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Abstract

This action research study aimed to improve phonological awareness of young learners in Turkish
EFL context. In total, there were 56 students from the 5", 6, and 7™ grades at a secondary state
school. The students’ phonological awareness levels were measured via the Phonological Awareness
Skills Test (P.A.S.T.) in pre-test, immediate post-test and delayed post-test design. Their scores were
analysed through statistical procedures. When the mean scores of the pre-test, immediate post-test
and delayed post-test were compared, it was found out that the scores in the immediate post-test and
delayed post-test increased. A non-parametric Friedman test of differences among repeated measures
was conducted and rendered a significant Chi-square value. Thus, it was revealed that there was a
statistically significant difference among the P.A.S.T. scores of the participants measured before the
in-class activities, after the in-class activities, and after a six-week follow-up. The findings displayed
the importance of employing various activities to improve the phonological awareness of young

learners. Educational implications are also discussed.
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Introduction

Language learners should be conscious of sounds and their pronunciation to speak a language
accurately and effectively (Leong & Ahmadi, 2017) because pronunciation occupies an important
place in speaking skills (Leong & Ahmadi, 2017; Mahripah, 2013) and communication (Thornbury,
2005). Also, the importance of teaching phonology and pronunciation lies in the claim that sounds
play an important role in communicative competence and successful oral communication
(Hismanoglu, 2006). Thus, teaching pronunciation should be included in the initial phase of English
language learning, including young learners, to promote correct pronunciation as early as possible.
Additionally, teachers of young learners should incorporate pronunciation with other areas of
language learning (Reid, 2014). In order to achieve this, language teachers can integrate music,
songs, videos, games, technology, and different types of activities into the learning and teaching
processes (Davis, 2017; Klimova, 2015).

Concerning teaching pronunciation of English which is not a phonetic language, words with
similar spellings are sometimes pronounced differently due to tenses and phonemes that go after
them. These differences may cause some challenges for non-native speakers of English in producing
words (Gut, 2009; Leong & Ahmadi, 2017). Specifically, while teaching English pronunciation to
young learners, some issues should be considered. To illustrate, young learners may have difficulty
comprehending and pronouncing English sounds, words, and sentences. In addition, a young learner
with lower phonological awareness might have difficulty rhyming, syllabicating, or spelling a new
word by its sound. Thus, teachers should focus on teaching phonetics and pronunciation to improve

young learners’ phonological awareness (Yopp, 1992).

Although there are research studies on improving phonological awareness in different
contexts (Anthony & Francis, 2005; Bialystok, Majumder, & Martin, 2003), there are limited studies
to improve phonological awareness among young learners in the field of ELT (English Language
Teaching) specifically. Besides, there are some studies on phonological awareness in Turkey
(Durgunoglu & Oney, 1999; Ozdemir, 2008). However, they have been conducted on adult EFL
(English as Foreign Language) learners for different languages or fields (Babayigit & Stainthorp,
2007; Kartal & Terziyan, 2016; Sozen, 2019). Consequently, it can be claimed that the number of
phonological awareness studies on teaching English to young learners is limited, and there is still an
important gap in the relevant literature upon how to improve phonological awareness of young
learners in different EFL contexts. Therefore, this study investigates the effects of using different
types of activities and materials (worksheets, games, videos, songs, audio dictionaries) on improving
phonological awareness of young learners via a pre-test, immediate post-test, and delayed post-test
design in the Turkish EFL context. Considering that more research studies are needed to investigate

the use of various activities in English classes to improve young learners’ phonological awareness in


https://onlinelibrary.wiley.com/action/doSearch?ContribAuthorRaw=Stainthorp%2C+Rhona
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different EFL contexts, this study provides significant educational implications, especially for

English teachers of young learners in the Turkish EFL context.
Literature Review
Teaching Phonology to Young Learners

One of the most important skills for listening is phonological (sound) awareness because it is thought
as the foundation for spelling and word recognition skills and is necessary to improve young
learners’ listening skills (Yopp, 1992). In addition, phonological awareness skills may assist
children’s reading and writing abilities (Bentin & Leshem, 1993; Deacon & Kirby, 2004; Erdogan,
2011; Swanson et al., 2003). For these reasons, teachers are advised to encourage their young

learners to improve their listening skills (Brown & Lee, 2015; Linse & Nunan, 2005).

To this end, teachers may employ a phonetic alphabet to discuss sounds in languages (Avery
& Ehrlich, 2013). They can also prepare their materials such as posters, videos, songs, flashcards,
and worksheets (Bayraktaroglu, 2008). Alternatively, they can refer to the Internet as a pedagogical
tool to reach recent course books, workbooks, digital charts, posters, and interactive language

applications to reinforce different language skills and motivate learners (Giindiiz, 2005).

While employing various activities and materials to teach pronunciation, teachers should
consider the problems related to what young learners can hear and what they can say (Harmer,
2007). In this way, teachers can act accordingly by considering their students’ age and
developmental characteristics. In the first place, teachers of young learners should have good
pronunciation skills to help their young learners become better listeners and speakers (Gilakjani &
Sabouri, 2016). In other words, teachers should be good role models for their young learners. In the
second place, they should vary their classroom activities because young learners are stated to favour
drawing, colouring, cutting, and pasting. For example, teachers can use minimal pairs to get their
learners to practice individual sounds (Haghighi & Rahimy, 2017) because, according to Jull (2013),
minimal pairs can help learners gain awareness about the distinction between two sounds. Finally,
teachers should explain where and how the sounds are produced. In this regard, teachers can bring or
draw pictures of the mouth and lips to describe how sounds are made since young learners are

concrete learners (Harmer, 2007).
Improving Phonological Awareness of Young Learners

Phonological awareness is seen as an important component of foreign language (L2) reading and
metalinguistic skills since this awareness is regarded as a pre-requirement of recognizing the
relationship between a letter and its function (Saiegh-Haddad, 2019). Besides, phonological
awareness can influence the writing skills of learners (Eryilmaz & Yesilyurt, 2020). As a subset of
phonological awareness, phonemic awareness has occupied an important space in the relevant

literature. In this respect, Konza (2011) states that phonemic awareness has sub-skills such as
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phoneme isolation, phoneme blending, phoneme segmentation, and phoneme manipulation. To

illustrate, phoneme isolation is the ability to understand the individual phonemes in words. For
instance, in the word “pet”, the first sound is /p/. Phoneme blending refers to the ability to listen to a
series of phonemes and combine them into a word. For instance, in the word “ten,” there are three
phonemes that can be separated as /t/, /e/, and /n/. Phoneme segmentation is the ability to find out
how many separate phonemes are in a word and say each sound. For instance, there are four sounds
in the word “stop”, and it can be separated as /s/, /t/, /o/, Ip/. Finally, phoneme manipulation is
claimed to be the most complex skill because it requires the ability to manipulate sounds to create
different words. For instance, if the initial sound /b/ is deleted, the word “black’ will be formed into

the word “lack”.

According to Wasik (2001) and Yopp (1992; 1995), phonemic awareness can be improved
and assessed by teachers with the help of activities such as sound matching, sound isolation, sound
blending, sound addition, substitution, or segmentation. Also, in order to assess the phonological
awareness of language learners, teachers and researchers can benefit from Phonological Awareness
Skills Test (P.A.S.T.). This test was developed by Yvette Zgonc (2000) and published in the book
“Sounds in Action: Phonological Awareness Activities & Assessment”. P.A.S.T. can be useful to
assess phonological awareness skills at the word, syllable, onset-rime, and phoneme levels. It
evaluates 14 phonological awareness skills such as the concept of spoken word (sentence
segmentation), rhyme recognition, rhyme production, syllable blending, syllable segmentation,
syllable deletion, phoneme isolation of initial sounds, phoneme isolation of final sounds, phoneme
blending, phoneme segmentation, phoneme deletion of initial sounds, phoneme deletion of final

sounds, phoneme deletion of the first sound in the consonant blend and phoneme substitution.

With an aim to better understand the phonological progress of children in terms of various
phonemic awareness sub-skills and see the influence of training on phonological awareness of
children, a number of research studies have been conducted. These studies have focused on the
interlanguage relationships, sociolinguistic variables, bilingual children, type and effect of training,
and the role of phonological awareness in predicting reading and writing skills. The relevant studies

are as in the following.

To begin with, Lopez and Greenfield (2004) drew attention to the interlanguage relationships
between oral language skills and phonological awareness abilities among children. The authors
suggested that the language and metalinguistic skills of children in their mother tongue should be
improved to be used as a tool for acquiring English literacy skills. Based on this conclusion, it can be
suggested that young learners should receive adequate education in their native language (L1) to
refer to their L1 as a port while learning pronunciation in a new language. However, some other
factors contribute to children's phonological skills. For instance, Morrow et al. (2014) examined the

English phonological skills of 19 children aged five-seven in Canada via sound class accuracy,
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whole-word accuracy, percentage of occurrence of phonological patterns, and sociolinguistic

correlational analyses at five-time points. The authors concluded that the children’s phonological
skills increased over time, and sociolinguistic variables such as the age of arrival and age of exposure
were significantly linked to phonological skills. In light of these results, it is seen that there are

various factors that influence the phonological skills of young learners.

As for bilingual children, Lépez (2012) developed the Phonological Awareness Test to
investigate the phonological skills of 241 Spanish-English bilingual children from preschool at three-
time points in order to detect their progress and cross-language transfer. The task measured growth
in rhyme awareness, initial sound awareness, and segmenting abilities. It was found out that the
children’s performance on this task improved significantly as they increased in age and moved
through school. In addition, according to MANOVA results, the children’s performance in both
languages significantly increased on all of the tasks as they went through the two years of schooling.
Finally, the study concluded that the children were improving their phonological awareness abilities
in terms of rhyme recognition, initial phoneme and segmenting skills though there were progression
differences across languages. In a similar vein, Martinelli and Brincat (2020) focused on
phonological awareness and its relation to six-year-old children’s mastery in reading Maltese and
English. There were 82 bilingual participants attending bilingual schools in Malta and they were
administered a word reading test and phonological tests/tasks. It was revealed that specific measures
of phonological awareness constituted common phonological underpinnings of reading performance
in both Maltese and English at different degrees. In light of the findings, it was concluded that the
phonological skills driving reading development across alphabetic languages might not show

substantial differences between different orthographies.

Apart from studies on bilingual children, several studies were concerned with the type and
effect of training concerning phonological skills of young learners (Algozzine et al., 2008; Ng, 2006;
Pullen & Justice, 2003). For example, it is suggested that to encourage young learners, and explicit
instruction should be provided every single day via creating purposeful and playful activities since
these activities can enhance rhyme and alliteration awareness, promote blending and segmenting
skills (Pullen & Justice, 2003), and help them gain reading fluency (Algozzine et al., 2008). In
another study that compared two groups of Chinese ESL (English as Second Language) learners
depending on their phonological skills training, it was found out that better phonological skills led to
more effective L2 reading development for the group with phonological skills training in their L1
literacy experience. Also, training at the primary level was found to be effective in improving the

students' phonological skills, decoding efficiency, and reading performance (Ng, 2006).

