada (Altun ve Tantekin Erden,
2016) ogretmen adaylarina erken okuryazarlik ile ilgili bilgi ve staj uygulamalar1 hakkinda
sorular sorulmus, erken okuryazarlik kavramini okumaya hazirbulunusluk olarak
tanimlayabilmelerine karsin, erken okuryazarlik kavrammnin teorik alt yapisi ve igerigi

hakkinda bilgi sahibi olmadiklar1 ifade edilmistir. Arastirmacilar o donemde Ogretmen
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yetistirmenin 6nemli bir bileseni olan ve Ogretmen adaylarimi teorik ve pratik agidan

destekleyen ana kaynaklardan biri olan lisans egitim programlarinda erken okuryazarlik ile
ilgili derslere yer verilmesi gerektigini ifade etmislerdir (Altun ve Tantekin Erden, 2016).
2006 yilinda Bay ve Alisinanoglu tarafindan Ana Sinifi 6gretmenlerinin okuma yazmaya
hazirhlk c¢alismalarma iliskin yeterlilik algilarmin  belirlenmesi  isimli  ¢alismada
Ogretmenlerin okuma yazmaya hazirlik ¢aligsmalarina iligkin yeterlilik algilar1 6lgeginden
aldiklar1 puanlar yaslarina gore karsilastirilmistir. Ogretmenlerin yas gruplarina gore
aldiklar1 puanlarin farklilasmadigi ifade etmislerdir. 2006 yili ve 6ncesinde okutulan okul
oncesi lisans programlarinda erken okuryazarliga iliskin dersler yer almadigindan tiim yas
grubundaki Ogretmenlerin kendini gelistirme yoluyla bu bilgilere eristikleri yorumunda
bulunmuslardir. Bir baska ¢alismada ise Deretarla-Giil ve Bal (2006) okul Oncesi
kurumlarda ¢alisan 6gretmenlerin erken okuryazarlik ve bu beceriyi olusturan alt boyutlarin
bilgisi ve bu bilgilerin c¢ocuklara aktarilmasi konusunda yetersiz olduklarini ifade
etmislerdir. Alanyazinda yapilan ¢aligmalarin sonuglari incelendiginde; 6gretmenlerin erken
okuryazarliga iliskin teorik ve pratik beceriler konusunda yetersiz olduklar1 goriilebilir.
Ozellikle mevcut ¢alismalar yas degiskeni agisindan incelendiginde, 6nceki calismalarda da
bu calismayla tutarli olacak sekilde gruplar arasinda anlamli farklhiliklar olmadig:
goriilmektedir. Yapilan tiim bu c¢aligmalarin eski okuldncesi lisans programindan mezun
olan 6gretmenleri kapsadigi ve 6gretmenlerin lisans egitiminde erken okuryazarliga iliskin
bir ders almadiklarini ifade ettikleri belirtilmelidir. Okul 6ncesi egitimi dgretmenlerinin ve
ogretmen adaylarmin okuma yazmaya hazirlik ¢alismalarma iligkin goriis ve algilamalarinin
belirlenmesi isimli ¢alismada; 101 6gretmene ve 123 6gretmen adayma 23 soruluk okuma
yazmaya hazirlik calismalarina iligkin goriisler 6lcegi ve 20 sorudan olusan okuryazarlik
kazanimi algilama profili 6l¢egi uygulanmistir. Arastirmada Ogretmenlerin olgeklerden
aldiklar1 puanlar yas degiskenine gore (20-23 yas ve 24-50 yas) karsilastirildiginda; yas
gruplarinin Slgeklerden aldiklari puanlar arasinda 20-23 yas grubu lehine anlamli farklilik
oldugu belirtilmistir (Ogretir Ozgelik, 2018). 2001 yilinda ABD'de 6gretmenlerin erken
okuryazarlik 6gretimine iliskin algilarint lgmeye iliskin yapilan bir ¢alismada ise 424 okul
oncesi Ogretmeninin erken okuryazarliga iliskin algilar1 incelenmistir. Calismada,
ogretmenlerin erken okuryazarlik Ogretimine iliskin algilar1 arastirma kapsaminda
gelistirilen bir 6lcek ile ol¢iilmiis ve sonuglar c¢esitli degiskenler agisindan incelenmistir.
Ogretmenlerin puanlari yas degiskenine gore incelendiginde, puanlarm geng yas grubu
lehine anlamli bigimde farklilagtigi goriilmiistiir (Mather, Bos ve Babur, 2001). Tiim bu

arastirmalardan elde edilen sonuglar birlikte degerlendirildiginde; okul oncesi lisans
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ogretmenliginde okutulan eski programa dahil olan 6gretmenler ile yeni programa dahil olan

Ogretmenlerin bilgi diizeylerinin farklilastig1 sdylenebilir. Yapilan arastirmalarin tarihleri
giinimiize yaklastikca yas degiskeni acisindan bilgi diizeyleri incelendiginde Slgeklerden
alman puanlarmn farklilik gostermesinin (Altun ve Tantekin Erden, 2016; Ogretir Ozcelik,
2018) nedeni olarak eski programda erken okuryazarliga iliskin derslerin olmayisi
gosterilebilir. Bu bilgilerden yola ¢ikildiginda, bu ¢alismada yaslar1 geng olan 6gretmenlerin
EROBIT ten daha iyi puan almalarmin 6ncelikli nedeninin bu gruba giren 6gretmenlerin
yeni okul dncesi programindan mezun olup erken okuryazarliga iliskin farkli derslerde bilgi
ve beceri diizeylerini gelistirmis olmalar1 sdylenebilir.

Calismanin bir diger arastirma sorusu olan “erken okuryazarlik bilgi testinden
aldiklart puanlar hizmet siirelerine gore anlamli bi¢gimde farklilasmakta midir?” sorusuna
yamt bulabilmek amaciyla &gretmenlerin  EROBIT’den aldiklart puanlar ANOVA
kullanilarak karsilastirilmis, gruplar arasinda anlamli bir farklilik goriilmemistir. Konuyla
ilgili alanyazinda yapilan caligmada, bu arastirmadan farkli olarak &gretmenlerin erken
okuryazarlik bilgi diizeylerinin hizmet siireleri agisindan ilk 5 yil lehine anlamli bigimde
farklilastig1 ifade edilmektedir (Ergil vd., 2014). 2008 yilinda 6gretmenlerin okuma
yazmaya hazirlik yeterlik algilarint belirlemeye yonelik yapilan bir ¢alismada (Bay ve
Alisinanoglu, 2008) 6gretmenlerin yeterlik algilar1 hizmet stirelerine gore karsilastirilmig ve
yeterlik algi puanlarinin hizmet siirelerine gore 5 yil hizmet siiresi olan 6gretmenler lehine
anlaml1 bicimde farklilagtig1 goériilmiistiir. Yapilan bir baska arastirmada ise 6gretmenlerin
ve Ogretmen adaylarmin erken okuryazarhiga iliskin yeterlikleri 6l¢iilmiis ve hizmet
siirelerine (0-9, 10-20 iizeri) gore karsilastirilmigtir (Ogretir Ozgelik, 2018). Calismadan elde
edilen sonuglar 0-9 hizmet siiresine sahip dgretmenler lehine anlamli farklilik gostermistir.
Daha oncede ifade edildigi gibi yeni okul 6ncesi programinda erken okuryazarliga iliskin
derslerin yer almasi, yeni Ogretmenlerin ve Ogretmen adaylarmin daha iyi sonuglar
almalarinda etkili oldugu agiktir. Tiim bu arastirmalarda hizmet siiresi az olan bir baska
ifadeyle yeni Ogretmen olan katilimcilarin yeni okul Oncesi programina dahil olmasi
nedeniyle erken okuryazarlik yeterlik, alg1 veya bilgi diizeyine yonelik yapilan 6lgtimlerde
iyi sonuglar almis oldugu belirtilirken EROBIT katilimcilarmin hizmet siirelerine gore
karsilastirildiginda farklilik ¢ikmamast 6nceki arastirma bulgulariyla ¢elisen bir bulgudur.
Bu calismada geng yas katilimer grubun (23-30 yas) 1-5 hizmet yili grubunda yer almasi
beklenirken %33’liikk kism1 6-10 ve 11 yil iizeri gruba dagildig: goriilmektedir. Katilimcilar
arasinda erken yasta okula baslayip yine erken yasta meslege baslayan grup 6-10 y1l hizmet
siiresi grubuna dahil oldugu igin alinan EROBIT puanlarinda anlamli farklilik ¢ikmadig
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diisiiniilmektedir. 23-30 yas grubundan diger 6-10 ve 11 yil {izeri gruba dagilan %33’ liikk

