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OZET

Ingilizce'nin Yabanci Dil Olarak Ogretildigi Bir Ortamda Ingilizce Ogrenen

Cocuklarin Fonolojik Farkindahk Becerileri Uzerine Bir Calisma

KEYSAN, irem Ay

Yiiksek Lisans Tezi, Ingiliz Dili Egitimi Anabilim Dal1
Tez Danismani: Dr. Ogr. Uyesi Cagla ATMACA

Haziran 2020, 230 sayfa

Bu ¢alisma, Tiirkiye’de yabanci dil olarak Ingilizce dgretimi baglaminda farkli
tirdeki etkinliklerin ve materyallerin (sarkilar, videolar, miizik, oyunlar, oyuncaklar,
Odevler, ¢alisma kagitlar1 ve sesli sozliikk) kullaniminin ¢ocuklarda fonolojik farkindaligi
gelistirmedeki etkilerini arastirmayr ve katilimcilarin Ingilizce derslerindeki fonetik
etkinlikler hakkindaki goriislerini toplamayr amaglamistir. Caligmanin amaci ile ilgili
olarak, dgrencilerin sozciik, hece, baslangi¢ sesi-kafiye, ve fonem diizeylerinde fonolojik
farkindalik becerileri Fonolojik Farkindalik Becerileri Testi (P.A.S.T.) araciligiyla

Ol¢iilmiistiir.

Bu calisma, Sanlrfa’da bir devlet okulunda Ingilizce’yi yabanci dil olarak
ogrenen 5., 6., ve 7. Smiflardan 56 6grenci ile bir Ingilizce 6gretmeni tarafindan yiiriitiilen
bir eylem arastirmasi olarak viiecep edilebilir. Hem nitel hem de nicel arastirma yontemleri
kullanilmigtir. Nicel veri toplamak i¢in P.A.S.T. biitiin smiflarda 6n test, son test ve
geciktirilmis son test olarak uygulanmistir. Miilakatlar ve katilimcilarin goriisleri ise nitel
veri toplamak i¢in kullanilmistir. Bunlara ek olarak aragtirmaci, uygulama siirecini not
etmek icin yansitict 6gretmen giinliigii tutmustur. Verilerden elde edilen sonuglar

incelenmis ve birbiri ile kiyaslanmistir.

Elde edilen bulgular, ¢cocuklarin fonolojik farkindaliklarini gelistirmek i¢in ¢oklu
etkinliklerin yararli ve eglenceli oldugunu gostermistir. On test puan ortalamalar1 (5. Sinif
= 56.571, 6. Smif = 61.941, 7. Sinif = 55.444) ve son test puan ortalamalar1 (5. Sinif =
76.761, 6. Siif = 78.470, 7. Simf = 75.944) karsilastirildiginda son test puanlarinin

vii



yiikseldigi saptanmistir. Geciktirilmis son test puan ortalamalari (5. Sinif = 78.904, 6. Sinif
= 78.529, 7. Smif = 72.666) ise cocuklarin fonolojik farkindalig1 bir dereceye kadar daha
kalic1 olarak gelistirdiklerini gdstermistir. Sonug olarak, ¢oklu etkinliklerin ¢ocuklarin
dikkatini ¢ektigi ve fonolojik farkindalig1 gelistirme agisindan ihtiyaglarina ve beklentilerine

cevap verdigi gorilmiistiir.

Anahtar Kelimeler: Fonolojik farkindalik, kiiciik yas Ingilizce &grencileri, Fonolojik

Farkindalik Becerileri Testi, yabanci dil olarak ingilizce.
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ABSTRACT

A Study on the Phonological Awareness Skills of Young Learners of English in an
EFL Context

KEYSAN, irem Ay

MA Thesis in English Language Teaching Department
Supervisor: Assist. Prof. Dr. Cagla ATMACA

June 2020, 230 pages

This study aimed to investigate the effects of using different types of activities and
materials (songs, videos, music, games, toys, assignments, worksheets and audio dictionary)
on developing phonological awareness of young learners in Turkish EFL context and gather
the participants’ views about phonetics activities in English classes. Regarding the purpose
of the study, phonological awareness skills of the participants at the levels of word, syllable,
onset-rime, and phonemes were measured via Phonological Awareness Skills Test
(P.AS.T.).

This study can be accepted as an action research conducted by an English teacher at
a state school in Sanlurfa with 56 students from the 5", 6, and 7" grade EFL learners. Both
qualitative and quantitative research techniques were used. P.A.S.T. was administered as the
pre-test, immediate post-test, and delayed post-test in all grades to collect quantitative data.
The interviews and comments of the participants were used to collect qualitative data.
Moreover, the researcher kept a reflective teacher journal to note down her implementation

process. Finally, the results were analyzed and compared to one another.

The analysis of the data showed that the multiple activities were useful and enjoyable
to develop phonological awareness of young learners. When the mean scores of the pre-test
(M for the 5" grade = 56.571, the 6" grade = 61.941, the 7\" grade = 55.444) and immediate
post-test (the 5" grade = 76.761, the 6" grade = 78.470, the 7" grade = 75.944) were
compared, it was found out that the scores in the immediate post-test increased. The mean
scores of the delayed post-test results (M for the 51 grade = 78.904, the 6" grade = 78.529,



the 71" grade = 72.666) indicated that young learners developed their phonological awareness
more permanently to some extent. After all, it was clear that the multiple activities got young
learners’ attention, and responded to their needs and expectations in terms of developing
phonological awareness.

Keywords: Phonological awareness, young learners of English, Phonological Awareness
Skills Test, English as a Foreign Language.
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CHAPTER 1: INTRODUCTION

1.1. Background

There are four main skills in language; reading, writing, listening and speaking, and
various foreign language education policies have been developed in Turkey to improve each
of them. In our country, where English is taught as a foreign language, the ability of students
at all levels to speak English properly is among the objectives of the course. It is known that
speaking is one of the most essential skills to be developed to communicate effectively.

English is used for communication by many English as a Foreign Language (EFL)
learners. However, they think that improving English speaking skill is a major problem.
Furthermore, speaking skill is considered as one of the most complicated aspects of learning
a language. According to many of them, it is hard to express themselves in spoken language.
They remain silent because of their psychological obstacles. The reason is that they may not
find the right words and expressions. Unfortunately, although people who learn English can
learn sounds, words, phrases and grammar rules, they have difficulty in pronouncing them.
This demotivates the learners, since they feel that they may not be able to develop their
speaking skills. It is known that speaking skill is under the influence of some linguistic
components such as grammatical accuracy, fluency, diction (word choice), syntax,
phonology and pronunciation (Leong & Ahmadi, 2017, p. 34; Mahripah, 2013, pp. 287-289).
Thornbury (2005, p. 24) stated that the lowest level of knowledge a learner utilizes is
pronunciation. The fact is that the learners should know well phonological rules. Moreover,
they should be conscious of sounds and their pronunciations in order to speak English
accurately and effectively (Leong & Ahmadi, 2017, p. 36).

It is known that English is not a phonetic language that gives the same sound as in
Turkish. Every written symbol does not have the same fixed sound. Because of the spelling
system of the Roman alphabet, English has a weak grapheme-to-phoneme relationship. That
is, sounds and graphemes are not always corresponded in a systematic manner. Moreover,
the same sound can be shown by different letters. For instance, /i/ can be spelled <e> in be,
<ee> in bee. Furthermore, there are silent symbols in English. They are silent because they
are not pronounced at all. For instance, /b/ in comb, /h/ in honest, /k/ in knee. In addition, the
same spelling may refer to different sounds. For instance, <th> in thin corresponds to the
phoneme /0/, whereas it corresponds to the phoneme /0/ in that (Gut, 2009, p. 67). In English,
it is clear that spelling and pronunciation do not match. In other words, pronunciation of



words is different from their spellings. On the other hand, words with similar spellings are
sometimes pronounced differently due to the reason of tenses and phonemes that go after
them. This leads to some challenges for non-native speakers of English in producing words
(Gut, 2009, p. 9; Leong & Ahmadi, 2017, p. 37). For this reason, learning English without
developing pronunciation and listening skills becomes difficult.

As it is known, one of the most important ways to improve listening skill is to have
phonological awareness which is a skill that allows language learners to recognize and work
with the sounds of the spoken language. There are some basic factors in teaching English to
teach this skill and create awareness among language learners. These are improving listening
and listening comprehension skills, analyzing sounds, words and phrases, and most

importantly, learning the correct pronunciation.

1.2. Statement of the Problem

In language learning process, young learners may have difficulty in comprehending
and pronouncing English sounds, words and sentences. A young learner who has lower
phonological awareness might have difficulty with rhyming, syllabication, or spelling a new
word by its sound. It is clear that acquiring phonological awareness is very important because
it is thought as the foundation for spelling and word recognition skills, and necessary to
develop young learners’ listening skills. It is also known that one of the most important skills
for listening is phonological (sound) awareness. Thus, teachers should focus on teaching
phonetics and pronunciation, and developing young learners’ phonological awareness.

Unfortunately, teaching pronunciation is often disregarded in English language
teaching. However, the learners need to be well versed in correct pronunciation, since it is
undoubtedly an essential quality in order to communicate in an effective and successful way.
Thus, it is important to draw the attention to pronunciation as much as possible. Correct
pronunciation is an essential aspect of successful and effective communication, so teaching
pronunciation should be included in the initial phase of English language learning including
young learners who should acquire the habits of correct pronunciation as early as possible.
Additionally, the teachers of young learners should incorporate pronunciation with other
areas of language learning (Reid, 2014, p. 47). In order to achieve this, English language
teachers can integrate music, songs, videos, games, technology, and different types of
activities into learning and teaching processes.

Music and songs are essential parts of growing and learning for young learners since

young learners love to sing and listen to music. They are effective for practicing oral



language. The melody and rhythm are useful for improving young learners’ pronunciation
and intonation of a second or foreign language (Shin, 2017, p. 16). According to Davis
(2017), songs are a common feature of young learner classrooms. They are fun and can keep
young learners excited. They not only contain language patterns but also develop listening
skills, pronunciation and rhythm, and provide a fun atmosphere. They are sometimes used
only as gap fillers and warm-up activities. Moreover, songs have a strong influence on young
learners and their motivation to learn English.

It is widely emphasized that music and technology can be used in language teaching
and learning process. Today, there are lots of web pages on the Internet for teachers and
young learners in order to help them use songs in English classes. In addition, there are lots
of songs on the Internet, and the teacher can choose some suitable songs for young learners.
However, several points should be taken into account. For instance, teachers should choose
properly pronounced songs to use in English classes (Kovacikova, 2014, pp. 37-38).
Moreover, numerous publications aim to describe how songs should be employed in order
to facilitate the acquisition of various aspects of language including vocabulary, grammar,
pronunciation, and listening skills (Davis, 2017, p. 445).

According to Klimova (2015, p. 1157), game is a natural tool for young learners to
understand the world around them. Game is also defined as an activity in which young
learners play and generally interact with others. They are identified as one of the most
significant parts in language teaching and learning. Language games mean playing with
languages and language skills. With the help of language games, teachers can build more
effective and meaningful situations for their learners (Sobhani & Bagheri, 2014, pp. 1066-
1067). A similar opinion is expressed by Uberman (1998) who thinks that games are
essential means to promote, entertain, and teach fluency. She also believes that the teachers
should use games in order to help their learners see beauty in a language (1998). Games
enhance the learners’ mental and physical capacities, and help them increase their
concentration. They are especially helpful for young learner’s cognition that helps the learner
understand sounds and rhythms, and comprehend the language. Moreover, games put them
in a competition with themselves and other learners in order to reach the goals. In other
words, games are basic tools that help the teachers to revive their classrooms by supplying
challenge and amusement. That is, games make the learners take part at the heart of learning
in an active way. It makes the learners relaxed and more self-assured in acquiring a new
language. Thus, learning process becomes easier, stronger, livelier, and more exciting
(Cheng & Su, 2012, p. 670; Donmus, 2010, p. 1498; lbrahim, 2017, p. 141).



Today, the integration of technology into language teaching and learning is very
popular. In order to enhance the process of language teaching and learning, one of the most
important factors is regarded as the use of technology. There are various advantages of
integrating technology into this process. Technology can make the teachers’ tasks easier, and
save their time. With the help of technology, they can easily find and bring lots of educational
games, songs, videos, materials, activities, worksheets into their classes. Language teachers
can use different websites, social networks, or educational software to teach language skills.
Not only the teachers, but also learners can benefit from the Internet, and technological
devices such as computers, laptops, mobile phones, tablet PCs, music or video players, etc.
Technology can provide immediate and individual feedback to unconfident learners who do
not like doing their tasks in front of the class. Technological developments can keep their
attention, raise their interest and motivation. Furthermore, they provide the learners with
easier access to target language input. They also give the learners opportunities to develop
and practice language skills (Donmus, 2010, p. 1498; Golonka, Bowles, Frank, Richardson,
& Freynik, 2014, p. 70; Tuan & Doan, 2010, pp. 64-65). In spite of these advantages, there
are some disadvantages regarding technology integration in language teaching. It is known
that some common dangers of the Internet use include unpleasant materials, predators,
plagiarism, hacking and viruses, network etiquette behavior, and privacy. That is, the
Internet provides access to all types of issues and topics, some of which are unsuitable for
young learners. Hardware, software, staffing and training are high-priced. In addition, when
lines are engaged because of lots of Internet users, it may take a long time to obtain
information or surf the Net. Implementing the Internet and using technological devices in
the language classroom may be complex and demoralizing for the teachers who feel the lack
of training, and have a passing acquaintance with the Internet and technology. Today,
unfortunately, lots of institutions may not have the computers or computing equipment.
Moreover, spending too much time on the computers in the classroom may lead to the lack
of real-time teaching. In other words, instead of teachers, computers can play the key role in
the classroom. Thus, teachers can no longer play the leading role as a facilitator or motivator
to their learners. It is also stated that if the learners only observe images and imagination
shown on the screen, their abstract thinking would be limited and logical thinking would
vanish. Furthermore, one of the major technological developments in the last few years has
been the interactive whiteboard (IWB). There are some drawbacks of IWBs. For instance,
IWBs cost a large amount of money. For this reason, many educational institutions fail to

find and pay the money in order to create technologically enhanced language classrooms



such as language laboratory. There is some doubt about the fact that many IWBs are at the
front of the classroom. Hence, this leads to promoting teacher or learner-fronted behaviors.
As a result, IWBs can be seen as less advantageous devices for groupwork. Teachers should
always keep in mind that technology is merely a tool. More importantly, their learners’
learning attainment depends on appropriate, clear, creative, and motivating instruction and
learning environment (Habriichuk & Tulchak, 2017; Harmer, 2007, p. 187; Singhal, 1997,
Wang, 2005, pp. 40-42).

Based on the relevant studies, it appears that there are still some pronunciation
problems of young learners in various EFL contexts and integration of multiple activities
has the potential to help them gain phonological awareness at an early age. Thus, there seems
to a gap in examining the potential benefits of integrating multiple in-class activities (music,
songs, games, charts, technological tools) to promote phonological awareness of young
learners of English. This gap became the starting point for the current study to investigate
the benefits and challenges of using multiple activities during English classes with an aim to

promote phological awareness of young learners in Turkish EFL context.

1.3. Purpose of the Study
The aim of the study is to investigate the effects of using different types of activities,
songs, videos, music and games in developing phonological awareness among young
learners in Turkish EFL context and gather participant students’ views about the phonetics

activities in the classes.

1.4. Significance of the Study

Although young learners can learn sounds, words, phrases and grammar rules in time,
some of them seem to have a problem with pronunciation. That is why these learners have
difficulty in communicating in the foreign language they have been learning for a long time.
According to Yopp (1992, p. 696), these young learners typically lack phonological
awareness which is defined as the knowledge that speech is composed of a series of
individual sounds. Yopp (1992, p. 703) also thinks that it is highly connected with success
in beginning reading, and teachers can develop phonological awareness of young learners as
early as their kindergarten years with the help of language activities.

There are many different and practical ways to achieve this goal. For instance, an
English language teacher of young learners can integrate music in his/her class. It is clear

that enjoyment of language learning is promoted through activities such as arts and crafts,



Total Physical Response (TPR), and drama (MoNE, 2018). Hence, the teacher can bring
different types of materials, activities, games and educational toys to the class. Moreover,
the use of technology and audio dictionary can enhance phonological awareness of the young
learners. It is highly recommended that language learners should be constantly exposed to
English through audio and visual materials (MoNE, 2018).

This study concerns young learners who study at a public school at the 51, 6" and 7™
grades. Moreover, it is an action research conducted by an English language teacher of young

learners.

1.5. Research Questions
The current study aims to answer the following research questions:
1. Does the use of multiple activities and materials (integration of audio
dictionary, games, worksheets and music) in English classes develop young learners’
phonological awareness?
2. Is there any significant statistical difference between the pre-test, immediate
post-test and delayed post-test scores of the participant young learners of English in
terms of their phonological awareness levels?
3. What are the perspectives of the participant young learners about the multiple
activities which focus on phonetics?
4. What are the reflections of the participant English teacher regarding the
application of multiple activities with an aim to develop the phonological awareness
of the young learners?

1.6. Limitations of the Study

This study is limited to 56 students at a state secondary school in a village of
Sanlurfa. Further studies can be implemented with more number of participants to
generalize the findings in different schools with different learner characteristics such as age,
language level or school type. Moreover, there was only one group of learners for the 5™
6", and 7™ graders due to the convenience sampling employed. Thus, future studies can be
conducted with a control group and experimental group. Finally, the application of the study
lasted for a term and future researchers may be involved in longitudinal studies which may
last for two terms.