Phonological awareness has also been studied in relation to literacy development, namely in
terms of reading and writing skills. To start with, Li and Chen (2016) conducted an experimental

study on the influence of phonological and morphological awareness training on 60 Taiwanese EFL
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children’s English word reading. The authors concluded that both intervention programs

significantly improved post-test word reading to a similar extent. However, only the phonological
training program yielded a significantly better effect on the post-test L2 word reading than the
regular instruction. In a similar vein, Zhang and Roberts (2019) investigated the role of phonological
awareness in Chinese character reading and writing skills of 83 Arabic and English learners of
Chinese as a second language. It was revealed that the learners’ phonological awareness predicted
the acquisition of character reading and writing skills directly or indirectly. Finally, Dixon (2011)
investigated the phonological awareness and English writing skills of 297 Singaporean kindergarten
children, almost all of whom were bilingual. It was indicated that the participants scored higher on
English writing but lowered on English oral language skills than U.S. norms. Besides, phonological
awareness significantly predicted English writing scores. Thus, it was stated that both alphabetic
(phonological) processes and logographic (whole-word) processes were important factors in English

literacy achievement.

Finally, various phonological awareness studies have been conducted among kindergarteners
and primary school students in Turkey. To exemplify, Gékkus (2016) conducted a study with the
participation of 47 first graders at a primary school and concluded that the phonological awareness
program had a positive effect on the students’ phonological awareness, writing awareness,
vocabulary, and reading-writing skills. On the other hand, Kartal and Terziyan (2016) aimed to
reveal the role of game-like software in improving the phonological awareness skills of
kindergarteners and helping reading acquisition in Turkish. It was indicated that the children in the
experimental group outperformed the children in the control group in terms of phoneme
segmentation, letter-name, and letter-sound knowledge. In another study, Soganci (2017) examined
the relationship between 133 kindergarteners® phonological awareness skills and their word reading
skills in the first grade at primary school and found out that the readers with good phonological
awareness skills decoded words more accurately and faster. Also, Akdal (2018) investigated the
impact of SESFAR intervention program on the phonological awareness skills of five-year-old
children with low phonological awareness skills. The programme included eight skills areas, namely
segmenting words into syllables, combining syllables, segmenting sentences into words, rhyme
awareness, matching the first phoneme, matching the last phoneme, deleting the first phoneme of the
word, and deleting the last phoneme of the word. In light of the analyses, it was revealed that there
was a statistically significant difference between the post-test scores of the experimental and control
groups and the difference between the pre-test and post-test scores was significant for the
experimental group. Thus, it was reported that the intervention programme was effective in
improving the phonological awareness skills of the students with low phonological awareness skills.
Finally, Stirgen (2019) compared 20 students with specific learning disabilities and 20 students with

normal reading achievement in terms of word reading, phonological awareness, rapid automatic
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naming and working memory performances. According to the results, the students with specific

learning disabilities showed lower performances in the above-mentioned areas compared to the other
group, and phonological awareness, phonological memory and phonological short-term memory
were among the variables which showed greatest difference. Also, phonological awareness was the

strongest predictor of word reading according to the hierarchical regression analysis.

All in all, the research results emphasize the importance of phonological awareness skills of
young learners in their literacy learning and communicative competence and suggest training for
better outcomes. The relevant literature came up with important implications to promote
phonological awareness skills of students at different ages for different language skills. However, in
this study, a different age group in a different lesson was investigated, namely secondary school
students in English classes. Although above-mentioned studies give important sights into what to do
about improving phonological awareness of young learners to better their reading and writing skills,
there is still a gap in the relevant literature upon how to conduct phonological activities in order to
teach young learners English more effectively and test their phonological skills. In this sense, it can
be stated that more research studies are needed to investigate the use of various activities in English
classes to improve young learners’ phonological awareness and test their phonological skills in
different contexts. Thus, this study displays the role of explicit instruction in improving phonological
awareness skills of young learners via in-class activities, proposes assessment of phonological skills
via P.A.S.T., and provides significant educational implications for English teachers of young learners
in Turkish EFL context specifically. In sum, the primary aim of the study is to investigate the effect
of using different kinds of activities and materials (worksheets, games, videos, songs, audio
dictionary) on improving phonological awareness skills of young learners in Turkish EFL context.

Therefore, the current study aims to answer the following research question:

1. Is there a statistically significant difference between the pre-test, immediate post-test and
delayed post-test scores of the participating young learners of English in terms of their phonological

awareness levels?
Methodology
Research Design

In this study, the second researcher is the English teacher of the students and worked with a group of
students in her classes. The researcher first identified the pronunciation problems of her students and
decided to make some changes in her teaching actions. Then, she was involved in some reflections
upon her actions and drew some conclusions for her future teaching practices. Therefore, the current
study can be regarded as action research which is defined as systematic research concerned with
developing learning-teaching activities (Souto-Manning, 2012), student achievement (Darling-

Hammond & Youngs, 2002), and gaining professional awareness about strengths and weaknesses
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(Hagevik, Aydeniz, & Rowell, 2012). In this way, teachers can also reflect on their own teaching

methods and shape their future teaching practices accordingly (Hine, 2013). Although some teachers
may lack the necessary motivation, they can become more autonomous in their teaching career by

involving in action research (Yuan & Burns, 2016).
Participants

This study was conducted at a state secondary school in a village. The school was located in a city in
the south-eastern part of Turkey. The study took place in 2019-2020 academic year. Pre-tests,
immediate post-tests and delayed post-tests via the P.A.S.T. were applied by the researcher for the
5t 6™ and 7" grade secondary school students. There were a total of 56 participants (26 females and
30 males) who were chosen with convenience sampling where the participants were within easy
reach for the researcher (Mackey & Gass, 2005). Their proficiency levels were Al (beginner) and A2
(elementary) levels. The participants’ levels were predetermined by the Ministry of National
Education (MoNE) since they were state school students. The teacher was expected to act in line
with the predetermined language level and teach via the course materials designed for those levels.
According to the MoNE descriptions, 5" and 6™ graders were described as Al level (beginner)
learners while 7" graders were described as A2 level (elementary) learners. These levels were
indicated to be planned according to the principles and descriptors of the Common European
Framework of Reference for Languages: Learning, Teaching, Assessment (CEFR) (See
http://mufredat.meb.gov.tr/Dosyalar/201812411191321-

INGILIZCE%200GRETIM%20PROGR AMI%20Klasorii.pdf).

There were 21 5" grade students with 10 females and 11 males. The average age of the 5™
graders was 10. Also, there were 17 6™ grade students with six females and 11 males. The average
age of the 6™ graders was 11.5. Finally, there were 18 7™ grade students with 10 females and eight
males. The average age of the 7" graders was 12.5. Thus, in this study, there were a total of 56

participants with 26 females and 30 males.

Data Collection Tools

In this study, the Phonological Awareness Skills Test (P.A.S.T.) was administered as the pre-test,
immediate post-test, and delayed post-test in order to collect data. The test, which is a kind of
achievement test, was developed by Yvette Zgonc (2000; 2010). The researcher did not remove any
parts of the P.A.S.T. However, the researcher changed the items, words and sentences of the original
P.AS.T. in line with the 5 6" and 7" grade English course books of MoNE (2018). The
appropriateness and content validity of the revised forms was ensured via expert opinion gathered
from three academic staff in ELT at two different universities in Turkey. This test can be applied to

evaluate language learners’ phonological awareness skills at the levels of word, syllable, onset-rime,


http://mufredat.meb.gov.tr/Dosyalar/201812411191321-İNGİLİZCE%20ÖĞRETİM%20PROGRAMI%20Klasörü.pdf
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and phoneme. The P.A.S.T. consists of 14 parts. These parts are concept of spoken word (sentence

segmentation), rhyme recognition, rhyme production, syllable blending, syllable segmentation,
syllable deletion, phoneme isolation of initial sounds, phoneme isolation of final sounds, phoneme
blending, phoneme segmentation, phoneme deletion of initial sounds, phoneme deletion of final
sounds, phoneme deletion of first sound in consonant blend, and phoneme substitution. In each part,
there are six items and each correct answer equals 1 score. Thus, the highest score for correct
answers that can be gained from a part is 6. The researchers in this study checked and calculated the
correct answers out of six items for each part. Then, the ultimate overall score was given to the

student.
Procedures

First of all, the researchers contacted the Provincial Directorate for National Education in the city to
carry out the study activities at a state school and obtained official permission. The administrative
staff and parents were informed about the study and the students were given a consent form to
participate voluntarily. The written permission to use the P.A.S.T. was also obtained from Yvette
Zgonc via email. All the procedures were conducted face-to-face in real classroom environments.
Table 1. The Implementation Dates and Durations

Grades Date of Duration of Date of Duration of Date of Duration
Pre-test pre-test immediate immediate  delayed of
post-test post-test post-test  delayed
post-test
5 Grade 15t 50-55 10" January 40-45 21 30-35
October Minutes 2020 Minutes February  Minutes
2019 2020
6" Grade 15t 50-55 10" January 40-45 21 30-35
October Minutes 2020 Minutes February  Minutes
2019 2020
7" Grade 15t 50-55 10" January 40-45 21 30-35
October Minutes 2020 Minutes February  Minutes
2019 2020

The durations of the pre-test, immediate post-test, and delayed post-test of the 5%, 6! and 7™
graders were almost the same as is shown in Table 1. At the beginning of the first semester of 2019-
2020 academic year, the researcher administered the P.A.S.T. as the pre-test. At the end of the first
semester, the researcher administered the immediate post-test in order to evaluate the young learners’

phonological awareness improvement. At the beginning of the second semester, the researcher
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administered the P.A.S.T. as the delayed post-test to find out whether the young learners retained

phonological awareness skills in a longer period of time.
Data Analysis

After the P.A.S.T. was administered as the pre-test, immediate post-test, and delayed post-test, the
researchers conducted analyses and made comparisons upon the test scores of 56 participants by
means of Excel and SPSS (Statistical Package for the Social Sciences) programmes. Demographic
features were analysed via an Excel programme while the pre-test, immediate post-test and delayed
post-test scores were analysed via SPSS. Also, the researchers gave each participant a different code
after the pre-test in order to provide anonymity and track the progress of each participant in the
immediate post-test and delayed post-test. While preparing the tables, the researchers gave the same
participants the same codes. Moreover, SPSS-16 programme was used to analyse quantitative data to
reveal whether there exists a significant difference between the pre-test, immediate post-test, delayed
post-test results. For this purpose, Friedman test of differences was conducted.

Results

The present study was conducted on the 5™, 6" and 7" graders (N= 56) at a state school in Turkey. In
order to collect data, the P.A.S.T. was administered as pre-test, immediate post-test, and delayed
post-test for all grades. Before the analyses, test of normality was applied for future analyses.

