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Research Article

This study primarily aims to evaluate preschool teachers' early literacy proficiency and
in-class literacy practices based on child outputs. The study comprises 29 preschool
teachers working in Gaziantep and 235 students continuing their education in these
teachers' classes. The 'Teacher Interview Form' was used in the study to collect
information regarding teachers' early literacy proficiency and in-class literacy practices,
while the 'Early Literacy Test (EROT)' was used to assess children's early literacy skills.
All of the teacher interviews and EROT applications were conducted individually in a
designated room or classroom at their own school. The data obtained from the study
were calculated and analyzed by the Mann-Whitney U test and Kruskal Wallis H test.
The findings revealed that there was no significant difference between the teacher's
early literacy proficiency and the children's early literacy subtest scores, that there was
a significant difference between the in-class literacy practices and children's receptive
and expressive language vocabulary subtest scores, and there was no significant
difference between the children's phonological awareness subtest scores and listening
comprehension skills.
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Bu calismanin temel amaci, okul oncesi 6gretmenlerinin erken okuryazarlk bilgi
duzeylerinin ve sinif igi okuryazarlik uygulamalarinin ¢ocuk ¢iktilari Uzerinden
degerlendirilmesidir. Calismaya Gaziantep ilinde gérev yapan 29 okul 6ncesi 6gretmeni
ve bu 6gretmenlerin siniflarinda egitim 6gretimine devam eden 235 gocuk dahil
edilmistir. Galismada ogretmenlerin erken okuryazarlk bilgi duzeyleri ve sinif igi
okuryazarlik uygulamalarina yénelik bilgi ‘Ogretmen Gériisme Formu’ ile, gocuklarin
erken okuryazarlk becerilerine yonelik performanslar ise ‘Erken Okuryazarlk Testi
(EROTY ile elde edilmistir. Ogretmen gériismeleri ve EROT uygulamalarinin tamami
kendi okullari igerisinde belirlenmis bir oda ya da sinifta bireysel olarak
gerceklestirilmistir. Calismadan elde edilen veriler Mann-Whitney U ve Kruskal Wallis H
testi ile analiz edilmistir. Bulgular, 6gretmenlerin erken okuryazarlik bilgi dizeyleri ile
¢ocuklarin erken okuryazarlik alt testlerinden elde ettikleri puanlar arasinda anlamli bir
farkhhk olmadigini, sinif igi okuryazarlk uygulamalariile gocuklarin alici dilde ve ifade
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Arastirma Makalesi edici dilde sézciik bilgisi alt testlerinden elde ettikleri puanlar arasinda anlamli farklilik
oldugunu; sesbilgisel farkindalik ve dinledigini anlama becerileri alt testlerinden elde
ettikleri puanlar arasinda ise anlamli farklilik olmadigini gdstermistir.

Introduction

Individuals are expected to have reading skills in order to interpret written messages, access
information, use technology, and independently participate in social life. In regard to school life, reading
skills are at the center. It is also known that children who are not proficient in reading skills cannot be
expected to understand the readings in different course books, and thus to be interested in different
courses and to perform successfully in these courses (Snow et al., 1998). Thus, reading education is the
most basic and important goal of first grade and children starting first grade are expected to move up to
second-grade gaining reading skills. However, in recent years, the results of studies conducted both in the
international arena (National Assessment of Educational Progress [NAEP], 2013; National Institutes of
Child Health and Human Development [NICHD], 2005) and in the national arena (Akdal & Kargin, 2018;
Gildenoglu et al., 2016; Kargin et al., 2017a) have shown that a part of the children starting primary school
faced various difficulties in learning to read. These results have indicated that although reading skill is a
skill acquired in the primary school period, it has its foundations in the knowledge, skills, and attitudes
obtained in a much earlier period.

These knowledge, skills and attitudes that support and facilitate the process of learning to read and
are acquired by children in the early period are expressed as ‘early literacy’ (Whitehurst & Lonigan, 2001).
It is emphasized in the results of early literacy studies that children starting primary school by acquiring
early literacy skills in the preschool period have an easier transition (Ekici et al., 2020; Farver et al., 2007),
they have a stronger start in learning to read (Cabell et al., 2011; Pinto et al., 2016), and they perform
more successfully in reading and reading comprehension in the following school years (Dickinson &
McCabe, 2001; Kargin et al., 2015; Suggate et al.,2018).

In order to more clearly present this strong and emphasized relationship between early literacy skills
obtained in the preschool period and reading and reading comprehension skills, it is important to define
these two skills and to reveal the skills included in their content. Reading, in its most general form, is
defined as the process of making sense of written symbols (Gough & Tunmer, 1986). It is stated in another
definition as a process in which readers analyze the words in the written texts using their phonological,
morphological, and orthographic knowledge and skills, make sense of the analyzed words with their
vocabulary, previous knowledge, and experience, and can reach the desired message by analyzing the
sentences consisting of the interpreted words in the context of their syntactic characteristics (Glildenoglu
et al., 2013). Studying the definitions, it is seen that the main purpose of reading is to reach meaning, and
for this, readers should have skills of both analysis and verbal language comprehension. The ability to
analyze is stated as the reader's ability to translate the texts into verbal language; and the ability to
comprehend the verbal language is stated as the reader's ability to make sense of the texts translated into
verbal language (Gough et al., 2013). Although these two skills are related to each other, they are actually
different skills. This requires readers to be competent in different sub-skills in order to have successful
reading performances (Scarborough, 2001). These sub-skills are presented in Figure 1.
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Figure 1. Decoding and Verbal Language Comprehension Sub-skills (Scarborough, 2001)

Studying the sub-skills presented in Figure 1, these skills are seen to be early literacy skills, which are
defined as the prerequisite knowledge, skills, and attitudes that children are expected to obtain before
formal literacy education (Whitehurst & Lonigan, 2001). Within the various classifications in the literature
for these skills, the most common one is the classification consisting of writing awareness, letter
knowledge, phonological awareness, vocabulary knowledge and listening comprehension skills (Kargin et
al., 2015; Spira et al., 2005; Whitehurst & Lonigan, 2001). Studies in the literature have shown that writing
awareness, letter knowledge and phonological awareness skills are decisive in children's analysis
performances (Schiff et al., 2011; Sigmundsson et al., 2020); vocabulary knowledge and listening
comprehension skills are decisive on both analysis (Duff et al., 2015; Ricketts et al., 2007) and verbal
language comprehension performances (Kargin et al., 2017b; Suggate et al., 2018; Verhoeven & Van
Leeuwe, 2008).

Every child starting primary school is assumed to have obtained writing awareness, letter knowledge,
phonological awareness, vocabulary knowledge, and listening comprehension skills, and is ready for
literacy education, and the first-grade literacy curriculum is organized according to this assumption (Ergil
et al.; 2014). However, children who develop normally but do not have sufficient preparation for literacy
education, children who use a different language at home, and children who cannot reach sufficient early
literacy support at home may face various difficulties in gaining early literacy skills (Kargin et al., 2015).
Starting primary school, these children may face several problems in the reading-learning process and
these problems may cause a difference with their peers in this process. It is known that this gap will
gradually expand if it is not systematically intervened within the framework of a program from early
periods, closing the gap will be more difficult in the following school years, and these children will be in
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the risk group in terms of reading difficulties (Dickinson & McCabe, 2001; Kargin et al.,, 2015).
Concordantly, it can be stated that the early literacy experiences, the opportunities offered, and the
classroom literacy practices provided to children in kindergarten have an extremely important effect on
the early literacy skills-gaining process.

Qualitative progress of this process requires preschool teachers, who are at the center of preschool
education (Hindman & Wasik, 2008; Lagin & Gildenoglu, 2022), to evaluate early literacy skills, to create
a program based on evaluation data and to systematically implement this program (Kargin et al., 2017b;
Lagin & Guildenoglu, 2022). For this, preschool teachers need to learn about the concept of early literacy,
the scope of this concept, its relationship with reading and academic achievement in the long and short
term, and how to evaluate and support early literacy skills (Hindman & Wasik, 2008; Lagin & Giildenoglu,
2022). These information, which preschool teachers are expected to learn, is also considered as one of
the main indicators of children's performance in early literacy skills (Guo et al., 2010; Hindman & Wasik,
2008; Lagin, 2022; Lagin & Guldenoglu, 2022; McLahlan & Arrow, 2014). In other words, it can be said that
preschool teachers' early literacy knowledge levels are also determinants of the number and quality of
early literacy experiences to be provided in the classroom. In a study conducted by Piasta et al. (2020) on
the subject, a positive relationship was stated between preschool teachers' early literacy knowledge levels
and effective classroom literacy practices that support the early literacy skills-gaining process. Preschool
teachers can perform classroom practices that support early literacy skills by using the interaction
opportunities arising during daily activities such as play (Pellegrini & Galda, 1990; Tsao, 2008) and
interactive book reading (Ergil et al., 2014), as well as through programs that include structured activities
(Akdal & Kargin, 2019; Parpucu & Ding, 2017).

It is known that early literacy skills develop through the experiences that children gain via their
interaction with their environment (Neuman & Dickinson, 2018), thus, it is extremely important to provide
a rich literacy environment to children from early periods (Justice & Ezell, 2004). Within this context, it
can be stated that the game, provides a natural learning environment for children and is known to support
language, cognitive, motor, social, emotional, and physical development (Casby, 2003; Johnson et al.,
2005), is an effective and powerful method that offers children a rich, meaningful and interesting
environment in the early literacy skills gaining process (Vukelich et al., 2012). In the * Ministry of Education
Preschool Education Program’, updated in 2013, the game is stated as a method that offers effective
learning opportunities for children, and it was emphasized that the activities carried out to support early
literacy skills development should not be limited to desk-based activities (such as concept teaching and
line exercises), but also be included in interaction-based activities such as game activities (Ministry of
Education [MoNE], 2013) .The results from many studies have also shown that the interactions between
children or between the child and the adult during the game support the development of vocabulary,
phonological awareness, and writing awareness skills (Christie & Roskos, 2006; Parpucu, 2020; Roskos &
Christie, 2000; Saracho & Spodek, 2006).

Another method that can be used by teachers to support early literacy skills is interactive book reading.
The interactive book reading method, defined in the most general sense as the teachers reading a
children’s picture book suitable in terms of form and content for the child's development by interacting
with the child (Whitehurst et al., 1994), is known to be an effective method that offers many opportunities
for teachers to support early literacy skills (Ergiil et al., 2015; Mol et al., 2009). The results from the studies
in the literature show that interactive book reading supports children's vocabulary (Akoglu et al., 2014;
Lever & Senechal, 2011), writing awareness (Ezell & Justice, 2000), phonological awareness (Justice et al.,
2005; Whitehurst et al., 1994) and listening comprehension skills (Zevenbergen & Whitehurst, 2003).

Benefiting from programs consisting of structured activities with predetermined rules is another
method that can be used by teachers in the classroom environment to support early literacy skills. It is
known that these programs can be used effectively to support the obtainment of early literacy skills such
as letter knowledge, writing awareness, and phonological awareness skills which can be acquired within
the framework of a plan and program (Akdal & Kargin, 2019; Parpucu & Ding, 2017; Turan & Akoglu, 2011).
Studies in the literature indicate that teaching these programs, which were developed to support early
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literacy skills, to preschool teachers and integrating them with the preschool education program in line
with the purpose will support children's early literacy skills development (Akdal & Kargin, 2019; Kargin et
al., 2017b; Parpugu et al., 2017; Powell et al., 2010; Wasik & Hindman, 2011). In a study by DeBaryshe and
Gorecki (2007) on the subject, the effect of the enriched early literacy program offered to preschool
teachers on children's early literacy skills was studied. The results showed that the students of the
teachers who participated in the program and integrated the knowledge they gained with their practices
in the classroom were more successful. Within this context, it is clear that using structured activities which
take part in the programs developed to support early literacy skills by integrating them with the studies
within the scope of "Turkish Activities" and "Literacy Preparation Activities" will contribute to children's
early literacy skills development.

As a consequence, examining all the information and research results presented above together, it is seen
that there are children who cannot gain early literacy skills due to various reasons. The extreme
importance of providing early literacy support in kindergartens so that these children do not face the risk
of reading difficulties in the following school years (Badian, 2000; Casey & Howe, 2002; Gildenoglu et al.,
2016; Kargin et al., 2017b; Neuman & Dickinson, 2018) is clearly evident. It is clear that the quality of this
support depends on the preschool teachers' early literacy knowledge levels and classroom literacy
practices. It is seen in the literature review on the subject that the studies generally focus on the literacy
environment of the kindergarten (Bastug, 2020; Feyman-Gok, 2013), teachers' early literacy knowledge
levels (Altun & Tantekin-Erden, 2016; Ergil et al., 2014, Lacgin & Gildenoglu, 2022) and early literacy
practices in the classroom environment (Altun & Tantekin- Erden, 2016; Ergiil et al., 2014). However, no
study that evaluates teachers' early literacy knowledge levels and their classroom literacy practices
through the children's early literacy skills performance has been found. However, it is extremely important
to specify the effect of teachers' early literacy knowledge levels and the literacy practices they perform in
the classroom on children's early literacy skills, in order to make process-oriented plans that support early
literacy skills. Thus, all children's early literacy skills development can be comprehensively supported,
children can grow up to primary school as individuals ready to read, and fewer children may face the risk
of reading difficulties. Concordantly, it is aimed to evaluate teachers' early literacy knowledge levels and
classroom early literacy practices through the outputs of students' early literacy skills in this study. In
accordance with this general purpose, answers to the following questions are searched.

1. Do the scores of the children included in the study obtained from the early literacy subtests
(receptive language vocabulary, expressive language vocabulary, phonological awareness, listening
comprehension) differ significantly according to the teachers' early literacy knowledge levels?