However, the participants were the students of the researcher and they were given

scores on their participation in the classroom activities. So they may have displayed more



favorable attitudes while giving answers in their written responses. These might have created
some negative impact since social desirability or the desire to please the class teacher can be
another problem in the answers given in the instruments, which is another limitation of the

study.



CHAPTER 2: LITERATURE REVIEW

2.1. English as a Lingua Franca (ELF)

Language is a systematic means of communicating ideas or feelings by the use of
conventionalized signs, sounds, gestures, or marks (Brown, 2014, p. 375). In Oxford
Advanced Learner’s Dictionary (2015, p. 848), language is defined as the system of
communication in speech and writing that is used by people of a particular country or area,
and it is also defined as the use by humans with a system of sounds and words to
communicate. According to Algeo (2009, p. 2), a language is a system of conventional vocal
signs by means of which human beings communicate.

Language has three major functions. The first function is communication. It is known
that people use language to communicate with each other. The second function is identity.
It means that people use language to indicate who they are and which group they belong to.
The third function is culture. People can express their culture with the help of the language
(Kirkpatrick, 2007, p. 10).

As it is well known that English language is the most powerful universal language of
communication around the world. In other words, it is the language of international
communication. Moreover, it is one of the major languages taught in different class levels
of schools. All over the world people in ever-growing numbers are using more and more
varieties of English (Kirkpatrick, 2007, p. 1; Sharma, 2008, p. 121).

Being the third most spoken language, English has given birth to various types of
English throughout the world. In 1985, in order to understand the use of English in various
countries, an Indian linguist Braj B. Kachru described the world of English in terms of three
circles which classify English as a world and global language. The growing world forms a
significant component of the three circles of English: The Inner Circle, the Outer Circle, and
the Expanding Circle. According to Kachru (1990), these three concentric circles bring to
English a cultural pluralism, and linguistic diversity. These three circles of English ended in
various English languages. World Englishes (WE) refers to varieties of English spoken and
written in various different countries, especially those not in the traditional inner circle.
Kachru originated, structured and defined the WE. Alongside his books and articles, Kachru
was also in charge of organizing the yearly conferences on WE held by the International
Association for World Englishes (IAWE). The work of Kachru had an utmost importance,
and the impact of the Kachruvian approach to the WE resulted in a variety of subdisciplines



including applied linguistics, critical linguistics, descriptive linguistics, discourse analysis,
and educational linguistics. In fact, the promotion of the WE is mainly associated with Braj
B. Kachru, Yamuna Kachru, Larry Smith, and a large number of other academicians who
adopted the WE approach. Kachru (1990) stated that the WE was the result of different
sociocultural contexts and different uses of the language in culturally various worldwide
contexts. Bolton (2006) pointed out that the WE is capable of a variety of definitions and
interpretations. Actually, the WEs were brought into use, involving: English as a worldwide
language, global English(es), international English(es), localized varieties of English, new
varieties of English, non-native varieties of English, second language varieties of English,
world English(es), new Englishes, besides more traditional terms as English as a Second
Language (ESL) and English as a Foreign Language (EFL). Ariyasinghe and Widyalankara
(2016) stated that the attitudes towards English considerably vary from country to country
depending on the three circles of WE (Ariyasinghe & Widyalankara, 2016, pp. 1263-1264;
Bolton, 2006, pp. 240-248; Brown, 2014, p. 383; Harmer, 2007, p. 17; Kachru, 1990, p. 5).

In the inner circle Kachru (1985) put countries such as Britain, the United States of
America (USA), the United Kingdom (UK), Australia, New Zealand, and Canada where
English is the primary language, or English is spoken as the native language (ENL). In these
countries (ENL societies), English functions mainly as a first language (L1). They are norm-
providing varieties of English (L1 varieties). These varieties belong to the inner circle, and
have the traditional base. Such varieties are: Standard British English (SBE), American
English (AE), Australian English (AuE), etc. (Ariyasinghe & Widyalankara, 2016, pp. 1263-
1264; Harmer, 2007, p. 17; Kachru, 2005, p. 14).

In the outer circle Kachru (1985) put countries such as India, Nigeria, Singapore,
Bangladesh, Kenya, Pakistan, Sri Lanka, Ghana, Malaysia, Philippines, Tanzania, and
Zambia where English has become an official or broadly used second language. In other
words, English is used as an institutionalized additional language. In these countries (ESL
societies), the localized norm has a well settled linguistic and cultural identity. Furthermore,
English is spoken in non-native settings in the countries which belong to the outer circle.
However, English is official in lots of public properties such as administration, media,
legislation, and education. In these countries, people think that learning English is a profit
and a necessity to have a notable job and even in daily routines. The norm-developing
varieties of the outer circle are: Singapore English, Nigerian English, and Indian English.
According to Kachru (1990), in the outer circle, the interaction with native speakers of

English is minimized. Moreover, the localized roles are broader than the international roles
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(Ariyasinghe & Widyalankara, 2016, p. 1264; Bolton, 2006, p. 249; Harmer, 2007, p. 17,
Kachru, 1990, p. 10; Kachru, 2005, p. 14).

In the expanding circle Kachru (1985) put countries such as China, Turkey,
Indonesia, Poland, Korea, Iran, Saudi Arabia, Japan, Mexico, Hungary, South Africa, South
America, Israel, Nepal, Zimbabwe, Egypt, Italy, Taiwan, Thailand, the Commonwealth of
Independent States (CIS), and Caribbean countries such as Bahamas, Barbados, Cuba,
Dominica, Grenada, Jamaica, etc. The CIS states are Armenia, Azerbaijan, Belarus,
Kazakhstan, Kyrgyzstan, Moldova, Russia, Tajikistan, and Uzbekistan. They are norm-
dependent varieties where the norms are external. In these countries (EFL societies), English
continues to be used mainly as a foreign language, and is needed only for international
communication purposes. However, dynamics of English in the expanding circle are rapidly
changing. For many EFL societies, learning English is not a requirement except for
international communication. Hence, they pay little attention to learn English (Ariyasinghe
& Widyalankara, 2016, p. 1264; Bolton, 2006, p. 249; Kachru, 2005, p. 14).

Threese Concentric Cincles of Englishes

The Expanding CGincle = -,

China Craribean Clovndaies Egz=pt
Indoresia Istasl Japan
Foorea, Hepal Saaadl Aaahia
Sounth Afvica Sonth Aamerica Taiwman

Ly - =Zimbab-wre=

The Onurexr CCincle = =,

Eanzslade=h = harna Indi=
F enzm-a IMlalazr=ia HMHizexia
Fakistan Ph_'iJipp]:_'nes Sinsaporns

=2rl Lanka Tan=ania =ayrbia

Sonstalia Hews Zealaond

Figure 2.1. Three concentric circles of Englishes (adopted from Ariyasinghe &
Widyalankara, 2016, p. 1263).

The growth in recent years in the use of English as an International Language (EIL)
has brought about changes in pronunciation necessities and goals of the learners. The
acquisition of a native-like accent is no longer the overall aim of most of the learners. In
addition, communication with native speakers is not their main reason for learning English.
On the contrary, what they need in particular is to be able to communicate effectively with

other non-native speakers of English from different L1 backgrounds (Jenkins, 1998). For
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Jenkins, the evidence of ELF suggests that language teachers should change what they teach.
Language learners need to learn not English, but about Englishes, their resemblances and
dissimilarities, issues related to intelligibility, the strong links between language and
identity, etc. Jenkins suggested only focusing on core phonology. Since ELF speakers do not
use idioms, she also suggested that language teachers should stop idiomatic usage in lexis
teaching (Harmer, 2007).

An important issue that often emerges in research into ELF speech is how intelligible
it is. It is needed to know not only how intelligible it is, but also which aspects of
pronunciation affect intelligibility (Deterding, 2012). Jenkins (2000) tried to investigate
which features of pronunciation lead to intelligibility problems between speakers from
different countries. Thus, Jenkins proposed a Lingua Franca Core (LFC) of those features of
pronunciation that play important roles in international intelligibility. In addition, she stated
that, for ELF, teaching other features of pronunciation is not essential, though of course,
some learners might adopt native speech patterns in more detail (Deterding, 2012).

According to Derwing and Munro (1995), the term intelligibility refers to the extent
to which an utterance is exactly understood and they featured the intelligibility in accordance
with comprehensibility and accentedness, as a foundation for pronunciation pedagogy.
According to Nelson (2011), the conversation maintains intelligibly if utterances are easily
mapped onto phonological segment inventories and rules for the production of sounds in
sequences, and if the productions are working for other partners.

According to Harmer (2007), under the pressure of personal, political and
phonological considerations it has become traditional for language teachers to view
intelligibility as the main aim of pronunciation teaching. It is implied that language learners
should be able to use pronunciation which is well enough for them to be always understood.
If their pronunciation is not up till the standard, there is a significant risk that they will be
unsuccessful in communicating effectively (Harmer, 2007).

In teaching and testing pronunciation of English, language teachers can pay attention
to an essential sound inventory: namely, some number and distribution of vowels and
consonants, each one and each set (as, stops, round vowels, and so on) described in terms
relevant to the context in which the teaching and learning is in progress (Nelson, 2011).

The key to effective pronunciation teaching does not get language learners to produce
right sounds or intonation tunes so much, but rather, to have them listen and notice how

English is spoken with the help of audio or video recordings or by their language teachers.
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The more aware they are, the bigger the chance that their levels of intelligibility will develop
(Harmer, 2007).

Teaching English with a WE viewpoint primarily includes an approach based on the
intelligibility of the language that is learned and will be used. Nelson (2011) stated that WE
teachers must prepare their students to respond to the perceptual challenges with assured
flexibility. Jung (2010) pointed out that EFL/ESL learners should learn all kinds of idioms
between native speakers and non-native speakers and between the two non-native speakers
to create the intelligibility (focusing on words) and comprehensibility (focusing on
meaning).

According to Harmer (2007), pronunciation teaching not only makes language
learners aware of different sounds and sound features, but also improves their speaking skills
significantly. In some cases, pronunciation helps them to overcome intelligibility problems.
Focusing on sounds, representing where they are made in the mouth, and making the
language learners aware of where words should be stressed give them more information
about spoken English. Moreover, all these help them attain the aim of developed
comprehension and intelligibility (Harmer, 2007).

The intelligibility of both normal and pathological speech can be measured by
offering listeners with words, sentences, or longer units, and wanting them to write what
they have heard in standard orthography (Derwing & Munro, 1995). In teaching and learning
situations, intelligibility is usually tested by the learners’ oral repetition or by some dictation
tasks (Nelson, 2011).

Young learners have potential to acquire good pronunciation skills, and reach native-
like fluency. They resemble sponges. Thus, they can absorb everything they hear and how
they hear it. Since they can say again completely what they hear, clear and accurate
pronunciation is highly significant. Mixed activities, dialogues, chants, songs, poems and
rhymes can improve young learners’ speaking skills. Moreover, their pronunciation
develops; in the meantime, their awareness of the language increases (Klancar, 2006). In
terms of pronunciation, it is necessary to use their potential with the help of enough exposure
and fun input. Teaching pronunciation should be based on multiple language activities for
young learners in order to raise their awareness about phonetics, phonology, and
pronunciation. It is clear that young learners of English become more successful when they
are given meaningful exposure to language and plenty of opportunities to practise (Shin &
Crandall, 2019).
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English language can be classified in three headings. The most traditional
classification distinguishes between English as a native language (ENL), English as a second
language (ESL) and English as a foreign language (EFL). ENL is spoken in countries where
English is the primary language of a large population of people. For instance, Australia,
Canada, New Zealand, the UK and the USA are countries where English is spoken and used
as the native language (Kirkpatrick, 2007, p. 27). Native language is also known as mother
tongue, or L1. It is the language first learned (Lightbown & Spada, 2013, p. 217). Native
speaker is one who uses the language as a first language (Brown, 2014, p. 376). Native
speaker is described as a person who has learned a language from an early age. S/he is
considered to be completely proficient in that language (Lightbown & Spada, 2013, p. 221).
In Oxford Advanced Learner’s Dictionary (2015, p. 999), native speaker is defined as a
person who speaks a language as their first language and has not learned it as a foreign
language.

On the contrary, ESL is a term for English learned as a new language within the
culture of an English-speaking country (Brown, 2014, p. 371). It is spoken in countries where
English is an essential and commonly official language. However, it is not the main language
of these countries. The examples of these countries are ex-colonies of Britain or North
America like India, Nigeria, Malaysia, and the Philippines (Kirkpatrick, 2007, p. 27; Sharma,
2008, p. 121). Second language (L2) is defined as any language other than the first language
learned (Lightbown & Spada, 2013, p. 223). The first language or mother tongue of ESL
learners is a language other than English. In addition, they have to speak English for social
and educational purposes at school or within a college setting (Mohan, Leung, & Davison,
2014, p. 1). In other words, L2 learners need English so as to survive in the community, or
do such things as renting apartments, working, shopping, using public transportation,
looking for medical care, etc. Moreover, in L2 settings, there is a large amount of exposure
to the target language (TL) (English), since the TL is widespread. In second language
situations, English is the language of commercial, administrative and educational
institutions. Furthermore, English is the language of the mass media such as newspapers,
radio and television in a second language situation (Broughton, Brumfit, Flavell, Hill, &
Pincas, 1980, pp. 4-6; Harmer, 2007, p. 19; Pecorari, 2018, pp. 1-2).

Foreign language learning refers to the learning of a language, generally in a
classroom, or in a context where the TL is not commonly used. Second language learning is
contrasted with foreign language learning. In second language learning, the language being

learned is used in the community. On the contrary, in foreign language learning, the language
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is not widely used in the community (Lightbown & Spada, 2013, pp. 217-218). English is
also a foreign language. Thus, it is widely taught in schools, but it does not play a crucial
role in national or social life (Broughton et al., 1980, p. 6). EFL is a term for English learned
as a foreign language in a country where English is not widely used as a language of
education, business, or government (Brown, 2014, p. 371). Japan, China, Korea, Nepal,
Indonesia and many countries in the Middle East can be given as examples for countries in
which English is known as EFL. It takes place in countries where English is not actually
spoken very much in daily life. Thus, English is learned at school. However, learners have
little chance to speak English outside the classroom. Unfortunately, these learners are
reported to have lack of motivation to learn English (Kirkpatrick, 2007, p. 27; Sharma, 2008,
p. 122). According to Kirkpatrick (2007, pp. 27-28), the motivation is much higher in
countries where English has an institutional or official role than in countries where students
have little opportunity to hear any English outside the classroom. As a result, it is said that
EFL learners tend to have an instrumental motivation in order to learn English (Broughton
etal., 1980, p. 7).

It is clear that English has become a lingua franca in many countries throughout the
world. Thus, in addition to ENL, ESL, and EFL, a new term “English as a lingua franca”
(ELF) has emerged in recent years. In Oxford Advanced Learner’s Dictionary (2015, p. 881),
lingua franca is defined as a language of communication used between people whose main
or first languages are different. ELF is a term that refers to a way of communication in
English between speakers with different first languages. In other words, English is used as a
lingua franca that is between two people who share different language and for whom English
is not their mother tongue (Harmer, 2007, p. 20; Seidlhofer, 2005, p. 339). According to Ellis
(2008, p. 960), the term ELF is used to refer to the communication in English between
speakers whose first languages are not the same. ELF is also known as English as an
international contact language (Canagarajah, 2006, p. 198).

As explained above, English has gained a new position that means a requirement of
the globalized world. The ever-increasing demand to communicate effectively in English
has created an enormous need for English teaching throughout the world. Thus, many
students desire to bring their English competence to the condition of a high level of accuracy
and fluency since they have important goals to learn English (Tosuncuoglu, 2018, p. 326).
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2.2. Teaching English to Young Learners

Teaching and learning are two most important elements of daily life. People are
constantly in the process of teaching and learning from birth. In this process, they learn
various things in different ways. Considering its simplest form, the learning process begins
in the family. According to the teaching offered by the family, people begin to develop.
Among these learning processes, language learning constitutes the most important part of
the development.

In the field of teaching and learning a language, this critical question emerges: What
is the difference between acquiring a language, and learning a language? For some
researchers, especially according to Stephen Krashen (1981), acquisition is a subconscious
internalization of language knowledge, which occurs when attention is focused on meaning
rather than form. The term acquisition refers to the unconscious process of picking up a
language by means of exposure. That is, language acquisition is very akin to the process
which is used by children in acquiring their first and second languages. Moreover, it needs
meaningful interaction in the target language. It also requires communicating in a natural
way since speakers focus on the messages they are conveying and understanding. It is a
known fact that mother tongue acquisition takes place naturally in a family setting. The
language acquisition process begins with the mother tongue. It is stated to be very important
to start learning a foreign language as early as possible to make it more similar to mother
tongue acquisition. There is another important question about age and acquisition. This is
the question of whether there is a critical period (sensitive period) for language acquisition.
This critical period is defined as a biologically identified period of life when someone can
acquire a language more comfortably. It is claimed that beyond this critical period language
is progressively complex to acquire. The Critical Period Hypothesis (CPH) is the proposal
that there is a certain and sensitive period during which language acquisition can occur. In
other words, there is a fixed span of years during which learners can acquire L2 without
difficulty and achieve native-speaker competence. However, CPH claims that L2 acquisition
becomes more complex and it is impossible to be fully successful after this period (Ellis,
2008). It cannot be said that the language learning process and the mother tongue acquisition
are the same. Mother tongue acquisition is a natural and unconscious process that requires
no special effort, guidance, monitoring, implementation of a specific program, and use of
methods, techniques, and materials. On the contrary, foreign language learning process is an
unnatural process. The term learning refers to the conscious process of studying a language.