Table 2. Results of the Normality Test

N Minimu  Maximu  Mean Std. Skewness Kurtosis
m m Deviatio
n

Statisti  Statistic  Statistic Statisti  Statistic ~ Statisti  Std.  Statisti  Std.

c c c Erro c Erro
r r

pre-test 56 6 77 57,84  14.926 -1.963 319 4.079 628
impost 56 48 84 77,02  8.296 -2.001 319 3379 628
delaypo 56 38 84 76,79  9.376 -2.443 319 6.334 628
st
Valid N 56
(listwise
)

*impost refers to immediate post-test and delaypost refers to delayed post-test.
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Statistically, skewness and excess kurtosis can be employed to test for normality. If

skewness is not close to zero, then, the data set is not normally distributed. For example, if skewness
is less than -1 or greater than 1, the distribution is highly skewed. According to Table 2, it is seen
that the data, that is the scores of the participants, are not normally distributed. To exemplify, for the
pre-test Skewness is -1.963 and Kurtosis is 4.079; for the immediate post-test Skewness is -2.001
and Kurtosis is 3.379 and for the delayed post-test Skewness is -2.443 and Kurtosis is 6.334. For this

reason, non-parametric tests were used for the analysis of the data.

Since the data are not normally distributed and number of the participants in each group is
less than 30, a non-parametric Friedman test was used to find out whether there exists a significant
difference between the pre-test, immediate post-test and delayed post-test scores of the participants.
According to the results in Table 3 (50 median scores: 61 for the pre-test, 80 for the immediate
post-test and 80 for the delayed post-test), there exists a significant difference between the pre-test,
immediate post-test and delayed post-test scores of the participants (p < 0.05) in terms their
phonological awareness skills. In sum, a non-parametric Friedman test of differences among
repeated measures was conducted and rendered a Chi-square value of 82.184 which was significant
(p < 0.05). Thus, it can be inferred that there was a statistically significant difference between the
phonological awareness skills test (P.A.S.T.) scores of the participants measured before the in-class
activities, after the in-class activities and after a six-week follow-up, x*(2) = 82.184, p = 0.000.

Table 3. Friedman Results for Whole Group Comparison

Percentiles
N Mean  Std. Minimu  Maximu 25" 50t 75
Deviatio m m (Median
n )
Pre-test 56 57.839 1492621 6.00 77.00 55.2500 61.0000 67.000
3 0
impost 56 77.017 8.29565  48.00 84.00 77.2500 80.0000 82.000
9 0
delaypost 56 76.785 9.37640  38.00 84.00 75.0000 80.0000 82.000
7 0

Friedman Test Ranks

Mean Rank
Pre-test 1.03
impost 2.46

delaypost 2.51
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Test Statistics?

N 56
Chi-Square 82.184
df 2
Asymp. Sig. ,000

a. Friedman Test

As for grade-based findings, firstly, the results showed that the 5™ grade students’ average
pre-test score was 56.571. Their average immediate post-test score was 76.761 and finally their
average delayed post-test score was 78.904. It can be stated that the pre-test, immediate post-test and
delayed post-test scores were on the increase. Moreover, a non-parametric Friedman test of
differences among repeated measures was conducted and rendered a Chi-square value of 35.100
which was significant (p < 0.05). Thus, it can be claimed that there was a statistically significant
difference between the P.A.S.T. scores of the 5 graders, y*(2) = 35.100, p = 0.000.

Secondly, the results showed that the 6™ grade students’ average pre-test score was 61.941.
Their average immediate post-test score was 78.470 and finally their average delayed post-test score
was 78.529. It can be stated that the pre-test, immediate post-test and delayed post-test scores were
on the increase again. Moreover, a non-parametric Friedman test of differences among repeated
measures was conducted and rendered a Chi-square value of 23.194 which was significant (p <
0.05). Thus, it can be stated that there was a statistically significant difference between the P.A.S.T.
scores of the 6™ graders, x*(2) = 23.194, p = 0.000.

Finally, the results showed that the 7" grade students’ average pre-test score was 55.444.
Their average immediate post-test score was 75.944 and finally their average delayed post-test score
was 72.666. Thus, it can be inferred that the 7™ graders improved their phonological awareness skills
to some extent, which is similar to the 5" and 6™ graders. However, it is seen that their average
delayed post-test score decreased to a degree compared to their average immediate post-test score,
which is in contrast to the 5" and 6" graders. Consequently, it can be concluded that the 7" grade
students may need more practice in order to improve their phonological awareness skills in the long
run. On the other hand, a non-parametric Friedman test of differences among repeated measures was
conducted and rendered a Chi-square value of 28.829 which was significant (p < 0.05). Thus, it can
be claimed that there was a statistically significant difference between the P.A.S.T. scores of the 7"
graders, x*(2) = 28.829,p = 0.000. Finally, demographic features and P.A.S.T. scores of the

participants are shown in Table 4 to get a general view about the results.

Table 4 Demographic Features and Test Scores

Averages of Student gender Average of Average of Average of

student ages pre-tests immediate delayed post-
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post-tests tests
Grade 5 10 10 Female (F)/  56.571 76.761 78.904
11 Male (M)
Grade 6 115 6 Female (F)/ 61.941 78.470 78.529
11 Male (M)
Grade 7 125 10 Female (F)/  55.444 75.944 72.666
8 Male (M)
Average/ 11.3 26 Female (F)/  57.839 77.017 76.785
Total: 30 Male (M)

56 students in
total

As it is seen in Table 4, 56 students participated in this study. The results showed that there
was a statistically significant difference between the pre-test, immediate post-test and delayed post-
test scores of the participating young learners of English in terms of their phonological awareness
levels. It can be stated that these students gained phonological awareness skills to some extent, and
had the opportunity to improve their phonological awareness with the help of various activities and

materials (worksheets, games, videos, songs, audio dictionary) in English classes.
Discussion and Conclusion

The aim of this study was to investigate the effect of using different types of activities and materials
(worksheets, games, videos, songs, audio dictionary) on improving phonological awareness skills of
young learners of English in Turkish context. According to the results, comparison of the mean
scores of the pre-test (M for the 5" grade = 56.571, the 6" grade = 61.941, the 7" grade = 55.444)
and immediate post-test (the 5" grade = 76.761, the 6" grade = 78.470, the 7" grade = 75.944)
showed that the scores in the immediate post-test increased. Besides, the mean scores of the delayed
post-tests (M for the 5" grade = 78.904, the 6™ grade = 78.529, the 7"" grade = 72.666) showed that
the young learners tended to sustain their phonological awareness skills after a six-week follow up.
Finally, a non-parametric Friedman test of differences among repeated measures was conducted and

rendered significant Chi-square values for all groups.

This study results bear some similarities and differences with the relevant literature. To
begin with, the study conducted by Moritz et al. (2013) investigated whether phonological awareness
and musical rhythmic skills are associated in kindergartners. In other words, they tried to investigate
whether musical activity is linked to the improvements in phonological awareness. The researchers
used six subtests of the Phonological Awareness Test (PAT) such as rhyming discrimination,
rhyming production, sentence segmentation, syllable segmentation, isolation of beginning phonemes,

and deletion of sounds. However, in the current study, the researchers used the P.A.S.T. which
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consists of 14 parts. Thus, this study appears to be more comprehensive in terms of phonological

awareness skills test parts. In the current study, it was seen that musical activities (songs and music
integration) were useful for improving phonological awareness skills of young learners. In the same
vein, Moritz et al. (2013) found out that the children with intensive music training made more
progress in a variety of phonological awareness skills than the children with less training. Similarly,
Bolduc's study (2009) displayed that music and songs helped young children to identify various
phonological units and use them consciously. It was also indicated that music and songs promoted
them to discover, explore and acquire knowledge by means of natural activities. The findings of the
current study, regarding the impact of music and songs on improving phonological awareness skills,

show similarities with these studies to some extent (Bolduc, 2009; Moritz et al., 2013).

Rule, Dockstader, and Stewart (2006), on the other hand, revealed that kinaesthetic and
verbal games, kinaesthetic and tactile activities, hands-on object box and environmental print
activities were efficient to teach phonological awareness to the children. In addition, they
emphasized that teachers should use different strategies and approaches to improve phonological
awareness among the children. In parallel with these findings, the current study also revealed the
contributions of various kinaesthetic, tactile and environmental print activities activities (worksheets,
games, videos, songs, audio dictionary) to improve phonological awareness skills of young learners
in English classes.

Educational implications

In light of the findings, it is recommended that English teachers should focus on teaching
pronunciation for effective communication (Reid, 2014). In this regard, English teachers of young
learners can employ phonological activities in their classes to improve pronunciation and listening
skills of young learners of English via worksheets, games, videos, songs and audio dictionary. In
addition, as Sevik (2012b) stated, listening skill is a priority in most of primary education curricula
around the world. For instance, in Turkey, listening is emphasized at the 2" and 3™ grade levels
while reading and writing are more emphasized in higher grades (MoNE, 2018). In order to teach
listening to their young learners in an effective way, teachers should highlight that one of the most
important skills for listening is phonological (sound) awareness skills. Also, to identify phonological
awareness levels and progress of young learners, teachers can administer the P.A.S.T. in their
classes. Tests such as the P.A.S.T. can be used for both teaching and testing purposes for various
grades at primary school due to their flexible nature. Additionally, technological equipment and
Internet sources can be integrated into in-class activities to improve phonological awareness skills of
young learners. Finally, English teachers of young learners could receive in-service training upon
how to teach and test phonological awareness via workshops, seminars and projects in order to

become a good model for their learners.
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Limitations and Suggestions for Further Studies

The current study was implemented with 56 young learners from the 5, 61" and 7" grades at a state
school in Turkish EFL context. There was only one group of young learners for these grades. Thus,
the current study was not implemented with an experimental and a control group. For this reason,
future studies can be conducted with a control group and an experimental group. Also, in this study,
the 8" graders were not included due to their high school entrance exam, but they can be included in
future studies. Additionally, this study included secondary school students at a state school where the
language levels of the students were predetermined the MoNE. Thus, future studies can refer to
placement tests or proficiency tests to categorise students by their language test scores and
implement the activities accordingly. Furthermore, in this study, the data collection process took
place at one state school and lasted for a term. However, further studies can be designed to collect
data from different state and/or private schools and last for a longer period of time. Finally, this study
was quantitative in nature so future researchers can refer to various qualitative data collection tools
such as interviews, observations and/or diaries to offer new perspectives about improving

phonological awareness skills of young learners.
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Ozet

Bu eylem arastirmasi, Ingilizcenin yabanci dil olarak dgretildigi Tiirkiye baglaminda cocuklarm
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i¢i etkinlikler Oncesi, siif ici etkinlikler sonrasi ve alt1 haftalik izlem sonrasinda 6lgiilen test puanlari
arasinda istatistiksel olarak anlamli bir fark oldugu bulunmustur. Bulgular, g¢ocuk yastaki
ogrencilerin sesbilgisel farkindaligimi artirmak igin gesitli etkinlikler kullanmanin 6nemini ortaya

koymustur. Calismanin egitsel ¢ikarimlari ayrica tartigilmugtir.