2. Do the scores of the children included in the study obtained from the early literacy subtests
(receptive language vocabulary, expressive language vocabulary, phonological awareness, listening
comprehension) differ significantly according to teachers' classroom literacy practices?

Method
Research Model

This study, which was conducted to evaluate teachers' early literacy knowledge levels and classroom
early literacy practices through student outcomes, is in the descriptive survey model. The survey model is
a research model that aims to describe a past or present situation as it is (Blylukozturk et al., 2022).

Study Group

Twenty-nine preschool teachers working in the kindergartens of primary schools in Sahinbey and
Sehitkamil districts of Gaziantep province and a total of 235 children aged between 60-72 months in their
classrooms form the study group of this research. A number of criteria were taken into account in
determining the teachers and children in the study group. The criteria for determining the teachers were
a) Being graduated from an undergraduate program of education faculties for preschool teaching, b)
working in public school kindergartens, c) working as a permanent preschool teacher, and d) volunteering
to participate in the study. Twenty nine teachers who met all four criteria were included in the study
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group of research. Demographic information of the teachers included in the study group is presented in
Table 1.

Table 1.

Demographic Information of the Teachers in the Study Group
Gender Number Percentile
Female 21 72.4
Male 8 27.6
Total 29 100
Age Number Percentile
23-30 years 14 48.3
31-37 years 11 37.9
38 years and older 4 13.8
Total 29 100
Year of Seniority Number Percentile
1-5 years 11 37.9
6-10 years 12 41.4
11 years and above 6 20.7
Total 29 100

The number of students in the class of each of the 29 teachers included in the study group varies
between 20 and 23, and there are a total of 591 children. Among these children, children who met the
criteria of a) being in the age range of 60-72 months, b) not having any diagnosed disability, and c)
volunteering to participate in the study were specified. To determine the children to be included in the
study on the basis of the criteria, teachers were interviewed for the 'a' and 'b’ criteria and their individual
files were examined. For the 'c' criterion, each child who met the first two was verbally asked if they would
like to participate in the study and their consent was obtained. A total of 272 children who met all three
criteria were identified and their families' permission was asked by sending them a 'Parent Consent Form'.
235 children, permitted by their families to participate, were included in the research study group.
Demographic information of the children in the study group is presented in Table 2.

Table 2.

Distribution of Children in the Study Group by Gender and Age
Age Female Male Total
60-63 Months 16 16 32
64-66 Months 33 28 61
67-69 Months 37 30 67
70-72 Months 40 35 75
Sum 126 109 235

Data Collection Tools

The knowledge levels and classroom literacy practices of the teachers in this study were determined
using the 'Teacher Interview Form', and the performance of children in early literacy skills was determined
using the 'Test of Early Literacy (TEL)".

a) Teacher Interview Form

To determine the early literacy knowledge levels and classroom literacy practices of the teachers
included in the study, a semi-structured interview form prepared by the researchers was used. In the
creation of the interview form consisting of 10 open-ended questions, firstly, the literature on early
literacy with preschool teachers was scanned. As a result of the scanning, a draft form consisting of 12
questions in total, four for teachers' knowledge levels and 8 for classroom literacy practices, was
prepared.
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The draft form was sent to three experts working on early literacy skills in order to determine the
content validity of the interview questions. Experts were asked to evaluate each of the questions in the
form in terms of relevance, clarity, and comprehensibility, and to write their opinions and suggestions for
each question as "appropriate, appropriate but should be edited, not appropriate". The feedback from
the experts was evaluated via consensus technique and eight questions on which three field experts
expressed their opinion as "appropriate" and two questions on which they expressed their opinions as
"appropriate but should be edited" remained in the interview form while two questions on which the
experts could not reach consensus were eliminated. The first four questions of the interview form, which
consists of 10 questions in its final form, are to determine the teachers' early literacy knowledge levels,
and the remaining six questions are to determine classroom literacy practices. In order to identify if the
prepared interview form is clear and understandable for the teachers, pilot interviews were conducted
with three teachers. It was concluded as a result of the interviews that the questions in the interview form
were clear and understandable for the teachers. The qualitative data obtained from the interviews with
the teachers were transformed into quantitative data.

Grading Key for Evaluating Teacher Opinions

To transform the qualitative data obtained from the teacher interviews into quantitative data, the
grading key developed by the researchers was used. To create the grading key, firstly, suitable answers
for each of the 10 questions in the teacher interview form were listed by scanning the literature. The
answers listed for each question were examined by two experts working in the early literacy field, and the
most ideal answer was determined for each question, and then the key concepts included in the ideal
answers were listed. Possible concepts that have the same meaning as key concepts and can be used by
teachers in the interview process were also determined and stated in the grading key by placing a '/' sign
between them.

After the listing process, under each question in the teacher interview form, an answer table for that
question was created. The key concepts section is added to the first column of the tables, the teacher's
response section is added to the second column to mark the key concepts in the teacher's response, and
the total section is added to the bottom row to write the total number of key concepts. Lastly, a draft
form for the grading key was prepared. The draft form was presented to the opinion of two experts
working on early literacy skills and an expert working in the field of measurement and evaluation. Experts
were asked to evaluate the accordance of the answer tables, key concepts, and grading in the draft form,
to express their opinions as "appropriate or not appropriate" for each key concept and grading method,
and to write their suggestions. Feedback from experts was evaluated and suggested changes were made.
In the final form of the grading key, there were 39 concepts for four questions to determine the knowledge
level of teachers, and 68 concepts for six questions about classroom literacy practices.

In grading the teachers' opinions, two experts working on early literacy separately listened to the audio
recordings. If the teacher's answer includes key concepts specified for the posed question, it is marked in
the teacher's answer part of the grading key. Each key concept in the teacher's answer was graded as 1
point. In case the teacher's answer did not include any of the key concepts or was incorrect, or he/she did
not answer, he/she was given 0 points. In this case, the highest score a teacher can collect from the first
four questions to determine the early literacy knowledge level is 39 and the lowest score is 0, while the
highest score for classroom literacy practices is 68 and the lowest score is 0.

b) Test of Early Literacy (TEL)

In order to determine the early literacy skills of the children participating in the study, the Test of Early
Literacy (TEL), a standardized test to evaluate the early literacy skills of 60-72 month-old children
developed by Kargin et al. (2015) within the national The Scientific and Technological Research Council of
Turkey (TUBITAK) project (TUBITAK, 110K589), was used. TEL evaluates early literacy skills with 102 items
in seven sub-dimensions: receptive language vocabulary, expressive language vocabulary, general
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naming, functional knowledge, phonological awareness, letter knowledge, and listening comprehension.
In the test, correct and incorrect responses of children are graded as 1/0.

The content validity of the test is stated high as a result of the validity studies. As a result of the
exploratory factor analysis for construct validity, it is reported that the item factor load values ranged
between 33 and 93and the obtained structure is also confirmed by confirmatory factor analysis. The KR-
20 internal consistency coefficient is calculated for the reliability of the TEL subtests. As a result of the
analysis, the KR-20 coefficient was found to be 68 for receptive language vocabulary,81 for expressive
language vocabulary, 87 for phonological awareness skills, and 67 for listening comprehension skills. The
information about the subtests used in the study is as follows;

Receptive Language Vocabulary, Subtest: The test consists of a sample item and 15 question items,
and the child is expected to show the named object among the four pictures shown to him/her. The
highest score to be collected from the test is 15.

The Expressive Language Vocabulary Subtest: The test consists of a sample item and 15 question items,
and the child is expected to name the picture shown to him/her. The highest score to be collected from
the test is 15.

Phonological Awareness Subtests: TEL evaluates phonological awareness skills via 8 subtests: rhyme
awareness, matching according to the first sound, matching according to the last sound, parting the
sentence into words, parting the words into syllables, combining syllables, discarding the first sound of
words and discarding the last sound of words. Each subtest has 2 sample items and 4 test items. The
highest grade that can be collected from each of the eight subtests is 4, and the highest grade from the
entire test is 32.

Listening Comprehension Subtest: In the test is a story consisting of 11 sentences - 80 words, and six
comprehension questions (five ws and one h) about the story. The highest grade that can be collected
from the test is 6.

Data Collection

During the data collection process, the ethics committee of Hasan Kalyoncu University was first applied
to, and ethics committee approval was obtained with the decision numbered E—804.01-2010300005
dated 0/10/2020. Then, 12 primary schools with kindergartens were determined in the districts of
Sahinbey and Sehitkamil of Gaziantep as the place of the study, and necessary permissions were obtained
from the Gaziantep Provincial Directorate of National Education to conduct the study in these schools.
After the permissions, the schools were visited and the school administrators and preschool teachers
were met. In the meetings, information was given about the data collection process, the tools to be used
in this process, and the usage purpose of the collected data. Parent permission forms were sent to the
families of the children in the classroom of the teachers in the study group and appropriate days and times
for data collection were assigned. Lastly, a quiet room or classroom without any distractions was asked
from the school administrators to be used in the data collection process. After family permissions were
granted, the data were collected in schools on the specified days and hours.

Collecting Data to Determine Teachers' Early Literacy Knowledge Levels and Classroom Literacy
Practices

Data on early literacy knowledge levels and classroom literacy practices of 29 teachers in the study
group were collected through individual semi-structured interviews with teachers. All interviews were
conducted in a predetermined room or classroom in the teachers' own school. The water and napkins
that might be needed by the teacher during the interview were provided by the researchers. Teachers
were informed about the interview process before the start and by clarifying that their answers would be
recorded on a voice recorder their approval was obtained. Interview questions were presented to all
teachers in the same order and all answers were recorded on a voice recorder. The interview sessions
ranged from 30 to 45 minutes.
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Collecting Data on Children's Early Literacy Skills

Data on the early literacy skills of 235 children in the study group were collected via individually applied
TEL. All applications were made at the same places as teacher interviews. The water and napkins that
might be needed by the child during the application were provided by the researchers before the
application. On the day of the application, the child was taken from the classroom and brought to the
application room. The child was chatted with before the application started, brief information was given
about the application, and the test battery was introduced to the child. The child was asked if he/she was
ready, and after the child's "I am ready" answer, the TEL application was started. The entire application
time varied between 20 and 40 minutes, depending on the children's performance. The children's answers
were recorded in the TEL registration form without any changes during the application. At the end of the
application, the children were thanked for their participation and accompanied to their classes.

Analysis of Data

In this study, SPSS 22 program was used in the analysis of the obtained data in order to evaluate the
early literacy knowledge levels and classroom literacy practices of preschool teachers through student
outcomes. The data were analyzed in two stages. It was analyzed in the first stage if the data showed
normal distribution on the basis of skewness and kurtosis coefficient. It was reported as a result of the
analysis that the data did not show normal distribution. In the second stage, the Mann-Whitney U test
was used to determine if the scores of the children in the TEL subtests differ according to the teachers'
knowledge level, and the Kruskal-Wallis H test was used to determine if they differ according to classroom
literacy practices.

Results

1. Comparison of Children's Grades from Early Literacy Subtests According to Teachers' Early Literacy
Knowledge Levels

The Mann-Whitney U test was used to identify if the mean grades of the children from the early
literacy subtests differ significantly according to the teachers' early literacy knowledge levels. Before
starting the analysis, the mean scores and standard deviations obtained by the teachers for their early
literacy knowledge levels were calculated. It was determined as a result of the calculation that the
teachers who scored one standard deviation below the average had a low level of knowledge on early
literacy. Thusly, the teachers who appropriately included 18% (0-7 concepts) of the 39 key concepts
specified for the knowledge level in the grading key created for teacher opinions in their answers formed
the 1st group, that is, the teachers with a low level of knowledge; and the teachers who appropriately
included between 19% and 35% (8-14 concepts) of the key concepts formed the second group, that is, the
teachers with a higher level of knowledge. The mean rank, rank sums, U, z, p, and r values of the scores
obtained by the groups are presented in Table 3, respectively.

It is seen as a result of the analysis that the children's receptive language vocabulary (z= -1.47,
p>.05),expressive language vocabulary (z=-1.72, p>.05),phonological awareness skills (z= 1.06, p>.05)and
listening comprehension skills (z=-1.61, p>.05)subtests mean scores did not differ statistically significantly
according to the teachers' early literacy knowledge level.
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Table 3.
Mann-Whitney U Results for Comparing Children's Scores from Early Literacy Subtests According to
Teacher Knowledge Level

Early Literacy Subtests Teacher n Mean Rank Rank u z p r
Knowledge Sum
Level
Receptive Language 1 19 13.32 253.00 63.00 -1.47 .142 -
Vocabulary 2 10 18.20 182.00
Expressive Language 1 19 13.03 247.50 5750 -1.72 .085 -
Vocabulary 2 10 18.75 187.50
Phonological Awareness 1 19 13.79 262.00 72.00 -1.06 .291 -
Skills 2 10 17.30 173.00
Listening Comprehension 1 19 13.16 250.00 60.00 -1.61 .108 -
Skills 2 10 18.50 185.00

1= Lower knowledge level, 2= Higher knowledge level

2. Comparison of Children's Scores from Early Literacy Subtests According to Classroom Literacy
Practices

The Kruskal Wallis H test was used to determine if the children's mean scores from the early literacy
subtests differed significantly according to the classroom literacy practices, and the Mann-Whitney U test
was used to determine the location of the difference between groups. Before starting the analysis, the
mean scores and standard deviations obtained by teachers for classroom literacy practices were
calculated. As a result of the calculation, teachers who were one standard deviation below the mean were
defined as poor practitioners, teachers who were one standard deviation above the mean were defined
as good practitioners, and teachers who were in between were defined as intermediate practitioners.
Thusly, the teachers who included between 16% and 29% of the 68 key concepts specified for classroom
literacy practices in the grading key created for the teacher opinions in their answers formed the 1st
group, that is, the weak practitioners; the teachers who included between 30% and 44% of the key
concepts formed the 2nd group, that is, the intermediate level practitioners; and the teachers who
appropriately included 45% and above of the key concepts formed the 3rd group, that is the good
practitioners. The mean rank, degree of freedom, p-value, the groups in which the difference was
identified, and the r values regarding children's scores are presented in Table 4, respectively.X?