Learning is identified as a conscious process that happens when a learner wants to learn
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about the language itself. In other words, the learner’s aim is not to understand messages
conveyed through the language. It is a complex, variable and broad cognitive process. In
addition, it contains some elements such as guidance, monitoring, implementation of a
specific program, and use of methods, techniques, and materials. Thus, it is reported to be of
great importance to start learning foreign languages at an early age in an institution or at
school with the support of language teachers (Brown, 2014, p. 54; Ellis, 2008, pp. 7-24;
Krashen, 1981, p. 1; Lightbown & Spada, 2013, pp. 216-220; Onursal, 2019, pp. 41-42). In
non-English speaking countries, learning English is generally seen as a great importance.
Most families try to teach English to their children at an early age because English has
become the most widespread medium of communication all over the world (Bekleyen,
2011).

Early language learners can be defined as young learners (YL). Young learners are
divided into three groups: very young, young, and late young learners. Very young learners
(VYL) are children between the ages of 3 and 6 (pre-school education). Young learners are
children between the ages of 7 and 9 (1%- 3" grade). On the other hand, late young learners
are children between the ages of 10 and 12 (4"~ 6™ grade) (Oktaviani & Fauzan, 2017). Since
children do not show the same characteristics at different ages, a distinction can be made
between very young learners and young learners (Slattery & Willis, 2001). According to
Reilly and Ward (1997), very young learners are children between the ages of 3 and 6 who
have not yet started obligatory education at school and have not yet started to read. Young
learners are called 7 to 12-year-old foreign language learners while very young learners are
called children aged under 7 years (Slattery & Willis, 2001). Young language learners are
children who are learning a foreign or second language during the first six or seven years of
formal schooling. In the education systems of most countries, young learners are those who
are in primary school. In the matter of age, young learners are children between the ages of
about 5 and 12 (McKay, 2006). The age range of the young learners varies among experts
and countries. Mostly, children in the 5-12 age range can be identified as young learners
(Shin, 2006).

There are many reasons that require learning a foreign language at an early age. First
of all, learning a foreign language at an early age regulates the mental development of the
young learners, affects their intellectual development, ability to understand in mother tongue
and sensitivity to language. With the help of an early start, young learner’s memory,
thinking, comprehension, and imagination can be improved. In addition, it gives young

learners the ability to communicate easily and offers an opportunity to get to know other
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cultures. In other words, a teacher can help young learners recognize different cultures, and
s/he promotes respect, empathy, and sympathy for a variety of lifestyles. Furthermore, young
learners can maximize their learning time with the help of early foreign language learning.
That is, the earlier they start, the more time they have to learn a language. It also enhances
the development of metalinguistic awareness which is identified as having variety of
components, or developmental stages, and enlarges children’s experience of language. It is
very essential for a child to concentrate on more difficult aspects of language structure such
as words, phonemes, and syntactic structures. Therefore, an early age has a great importance
in learning a foreign language (Ansin, 2006, pp. 9-10; Stakanova & Tolstikhina, 2014, pp.
456-457; Yelland, Pollard, & Mercuri, 1993, p. 423). As a result, teaching English to young
learners has gained more prominence throughout the world. In many countries in Europe
and Asia, including Turkey, the educational authorities have made various arrangements to
start foreign language education at the level of primary school. For instance, the age for
beginning to learn EFL was decreased to 6.6 years (2" grade) by the Ministry of National
Education (MoNE) in 2012 in Turkey (Giirsoy & Akin, 2013, p. 828; Sevik, 2012, p. 9).
Teaching English to young learners does not include only teaching the language. In
other words, it consists of different main areas of development such as cognitive, social,
emotional and linguistic development. Thus, all English language teachers should take into
consideration these developmental areas while working with the young learners (Williams,
1998, p. 230). As a result of different studies, many helpful ideas and principles have been
put forward considering these areas of development. For example, Shin provided ten helpful
ideas in his study on this topic in 2006. According to Shin, these ideas may be supportive
for all English teachers of young learners. These ideas can be listed as follows (Shin, 2006,

pp. 3-7):

Supplement activities with visuals, realia, and movement.
Involve students in making visuals and realia.

Move from activity to activity.

Teach in themes.

Use stories and contexts familiar to students.

Establish classroom routines in English.

Use students’ first language (L1) as a resource when necessary.
Bring in helpers from the community.

Collaborate with other teachers in your school.

0. Communicate with other Teaching English to Young Learners professionals (Shin, 2006, pp.
3-7).

BoOoo~Nog~LONE

As the ideas indicate above, in the field of teaching English to young learners, there
are many different ideas to help teachers plan and adjust their teaching. If an English teacher

of young learners has difficulty in planning his/her lesson, s/he can easily access and benefit
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from these ideas. In addition, the ideas shared by researchers, professionals and teacher
educators can assist Ministries of Education around the world. Today, Ministries of
Education around the world try to create an early start to teach English. Thus, English is
taught in primary and even in pre-schools now. It is known that English as a foreign language
has been reinforced in Turkey. Moreover, the policies of Turkish education system have
been reshaped in line with the demands of globalization. From the early years of the Turkish
Republic until the 2012 Education Reform, there has been an ever-increasing demand to
learn English. Previously, English started to be taught at the 4" grade in Turkey. In 2012, the
most recent revision was made in Turkish education system. The new model is known as
4+4+4 model (Asik & Eksi, 2015). That is, 12-year mandatory education is separated into
three stages. Stage 1 refers to primary; stage 2 refers to secondary; stage 3 refers to high
school. Each stage consists of 4 grades (4+4+4). As a result of this new model, the age to
start learning English was dropped, and the learners are exposed to English from earlier ages.
Today, in Turkey, English as a foreign language starts at the 2" grade in public schools.
However, many private schools start to teach English from much earlier ages (Asik & Eksi,
2015, p. 27; inal & Ozdemir, 2015, pp. 136-137).

According to new developments, English language teaching (ELT) should build or
arrange conditions that encourage young learners to learn English. Using the language
simultaneously, and getting young learners to participate in classroom activities have gained
popularity in the field of ELT. Additionally, a process instead of a product-oriented view of
teaching has become trendy (Tosuncuoglu, 2018, p. 326).

As a result, many institutions try to hire better trained and more experienced English
teachers of young learners. These institutions also want these teachers to bring different
kinds of activities with visuals and realia to the classroom. In addition, they expect the
teachers to make the learning more fun and involve young learners by using the visuals and
realia. On the other hand, because of the age factor of young learners, their characteristics
and interests are not the same as those of adults’. For this reason, teachers must incorporate
a variety of interesting and age-appropriate materials, activities, songs, games, stories,
contexts and thematic units which can create a wider context and help young learners focus
more on content and communication than structure. Additionally, it is suggested that the
teachers should identify enjoyable classroom routines in English to manage young learners
in classroom. Whatever the routine is, the teacher should create real interactions in English
using classroom routines. In order to build an effective language teaching and learning

environment, it is also suggested for the teachers that L1, which is known as the first
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language, is more useful for a hard expression or word at beginning and lower levels. To put
it differently, L1 can be used to explain the main differences between L1 and L2, and the
grammatical usages of the language unless the learners have much linguistic knowledge.
However, the teachers should save their time to teach English and focus on building
communicative skills in classroom (Cole, 1998; Shin, 2006).

In a similar vein, Williams introduced ten principles for teaching English to young
learners. Her ten principles are these (Williams, 1998, pp. 230-232):

Start where the child is.

Encourage social interaction.

Support negotiation of meaning and collaborative talk.

Allow children to be active participants in the learning process.

Pitch input within the zone of proximal development.

Introduce language at discourse level.

Plan meaningful and purposeful activities within a clear, familiar context.

Help young learners to become more independent and autonomous.

Develop a supportive, non-threatening, enjoyable learning environment.

0. Test and assess in the way that the teachers teach (Williams, 1998, pp. 230-232).

RO NoOR~wWNE

Depending on these principles, it can be understood that Teaching English to Young
Learners includes more than only teaching English. There are different central patterns and
elements which all teachers need to keep in mind while teaching. It must be considered that
young learners bring so much to the class. For instance, they bring their experiences of life,
knowledge of their world, at least one language that they have already learnt, motivation,
age, interests, characteristics, potential and abilities, ways of learning, intelligence types and
strengths. Therefore, it is important to think that young learners are not “empty vessels”
waiting to be filled. On the contrary, they should be cognitively active participants and
independent during learning process. In other words, they need to take risks and face
challenges which need to be scaffolded by one learned person within Vygotsky’s Zone of
Proximal Development (ZPD). Vygotsky (1978, p. 38) defined the ZPD as “the distance
between the actual development level as determined by independent problem solving and
the level of potential development as determined through problem solving under adult
guidance or in collaboration with more capable peers”. In short, the ZPD means the distance
between the current level of development and the next level under adult guidance or in
collaboration with more competent peers. That is, young learners learn best through social
interaction, doing, becoming more independent and autonomous, participating actively in
the learning process with more capable persons, creating their own understandings and
meanings in a supportive, non-threatening, enjoyable learning environment (Shabani,
Khatib, & Ebadi, 2010, p. 238; Vygotsky, 1978, p. 38; Williams, 1998, pp. 230-232).
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In addition to these supportive ideas and principles, requirements for effective
teaching of English to young learners were organized into five pillars in a previous study of
Musthafa (2010, pp. 120-123). According to these requirements, accomplished teachers of
English should know:

who children are.

how children learn.

how children learn a language.

how children learn English as a Foreign Language.

the principles and should be able to do things to facilitate children learning English as a
Foreign Language in Indonesia (Musthafa, 2010, pp. 120-123).

akrwbdE

As mentioned by Musthafa (2010), it is important that teachers recognize who their
young learners are before they can plan an effective English instruction. Moreover, the
young learners’ characteristics and experiences should be taken into consideration by the
teachers. In other words, it is critical that the teachers make decisions in line with needs and
characteristics of the young learners and ways of their learning (Musthafa, 2010). In addition
to these, the teachers should focus on intelligences of their learners. Language learners are
viewed as having individual intelligences. Their strengths are different because they have
different learning or cognitive styles. For instance, some of them learn better when they are
able to use their bodies rather than using numbers. Howard Gardner’s Multiple Intelligences
(MI) refers to a learner-based philosophy that identifies the intelligence as possessing
multiple dimensions that must be admitted and improved in education. Ml is opposed to
traditional 1Q tests because they measure only logic and language. However, MI claims that
the brain has other evenly significant intelligence types. Gardner proposes eight intelligences
that can be enhanced with the help of practice and training. Based on the suggestions of some
scholars (Anderson & Larsen-Freeman, 2011, p. 191; Armstrong, 2009, pp. 6-7; Richards &
Rodgers, 2001, pp. 115-116), these eight intelligences are:

1. Linguistic/verbal: the ability to use language in effective and creative ways,

to manipulate the syntax or structure of language, the phonology or sounds of

language, the semantics or meanings of language, and the pragmatic dimensions or
practical uses of language.

2. Logical/mathematical: the ability to use numbers effectively, to think

rationally, to reason well, and sensitivity to logical patterns and relationships,

statements and propositions, functions.

3. Spatial/visual: the ability to form and create mental models, images, to orient

oneself in the environment, and sensitivity to color, line, shape, form, and space.
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4. Musical/rhythmic: the ability to recognize tonal patterns and a good ear for

music and a sensitivity to pitch, melody and rhythm.

5. Body/kinesthetic: the ability to use one’s body to solve problems and to

express oneself and having a well-coordinated body, and physical skills such as

balance, flexibility, coordination, strength, and speed.

6. Interpersonal: the ability to work well with people, to understand their moods,

feelings, intentions and motivations, and sensitivity to facial expressions, voice, and

gestures.

7. Intrapersonal: the ability to understand oneself and apply one’s talent

effectively, to practice self-discipline, self-esteem, self-understanding, and

sensitivity to awareness of inner moods.

8. Naturalist: the ability to relate to nature, to understand and organize the

patterns of nature, and sensitivity to natural phenomena such as seas, mountains,

cloud formations, etc.

People with linguistic/verbal intelligence often choose occupations such as teacher,
reporter, writer, linguist, editor, lawyer, poet, and radio or television announcers. People
with logical/mathematical intelligence often choose occupations such as doctor, statistician,
economist, engineer, scientist, accountant, and programmer. Some professionals who are
strong in visual/spatial intelligence are architects, decorators, graphic artists, painters,
photographers, and sculptors. The musical/rhythmic intelligence is evident in singers,
composers, songwriters, music teachers, and musicians. Acrobats, models, mimes, athletes,
dancers, gymnasts, surgeons, and craftspeople are strong in body/kinesthetic intelligence.
People who are strong in interpersonal intelligence often choose careers such as salesperson,
politician, teacher, psychologist, lawyer, and counselor. People who are strong in
intrapersonal intelligence often become writers, poets, therapists, psychiatrists, and
philosophers. Farmers, gardeners, geologists, biologists, botanists, and environmental
engineers are strong in naturalist intelligence (Dung & Tuan, 2011, pp. 86-90; Richards &
Rodgers, 2001, p. 116).

It is known that each learner possesses all eight intelligences. However, they are not
equally developed in any individual. A teacher in an MI classroom is opposed to a teacher
in a traditional linguistic/mathematical classroom. In Ml classroom, the teacher constantly
changes her/his method of presentation from linguistic to visual to rhythmic and so on. Thus,
the teacher blends intelligences in creative ways. The teacher also tries to help their learners

know their full capacity with all of the intelligences. Thus, they can categorize classroom
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activities according to intelligence types (Anderson & Larsen-Freeman, 2011, p. 192;
Armstrong, 2009, p. 56). Armstrong (2009, pp. 58-64) gives examples of teaching activities
that suit each type of intelligence:
1. Linguistic/verbal: lectures, discussions, word games, storytelling, choral
reading, journal writing, creating class newspapers.
2. Logical/mathematical: brainteasers, problem solving, science experiments,
number games, puzzles, critical thinking, creating codes.
3. Spatial/visual: imaginative storytelling, visual presentations, art activities,
imagination games, mind-mapping, visualization, visual awareness activities.
4. Musical/rhythmic: singing, group singing, whistling, using background
music, rhythmic learning, rapping, using songs that teach.
5. Body/kinesthetic: hands-on learning, dancing, drama, sports that teach tactile
activities, pantomime, relaxation exercises, classroom theater, field trips, miming,
physical education activities.
6. Interpersonal: cooperative learning, pairwork, peer tutoring, peer sharing,
social gatherings, project work, community involvement.
7. Intrapersonal: individualized instruction, individualized games, self-
evaluation, independent study, self-esteem building, keeping journal, options in
course of study.
8. Naturalist: nature study, nature walks, eco-study, class weather station,
ecological awareness, care of animals and plants.
In addition to these teaching activities, Armstrong (2009, pp. 58-64) gives examples
of teaching materials for each intelligence type as in the following:
1. Linguistic/verbal: books, worksheets, tape recorders, typewriters, books on
tape, dictionaries, novels, stories, poems, talking books.
2. Logical/mathematical: calculators, science equipment, math games.
3. Spatial/visual: flashcards, charts, color cues, photos, maps, graphs, videos,
Lego sets, cameras, picture library, art materials.
4. Musical/rhythmic: rhythms, raps, songs, chants, tape recorder, tape
collection, musical instruments.
5. Body/kinesthetic: sports equipment, building tools, clay, tactile learning
resources, competitive games.
6. Interpersonal: party supplies, board games, props for role-plays.

7. Intrapersonal: journals, self-checking materials.
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8. Naturalist: animals, plants, gardening tools, naturalists’ tools, aquariums,

terrariums, telescopes, binoculars, microscopes.

In order to create good classroom practices, seven suggestions were made for the
teachers by Musthafa (2010, pp. 123-124):

1. English is to be used all the time to ensure that children have relatively much exposure to
English.

2. Print-rich environment in English should be created in and around the classroom.

3. Teachers of English for young learners should use activity-based teaching-learning
techniques such as Total Physical Response (TPR), games, and projects.

4. Teachers of English for young learners should use various techniques for short periods of
time to maintain the interest level of the children in engaging the English lessons.

5. Teachers of English for young learners should focus on functional English for vocabulary
development, and for immediate fulfillment of communicative needs of the learners.

6. Teachers of English for young learners should reiterate often to ensure the acquisition of
English expressions or vocabulary items.

7. Teachers of English for young learners should provide useful, acquisition-promoting routines

(Musthafa, 2010, pp. 123-124).
In English language teaching, methods and approaches play crucial roles to help the

learners acquire L2. Suggestopedia, also known as Desuggestopedia, is one of widely used
methods in teaching English. It is a method that was developed by the Bulgarian psychiatrist-
educator Georgi Lozanov (Richards & Rodgers, 2001). Suggestopedia, as one of the
humanistic approaches, uses music to settle the learners down, and also to build, pace, and
punctuate the presentation of linguistic material. It focuses on understanding of how human
brain works and how humans learn most successfully. Desuggest is contrary to suggest. It is
used to remove the negative feeling. Suggestopedia is used to enhance the positive feeling
and to discover the whole mental power. It highlights the power of learners’ feelings.
According to Lozanov, only five to ten percent of mental capacity is used. Thus, the
limitations, obstacles, psychological barriers, and negative feelings should be desuggested
in order to make the capacity better. The teacher is the authority. Hence, the learners must
respect and trust their teacher in order to keep information and to be successful. In
Suggestopedia, songs are seen as helpful tools for releasing the speech muscles and raising
positive feelings. Moreover, fine arts are useful for positive suggestions. They also facilitate
suggestions to reach the unconscious. For this reason, the arts (drama, music, art) should be
added to the teaching process. The most obvious characteristics of Suggestopedia are the
decoration, furniture, arrangement of the classroom, the use of music, and the authority of
the teacher. It is stated that learning is promoted in a cheerful and colorful environment.
Thus, a positive, supportive, bright, colorful, and cheerful environment must be created by
the teacher. One of the major concepts of Suggestopedia is defined as Peripheral Learning.