Anahtar Kelimeler: sesbilgisel farkindalik; ¢ocuklara Ingilizce dgretimi; sesbilgisel farkindalik

becerileri testi, yabanci dil olarak Ingilizce, eylem arastirmasi

Atif:

Akca, 1.A. ve Atmaca, C. (2022). ingilizcenin yabanci dil olarak &gretildigi baglamda ¢ocuklarin
sesbilgisel farkindalik becerilerini gelistirme. Pamukkale Universitesi Egitim Fakiiltesi

Dergisi, 56, 314-335.d0i:10.9779.pauefd.1033281

“ Bu ¢aligma birinci yazarm 2020 yilinda yaymlanan “A study on the phonological awareness skills of young
learners of English in an EFL context” baslikl yiiksek lisans tezinden tiretilmistir.

*

: Ingilizce 6gretmeni, Milli Egitim Bakanligi, ORCID: 0000-0001-8774-0287, iremay9520@gmail.com.
*** Dog. Dr., Pamukkale Universitesi, Egitim Fakiiltesi, ORCID: 0000-0002-7745-3839, catmaca@pau.edu.tr.


mailto:catmaca@pau.edu.tr

L.A. Akca ve C, Atmaca / Pamukkale Universitesi Egitim Fakiiltesi Dergisi, 56, 314-335, 2022 315
Giris
Dil 6grencileri bir dili dogru ve etkili bir sekilde konusabilmek i¢in seslerin ve telaffuzlarinin
bilincinde olmalidirlar (Leong & Ahmadi, 2017) clinkii telaffuz konusma becerisinde (Leong &
Ahmadi, 2017; Mahripah, 2013) ve iletisimde (Thornbury, 2005) 6nemli bir yer tutmaktadir. Ayrica
seshilim ve telaffuz 6gretiminin onemi, seslerin iletisimsel yeterlilik ve basarili sozlii iletisimde
onemli bir rol oynadigi iddiasinda yatmaktadir (Hismanoglu, 2006). Bu nedenle, dogru telaffuzu
miimkiin oldugunca erken tesvik etmek i¢in cocuklar da dahil olmak iizere telaffuz 6gretimi Ingilizce
Ogreniminin ilk asamasina dahil edilmelidir. Ek olarak, 6gretmenler telaffuzu dil 6greniminin diger
alanlartyla birlestirmelidir (Reid, 2014). Bunu basarmak icin dil 6gretmenleri miizik, sarki, video,
oyun, teknoloji ve farkl tiirdeki etkinlikleri 6grenme ve 6gretme siireglerine dahil edebilirler (Davis,
2017; Klimova, 2015).

Fonetik bir sisteme sahip olmayan Ingilizcenin telaffuz 6gretiminde ise yazilislari birbirine
yakin olan kelimeler, zaman kipleri ve arkasindan gelen sesbirimler nedeniyle bazen farkli telaffuz
edilmektedir. Bu farkliliklar, ana dili Ingilizce olmayanlar icin kelime telaffuzunda bazi zorluklara
neden olabilir (Gut, 2009; Leong & Ahmadi, 2017). Ozellikle ¢ocuklara ingilizce telaffuz
ogretilirken dikkate alinmasi gereken bazi hususlar vardir. Ornegin, cocuklar Ingilizce sesleri,
kelimeleri ve climleleri anlamakta ve telaffuz etmekte zorluk g¢ekebilirler. Ek olarak, seshilgisel
farkindalig: diistik olan ¢ocuklar, yeni bir kelimeyi sese dayali olarak telaffuz etmek, hecelemek veya
yazmak konusunda zorluk ¢ekebilirler. Bu nedenle O6gretmenler, c¢ocuklarin sesbilgisel

farkindaliklarini gelistirmek igin sesbilgisi ve telaffuz 6gretimine odaklanmalidir (Yopp, 1992).

Farkli baglamlarda sesbilgisel farkindaligi gelistirmeye yonelik arastirmalar olmasina
ragmen (Anthony & Francis, 2005; Bialystok, Majumder, & Martin, 2003), &zellikle Ingilizce
ogretimi alaninda g¢ocuklar arasinda sesbilgisel farkindaligi gelistirmeye yonelik sinirli sayida
calisma bulunmaktadir. Bunun yani sira Tirkiye'de sesbilgisel farkindalik ile ilgili ¢alismalar da
bulunmaktadir (Durgunoglu & Oney, 1999; Ozdemir, 2008). Ancak bu calismalar Ingilizceyi
yabanci dil olarak 6grenen yetigkinler lizerinde, farkli bir dil i¢in ya da farkli alanlarda yapilmistir
(Babayigit & Stainthorp, 2007; Kartal & Terziyan, 2016; Sozen, 2019). Sonug olarak, ¢ocuklara
Ingilizce 6gretiminde sesbilgisel farkindalik ¢aligmalarimin sayisinm sirl oldugu ve Ingilizcenin
yabanci dil olarak 6gretildigi farkli baglamlarda ¢ocuklarin sesbilgisel farkindaliklarim gelistirmek
icin ilgili literatiirde hala 6nemli bir bosluk oldugu sGylenebilir. Bu nedenle bu ¢alisma, Tiirkiye
baglaminda, farkli tiirde etkinlik ve materyallerin (¢alisma sayfalari, oyunlar, videolar, sarkilar, sesli
sozlik) kullanilmasinin ¢ocuklarm sesbilgisel farkindaliklarini gelistirme {izerindeki etkilerini 6n
test, dogrudan son test, gecikmeli son test yoluyla arastirmayi amaglamaktadir. Farkli baglamlarda
cocuklarin seshilgisel farkindaliklarini gelistirmek icin Ingilizce derslerinde gesitli etkinliklerin
kullanimi konusunda daha fazla arastirmaya ihtiya¢ oldugu g6z ontine alindiginda, bu ¢alisma

ozellikle Tiirkiye baglaminda ¢ocuklara Ingilizce dgretiminde énemli egitsel ¢ikarimlar sunmaktadir.



316 I.A. Akca ve C, Atmaca / Pamukkale Universitesi Egitim Fakiiltesi Dergisi, 56, 314-335, 2022
Kaynak Tarama

Cocuklara Sesbilgisi Ogretimi

Dinleme i¢in en 6nemli becerilerden biri de sesbilgisi farkindaligidir ¢iinkii sesbilgisinin heceleme
ve kelime tanima becerilerinin temeli oldugu ve ¢ocuklarin dinleme becerilerini gelistirmeleri i¢in
gerekli oldugu diistiniilmektedir (Yopp, 1992). Ayrica sesbilgisi farkindalik becerileri ¢ocuklarin
okuma ve yazma becerilerine yardimci olabilir (Bentin & Leshem, 1993; Deacon & Kirby, 2004;
Erdogan, 2011; Swanson vd., 2003). Bu nedenlerle 6gretmenlere, ¢ocuklar1 dinleme becerilerini

gelistirmeye tesvik etmeleri tavsiye edilmektedir (Brown & Lee, 2015; Linse & Nunan, 2005).

Bu amagla 6gretmenler, dillerdeki sesleri tartismak icin fonetik bir alfabe kullanabilirler
(Avery & Ehrlich, 2013). Poster, video, sarki, bilgi karti, ¢aligma yaprag: gibi kendi materyallerini
de hazirlayabilirler (Bayraktaroglu, 2008). Alternatif olarak, farkli dil becerilerini pekistirmek ve
Ogrencileri motive etmek amaciyla yeni ders kitaplarina, ¢aligma kitaplarina, dijital gizelgelere,
posterlere ve etkilesimli dil uygulamalarina ulagmak igin interneti pedagojik bir ara¢ olarak

degerlendirebilirler (Giindiiz, 2005).

Ogretmenler, telaffuzu 6gretmek icin cesitli etkinlikler ve materyaller kullanirken,
cocuklarin ne duyabilecekleri ve ne sdyleyebilecekleriyle ilgili sorunlart g6z oniinde bulundurmalidir
(Harmer, 2007). Bu sayede dgretmenler, dgrencilerinin yasini ve gelisim 6zelliklerini géz oniinde
bulundurarak buna gére hareket edebilirler. Ilk olarak, 6gretmenler, cocuklarmn daha iyi dinleyici ve
konusmaci olmalarina yardimer olmak igin iyi telaffuz becerilerine sahip olmalidir (Gilakjani &
Sabouri, 2016). Baska bir deyisle, dgretmenler cocuklar igin iyi bir rol model olmahdir. Ikinci
olarak, ogretmenler simf etkinliklerini c¢esitlendirmeliler ¢linkii ¢ocuklarin ¢izim, renklendirme,
kesme ve yapistirma etkinliklerini tercih ettikleri belirtilmektedir. Ornegin, &gretmenler
ogrencilerinin sesleri ¢aligmalarin1 saglamak i¢in tek-ayrimli ¢iftler kullanabilir (Haghighi &
Rahimy, 2017) ¢inkii Jull'a (2013) gore tek-ayrimli ¢iftler 6grencilerin iki ses arasindaki fark
hakkinda farkindalik kazanmalarina yardimci olabilir. Son olarak, dgretmenler seslerin nerede ve
nasil tiretildigini agiklamalidir. Bu baglamda, ¢ocuklar somut 6grenenler oldugundan, 6gretmenler
seslerin nasil c¢ikarildigini anlatmak icin agiz ve dudak resimlerini getirebilir veya cizebilirler

(Harmer, 2007).
Cocuklarin Sesbilgisel Farkindaliklarim1 Gelistirme

Sesbilgisel farkindalik, yabanci dilde okuma ve iist dil becerisinin 6nemli bir bileseni olarak
goriilmektedir ¢linkii bu farkindalik bir harf ve onun islevi arasindaki iligkiyi tanimanin bir 6n kosulu
olarak kabul edilmektedir (Saiegh-Haddad, 2019). Ayrica sesbilgisel farkindalik 6grencilerin yazma
becerilerini etkileyebilir (Eryilmaz & Yesilyurt, 2020). Sesbilgisel farkindaligin bir alt kiimesi olarak
ses farkindaligi ilgili literatiirde onemli bir yer tutmustur. Bu baglamda Konza (2011) ses

farkindaligin sesbirim ayirma, sesbirim harmanlama, sesbirim boéliitleme, sesbirim isleme gibi alt
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becerileri oldugunu belirtmektedir. Orneklemek gerekirse, sesbirim ayirma, kelimelerdeki bireysel

seshirimleri anlama yetenegidir. Ornegin, “pet” kelimesinde ilk ses /p/'dir. Seshirim harmanlama, bir
dizi seshirimleri dinleme ve bunlar1 bir kelimede birlestirme yetenegini ifade eder. Ornegin “ten”
kelimesinde ti¢ ses vardir ve bunlar /t/, /e/ ve /n/ olarak ayrilabilir. Sesbirim béliitleme, bir kelimede
kag ayr1 sesbirim oldugunu bulma ve her sesi sdyleme yetenegidir. Ornegin “stop” kelimesinde dért
ses vardir ve /s/, /t/, /o/, /p/ olarak ayrilabilir. Son olarak, sesbirim islemenin en karmasik beceri
oldugu belirtilir ciinkii farkl1 kelimeler olusturmak igin sesleri isleme yetenegini gerektirir. Ornegin,

“black” kelimesindeki ilk ses olan /b/ sesi silinirse, bu kelime “lack” kelimesine doniisecektir.