kisim olmasaydi ¢aligmadan elde edilen sonuglar alan yazinda da ifade edildigi gibi 1-5
hizmet yili olan grup lehine anlamli farklilik gosterebilirdi. Ote yandan 6-10 ve 11 yil
iizerinde olan 6gretmenler arasinda da anlamli bir farklilik olmamas1 dikkat ¢eken bir bagka
bulgudur. Ogretmenlerin hizmet yilinin artmasi ile dgretmenlik deneyimlerinin artacagi ve
bu durumun da uygulamaya olumlu bigimde yansiyacagi diisiiniildiigiinde, 6-10 ve 11 yil
iizeri i¢in elde edilen bulgunun da beklenenden farkli bicimde gelistigi soylenmelidir.
Alanyazinda mesleki kidem ve Ogretmen yeterliklerine yonelik yapilan calismalar
incelendiginde ise aslinda yukarida belirtilen beklentinin her zaman olusmadigi
goriilebilmektedir. Ekici (2006) tarafindan bir ¢alismada Ogretmenlerin yeterlilik
inan¢larinin mesleki kidemlerine gore anlamli bir farklilik olusturmadigi saptanmistir. Bir
bagka calismada ise Cemaloglu ve $Sahin (2007) Ogretmenlerin meslege yeni
basladiklarindaki heyecanlarinin kidemleri arttik¢a azaldigini; duyarsizlagsmanin ve duygusal
tiilkenmenin arttigini1 ortaya koymuslardir. Gomleksiz ve Serhatoglu’nun (2013) okuloncesi
Ogretmenlerinin  6z-yeterlik inanglarina iliskin yaptiklar1 g¢alismada, okul Oncesi
ogretmenlerine kendi yeterliklerini degerlendirmeleri igin bir 6lgek uygulanmustir. Olgekten
aliman puanlar 6gretmenlerin hizmet siirelerine gore karsilastirildiginda, 6gretmenlerin
Olcekten aldiklar1 puanlarin hizmet siirelerine gore anlamli bi¢imde farklilagsmadigi
gorilmistir. Yiiksel ve Yiiksel (2018) 6gretmenlerin mesleki tiikenmislik diizeylerini
inceledikleri ¢alismalarinda; hizmet siireleri ile tilkenmislik diizeyleri arasinda istatistiksel
olarak anlamli bir farkin ortaya ¢ikmadigini belirtmislerdir. Yavuz (2020) 6zel egitim
okullarinda calisan Ogretmenlerin mesleki 6z-yeterlik diizeylerinin c¢esitli degiskenler
acisindan inceledigi ¢alismasinda; ogretmenlerin mesleki 6z-yeterlik diizeyleri ile hizmet
stireleri arasinda istatistiksel olrak anlamli bir farkin olmadigini ifade etmistir. Belirtilen bu
caligmalarda ortak olarak mesleki kidemin her zaman Ogretmenler iizerinde istendik
degisimleri yaratmayabilecegi vurgulanmistir. Bu sonucglardan yola ¢ikildiginda, mevcut
caligmada da, Ogretmenlerin mesleki kidemlerinin artmasiyla meslege olan ilgi ve
isteklerinin azalmis olabilecegi ve erken okuryazarlik gibi daha giincel ve yeni bir konuyu
ogrenmek i¢in motivasyonlarinin daha diisiikk olabilecegi ve bunlarin sonucunda da
kidemlerinin artmasinin erken okuryazarlik bilgi ve becerileri {lizerinde beklenen olumlu
etkileri yaratmadigi soylenebilir. Bu goriisle paralel olarak ogretmenlerin EROBIT
sonuglarina bakildiginda hizmet siiresi arttikga Ogretmenlerin aldigi puanlarin diistiigii

goriilmektedir.
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Calismanin bir diger arastirma sorusu olan “erken okuryazarlik bilgi testinden

aldiklar1 puanlar erken okuryazarliga iligkin egitim alip almama durumuna gore anlamh
bi¢cimde farklilagmakta midir?” sorusuna yanit bulabilmek amaciyla, egitim alan ve almayan
ogretmen gruplarinin EROBIT puanlan t-testi kullanilarak karsilastirilmistir. Sonuglar
incelendiginde; gruplar arasinda anlamli bir farklilik olmadig1 goriilmiistiir. Aslinda belirli
bir konuyla ilgili hizmet i¢i egitim veya lisans dersi alan &gretmenlerin; konuyla ilgili
herhangi bir egitim etkinligine katilmamis 6gretmenlere gére daha basarili olmalari beklenen
bir sonuctur. EROBIT uygulanan 6gretmenlerden toplanan demografik bilgilerde egitim
alip/almama durumlari i¢erisinde konuya iliskin hizmet i¢i egitim veya lisans dersi alan tiim
Ogretmenler egitim almis kisiler olarak degerlendirilmistir. Bu agidan bakildiginda,
ogretmenlerin aldig1 hizmet i¢i egitim ya da lisans derslerinin niteligi sonuglar1 etkilemesi
muhtemelen bir risk faktorii olarak karsimiza ¢ikmaktadir. Alanyazindaki pek ¢ok ¢alismada
Ogretmenlere saglanan hizmet i¢i egitimlerin niteliginin diisiik oldugu, egitimlerin genellikle
teorik bilgi diizeyinde kaldig1 ve uygulamaya aktarimlarinda sorunlar olustugu sikca ifade
edilmektedir (Dickinson, 2002; Ergiil, vd., 2014). Okul 6ncesi 6gretmenlerinin sorunlarinin
incelenmesi konulu aragtirmada 6gretmenlerin var olan hizmet i¢i egitimlerden, egitimin
planlanmasindan baglayarak icerigindeki nitelik eksikliginden dolayr verimli olarak
faydalanamadiklar1 belirtilmistir (Sahin, Avcr ve Turla, 1999). Ayrica bu ¢alisma igerisinde
ogretmenlerin alanlarindaki gelismeleri takip etmek istedikleri fakat bu etkinliklere katilmak
icin gerekli zamanlar1 yaratamadiklarindan (¢aligma saatleri ve giinleri nedeniyle) dolay1
gelisim ve degisime ayak uyduramadiklar1 da vurgulanmistir. Tim bu sonuglar sadece belirli
zaman dilimi igerisinde sunulan hizmet i¢i egitimler ve lisans dersleri ile 6gretmenleri
istendik diizeylere tasiyamayacagimizi gostermektedir. Yukaridaki sunulan arastirma
bulgulariyla paralel olarak, ¢alisma igerisinde hizmetici egitim veya lisans dersi aldigin
belirten ogretmenlerin  EROBIT puanlari incelendiginde, ortalamanin 14’te kaldig
goriilmektedir. Halbuki Ogretmenlerin konuyu bildigini kabul edebilmemiz igin testin
%70’ini dogru yanitlamalar1 yani 19 ve iizerinde puan almalar1 gerekmektedir. Testten
alinan sonuglara gore kendini egitim almisg olarak gdren Ogretmenlerin bile erken
okuryazarliga iliskin bilgi diizeylerinin desteklenmesi gereken grupta oldugu aciktir. Bu
durum da Ggretmenlere saglanan hizmet ici egitim veya lisans derslerinin onlarin erken
okuryazarlik bilgi ve becerilerinde istendik degisimleri yaratmadigini gostermektedir.
Ogretmenlerin EROBIT puanlarinin istenilen diizeyde ¢ikmamasinin iiniversitelerde erken
okuryazarliga iliskin bir¢ok programda ders bulunmamasindan kaynaklandigi sdylenebilir.