It emphasizes that students learn from what is present in the environment peripherally, even
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if their attention is not directed to it. For instance, it is claimed that the learners can easily
get the important facts by hanging posters displaying grammatical information about L2
around the classroom. The posters are changed periodically to supply grammatical
information that is suitable for what the learners are studying (Anderson & Larsen-Freeman,
2011, pp. 71-77; Arulselvi, 2017, pp. 24-25; Gezer, Sen, & Alci, 2012, p. 19; Richards &
Rodgers, 2001, p. 100).

According to Vale and Feunteun (1995), it is crucial to integrate an activity-based
approach in a class where the teachers are teaching English to young learners. It is known
that an activity-based approach is based on the overall learning needs of young learners.
This approach also emphasizes the importance of good working relationship with young
learners, understanding their development, interests and experiences, which is referred as
rapport. Rapport is an important term in creating positive energy and building a good
relationship in the classroom. It can be defined as the relationship teachers build with their
learners. This relationship must be built on respect, value, and trust. Thus, it helps learners
feel capable, competent, and creative (Brown & Lee, 2015, p. 306). Establishing rapport
with young learners is also vital for the teachers to teach effectively and successfully since
rapport enhances learning, helps motivate learners and reduces learners’ anxiety (Jiang &
Ramsay, 2005, pp. 48-49).

Therefore, establishing rapport plays an important role in the process of successful
language teaching and learning. In order to create a positive classroom climate, the teachers
should know the strategies for establishing rapport. These strategies can be listed as follows
(Brown & Lee, 2015, pp. 306-307):

Show interest in each student as a person.

Give feedback on each person’s progress.

Openly solicit students’ ideas and feelings.

Value and respect what students think and say.

Laugh with them and not at them.

Work with them as a team, and not against them.

Develop a genuine sense of vicarious joy when they learn something or otherwise succeed
(Brown & Lee, 2015, pp. 306-307).

NouaprwDdE

McKay (2006, p. 39) stated that the success in learning English strongly depends on
two parts. The first is the part of the learners who have positive emotion and attitudes towards
learning English while the second is the part of others and self-evaluation that provide
positive feedback on each young learner’s progress.

According to Fleming and Hiller (2009), the teachers should know various and
different backgrounds of their learners in order to build rapport with young learners. In other

words, they should recognize the learners’ culture, interests, needs, and skills. Moreover,



25

they should keep in mind that each learner is unique. Thus, they should try to contact with
the learners individually.

Being positive about English is a need for young learners. Moreover, they need to be
optimistic about their learning environment, their teachers, and the learning materials. They
also need to gain self-confidence. They love feeling that they have achieved something
valuable. Most of all, the teachers of young learners should give them an opportunity to be
emotionally involved in the process of learning English (Tomlinson & Masuhara, 2009, p.
652).

As mentioned by Vale and Feunteun (1995), teachers have to promote young learners
to learn English by means of an activity-based curriculum because it can supply a language-
rich environment for the learners. In this environment, the learners should be exposed to a
wide range of language instances as part of a whole learning experience in English.
Additionally, English lessons should include many changes of activities which maintain
group support, enjoyment and friendship. Thus, an activity-based learning highlights the
value of the activities. In this approach, it is very important for young learners to use their
bodies, hands to gain experience of English through physical, practical learning

opportunities, activities or tasks (Vale & Feunteun, 1995).

2.2.1. Characteristics of Young Learners

The age of language learners is a basic factor in the process of decision-making about
how to teach and what to teach. As language teachers, we should be aware of our learners’
individual needs, differences, competences and cognitive skills because their ages are not
the same. It is certainly true that their characteristics vary from each other according to their
ages (Harmer, 2007, p. 81). In general, learners are described in three groups: namely, young
learners, adolescents and adult learners. This study focuses on young learners and their
characteristics. Thus, their characteristics are described under this title.

First of all, there are various definitions for young children, adolescents and adults.
Briefly, adolescents are known as teenagers. They begin to develop and change in the period
of puberty. On the other hand, adults are known as fully developed or mature people. Apart
from all these, young learners are known as those who are up to the ages of nine or ten. They
bring their own personalities, likes, dislikes and interests, their own individual cognitive
styles and capabilities, their own strengths and weaknesses to their language learning process
(McKay, 2006, p. 5). Itis certainly true that young learners learn differently from adolescents
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and adults in the following ways (Harmer, 2007, p. 82; Scott & Ytreberg, 1990, pp. 1-4;
Shin, 2017, p. 14):
1. They have a short and limited attention and concentration span. In other
words, they can easily lose their interest, and get easily bored after ten minutes or so.
They want to be involved in entertaining, exciting and interesting activities in the
classroom.
2. They need individual attention and approval from their teacher. They want to
be rewarded by the teacher.
3. They are concrete learners. Thus, they find abstract concepts difficult to
understand. For instance, grammar rules may be difficult to grasp for them. Because
of this characteristic, they may have difficulty in understanding what fiction is and
what is fact.
4. They are curious about the world around them. They love discovering things.
That is, they want to feel, touch, smell, taste and hear everything around them.
5. They respond to meaning even though they do not grasp individual words.
6. They learn indirectly. Namely, they learn from everything, and get
information from all sides around them.
7. They are eager to talk about themselves. In addition, they want to use
themselves and their own lives as main topics while learning. Additionally, they want
to be in the forefront.
8. They talk about what they are doing, what they have done or heard.
9. They are fond of dancing, playing games, doing puzzles, drawing or coloring
pictures, singing songs, watching cartoons or movies, cutting and pasting things.
10.  They love bright and colorful materials and toys to play.
11.  They can use logical reasoning and love using their imagination.
12.  They are keen to learn in a cheerful and supportive classroom.
13.  They are energetic. Thus, they want to take place in physical activities.
Moreover, they enjoy clapping their hands, moving to the rhythm, using their bodies,
jumping, running, etc.
14.  They love repeating phrases and saying chants in rhythm. In addition, they
can use a wide range of intonation patterns in L1.
It is known that language teaching should link to the world of young learners. This
world contains fantasy, adventure, excitement, energy, and creativity. Their world is not the

same as the world of adult learners because their ages, characteristics, abilities and interests
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are different. For instance, some of them love dragons, monsters, or alien beings. Some love
talking to animals, plants, or inanimate things such as toys, colors, cars, cartoon characters,
or school objects (Bourke, 2006, p. 280).

It is important to take into account certain characteristics of young learners in the
process of English language teaching. In other words, teachers should plan their teaching
according to these characteristics. For example, an English teacher should choose or prepare
appropriate materials, songs, videos, toys, games, activities, and rewards for his/her young
learners by focusing on the age. In addition, an English language teaching process for young
learners needs teachers with some competences and professional knowledge for an effective
teaching environment. First of all, young learners may have limited exposure outside the
classroom in some contexts. Thus, their teachers need good English language skills in order
to provide the main language input in the classroom. Secondly, teachers need knowledge of
how young learners learn English and suitable teaching strategies so as to create interest.
Thirdly, it is crucial that young learner’s cognitive, linguistic and emotional development
affects their learning. For these reasons, teachers need to have knowledge of these
developmental areas of their young learners. Fourthly, the teachers need good interaction
skills so as to use different teaching methods such as activity-based, interactive and
communicative methods which seem most relevant to young learners. Finally, teachers need
to take account of these characteristics so as to provide some conditions which will result in
successful outcomes (Moon, 2005, pp. 31-32).

In addition to qualified teachers, curriculum needs to provide learning experiences
which are suitable for the young learners’ cognitive and linguistic levels, and create a
motivating and interesting classroom atmosphere. If these learners’ early phase of English
language learning is done appropriately, it can create positive, cheerful and hopeful attitudes

and a lifelong interest in the language (Moon, 2005, p. 32).

2.2.2. Teaching Listening to Young Learners

One of the most important questions in English language teaching is “How do
language teachers teach language skills?” It is known that there are four main language skills
— reading, writing, speaking and listening. Language skills are divided into two types:
Receptive skills and productive skills. Receptive skill is known as a term used for reading
and listening skills. In receptive skills, language learners extract meaning from the discourse.
In other words, they get the meaning from what they hear or see. Moreover, these skills are

known as receptive skills because the learners do not need to produce language. In other
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words, receptive language skills do not push the learners to produce anything actively.
However, they have to use their language knowledge to understand what they are hear or
see. On the contrary, productive skills include speaking and writing skills. In these skills,
language learners have to produce language themselves. Thus, it is highly believed that
language learners become more active in productive skills because more energy is needed to
produce anything. Although there are significant differences between receptive and
productive skills, both make an essential part of language learning process (Golkova &
Hubackova, 2014, pp. 477-478; Harmer, 2007, p. 265).

As mentioned above, listening is a receptive use of language. In listening, the aim is
to make sense of the speech. For this reason, the focus is on meaning rather than language
(Cameron, 2001). Moreover, listening is how spoken language becomes input for language
learners. This happens by listening to the teacher, a CD, a song, a tape recording, or other
language learners in the class. In other words, listening is the process of interpreting what
people say (Sevik, 2012, pp. 10-11). Unfortunately, there are some misconceptions about
listening skill. These misconceptions can be listed in short as in the following (Brown &
Lee, 2015, p. 318):

Listening is a “passive” skill.

Listening is a “one-way” process.

Listening is an individual process.

Listening skills are acquired subconsciously- students just “absorb” them.
Listening equals comprehension.

Listening and speaking should be taught separately (Brown & Lee, 2015, p. 318).
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In contrast, listening is not a “one-way” process. Previously, listening was seen as a
passive or one-way process by which listener receives information sent by a speaker.
However, according to more contemporary views, listening is a much more active and
interpretive process in which the message is not fixed. On the contrary, the message is
created interactively between the listeners and speakers (Nation & Newton, 2008, p. 39).
Actually, all language teachers should be aware of how their learners can be active
participants, and collaborate with other learners in listening tasks. Furthermore, listening
needs readiness and an active co-operation of the listener. It also requires understanding,
interpreting and building. It is claimed that listening is the skill which the child acquires first
in their foreign language learning (Hurrell, 1999). Moreover, the teachers should keep in
their minds that listening should be combined with other skills in class. The integration of at
least two or more skills has some advantages for teachers and learners. These advantages
can be listed as follows (Brown & Lee, 2015, p. 316):

1. Production and reception are two sides of the same coin.
2. Interaction involves sending and receiving messages.



29

3. By attending primarily to what learners can do with language, we invite any or all of the
four skills that are relevant into the classroom arena.

4. One skill will often reinforce another.

5. Most of our natural language performance entails connections between language and the

way we think, feel and act (Brown & Lee, 2015, p. 316).

In order to provide the highest learning opportunities for language learners, it makes
perfect sense to integrate various skills. For instance, the teachers can ask the listeners to
listen to a telephone conversation or audio/video tapes and take notes, which is an example
of information transfer activities. Additionally, a project work may be useful for learners to
improve their language skills. A project work may involve researching through reading or
listening, speaking in discussions and writing something (Harmer, 2007, pp. 266-267).

Today, the importance of listening and teaching of listening comprehension is
increasing and becoming more crucial in the world. Moreover, listening skill is seen as a
precedence in most of primary education curricula around the world (Sevik, 2012, p. 9).
Thus, Ministries of Education around the world focus on teaching listening to young
language learners. For instance, in Turkey, English language curriculum has been revised
because of the recent changes in Turkish educational system, which needed a transition from
the 8+4 educational model to the new 4+4+4 system. According to this new system, English
instruction should be implemented from the 2" grade, rather than the 4™ grade. This has led
to a need for the redesign of current curricula. The principles and descriptors of the Common
European Framework of Reference for Languages: Learning, Teaching, Assessment (CEFR)
were closely followed to design the new curriculum (MoNE, 2018, p. 3). The CEFR was
published by The Council of Europe (CoE). This is a descriptive scheme that can be used to
examine L2 learners’ needs, determine L2 learning goals, and manage the development of
L2 learning activities and materials. Moreover, it can be used to supply orientation for the
assessment of L2 learning outcomes (Little, 2006, p. 167).

As mentioned above, there has been a change in English language curriculum in
Turkey. The latest curriculum alteration was launched in 2012. In 2012, a shift from the
previous model of 8 years of primary education followed by 4 years of secondary education
was changed with the new model. This new model is called as 4+4+4. That is, first 4-year-
education corresponds to primary, second 4-year-education corresponds to secondary, third
4-year-education corresponds to high school education. In terms of English language
education, this change led to a new English language curriculum. It resulted in decreasing
the starting age at which English is to be taught from 4" grade (age 9) to the 2" grade (6—
6.5 years of age) (Kirkgoz, 2016, p. 247). As a result, English instruction started to be given

at the 2" grade in Turkey. The new English language curriculum emphasizes that English



30

language teachers should try to develop a positive attitude toward English from the earliest
stages. Furthermore, this new curriculum struggles to promote an enjoyable and motivating
learning environment where young learners feel comfortable and supported throughout the
process. At the 2" and 3" grade levels, speaking and listening are emphasized while reading
and writing are included in higher grades (MoNE, 2018, p. 3).

As noted by Cameron (2001, p. 18), for young learners, spoken language is the
medium through which the new language is encountered, understood, practiced and learnt.
Clearly, speaking and listening are the major skills in the first three grades of the curriculum.
According to ages, grades and language levels of learners, main activities and strategies also
change. For instance, between the 2" and 4™ grades, the focus is primarily on developing
speaking and listening skills. On the other hand, reading and writing are limited to the word
level. In the 5! and 6™ grades, speaking and listening skills are emphasized. In contrast with
the previous grades, reading is upgraded to the sentence level. In the 7" and 8" grades, the
primary skills are speaking and listening skills, and the secondary skills are reading and
writing. The new curriculum states that older learners are exposed to reading and writing as
an integral aspect of language learning (MoNE, 2018, p. 10).

Young learners are known as those who are up to the ages of nine or ten. Since the
characteristics of young learners differ from the characteristics of adolescents and adults,
these learners learn differently from adolescents and adults. Especially, young learners are
provided with a play world. In other words, they are expected to listen to songs, sing songs,
dance, play games, do arts and craft activities, do physical activities (McKay, 2006). Since
the first step to learn English comes from learning how to listen, listening is one of the most
essential skills in learning English for young learners. Thus, teachers of young learners
should be aware of the importance of teaching young learners how to listen. For teachers,
there are some practical principles to create their own activities and techniques for teaching
listening skills. Brown and Lee (2015, pp. 330-333) suggest seven principles for teaching

listening skills:

Include a focus on listening in an integrated-skills course

Use techniques that are stimulating and motivating

Utilize authentic language and contexts

Include pre-, while-, and post-listening techniques

Carefully consider the form of listeners’ responses

Encourage the development of listening strategies

Include both bottom-up and top-down listening techniques (Brown & Lee, 2015, pp. 330-333).

Nogk~wbdhE

In language teaching, it is widely emphasized that learning to communicate in L2

plays an important role for L2 learners. Communicative Language Teaching (CLT) aims to
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make communicative competence as the purpose of language teaching. Communicative
competence refers to knowing how and when to say, and what to say to whom (Anderson &
Larsen-Freeman, 2011, p. 115). There are important principles of CLT. For instance, as
much as possible, language teachers must introduce authentic language, which refers to a
language used in a real context. The teachers must use L2 as a means of classroom
communication. The focus of the course is on real language use. Thus, the teachers must
present various linguistic forms together. The learners must learn about cohesion and
coherence. Cohesion refers to a property of discourse where sentences are connected with
explicit linguistic forms. On the other hand, coherence refers to a property of discourse where
sentences are connected in a meaningful way. For instance, scrambled sentences can be used
in the CLT classroom. In CLT, it is recommended to use authentic language materials such
as newspaper, timetables, menus, etc. The teachers must create situations to encourage
authentic communication. For instance, role-plays give the learners a chance to practice
communicating in various contexts and in various social roles. Language games are used
commonly because they give the learners an opportunity to take part in real communicative
events. Since errors are seen as natural consequences of the development of communication
skills, they can be ignored and tolerated in CLT (Anderson & Larsen-Freeman, 2011, pp.
119-121, 128, 238).

It can be understood from the principles that teachers should know different
techniques that are encouraging and exciting. The techniques must be chosen carefully
according to experiences, goals, and abilities of young learners. Teachers of young learners
should create a classroom that is enjoyable, motivating, interesting, stimulating, repetitive,
and easy to understand (Englishtina, 2019, p. 114). For this reason, there are some methods
for teaching English to them. One of these methods is “Total Physical Response (TPR)”
developed by James Asher. TPR is built around the coordination of speech and action; it
aims to teach languages through physical activities (Richards & Rodgers, 2001, p. 73). In
this method, young learners serve as action performers. For instance, in the introduction of
new commands, the teacher says, “Brush your teeth,” and then shows the action of this
command. After that, the teacher gives the command and wants the learners to perform the
action (Sevik, 2012, p. 13). A TPR class may utilize the imperative mood, and commends
can get young learners to start to move and to loosen up (Brown, 2014, p. 73). TPR
encourages young learners to listen and respond to the English commands. Simple one-word
commands, such as go, jump, run, sleep, and sit, can be given by the teacher (Englishtina,
2019, p. 115). According to Brown (2014), TPR is an effective method in the beginning
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levels of language proficiency, and it is used more as a kind of classroom activity. Brown
(2014) also states that TPR activities can be used to provide auditory input and physical
activity in communicative and interactive classrooms.