Wasik (2001) ve Yopp'a (1992; 1995) gore, ses eslestirme, ses ayirma, ses harmanlama, ses
ekleme, degistirim veya boliimleme gibi etkinliklerinin yardimiyla ses farkindaligi 6gretmenler
tarafindan gelistirilebilir ve degerlendirilebilir. Ayrica dil dgrenenlerin sesbilgisel farkindaliklarini
degerlendirmek igin Ogretmenler ve arastirmacilar Sesbilgisel Farkindalik Becerileri Testinden
(SFBT) yararlanabilirler. Bu test Yvette Zgonc (2000) tarafindan gelistirilmis ve “Sounds in Action:
Phonological Awareness Activities & Assessment” kitabinda yaymlanmistir. SFBT kelime, hece,
hece baslangici-bitisi ve sesbirim diizeylerinde sesbilgisel farkindalik becerilerini degerlendirmek

i¢in yararli olabilir. Bu test,

sozcik kavrami (ciimle bolitleme), kafiye tanima, kafiye iiretimi, hece harmanlama, hece
boliimleme, hece ¢ikarma, ilk seslerin ayrimi, son seslerin ayrimi, sesbirim harmanlama, sesbirim
boliimleme, ilk seslerinin ¢ikarilmasi, son seslerin c¢ikarilmasi, iinsliz karisiminda ilk sesin

c¢ikarilmasi ve sesbirim degistirimi gibi 14 sesbirimsel farkindalik becerilerini degerlendirmektedir.

Cocuklarin sesbilgisel gelisimlerini gesitli ses farkindalik alt becerileri agisindan daha iyi
anlamak ve verilen egitimin g¢ocuklarin sesbilgisel farkindaliklar1 {izerindeki etkisini gérmek
amaciyla birgok arastirma yapilmistir. Bu calismalar diller arasi iligkilere, toplumdilbilimsel
degiskenlere, iki dilli ¢ocuklara, egitimin tiirii ve etkisine ve sesbilgisel farkindaligin okuma ve

yazma becerilerini yordama iizerindeki roliine odaklanmustir. ilgili calismalar asagidaki sunulmustur.

Baslangic olarak, Lopez ve Greenfield (2004) cocuklarda sozlii dil becerileri ile sesbilgisel
farkindalik becerileri arasindaki diller arasi iliskilere dikkat c¢ekmistir. Yazarlar, Ingilizce
okuryazarlik becerilerinin kazanilmasinda bir ara¢ olarak kullanilabilmesi i¢in g¢ocuklarin ana
dillerindeki dil ve st dil becerilerinin gelistirilmesi gerektigini 6ne siirmiislerdir. Bu sonuca
dayanarak, c¢ocuklarin yeni bir dilde telaffuz O6grenirken ana dillerini bir liman olarak
kullanabilmeleri igin kendi ana dillerinde yeterli egitim almalari Onerilebilir. Bununla birlikte,
cocuklarin sesbilgisel becerilerine katkida bulunan baska unsurlar da bulunmaktadir. Ornegin,
Morrow ve ark. (2014), Kanada'da bes-yedi yas arasindaki 19 cocugun Ingilizce sesbilgisel
becerilerini ses sinifi dogrulugu, tam sézcik dogrulugu, seshilgisel kaliplarin olusum yiizdesi ve

toplumdilbilimsel iliskisel analizler yoluyla bes zaman noktasinda incelemistir. Yazarlar, ¢ocuklarin
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sesbilgisel becerilerinin zamanla arttig1 ve gelis yasi ile maruz kalma yasi gibi toplumdilbilimsel

degiskenlerin sesbilgisel becerilerle 6nemli 6lgiide baglantili oldugu sonucuna varmiglardir. Bu
sonuglar 1siginda, c¢ocuklarin sesbilgisel becerilerini etkileyen ¢esitli unsurlarin  oldugu

goriilmektedir.

Iki dilli gocuklar konusunda, Lopez (2012) cocuklarin gelisimlerini ve diller arasi transferini
tespit etmek amaciyla okul oncesi egitimde bulunan 241 Ispanyolca-Ingilizce bilen iki dilli
cocuklarin sesbilgisel becerilerini {i¢ zaman noktasinda arastirmak icin Sesbilgisel Farkindalik
Testini gelistirmistir. Calismadaki etkinlik kafiye farkindaligi, ilk ses farkindaligi ve bolimleme
yeteneklerindeki gelismeyi 6lgmiistiir. Cocuklarin bu etkinlikteki performanslarinin, yaslari arttikga
ve okula devam ettikge 6nemli 6lgiide gelistigi tespit edilmistir. Ayrica MANOVA sonuglarina gore,
cocuklarin her iki dildeki performansi iki yillik egitim siiresi boyunca tiim etkinliklerde 6nemli
Olciide artmistir. Son olarak calisma, diller arasinda ilerleme farkliliklart olmasina ragmen,
cocuklarin kafiye tanima, ilk sesbirim ve boliimleme becerileri agisindan sesbilgisel farkindalik
yeteneklerini gelistirdikleri sonucuna varmistir. Benzer bir sekilde, Martinelli ve Brincat (2020),
seshilgisel farkindaliga ve bunun alt1 yasindaki cocuklarm Maltaca ve Ingilizce okumadaki yeterligi
ile olan iligkisine odaklanmistir. Calismada Malta'da iki dilli okullara devam eden 82 iki dilli
katilimc1 yer almistir ve katilimcilara bir kelime okuma testi ve sesbilgisel testler/etkinlikler
uygulanmistir. Sonug olarak, sesbilgisel farkindaligin belirli 6l¢timlerinin hem Maltaca hem de
Ingilizcede okuma performansinin ortak sesbilgisel temellerini farkli derecelerde olusturdugu ortaya
cikmistir. Bulgular 1s18inda, alfabetik diller arasinda okuma gelisimini saglayan sesbilgisel
becerilerin farkli yazimlar arasinda Onemli derecede farkliliklar gostermeyebilecegi sonucuna

varilmistir.

Iki dilli ¢ocuklar iizerinde yapilan ¢alismalarin yam sira, ¢ocuklarin sesbilgisel becerilerine
iliskin verilen egitimin tiirii ve etkisi ile ilgili bir dizi ¢alisgma bulunmaktadir (Algozzine vd., 2008;
Ng, 2006; Pullen & Justice, 2003). Ornegin, cocuklari tesvik etmek igin her giin amagh ve eglenceli
etkinlikler olusturarak dogrudan Ogretimin saglanmasi Onerilmektedir ¢iinkii bu etkinlikler
cocuklarin kafiye ve aliterasyon farkindaligini gelistirebilir, harmanlama ve boliimleme becerilerini
ilerletebilir (Pullen & Justice, 2003) ve okuma akiciligi kazanmalarina yardimci olabilir (Algozzine
vd., 2008). Ingilizceyi ikinci dil olarak Ogrenen iki Cinli dgrenci grubunu seshilgisel beceri
egitimlerine bagl olarak karsilastiran baska bir ¢alismada, ana dil okuryazarliklarinda sesbilgisel
beceri egitimi alan grupta daha iyi sesbilgisel becerilerin daha etkili yabanci dil okuma gelisimine
yol actigr bulunmustur. Ayrica ilkdgretim diizeyinde verilen egitimin Ogrencilerin sesbilgisel
becerilerinin, ¢oziimleme etkinliginin ve okuma performansinin gelistirilmesinde etkili oldugu

goriilmistiir (Ng, 2006).

Sesbilgisel farkindalik, okuryazarlik gelisimi ile ilgili olarak, yani okuma ve yazma

becerileri acisindan da incelenmistir. Ornegin, Li ve Chen (2016), sesbilgisel ve bicimbilgisel
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farkindalik egitiminin 60 Tayvanli ¢ocugunun Ingilizce kelime okumas iizerindeki etkisi iizerine

deneysel bir calisma yiirlitmistiir. Yazarlar, her iki miidahale programinin da son test kelime
okumasint benzer Olgiide onemli derecede iyilestirdigi, ancak normal Ogretime gore yalnizca
seshilgisel egitim programinin son test yabanci kelime okuma iizerinde énemli 6lgiide daha iyi bir
etki sagladig1 sonucuna varmistir. Benzer bir sekilde, Zhang ve Roberts (2019) ikinci dil olarak
Cince dgrenen 83 Arapga ve Ingilizce dgrencisinin Cince karakter okuma ve yazma becerilerinde
seshilgisel farkindaligm roliinii arastirmustir. Ogrencilerin sesbilgisel farkindaliklarinin karakter
okuma ve yazma becerilerinin kazanilmasini dogrudan veya dolayli olarak yordadigi ortaya
cikmistir. Son olarak, Dixon (2011), neredeyse tamamu iki dilli olan 297 Singapurlu anaokulu
cocugunun sesbilgisel farkindalik ve Ingilizce yazma becerilerini arastrmistir. Katilimcilarin
Ingilizce yazma konusunda daha yiiksek puan aldiklari ancak ingilizce sdzlii dil becerileri konusunda
ABD normlarina gore daha diisik puan aldiklari belirtilmistir. Ayrica sesbilgisel farkindalik
Ingilizce yazma puanlarini anlamli olarak yordamistir. Buna bagli olarak hem alfabetik (sesbilgisel)
siireclerin hem de logografik (biitiinciil sdzciik) siireclerin ingilizce okuryazarlig1 basarisinda dnemli

unsurlar oldugu belirtilmistir.