Erken okuryazarlik dersinin oldugu lisans programlarinda ise konunun kapsamli olarak ele
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almamadig1 diisiiniilmektedir. Okul oncesi dénem NGG ve OG c¢ocuklarla calisan

ogretmenlerin erken okuryazarlik konusunda kapsamli bir hizmet i¢i egitime ihtiyag
duydugu goriilmektedir.

Bu aragtirmanin verileri Ankara 1ili, merkez ilgelerindeki okuldncesi egitim
kurumlarinda gorev yapan dgretmenler ile sinirlidir. Arastirmanin daha genis 6rneklemde
yapilmasti ile daha kapsamli sonuglar elde edilebilir. Ayrica erken okuryazarliga iliskin bilgi
diizeyi uygulanan test ile sinirlidir. Yapilacak farkli ¢aligmalarda teste ek olarak uygulama
yonelik bir ara¢ da eklenebilir. Ogretmenlerin erken okuryazarhigi gelistirirken uygulamada
kullandig1 yontem ve materyallere iliskin ek olarak bir 6lgme araci gelistirme c¢alismasi

planlanabilir.
Sonug¢

Calismadan elde edilen bulgular birlikte degerlendirildiginde; c¢alisma sonunda erken
cocukluk doneminde c¢alisan Ogretmenlerin erken okuryazarlik bilgi diizeyleri ve
ogretmenlerin erken okuryazarlik bilgi diizeylerini etkileyen degiskenler hakkinda onemli
sonuclara ulasilmistir. Bulgular erken cocukluk doneminde c¢alisan Ogretmenlerin erken
okuryazarlik bilgi diizeylerinin diisiik oldugunu gostermektedir. Calismaya katilan 377
Ogretmenin 43’1 basarili 41’inin basarisiz oldugu goriilmektedir. Bu durum aslinda erken
cocukluk doneminde gorev alan 6gretmenlerin etkili bir erken okuryazarlik egitimi i¢in hazir
olmadiklar1 ve programda bu becerilerin yeterince vurgulanmadigi, bu nedenle
ogretmenlerin bu becerilerin 6nemini ve ileriki okuma performans: ile olan iligkisini fark
etmedigini diisiindiirmektedir. Erken okuryazarlik, risk grubu ve OG olanlar i¢in ayrica bir
oneme sahiptir. Fakat bu grupla ¢alisan 6gretmenlerin de istenen basar1 diizeyinden ¢ok uzak
olduklar1 gériilmektedir. OG ¢ocuklarla calisan dgretmenlerin puan ortalamasinin 14,45
oldugu bu diizeyin bilgiye gereksinimi olan 6gretmen diizeyi oldugu goriilmektedir. Halbuki
bu grup i¢in bu dénemde yapilacak egitimlerin gok énemlidir. OG ve risk grubu ¢ocuklarda
bu donemde zaman kaybedilmemesi gerekmektedir. Fakat bu donemde basarili olmak
isteniyorsa Oncelikle Ggretmenlerin bilgi diizeylerinin arttirilmas:t gerekmektedir. Erken
okuryazarliga etki eden degiskenlere bakildiginda (yas, hizmet siiresi, ¢alisilan grup ve
egitim alma durumu), sadece Ogretmenin yasmin fark yaratan bir degisken oldugu
goriilmektedir. Bu durumun ise hem Ogretmenlik programinda hem de iiniversitelerdeki
derslerden kaynaklanmaktadir. Ileri yas grubu oOgretmenlerin lisans egitimi aldiklar
donemlerde erken okuryazarliga iligkin lisans dersleri bulunmamaktaydi. Daha gen¢ yas

grubu Ogretmenlerin lisans egitimi programlarinda erken okuryazarliga iliskin az da olsa
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lisans diizeyinde derslerin yer aldig1 goriilmektedir. Yast daha geng olanlarin bilgi diizeyleri

ileri olanlara gore daha iyi oldugu goriilmiistiir. Bu sonug¢ bize dogru egitim aldiklarinda
ogretmenlerde istenen olumlu degisimlerin olabileceginin bir gostergesidir. Son olarak ise
egitim alma durumunun belirleyici bir degisken olmadigi goriilmiistiir. Bu durumun ise
Ogretmenlere sunulan hizmet i¢i egitimlerin kalitesi ve niteligi acisindan sorgulanmasi
gereken bir bulgu oldugu disiiniilmektedir. Her ne kadar lisans doneminde ders almasa da
aslinda dogru bir hizmet i¢i egitimle bir¢ok Ogretmene ulasilabilir ve bunun ig¢in etkili

hizmet i¢i egitimlerin mutlaka planlanmasi gerektigi diistiniilmektedir.

Etik Kurul Izin Bilgisi: Bu arastirma, Ankara Universitesi Etik kurulunun 04/03/2019

tarihli 3/84 sayuli karari ile alinan izinle yiiriitiilmiistiir.
Yazar Cikar Catismasi: Yazarlar arasinda ¢ikar ¢atismasi bulunmamaktadir.

Yazar Katkisi: Arastirmanin yiiriitiilmesi siirecinde esit oranda katki saglamislardir.
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Introduction

Reading is an important skill expected to be gained in the first year of primary school and is
necessary for students to have a successful academic life at later grade levels. Considering
that the acquisition of reading skills is one of the most important prerequisites for academic
success, all students should gain this skill in the first years of their school life (Moates,
2000). The prerequisite knowledge, skills, and attitudes that children should gain before
starting formal literacy education in the pre-school period are expressed as “early literacy”
skills (Whitehurst & Lonigan, 1998). Early literacy; comprises knowledge, skills, and
attitudes that form the basis of traditional literacy styles (Sulzby & Teale, 1991; Whitehurst
& Lonigan, 1998). When the studies are examined, it is seen that early literacy skills are
examined in different sub-dimensions. These sub-dimensions are phonological awareness,
vocabulary, letter knowledge, listening comprehension, and print awareness (Burns, Griffin,
& Snow, 1999; Dickinson & McCabe, 2001; Whitehurst & Lonigan, 1998).

Because phonological awareness is defined as the ability to identify and manipulate
the sound structure of the spoken language, it plays an important role in learning to read.
(Adams, 1999). Letter knowledge is for children to understand that words comprise letters
and that letter sounds are used when transferring their words to the spoken language and that
different words are formed by combining different letters. Letter knowledge is one of the

very important prerequisites for learning to read words (Sarris, 2020).

Another sub-dimension is vocabulary. The name is given to the sum of the words
that the child can understand while reading, listening, writing, and speaking. Children
develop their vocabulary unplanned by listening and speaking in the preschool period.
Listening comprehension; is one of the most important early literacy skills required for
reading comprehension, which is the goal of reading. This skill; includes understanding the
semantic and syntactic structures of the language. The last sub-dimension of early literacy is
print awareness. Print awareness includes written symbols that represent basic elements such
as spoken words, and the text should be read from left to right and from top to bottom
(Pullen & Justice, 2003). Print awareness provides a basis for the development of children’s
later reading skills (Pullen & Justice, 2003).

It is stated in various studies that children acquire the sub-dimensions of early

literacy in the pre-school period and increase their reading success in primary school (Snow,
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Burns, & Griffin, 1998; Whitehurst & Lonigan, 1998; National Reading Panel, 2000). In

many longitudinal studies on early literacy, children who receive early literacy education
have better academic success than children who do not (Cunningham & Stanovich 1997;
Dickinson & McCabe, 2001). Children in the pre-school risk group and/or special needs
have a lower skill level in early literacy than their typically developing peers (Bierman, Nix,
Greenberg, Blair, & Domitrovich, 2008). If the children's early literacy skills in the pre-
school period are not supported, it is very difficult to close the academic achievement gap
between them and their typically developing peers in primary school (Vernon-Feagans,
Kainz, Hedric, Ginsberg, & Amendum, 2013).