It was found as a result of the analysis that children's receptive language vocabulary (X?= 8.33, p<.05)
and expressive language vocabulary (X%= 6.84, p<.05) mean scores differed statistically significantly
according to classroom literacy practices. No statistically significant difference was found between
children's phonological awareness skills (X?=4.19, p>.05) and listening comprehension skills mean scores
and classroom literacy practices (X?=4.21, p>.05). The groups were compared in pairs (1st group-2nd
group, 1st group- 3rd group, 2nd group- 3rd group) in the Mann-Whitney U test, which was performed to
identify the location of the significant difference.

As a result of the analysis, a significant difference in receptive language vocabulary was located
between the students of the teachers in the 3rd group and the students of both the teachers in the 1st
group (z= -2.58, p<.05) and the teachers in the 2nd group (z= -2.16, p<.05) and it was in favor of the
students of the teachers in the 3rd group. A significant difference in the expressive language vocabulary
was also identified between the students of the teachers in the 3rd group and the students of both the
teachers in the 1st group (z=-2.32, p<.05) and the teachers in the 2nd group (z= -2.16, p<.05) and it was
in favor of students of the teachers in the 3rd group.
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Table 4.
Mann-Whitney U Results for Comparing Children's Scores from Early Literacy Subtests According to
Teacher Knowledge Level

Early Literacy Classroom n Mean Ranks Dof X2 p Significant r
Subtests Literacy Difference
Practice
Levels
Receptive 1 6 8.83
Language 2 15 13.90 2 8.33 .015* 1<3 -.18
Vocabulary 3 8 21.69 2<3 -.15
Expressive 1 6 10.42
Language 2 15 13.40 2 6.84 .033* 1<3 -.16
Vocabulary 3 8 21.44 2<3 -.15
Phonological 1 6 8.08
Awareness Skills 2 15 12.57 2 419 .120 - -
3 8 17.75
Listening 1 6 9.83
Comprehension 2 15 14.80 2 421 121 - -
Skills 3 8 19.25

1= Poor practitioners 2= Intermediate practitioners 3= Good practitioners, *p<.05
Discussion and Conclusions

The main purpose of this study is to analyze preschool teachers' early literacy knowledge levels and
classroom early literacy practices through children's early literacy skills outputs. For this purpose, it was
investigated first if the teachers' early literacy knowledge levels and then the classroom literacy practices
affect children's early literacy subtests scores.

As a result of the analysis to determine if the teachers' knowledge levels affect the children's early
literacy subtests scores, it is reported that the teachers' knowledge levels make no difference in the
children's early literacy scores. Looking at this result in general, it can be reported that even when
teachers' early literacy skills knowledge levels are high, they cannot effectively transfer this knowledge
into practice. However, the positive relationship between preschool teachers' early literacy knowledge
levels and the quality of their classroom practices for early literacy, and the fact that classroom practices
support the development of early literacy skills are emphasized in the literature (Hindman & Wasik, 2008;
McCutchen et al., 2002). Although the result of this study does not support the view that the teachers'
early literacy knowledge level is an indicator of children's early literacy skills, it is considered that some
factors may have an effect on this result.

The fact that the early literacy skills courses (such as Adaptation to School and Early Literacy, Early
Literacy Skills, and Interactive Book Reading) are generally carried out as theoretical knowledge transfer
in preschool teacher degree programs, and practical training is limited or not included in these courses is
one of the factors thought to have an effect on the result. It is emphasized in different studies in the
literature that preschool teachers transition to professional life without sufficient experience on how to
apply the early literacy knowledge they have gained in their undergraduate education and how to use
them in practice (Dickson & Caswell, 2007; Ergil et al., 2014; Hsieh et al., 2009; Kargin et al., 2017; Lagin
& Gildenoglu, 2022). In a study by Altun and Tantekin-Erden (2016) to analyze the number and variety of
activities aimed to support early literacy skills that preschool teacher candidates perform in their
internship practices, it was reported that preschool teachers included a limited number and variety of
activities that support early literacy skills in their internship practices and they did not consider themselves
sufficient in the planning and implementation of them. In another study by Akbaba-Altun et al. (2014), it
was reported that preschool teachers were limited in making classroom practices for writing preparation,
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writing awareness, and phonological awareness skills and this situation is explained by their limited
knowledge levels for these skills.

The inadequacy, in terms of quality, scope, and practice, of in-service training, workshops and courses
held to support preschool teachers' early literacy knowledge and skills is another factor thought to be
effective in this result of the current study. The early literacy field emerges as an area whose importance
is understood in Turkey as well as in the world and therefore should be supported for all children. As a
result, various trainings are observed to be organized for preschool teachers in some provinces in Turkey
via Provincial Directorates of National Education and universities as well as different non-governmental
organizations and associations on the definition, scope, purpose, importance, evaluation, and support of
early literacy skills, selection of qualified children's literature books, and interactive book reading.
However, it is known that in many of these trainings, the concept of early literacy, its scope, and
importance are not adequately addressed and only theoretical knowledge transfer is carried out, and the
trainings with qualified, comprehensive, and practical content are extremely limited in number (Deretarla-
Gul & Bal, 2006; Ergiil et al., 2014; Lagin & Glildenoglu, 2022). This situation can be stated as an obstacle
for teachers to use their knowledge of the concept, scope, and importance of early literacy to create and
implement effective teaching activities in the classroom. In a TUBITAK project by Giildenoglu et al., (2022)
on the subject, comprehensive and practical training is provided to 200 teachers on the definition of early
literacy skills, their scope, their relationship with reading and academic success, and how these skills will
be evaluated and supported in the classroom environment. In the study, comprehensive and rapid
feedback was provided to the teachers both through the sample application videos during the training
stage and their applications during the evaluation and intervention stages. It was ensured in this way that
the education offered to the teachers did not remain only as a theoretical knowledge transfer and that
they could see in detail how this knowledge was shaped in practice. The results indicated that if the early
literacy education offered to the teachers is planned in a way that is based on practice and mutual
interaction, and provides feedback to the teachers while they are at work, the teachers' knowledge about
early literacy will be reflected positively on their classroom literacy practices and therefore on the
children's early literacy performance (TUBITAK, 220K191).

The last factor thought to be effective in the result is that most of the experts who provide early literacy
training to preschool teachers have limited experience in early literacy research and practice with
children. It is frequently emphasized in the literature that training for a multidimensional skill area such
as early literacy will be more effective and productive if offered by experts who have research and
application experience in this field (Dickinson, 2002; Hsieh et al., 2009; Ergil et al., 2014; Lagin et al.
Guldenoglu, 2022). It can be stated from this point of view that it is extremely important for preschool
teachers to experience how they can transfer their theoretical knowledge about early literacy into practice
and thusly how they can support children's early literacy performance under the guidance of field experts.
It was aimed in a study conducted by Parpucu (2020) to identify the effect of the 'Phonological Awareness
Professional Development Program' offered to preschool teachers on the level of teachers' phonological
awareness knowledge and implementation of activities and children's phonological awareness skills. The
results showed that the offered training increased both the level of teachers' phonological awareness
knowledge and implementation of activities and children's phonological awareness skills. The fact that
the training was offered by the field experts as well as was it was practice-based and feedback was
provided on classroom practices was stated to have an impact on this result.

In the analyzes conducted to determine if classroom literacy practices have an effect on children's
early literacy subtests scores, it is seen that classroom literacy practices make a significant difference in
children's receptive and expressive language vocabulary scores, and it makes no significant difference in
phonetic awareness and listening comprehension skills.

The reasons why classroom literacy practices make a significant difference in the children's receptive
and expressive language vocabulary test scores can be expressed as the facts that vocabulary is a skill area
that can develop spontaneously as a result of communication and interaction with the environment, and
that teachers use activities such as Turkish, music, art, drama and playing games in their daily education
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flow which are aimed to improve vocabulary. In addition, vocabulary is the skill area where the most gains
are realized among early literacy skills in the 'MoNE Preschool Education Program' updated in 2013.
Considering this situation, it can be said that all preschool teachers perform activities related to this skill
area, but some of them perform more diverse, comprehensive, and qualified activities to support
receptive and expressive language vocabulary. In a study by Ergll et al. (2014), concept teaching was
stated as one of the activities that preschool teachers frequently perform to support early literacy skills
in the classroom, and reading was stated as the other, and these two activities were reported to support
vocabulary which is one of the basic early literacy skills. It was stated in the study on kindergarten
students' early literacy skill profiles by Kargin et al. (2017b) that the children's performance in the
vocabulary test was sufficient. They explained the result with the presence of many achievements in the
program to support vocabulary.

Looking if classroom literacy practices make a significant difference in the children's phonological
awareness skills test scores, it is seen to make no difference. It is known that phonological awareness skills
are not naturally self-developed skills and it requires systematic and direct teaching processes for a child
to gain them (Vukelich et al., 2012). Nevertheless, in the 'MoNE Preschool Education Program' updated in
2013, there is only one learning outcome for phonological awareness skills as 'shows phonological
awareness. However, considering that the increase in teachers' awareness of this issue will increase their
classroom practices, it can be stated that this area should be considered an independent learning area on
its own. Although all sub-skills suggested being studied for this learning outcome are indicated in
parentheses next to the relevant learning outcome as indicators, it is seen that only rhymes are
emphasized in the explanation given under it. This situation is thought to cause the education offered by
preschool teachers for a comprehensive skill area such as phonological awareness skills to be limited to
rhyme awareness. Kartal and Glner (2016), which examines the activities in the Preschool Education
Program Activity Book in terms of phonological awareness, concluded that only seven activities out of 40
activities in the activity book supported phonological awareness skills. It was stated in the study that the
activities in the Preschool Education Program need to be developed to support the phonological
awareness skills development of children attending preschool education institutions. Other studies in the
literature reported that preschool teachers perform limited activities to support phonological awareness
skills (Akdal, 2020; Erdogan et al., 2013; Ergul et al., 2014; Kargin et al., 2017b; Taskin et al., 2014; Tugluk
et al., 2008) and that the majority of the activities are in the form of finding rhyming words, finding words
that begin with vowel sounds, or distinguishing words that begin with different letter sounds (Akdal, 2020;
Ergil et al., 2014).

Lastly, looking if classroom literacy practices make a difference in children's listening comprehension
skills test scores, they are seen to make no difference. Although there exist some learning outcomes to
reveal the semantic and syntactic structure of the language in the 'MoNE Preschool Education Program
updated in 2013, preschool teachers have various limitations in performing effective practices towards
these (Ergll et al., 2014; Kargin et al., 2017a), and they are generally known to do book reading activities
to support listening comprehension skills (Ergil et al., 2015). Also in this study, it is among the findings
obtained from the interviews that preschool teachers frequently perform book-reading activities to
support early literacy skills. Although preschool teachers express that they frequently include book-
reading activities in their classroom practices, the limitations experienced by the teachers in shaping these
book-reading activities within the framework of an effective listening comprehension practice are thought
to be effective in obtaining this result. It is stated in the studies that preschool teachers perform book-
reading activities with the traditional reading method in which the child is the passive listener and the
teacher is the reader, and the book-reading activities performed with this method create an obstacle for
children to discover the structural features of the language and thus to reach a certain competence in
listening comprehension (Kargin et al., 2017a; Kargin et al., 2017b). However, preschool teachers should
perform the reading activity in a way that emphasizes all the sub-components of the listening
comprehension skill. For example, the teacher should contribute to vocabulary expansion by asking the
child to name an object in the pictures, support the knowledge and skills of morphology and syntax by
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making the child talk through the pictures and the story, and also carry out activities with words that have
and do not have similar sound structures with the words in the book. Within this context, it can be said
that the book-reading activities that preschool teachers do only by reading what is written in the book
without making these applications will not be enough to support a comprehensive skill such as listening
comprehension. It was stated by Ergil et al. (2014) that preschool teachers perform reading activities to
support early literacy skills, but they perform these activities as part of traditional reading.

Consequently, it is clearly seen that teachers' early literacy knowledge levels and classroom literacy
practices have an effect on children's early literacy performance. Additionally, it has been shown that
teachers' early literacy knowledge levels are important in early literacy skills development, but it is not an
indicator of them alone and teachers' existing knowledge levels must be transferred into classroom
literacy practices accurately and effectively.