Son olarak, Tirkiye'de anaokullar1 ve ilkokul Ogrencileri arasinda cesitli seshilgisel
farkindalik ¢alismalar1 yapilmustir. Ornegin, Gokkus (2016) bir ilkokulda 47 birinci smif
Ogrencisinin katilimiyla yaptigi ¢alismada sesbilgisel farkindalik programinin 6grencilerin sesbilgisel
farkindalik, yazma farkindaligi, kelime bilgisi ve okuma-yazma becerilerini olumlu yonde etkiledigi
sonucuna varmistir. Kartal ve Terziyan (2016) ise anaokulu 6grencilerinin sesbilgisel farkindalik
becerilerini gelistirmede ve Tiirk¢e okuma becerisi kazanimina yardimecr olmada oyun benzeri bir
yazilimin roliinii ortaya koymay1 amaglamislardir. Deney grubundaki ¢cocuklarin ses boliitleme, harf-
isim ve harf-ses bilgisi agisindan kontrol grubundaki cocuklara gore daha basarili olduklart
belirtilmistir. Bagka bir ¢alismada ise Soganci (2017), 133 anaokulu gocugunun ilkokul birinci sinifta
sesbilgisel farkindalik becerileri ile kelime okuma becerileri arasindaki iliskiyi incelemis ve
seshilgisel farkindalik becerileri iyi olan okuyucularin kelimeleri daha dogru ve hizli bir sekilde
¢ozdugini bulmustur. Ayrica Akdal (2018), SESFAR isimli miidahale programimin sesbilgisel
farkindalik becerileri diisiik olan bes yasindaki ¢ocuklarin sesbilgisel farkindalik becerileri
iizerindeki etkisini aragtirmistir. Program, kelimeleri hecelere ayirma, heceleri birlestirme, climleleri
kelimelere ayirma, kafiye farkindaligi, ilk sesi eslestirme, son sesi eslestirme, kelimenin ilk sesini
cikarma ve kelimenin son sesini ¢ikarma olmak tizere sekiz beceri alanini igermistir. Yapilan
analizler 15181inda deney ve kontrol gruplarinin son test puanlari arasinda istatistiksel olarak anlamli
bir fark oldugu ve deney grubu i¢in On test ve son test puanlari arasindaki farkin énemli oldugu
ortaya ¢ikmistir. Sonug olarak miidahale programinin sesbilgisel farkindalik becerileri diisiik olan
ogrencilerin sesbilgisel farkindalik becerilerini gelistirmede etkili oldugu bildirilmistir. Son olarak

Stirgen (2019), 6zgiil 6grenme gii¢liigii olan 20 6grenci ile normal okuma basarist olan 20 6grenciyi
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kelime okuma, sesbilgisel farkindalik, hizli 6zgiidiimlii adlandirma ve isleyen bellek performanslart

acisindan karsilagtirmistir. Sonuglara gore, 6zgiil 6grenme giigliigii olan 6grenciler diger gruba gore
yukarida belirtilen alanlarda daha diisik performans gostermislerdir ve sesbilgisel farkindalik,
seshilgisel hafiza ve fonolojik kisa siireli hafiza en fazla farklilik gosteren degiskenler arasinda yer
almistir. Ayrica hiyerarsik regresyon analizine gore sesbilgisel farkindalik kelime okumanin en giiglii

yordayicisi olmustur.

Biitiin  olarak degerlendirildiginde arastirma sonucglari, c¢ocuklarin  okuryazarlik
ogrenmelerinde ve iletisimsel yeterliliklerinde seshilgisel farkindalik becerilerinin  Gnemini
vurgulamakta ve daha iyi sonuglar icin egitim dnermektedir. ilgili literatiir, farkli dil becerileri icin
farkli yaslardaki Ogrencilerin sesbilgisel farkindalik becerilerini gelistirmeye iligkin 6nemli
¢ikarimlar ortaya koymustur. Ancak bu ¢alismada farkli bir derste farkli bir yas grubu yani ingilizce
derslerindeki ortaokul 6grencileri incelenmistir. Yukarida bahsedilen calismalar, ¢ocuklarin okuma
ve yazma becerilerini gelistirmek i¢in sesbilgisel farkindaliklarini gelistirme konusunda ne yapilmasi
gerektigine iliskin 6nemli goriisler sunsa da ilgili literatiirde g¢ocuklara Ingilizce'yi daha etkili
ogretmek ve sesbilgisel becerilerini degerlendirmek igin sesbilgisel etkinliklerin nasil yiiriitilecegi
konusunda hala bir eksiklik bulunmaktadir. Bu anlamda, c¢ocuklarin sesbilgisel farkindaliklarini
gelistirmek ve seshilgisel becerilerini farkli baglamlarda degerlendirmek igin ingilizce derslerinde
cesitli etkinliklerin kullanimimi aragtrmaya yonelik daha fazla arastirmaya ihtiyag oldugu
sOylenebilir. Bu nedenle, bu ¢alisma, siif igi etkinlikler yoluyla ¢ocuklarin sesbilgisel farkindalik
becerilerini gelistirmede dogrudan 6gretimin roliinii ortaya koymakta, SFBT araciligiyla sesbilgisel
becerilerin degerlendirilmesini onermekte ve ozellikle Ingilizcenin yabanci dil olarak dgretildigi
Tiirkiye baglaminda Ingilizce 6gretmenleri i¢in 6nemli egitsel ¢ikarimlari sunmaktadir. Ozetle,
calismanin temel amaci, farkl tiirde etkinlik ve materyallerin (¢alisma sayfalari, oyunlar, videolar,
sarkilar, sesli sozlikk) kullanilmasinin, Tirkiye baglaminda c¢ocuklarin sesbilgisel farkindalik
becerilerini gelistirmeye etkisini arastirmaktir. Bu nedenle, bu ¢alisma asagidaki arastirma sorusunu

yanitlamay1 amaglamaktadir:

1. Arastirmaya katilan gocuklarin Ingilizce dersindeki 6n test, dogrudan son test ve
gecikmeli son test puanlar1 arasinda sesbilgisel farkindalik diizeyleri agisindan

istatistiksel olarak anlaml bir fark var midir?
Yontem
Arastirma Modeli

Bu c¢aligmadaki ikinci arastirmaci ¢aligmaya katilan dgrencilerin ingilizce 6gretmenidir ve kendi
dersindeki oOgrencileri ile calismustir. Arastirmaci Oncelikle 6grencilerinin telaffuz sorunlarini
belirlemis ve 6gretim eylemlerinde bazi degisiklikler yapmaya karar vermistir. Ardindan, eylemleri

lizerine bazi yansitmalarda bulunmus ve gelecekteki Ogretim uygulamalari i¢in bazi sonuglar
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cikarmistir. Bu nedenle bu ¢alisma, 6grenme-6gretme etkinliklerinin gelistirilmesi (Souto-Manning,

2012), 6grenci basarisi (Darling-Hammond & Youngs, 2002) ve giiglii ve zayif yonler hakkinda
mesleki farkindalik kazanma (Hagevik, Aydeniz, & Rowell, 2012) ile ilgili sistematik bir aragtirma
olarak tanimlanan eylem arastirmasi olarak goriilebilir. Bu sayede Ogretmenler de kendi 6gretim
yontemleri lizerinde yansitma yapabilir ve gelecekteki Ogretim uygulamalarini buna gore
sekillendirebilirler (Hine, 2013). Baz1 6gretmenler gerekli motivasyondan yoksun olsalar da eylem
arastirmasina katilarak 6gretmenlik kariyerlerinde daha 6zerk hale gelebilirler (Yuan & Burns,

2016).
Katilimcilar

Bu arastirma bir kdyde ortaokul seviyesinde egitim veren devlet okulunda yiiriitiilmiistiir. Okul,
Tiirkiye'nin giineydogu kesiminde bir sehirde bulunmaktadir. Calisma 2019-2020 egitim 6gretim
yilinda gergeklestirilmistir. SFBT araciligiyla 6n testler, dogrudan son testler ve gecikmeli son
testler. 5., 6. ve 7. simf ortaokul &grencilerine arastirmaci tarafindan uygulanmistir. Arastirmaya
kolay ulasilabilir 6rnekleme yontemiyle segilen 26's1 kiz 6grenci, 30'u erkek 6grenci olmak tizere
toplam 56 ogrenci katilmistir (Mackey & Gass, 2005). Katilimcilarin yeterlilik diizeyleri Al
(baslangi¢-beginner) ve A2 (elementary) olarak belirtilmistir. Katilimeilar devlet okulu 6grencisi
olduklart igin, dil seviyeleri Milli Egitim Bakanlhigi (MEB) tarafindan 6nceden belirlenmistir.
Ogretmenin énceden belirlenen dil diizeyine gdre hareket etmesi ve bu diizeyler igin tasarlanmis ders
materyalleri aracihigiyla dersi islemesi beklenmistir. MEB agiklamalarina goére, 5. ve 6. simiflar Al
diizeyinde (baslangig-beginner) ogreniciler, 7. smiflar ise A2 diizeyinde (elementary) ogreniciler
olarak tanimlanmustir. Bu seviyelerin Avrupa Diller Igin Ortak Basvuru Metni Cergevesi: Ogrenme,
Ogretme, Olgme (CEFR) ilke ve tanimlayicilarma gére planlandigi belirtilmistir  (BKz.
http://mufredat.meb.gov.tr/Dosyalar/201812411191321-

INGILIZCE%200GRETIM%20PROGR AMI%20Klasorii.pdf).

Calismada 10 kiz 6grenci ve 11 erkek 6grenci olmak tizere toplam 21 5. simf 6grencisi
bulunmaktadir. 5. siiflarin yas ortalamasi 10 olarak hesaplanmistir. Ayrica 6 kiz 6grenci ve 11
erkek ogrenci olmak tizere toplam 17 6. smif 6grencisi bulunmaktadir. 6. simf 6grencilerinin yas
ortalamast 11.5 olarak hesaplanmistir. Son olarak 10 kiz 6grenci ve 8 erkek 6grenci olmak iizere
toplam 18 7. siuf dgrencisi bulunmaktadir. 7. simiflarin yas ortalamasi 12.5 olarak hesaplanmustir.
Sonug olarak bu ¢alismada 26 kiz 6grenci ve 30 erkek 6grenci olmak iizere toplam 56 Ogrenci

katilime1 olarak yer almistir.
Veri Toplama Araclari

Bu c¢alismada veri toplamak amaciyla 6n test, dogrudan son test ve gecikmeli son test olarak
Sesbilgisel Farkindalik Becerileri Testi (SFBT) uygulanmistir. Bir tiir basari testi olan bu test Yvette
Zgonc (2000; 2010) tarafindan gelistirilmistir. Arastirmaci, bu testin hi¢bir par¢asini ¢itkarmamustir.