Considering the effect of early literacy skills on the reading success of both typically
developing children with special needs and risk groups, the knowledge level of teachers who
are expected to provide these skills to children is very important. Teachers’ competencies on
the subject directly affect children’s success (Cunningham et al., 2004; Puliatte & Ehri,
2018). For this reason, many studies in the international literature have tried to determine the
knowledge levels of preschool teachers to support language and early literacy (Cunningham
et al., 2004; Puliatte & Ehri, 2018; Spear-Swerling, Brucker, & Alfano, 2005). Considering
the common result obtained from these studies, it is seen that the early literacy knowledge of
preschool teachers is below what it should be.

Considering the effect of reading on children’s academic and social life, it is
important to correctly evaluate and support early literacy skills in the preschool period to
determine the reading and reading comprehension difficulties they may experience from the
moment they start primary school. In our country, it is seen that there are a limited number
of studies on the evaluation of preschool teachers’ knowledge and skills in early literacy and
classroom practices (Cakmak & Yilmaz, 2009; Deretarla-Giil & Bal, 2006; Kerem &
Comert, 2005; Parlakyildiz & Yildizbas, 2004). When the existing studies were examined, it
was seen that only a few of the studies (Altun & Tantekin Erden, 2016; Ergiil, Karaman,
Akoglu, Tufan, Sarica, & Kudret, 2014) examined the early literacy knowledge levels of
teachers in more detail. Determining teachers' knowledge level of early literacy skills will
also be decisive in terms of in-service training programs that should be prepared for them.
For this purpose, this study aims to examine preschool teachers' early literacy knowledge
levels in terms of various variables. Within this general-purpose, answers to the following

research questions are sought.
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The teachers included in the study;

1. How are the scores of the teachers from the early literacy knowledge test?

2. Do the scores from the early literacy knowledge test differ significantly according to the
student groups (with and without special needs) they work with?

3. Do the early literacy knowledge test scores differ significantly according to the teachers'

ages?

4. Do the scores they get from the early literacy knowledge test differ significantly

according to their length of service?

5. Do their scores from the early literacy knowledge test differ significantly according to

whether they have received early literacy education?

Method

In this study, a causal descriptive survey model was used to determine the knowledge level
of preschool teachers about early literacy. A descriptive model (screening model) is a
research approach that aims to describe a past or present situation as it is. (Buyukozturk,
Kilic Cakmak, Akgun, Karadeniz and Demirel, 2010). This research was carried out with the
permission of the Ankara University Ethics Committee with the decision numbered 3/84
dated 04.03/2019.

Participants

A total of 377 preschool teachers from the central districts of Ankara, Altindag, Cankaya,
Sincan, Kegiéren, Mamak, Yenimahalle, Pursaklar and Etimesgut participated in the
research. A total of 201 teachers work with special needs, and 176 work with typical
development. These districts were determined according to maximum diversity, and teachers
were selected because of accessibility and volunteerism. Afterward, the criterion sampling
method was used. The conditions for the teachers included in the study were a) to have
graduated from the department of pre-school teaching of education faculties, b) to be
working in kindergartens and/or kindergartens as a permanent pre-school teacher in the

kindergarten where they work, and c) to be willing and able to participate in the study. The
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numerical distribution of the teachers included in the study according to the demographic

variables used in the study is presented in Table 1.

Table 1. Demographic Information of The Teachers Participating in The Research

Working/Not Working with Special Needs Frequency  Percent
Working with Special Needs 201 53,3
Not Working with Special Needs 176 46,7
Total 377 100,0
Teacher Age Frequency  Percent
23-30 142 37,7
31-37 134 35,5
38 over 101 26,8
Total 377 100,0
Children’s Group Where Teachers Work Frequency  Percent
Creche 121 32,1
Kindergarten 256 67,9
Total 377 100,0
Length of Service Frequency  Percent
1-5 107 28,4
6-10 153 40,6
11 over 117 31,0
Total 377 100,0
Taking / Not Taking a in-Service Training Frequency  Percent
Yes 107 28,4
No 270 71,6
Total 377 100,0

Materials (Data Collection Tools)

In the scope of the research, A Teacher Information Form was developed to determine

teachers' demographic information and whether they met the participant selection criteria,

and an Early Literacy Information test (ELIT) was developed to assess their knowledge level

of early literacy. Below is detailed information about the data collection tools used in the

study.
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Teacher information form; prepared by the researcher. In the first part, there is a

short paragraph with information about the content and purpose of the test. In the second
part, there are questions to obtain information about the participant teacher, such as gender,
age, school name, professional experience, in-service training on early literacy,
undergraduate course, course, or certificate. Early Literacy Knowledge Test; (ELIT) is a
researcher-developed knowledge test used to determine preschool teachers’ early literacy
knowledge levels. Tests are one of the measurement tools frequently used by educators,
psychologists, and employees in many fields of expertise to determine human behavior and
knowledge (Kutlu and Cok, 2002). Although the reliability and validity are calculated after
the test is developed, the most accurate measurement depends on the test being developed
with an appropriate method (Walsh & Betz, 1995). This process is referred to as “test
development” in the literature. The test development process is creating a measurement tool,
some of which are known beforehand (Baykul, 2015). The test development process
includes some steps that need to be done until the test is used for its purpose. During the
development of ELIT, test development stages of classical test theory were considered.
These:

* Determining the features to be measured with the test.

* Determining who, why and for whom the test will be administered and for what purpose or

purposes the scores from the application will be used.

* Determining the most appropriate item types for the feature to be measured in the test and

writing items for this purpose.

» Language, psychometric and scientific checking of test items

« Correcting the test items, determining the items suitable for the purpose, and creating a

pilot application form.

* Determining the pilot application

* Determining how the results will be scored, how the scores will be interpreted, how the

data will be analyzed, and what kind of psychometric properties to look for in the items
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* According to the analysis results, it is to eliminate the problems seen in the items in the

test.
ELIT Content Validity

Because of the literature review on the subject, the conceptual knowledge of early literacy
and the subjects and skills that teachers are expected to use in practice are collected under
six topics, considering the studies on early literacy in the literature. Then we created a pool
of 54 items, including items related to each subject, as a preliminary study. We present the
distribution of the topics and question types planned to be included in the test in Table 2.

Table 2. Question Distribution and Question Types in the Test According to the Subjects of
Early Literacy Skills

Dimensions Basic Concepts Relationship with How It's
Reading Supported
General Early Literacy 3 3 3
Information
Letter Information 3 3 3
Phonological Awareness 3 3 3
Vocabulary 3 3 3
Writing Awareness 3 3 3
Listening Comprehension 3 3 3
Total 18 18 18
Overall Total 54

In the test development process, items must fully express the information they
measure. For this reason, expert opinion is sought. ELIT is under development; After the
question pool was created, we sought the opinions of eight academicians: two special
education, two preschools, two assessments and evaluation departments, one Turkish, and
one classroom teaching department. A kindergarten teacher was asked to review the test.
The opinions of the experts on each item were obtained through a form prepared as

“appropriate”, “partially appropriate,” and “not suitable”. Participants were asked to write

their opinions about the item they did not find appropriate or partially appropriate.
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Evaluation of expert opinions was made using the Lawshe technique. The opinions of at

least five and a maximum of 40 experts are needed in the Lawshe technique. The content
validity ratios (CVR) are calculated by collecting the opinions of the experts about the items
on the scale. Minimum KVR value calculated for nine experts. 75 (Yurdugiil, 2005). Items
below this value were excluded from the test, and 34 were obtained. The content validity
index is obtained by the arithmetic mean of the CVRs of the remaining items after the
content validity ratio is calculated. In this study, the content validity index (CGI) of 34 items
got because of CVR calculation was found to be 0.96. CGI; The content validity of the scale
(0.96>0.75 or CGI>CVR) was found to be statistically significant (Lawshe, 1975).