There are two limitations to this study that should be mentioned. The first limitation is that the study
was conducted only with 29 preschool teachers working in Sahinbey and Sehitkamil districts of Gaziantep
and their students. The generalizability of the findings is thought to increase by working with more
preschool teachers and their students from different cities and regions in future studies. Another
limitation is that information about teachers' classroom early literacy practices is collected through semi-
structured observation forms. More comprehensive information on classroom early literacy practices can
be obtained in future studies by evaluating preschool teachers' classroom early literacy practices through
direct observation.
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Tiirkge Siirimu

Girig

Yazili mesajlari anlamlandirabilmek, bilgiye ulasabilmek, teknolojiyi kullanabilmek, toplumsal hayata
bagimsiz katilabilmek icin bireylerin okuma becerisini kazanmis olmasi beklenir. Okul yasami agisindan
bakildiginda da okuma becerisi merkezde yer almaktadir. Okuma becerisinde yetkin olmayan ¢ocuklarin
farkh derslere ait kitaplarda okuduklarini anlamalarinin, dolayisiyla farkli derslere ilgi duymalarinin ve bu
derslerde basaril bir performans sergilemelerinin beklenemeyecegi de bilinmektedir (Snow vd.,1998). Bu
nedenle okuma 6gretimi ilkokul birinci sinifin en temel amacidir ve birinci sinifa baslayan ¢ocuklarin okuma
becerisini edinerek bir Gst sinifa gegmesi beklenmektedir. Fakat son yillarda gerek uluslararasi alanda
(National Assessment of Educational Progress [NAEP], 2013; National Institutes of Child Health and
Human Development [NICHD], 2005) gerek ulusal alanda (Akdal & Kargin, 2018; Giildenoglu vd., 2016;
Kargin vd., 2017a) yapilan ¢alismalardan elde edilen sonuglar, ilkokula baslayan ¢ocuklarin bir kisminin
okumayi O6grenmede cesitli glicliler yasadiklarini gostermistir Elde edilen bu sonuglar ise okuma
becerisinin, her ne kadar ilkokul déneminde kazanilan bir beceri olsa da temellerini ¢cok daha erken
dénemde edinilen bilgi, beceri ve tutumlarin olusturdugunu ortaya koymustur.

Cocuklarin erken dénemde edindikleri, okuma kazanim sirecini destekleyen ve bu sirecte kolaylik
saglayan bu bilgi, beceri ve tutumlar ‘erken okuryazarlk’ olarak ifade edilmektedir (Whitehurst & Lonigan,
2001). Erken okuryazarlik alaninda yapilmis calismalardan elde edilen sonuglarda, okul 6ncesi donemde
erken okuryazarlik becerilerini edinerek okula baslayan ¢ocuklarin ilkokula gegislerinin daha kolay oldugu
(Ekici vd., 2020; Farver vd., 2007), okuma 6grenimine daha gug¢lu bir baslangic yaptiklari (Cabell vd., 2011;
Pinto vd., 2016), ilerleyen okul yillarinda ise okuma ve okudugunu anlamada daha basarili performans
sergiledikleri(Dickinson & McCabe, 2001; Kargin vd., 2015; Suggate vd., 2018) vurgulanmaktadir.

Okul 6ncesi donemde kazanilan erken okuryazarlk becerileri ile okuma ve okudugunu anlama becerisi
arasinda vurgulanan bu glglu iliskiyi daha net bir sekilde ortaya koyabilmek igin bu iki becerinin
tanimlanmasi ve iceriklerinde hangibecerilerin yer aldiginin ortaya konulmasi dnemlidir. En genel sekliyle
okuma, yazili sembollerden anlam c¢ikarma sireci olarak tanimlanmaktadir (Gough & Tunmer, 1986).
Bagka bir tanimda ise okuyucularin yazili metinlerdeki sézciikleri sesbilgisel, morfolojik ve ortografik bilgi
ve becerilerini kullanarak ¢éziimledikleri, ¢dziimlenen sozcukleri sézcik dagarciklari, dnceki bilgi ve
deneyimleri ile anlamlandirdiklari, anlamlandirilan sézciiklerden olusan ciimleleri s6zdizimsel 6zellikleri
baglaminda analiz ederek verilmek istenen mesaja ulasabildikleri bir sire¢ olarak ifade edilmistir
(Guldenoglu vd., 2013). Tanimlar incelendiginde okumanin temel amacinin anlama ulasmak oldugu,
anlama ulasabilmek igin ise okuyucularin hem ¢oziimleme hem de sézel dili anlama becerilerine sahip
olmasi gerektigi gorilmektedir. Coziimleme becerisi, okuyucunun metindeki yazilari sézel dile
cevirebilmesi; s6zel dili anlama becerisi ise sozel dile gevrilen yazilari okuyucunun anlamlandirabilmesi
olarak ifade edilmektedir (Gough vd., 2013). Bu iki beceri her ne kadar birbirleri ile iliskili beceriler olsa da
aslinda birbirinden farkli becerilerdir. Bu durum ise okuyucularin okumada basarili performans
sergileyebilmeleri igin farkli alt becerilerde yetkin olmalarini gerektirmektedir (Scarborough, 2001). Bu alt
beceriler Sekil 1’de sunulmustur.
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Sekil 1. Céziimleme ve Sézel Dili Anlama Alt Becerileri (Scarborough, 2001)

Sekil 1’de sunulan alt beceriler incelendiginde bu becerilerin, formal okuma-yazma 6gretimi 6ncesinde
cocuklarin okuma-yazmaya yonelik kazanmalari beklenen 6nkosul niteligindeki bilgi, beceri ve tutumlar
olarak tanimlanan erken okuryazarlik becerileri oldugu gérilmektedir (Whitehurst & Lonigan, 2001). Bu
becerilere yonelik alanyazinda yapilmis cesitli siniflamalar bulunmak ile birlikte en yaygin siniflama yazi
farkindahgi, harf bilgisi, sesbilgisel farkindalik, sdzclik bilgisi ve dinledigini anlama becerilerinden olusan
siniflamadir (Kargin vd., 2015; Spira vd., 2005; Whitehurst & Lonigan, 2001). Alanyazinda yapilan
galismalar; yazi farkindaligi, harf bilgisi ve sesbilgisel farkindalik becerilerinin gocuklarin ¢6ziimleme (Schiff
vd., 2011; Sigmundsson vd., 2020); s6zclik bilgisi ve dinledigini anlama becerilerinin ise hem ¢6ziimleme
(Duff vd., 2015; Ricketts vd., 2007) hem de sozel dili anlama performanslari (Kargin vd., 2017b; Suggate
vd., 2018; Verhoeven & Van Leeuwe, 2008) tizerinde belirleyici oldugunu gostermistir.

ilkokul birinci sinifa baslayan her ¢ocugun yazi farkindaligi, harf bilgisi, sesbilgisel farkindalik, sézciik
bilgisi ve dinledigini anlama becerilerini edinmis, okuma-yazma 0&grenimine hazir olduklari
varsayllmaktadir ve birinci sinif okuma-yazma 6gretim programi da bu varsayima gore diizenlenmektedir
(Ergtil vd., 2014). Fakat normal gelisim gosteren ama okuma yazma 6gretimi icin yeterli hazirliga sahip
olmayan gocuklar, evde egitim dilinden farkli bir dil kullanilan ¢ocuklar ve evde yeterli erken okuryazarlik
destegine ulasamayan c¢ocuklar erken okuryazarlik becerilerini edinmede c¢esitli giglikler
yasayabilmektedirler (Kargin vd., 2015). Bu ¢ocuklar ilkokula basladiginda ise okuma kazanim siirecinde
bircok sorun ile karsi karsiya kalabilmekte ve yasanan bu sorunlar okuma kazanim siirecinde akranlari ile
aralarinda fark olusmasina neden olabilmektedir. Erken dénemlerden itibaren bir program cercevesinde
sistematik sekilde mudahale edilmedigi takdirde bu farkin gittikce acilacagi, ilerleyen okul yillarinda
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kapanma ihtimalinin daha da guglesecegi ve bu g¢ocuklarin okuma gugliigli agisindan risk grubu icinde yer
alacaklar bilinmektedir (Dickinson & McCabe, 2001; Kargin vd., 2015). Bu baglamda, ¢ocuklara
anasiniflarinda erken okuryazarliga yonelik saglanan deneyimlerin, sunulan olanaklarin, yapilan sinif igi
okuryazarlik uygulamalarinin erken okuryazarlik becerilerinin kazanim stireci Gizerinde son derece 6nemli
bir etkiye sahip oldugu ifade edilebilir.

Bu siirecin nitelikli bir sekilde ilerlemesi ise okul dncesi egitiminin merkezinde yer alan okul dncesi
O6gretmenlerinin (Hindman & Wasik, 2008; Lagin & Giildenoglu, 2022), erken okuryazarlik becerilerine
yonelik degerlendirme yapmalarini, degerlendirme verilerine dayal olarak program olusturmalarini ve
olusturduklari programi sistematik olarak uygulamalarini gerektirmektedir (Kargin vd., 2017b; Lagin &
Guldenoglu, 2022). Bunun igin ise okul 6ncesi 6gretmenlerinin, erken okuryazarlk kavramina, bu kavramin
kapsamina, uzun ve kisa vadede okuma ve akademik basari ile olan iliskisine, erken okuryazarhk
becerilerinin nasil degerlendirilecegine ve desteklenecegine yonelik bilgileri edinmeleri gerekmektedir
(Hindman & Wasik, 2008; Lacin & Guldenoglu, 2022). Okul 6ncesi 6gretmenlerinin edinmeleri beklenen
bu bilgiler ayni zamanda ¢ocuklarin erken okuryazarlik becerilerinde sergiledikleri performansin temel
gostergelerden biri olarak kabul edilmektedir (Guo vd., 2010; Hindman & Wasik, 2008; Lagin, 2022; Lagin
& Guldenoglu, 2022; MclLahlan & Arrow, 2014). Baska bir ifadeyle okul 6ncesi 6gretmenlerinin erken
okuryazarlik bilgi duzeylerinin sinif iginde saglayacaklari erken okuryazarlik deneyimlerinin sayisi ve niteligi
Gzerinde de belirleyici oldugu séylenebilir. Konuyla ilgili olarak Piasta ve digerleri (2020) tarafindan yapilan
bir calismada da okul 6ncesi 6gretmenlerinin erken okuryazarlk bilgi dizeyleri ile erken okuryazarhk
becerilerinin kazanim sirecini destekleyici nitelikte etkili sinif ici okuryazarlik uygulamalari arasinda pozitif
yonde bir iliski oldugu belirtilmistir. Okul 6ncesi 6gretmenleri erken okuryazarlk becerilerini destekleyici
nitelikteki sinif igi uygulamalari ise oyun (Pellegrini & Galda, 1990; Tsao, 2008) ve etkilesimli kitap okuma
(Ergtl vd., 2014) gibi giinliik etkinlikler sirasinda ortaya ¢ikan etkilesim firsatlarindan yararlanarak
gerceklestirebilecekleri gibi yapilandiriimis etkinliklerin yer aldigi programlar (Akdal & Kargin, 2019;
Parpucu & Ding, 2017) araciligiyla da gergeklestirebilirler.

Erken okuryazarlik becerilerinin c¢ocuklarin cevreleriyle girdigi etkilesim sonucu elde ettikleri
deneyimler araciligiyla gelistigi (Neuman & Dickinson, 2018) ve bu nedenle erken dénemlerden itibaren
cocuklara zengin bir okuryazarlik ortami sunmanin son derece 6nemli oldugu bilinmektedir (Justice &
Ezell, 2004). Bu baglamda cocuklara dogal bir 6grenme ortami sunan ve dil, bilissel, motor, sosyal,
duygusal, fiziksel gelisimi destekledigi bilinen oyunun (Casby, 2003; Johnson vd., 2005), erken okuryazarhk
becerilerinin kazanim siirecinde de gocuklara zengin, anlamli ve ilgi ¢ekici bir ortam sunan etkili ve gigli
bir yontem oldugu ifade edilebilir (Vukelich vd., 2012). 2013’te glincellenen ‘Milli Egitim Bakanhgi Okul
Oncesi Egitim Programi’'nda da oyunun gocuklar icin etkili 6grenme firsatlari sunan bir yéntem oldugu
belirtilmis ve erken okuryazarlik becerilerinin gelisimini desteklemek amaciyla yapilan etkinliklerin sadece
masa basinda gerceklestirilen etkinliklerle (kavram 6gretimi, cizgi ¢calismalari gibi) sinirli kalmamasi, bu
etkinliklere oyun etkinlikleri gibi etkilesime dayali etkinlikler icinde de yer verilmesi gerektigi
vurgulanmistir (Milli Egitim Bakanligi [MEB], 2013). Yapilan birgok ¢alismadan elde edilen sonuglar da
oyun sirasinda c¢ocuk ile ¢ocuk veya c¢ocuk ile yetiskin arasinda kurulan etkilesimlerin sézcik bilgisi,
sesbilgisel farkindalik ve yazi farkindaligi becerilerinin gelisimini destekledigini ortaya koymustur (Christie
& Roskos, 2006; Parpucu, 2020; Roskos & Christie, 2000; Saracho & Spodek, 2006).