It is strongly believed that songs are useful pedagogical tools in the process of
developing young learners’ learning L2. Songs can also help young learners enhance their
listening skills and pronunciation because young learners can practice listening to various
forms of intonation and rhythm. It is known that English has a stress-timed rhythm, and
songs are useful tools to establish a feeling. Additionally, songs are seen as the most effective
way of teaching listening comprehension to young learners who enjoy clapping their hands,
moving to the rhythm, and using their bodies. Thus, most of them find music entertaining
and amusing. A piece of music can alter the classroom atmosphere or prepare young learners
for a new activity. The use of songs and music in the class may help to make the atmosphere
warmer and more motivating. In addition, songs are beneficial and enjoyable in order to raise
learner motivation. The teachers can adapt lots of songs in order to teach a specific language
feature. For instance, they can integrate a feature of vocabulary, syntax, phonology, or a
basic conversational expression into songs. As a result, they can integrate more songs into a
curriculum (Harmer, 2007, pp. 319-320; Millington, 2011, pp. 134-135, 140). Moreover,
songs may extend attention spans of young learners. The songs with visuals and physical
motions can attract their attention. Comprehensible, amusing, and age-appropriate songs
also provide authentic language in meaningful situations (Sevik, 2012, pp. 11-15).

In addition to TPR, as explained in detail under the first title, in Suggestopedia, songs
are beneficial for raising positive feelings. With the help of songs, negative feelings can be
eliminated, and psychological barriers can be removed. Suggestopedia emphasizes that these
negative things make learning complicated and difficult. Thus, the teacher should try to
desuggest these negative things by integrating music and song into their teaching process
(Anderson & Larsen-Freeman, 2011, p. 76). According to Sevik (2012, pp. 11-12), songs
are key to practice, create a safe and natural classroom ethos, provide opportunities for
repetition, practice and real language use.

Teachers of young learners should know that learning to listen is not only a process
of repeated listening. Actually, teaching listening skill and learning to listen go through three
major stages: pre-, while-, and post-listening stages. The first stage is known as a schemata-
activating process (Brown & Lee, 2015). In the first stage, the teachers should help young
learners to prepare for listening by checking vocabulary, discovering background knowledge

for a better understanding, guessing what the topic is, and finding out any contextual
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elements that might make the listening complicated. In the second stage, the teachers should
give young learners something to “do” while they are listening to a pair of words, a sentence,
a song, a short dialogue, story, weather report, an advertisement, etc. (Brown & Lee, 2015).
For example, they can fill in a chart, map, or graph depending on what they hear, fill in the
missing words in a sentence, circle the word(s) that they hear, match a word that they hear
with its picture, listen to a song and draw a picture to show what they hear, try to collect the
information such as location, time, kind of movie, names of the main characters, etc. In the
third stage, the teachers can ask some questions to check young learners’ listening
comprehension (Brown & Lee, 2015). For example, young learners can make pairs or small
groups to share their views, ideas. Moreover, after listening, young learners can perform
what they hear in front of the class. In this stage, the teacher can also do a vocabulary check,
or identify the difficulties that young learners have in listening comprehension (Brown &
Lee, 2015).

Listening helps young learners to receive and interact with language input. Moreover,
it simplifies the emergence of other language skills. Thus, it is seen as a significant skill for
teachers and young learners (Goh & Vandergrift, 2012). Teaching listening is a process in
which teachers need techniques to teach listening to young learners in an effective way.
There are two types of processing in listening comprehension: bottom-up processing and
top-down processing. In bottom-up processing, the listener focuses on individual words,
phrases or cohesive devices (Harmer, 2007, p. 270), uses his/her linguistic knowledge as
s/he relies on the knowledge of the segmentals (individual sounds or phonemes) and
suprasegmentals (patterns of language intonation, such as stress, tone, and rhythm) of the
target language. Thus, it proceeds from sounds to words to grammatical relationships to
lexical meanings. Finally, the listener gets a final message (Brown & Lee, 2015, p. 333; Goh
& Vandergrift, 2012, p. 18). In bottom-up processing, the listener can identify vowels or
consonants in pairs of words, and also identify morphological endings such as -ed or -ing
ending. In addition, s/he can select details such as time, price, name, amount, or number
from a listening text. This is named as word recognition. In top-down processing, on the
other hand, the listener gets a general view as s/he focuses on the overall picture. It means
that the listener listens to get the gist or main idea, and to recognize the topic of a listening
material. Furthermore, in top-down processing, the listener relies on the background
information of the topic. For this reason, top-down techniques are more related to the
activation of schemata. As a result, the listeners use their knowledge to activate a conceptual

framework for understanding the message, or to interpret the text. To teach listening skill to
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young learners effectively, there should be an interactive process where both the listener’s
background information (schemata) and linguistic knowledge are used in understanding the
messages. Thus, the teachers should use both bottom-up and top-down listening techniques
in their classes (Brown & Lee, 2015, pp. 333-334; Harmer, 2007, p. 270; Renukadevi, 2014,
p. 61).

2.2.3. Teaching Phonetics to Young Learners

In the process of teaching English to young learners, one of the most important issues
is teaching phonetics. To have a better understanding, teachers of young learners should
know what phonetics is. Phonetics focuses on production, properties and perception of the
speech sounds of human languages. For this reason, phoneticians try to find ways of
describing and analyzing the sounds in a language objectively (Gut, 2009, pp. 6-7). Phonetics
is one of the main sub-disciplines of linguistics. It is the systematic study of the sounds of
speech. Phonetic transcription is the practice of using written letters to show the sounds of
speech. The alphabet for phonetic transcription is known as the alphabet of International
Phonetic Association (IPA) (Ogden, 2009, pp. 1-21). It is a phonetic chart that represents
vowels, consonants, and diphthongs in English. Transcriptions of sounds, words and
utterances can be made through the use of the symbols given by the IPA because
transcription is an important tool for language teachers who are concerned with the structure
and realization of sounds (Gut, 2009, p. 67).

According to Harmer (2007), almost all English language teachers want their
learners to study grammar and vocabulary. They also want them to become competent in
listening and reading. They get the learners to practice functional dialogues. Perhaps they
are nervous of engaging in sounds and intonation. Thus, they only give attention to
pronunciation for a short time. However, there are lots of benefits of a focus on pronunciation
in lessons. Pronunciation not only makes the learners familiar with different sounds and
sound features, but also improves their speaking skill. Actually, focusing on sounds, showing
where they are produced in the mouth, making the learners aware of where words are stressed
can give the learners further information about spoken English (Harmer, 2007, p. 248).

There are some reasons which lead to pronunciation problems for English language
learners. Basically, the main reason is due to orthography system of English. Orthography
is described as the set of rules for using a writing system (script) to write a particular
language in a standardized way. It concerns rules of spelling, sound-letter correspondence

and elements of the written language such as punctuation and capitalization. It is clear that



35

all orthographies are language specific (Coulmas, 1999, p. 379). Each language has its own
structure and rules. For instance, English is a non-phonetic language. It is known for its
irregularity, which makes this language difficult for the learners to predict the correct
pronunciation of words. In non-phonetic languages, there is no reliable correspondence
between the letters and the related sounds. Namely, spellings and pronunciations are not the
same. In English, the number of the letters and sounds is unequal (Khalilzadeh, 2014, p. 3).
It is known that there are 26 letters (5 vowels and 21 consonants) in the English alphabet.
However, there are more sounds in English (Sipra, 2013). The 26 letters of English alphabet
shows 44 sounds, and English speakers use these 44 sounds (Bizzocchi, 2017; Yopp & Yopp,
2009). In other words, the phonological system of the English language is comprised of 44
phonemes (Rao, 2015). Thus, it can be understood from this inequality that the number of
sounds is not always the same as the number of letters in a word (Sipra, 2013, p. 120).

In addition, English is a stressed-timed language. In contrast to English, Turkish is a
phonetic language. Its pronunciation is easy to learn and remember, and predictable with the
help of its simple pronunciation patterns (Khalilzadeh, 2014, p. 3). Moreover, there is a one-
to-one and a reliable letter-sound correspondence in Turkish. There are twenty-nine
phonemes in all, and there are also twenty-nine letters in the Turkish orthography
(Bayraktaroglu, 2008, p. 2). Unlike English, Turkish is a syllable-timed language. There is
also one more difference between these two languages in terms of orthographic depth.
Transparent (shallow) orthographies include graphemes which commonly represent only
one phoneme. In transparent orthographies, the correspondence between letters and sound is
much more consistent. Moreover, there are very few irregular words in a transparent
orthography. On the other hand, in opaque (deep) orthographies, graphemes represent a
number of different phonemes in different words. As a result, there are many irregular or
exception words in an opaque orthography (Hanley & Spencer, 2003, p. 1). English is a
language with an opaque orthographic system. As a result, it often includes a less direct
mapping between letters and sounds (Sheets, 2012). However, Turkish has a phonologically
transparent orthography with a very regular correspondence between graphemes and
phonemes (Durgunoglu & Oney, 1997, p. 2).

In the process of learning a foreign language, language learners may encounter some
difficulties because of the differences between their native language and foreign language
that they learn. As an example, for Turkish EFL learners, since the sounds of English
language are different from their native language, young learners may have difficulty in

English pronunciation. Actually, the teachers of young learners can easily teach
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pronunciation if they focus on teaching phonetics. Thus, the phonetic chart and its interactive
versions can help them to teach pronunciation and phonetics to young learners in an effective
way. According to Avery and Ehrlich (2013, pp. 6-7), using a phonetic alphabet is helpful
when discussing sounds in languages. In addition, English dictionaries can also help them to
read, write and memorize the phonetic symbols in English. Moreover, there are lots of
websites to teach and learn the phonetics on the Internet. According to Bayraktaroglu (2008,
p. 2), the teachers must use the corrective exercises to teach English pronunciation to Turkish
EFL learners. The teachers can find lots of exercises relating to English phonetics and
pronunciation and prepare their own materials such as posters, videos, songs, flashcards,
worksheets, and bring them to the class.

New educational tools have arisen with the help of technological progress. Many
language teachers and learners do their work with the aid of technology, referred to as
Computer Assisted Language Learning (CALL) (Brown & Lee, 2015, p. 237). CALL is an
instruction that uses computer or web-based technology to teach language (Anderson &
Larsen-Freeman, 2011, p. 238). In language teaching, computers have been used since the
1960s. The historical development of CALL can be divided into three stages: behavioristic
CALL, communicative CALL, and integrative CALL. Behavioristic CALL was
implemented in the 1960s and 1970s. This type of CALL supplied repetitive language drills
because of behaviorist learning model. In this stage, the computer was regarded as a
mechanical tutor. Unfortunately, it did not allow the learners to work at their own pace
(Healey & Warschauer, 1998, p. 57).

In the 1980s, CALL continued to be used with more focus on communicative use of
language. Since language games, puzzles, and reading and writing practice started to be used,
the use of computers became more humanistic (Brown & Lee, 2015, p. 238). In contrast to
behavioristic CALL, communicative CALL did not focus on what the learners did with the
computer. On the contrary, the focus was on what the learners did with each other while
working at the computer (Healey & Warschauer, 1998, p. 57).

In the 1990s, World Wide Web (WWW), known as a way of accessing information
over the Internet, was developed. As a result of this development, CALL started to be
regarded as a pedagogical tool. The third stage, integrative CALL, included interactive
communication and collaboration by means of the Internet, and aimed to integrate four skills
(e.g., listening, speaking, reading, and writing) and the technology into the process of
language learning (Anderson & Larsen-Freeman, 2011, p. 243; Brown & Lee, 2015, p. 238;
Healey & Warschauer, 1998, p. 58).
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These changes in the use of computers can provide an advantageous and motivating
medium for different language skills (Giindiiz, 2005, p. 202). In terms of teaching phonetics
to young learners, there are lots of new applications, online games, sound materials, audio
dictionaries, audio and video files on the Internet. Many websites such as YouTube and TED
Talks provide video clips for the learners. Moreover, podcasts can be used for authentic
listening materials. Portable devices such as smart phones, iPads, and tablet PCs can be
useful to create an energetic classroom environment. In addition, the learners can carry out
audio and video conferences with native speakers of a target language (Brown & Lee, 2015,
pp. 250-251).

As a result, the learners can have a chance to practice the language, listen and learn
the correct pronunciation of English sounds and words. Today, it is very easy to obtain
cartoons, animations, films, songs, videos and demonstrations from the Internet. Moreover,
there are lots of foreign language materials beyond the traditional grammar books and
dictionaries. Up to date course books, workbooks, programmed courses, digital charts,
newspapers, magazines, posters, interactive language applications can be given as examples
for foreign language materials (Giindiiz, 2005, p. 194) but it should not be forgotten that the
teachers should take into consideration the characteristics of their young learners when
choosing the language materials.

Pronunciation is known as a vital ingredient to learn oral skills in L2. Unfortunately,
many language teachers do not provide necessary phonetic or phonological knowledge that
enables learners develop oral skills. The reason why learners have difficulty in listening
comprehension, speaking, pronouncing some words in L2 is that they were not be able to
eliminate the fossilized pronunciation mistakes when they were young (Hismanoglu &
Hismanoglu, 2010). Hismanoglu (2006) states that teaching pronunciation is a powerful
factor in language teaching because sounds play an important role in communicative
competence. Thus, language teachers should pay attention to teaching pronunciation for
successful oral communication. In order to teach pronunciation to young learners effectively,
their teachers should know two particular problems that occur in pronunciation teaching and
learning. These two problems are related to what young learners can hear, and what young
learners can say (Harmer, 2007, pp. 249-250). For instance, Turkish and English do not have
the same sound systems. In Turkish, there are not /0/ or /f/ sounds. However, in English,
there are /0/ sound in words like /d1s/ (this), or /mad or/ (mother), and /f/ sounds in words
like /fi/ (she), or /kraefl (crash). Thus, unless they can discriminate between them, they will

find it almost impossible to pronounce the two different English phonemes. To overcome
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this problem, the teachers can show their young learners how sounds are made via visuals,
diagrams and explanations. Young learners love drawing, coloring, cutting, and pasting. It
can be useful that the teachers bring different colorful and entertaining materials, or activities
that appeal to young learners’ interests and abilities to teach phonetics symbols and
pronunciation in English. Moreover, the teachers should train young learners’ ears by
drawing the sounds for their attention. It is expected that the more they hear correctly, the
more they speak correctly. While working with sounds, the teachers can ask their learners to
focus on one sound. They can give pairs of words and ask their learners to practice the
difference between two sounds. For example, in the word “dig”, initial sound is /d/. In the
word “big”, initial sound is different. The beginning sound is /b/. The teachers can use
minimal pairs to get their learners to practice individual sounds. Minimal pairs refer to two
words which vary in one sound segment only. These two words have different meanings
(Haghighi & Rahimy, 2017, p. 44). The pairs of words differ in pronunciation on the basis
of one sound only (Jull, 2013). According to Jull (2013), the teachers can use minimal pairs
to help their learners develop an awareness of the distinction between the two sounds. For
instance, the teachers can help young learners hear the difference between dip and deep or
between shop and chop by saying these words enough times. Since the over-use of minimal
pairs can make pronunciation class boring, the teachers should not over-use minimal pairs
(Jull, 2013). Another problem is because of physical unfamiliarity. This problem is related
to the physical parts of the mouth, uvula or nasal cavity. To overcome this problem, the
teachers should explain where and how the sounds are produced. Since young learners are
concrete learners, the teachers should bring, or draw pictures of the mouth and lips to
describe how the sounds are made (Harmer, 2007, pp. 249-250). The teachers can get their
young learners to play sound bingo. They can get their learners to say tongue-twisters, too
(e.g. Four fine fresh fish for you). In addition, syllable clapping can help young learners
learn that the words are broken into syllables. For example, for the three-syllable word
“fantastic”, young learners try to clap when their teacher says “fan-, they clap again when
the teacher says “tas-”, and they clap again when the teacher says “tic-". Moreover, rhyming
words and minimal pairs are also very helpful to teach phonetics to young learners (Harmer,
2007, pp. 253-255; Linse & Nunan, 2005, pp. 38-39).

It is known that young learners need individual attention and approval from the
teacher. It is vitally important that every child is unique. For this reason, every child has
different challenges, needs and attitudes. When the teachers are working with phonemes,

they can get young learners to find out their own pronunciation problems. Using their
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metacognitive skills, many L2 learners can think consciously about how they learn and how
successfully they are learning (Ellis, 2008, p. 971). Metacognition can be defined as thinking
about thinking (Anderson, 2002, p. 2). According to Livingston (2003, p. 2), metacognition
can be referred to higher order thinking which involves active control over the cognitive
processes. In addition, metacognition is the engine that drives independent learning
(Shannon, 2008, p. 18). The teachers can also make their learners metacognitively aware.
Learning strategies are useful for the learners because they are necessary for the learners to
know not only what to study but to how to study (Timirbaeva, 2013). It is said that
metacognitively aware learners are more successful, self-regulated and autonomous because
they are aware of their learning (Chan, Mukundan, Rashid, & Raoofi, 2014). These learners
have metacognitive strategies that involve planning learning, monitoring the process of
learning, and evaluating how successful a particular strategy is (Ellis, 2008, p. 971). These
strategies can be used in almost every case (Timirbaeva, 2013) and can contribute to learner
autonomy.

Autonomy is an individual effort and action through which learners initiate language,
problem solving, strategic action, and the generation of linguistic input (Brown, 2014, p.
367). Learner autonomy is one of the achievements of a learner, both in educational and
future professional life (Timirbaeva, 2013, p. 621). An autonomous learner takes
responsibility for his/her own learning and is more likely to attain the objectives by taking
the control of his/her learning process. As a result, this learner can maintain a positive
attitude towards learning (Little, 1995, p. 176).