ELIT Construct Validity

Test development is developing a measurement tool suitable for the desired features. This
process is achieved by putting the desired properties into the test items. In order to select
suitable items with the desired properties, item analysis is required. Item analysis;
Calculation of item statistics, determination of items that can be put into the test directly and
corrections that can be made on these items, and elimination of items that are not statistically
appropriate to be included in the test. (Tabacnick and Fidell, 2001). The data got with the
ELIT application were analyzed using the item analysis method. In this process, item

difficulty and item discrimination calculations were made.

There are two methods for calculating the item discrimination index; The item
discrimination index is calculated according to the sub-upper group, and the point is
calculated according to the Double Series Correlation (Crocker & Algina, 1986). The lower-
upper group method is a method applied in achievement tests. The ranking is used when
preparing a tool that requires selection. Since ELIT is a knowledge test and does not require
successor selection, the discrimination index was calculated according to the Point Double
Series Correlation in this study. In addition, Point Biserial Correlation calculations (1-0) are
used in tests with artificial categorical variables in which a true-false data matrix is created.
In this calculation, the relationship between the individual’s performance in the item and his
performance in the whole test is calculated (Croker & Algina, 1986). Using this method, the
discrimination index for ELIT was calculated in several steps. First, we created a data matrix
with each participant’s answers as true-false (1-0). Then, the total scores of the teachers
from the test were determined, and the arithmetic average of the scores they got from the test

was calculated. Descriptive statistics on teachers” ELIT scores are presented in Table 3.
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Table 3. Descriptive Statistics Table of the Total Scores of the Test

Participant Minimum Maksimum Maximum Mean Standard Cronbach’s

(N) Score Score Possible Deviation Alpha(KR20)
Score
377 6 25 34 15,38 4,22 ,62

The item difficulty index was first calculated to calculate the item discrimination index. To
calculate the item difficulty index, The number of people who answered each item correctly
was divided by the total number of people who took the test. Difficulty of items; according
to the difficulty index values of the items; very difficult (0.00-0.20), difficult (0.20-0.40),
medium (0.40-0.60), easy (0.60-0.80), and very easy (0.20-0.40) .80-1.00) (Crocker and
Algina, 1986). Besides the item difficulty index, to say that the test is valid, the item
discrimination index must also be calculated, and it is necessary to interpret whether these
values are statistically appropriate. For this purpose, The discrimination of each item was
calculated using the standard deviation from the test, the average score from the test, the
item difficulty index, the average score of the people who answered correctly for each item,
and the item discrimination index formula. In order to interpret valid and invalid items
according to item discrimination index data, item discrimination index values in the study of
Crocker and Algeria (1986) were used. When the ELIT item discrimination index values are
examined according to these index values, Items 3-4-15-19-23-26-32 were found in the
“absolutely invalid” and “invalid” categories. These items were removed from the data set,
and the discrimination calculation was performed again according to the point-biserial
correlation. When the results were examined, 7 out of 34 items in the test were excluded
because they were not “difficult” or “distinctive” (too easy). According to the calculations
made with the remaining 27 items, there is no invalid item with a discrimination index
below 0.19. Since the partially valid items were found at a significant level according to the
point-biserial correlation (Crocker and Algina, 1986), removing them from the test was
unnecessary. The KR 20 reliability coefficient of the scores got from the final test was 71.
According to the item analysis results regarding the ELIT test; The test is valid and a reliable
knowledge test according to KR20 reliability calculations. The distribution of the questions

regarding the final version of the test according to the subjects is shown in Table 4.
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Table 4. Distribution of Questions by ELIT Topics

Dimensions Basic Concepts Relationship with How It's
Reading Supported
General Early Literacy 2 2 2
Information
Letter Information 1 1 1
Phonological Awareness 2 3 2
Vocabulary 1 2 1
Writing Awareness 1 1 1
Listening Comprehension 2 1 1
Total 9 10 8
Overall Total 27

Data Analysis

Data Collection Process

For implementing ELIT, a list of kindergartens affiliated to the Ministry of National
Education in eight central districts of Ankara was made at the first stage, and necessary
permissions were obtained from the Provincial Directorate of National Education for
implementing the application. Later, “Ethics Committee Approval” was obtained from
Ankara University Ethics Committee Presidency. For the application, 548 ELIT forms were
distributed to the pre-school teachers who volunteered to participate in the research in 48
kindergartens and met the participant conditions. After the application was completed, the
collected forms were examined. During the review, the forms of the participants who
marked all the options the same, randomly ticked, and left more than half of the test blank
were eliminated. At the end of the examination, we found a total of 377 forms that could be

included in the study.
Analysis of Data

After deciding on the forms to be included in the analysis of the collected data, all the data
collected through the ELIT and Teacher Information Form were entered into the SPSS 22

program and analyzed.
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Findings (Results)

The general distribution of the scores of the preschool teachers participating in the study
from the early literacy knowledge test was examined. Teachers; They got the lowest four
and the highest 23 points from this knowledge test (ELIT), which can get a maximum of 27
points. The mean score for the test was 14.12, and the standard deviation was 4.03. Based on
the classical test development theory (Linn, 1989; Kutlu & Cok, 2002), it was accepted that
the teachers who answered 70% of the ELIT correctly, those who scored 19 and above, had
sufficient knowledge about early literacy. Those who could do 30% of the test correctly,
those who scored eight or less, were considered to have insufficient knowledge and were
unsuccessful, and those who scored between 8 and 19 represented the group that needed
support. In this context, descriptive statistics on teachers’ knowledge levels are presented in
Table 5.

Table 5. Teachers' Early Literacy Knowledge Test Success Scores

Successful***  Need to Develop *  Unsuccessful **  Participants

n 43 293 41 377

X 20,27 14,26 6,63 14,12

ss 1,20 2,65 1,26 4,03
Min Score 19 9 4 4
Max Score 23 18 8 23

*A group of teachers who have basic early literacy knowledge but need to develop this knowledge.
** Teacher group with very limited Early Literacy knowledge level.
***Teacher group with sufficient Early Literacy knowledge level.

When the ELIT scores of the teachers are examined, it is seen that only 43 teachers
have sufficient knowledge of early literacy. It is seen that the remaining 334 teachers do not
have enough knowledge about early literacy. It is seen that 293 of 334 teachers who do not
have a sufficient level of knowledge have an ELIT score of 14.26. The mean level of
knowledge on early literacy of all teachers participating in the study was 14.12. In order to
see the performance of the teachers in the dimensions constituting early literacy, the
averages of the scores they got for the sub-dimensions were calculated. The results regarding

this are presented in Table 6.



E. Lagin, & B. Giildenoglu/ Pamukkale University Journal of Education, 55, 100-128, 2022

Table 6. Mean Scores of Teachers for the Sub-Dimensions of ELIT

111

General Phonological Listening Letter Vocabulary  Writing
Early Awareness Comprehension Information Awareness
Literacy
Information
N 377 377 377 377 377 377
Min 0,00 1,00 0,00 0,00 0,00 0,00
Puan
Max 6,00 7,00 4,00 3,00 4,00 3,00
Puan
Mean 2,84 3,95 2,37 1,44 2,22 1,27

When the average scores for the sub-dimensions are examined, it is seen that the teachers
have a successful performance of nearly 50% in all sub-dimensions. To compare the total
scores of the study group from the ELIT according to different variables, it was first
examined whether the got scores met the multivariate normality assumption. For this, both
the histogram graph and the descriptive statistics of the variables (Biiyiikoztiirk et al., 2010)
were evaluated. When the results got regarding the assumption of normality in the study
were examined, it was seen that the skewness value was .-34 and the kurtosis value was .-39
for all variables, and it was assumed that the data were normally distributed. The skewness
value is examined when the values specified for the normality assumption in the literature
are examined. It is stated that a kurtosis value less than eight and a kurtosis value less than
3.0 show a normal distribution (Tabachnick & Fidell, 2001). Descriptive statistics regarding

the distribution of the scores from the knowledge test are given in Table 7.