Ogretmenlerin erken okuryazarlik becerilerini desteklemek amaciyla kullanabilecekleri bir diger
yontem etkilesimli kitap okumadir. En genel sekliyle 6gretmenlerin, bicim ve igerik agisindan ¢ocugun
gelisim Ozelliklerine uygun resimli bir ¢cocuk kitabini ¢ocuk ile etkilesime dayali olarak okumalari olarak
tanimlanan etkilesimli kitap okuma yonteminin (Whitehurst vd., 1994), 6gretmenlere erken okuryazarhk
becerilerini destekleyebilmeleri icin birgok firsat sunan, etkili bir ydontem oldugu bilinmektedir (Ergil vd.,
2015; Mol vd., 2009). Alanyazinda yapilmis ¢alismalardan elde edilen sonuglar da etkilesimli kitap
okumanin g¢ocuklarin sézciik bilgisi (Akoglu vd., 2014; Lever & Senechal, 2011), yazi farkindahg: (Ezell &
Justice, 2000), ses bilgisel farkindalik (Justice vd., 2005; Whitehurst vd., 1994) ve dinledigini anlama
(Zevenbergen & Whitehurst, 2003) becerilerinin gelisimini destekledigini gostermistir.
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Kurallari 6nceden belirlenmis etkinlikler olan yapilandirilmis etkinliklerden olusan programlardan
yararlanmak, Ogretmenlerin erken okuryazarlik becerilerini desteklemek igin sinif ortaminda
kullanabilecekleri bir baska yontemdir. Bu programlarin harf bilgisi, yazi farkindaligi ve ses bilgisel
farkindalk becerileri gibi bir plan ve program cercevesinde kazandirilabilecek erken okuryazarhk
becerilerinin kazanimini desteklemek amaciyla etkili olarak kullanilabilecegi bilinmektedir (Akdal & Kargin,
2019; Parpugu & Ding, 2017; Turan & Akoglu, 2011). Alanyazinda yapilan ¢alismalarda, erken okuryazarlik
becerilerini desteklemek amaciyla gelistirilmis olan bu programlarin okul Oncesi 6gretmenlerine
ogretilmesinin ve amaca uygun sekilde okul dncesi egitim programiyla butinlestirilerek kullaniimalarinin
cocuklarin ozellikle erken okuryazarlik becerilenin gelisimini destekleyecegi belirtilmektedir (Akdal &
Kargin, 2019; Kargin vd., 2017b; Parpugu & Ding, 2017; Powell vd., 2010; Wasik & Hindman, 2011).
Konuyla ilgili olarak DeBaryshe ve Gorecki (2007) tarafindan yapilan bir calismada okul 6ncesi
ogretmenlerine sunulan zenginlestirilmis erken okuryazarlk programinin ¢ocuklarin erken okuryazarhk
becerileri Gzerindeki etkisi arastirlmistir. Elde edilen sonuglar programa katilan ve programda edindikleri
bilgileri siniflarinda yaptiklari uygulamalarla butiinlestiren 6gretmenlerin sinifinda bulunan ¢ocuklarin
daha basarili oldugunu gostermistir. Bu baglamda erken okuryazarlk becerilerini desteklemek amaciyla
gelistirilmis programlarda yer alan yapilandiriimis etkinliklerin ‘Tiirkge Etkinlikleri’ ve ‘Okuma-Yazmaya
Hazirlk Etkinlikleri” kapsaminda yer alan g¢alismalarla butunlestirerek kullanilmasinin ¢ocuklarin erken
okuryazarlik becerilerinin gelisimine katki saglayacagi aciktir.

Sonug olarak yukarda sunulan tim bilgiler ve arastirma sonuglari birlikte incelendiginde, cesitli
nedenlerden dolayi erken okuryazarlk becerilerini kazanamayan cocuklarin oldugu goérilmektedir. Bu
cocuklarin ilerleyen okul yillarinda okuma glgltgu riski (Badian, 2000; Casey & Howe, 2002; Giildenoglu
vd., 2016; Kargin vd., 2017b; Neuman & Dickinson, 2018) ile karsi karsiya kalmamalari igin anasiniflarinda
erken okuryazarlik destegi saglamanin son derece dnemli oldugu agikg¢a anlasilmaktadir. Bu destegin
niteliginin ise okul dncesi 6gretmenlerinin erken okuryazarlik bilgi diizeylerine ve gergeklestirdikleri sinif
ici okuryazarhk uygulamalarina bagh oldugu aciktir. Konuya iliskin yapilan alanyazin taramasinda ise
calismalarin genel olarak anasinifi okuryazarlik cevresine (Bastug, 2020; Feyman- Gok, 2013),
o6gretmenlerinin erken okuryazarlik bilgi dizeyine (Altun & Tantekin- Erden, 2016; Ergul vd., 2014, Lagin
& Glldenoglu, 2022) ve sinif ortaminda gergeklestirdikleri erken okuryazarlik uygulamalarina (Altun &
Tantekin- Erden, 2016; Ergtil vd, 2014) odaklandigi goriilmustiir. Fakat 6gretmenlerin sahip olduklari erken
okuryazarlik bilgi dizeyini ve sinif ici okuryazarlik uygulamalarini ¢ocuklarin erken okuryazarhk
becerilerindeki performanslari (izerinden degerlendiren bir c¢alismaya rastlanmamistir. Halbuki
O0gretmenlerin erken okuryazarlik bilgi duzeylerinin ve sinif iginde gergeklestirdikleri okuryazarhk
uygulamalarinin gocuklarin erken okuryazarlik becerileri Gzerindeki etkisini belirlemek, erken okuryazarlk
becerilerini destekleyici slire¢ odakl planlamalar yapabilmek icin son derece dnemlidir. Bu sayede tiim
cocuklarin erken okuryazarlik becerilerinin gelisimi kapsamli sekilde desteklenebilir, ¢ocuklar ilkokula
okumaya hazir bireyler olarak yetisebilir ve daha az ¢ocuk okuma gigligi riski ile karsilasabilir. Bu
baglamda bu arastirmada 6gretmenlerin erken okuryazarlk bilgi diizeylerinin ve sinif igi erken okuryazarhk
uygulamalarinin 6grencilerin erken okuryazarlk becerilerine yonelik giktilari Gizerinden degerlendirilmesi
amaglanmistir. Bu genel amag dogrultusunda asagidaki sorulara cevap aranmistir.

1. Calismaya dahil edilen ¢ocuklarin erken okuryazarlik alt testlerinden (alici dilde s6zcik bilgisi, ifade
edici dilde sozclik bilgisi, sesbilgisel farkindalik, dinledigini anlama) elde ettikleri puanlar 6gretmenlerin
erken okuryazarlk bilgi diizeylerine gore anlamli sekilde farklilasmakta midir?

2. Calismaya dahil edilen ¢ocuklarin erken okuryazarlik alt testlerinden (alici dilde s6zclk bilgisi, ifade
edici dilde sozcik bilgisi, sesbilgisel farkindalik, dinledigini anlama) elde ettikleri puanlar 6gretmenlerin
sinif i¢i okuryazarlik uygulamalarina gore anlamh sekilde farklilasmakta midir?
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Yoéntem
Arastirma Modeli

Ogretmenlerin erken okuryazarlik bilgi diizeyleri ve sinif ici erken okuryazarlik uygulamalarinin égrenci
ciktilan Gzerinden degerlendirmek amaciyla yapilan bu ¢alisma, betimsel tarama modelindedir. Tarama
modeli, gegmiste veya su an var olan bir durumu oldugu sekliyle betimlemeyi amaglayan arastirma
modelidir (Bliytkoztirk vd., 2022).

Calisma Grubu

Gaziantep ili Sahinbey ve Sehitkamil ilgelerinde bulunan ilkokullarin anasiniflarinda gérev yapan 29
okul 6ncesi 6gretmeni ve siniflarinda bulunan 60-72 ay yas arali§indaki toplam 235 ¢ocuk bu arastirmanin
¢alisma grubunu olusturmaktadir. Calisma grubunda vyer alan 06gretmenlerin ve ¢ocuklarin
belirlenmesinde birtakim 6lciitler gdz 6niinde bulundurulmustur. Ogretmenlerin belirlenmesinde a)
egitim fakiltelerinin okul oncesi 6gretmenligi lisans programindan mezun olma, b) devlet okullari
biinyesinde bulunan anasiniflarinda galisiyor olma, c) gérev yaptigi okulda kadrolu okul 6ncesi 6gretmeni
olarak calisiyor olma ve d) galismaya katihm icin gondlli olma olgltleri aranmistir. Dort olgttld de
karsilayan 29 6gretmen arastirmanin ¢alisma grubuna dahil edilmistir. Calisma grubuna dahil edilen
o6gretmenlere ait demografik bilgiler Tablo 1’de sunulmustur.

Tablo 1.

Calisma Grubunda Yer Alan Ogretmenlere Ait Demografik Bilgiler
Cinsiyet Sayi Yuzdelik
Kadin 21 724
Erkek 8 27.6
Toplam 29 100
Yas Sayi Yuzdelik
23-30vyas 14 48.3
31-37 yas 11 37.9
38 yas ve Uzeri 4 13.8
Toplam 29 100
Hizmet Yili Sayi Yiizdelik
1-5yil 11 37.9
6-10 yil 12 414
11 yil ve Gzeri 6 20.7
Toplam 29 100

Calisma grubuna dahil edilen 29 6gretmenin her birinin sinifindaki 6grenci sayisi 20 ile 23 arasinda
degismekle birlikte toplam 591 ¢ocuk bulunmaktadir. Bu ¢ocuklar arasinda a) 60-72 ay yas araligi iginde
yer alma, b) tanili herhangi bir yetersizligi olmama ve c) calismaya katilim igin gonlli olma 6lgutlerini
karsilayan gocuklar belirlenmistir. Olgiitler temelinde calismada yer alacak ¢ocuklarin belirlenme sirasinda
‘a’ ve ‘b’ dlcitleri icin 6gretmenler ile goriisilmus ve bireysel dosyalari incelenmistir. ‘c’ 6lctti igin ise ilk
iki 6lgutu karsilayan her bir cocuga calismaya katilim gostermek isteyip istemedikleri s6zlii olarak sorulmus
ve onaylari alinmistir. Ug 6l¢iitii de karsilayan toplam 272 ¢ocuk belirlenmis ve bu cocuklarin ailelerine
‘Veli Onam Formu’ gonderilerek izin istenmistir. Ailenin katilim izni verdigi 235 ¢ocuk arastirmanin ¢alisma
grubunda yer almistir. Tablo 2’de, calisma grubunda yer alan c¢ocuklara ait demografik bilgiler
sunulmustur.
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Tablo 2.

Calisma Grubunda Yer Alan Cocuklarin Cinsiyet ve Yasa Gére Dagilimlari
Yas Kiz Erkek Toplam
60-63 Ay 16 16 32
64-66 Ay 33 28 61
67-69 Ay 37 30 67
70-72 Ay 40 35 75
Toplam 126 109 235

Kullanilan Veri Toplama Araglari

Bu calismadaki 6gretmenlerin bilgi diizeyleri ve sinif i¢i okuryazarlik uygulamalari ‘Ogretmen Gériisme
Formu’, cocuklarin erken okuryazarlik becerilerindeki performanslarini ise ‘Erken Okuryazarlik Testi
(EROTY)’ kullanilarak belirlenmistir.

a) Ogretmen Gériisme Formu

Calismaya dahil edilen 6gretmenlerinin erken okuryazarlk bilgi diizeylerini ve sinif igi okuryazarlik
uygulamalarini belirlemek amaciyla arastirmacilar tarafindan hazirlanmis olan yari yapilandiriimis
gorisme formu kullaniimistir. 10 agik uglu sorudan olusan goriisme formunun olusturulma sirecinde
oncelikle alanyazinda okul 6ncesi 6gretmenleri ile erken okuryazarlk konusunda yapilan arastirmalar
taranmistir. Yapilan tarama sonucunda 6gretmenlerin bilgi diizeylerine yonelik 4 ve sinif i¢i okuryazarhk
uygulamalarina yonelik 8 olmak lizere toplam 12 sorudan olusan taslak form olusturulmustur.

Olusturulan taslak form, gorisme sorularinin kapsam gegerligini belirlemek amaciyla erken
okuryazarlik becerileri konusunda galisan (¢ uzmana gonderilmistir. Uzmanlardan formda yer alan
sorularin her birini amaca uygunluk, aciklik ve anlasilirhk agisindan degerlendirmeleri, her bir soru igin
‘uygun, uygun ama dizeltilmeli, uygun degil’ seklinde goris ve Onerilerini yazmalari istenmistir.
Uzmanlardan gelen dontler goris birligi teknigi kullanilarak degerlendirilmis, t¢ alan uzmanin da ‘uygun’
seklinde goris belirttigi sekiz soru ile ‘uygun ama dizeltilmeli’ seklinde goris belirttigi iki soru gériisme
formunda kalirken, uzmanlarin goris birligi saglayamadig iki soru gériisme formundan g¢ikartilmistir. Son
bicimiyle 10 sorudan olusan gérisme formunun, ilk doért sorusu 6gretmenlerin erken okuryazarlik bilgi
diizeylerini, kalan alti soru ise sinif ici okuryazarlik uygulamalarini belirlemeye yoéneliktir. Elde edilen
gorisme formunun 6gretmenler igin acik ve anlasilir olup olmadigini belirlemek amaciyla tG¢ 6gretmen ile
pilot gérisme yapilmistir. Gérismeler sonucunda gériisme formunda yer alan sorularin 6gretmenler igin
acik ve anlasilir oldugu sonucuna ulasiimistir. Ogretmenler ile yapilan gériismelerden elde edilen nitel veri
nicel veriye dontsturilmastir.

Ogretmen Gériislerini Dederlendirmeye Yénelik Puanlama Anahtan

Ogretmen goériismelerinden elde edilen nitel verinin nicel veriye dénistiiriilmesinde arastirmacilar
tarafindan gelistirilen puanlama anahtari kullaniimigtir. Puanlama anahtarini olusturmak igin 6ncelikle
O0gretmen goriisme formunda bulunan 10 sorunun her biri igin uygun cevaplar alanyazin taramasi
yapilarak listelenmistir. Her bir soru igin listelenen cevaplar erken okuryazarlik alaninda galisan iki uzman
ile incelenmis ve her soru igin en ideal cevap belirlenmis, ardindan ideal cevaplar icinde gegcen anahtar
kavramlar listelenmistir. Anahtar kavramlar ile ayni anlami tasiyan ve 6gretmenlerin gorlisme siirecinde
kullanabilecekleri olasi kavramlar da belirlenmis ve aralarina ‘/’ isareti konularak puanlama anahtarina
yerlestirilmistir.