The teachers should help young learners individually rather than helping them as a
group. They can create low classroom anxiety by involving young learners personally in the
activities (Terrell, 1982, p. 124). This creates a stress-free and motivating classroom
atmosphere, and develop self-confidence and autonomy of young learners. One of the
communicative approaches in language teaching focuses on some important terms such as
conscious learning, motivation, self-confidence, anxiety, and affective filter. This approach
is known as the Natural Approach (NA). It was proposed by Stephen Krashen and Tracy
Terrell. Richards and Rodgers (2001, p. 179) state that the NA places less focus on direct
repetition, teacher monologues, and formal questions and answers. This approach focuses
on exposure, or input, rather than practice. The NA supports TPR activities at the beginning
level when comprehensible input is necessary for triggering the acquisition of language
(Brown & Lee, 2015, p. 27).
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In the NA, young learners are not required to say anything until they are ready to
begin talking. In other words, the emphasis is on maximizing emotional preparedness of
young learners for learning a language. Moreover, the NA teacher creates a friendly and
interesting classroom in which there is a low affective filter (Richards & Rodgers, 2001, p.
187). According to Du (2009, p. 162), the process of language learning includes objective
and affective factors. Affect is a term that refers to emotion or feeling (Brown, 2014, p. 142).
Du (2009) states that the affective factors are like a filter which filtrates the amount of input.
This filter can pass, impede, or block input which is necessary for acquisition (Richards &
Rodgers, 2001, p. 183). Affective filter is a metaphorical filter that is caused by a learner’s
negative emotions, which reduce the learner’s ability to understand the language spoken to
them (Anderson & Larsen-Freeman, 2011, p. 237). According to the Affective Filter
Hypothesis of Krashen, a low affective filter is acceptable, since it blocks less of the
necessary input. Young learners with a low affective filter demand and receive more input.
They become more self-confident, and interact with confidence. Moreover, they are more
receptive to the input. On the contrary, anxious young learners with a high affective filter
may have difficulty in receiving more input, since a high affective filter impedes acquisition
from taking place. This hypothesis says that highly motivated language learners mostly do
better. In addition, self-confident learners with a good self-image can become more
successful. In second language acquisition, low personal and classroom anxiety are more
desirable. In the NA classes, the teacher is a creator of motivating, interesting, and
stimulating classroom activities such as commands, games, small-group and pair works. In
addition, role-plays, dialogues or conversations, oral presentations can be used in the NA
classes. The first job of the teacher is to provide comprehensible input. This input means a
spoken language that is easy to understand or just a little beyond the learner’s present level
(i+1). In the NA classes, language learners are expected to share their personal goals so that
the teachers can create activities that are relevant to the learners’ needs and interests. It is
vital to get the learners to take part in real-life-like situations so that they can naturally
experience the target language. Additionally, they are expected to decide when to start
speaking. In order to reduce stress, they are not required to speak until they feel ready (Brown
& Lee, 2015; Matamoros-Gonzalez, Rojas, Romero, Vera-Quifionez, & Soto, 2017,
Richards & Rodgers, 2001).

In addition to the Affective Filter Hypothesis, the Monitor Hypothesis of Krashen
claims that conscious learning (the learned system) can perform only as a monitor. This

monitor checks and mends the output of the acquired linguistic system. However, the use of
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the monitor is restricted by three conditions: (1) time; (2) focus on form; (3) knowledge of
rules. Thus, it is said that the use of conscious learning in performance is very restricted. The
first condition is time. In order to choose and apply a learned rule, language learners need
enough time. The second condition is focus on form. The learners focus on the form or
correctness of the output. The third condition is knowledge of rules. The language user
should know the rules since the monitor does best with simple rules (Krashen, 1994, p. 59;
Richards & Rodgers, 2001, pp. 181-182).

Teaching listening and phonetics to young learners has some benefits. Since young
learners are lively, animated, and enthusiastic about everything, they are mostly ready to
learn new things. They are focused on immediate here and now, so many amusing listening
and phonetics activities can easily capture their immediate interest. Songs and games are
very helpful to teach listening and phonetics to young learners. Luckily, young learners love
listening to music, nursery rhymes, singing songs, tongue twisters, and so on. They also love
doing arts and crafts. Thus, the teachers can easily get them to practice sounds, words, etc.
They love colorful things such as toys, authentic materials, books, pencils, puppets, etc.
Hence, the teachers can bring these types of materials to draw their attention while teaching
listening and phonetics. Since young learners live in an imaginative world, the teachers can
read stories or fairy tales while teaching listening. Young learners have a natural curiosity.
If the teachers use that curiosity, young learners will be more motivated and eager to learn a
new skill. Young learners are good at using their all senses while doing something. They
love using their bodies and doing physical activities, such as acting out, playing games,
singing songs, responding to commands like run, go, stop, jump, touch your knees, etc.
(Brown & Lee, 2015; Linse & Nunan, 2005; Putri, Farida, & Sa’idah, 2018, pp. 31-33).

While teaching listening or phonetics, the teachers can prepare different classroom
activities that keep young learners laughing, learning and developing. Furthermore, listening
comprehension skills can prepare young learners to develop other language skills. Listening
skills also help them read in L2. It is known that young learners who can listen to isolated
sounds and separate words have developed phonological awareness. Young learners can be
in a better position to decode and read words, which follows the same pattern, by learning
to identify rhyming words. Unless young learners have developed phonological awareness,
they cannot easily start reading instruction. Hence, the teachers are advised to encourage
their young learners to take an active role in their own listening development (Brown & Lee,
2015, pp. 111-112; Linse & Nunan, 2005, pp. 28-29).
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In addition to the benefits of teaching listening and phonetics to young learners, there
are some challenges. Since these learners are often incapable of processing information
quickly to make sense of what is said, listening can be a complex activity for them. This
problem could be because of different factors including cognition and affect (Goh & Taib,
2006). Moreover, most of them may have difficulty in listening directly from the native
speaker. In some countries, like Turkey, English is not used in daily communication. For
many young learners of these countries, English is seen only as one of school subjects that
are compulsory to pass the class. Unfortunately, many do not have much time to develop
listening and phonetics skills at school or at home due to the lack of weekly course hours,
technological equipment, etc. In addition to these, listening is one of the most complex skills
due to the dialect, accent, intonation, and the pronunciation of the native speaker (Putri et
al., 2018, p. 30). It could be complicated, fast, different and difficult to understand for young
learners. Moreover, young learners may be more fragile than adult learners. Hence, their
teachers should help them to remove the barriers to learning. They should be patient and
supportive in order to build self-confidence and self-esteem. Since their attention span is
short, their teachers should choose interesting, eye-catching, fascinating materials and
activities to keep their attention alive (Brown & Lee, 2015, pp. 111-113). Listening skill and
good pronunciation are interrelated. Hence, the teachers of young learners should have a
good pronunciation in order to help young learners to become better listeners and speakers
(Gilakjani & Sabouri, 2016, p. 129). In other words, the teachers have to be good role models
for their young learners. Teaching listening and phonetics to young learners may take more
time, effort and self-sacrifice. Even if it is very hard and tiring, the teachers should not give
up. The more they love and enjoy teaching English to young learners, the more they reach

their goals.

2.2.4. Developing Phonological Awareness among Young Learners

Linguistics is the study of language. It is composed of phonetics, phonology,
morphology, syntax and semantics. Phonetics is the study of sounds; on the other hand,
phonology refers to the study of interaction of sounds. Focusing on sounds, phonetics and
phonology plays an important role in order to have a great comprehension and
communication in L2. One of the most important competences is phonological competence,
which is under linguistic competence. Both speaking and listening skills are influenced by
phonological competence. Hence, language teachers should integrate more exercises and
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activities into their classes in order to develop their learners’ pronunciation and phonological
awareness (Atmaca, 2018, pp. 85-86).

In learning and teaching English, many skills play important roles. One of these skills
is phonological awareness. This oral language skill is seen as a pre-requirement of
recognizing the relationship between the letter and its function. It is stated that phonological
awareness plays an important role in first reading and writing process (Erdogan, 2011, p.
162). There are numerous definitions of phonological awareness. It refers to the knowledge
that words are composed of distinct units of sound (Yelland et al., 1993, p. 426). It is the
ability to examine and use sub lexical phonological units such as syllables, onsets, rimes and
phonemes. Phonological awareness is a broad term, known as the ability to pay attention to
the sounds of speech, to its intonation or rhythm, and on the separate sounds (Bruck &
Genesee, 1995, p. 308; Konza, 2011, p. 1). In a similar vein, it is defined as an implicit and
explicit awareness to the sub lexical structure of oral language, and an understanding of the
sound structure of a language. It means that phonological awareness needs the ability to draw
one’s attention to sounds in spoken language while transiently getting away from its
meaning. Phonological awareness involves an awareness of the different parts of spoken
language. For instance, it may be an awareness of sounds, awareness of syllables, or
awareness of words (McCollin & O’Shea, 2005, p. 41; Pullen & Justice, 2003, p. 88; Yopp
& Yopp, 2009, p. 12).

According to Stahl and Murray (1994, p. 221), it refers to an awareness of sounds in
spoken words, and can be discovered by rhyming, matching beginning consonants, and
finding out how many phonemes are in spoken words. Anthony and Francis (2005, p. 256)
state that it is a simple and combined ability during the early school years and becomes
apparent in different skills during a learner’s development. It plays an essential role in
literacy acquisition. Anthony and Francis (2005, p. 256) also state that it is an ability to
identify, discriminate, and manipulate the sounds without taking into account the size of the
word unit. In other words, it is known as an ability to contemplate the sound structure of
spoken language. Furthermore, it is defined as a metalinguistic skill that comes out quite
late, once a child completes much of his/her language development (Snowling & Hulme,
1994, p. 24).

It is stated that rhyming is an important element of early language experiences. For
instance, if a young learner understands and produces rhyming patterns, such as pet, set, let
and jet, they are actually gaining early phonemic awareness, since they are removing the first

phoneme in the syllable and replacing it with another phoneme (Konza, 2011). Konza (2011)
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shared a hierarchy of phonological skills in their order of development. Firstly, young
learners generally become aware of rhythm. Syllables provide the rhythm in English. For
instance, chunking words into syllables can be used as a strategy for spelling. Secondly, they
realize that certain words sound the same at the end; that is, they rhyme. Thirdly, they gain
an awareness of onset-rime division in syllables. The onset is composed of the parts of the
syllable that come before the vowel. On the other hand, the rime is the vowel and all
following consonants. For instance, in the word “tent”, the onset is /t/, the rime is “-ent”.

Phonemic awareness is known as a subset of phonological awareness. It refers to
having knowledge that speech consists of a series of single sounds. It is the awareness of
phonemes in a speech stream. A phoneme is the smallest and abstract unit of speech.
Phonemic awareness has sub-skills such as phoneme isolation, phoneme blending, phoneme
segmentation, and phoneme manipulation. Phoneme isolation is an ability to understand the
individual phonemes in words. For instance, in the word “pet”, the first sound is /p/.
Phoneme blending refers to an ability to listen to a series of phonemes and combine them
into a word. For instance, in the word “ten”, there are three phonemes and they can be
separated as /t/, /e/, and /n/. Phoneme segmentation is an ability to find out how many
separate phonemes are in a word, and say each sound. For instance, there are four sounds in
the word “stop ”, and it can be separated as /s/, /t/, /o/, Ip/. Phoneme manipulation is the most
complex skill because it requires the ability to manipulate sounds to create different words.
For instance, if the initial sound /b/ is deleted, the word “black” will be formed to the word
“lack” (Konza, 2011; Yopp, 1992, 1995).

It is said that phonemic awareness can be developed by the teachers with the help of
phonemic awareness activities such as sound matching, sound isolation, sound blending,
sound addition, substitution, or segmentation activities. Moreover, common children’s
songs, games, children’s books, concrete objects, nursery rhymes, jingles, chants, riddles are
useful tools to draw young learners’ attention to the form of language. It is known that young
learners love nursery rhymes, jingles, poems, and finger play activities. Such activities help
them hear words that have similar initial and final sounds. Storybook reading, clapping
activity, poetry, and circle time activities give young learners opportunities to pay attention
to the sounds in the language. They also promote participation in the classroom. Hence,
young learners can easily develop phonemic awareness by participating in enjoyable and
stimulating activities (Wasik, 2001; Yopp, 1992, 1995).

As previously stated, phonological awareness focuses on the degree of one’s

sensitivity to the sound structure of spoken language and it is the ability to deal with
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interaction of discrete sounds partly. Phonological awareness is also seen as the key factor
of reading acquisition at the beginning levels (Anthony & Francis, 2005; Stanovich, 1986).
It plays an important role in reading and writing skills and speech disorders of children (Foy
& Mann, 2003). In addition, King (2005) stated that acquiring phonological awareness
encourages children to develop their reading and writing skills, and helps disabled children
improve their literacy skills. It was suggested to spend more time in phonological awareness
activities and exercises and teachers were recommended to have their learners take part in
phonological skills related activities (Atmaca, 2018).

It is suggested that explicit instruction should be provided every single day. Explicit
does not mean drill-like activities. On the contrary, it refers to the creating of fascinating,
purposeful, and playful activities that encourage young learners to actively participate in the
phonological structure of oral language. These activities must enhance rhyme and alliteration
awareness, as well as promoting blending and segmenting skills (Pullen & Justice, 2003). It
IS very important that giving opportunities to improve phonological awareness helps them
gain reading fluency, develop vocabulary knowledge, and increase comprehension.
Moreover, efficient instructional strategies that aim to develop phonological awareness can
enhance literacy learning (Algozzine, McQuiston, O’Shea, & McCollin, 2008, pp. 67-68).

According to Yopp and Yopp (2009), if a learner identifies and manipulates units of
sound in speech, s/he will become phonologically aware. Yopp and Yopp (2009) stated that
phonological awareness could be taught. Instruction should be suitable for the learners, and
it should be well planned and purposeful. There are a variety of ways to support phonological
awareness of young learners. These practical ways were shared by Yopp and Yopp (2009,
pp. 15-18) as in the following:

1. Read aloud books that play with sounds: These books can be used to enhance

learning by intentionally focusing on phonological features.

2. Use alphabet books: Alphabet books can be used to promote phonological

awareness. Both teachers and learners can talk about letters and sounds.

3. Share poetry that plays with sounds: Poems can be used to focus on sounds,

alliterations and manipulations.

4. Share songs that play with sounds: Young learners can be willing to

participate in enjoyable songs that include sound play.

5. Play games that draw attention to sounds: The teachers should select or create

games that play with sounds and stimulate language play among young learners (e.g.

clapping syllables).
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6. Involve families: The teachers are suggested to share poems, books, games,
and songs with families of young learners. With the help of this sharing, their families
can enjoy with their children at home.

In terms of developing phonological awareness, there are a wide range of studies
around the world. All these studies were conducted in different fields such as applied
psycholinguistics (Bialystok, Majumder, & Martin, 2003; Cooper, Roth, Speece, &
Schatschneider, 2002; Rickard Liow & Poon, 1998), child psychology (Sterne & Goswami,
2000; Windfuhr & Snowling, 2001), educational psychology (Cisero & Royer, 1995; Wood,
2004; Wood & Terrell, 1998), developmental psychology (Dixon, 2011), speech-language
pathology (Dodd & Gillon, 2001), music education (Bolduc, 2009), computer assisted
learning (Kennedy, Driver, Pullen, Ely, & Cole, 2013; Segers & Verhoeven, 2005), language
and communication disorders (Moriarty & Gillon, 2006; Roch & Jarrold, 2008; Smith Gabig,
2010), dyslexia (Bentin & Leshem, 1993; Goswami, 2002), deaf studies and deaf education
(Beech & Harris, 1998; Miller, Lederberg, & Easterbrooks, 2013), visual impairment and
blindness (Gillon & Young, 2002; Hatton, Erickson, & Lee, 2010), teaching exceptional
children (Narr, 2006; O'Connor, Jenkins, Leicester, & Slocum, 1993), brain and language
(Boets, Wouters, Wieringen, & Ghesquiére, 2006). However, there are less studies on
developing phonological awareness among young learners in the field of ELT specifically.

To begin with, in a journal article called “The effects of computer software for
developing phonological awareness in low-progress readers” Mitchell and Fox (2001)
aimed to examine the degree of efficiency of two computer programs designed to develop
phonological awareness in children. These two software programs, DaisyQuest and Daisy’s
Castle, give instruction and practice in rhyme identification, phonological analysis
(segmenting), and phonological synthesis (blending). This study was conducted on 36
kindergartens and 36 1% graders who showed low performance in reading. The participants
were haphazardly assigned to one of three experimental conditions. They attended day by
day, 20-minute, small-group training sessions, over a period of four weeks. Pre-tests and
post-tests of rhyming, segmentation, phoneme isolation and blending were given. The
Phonological Awareness Test (PAT) was administered as a pre- and post-test measurement
tool in order to assess the phonological processes. The impacts of computer-operated
phonological awareness instruction were compared with teacher-delivered instruction and
an instructional technology control group. Depending on the results of the study, it was found
out that after five hours of instruction, the children who were given computer-operated

phonological awareness instruction and the children who took teacher-delivered instruction
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gained a sharp increase in phonological processing over that of the instructional technology
control group. As a result of the data from this study, it is suggested that the phonological
awareness of at-risk kindergarten and 1% graders can be developed by using computer-
operated instruction, and teacher-delivered instruction. While this study offers further
support for the use of computer-operated phonological awareness instruction, it addresses
significant issues that the teachers should think when using technology-delivered instruction
with low-progress, at-risk kindergarten and 1% grade readers (Mitchell & Fox, 2001).