Table 7. Descriptive Values of ELIT Scores

N Min Max X Median Mod SS Skewness Kurtosis
Score Score
377 4.00 23.00 14.12 15.00 19.00 4.03 -.34 -.39

As the variables to be considered in the study met the assumption of normality, it was

decided that it was appropriate to analyze the data using the parametric test. The scores of
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the teachers in the ELIT were analyzed by ANOVA or T-Test regarding the age of the

teachers, the groups they work for (with and without special needs), the age group they work
for (nursery and Kkindergarten), their length of service, and whether they have received

education on early literacy.

Comparison of Teachers' ELIT Scores by Working/Not Working with Special Needs
Students

The teachers' scores from the ELIT were analyzed with the T-test, according to whether they
were working with students with special needs or not. The results are shown in Table 8.

Table 8. Independent Group t-Test Results Conducted to Determine Whether the Early
Literacy Knowledge Test Scores Differ According to the Teachers Working with Special
Needs Children or Not

Groups n X ss t sd p
Working Special Needs 201 14,45 3,98 1,73 375 ,084
Not Working Special 176 13,73 4,05
Needs

The scores of the teachers from the ELIT were compared in terms of the variable of
working/not working with special needs (SN). (t(375)=1.78, p>.01). Looking at Table 8, it is
seen that the scores of teachers who work with SN (X=14.45) and those who do not
(X=13.73) are like each other. It is seen that 30 of the 43 teachers in the successful group in
the ELIT test are teachers who work with SN. For this reason, it was examined whether
there was a statistical difference between the ELIT scores of 43 teachers in the successful
group, SN students, and those who were working and not working. First, it was examined
whether the scores of this group to be analyzed showed a normal distribution. When the
results got from the analysis of the assumption of normality were examined, it was seen that
the skewness value was .72 and the kurtosis value was .-18, and it was assumed that the data
were normally distributed. When the values related to the assumption of normality are
examined in the literature, it is stated that a skewness value less than .8 and a kurtosis value
less than 3.0 show a normal distribution (Tabachnick & Fidell, 2001). After it was seen that

the ELIT scores of successful teachers met the assumptions of the normal distribution; The
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ELIT scores of teachers working with SN and those not working were analyzed with the T-

test. The results are shown in Table 9.

Table 9. Independent Group t-Test Results Conducted to Determine Whether Successful
Teachers' Knowledge Test Scores Differ According to Working with Special Needs Children

or Not

Groups n X SS t sd p
Working Special Needs 30 20,16 1,05 ,93 41 ,084
Not Working Special 13 20,53 1,50

Needs

It is seen that there is no significant difference between the ELIT scores of successful
teachers according to whether they are working with students with special needs or not.
t(41)=.93, p>.01. When Table 18 is examined, it is seen that the scores of teachers who work
with OD (X=20.16) and those who do not (X=20.53) are like each other.

Comparison of Teachers' ELIT Scores by Age
ANOVA was performed to determine whether there was a significant difference between the
scores of the teachers from the ELIT according to their age. The results of the analysis are

presented in Table 10.

Table 10. One-Way Analysis of Variance (ANOVA) Results to Determine Whether Early

Literacy Knowledge Test Scores Differ According to Age Variable

f, X, and ss Values ANOVA Results
Groups n X SS Source  Sumof sd Average f p n2
of Squares of
Variance Squares
23-30 142 14,88 3,91 Between 146,65 2 73,32 459 .00 .024
age Groups
31-37 134 13,88 4,07 Within 5963,73 374 15,94
age Groups

38age 101 13,36 3,99  Total 6110,38 376

+
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The findings from the analysis show that there is a significant difference between the Early

Literacy Knowledge levels of the teachers in terms of age group. F(2, 374)=4.59, p<.05. The
effect size (n2) was calculated as (n2 = .024). This represents a small to medium response.
Because the effect size was defined as 0.01, 0.06, and 0.14 as small, medium and large,
respectively (Kokli, Blyiikoztiirk, & Bokeoglu, 2006; Green, Salkind, & Akey, 2000). To
decide which post-hoc multiple comparison technique to use after ANOVA, the hypothesis
of whether the variances of the group distributions were homogeneous was tested with
Levene’s test, and it was found that the variances were homogeneous (LF=0.950;05).
Scheffe’s multiple comparison technique, which is widely used, was preferred if the
variances were homogeneous. The reason the Scheffe test is preferred is that the test is
sensitive to alpha-type error. The Scheffe multiple comparison analysis results are presented
in Table 11.

Table 11. Post-Hoc Scheffe Test Results After One-Way Analysis of Variance (ANOVA) to
Determine Which Subgroups Differ in Early Literacy Knowledge Test Scores According to

Age Variable
Age(i) Age(j) Average Standard Error p
Difference
23-30 age 31-37 age ,99 ,48 ,099
38 age + 1,517 51 ,011
31-37 age 23-30 age -,99 ,48 ,099
38 age + ,52 52 583
38 age + 23-30 age -1,51" 51 ,011
31-37 age -,52 52 ,583

Because of post-hoc Scheffe test after one-way analysis of variance (ANOVA), which was
performed to determine which subgroups the ELIT scores differ according to the age
variable, statistically (p<. 01) level, a significant difference was determined. This situation
reveals that teachers aged 23-30 have better early literacy knowledge than teachers in the
age group of 38 and 31-37. The difference between other sub-dimensions was not

statistically significant (p>.05).
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Comparison of Teachers' ELIT Scores by Length of Service

Whether there was a significant difference in the ELIT scores of the teachers according to
their length of service was tested with ANOVA. The results of the analysis are presented in
Table 12.

Table 12. One-Way Analysis of Variance (ANOVA) Results to Determine Whether Early

Literacy Knowledge Test Scores Differ According to Length of Service

f, X and ss Values ANOVA Results
Groups n X SS Source  Sumof Sd Average f p
of Squares of

Variance Squares

1-5year 107 14,61 3,95 Between 42,21 2 21,10 1,30 .273
Groups

6-10 year 153 14,05 4,05 Within  6068,17 374 16,22
Groups

11year+ 117 13,76 4,05  Total 6110,38 376

When the analysis results were compared according to the scores of the teachers from the
Early Literacy Knowledge Test, it was seen that there was no significant difference. F(2,
374)=1.30, p>.05. In other words, teachers’ knowledge levels do not change depending on
their length of service. As shown in Table 12, the averages from the ELIT of the teachers
included in the study from different years of service are very close to each other. In the
previous analysis, when age groups examined the ELIT scores of the teachers, the results
showed a significant difference, but in this analysis, there was no significant difference
when grouped according to their length of service. Frequency Distribution (cross table) for

two variables was made to understand this situation. The results are shown in Table 13.
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Table 13. Frequency Distribution Regarding the Ages and Length of Service of the Teachers

Length of Service Total
1-5 Year 6-10 Year 11 Year +
23-30 age 95 44 3 142
66,9% 31,0% 2,1% 100,0%
Age 31-37 age 9 81 44 134
6,7% 60,4% 32,8% 100,0%
38 age + 3 28 70 101
3,0% 27,7% 69,3% 100,0%
Total 107 153 117 377
28,4% 40,6% 31,0% 100,0%

When the frequency distributions of the teachers regarding the age and length of service are
examined, it is seen that 66.9% of the young age group (23-30) are in the 1-5 service year
group, but 33% are distributed over other service periods. This is why 33% of the young age
group in the study is distributed to other service years (6-10 years and above 11 years).
When the analysis results according to age are returned, it is seen that the ELIT scores of the
teachers in the 23-30 age group are better than the teachers in the other age groups. Based on
this information, that 33% of the 23-30 age group, whose age level is lower and whose level
of knowledge is higher than the other groups, is distributed over the other 6-10 years and 11
years and above service periods, can be seen in the ELIT level of the teachers entering the
other service periods. As a result, it can be said that the significant difference in the study

according to age does not occur similarly when the length of service is considered.