Listeleme isleminin ardindan 6gretmen goriisme formunda yer alan her bir sorunun altina o soruya
yonelik cevaplama tablosu olusturulmustur. Tablolarin ilk sitununa anahtar kavramlar bolimi ikinci
siitununa 6gretmen cevabinda gegcen anahtar kavramlarin isaretlenecegi 6gretmen cevabi bélimi, en alt
satirina ise toplam anahtar kavram sayisinin yazilacagi toplam bolimi eklenmistir. Son olarak puanlama
anahtari icin taslak form hazirlanmistir. Hazirlanan taslak form erken okuryazarlik becerileri konusunda
calisan iki, 6lcme ve degerlendirme alaninda galisan bir uzmanin goéristine sunulmustur. Uzmanlardan
taslak formda yer alan cevaplama tablolarinin, anahtar kavramlarin ve puanlamanin uygunlugunu
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degerlendirmeleri, her bir anahtar kavram ve puanlama yéntemi igin ‘uygun, uygun degil’ seklinde gorus
belirtmeleri ve Onerilerini yazmalar istenmistir. Uzmanlardan gelen donutler degerlendirilmistir ve
onerilen degisiklikler yapilmigtir. Puanlama anahtarinin son seklinde, 6gretmenlerin bilgi duzeyini
belirlemeye yonelik dort soru igin 39, sinif i¢ci okuryazarlik uygulamalarina yonelik alti soru icin 68 kavram
yer almistir.

Ogretmen gérislerinin puanlanmasinda, ses kayitlari erken okuryazarlik konusunda galisan iki uzman
ayri ayri dinlenmistir. Ogretmenin cevabinda, yéneltilen soru icin belirlenmis anahtar kavramlar yer
aliyorsa puanlama anahtarinin égretmen cevabi kismina isaretlenmistir. Ogretmenin cevabinda yer alan
her bir anahtar kavram 1 puan olarak puanlanmistir. Ogretmenin cevabinda anahtar kavramlardan higbiri
bulunmuyorsa, cevabi yanlissa ya da cevap vermediyse O puan verilmistir. Bu durumda bir 6gretmenin
erken okuryazarlik bilgi diizeyini belirlemeye yonelik ilk dért sorudan alabilecegi en yiksek puan 39 en
distk puan 0; sinif ici okuryazarlk uygulamalarina yonelik alabilecegi en yiiksek puan 68 en diisiik puan
ise 0'dir.

b) Erken Okuryazarlik Testi (EROT)

Calismaya katilan gocuklarin erken okuryazarlik becerilerindeki performanslarini belirleyebilmek igin
Kargin ve digerleri (2015) tarafindan ulusal TUBITAK projesi kapsaminda (TUBITAK, 110K589) 60-72 aylik
¢ocuklarin erken okuryazarlik becerilerini degerlendirmek amaciyla gelistirilmis standart bir test olan
Erken Okuryazarhk Testi (EROT) kullanilmistir. EROT, erken okuryazarlik becerilerini alici dilde s6zcik
bilgisi, ifade edici dilde s6zciik bilgisi, genel isimlendirme, islev bilgisi, ses bilgisel farkindalik, harf bilgisi ve
dinledigini anlama olmak Uzere yedi alt boyutta yer alan 102 madde ile degerlendirmektedir. Testte
cocuklardan elde edilen dogru ve yanlis tepkiler 1/0 seklinde puanlanmaktadir.

Gegerlik galismalari sonucunda testin kapsam gegerliginin ylksek oldugu belirtilmistir. Yapi gegerligi
icin yapilan agimlayici faktor analizi sonucunda madde faktor yik degerlerinin .33 ile .93 arasinda degistigi
ve elde edilen yapinin dogrulayici faktor analizi ile de dogrulandigi ifade edilmistir. EROT alt testlerinin
guvenirligi igin KR-20 ig¢ tutarhilhk katsayisi hesaplanmistir. Yapilan analiz sonucunda KR-20 katsayisi bu
calismada kullanilacak olan alici dilde s6zciik bilgisi icin .68, ifade edici dilde s6zciik bilgisi icin .81, ses
bilgisel farkindalk becerileri icin .87 ve dinledigini anlama becerisi icin ise .67 olarak bulunmustur.
Calismada kullanilan alt testlere yonelik bilgiler ise su sekildedir;

Alici Dilde Sézciik Bilgisi Alt Testi: Test bir 6rnek madde ve 15 soru maddesinden olusmaktadir ve
cocuktan kendisine gosterilen dort resim arasindan adi sdylenen nesneyi géstermesi beklenmektedir.
Testten elde edilecek en ylksek puan 15tir.

ifade Edici Dilde Sézciik Bilgisi Alt Testi: Test bir drnek madde ve 15 soru maddesinden olusmaktadir
ve ¢ocuktan kendisine sunulan resmi isimlendirmesi beklenmektedir. Testten elde edilecek en yliksek
puan 15'tir.

Sesbilgisel Farkindalik Alt Testleri: EROT sesbilgisel farkindalik becerilerini uyak farkindaligi, ilk sese
gore esleme, son sese gore esleme, climleyi sdzcliklerine ayirma, sézclkleri hecelerine ayirma, heceleri
birlestirme, sézciklerin ilk sesini atma ve sdzciiklerin son sesini atma olmak lizere toplam 8 alt test ile
degerlendirmektedir. Her alt testte 2 6rnek madde ve 4 test maddesi bulunmaktadir. Sekiz alt testin her
birinden alinabilecek en yiksek puan 4, testinin tamamindan alinabilecek en yiiksek puan ise 32’dir.

Dinledigini Anlama Alt Testi: Testte 11 climle, 80 sodzcikten olusan bir 6yki ve oOykiye yonelik
hazirlanmis alti anlama sorusu (5N 1K) bulunmaktadir. Testten alinabilecek en yiiksek puan 6’dir.

Verilerin Toplanmasi

Veri toplama siirecinde &ncelikle Hasan Kalyoncu Universitesi etik kuruluna basvurularak 0/10/2020
tarihli E—804.01-2010300005 sayili karari ile etik kurul onayi alinmistir. Ardindan, ¢calismanin yapilacagi
Gaziantep ili Sahinbey ve Sehitkamil ilcelerinde blnyesinde anasinifi bulunan 12 ilkokul belirlenmis ve
Gaziantep il Milli Egitim Mudurltginden bu okullarda calismanin yapilabilmesi icin gerekli izinler
alinmistir. izinlerin alinmasinin ardindan okullar ziyaret edilerek okul y®neticileri ve okul &ncesi
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O0gretmenleriile gériisilmustiir. Gorismelerde veri toplama siireci, bu siiregte kullanilacak araglar ve elde
edilen verilerin hangi amagla kullanilacagi hakkinda bilgi verilmistir. Calisma grubunda yer alan
o0gretmenlerin sinifinda bulunan gocuklarin ailelerine veli izin formu gonderilmis ve veri toplamak igin
uygun gilin ve saatler belirlenmistir. Son olarak okul yoneticilerden, veri toplama siirecinde kullaniimak
lizere sessiz ve dikkat dagitici uyaranlarin bulunmadigi bir oda veya sinif talep edilmistir. Aile izinlerinin de
alinmasinin ardindan belirlenen giin ve saatlerde okullara gidilerek veriler toplanmistir.

Ogretmenlerin Erken Okuryazarlik Bilgi Diizeylerini ve Sinif ici Okuryazarlik Uygulamalarini Belirlemeye
Yénelik Verilerin Toplanmasi

Calisma grubunda yer alan 29 6gretmenin erken okuryazarliga yonelik bilgi dizeylerine ve sinif igi
okuryazarlik uygulamalarina yonelik veriler 0Ogretmenlerle bireysel olarak gergeklestirilen yari
yapilandiriimis goérismeler yoluyla elde edilmistir. Tim goérismeler 6gretmenlerin kendi okulu icinde daha
onceden belirlenmis olan bir odada veya sinifta yapilmistir. Gériisme sirasinda 6gretmenin ihtiyag
duyabilecegi su ve pecete arastirmacilar tarafindan temin edilmistir. Gériismeye baslamadan 6nce
o6gretmenlere goriisme sireci hakkinda bilgi verilmis ve cevaplarin ses kayit cihazina kaydedilecegi
aciklanarak onaylari alinmigtir. Gérlisme sorulari tim 6gretmenlere ayni sirayla sunulmugstur ve tim
cevaplar ses kayit cihazina kaydedilmistir. Gorlisme stireleri 30 ile 45 dakika arasinda degismistir.

Cocuklarin Erken Okuryazarlik Becerilerine iliskin Verilerinin Toplanmasi

Calisma grubunda yer alan 235 ¢ocugun erken okuryazarlik becerilerine iliskin veriler bireysel olarak
uygulanan EROT ile elde edilmistir. Tim uygulamalar 6gretmen gorismelerinin gerceklestirildigi
ortamlarda yapilmistir. Cocugun uygulama sirasinda ihtiya¢ duyulabilecegi su ve pecete arastirmacilar
tarafindan uygulama 6ncesinde temin edilmistir. Uygulama gliniinde ¢ocuk sinifindan alinarak uygulama
yapilacak ortama getirilmistir. Uygulamaya baslanmadan 6nce ¢ocukla sohbet edilmis, uygulama hakkinda
kisa bir bilgi verilmis ve test bataryasi ¢ocuga tanitilmistir. Cocuga hazir olup olmadigi sorulmus, cocuktan
‘Hazirnm.” cevabinin alinmasinin ardindan EROT uygulamasina baglanmistir. Tim uygulama siresi
cocuklarin performansina gore 20 ile 40 dakika arasinda degismistir. Cocuklarin cevaplari EROT kayit
formuna uygulama sirasinda degistirilmeden kaydedilmistir. Uygulama bitiminde ¢ocuklara katilimlari igin
tesekkir edilerek siniflarina kadar eslik edilmistir.

Verilerin Analizi

Bu calismada okul dncesi 6gretmenlerinin erken okuryazarlik bilgi diizeylerini ve sinif igi okuryazarlik
uygulamalarini 6grenci ciktilari izerinden degerlendirebilmek amaciyla elde edilen verilerin analizinde
SPSS 22 programi kullaniimistir. Veriler iki asamada analiz edilmistir. ilk asamada verilerin normal dagilim
gosterip gostermedigi carpiklik ve basiklik katsayisi temelinde incelenmistir. Analiz sonucunda verilerin
normal dagilim gostermedigi belirlenmistir. ikinci asamada cocuklarin EROT alt testlerinden aldig
puanlarin 6gretmenlerin bilgi diizeyine gore farklilasip farklilasmadigini belirlemek amaciyla Mann-
Whitney U testi, sinif i¢i okuryazarlik uygulamalarina gére farkhlasip farklilasmadigini belirlemek amaciyla
ise Kruskal-Wallis H testi kullanilmistir.

Bulgular

1.Cocuklarin Erken Okuryazarlik Alt Testlerinden Elde Ettikleri Puanlarin Ogretmenlerin Erken
Okuryazarlik Bilgi Diizeylerine Gore Karsilastiriimasi

Cocuklarin erken okuryazarlik alt testlerinden elde ettikleri puan ortalamalarinin 6gretmenlerin erken
okuryazarlik bilgi dizeyine gbére anlamli farkhlik gosterip gostermedigini belirleyebilmek icin Mann-
Whitney U testi kullanilmistir. Analize baslamadan 6nce Ogretmenlerin erken okuryazarlik bilgi
diizeylerine yonelik elde ettikleri puan ortalamalari ve standart sapmalar hesaplanmistir. Yapilan
hesaplama sonucunda ortalamanin bir standart sapma altinda puan alan 6gretmenlerin erken
okuryazarliga yonelik diistk bilgi diizeyine sahip olduklari belirlenmistir. Bu sekliyle 6gretmen gorislerine
yonelik olusturulmus puanlama anahtarinda bilgi diizeyine yonelik belirlenmis olan 39 anahtar kavramin
%18’ine (0-7 kavram) cevaplarinda uygun sekilde yer veren 6gretmenler 1. grubu yani diisiik bilgi diizeyine
sahip olan 6gretmenler grubunu, %19’u ile %35’i (8-14 kavram) arasindaki kavrama cevaplarinda uygun
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sekilde yer veren Ogretmenler ise 2. grubu yani daha yiiksek bilgi diizeyine sahip olan 6gretmenler
grubunu olusturmustur. Gruplarin elde ettigi puanlarin sira ortalamalari, sira toplamlari, U, z, p ve r
degerleri sirasiyla Tablo 3’te sunulmustur.

Tablo 3.
Cocuklarin Erken Okuryazarlik Alt Testlerinden Elde Ettikleri Puanlarin Og§retmen Bilgi Diizeyine Gére
Karsilastirmasina Yénelik Mann-Whitney U Sonuglari

Erken Okuryazarlk Alt Ogretmen n Sira Sira U z p r
Testleri Bilgi Ortalamasi Toplami
Diizeyi
Alici Dilde Sozciik Bilgisi 1 19 13.32 253.00 63.00 -1.47 .142 -
2 10 18.20 182.00
ifade Edici Dilde S6zciik 1 19 13.03 247.50 5750 -1.72 .085 -
Bilgisi 2 10 18.75 187.50
Sesbhilgisel Farkindahk 1 19 13.79 262.00 72.00 -1.06 .291 -
Becerileri 2 10 17.30 173.00
Dinledigini Anlama 1 19 13.16 250.00 60.00 -1.61 .108 -
Becerileri 2 10 18.50 185.00

1= Daha diislk bilgi diizeyi, 2= Daha yuksek bilgi diizeyi

Yapilan analiz sonucunda gocuklarin alici dilde s6zclk bilgisi (z= -1.47, p>.05), ifade edici dilde s6zclik
bilgisi (z=-1.72, p>.05), sesbilgisel farkindalik becerileri (z= 1.06, p>.05) ve dinledigini anlama becerileri (z=
-1.61, p>.05) alt testlerinden elde ettikleri puan ortalamalarinin 6gretmenlerin erken okuryazarlik bilgi
diizeyine gore istatistiksel olarak anlamli sekilde farkhlasmadigi goriilmastar.