In another study titled “Phonological awareness in young second language
learners ”, Bruck and Genesee (1995) aimed to identify the role of second language input on
phonological awareness. The phonological awareness skills of two groups of children were
compared in this study. The first group were from English-speaking homes and attended all-
English schools (monolingual). The second group were also from English-speaking homes.
However, they attended all-French schools (bilingual). These children were examined in
kindergarten and in the 1% grade. In this study, a battery of nine phonological awareness
tasks and two tests of language and cognitive abilities were given in kindergarten. In the 1%
grade, the same phonological battery with one extra test, phoneme counting, was given
again. These tasks were used to assess young learners’ awareness of basic phonological
units. Three of them assessed young learners’ skills to manipulate syllables (syllable
counting, first syllable the same, final syllable the same). Four of them assessed onset-rime
awareness (onset deletion, cluster onsets the same, single onsets the same, rimes the same).
In kindergarten two tasks were used to assess awareness of single phonemes (initial phoneme
of the cluster the same, final phoneme the same). In this study, each child was tested one by
one in three sessions. The analysis of the data indicates that schooling in a second language
can affect the development path of the child’s phonological awareness skills. The bilingual
children demonstrated higher levels of phonological awareness skills in kindergarten in
onset-rime awareness. By the 1% grade, the group differences were more complex. The
monolingual and bilingual children gave similar performance on onset-rime segmentation
tasks. The monolingual children gained superior phoneme awareness scores than those who
are French-schooled children. Thus, it can be said that literacy instruction plays a role on the
development of phoneme awareness. In contrast, the bilingual children gained upper syllable
segmentation scores than the monolingual children. As a result, it can be interpreted to
address the role of second language input on phonological awareness (Bruck & Genesee,
1995).
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In the study titled “Links between early rhythm skills, musical training, and
phonological awareness”, Moritz, Yampolsky, Papadelis, Thomson, and Wolf (2013)
conducted an exploratory research into whether phonological awareness and musical
rhythmic skills are associated in young children. They also tried to find out whether musical
activity is linked to the improvements in phonological awareness. In this study, the
participants were two groups of kindergartners from Boston-area schools in an ENL context.
The first group included 15 students from a charter school class (the experimental group).
They were given 45-minute music lessons day by day by providing their performance of folk
songs, rhymes, singing-game songs, listening experiences including movement, beat
development, motor rhythm training with rhythmic patterns, and creating new rhythmic
combinations. On the other hand, the second group included 15 students from two classes at
a state school (the control group). They were provided one 35-minute music lesson weekly.
There were three dissimilarities between these schools. Firstly, the teachers of the
experimental group focused on each literacy topic in different lessons. However, the teachers
of the control group included different topics into the same lesson. Secondly, musical
activities were used more frequently in the experimental group during literacy practices.
Thirdly, a home reading program was applied in the control school, whereas the
experimental school did not receive such a program. In order to assess phonological
awareness, the researchers used six subtests of the PAT such as rhyming discrimination,
rhyming production, sentence segmentation, syllable segmentation, isolation of beginning
phonemes, and deletion of sounds. Analyzing the data, the researchers found out that rhythm
skill was linked to phonological segmentation skill at the beginning of kindergarten.
Moreover, it was found out children with intensive music training made more progress in a
variety of phonological awareness skills than children with less training. In addition, they
found out that rhythm ability of the children was highly linked to their phonological
awareness (Moritz, Papadelis, Thomson, Wolf, & Yampolsky, 2013).

In his study titled “Effects of a music programme on kindergartners’ phonological
awareness skills 7, Bolduc (2009) examined the effectiveness of a music training program
on the development of phonological awareness among 104 Franco-Canadian kindergartners.
In this study, the researcher prepared a control group and an experimental group. Each group
took 60-minute music lesson daily during 15 weeks. However, the experimental group took
part in an adapted version of the Standley and Hughes music training program whereas the
control group participated in the Ministére de 1’Education du Quebec music program. The

first program aimed to raise kindergartners’ interest in reading and writing with the help of
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musical activities, and to develop their musical creativity and receptivity. In this program,
emergent literacy was gained with the help of a variety of activities such as analyzing lyrics,
composing rhythmic counting rhymes, reading children’s books related to musical concepts,
and writing words. The second program aimed to engage the children in listening and
musical creation activities to arouse their critical thinking and aesthetic awareness. At the
musical level, the program of the experimental group was similar to the program of the
control group. In both groups, the activities let them have different and cross-disciplinary
experiences that shared general features with writing awareness such as counting
rhymes/songs, and learning vocabulary. To collect data, the researcher administered a pre-
test and a post-test to all the kindergartners at the beginning and at the end. PAT was given
to assess pre-reading skills. The kindergartners completed two syllable identification tasks,
one rhyme identification task, and three phoneme identification tasks. The analysis of the
data showed that both music programs provided opportunities equally to the development of
tonal and rhythmic skills. However, in terms of developing phonological awareness, the
experimental group took superior scores, especially in the syllable identification tasks and
the rhyme and phoneme identification tasks than the control group. Music and songs helped
them to identify various phonological units and to use them consciously and at their own
speed. It also promoted them to discover, explore and acquire knowledge by means of natural
activities. Thus, the results indicated that the program of the experimental group was more
efficient. Furthermore, the researcher suggested that learning environment for the children
should be informal, game-based and related to their real life experiences (Bolduc, 2009).
Another study titled “Hands-on and Kinesthetic Activities for Teaching
Phonological Awareness” was conducted by Rule, Dockstader, and Stewart (2006). They
aimed to find out the effectiveness of manipulative skills in teaching phonological
awareness. In this study, researchers determined two experimental before-school programs.
The first program included kinesthetic activities that needed great body movements. The
second program involved tactile activities that engaged young children in manipulating
things. The participants were 1% graders and 3™ graders who showed less performance in
reading. On the other hand, the participants of the control group were chosen from a pullout
program in which another teacher tentatively took them from their lessons to participate in
lessons concentrating on parts of they need. The participants in the control group did not
attend the before-school program, but received extra literacy services through the regular
pullout program at the school. They also practiced a range of reading and phonological

awareness skills such as sounding out words in context (using the alphabetic principle or
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other decoding strategies), searching for words in the text with a particular phonics pattern,
learning and applying phonics rules, and completing phonological awareness worksheets.
However, the two experimental groups participated in the before-school program and
received no other reading and language services. The parts that Group 1 needed included
reading of sight words and phonics, suffixes, discriminating vowel sounds, rhyming words,
and breaking words into syllables. On the other hand, the parts that Group 2 needed included
rhyming word families, long or short vowel sounds, vowel digraphs, silent e words, counting
phonemes and syllables. To make a comparison between the effectiveness of a kinesthetic
and a tactile approach that used object boxes, two before-school programs were developed.
The first program focused on verbal and kinesthetic activities such as singing songs, playing
phonics card games, word games, writing station, bingo and concentration games of rhyming
words. For instance, the children separated words into syllables verbally by tapping.
Moreover, in this group, their teacher played guitar to teach them phonological awareness
songs. They also found two photos that showed rhyming words such as a photo of a plate
and a photo of a gate. On the other hand, the tactile or object box group worked on hands-
on activities, and worked with 40 boxes of activities. The boxes of phonemic awareness,
phonics object, vowel change, vocabulary development, and environmental print were
created in categories such as phonological awareness, phonics, and reading practice. These
groups were provided equal hours of extra literacy instruction. However, the control group
did not take part in the before-school program. They were taken from their non-literacy
classes, and provided additional teaching for 13 to 15 minutes daily. In contrast to the
experimental groups, in the control group, phonological awareness skills were taught
through reading a text and worksheet activities instead of kinesthetic and verbal games,
hands-on object box and environmental print activities. The analysis of the data revealed that
the experimental groups showed equal developments and higher scores than the control
group. It also indicated that the materials were efficient to teach phonological awareness to
the children who showed less performance in reading. As a result, the researchers
emphasized that all teachers should apply a range of different strategies and approaches to
develop phonological awareness among the children (Rule, Dockstader, & Stewart, 2006).
The study titled “Training phonological awareness: A study to evaluate the effects
of a program of metalinguistic games in kindergarten” was conducted by Brennan and
Ireson (1997). In this study, participants were 38 children from three kindergarten classes at
an American school located approximately twenty miles outside London. This study

included one experimental class and two control classes. In the experimental class, a Danish
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training program of metalinguistic games and exercises were provided. The children played
various listening and sounds games, rhyming games such as nursery rhymes, rhymed stories,
games for rhyme production, looked at pictures, danced, sang, etc. In the experimental class,
syllables were taught by clapping hands. On the other hand, one control class used a program
named Success in Kindergarten Reading and Writing which involved phonological
awareness skills, but not in a formal way. This program was applied to develop the reading
and writing skills of young children. It also included four modules such as picture/word
association module, alphabet module, etc. The children created a letter out of clay or other
materials. They also practiced the letter by means of a medium and drew a picture that was
accordant with the letter. The other control class took the basic kindergarten program. This
program included activities such as brainstorming for words, reciting rhymes, reading stories
and poems. As pre-test and post-test measures, the tests of word reading, vocabulary, rhyme,
segmentation of sentences into words, syllable synthesis, syllable segmentation, deletion of
initial phoneme, phoneme segmentation, and phoneme synthesis were administered. The
results indicated that the experimental group and the Success in Kindergarten group gained
higher scores in reading and spelling measures. Moreover, they showed better performance
on six of the metalinguistic tests, with the experimental group gaining more scores in all the
tests of phoneme awareness than the other two groups (Brennan & Ireson, 1997).

In another study titled “An evaluation of computer-assisted instruction in
phonological awareness with below average readers”, Barker and Torgesen (1995) aimed
to find the effects of computer-assisted instruction (CAI) on phonological awareness of
young children. This was a study of interactive Daisy Quest and Daisy’s Castle computer
programs. The former was used to teach recognizing words that rhymed, and had the same
initial, middle, and final sounds. On the other hand, the latter was used to teach some skills
such as recognizing words that could be formed from several phonemes showed as onset and
rhyme, from a range of individually presented phonemes, and counting the sounds in words.
In this study, the effectiveness of CAI to teach phonological awareness skills in the 1%
graders was measured. The first group, or experimental group, took two phonological
awareness training programs. They were useful to the children dealing with phonological
awareness since they gave the children an opportunity to revise an item or items repeatedly.
One control group received alphabetic decoding training not on the computer, and the other
control group played different games on the computer. The results showed that the control
groups did not make higher progress than the experimental group in terms of phonological

awareness skills. This study revealed the effects of training with the Daisy Quest and Daisy’s
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Castle interactive computer programs on the phonological awareness skills of 1% grade,
lower readers. Furthermore, it was found out that young children engaged in the
phonological awareness training programs showed more progress on various aspects of
phonological awareness and on word recognition (Barker & Torgesen, 1995).

As stated previously, there are lots of studies conducted on phonological awareness
all over the world. When we look at the studies and dissertations (Master/Doctorate) in
Turkey, there are some studies on phonological awareness. For instance, the studies and
dissertations were conducted on different fields such as psychology (Biiyiikkaradag, 2017;
Okur, 2015; Siirgen, 2019), education and training (Aktan Kerem, 2001; Erdogan, 2009;
Gokkus, 2016; Karakelle, 1998; Kuzucu Orge, 2018; Topalca, 2019), special education
(Akbey, 2016; Emir, 2015; Erkan Siiel, 2011; Islamoglu Kiilte, 2019; Soganci, 2017; Yiicel,
2009), preschool education (Bayraktar, 2013; Demirci, 2015; Dinler, 2018; Karaman, 2006;
Parpucu, 2016; Sar1, 2012), otorhinolaryngology (ear-nose-throat) (Baci, 2016; Sezgin,
2019; Tuz, 2019), linguistics (Aydmn, 2004), and psychiatry (Tanir, 2017) in Turkey.
Moreover, it can be seen that many of the studies and dissertations were conducted on adult
EFL learners. Thus, it can be said that there are less studies on developing phonological
awareness among young learners in the field of ELT specifically.

In her Master of Arts (MA) Thesis titled “Contribution of L2 Morphological
Awareness and L2 Phonological Awareness to L2 Listening Comprehension of Turkish EFL
Learners”, Sozen (2019) attempted to find out the degree of the contribution of L2
phonological and morphological awareness to L2 listening proficiency of EFL learners in
the department of ELT in Anadolu University, Eskisehir. The participants were 54 2" year
ELT students. The researcher administered an International English Language Testing
System (IELTS) Test, Morphological Awareness Test (MAT), and PAT (Phonological
Awareness Test) in order to measure the learners’ L2 listening comprehension, and the levels
of phonological and morphological awareness. Research findings showed that the listening
scores and the PAT scores gave an average positive correlation. On the other hand, it was
found out that there was no significant correlation between listening comprehension and the
MAT scores. The findings of this study revealed that the levels of phonological and
morphological awareness of the participants were high. In addition, it was found out that
these linguistic components were linked to their L2 listening proficiency positively (Sézen,
2019).

In another MA Thesis titled “The Development of Reading in Early Bilingualism:
Evidence from Turkish-Child L2 Learners of English”, Ozdemir (2008) aimed to find out
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the role of phonological awareness in Turkish-English bilingual children’s reading
acquisition. Moreover, the connection between phonological awareness, phonological
memory and reading was investigated. In this study, participants were nine Turkish-English
bilingual and a control group of nine monolingual English children. The researcher
conducted this study on the 2", 3", and 4™ grades. Word and pseudo-word reading, elision,
segmenting and blending words and non-words, and memory for digit tasks in English were
done by the participants. The results of this study showed that phonological awareness is a
powerful predictor of reading in monolingual children. On the other hand, it was found out
that there was not a strong connection between phonological awareness and reading in
bilingual children. In addition, it was found that phonological awareness skills of bilingual
children were transferred from Turkish in order to decode English unreal or fake words. A
strong connection between monolingual children’s phonological awareness and
phonological memory was found, yet bilingual phonological memory was not adequate to
describe phonological awareness (Ozdemir, 2008).

In her doctoral dissertation titled “The EFL Pre-Service Teachers’ Phonological
Processing, Evaluation of Their Phonetic Awareness and Pedagogical Needs”, Aksakalli
(2018) aimed to investigate the opinions and behaviors of EFL pre-service teachers about
pronunciation and pronunciation teaching, and their phonological awareness. The
participants were 107 undergraduate students who were enrolled in ELT department at
Atatiirk University. The researcher aimed to find their problems in English pronunciation.
Moreover, Aksakalli aimed to find the consequences of pronunciation teaching on their
phonological development. In this study, the data were collected via administering
Pronunciation Attitude Inventory (PAI), pre- and post-tests. The pronunciation instruction
was provided by the researcher. Pre- and post-tests were administered to assess their
improvement in their English pronunciation. In this study, the researcher had face to face
interviews with six participants. The results of this study showed that they had an optimistic
attitude for pronunciation. Although they had some problems and challenges in
pronunciation, their pronunciation levels and comprehensibility developed after
pronunciation instruction. The researchers suggested that pronunciation should be taught in
listening and speaking classes. Aksakalli (2018) also suggested that the teachers should
provide more activities and exercises focusing on factors influencing pronunciation learning
in order to develop their learners’ pronunciation skills and phonological awareness.

The study titled “Phonological Awareness of ELT Freshmen” was conducted by

Atmaca (2018). She aimed to find out phonological awareness levels of ELT freshmen. The



54

researcher also aimed to compare their levels. This study was conducted at a state university
in Turkey. To collect data, four parts of Phonological Awareness Skills Test (P.A.S.T.) were
administered. These four parts of P.A.S.T. were syllable segmentation, phoneme deletion of
ending sound, phoneme deletion of beginning consonant blend and phoneme substitution. In
this study, the participants were 54 female and 25 male ELT students. All of them took
phonetics and pronunciation training in one term. The results of this study revealed that both
female and male participants got the lowest score in phoneme deletion of ending sound,
whereas both of them got the highest score in phoneme deletion of first consonant blend. It
was found out that phonological awareness levels and phonological problems of both groups
showed resemblances, yet their success order of P.A.S.T. was not the same. The results of
this study showed that characteristics of student teachers could be focused on in order to
improve their phonological skills. It is suggested that teacher trainers should arrange their
teaching practices to meet their learning needs. In addition, it is recommended that student
teachers can be engaged in phonetic transcription activities. For instance, they can write the
phonetic transcription of a given text or speech (Atmaca, 2018).

In order to assess phonological awareness of language learners, teachers and
researchers can benefit from a test. Phonological Awareness Skills Test (P.A.S.T.)! can be
used as the data collection tool. This test was developed by Yvette Zgonc, and published in
the book (2000) “Sounds in Action: Phonological Awareness Activities & Assessment”, by
Yvette Zgonc who has been working as a primary school teacher, guidance counselor,
coordinator, and staff development trainer for many years. Her book is among the bestsellers.
Her another book (2010) is “Interventions for All: Phonological Awareness” which is
related to phonological awareness. P.A.S.T. can be useful to assess phonological awareness
skills at word, syllable, onset-rime, and phoneme levels (Atmaca, 2018).

Since the teachers and researchers can make some changes on this test, it can be said
that P.A.S.T. is not a normed test. For instance, they can remove some parts of the test, or
reduce the number of items for practical purposes. In addition, they can change the words or
sentences given on the test. Thus, it is an informal and diagnostic, individually administered

assessment tool to help determine the point of instruction for learners and monitor progress

! Phonological Awareness Skills Test (P.AS.T.) s available on the Internet:
http://www.idealconsultingservices.com/FORMS/Data%20Meeting%20Forms/Phonological Awareness Ski
lIs Test PAST.pdf



http://www.idealconsultingservices.com/FORMS/Data%20Meeting%20Forms/Phonological_Awareness_Skills_Test_PAST.pdf
http://www.idealconsultingservices.com/FORMS/Data%20Meeting%20Forms/Phonological_Awareness_Skills_Test_PAST.pdf
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gained from doing the activities selected by the teacher (Atmaca, 2018; Zgonc, 2000, as cited
in Andracek, 2009).