Comparison of Teachers' ELIT Scores according to Early Literacy Education/No

Education

The scores of the teachers from the ELIT according to the status of receiving or not
receiving education in early literacy (in-service training or taking courses) were analyzed

with the T-test. The results are shown in Table 14.
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Table 14. Independent Group t-Test Results Conducted to Determine Whether Early

Literacy Knowledge Test Scores Differ According to Taking/Not Taking Courses

Groups n X SS t sd p
Taking Course 107 14,71 4,13 1,78 375 ,074
Not Taking Course 270 13,88 3,97

It is seen that there is no significant difference between the ELIT scores of the teachers
according to their receiving/not receiving education. t(375)=1.78, p>.01. As shown in Table
23, it is seen that the scores of the teachers who received course/course/in-service training
(X=14.71) and the scores of the teachers who did not (X=13.88) are like each other.

Discussion

In this study, which aims to determine preschool teachers' early literacy knowledge levels,

answers to five research questions were sought.

The first research question of the study, “How are the scores of the teachers from the
early literacy knowledge test?” Descriptive analyzes were conducted to find an answer to the
question. When evaluated according to the average score of the teachers, it can be said that
the early literacy knowledge level is 52%. It is stated in some studies that at least 70% of a
subject must be answered correctly for it to be learned (Linn, 1989; Kutlu & Cok, 2002).
From this point of view, it can be stated that teachers’ knowledge levels about early literacy
are low. It can be said that 41 teachers identified as unsuccessful have very limited
knowledge about early literacy. Since ELIT is a knowledge test prepared with multiple
choice question method, these unsuccessful teachers had few correct answers by chance,
even though they did not know the subject. This is one limitation of multiple-choice tests. It
can be said that 43 teachers who were determined to be successful answered 70% of the test
correctly and knew early literacy. It is thought that the remaining 293 teachers are aware of
early literacy, but it should be developed theoretically. In addition, when teachers'
performances on the sub-dimension of early literacy are examined, it is seen that their
performances are below 50% in all sub-dimensions. When all these descriptive results are

together, it can be said that teachers need to be developed in early literacy.

Another research question of the study, “Do the scores they get from ELIT differ

according to the student groups work with (with/without special needs)?”” To find an answer
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to the question, the scores of the teachers from the test were compared with the T-test.

Because of the analysis, it was seen that there was no significant difference between the
scores of teachers who work with children with special needs and those who do not. It is
seen that 30 of 43 successful teachers work with children with special needs. To understand
the reason for this, the scores of those who work with children with special needs and those
who do not are compared among 43 teachers. Because of this analysis, it was seen that there
was no significant difference between working and non-working children with special needs.
Although there is no statistically significant difference between the ELIT scores of the
students who show SN and typical development (TD) and the teacher groups working with
SN students, it is a remarkable point that the teachers working with SN students make up the
numerical superiority of the teachers in the successful teacher’s group. The reason why the
teachers working with SN students are outnumbered in the successful group is that SN
students do not have the learning speed and method like their TD peers due to their
developmental characteristics. While teaching skills to the SN student, it may be necessary
to teach the skill more slowly and in smaller pieces. It may also be necessary to adapt and

change teaching methods.

All these requirements may have caused the teacher to research and have knowledge
about the skill to teach the skill. Children in SN and risk groups have lower early literacy
skills than their peers with TD (Bierman et al., 2008). In studies evaluating early literacy
skills, it is stated that children who are behind their peers when starting kindergarten cannot
catch up with their peers if they are not supported in this period (Diamond, Justice, Siegler,
& Snyder, 2013). Teachers working with SN and risk groups may have got information by
researching the subject to support children and prevent possible reading problems in the
future. Some state that pre-school teachers do not fully know the sub-dimensions of early
literacy skills and their teaching, and they are limited to little explanations only in the
program (Deretarla-Giil & Bal, 2006; Ergiil et al., 2014). Teachers may see that there is no
problem because they evaluate TD students regarding these limited achievements in the
program, and they may not feel the need for research or self-development regarding early
literacy. Therefore, fewer teachers working with TD children in the successful group may be
less. When the general situation of the teachers is examined, it is seen that they need support
in early literacy. This situation negatively affects the quality of education in classrooms.

When the studies on this subject are examined, it has been stated that teachers working in
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early childhood special education do not use intervention methods much, and the quality of

education is low (Justice et al., 2013; Spear-Swerling et al., 2005).

Another research question of the study, “Do the scores of the early literacy
knowledge test differ significantly according to the age of the teachers?” To find an answer
to the question, the scores of the teachers from ELIT were compared according to age
groups using ANOVA. Because of the analysis, it was seen that the scores of the teachers
differed significantly. ANOVA Post-Hoc Shefe test was used to see which age group
favored this significant difference; a significant difference was found in favor of the 23-30
age group. It has been observed that the early literacy knowledge levels of the young (23-30
years old) teacher group are better than the middle age (31-37) and advanced age groups (38
years and over). It is seen that the early literacy knowledge levels of the middle-aged and
older age groups are like each other. In pre-school education programs, teachers play the
most important role in the development of early literacy skills by creating the best quality
learning environments for the development of early literacy skills for children (Deretarla-
Giil & Bal, 2006). In 2006, the Council of Higher Education standardized the courses taught
in teacher training undergraduate programs. When the curriculum created by YOK, which
was reorganized in 2013, is examined, it is seen that the courses that increase the level of
early literacy knowledge and skills, such as “early literacy skills” and “interactive book
reading,” are on the list. Young age group teachers’ knowledge of early literacy may be
because they have graduated from a new undergraduate program. When the age levels of
successful teachers are examined, it is seen that 48% of them are in the young age group
(23-30 years old). In a study conducted with senior preschool teacher candidates in 2012
(Altun & Tantekin Erden, 2016), they were asked questions about knowledge and internship
practices related to early literacy. It was stated that they did not know about its content.
Researchers stated that early literacy courses should be included in undergraduate education
programs, which was an important component of teacher training and was one of the main
sources that supported teacher candidates theoretically and practically (Altun & Tantekin
Erden, 2016). In 2006, Bay and Alisinanoglu conducted a study on kindergarten teachers’
proficiency perceptions related to literacy preparation studies and compared the scores of
teachers from the scale of proficiency perceptions related to literacy preparation studies
according to their ages. They stated that the scores of the teachers according to their age
groups did not differ. They commented that since the preschool undergraduate programs

taught in 2006 and before did not include courses on early literacy, teachers of all age
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groups accessed this information through self-development. In another study, Deretarla-Giil

and Bal (2006) stated that teachers working in pre-school institutions are insufficient in
terms of early literacy and knowledge of the sub-dimensions that make up this skill and
transferring this information to children. When the results of the studies in the literature are
examined; It can be seen that teachers are insufficient in terms of theoretical and practical
skills related to early literacy. Especially when the current studies are examined in terms of
the age variable, it is seen that there are no significant differences between the groups, which
is consistent with this study in previous studies. All these studies included teachers who
graduated from the former preschool undergraduate program and that teachers stated they
did not take a course on early literacy in their undergraduate education. In the study, the
views and perceptions of pre-school education teachers and teacher candidates regarding
literacy preparation studies were determined; A 23-question scale of views on literacy
preparation activities and a 20-question literacy acquisition perception profile scale were
applied to 101 teachers and 123 pre-service teachers. In the study, when the scores of the
teachers from the scales were compared according to the age variable (20-23 years and 24-
50 years); It has been stated that there is a significant difference between the scores of the
age groups from the scales in favor of the 20-23 age group (Ogretir Ozgelik, 2018). In a
study conducted in the USA in 2001 to measure teachers’ perceptions of early literacy
teaching, 424 preschool teachers’ perceptions of early literacy were examined. In the study,
teachers’ perceptions of early literacy teaching were measured with a scale developed within
the research, and the results were examined in terms of various variables. When the scores
of the teachers were analyzed according to the age variable, it was seen that the scores
differed significantly in favor of the younger age group (Mather, Bos, & Babur, 2001).
When the results from all these studies are evaluated together, the knowledge levels of the
teachers included in the old program taught in preschool undergraduate teaching and the
teachers involved in the new program differ. As the dates of the studies approached today
when the knowledge levels in terms of the age variable are examined, the reason for the
difference in the scores got from the scales (Altun & Tantekin Erden, 2016; ilkir Ozgelik,
2018) can be shown as the absence of lessons on early literacy in the old program. Based on
this information, it can be said that the primary reason for younger teachers to get better
scores from ELIT in this study is that the teachers in this group graduated from the new
preschool program and improved their knowledge and skill levels in different courses related