2.Cocuklarin Erken Okuryazarlik Alt Testlerinden Elde Ettikleri Puanlarin Sinif i¢i Okuryazarlik
Uygulamalarina Gére Karsilastiriimasi

Cocuklarin erken okuryazarlik alt testlerinden elde ettikleri puan ortalamalarinin sinif igi okuryazarlik
uygulamalarina goére anlamli farkhlk gosterip gdstermedigini belirleyebilmek icin Kruskal Wallis H testi,
farkhhgin hangi gruplar arasinda oldugunu belirlemek igin de Mann-Whitney U testi kullaniimistir. Analize
baslamadan o6nce 6gretmenlerin sinif i¢i okuryazarlik uygulamalarina yonelik elde ettikleri puan
ortalamalari ve standart sapmalar hesaplanmistir. Yapilan hesaplama sonucunda ortalamanin bir standart
sapma altinda kalan 6gretmenler zayif uygulamacilar, bir standart sapma Ulzerinde kalan 6gretmenler iyi
uygulamacilar ve ikisi arasinda kalan 6gretmenler ise orta diizey uygulamacilar olarak belirlenmistir. Bu
sekliyle ogretmen gorislerine yonelik olusturulmus puanlama anahtarinda sinif i¢i okuryazarlik
uygulamalarina yonelik belirlenmis olan 68 anahtar kavramin %16’si ile %29’u arasindaki kavrama
cevaplarinda yer veren o6gretmenler 1. grubu yani zayif uygulamacilari, %30'u ile %44’G arasindaki
kavrama cevaplarinda yer veren 6gretmenler 2. grubu yani orta diizey uygulamacilari, %45 ve Ulzeri
kavrama cevaplarinda uygun sekilde yer veren 6gretmenler ise 3. grubu yani iyi uygulamacilar grubunu
olusturmaktadir.  Cocuklarin  puanlarina  iliskin  sira  ortalamalari,  serbestlik  derecesi,
X2, p degeri, farkliligin saptandigi gruplar ile r degerleri sirasiyla Tablo 4’te sunulmustur.

Yapilan analiz sonucunda cocuklarin alici dilde sOzcik bilgisi
( X2=8.33, p<.05) ve ifade edici dilde sézciik bilgisi (X?= 6.84, p<.05) boyutlarindan elde ettikleri puan
ortalamalarinin sinif i¢i okuryazarhk uygulamalarina gore istatistiksel olarak anlamh sekilde farklilastig
bulunmustur. Cocuklarin sesbilgisel farkindalik becerilerinde (X?= 4.19, p>.05) ve dinledigini anlama
becerisinde elde ettikleri puan ortalamalari ile sinif i¢ci okuryazarlhk uygulamalari arasinda ise istatistiksel
olarak anlamli farklilik bulunamamistir (X?= 4.21, p>.05). Anlamli farkin hangi gruplar arasinda oldugunu
belirlemek amaciyla yapilan Mann-Whitney U testinde gruplar ikili (1. grup-2. grup, 1. grup- 3. grup, 2.
grup- 3. grup) karsilastiriimistir.
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Tablo 4.
Cocuklarin Erken Okuryazarlik Alt Testlerinden Elde Ettikleri Puanlarin Ogretmen Bilgi Diizeyine Gére
Karsilastirmasina Yénelik Mann-Whitney U Sonuglari

Erken Sinif igi n Sira sd  X? p Anlaml r
Okuryazarhk Alt Okuryazarhk Ortalamalari Fark
Testleri Uygulama
Diizeyleri
Alici Dilde S6zciik 1 6 8.83
Bilgisi 2 15 13.90 2 833 .015%* 1<3 -.18
3 8 21.69 2<3 -.15
ifade Edici Dilde 1 6 10.42
Sozcik Bilgisi 2 15 13.40 2 6.84 .033* 1<3 -.16
3 8 21.44 2<3 -.15
Sesbilgisel 1 6 8.08
Farkindalik 2 15 12.57 2 419 120 - -
Becerileri 3 8 17.75
Dinledigini 1 6 9.83
Anlama Becerileri 2 15 14.80 2 421 121 - -
3 8 19.25

1= Zayif uygulamacilar 2= Orta diizey uygulamacilar 3= lyi uygulamacilar, *p<.05

Analiz sonucunda alici dilde s6zciik bilgisinde anlamli farkin 3. grupta yer alan 6gretmenlerin sinifindaki
cocuklar ile hem 1. grupta yer alan 6gretmenlerin sinifindaki ¢ocuklar (z= -2.58, p<.05) hem de 2. grupta
yer alan 6gretmenlerin sinifindaki cocuklar arasinda (z=-2.16, p<.05) ve 3. gruptaki 6gretmenlerin sinifinda
bulunan ¢ocuklarin lehine oldugu gériilmiistiir. ifade edici dilde sdzciik bilgisinde de anlamli farkin 3.
grupta yer alan 6gretmenlerin sinifindaki ¢ocuklar ile hem 1. grupta yer alan (z= -2.32, p<.05) hem de 2.
grupta yer alan (z=-2.16, p<.05) 6gretmenlerin sinifindaki ¢ocuklar arasinda ve 3. gruptaki 6gretmenlerin
sinifinda bulunan ¢ocuklarin lehine oldugu bulunmustur.

Tartisma ve Sonug

Bu ¢alismanin genel amaci, okul 6ncesi 6gretmenlerinin erken okuryazarlik bilgi dizeylerinin ve sinif
ici erken okuryazarlik uygulamalarinin gocuklarin erken okuryazarlik becerilerine yonelik giktilari
Uzerinden degerlendirilmesidir. Bu amaca yonelik olarak dncelikle 6gretmenlerin erken okuryazarlik bilgi
diizeylerinin ardindan sinif i¢i okuryazarlik uygulamalarinin gocuklarin erken okuryazarlik alt testlerinden
elde ettikleri puanlar tizerinde bir fark olusturup olusturmadigi incelenmistir.

Ogretmenlerin bilgi diizeylerinin gocuklarin erken okuryazarlik alt testlerinden elde ettikleri
puanlar tzerinde bir farklihk olusturup olusturmadigina yonelik yapilan analiz sonucunda 6gretmenlerin
bilgi duzeylerinin ¢ocuklarin erken okuryazarlik puanlari tGzerinde anlamli bir farklilik olusturmadigi
gorulmektedir. Bu sonuca genel olarak bakildiginda 6gretmenlerin erken okuryazarlik becerilerine yénelik
sahip olduklari bilgi diizeyleri yiiksek olsa bile bu bilgileri uygulamaya etkili sekilde aktaramadiklari ifade
edilebilir. Fakat alanyazinda yapilan galismalarda okul dncesi 6gretmenlerinin erken okuryazarlk bilgi
diizeyi ile erken okuryazarliga yonelik sinif i¢i uygulamalarinin niteligi arasinda pozitif yonde bir iliski
oldugu vyapilan sinif ici uygulamalarinin ise erken okuryazarlik becerilerinin gelisimini destekledigi
vurgulanmaktadir (Hindman & Wasik, 2008; McCutchen vd., 2002). Bu ¢alismada elde edilen sonug her ne
kadar 6gretmenlerin sahip oldugu erken okuryazarlk bilgi diizeyinin c¢ocuklarin erken okuryazarlik
becerilerine yonelik performanslarinin bir gostergesi oldugu gorisiini desteklemese de elde edilen bu
sonug Uzerinde birtakim faktorlerin etkili olabilecegi diisiiniilmektedir.

Okul 6ncesi 6gretmeni yetistiren lisans programlarinda erken okuryazarlk becerilerinin ele alindigi
derslerin (Okula Uyum ve Erken Okuryazarhk, Erken Okuryazarlik Becerileri, Etkilesimli Kitap Okuma gibi)
genel olarak kuramsal bilgi aktarimi seklinde yiratilmesinin ve bu derslerde uygulamaya yonelik egitime
sinirli sekilde yer verilmesinin ya da hig yer verilmemesinin elde edilen bu sonug lizerinde etkili olabilecegi
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disindlen faktorlerden biridir. Alanyazinda yapilmig farkli ¢alismalarda da okul dncesi 6gretmenlerinin
lisans egitimlerinde erken okuryazarlk alanina dair edindikleri bilgileri uygulamaya nasil aktaracaklarina
ve uygulamada nasil kullanacaklarina yonelik yeterli diizeyde deneyim edinmeden meslek hayatina gegis
yaptiklari vurgulanmaktadir (Dickson & Caswell, 2007; Ergil vd., 2014; Hsieh vd., 2009; Kargin vd., 2017;
Lagin & Giildenoglu, 2022). Okul 6ncesi 6gretmen adaylarinin staj uygulamalarinda erken okuryazarhk
becerilerini desteklemeye yonelik gergeklestirdikleri etkinliklerin sayisini ve gesitliligini incelemek
amaciyla Altun ve Tantekin-Erden (2016) tarafindan yapilan bir ¢alismada da, 6gretmen adaylarinin staj
uygulamalarinda erken okuryazarlk becerilerini destekleyen etkinliklere sinirli sayida ve gesitlilikte yer
verdikleri ve bu etkinlikleri planlama ve uygulama asamalarinda kendilerini yeterli gormedikleri sonucuna
ulasilmistir.  Akbaba-Altun ve digerleri (2014) tarafindan yapilan baska bir ¢alismada da okul dncesi
ogretmenlerinin yazmaya hazirhk, yazi farkindaligi, sesbilgisel farkindalik becerilerine yonelik sinif ici
uygulamalar yapma konusunda sinirhlik yasadiklari ifade edilmis ve bu durum ise okul 6ncesi
o6gretmenlerinin bu becerilere yonelik sahip olduklari sinirli bilgi dizeyi ile agiklanmistir

Okul oncesi Ogretmenlerinin erken okuryazarlik bilgi ve becerilerini desteklemek amaciyla
gerceklestirilen hizmet igi egitimlerin, calistay ve kurslarin nitelik, kapsam ve uygulama agisindan yetersiz
olmasi mevcut ¢alismada elde edilen bu sonug lizerinde etkili olabilecegi diistiniilen bir diger faktérdur.
Erken okuryazarlik alani son donemlerde diinyada oldugu gibi Tiirkiye’de de 6nemi anlasilan ve dolayisiyla
tim c¢ocuklarda desteklenmesi gereken bir alan olarak karsimiza ¢ikmaktadir. Bu durumun bir sonucu
olarak da Tiirkiye’de son dénemlerde baziillerde gerek il Milli Egitim Miidirliikleri ve (iniversiteler gerekse
farkh sivil toplum kuruluslari ve dernekler araciligiyla erken okuryazarlik becerilerinin tanimi, kapsami,
amaci, 6nemi, erken okuryazarlik becerilerini degerlendirme, destekleme, nitelikli cocuk edebiyati
kitaplarinin segimi ve etkilesimli kitap okuma gibi konularda okul 6ncesi 6gretmenlerine yénelik gesitli
egitimler duzenlendigi gorilmektedir. Fakat bu egitimlerin bircogunda erken okuryazarlik kavraminin,
kapsaminin, dneminin gerektigi sekilde ele alinmadig ve sadece kuramsal bilgi aktarimi seklinde
gerceklestirildigi nitelikli, kapsamh ve uygulamaya doniik icerige sahip egitimlerin ise sayica son derece
sinirli oldugu bilinmektedir (Deretarla-Gul & Bal, 2006; Ergill vd., 2014; Lagin & Gildenoglu, 2022). Bu
durumun ise 6gretmenlerin erken okuryazarlk kavramina, kapsamina ve 6nemine iliskin edindikleri
bilgileri sinif icinde etkili 6gretim etkinlikleri olusturma ve uygulama amaciyla kullanabilmelerinin 6niinde
bir engel olusturacagi ifade edilebilir. Konuyla ilgili olarak Glildenoglu ve digerleri (2022) tarafindan yapilan
bir TUBITAK projesinde, 200 6gretmene erken okuryazarlik becerilerinin tanimi, kapsami, okuma ve
akademik basari ile iliskisi, bu becerilerin sinif ortaminda nasil degerlendirilecegi ve desteklenecegine
iliskin kapsamli ve uygulamaya yonelik bir egitim sunulmustur. Calismada 6gretmenlere hem egitim
asamasinda o6rnek uygulama videolari Gzerinden hem de degerlendirme ve miidahale asamalarinda
kendilerinin gerceklestirdigi uygulamalar Gzerinden kapsamli ve hizli geri bildirimler sunulmustur. Bu
sayede 6gretmelere sunulan egitimin sadece kuramsal bilgi aktarimi olarak kalmamasi ve edindikleri bu
bilgilerin uygulamada nasil sekillendigini ayrintili olarak gormeleri saglanmistir. Elde edilen sonuglar
O0gretmenlere sunulan erken okuryazarlik egitimlerinin uygulamaya, karsilikli etkilesime dayali ve
ogretmenlere is basindayken donit saglayacak sekilde planlandigl takdirde, o6gretmenlerin erken
okuryazarliga yonelik sahip olduklari bilgilerin sinif ici okuryazarlk uygulamalarina ve dolayisiyla gocuklarin
erken okuryazarlik performanslarina olumlu sekilde yansiyacagini géstermistir (TUBITAK, 220K191).