http://mufredat.meb.gov.tr/Dosyalar/201812411191321-İNGİLİZCE%20ÖĞRETİM%20PROGRAMI%20Klasörü.pdf
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Ancak, bu testin 6gelerini, kelimelerini ve ciimlelerini MEB'in (2018) 5., 6. ve 7. simf Ingilizce ders

kitaplarina uygun olarak degistirmistir. Revize edilen formlarin uygunlugu ve kapsam gecerliligi,
Tiirkiye'de iki farkli iiniversitede Ingiliz Dili Egitimi Anabilim Dali’ndaki ii¢ 6gretim iiyesinden
toplanan uzman goriisii ile saglanmistir. Bu test, dil 6grenenlerin kelime, hece, hece baslangici-bitisi
ve seshirim diizeylerinde sesbilgisel farkindalik becerilerini degerlendirmek igin uygulanabilir.
SFBT 14 boliimden olusmaktadir. Bu boliimler, sézciik kavrami (ctimle boliitleme), kafiye tanima,
kafiye tiretimi, hece harmanlama, hece boliimleme, hece ¢ikarma, ilk seslerin ayrimi, son seslerin
ayrimi, sesbirim harmanlama, sesbirim boliimleme, ilk seslerinin ¢ikarilmasi, son seslerin
cikarilmasi, iinsiiz karigiminda ilk sesin cikarilmast ve sesbirim degistirimi igermektedir. Her
bolimde alti madde bulunmaktadir ve her dogru cevap 1 puana esittir. Boylece bir boliimden
alinabilecek en yiiksek dogru cevap puam 6'dir. Bu ¢alismada aragtirmacilar her bir bdliim igin alti
madde tizerinden dogru cevaplari kontrol edip puan1 hesaplamistir ve ardindan dgrenciye genel puan

verilmigtir.
Veri Toplama Siirecleri

Ik olarak, arastirmacilar bir devlet okulunda calisma faaliyetlerini yiiriitmek icin ilgili okulun
bulundugu 11 Milli Egitim Miidiirliigii ile iletisime gecerek resmi izin almuglardir. Idari personel ve
veliler ¢alisma hakkinda bilgilendirilmistir ve 6grencilere goniillii olarak katilmalari i¢in onam formu
verilmistir. SFBT'yi kullanmak i¢in ayrica e-posta yoluyla Yvette Zgonc'tan yazili izin alinmustir.

Tiim islemler gercek simif ortamlarinda yiiz yiize gergeklestirilmistir.

Tablo 1. Uygulama Tarihleri ve Siireleri

Siniflar On test On test Dogrudan Dogrudan Gecikmeli Gecikmeli
tarihi siiresi son test tarihi  son test son test son  test
stiresi tarihi sliresi
5. siuf 15 Ekim 50-55 10 Ocak 40-45 21 Subat  30-35
2019 dakika 2020 dakika 2020 dakika
6. simf 15 Ekim 50-55 10 Ocak 40-45 21 Subat  30-35
2019 dakika 2020 dakika 2020 dakika
7. simf 15 Ekim 50-55 10 Ocak 40-45 21 Subat  30-35
2019 dakika 2020 dakika 2020 dakika

5., 6. ve 7. sif 6grencilerinin 6n test, dogrudan son test ve gecikmeli son test siireleri Tablo
1'de gosterildigi iizere benzerlik gostermektedir. 2019-2020 Egitim Ogretim yili birinci dénem
basinda arastirmact SFBT'Yi 6n test olarak uygulamistir. Ilk donemin sonunda ise gocuklarm
seshilgisel farkindalik gelisimini degerlendirmek igin dogrudan son testi uygulamustir. ikinci
doénemin baginda ise arastirmaci, bu testi cocuklarin sesbilgisel farkindalik becerilerini daha uzun bir

stire i¢inde siirdiiriip siirdiirmedigini bulmak i¢in gecikmeli son test olarak uygulamgtir.
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Veri Analizi

SFBT'nin 6n test, dogrudan son test ve gecikmeli son test olarak uygulanmasimin ardindan
arastirmacilar, Excel ve SPSS (Sosyal Bilimler icin Istatistik Paketi) programlar1 araciligiyla 56
katilimeinin test puanlari iizerinden analizler ve karsilastirmalar yapmislardir. Demografik 6zellikler
Excel programi ile analiz edilirken 6n test, dogrudan son test ve gecikmeli son test puanlar1 SPSS ile
analiz edilmistir. Ayrica arastirmacilar, dogrudan son test ve gecikmeli son testte her katilimcinin
gizliligini saglamak ve ilerlemesini takip etmek i¢in 6n testten sonra her katilimciya farkli bir kod
vermistir. Tablolar hazirlanirken arastirmacilar ayni katilimcilara ayni kodlar1 vermistir. Ayrica nicel
verilerin analizinde SPSS-16 programi kullanilarak 6n test, dogrudan son test ve gecikmeli son test
sonuglar1 arasinda anlamli bir farklilik olup olmadigi ortaya konulmustur. Bu amagla Friedman

farklilik Testi uygulanmistir.
Bulgular

Bu arastirma Tiirkiye'de bir devlet okulunda 6grenim gérmekte olan 5., 6. ve 7. siif 6grencileri (N=
56) tizerinde yapilmistir. Veri toplamak i¢in SFBT tiim siniflar i¢in 6n test, dogrudan son test ve
gecikmeli son test olarak uygulanmistir. Analizlerden 6nce, ileride yapilacak analizler igin normallik

sinamasi yapilmistir.

Tablo 2. Normallik Stnamasi Sonuclart

N Minimu Maximu Mean Std. Skewness Kurtosis
m m Deviatio
n
Statisti  Statistic  Statistic Statisti  Statistic ~ Statisti  Std.  Statisti  Std.
C C c Erro ¢ Erro
r r

Ontest 56 6 77 57,84 14.926 -1.963 ,319 4.079 ,628
Dogson 56 48 84 77,02 8.296 -2.001 319 3.379 ,628
Gecikso 56 38 84 76,79 9.376 -2.443 319 6.334 ,628
n
ValidN 56

Istatistiksel olarak, normalligi test etmek icin carpiklik (Skewness) ve asir1 basiklik (Kurtosis)
kullanilabilir. Eger carpiklik sifira yakin degilse, veri seti normal dagilmamustir. Ornegin, garpiklik -
I'den kiigiik veya 1'den biiyiikse, dagilim oldukg¢a carpiktir. Tablo 2'ye gore katilimcilarin puanlar
olarak sunulan verilerin normal dagilmadigi goriilmektedir. Ornek vermek gerekirse on test igin
Skewness -1.963 ve Kurtosis 4.079; dogrudan son test i¢in Skewness -2.001 ve Kurtosis 3.379 ve
gecikmeli son test icin Skewness -2.443 ve Kurtosis 6.334'tiir. Bu nedenle verilerin analizinde

parametrik olmayan testler kullanilmastir.

Tablo 3. Tiim Grup Karsilastirmasi igin Friedman Sonuglar
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Percentiles
N Mean  Std. Minimu  Maximu 25" 50t 75t
Deviatio m m (Median
n )
Ontest 56 57.839 14.92621 6.00 77.00 55.2500 61.0000 67.000
3 0
dogson 56 77.017 8.29565  48.00 84.00 77.2500 80.0000 82.000
9 0
gecikson 56 76.785 9.37640 38.00 84.00 75.0000 80.0000 82.000
7 0

Friedman Test Ranks

Mean Rank
Ontest 1.03
dogson 2.46

gecikson 2.51

Test Statistics?

N 56
Chi-Square 82.184
df 2
Asymp. Sig. ,000

a. Friedman Test

Veriler normal dagilmadigindan ve her gruptaki katilimci sayist 30'dan az oldugundan,
katilimeilarin 6n test, dogrudan son test ve gecikmeli son test puanlar1 arasinda anlamli bir fark olup
olmadigimi bulmak i¢in parametrik olmayan Friedman testi kullanilmistir. Tablo 3'teki sonuglara
gore (50. ortanca puan: 6n test i¢in 61, dogrudan son test i¢in 80 ve gecikmeli son test icin 80),
katilimeilarin sesbilgisel farkindalik becerileri agisindan 6n test, dogrudan son test ve gecikmeli son
test puanlar1 arasinda anlamli bir fark oldugu gériilmektedir (p<0.05). Ozetle, tekrarlanan &lgiimler
arasindaki farklarin parametrik olmayan Friedman testi uygulanmis ve 82.184 olan anlaml Ki-kare
degeri elde edilmistir (p<0.05). Buna gore katilimcilarin smif igi etkinliklerden once, smif igi
etkinliklerden sonra ve alt1 haftalik izlem sonrasinda 6l¢iilen Sesbilgisel Farkindalik Becerileri Testi
(SFBT) puanlari arasinda istatistiksel olarak anlamli bir fark oldugu soylenebilir, ¥2(2) = 82.184, p =
0.000.

Smif bazinda bulgularda ise, ilk olarak sonuglar 5. smif Ggrencilerinin ortalama 6n test
puanmin 56.571 oldugunu gdstermistir. Bu smifin ortalama dogrudan son test puan1 76.761 ve son

olarak ortalama gecikmeli son test puani 78.904 olarak hesaplanmustir. On test, dogrudan son test ve
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gecikmeli son test puanlarinda artis oldugu goriilmektedir. Ayrica, tekrarlanan Slglimler arasindaki

farklarin parametrik olmayan Friedman testi uygulanmis ve 35.100 olan anlamli Ki-kare degeri elde
edilmistir (p<0.05). Bu bulgular 1s18inda 5. smiflarin SFBT puanlar arasinda istatistiksel olarak
anlamli bir fark oldugu soylenebilir, ¥2(2) = 35.100, p = 0.000.

Ikinci olarak, sonuglar 6. siif dgrencilerinin ortalama 6n test puamnin 61.941 oldugunu
gostermistir. Bu sinifin ortalama dogrudan son test puan1 78.470 ve son olarak ortalama gecikmeli
son test puani 78.529 olarak hesaplanmistir. On test, dogrudan son test ve gecikmeli son test
puanlarinin tekrar artis gdsterdigi goriilmektedir. Ayrica, tekrarlanan 6lciimler arasindaki farklarin
parametrik olmayan Friedman testi uygulanmis ve 23.194 olan anlamli Ki-kare degeri elde edilmistir
(p<0.05). Bu bulgulara dayanarak 6. siniflarin SFBT puanlar1 arasinda istatistiksel olarak anlamli bir

fark oldugu soylenebilir, ¥2(2) = 23.194, p = 0.000.

Son olarak, sonuglar 7. sinif &grencilerinin ortalama 6n test puaninin 55.444 oldugunu
gOstermistir. Bu sinifin ortalama dogrudan son test puani 75.944 ve son olarak ortalama gecikmeli
son test puanit 72.666 olarak hesaplanmistir. Boylece 7. smif 6grencilerinin de 5. ve 6. sif
Ogrencilerine benzer sekilde sesbilgisel farkindalik becerilerini belli bir olgiide gelistirdikleri
sOylenebilir. Ancak 5. ve 6. sinif 6grencilerinin aksine, 7. sinif 6grencilerinin ortalama gecikmeli son
test puaninin ortalama dogrudan son test puanina gore bir dereceye kadar diistiigii goriillmektedir. Bu
bulgudan hareketle, 7. smif Ogrencilerinin uzun vadede sesbilgisel farkindalik becerilerini
gelistirmek igin daha fazla uygulamaya ihtiyag duyabilecekleri sonucuna varilabilir. Ek olarak,
tekrarlanan Sl¢limler arasindaki farklarin parametrik olmayan Friedman testi uygulanmis ve 28.829
olan anlaml Ki-kare degeri elde edilmistir (p<0.05). Elde edilen bulgular 1s181inda 7. siiflarin SFBT
puanlar arasinda istatistiksel olarak anlamli bir fark oldugu sdylenebilir, ¥2(2) = 28.829, p = 0.000.
Son olarak, sonuglar hakkinda genel bir fikir edinmek i¢in, demografik 6zellikler ve katilimcilarin

SFBT puanlari1 Tablo 4'te sunulmaktadir.