to early literacy.
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Another research question of the study, “Do the scores they get from the early literacy

knowledge test differ significantly according to their length of service?” To find an answer
to the question, the scores of the teachers from the ELIT were compared using ANOVA, and
no significant difference was observed between the groups. In the literature on the subject, it
is stated that, unlike this research, teachers’ early literacy knowledge levels differ
significantly in favor of the first five years in terms of their length of service (Ergiil et al.,
2014). In a study conducted in 2008 to determine teachers’ perceptions of literacy readiness
proficiency (Bay & Alisinanoglu, 2008), teachers’ efficacy perceptions were compared
according to their length of service, and it was observed that efficacy perception scores
differed significantly in favor of teachers with five years of service. In another study, the
competencies of teachers and teacher candidates regarding early literacy were measured and
compared according to their length of service (0-9, 10-20 and above) (ilkir Ozgelik, 2018).
The results got from the study showed a significant difference in favor of teachers with 0-9
service years. As stated before, including early literacy courses in the new preschool
program effectively gets better results for new teachers and teacher candidates. In all these
studies, it was stated that the participants with a short-term of service new teachers had good
results in the measurements of early literacy proficiency, perception, or knowledge level
because they participated in the new preschool program. In this study, while the young age
participant group (23-30 years old) is expected to be in the 1-5 years of the service group, it
is seen that 33% of them are distributed over the 6-10 and 11 years group. It is thought that
there is no significant difference in the ELIT scores among the participants since the group
that started school at an early age and started the profession at an early age was included in
the 6-10 year’s service group. If there were not 33% of the 23-30 age group distributed to
the other 6-10 and 11 years old groups, the results got from the study could differ
significantly in favor of the group with 1-5 years of service, as stated in the literature.
Another remarkable finding is that there is no significant difference between teachers over
6-10 and 11 years old. Considering that teachers' teaching experience will increase with the
increase in the years of service and this situation will reflect positively on the practice, it
should be said that the findings got for 6-10 and over 11 years develop differently than
expected. When the studies on professional seniority and teacher competencies are examined
in the literature, it can be seen that the above expectation does not always occur. In a study
by EKici (2006), it was determined that teachers’ efficacy beliefs did not make a significant
difference according to their professional seniority. In another study, Cemaloglu and Sahin

(2007) stated that the excitement of teachers when they are just starting their profession



122 E. Lagin, & B. Giildenoglu/ Pamukkale University Journal of Education, 55, 100-128, 2022
decreases as their seniority increases; They found that depersonalization and emotional

exhaustion increased. In Erkensiz and Serhatoglu's (2013) study on preschool teachers’ self-
efficacy beliefs, a scale was applied to preschool teachers to evaluate their efficacy. When
the scores obtained from the scale were compared according to the teachers' length of
service, it was seen that the scores obtained from the scale did not differ significantly
according to the length of service. Yiiksel and Yiiksel (2018), in their study in which they
examined the professional burnout levels of teachers, found that there was no statistically
significant difference between the length of service and burnout levels. Yavuz (2020), in his
study examining the professional self-efficacy levels of teachers working in special
education schools in terms of various variables, stated that there is no statistically significant
difference between teachers’ professional self-efficacy levels and their length of service. In
these studies, it has been emphasized that professional seniority may not always create the
desired changes in teachers. Based on these results, in the present study, it was found that
with the increase in professional seniority of teachers, their interest and desire for the
profession may have decreased, and their motivation to learn a more current and new subject
such as early literacy may be lower. It can be said to have no effects. In parallel with this
view, when the ELIT results of the teachers are examined, it is seen that the scores of the

teachers decrease as the length of service increases.

Another research question of the study, “Do the scores they get from the early
literacy knowledge test differ significantly according to whether they have received
education on early literacy?” To find an answer to the question, the ELIT scores of the
groups of teachers who received and did not receive training were compared using the t-test.
When the results were examined; There was no significant difference between the groups.
Teachers who take in-service training or undergraduate courses on a particular subject are
expected results more successful than teachers who have not participated in any educational
activity on the subject. According to the demographic information collected from the
teachers to whom ELIT was applied, all teachers who received in-service training or
undergraduate courses on the subject were evaluated as people who received training. From
this point of view, likely, the quality of the in-service training or undergraduate courses
teachers receive affects the results as a risk factor. In many studies in the literature, it is
frequently stated that the quality of in-service training provided to teachers is low, the
training remains at the level of theoretical knowledge, and there are problems in transferring

them to practice (Dickinson, 2002; Ergiil et al., 2014). In the study on examining the
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problems of preschool teachers, it was stated that teachers could not benefit from the

existing in-service training, starting from the planning of the education, because of the lack
of qualifications in the content (Sahin, Avci, & Turla, 1999). This study also emphasized
that teachers wanted to follow the developments in their fields but could not keep up with
the development and change because they could not create the time (because of working
hours and days) to participate in these activities. These results show we cannot carry the
teachers to the desired levels with the in-service training and undergraduate courses offered
only within a certain period. When the ELIT scores of the teachers who stated that they took
in-service training or undergraduate courses in the study were examined, it was seen that the
average remained at 14. However, for teachers to accept that they know the subject, they
must answer 70% of the test correctly, they must get a score of 19 and above. According to
the results of the test, even the teachers who see themselves as educated are in the group that
needs to be supported in terms of early literacy knowledge. This shows that teachers' in-
service training or undergraduate courses do not create the desired changes in their early
literacy knowledge and skills. It can be said that the lack of ELIT scores of teachers at the
desired level is because of the lack of courses in many programs on early literacy in
universities. The subject cannot be dealt with comprehensively in undergraduate programs
with an early literacy course. It is seen that teachers working with preschool children TD and

SN need comprehensive in-service training on early literacy.

The data of this research is limited to the teachers working in preschool education
institutions in the central districts of Ankara. More comprehensive results can be obtained by
researching with a larger sample. In addition, the level of knowledge about early literacy is
limited to the test applied. Besides the test, an application-oriented tool can be added in
different studies to be carried out. An additional measurement tool development study can
be planned regarding teachers' methods and materials in practice while developing early

literacy.

Conclusion

When the findings from the study are evaluated together, important results were obtained
about the early literacy knowledge levels of teachers working in early childhood and the
variables that affect teachers’ early literacy knowledge levels. Findings show that early
literacy knowledge levels of teachers working in early childhood are low. It is seen that 43
of 377 teachers participating in the study are successful, and 41 of them are unsuccessful.
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This situation suggests that teachers working in early childhood are not ready for effective

early literacy education, and these skills are not emphasized enough in the program;
therefore teachers do not realize the importance of these skills and their relationship with
future reading performance. Early literacy is also important for those with risk groups and
SN. However, it is seen that the teachers working with this group are also far from the
desired level of success. It is seen that the average score of teachers working with SN
children is 14.45, and this level is the level of teachers who need information. However, the
training to be held in this period is very important for this group. Time should not be lost in
SN and risk group children in this period. However, if it is desired to be successful in this
period, first, teachers' knowledge level should be increased. Looking at the variables that
affect early literacy (age, length of service, working group, and educational attainment), it is
seen that only the teacher's age is a variable that makes a difference. This is due to both the
teaching program and the courses in universities. There were no undergraduate courses
related to early literacy when teachers received their undergraduate education from the
advanced age group. It is seen that there are few undergraduate-level courses related to early
literacy in the undergraduate education programs of younger age group teachers. It has been
observed that the younger ones have a better knowledge level than the advanced ones. This
result shows that the desired positive changes can occur in teachers when they receive the
right education. Finally, it was seen that the educational status was not a determining
variable. This situation is thought to be a finding that should be questioned regarding the
quality and quality of in-service training provided to teachers. Although he did not take
courses during the undergraduate period, many teachers can be reached with the right in-

service training, and effective in-service training should be planned.
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