Elde edilen sonug Uzerinde etkili olabilecegi diislintilen son faktér ise okul 6ncesi 6gretmenlerine
erken okuryazarlik alaninda egitim veren uzmanlarin bircogunun erken okuryazarlik alaninda arastirma ve
cocuklarla uygulama agisindan sinirli deneyime sahip olmasidir. Erken okuryazarlik gibi ¢ok boyutlu bir
beceri alanina yonelik egitimlerin bu alanda arastirma ve uygulama deneyimi olan uzman kisiler tarafindan
sunuldugu taktirde daha etkili ve verimli olacagi alanyazinda siklikla vurgulanmaktadir (Dickinson, 2002;
Hsieh vd., 2009; Ergil vd., 2014; Lacin & Gildenoglu, 2022). Bu goristen hareketle okul 6ncesi
o6gretmenlerinin erken okuryazarliga iliskin sahip olduklari kuramsal bilgileri uygulamaya nasil
aktarabileceklerini ve bu sayede c¢ocuklarin erken okuryazarlik performanslarini  nasil
destekleyebileceklerini alan uzmanlarinin yol gostericili§inde deneyimlemelerinin son derece énemli
oldugu ifade edilebilir. Parpucu (2020) tarafindan yapilan bir calismada da, okul dncesi 6gretmenlerine

1634



Gengeg, Giildenoglu & Kargin — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 51(3), 2022, 1610-1641

sunulan ‘Sesbilgisel Farkindalik Mesleki Gelisim Programi’nin 6gretmenlerin sesbilgisel farkindalik bilgi ve
etkinliklerini uygulama duzeyleri ile cocuklarin sesbilgisel farkindalik becerileri Uzerindeki etkisinin
belirlenmesi amaglanmistir. Elde edilen sonuglar sunulan egitimin hem 6gretmenlerin sesbilgisel
farkindalk bilgi ve etkinliklerini uygulama diizeyini hem de ¢ocuklarin sesbilgisel farkindalik becerilerini
artirdigini gostermistir. Elde edilen bu sonug lizerinde, 6gretmenlere egitimin uygulamaya dayal olarak
sunulmasi ve sinif ici uygulamalarina geri bildirimler saglanmasinin yani sira egitimin alan uzmanlari
tarafindan saglanmis olmasinin etkili oldugu belirtilmistir.

Sinif i¢i okuryazarlik uygulamalarinin gocuklarin erken okuryazarlik alt testlerinden elde ettikleri
puanlar lizerinde bir farkhlik olusturup olusturmadigini belirlemek amaciyla yapilan analizlerde sinif igi
okuryazarlik uygulamalarinin gocuklarin alici ve ifade edici dilde s6zciik bilgisi puanlari Gzerinde anlamli
bir farkhlk olusturdugu, sesbilgisel farkindalik ve dinledigini anlama becerileri Gizerinde ise anlamli farklilik
olusturmadigi sonuglarina ulasiimistir.

Sinif ici okuryazarlik uygulamalarinin ¢cocuklarin alici ve ifade edici dilde sézclk bilgisi testlerinden elde
ettikleri puanlar lzerinde anlamli bir farklilik olusturmasinda, soézclk bilgisinin ¢ocuklarin gevresiyle
girdikleri iletisim ve etkilesim sonucunda kendiliginden gelisebilecek bir beceri alani olmasinin ve
O0gretmenlerin gunlik egitim akisinda gergeklestirdikleri Tirkge, muzik, sanat, drama ve oyun oynama gibi
sozclk bilgisini gelistirmeye yonelik etkinliklerin etkili oldugu ifade edilebilir. Bununla birlikte sézciik bilgisi
2013’te giincellenen ‘Milli Egitim Bakanhgi Okul Oncesi Egitim Programi’nda erken okuryazarlik becerileri
icinde en ¢ok kazanimin bulundugu beceri alandir. Bu durum g6z 6niinde bulunduruldugunda tim okul
oncesi 6gretmenlerinin bu beceri alanina yonelik etkinlikler gergeklestirdigi fakat bazi 6gretmenlerin alici
ve ifade edici dilde s6zcik bilgisini desteklemeye yonelik daha gesitli, kapsamh ve nitelikli etkinlikler
gerceklestirdigi de ifade edilebilir. Ergll ve digerleri (2014) tarafindan gergeklestirilen bir calismada da
okul 6ncesi 6gretmenlerinin sinif iginde erken okuryazarlk becerilerini desteklemeye yonelik siklikla
gerceklestirdikleri etkinliklerden birinin kavram 6gretimi digerinin ise kitap okuma oldugunu ve bu iki
etkinliginde erken okuryazarligin temel becerilerinden olan sozcik bilgisini destekledigi belirtilmistir.
Kargin ve digerleri (2017b) tarafindan anasinifi 6grencilerinin erken okuryazarlik beceri profilini belirlemek
amaclyla gergeklestirilen calismada da cocuklarin s6zciik bilgisi testinde sergiledikleri performansin yeterli
oldugunu belirtmislerdir. Elde edilen sonucu ise programda sozclk bilgisini desteklemeye yonelik bulunan
bircok kazanimin varhgi ile agiklamislardir.

Sinif ici okuryazarlik uygulamalarinin gocuklarin sesbilgisel farkindalik becerileri testinden elde ettikleri
puanlar tzerinde anlamli bir fark yaratip yaratmadigina bakildiginda bir fark yaratmadigi goriilmektedir.
Sesbilgisel farkindalik becerilerinin dogal olarak kendi kendine gelisen beceriler olmadigi ve ¢ocugun bu
becerileri kazanabilmesinin sistematik ve dogrudan 6gretim sirecleri gerektirdigi bilinmektedir (Vukelich
vd., 2012). Buna karsin 2013’te giincellenen ‘Milli Egitim Bakanligi Okul Oncesi Egitim Programi’nda
sesbilgisel farkindalik becerilerine yonelik ‘sesbilgisi farkindaligini gosterir’ seklinde tek bir kazanim
bulunmaktadir. Halbuki, ©6gretmenlerin bu konudaki farkindaliginin artmasi ile birlikte sinif igi
uygulamalarinin da artacagi distinildiginde bu alanin basl basina bagimsiz bir 6grenme alani seklinde
ele alinmasinin gerektigi ifade edilebilir. Her ne kadar bu kazanima iliskin ¢alisiilmasi dénerilen tim alt
beceriler gostergeler olarak ilgili kazanimin yaninda parantez iginde belirtilse de kazanimin altinda verilen
actklamada sadece uyaklara vurgu yapildigi gérilmektedir. Bu durum ise okul 6ncesi 6gretmenlerinin
sesbilgisel farkindalik becerileri gibi kapsamli bir beceri alanina yonelik gerceklestirecekleri egitimin uyak
farkindahg ile sinirh kalmasina neden oldugu dislinlilmektedir. Konuyla ilgili olarak Kartal ve Gliner
(2016)’nin Okul Oncesi Egitim Programi Etkinlik Kitabi’ndaki etkinliklerin sesbilgisel farkindalik agisindan
inceledikleri calismada, etkinlik kitabinda yer alan 40 etkinlikten sadece 7 etkinligin sesbilgisel farkindalik
becerilerini destekledigi sonucuna ulagsmislardir. Calismada okul dncesi egitim kurumlarina devam eden
cocuklarin sesbilgisel farkindalik becerilerindeki gelisimlerini destekleyebilmek igin Okul Oncesi Egitim
Programi’ndaki etkinliklerin gelistirilmesine gereksinim duyuldugu belirtilmistir. Alanyazinda yapilmis
diger calismalarda da okul 6ncesi 68retmenlerinin sesbilgisel farkindalik becerilerini desteklemeye yonelik
sinirli etkinlik gerceklestirdikleri (Akdal, 2020; Erdogan vd., 2013; Ergll vd., 2014; Kargin vd., 2017b; Taskin
vd., 2014; Tugluk vd., 2008), gerceklestirilen etkinliklerin cogunlugunun ise uyakli sézcikleri bulma, tnli
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harflerin sesleriyle baglayan sozclkleri bulma ya da farkli harf sesi ile baslayan sozciikleri ayirt etme
seklinde oldugu belirtiimektedir (Akdal, 2020; Ergil vd., 2014).

Son olarak sinif ici okuryazarlik uygulamalarinin gocuklarin dinledigini anlama becerileri testinden elde
ettikleri puanlari Gizerinde bir fark yaratip yaratmadigina bakildiginda bir fark yaratmadigi gérilmektedir.
2013’te giincellenen ‘MEB Okul Oncesi Egitim Programi’ icerisinde her ne kadar dilin anlamsal ve
sozdizimsel yapisini fark ettirmeye yonelik bazi kazanimlar olsa da okul 6ncesi 6gretmenlerinin bunlara
yonelik etkili uygulamalar gergeklestirme konusunda gesitli sinirliliklar yasadiklar (Ergil vd., 2014; Kargin
vd., 2017a), dinledigini anlama becerisini desteklemeye yonelik ise genel olarak kitap okuma etkinligi
yaptiklari bilinmektedir (Ergil vd., 2015). Bu ¢alismada da okul 6ncesi 6gretmenlerin erken okuryazarlk
becerilerini desteklemek amaciyla siklikla kitap okuma etkinlikleri gergeklestirdikleri gorismelerden elde
edilen bulgular arasindadir. Her ne kadar okul dncesi 6gretmenleri sinif i¢i uygulamalarinda kitap okuma
etkinliklerine sikhkla yer verdiklerini ifade etseler de bu sonucun elde edilmesinde gergeklestirilen kitap
okuma etkinliklerinin etkili bir dinledigini anlama uygulamasi ¢ercevesinde sekillendirme konusunda
ogretmenlerin yasadiklari sinirlliklarin etkili oldugu distntlmektedir. Yapilan ¢alismalarda okul 6ncesi
o6gretmenlerinin, gocugun pasif dinleyici 6gretmenin ise okuyucu konumunda oldugu geleneksel okuma
yontemiyle kitap okuma etkinliklerini gergeklestirdikleri, bu yontemle yapilan kitap okuma etkinliklerinin
ise cocuklarin dilin yapisal 6zelliklerini kesfetmeleri ve dolayisiyla dinledigini anlama becerisinde belirli bir
yetkinlige ulagmalari 6nliinde engel olusturdugu belirtilmektedir (Kargin vd., 2017a; Kargin vd., 2017b).
Halbuki okul 6ncesi 6gretmenin kitap okuma etkinligini dinledigini anlama becerisinin tiim alt bilesenlerini
vurgulayacak sekilde gerceklestirmeleri gerekmektedir. Ornegin, 6gretmen ¢ocuktan kitaptaki resimlerde
bulunan bir nesneyi isimlendirmesi isteyerek sozclk bilgisinin genislemesine katki sunmali, ¢cocugu
kitaptaki resimler ve kitabin kurgusu tzerinden konusturarak morfoloji ve sz dizimi bilgi ve becerilerini
desteklemeli, ayni zamanda kitap iginde sozcliklerle benzer ses yapilarina sahip olan ve olmayan
sozciiklerle de etkinlikler yapmalidir. Bu baglamda okul 6ncesi 6gretmenlerinin bu uygulamalari yapmadan
sadece kitapta yazilanlari okuma seklinde gergeklestirdikleri kitap okuma etkinliklerinin dinledigini anlama
gibi kapsamli bir beceriyi desteklemekte yetersiz kalacagi sdylenebilir. Ergll ve digerleri (2014) tarafindan
yapilan bir calismada da okul 6ncesi 6gretmenlerinin erken okuryazarlik becerilerini desteklemek amaciyla
kitap okuma etkinlikleri gerceklestirdiklerini fakat bu etkinlikleri geleneksel okuma cergevesinde
yuruttuklerini belirtmiglerdir.

Sonug olarak, o©gretmenlerin erken okuryazarlik bilgi dizeylerinin ve sinif igi okuryazarhk
uygulamalarinin ¢ocuklarin erken okuryazarlik performanslari Gzerinde bir etkiye sahip oldugu agikga
gorilmektedir. Bununla birlikte erken okuryazarlik becerilerinin gelisiminde 6gretmenlerin sahip oldugu
erken okuryazarlik bilgi dizeyinin 6nemli oldugu fakat bu becerilerin gelisiminin tek basina bir gostergesi
olmadigini ve 6gretmenlerin var olan bilgi diizeylerinin mutlaka sinif icindeki okuryazarlik uygulamalarina
dogru ve etkili bir sekilde aktarilmalari gerektigini géstermistir.

Bu galismada iletilmesi gereken iki sinirhlik bulunmaktadir. Bu sinirhliklardan ilki, ¢calismanin sadece
Gaziantep ili Sahinbey ve Sehitkamil ilgelerinde gorev yapan 29 okul 6ncesi 6gretmeni ve siniflarindaki
ogrenciler ile gergeklestirilmesidir. Yapilacak yeni ¢alismalarda farkli sehir ve bolgelerden daha fazla sayida
okul oOncesi o©gretmeni ve siniflarindaki 6grencilerle ¢alisiimasi ile elde edilen bulgularin
genellenebilirliginin artacagi dusdndlmektedir. Bir diger sinirhhk ise 6gretmenlerin sinif ici erken
okuryazarlik uygulamalarina yonelik bilgilerin yari yapilandiriimis gozlem formlariyla elde edilmesidir.
ileride yapilacak ¢alismalarda okul 8ncesi 6gretmenlerin sinif igi erken okuryazarlik uygulamalari dogrudan
gozlem yoluyla da degerlendirilerek sinif ici erken okuryazarlik uygulamalarina yonelik daha kapsamli
bilgiler elde edilebilir.

Yazar Katki Orani

Yazarlar, galismaya esit oranda katki sunmuslardir.

1636



Gengeg, Giildenoglu & Kargin — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 51(3), 2022, 1610-1641

Etik Beyan

“Yiksekogretim Kurumlari Bilimsel Arastirma ve Yayin Etigi Yonergesinde’ yer alan tiim kurallara
uyulmus ve yonergenin ikinci bolimiinde yer alan “Bilimsel Aragtirma ve Yayin Etigine Aykiri Eylemlerden”
hicbiri gerceklestirilmemistir.

Catisma Beyani

Yazarlar calisma kapsaminda herhangi bir kurum veya kisi ile ¢ikar ¢atismasi bulunmadigini beyan
etmektedirler.
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