Tablo 4. Demografik Ozellikler ve Test Puanlart

Ogrenciyas  Cinsiyet On test Dogrudan son  Gecikmeli son
ortalamasi ortalama test ortalama  test ortalama
puan puan puan
5. simf 10 10 kiz 56.571 76.761 78.904
11 erkek
6. siif 11.5 6 kiz 61.941 78.470 78.529
11 erkek
7. siif 125 10 kiz 55.444 75.944 72.666
8 erkek

Ortalama/  11.3 26 kiz 57.839 77.017 76.785
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Toplam: 30 erkek

56 dgrenci

Tablo 4'te goriildiigli gibi bu ¢alismaya 56 6grenci katilmistir. Sonuglar, arastirmaya katilan
cocuklarin Ingilizce sesbilgisel farkindalik diizeyleri acisindan &n test, dogrudan son test ve
gecikmeli son test puanlar1 arasinda istatistiksel olarak anlamli farklilik oldugunu gostermistir. Bu
ogrencilerin Ingilizce derslerindeki gesitli etkinlik ve materyaller (calisma sayfasi, oyun, video, sarki,
sesli sozliikk) yardimiyla sesbilgisel farkindalik becerilerini bir dl¢lide kazandiklar1 ve sesbilgisel

farkindaliklarin1 gelistirme firsati bulduklar1 sdylenebilir.
Tartisma ve Sonu¢

Bu caligmanin amaci, farkli tiirde etkinlik ve materyallerin (¢aligma sayfalari, oyunlar, videolar,
sarkilar, sesli sozliik) kullanilmasinin, Tiirkiye’de Ingilizce Ogrenen ¢ocuklarin sesbilgisel
farkindalik becerilerini gelistirmedeki etkisini arastirmaktir. Elde edilen sonuglara gore 6n test (M 5.
sinif = 56.571, 6. siif = 61.941, 7. sinif = 55.444) ve dogrudan son test (M 5. sinif = 76.761, 6. sinif
= 78.470, 7. simf = 75.944) ortalama puanlar1 karsilagtirildiginda katilimcilarin dogrudan son test
puanlarinin arttig1 goriilmiistiir. Ayrica, gecikmeli son test ortalama puanlari (M 5. simif = 78.904, 6.
sinif = 78.529, 7. sinif = 72.666), cocuklarin alt1 haftalik bir izlemden sonra sesbilgisel farkindalik
becerilerini  siirdiirme egiliminde olduklarini gostermistir. Son olarak, tekrarlanan G&lglimler
arasindaki farklarin parametrik olmayan Friedman testi uygulanmis ve tiim gruplar i¢in anlamh Ki-

kare degerleri elde edilmistir.

Bu arastirma sonuglar ilgili literatiir ile baz1 benzerlikler ve farkliliklar gostermektedir. flk
olarak, Moritz ve ark. (2013) anaokullarinda sesbilgisel farkindalik ve miizikal ritmik becerilerin
iligkili olup olmadigini1 arastirmistir. Baska bir deyisle, miizikal etkinligin sesbilgisel farkindaliktaki
gelismelerle baglantili olup olmadigini arastirmaya calismislardir. Arastirmacilar, Sesbilgisel
Farkindalik Testinin (SFT) kafiye ayirt etme, kafiye olusturma, climle boliimlendirme, hece
bolimlendirme, baslangi¢ seslerini ayirma ve seslerin ¢ikarilmasi gibi alt1 alt testini kullanmiglardir.
Ancak bu ¢alismada aragtirmacilar 14 boliimden olusan Sesbilgisel Farkindalik Becerileri Testi’ni
(SFBT) kullanmiglardir. Dolayisiyla bu calisma sesbilgisel farkindalik becerileri testi boliimleri
acisindan daha kapsamli goriinmektedir. Bu c¢alismada, miizik etkinliklerinin (sarki ve miizik
entegrasyonu) cocuklarin sesbilgisel farkindalik becerilerini gelistirmede faydali oldugu
goriilmistiir. Ayni sekilde Moritz ve ark. (2013) yogun miizik egitimi alan ¢ocuklarin daha az egitim
alan c¢ocuklara gore cesitli sesbilgisel farkindalik becerilerinde daha fazla ilerleme kaydettigini
bulmustur. Benzer sekilde Bolduc'un (2009) ¢alismasinda da miizik ve sarkilarin ¢ocuklarin ¢esitli
sesbilgisel birimleri tanimalarina ve bunlar1 bilingli olarak kullanmalarina yardimci oldugu

gosterilmistir. Ayrica miizik ve sarkilarin ¢ocuklar1 dogal etkinlikler yoluyla bilgiyi kesfetmeye ve
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edinmeye tesvik ettigi belirtilmistir. Bu calismanin bulgular1 miizik ve sarkilarin sesbilgisel

farkindalik becerilerini gelistirmeye etkisi acisindan ilgili ¢alismalarla belirli bir 6l¢iide benzerlik

gostermektedir (Bolduc, 2009; Moritz vd., 2013).

Rule, Dockstader ve Stewart (2006) ise kinestetik ve s6zel oyunlar, kinestetik ve dokunsal
etkinlikler, uygulamali nesne kutusu ve ¢evresel baski etkinliklerinin ¢ocuklara sesbilgisel
farkindalig1 6gretmede etkili oldugunu ortaya koymustur. Buna ek olarak, cocuklarin sesbilgisel
farkindaligini gelistirmek icin 6gretmenlerin farkli yontemler ve yaklasimlar kullanmasi gerektigini
vurgulamislardir. Bu bulgulara paralel olarak, mevcut ¢alisma da Ingilizce derslerinde cocuklarmn
sesbilgisel farkindalik becerilerini gelistirmeye yonelik cesitli kinestetik, dokunsal ve ¢evresel baski
etkinliklerinin (calisma sayfalari, oyunlar, videolar, sarkilar, sesli sozliikk) katkilarin1 ortaya

koymustur.
Egitsel Cikarimlar

Elde edilen bulgular 1s18inda Ingilizce 6gretmenlerinin etkili iletisim igin telaffuz 6gretimine agirlik
vermeleri Onerilmektedir (Reid, 2014). Bu baglamda, 6gretmenler calisma sayfalari, oyunlar,
videolar, sarkilar ve sesli sozliikk araciligiyla ¢ocuklarin telaffuz ve dinleme becerilerini gelistirmek
icin siniflarinda sesbilgisel etkinlikler kullanabilirler. Ayrica Sevik'in (2012b) de belirttigi gibi
dinleme becerisi, diinyadaki ilkdgretim miifredatlarinin cogunda bir nceliktir. Ornegin Tiirkiye'de 2.
ve 3. smiflarda dinlemeye, iist siniflarda ise okuma ve yazmaya agirlik verilmektedir (MEB, 2018).
Ogretmenler, cocuklara dinleme becerisini etkili bir sekilde dgretmek icin dinlemenin en &nemli
becerilerinden birinin sesbilgisel (ses) farkindalik becerileri oldugunun altini ¢izmelidir. Cocuklarin
sesbilgisel farkindalik diizeylerini ve ilerlemelerini belirlemek igin 6gretmenler SFBT’yi siniflarinda
kullanabilirler. Bu tiir testler esnek yapilar1 nedeniyle ilkokulda cesitli siniflarda hem 6gretme hem
de degerlendirme amagh kullanilabilir. Buna ilaveten, ¢ocuklarin sesbilgisel farkindalik becerilerini
gelistirmek i¢in teknolojik ekipman ve internet kaynaklar simf i¢i etkinliklere entegre edilebilir. Son
olarak Ingilizce dgretmenleri dgrencileri igin iyi bir model olmak amaciyla atdlye ¢aligmalari,
seminerler ve projeler aracilifiyla sesbilgisel farkindaligin nasil &gretilecegi ve degerlendirilecegi

konusunda hizmet i¢i egitim alabilirler.
Smirhhiklar ve Oneriler

Bu calisma, Ingilizcenin yabanci dil olarak dgretildigi Tiirkiye baglaminda bir devlet okulundaki 5.,
6. ve 7. smiflarda egitim goren 56 6grenci ile gerceklestirilmistir. Bu siniflar igin sadece bir 6grenci
grubu ile ¢alisilmistir. Bu nedenle bu ¢alisma deney ve kontrol grubu ile uygulanmamistir. Daha
sonraki arastirmalarda deney ve kontrol gruplu ¢alismalar yapilabilir. Ayrica bu ¢aligmada 8. sinif
ogrencileri liseye giris sinavi nedeniyle dahil edilmemistir ancak ileride yapilacak ¢alismalara dahil
edilebilirler. Ek olarak, bu ¢aligmaya katilan ortaokul 6grencilerinin dil diizeyleri MEB tarafindan

onceden belirlenmistir. Bu nedenle ileride yapilacak ¢alismalarda 6grencileri dil sinavi puanlaria
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gore siiflandirmak ve buna gore etkinlikleri uygulamak icin seviye tespit sinavlarina veya yeterlilik

sinavlarina bagvurulabilir. Ayriyeten bu calismada veri toplama siireci bir devlet okulunda
gergeklestirilmis ve bir donem siirmiistiir. Ancak ileride yapilacak calismalar farkli devlet
okullarindan ve/veya 6zel okullardan veri toplayabilir ve daha uzun siire devam edebilir. Son olarak,
bu calismada nicel veri kullanilmistir. Gelecekteki arastirmacilar, ¢cocuklarin sesbilgisel farkindalik
becerilerini gelistirmeye yonelik yeni bakis acilari sunmak icin goriismeler, gdézlemler ve/veya

giinliikler gibi cesitli nitel veri toplama araglarina da bagvurabilirler.

Etik Kurul Belgesi: Bu arastirma ile ilgili etik kurulu belgesi, 31.07.2019 tarihli ve 26292541-
44E.13712769 sayili evrak ile Sanlwrfa Il Milli Egitim Miidiirliigii 'nden alinmistir.

Yazar ¢ikar catismasi: Yazarlar herhangi bir ¢cikar ¢catismasi olmadigini beyan eder.

Yazar katkist. Bu ¢alismada ilk yazar veri analizi ve raporlastirma asamalarinda daha aktif rol

almistir. Ikinci yazar ise veri toplama ve literatiir taramasinda daha ¢ok aktif rol almistir.
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