Before learners begin, they must complete some parts of the test such as their own
names, the teacher’s name, date, and grade. This test, approved by the Oklahoma State Board
of Education (SBE) in 2005, can measure all three levels of phonological awareness: word
recognition (sentences), onset-rnyme awareness, syllable awareness, and phonemic
awareness (Ko, 2012, p. 68).

It is a comprehensive test because it evaluates 14 phonological awareness skills as
follows respectively (Zgonc, 2000):

e Word Recognition (Sentences)
1) Concept of Spoken Word (Sentence Segmentation): To write the number of words

in a sentence (e.g., “Tom ran home.” Tom — ran — home. In this sentence, there are 3
words.)

e Onset-Rhyme Awareness
2) Rhyme Recognition: To tell whether two words sound alike at the end (e.g., If

asked whether cat and sat rhyme, the answer is YES. If asked whether ten and map rhyme,
the answer is NO.)

3) Rhyme Production: To give another word that rhymes with a specific word, and
the answer can be a real word or a nonsense word (e.g., When asked to give one word that
rhymes with sing, possible answers are ring, wing, and king).

e Syllable Awareness
4) Syllable Blending: To put the syllables of a word together (e.g., Blend two

syllables rain-bow into the word rainbow).

5) Syllable Segmentation: To break a word into syllables and count the syllables (e.qg.,
Segment the word basket into bas-ket, thus 2 syllables).

6) Syllable Deletion: To say a word where one syllable is left out (e.g., Say downtown
without down- is town).

e Phonemic Awareness
7) Phoneme Isolation of Initial Sounds: To tell the first sound of a word (e.g., When

asked what the first sound is in the word big, the answer is /b/).

8) Phoneme Isolation of Final Sounds: To tell the last sound of a word (e.g., When
asked what the last sound is in the word same, the answer is /m/).

9) Phoneme Blending: To put the phonemes of a word together (e.g., Blend /sh/ /o/
/p/ into the word shop).
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10) Phoneme Segmentation: To break a word into phonemes and count the phonemes
(e.g., Segment the word ship into /sh/ /i/ Ip/, thus 3 phonemes).

11) Phoneme Deletion of Initial Sounds: To say a word where the first phoneme is
left out (e.g., Say sun without /s/ is /un/).

12) Phoneme Deletion of Final Sounds: To say a word where the last phoneme is left
out (e.g., Say rose without /s/ is /row/).

13) Phoneme Deletion of First Sound in Consonant Blend: To say a word where the
first phoneme is taken off a consonant blend (e.g., Say stop without /s/ is /top/).

14) Phoneme Substitution: To take off the first phoneme of a word and replace it with
another phoneme (e.g., Replace the first sound in bed with /r/ is /red/).

Moreover, an instruction is written under each part in order to help the teacher. In
each part, there are six items. Each correct item equals 1 score. Hence, the lowest score that
can be taken from a part is 1. On the other hand, the highest score is 6. The mastery is at
least five out of six. The teacher checks, accounts the correct scores out of 6. Then, s/he
gives the final total score to his/her learner (Atmaca, 2018).

This test can be administered twice, three or four times yearly. As a pre-test, the
teachers or researchers can give P.A.S.T. at the beginning of school term or year. After the
learners gain some knowledge about phonological awareness with the help of various
activities relating to the assessment, P.A.S.T. can be applied again to measure the learners’
progress. As an immediate post-test, P.A.S.T. can be given to determine the final total score
by the end of the school term or year. Furthermore, as a delayed post-test, the teachers or
researchers can give P.A.S.T. after administering the test as an immediate post-test. It means
that they can understand whether their learners have gained phonological awareness skills

permanently.
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CHAPTER 3: METHODOLOGY

3.1. Introduction
This chapter includes five parts: the research design, the setting, the selection of the

participants, the data collection procedure and the methods used for data analysis.

3.2. Research Design

The primary aim of the study is to investigate the effects of using different kinds of
activities and materials (worksheets, games, toys, videos, and integrating music into class)
on developing phonological awareness among young learners in Turkish EFL context and
gather participant students’ and teacher’s views and reflections about the phonetics
activities.

This study was conducted in a secondary school in a village in the east of Turkey,
Sanliurfa. Pre-tests, immediate post-tests and delayed post-tests were applied by the
researcher at the 5™, 6™ and 7" grades. In this study, the researcher is the English teacher of
the students and worked with a group of students in her classes to reveal their characteristics
and descriptions. The researcher identified the pronunciation problems of her students,
decided to make some changes in her teaching actions. Then, she was involved in some
reflection upon her actions and drew some conclusions for her future teaching practices.
Therefore, the current study can be regarded as an action research.

Basically, action research is defined as a systematic research concerned with the
development of learning-teaching activities (Souto-Manning, 2012), student achievement
(Darling-Hammond & Youngs, 2002), and gaining professional awareness about strengths
and weaknesses (Hagevik, Aydeniz, & Rowell, 2012). The importance of action for both
pre-service and in-service teachers is stressed in the relevant literature for its reflective
benefits and professional contributions despite some time, space, and stakeholder constraints
(Impedovo & Khatoon Malik, 2016; Magos, 2012; Ulvik & Riese, 2016). By gaining
research skills, the teacher can be involved in some decision-making process during his/her
teaching (reflection-in-action) or evaluate the effectiveness of teaching by becoming more
aware of the strong and weak aspects after teaching (reflection-on-action) (Schon, 1983,
1987). Teachers can also reflect on new their own teaching practices and shape their future

teaching practices accordingly (Hine, 2013). Although some teachers may lack the necessary
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motivation, they can become more autonomous in their teaching career thanks to the
involvement in action research (Yuan & Burns, 2016).

In action research, the teacher first senses a problem in his/her classes. In this study,
the teacher observed the pronunciation problem of her learners and decided to go into action
to improve the situation. For this purpose, she prepared extra course materials and activities
like worksheets, toys and some transcription and deciphering activities via integrating music,
songs and games. She constantly referred to these actions during a term to test the
effectiveness of her teaching strategies upon the phonological awareness levels of her young
learners. While doing that, she kept a diary to note down the implementation process, what
was done, what worked, what failed, made some decisions to change or add an activity based
on the learners’ reflections and participation. She measured how the whole learning process
took place via a pre-test/immediate post-test/delayed post-test design and tried to examine
the long term retention of the phonological awareness of the learners. In other words, due to
the recursive nature of action research, the teacher who became the researcher as well
followed a zigzag pattern while she arranged her teaching practices and went back and forth
while preparing the course materials and designing the teaching-learning-testing procedures.
Thus, she took action, collected data, analyzed data, reported the findings and drew some
conclusions for her future teaching, all of which are the stages of the action research which
is considered to possess a cyclical and helix structure (Stringer, 2008) (See Figure 3.1. and
Figure 3.2.).

Figure 3.1. Action research helix (adopted from Hine, 2013, p. 154).
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Collectng Data

Cormurmusnicatiing
Outcomes

Figure 3.2. Action research cycle (adopted from Hine, 2013, p. 154).

In order to collect quantitative data, P.A.S.T. was applied by the researcher and
statistical procedures were employed to analyze the data. In order to collect qualitative data,
student interviews and classroom observations were used, which formed the qualitative side
of the study. Thus, this action research study adopted a mixed-method research design in
order to benefit from the complementary purposes of words and numbers, and triangulate
the data for reaching the results from multiple sources and making richer analyses (Creswell,
Plano Clark, Gutmann, & Hanson, 2003; Dornyei, 2007; McKay, 2006).

Table 3.1. The Implementation Dates and Durations of Pre-tests, Immediate Post-tests and
Delayed Post-tests

Grades The Date of  Duration of  The Date of Duration of ~ The Date Duration
Pre-test Pre-test Immediate Immediate of of
Post-test Post-test Delayed Delayed
Post-test Post-test
5t Grade 15" October  50-55 10" January 40-45 21 30-35
2019 Minutes 2020 Minutes February Minutes
2020
6" Grade 15" October  50-55 10" January 40-45 21 30-35
2019 Minutes 2020 Minutes February Minutes
2020
7" Grade 15" October  50-55 10" January 40-45 21 30-35
2019 Minutes 2020 Minutes February Minutes
2020

As it is seen in Table 3.1., the researcher administered the pre-test, immediate post-
test, and delayed post-test in the 51, 6" and 7!" grades on the same days. Their dates were the
same. Moreover, the durations of the pre-test, immediate post-test, and delayed post-test of
the 5", 6" and 7" grades were almost the same. The duration of the pre-test was
approximately 50-55 minutes. The duration of the immediate post-test was approximately
40-45 minutes. The duration of the delayed post-test was approximately 30-35 minutes. It
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was found out that the pre-test took more time since the participants were not accustomed to
P.A.S.T. However, the immediate post-test took a shorter time than the pre-test since young
learners were accustomed to all parts of the P.A.S.T. All in all, the delayed post-test took a
shorter time than both the pre-test and the immediate post-test. Since young learners studied
on each part of P.A.S.T. for some time, they completed their delayed post-tests in a shorter

time.

3.3. Setting
Convenience sampling was used in the study since the researcher is an English
teacher at a state school in Turkey. This study was conducted at a state secondary school, in
Sanlurfa, Turkey in 2019-2020 academic year. It is a public school. There is only one
English language teacher in this school. The school has not got any English Language
Laboratory. For this reason, the researcher used her own technological equipment such as
computer, portable projector and speakers in the lessons (see Appendix A).

3.4. Participants

The participants of this study were the 51", 6" and 7" grade secondary school students.
They were chosen at the beginning of the academic year. The researcher decided to involve
the participants who were within the easy reach so she chose her students as the sample of
the study. Thus, convenience sampling was used in the study (Mackey & Gass, 2005).

It is known that there is an exam for 81" graders in Turkey. This is such an important
exam that it requires a long term preparation. Thus, the 81" grade students were not included
in this study because of their high school entrance exam. As a result, the present study was
conducted on the 5", 6™ and 7™ grade students. There were a total of 21 participants with 10
female and 11 male 5" grade students who entered secondary school for the first time this
year. The average age of the 5!" grade students is 10.047. There were a total of 17 participants
with 6 female and 11 male 6 grade students. The average age of the 6" grade students is
11.529. There were a total of 18 participants with 10 female and 8 male 7" grade students.
The average age of the 7" grade students is 12.555. Thus, in this study, there were a total of
56 participants with 26 female and 30 male secondary school students. In general, their

language levels were low. However, most of them were ready for language development.
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3.5. Data Collection Tools and Procedures

The first step in the data collection procedure was to inform the administration of the
school and MoNE. After getting the official permission (see Appendix B) from the
administration of the school and MoNE, the participants were informed. Moreover, the
researcher prepared a consent form (see Appendix C) in order to get permissions from the
participants to engage them in this study. In addition, she got permission (see Appendix D)
from Yvette Zgonc who developed P.A.S.T. (see Appendix E) in 2000. The researcher got
all the permissions from her school, MoNE, and her participants. Then, the researcher began
collecting both qualitative and quantitative data during and end of each lesson.

The researcher used teacher diary, held interviews with the students and made
observations as qualitative data collection tools. The researcher did not use an observation
form. At the end of each lesson, the researcher noted her personal observations regarding
classroom activities in a notebook as a teacher diary. The interview questions were asked in
Turkish so that the students could understand the questions. The researcher recorded all the
interviews by her cell phone. Furthermore, the researcher asked the students to express their
opinions and feelings by writing on a paper at the end of each English lesson.

In this study, P.A.S.T. was administered as a pre-test, immediate post-test, and
delayed post-test in order to collect quantitative data. As previously stated, the test was
developed by Yvette Zgonc (2000, 2010). This test can be applied to evaluate language
learners’ phonological awareness skills at the levels of word, syllable, onset-rime, and
phoneme. P.A.S.T. consists of 14 parts. These 14 parts are concept of spoken word (sentence
segmentation), rhyme recognition, rhyme production, syllable blending, syllable
segmentation, syllable deletion, phoneme isolation of initial sounds, phoneme isolation of
final sounds, phoneme blending, phoneme segmentation, phoneme deletion of initial sounds,
phoneme deletion of final sounds, phoneme deletion of first sound in consonant blend, and
phoneme substitution. In each part, there are six words or sentences. Each correct answer
equals 1 score. Thus, the highest score for correct answers that can be gained from a part is
6. On the other hand, the lowest score is 1 or 0. The researcher checks, and calculates the
correct answers out of 6 items. Then, the ultimate overall score is given to the student.

The researcher did not remove any parts of P.A.S.T. However, the researcher
changed the words and sentences of the original P.A.S.T. in line with the 57, 6™ and 7" grade
English course books of MoNE (see Appendix F). The words and sentences were chosen by
the researcher meticulously.
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The instructions, layout, order of the activities were not changed but the form was
translated into Turkish by the researcher and checked by the advisor in order to ease the
understanding of the participating young learners. The only change in the form was about
the items (sounds, words or sentences) in each part. There are 6 items in each part and the
items were changed in line with the curriculum of Turkish MoNE so that the applications of
the study corresponded to the educational needs of the learners in terms of their age and
language level. For this purpose, the researcher scanned the English course books of the 5%,
6" and 7™ graders, selected some sentences, words and sounds which are found in different
units of the course books and paid attention to choose different words with different and
difficult sounds for the participating students. For each grade, she sent the word lists and
units to the advisor, got her feedback while forming the new items for each part, constantly
revised the content and gave the forms their final shape before application. The
appropriateness and content validity of the revised forms was ensured via expert opinion
gathered from the advisor of the thesis.

There were six items in concept of spoken word (sentence segmentation) part of the
P.A.S.T. and the changes made for this part and each grade are shown in Table 3.2. for a
clear understanding about what was changed in the original form.

Table 3.2. Concept of Spoken Word (Sentence Segmentation) Part of P.A.S.T., Original
Items and Revised Items for the 5, 6™ and 7" Graders

Original P.A.S.T. Original Items Revised Items for ~ Revised Items for ~ Revised Items for
Part the 5" Graders the 6" Graders the 7™ Graders
1. Tomran home. 1.1 like history. 1. She plays chess. 1. He can play
basketball well.
Concept of Spoken 2. I have two pets. 2. Is John at 2. He likes 2.l am areptile.
Word (Sentence home? pancakes very
Segmentation) much.
3. Did you eat 3. Do you like 3. Donald is 3. She was born in
lunch? swimming? resting. Ankara.
4. What are you 4. Thisis my daily 4. The weatheris 4. Why did you go
doing? routine. cloudy. there?
5. Terry loves to 5. 1 have a fever. 5. 1 can look after 5. Did you read
play soccer. ill people. the newspaper?
6. Yesterday it 6. | have wings. 6. Aliis attending 6. Jason wants to
rained. a drama club. be an astronaut.

There were six items in rhyme recognition part of the P.A.S.T. and the changes made
for this part and each grade are shown in Table 3.3. for a clear understanding about what was

changed in the original form.
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Table 3.3. Rhyme Recognition Part of P.A.S.T., Original Items and Revised Items for the
51 6" and 7" Graders

Original P.A.S.T. Original Items Revised Items for ~ Revised Items for  Revised Items for
Part the 5 Graders the 6™ Graders the 7 Graders

1. bed---fed 1. class---course 1. milk---silk 1. fat---cat

2. top---hop 2. pool---cool 2. town---down 2. fur---leg
Rhyme 3. run---soap 3. pill---till 3. dry---cry 3.donkey—monkey
Recognition 4. hand---sand 4. funny---bunny 4. funny---boring 4. kill---pill

5. funny---bunny 5. tag---take 5. climb---try 5. meet---food

6. girl---giant 6. pain---rain 6. sing---ring 6. pay---say

There were six items in rhyme production part of the P.A.S.T. and the changes made
for this part and each grade are shown in Table 3.4. for a clear understanding about what was
changed in the original form.

Table 3.4. Rhyme Production Part of P.A.S.T., Original Items and Revised Items for the
50 6" and 7" Graders

Original P.A.S.T. Original Items Revised Items for ~ Revised Items for ~ Revised Items for
Part the 5™ Graders the 6™ Graders the 7™ Graders

1. pan 1. hate 1. take 1.old

2. cake 2. book 2. run 2. net
Rhyme Production 3. hop 3. tower 3. tomato 3. gold

4. see 4. rest 4. winter 4. host

5. dark 5. duck 5. worker 5. town

6. candy 6. fit 6. racket 6. neck

There were six items in syllable blending part of the P.A.S.T. and the changes made
for this part and each grade are shown in Table 3.5. for a clear understanding about what was
changed in the original form.

Table 3.5. Syllable Blending Part of P.A.S.T., Original Items and Revised Items for the 5%,
6" and 7" Graders

Original P.AS.T.  Original Items Revised Items for ~ Revised Items for ~ Revised Items for
Part the 5 Graders the 6" Graders the 7" Graders

1. pen-cil 1. near-by 1. ba-gel 1. out-door

2. rain-bow 2. dodge-ball 2. down-town 2. glob-al
Syllable Blending 3. pop-corn 3. on-line 3. rain-y 3. sit-com

4. black-board 4. back-ache 4. den-tist 4. sur-face

5. side-walk 5. help-ful 5. for-est 5. rack-et

6. pa-per 6. pa-per 6. pub-lic 6. birth-day

There were six items in syllable segmentation part of the P.A.S.T. and the changes
made for this part and each grade are shown in Table 3.6. for a clear understanding about
what was changed in the original form.

Table 3.6. Syllable Segmentation Part of P.A.S.T., Original Items and Revised Items for the
51 6™ and 7" Graders

Original P.A.S.T. Original Items Revised Items for ~ Revised Items for ~ Revised Items for
Part the 5" Graders the 6" Graders the 7" Graders

1. sometime 1. enjoy 1. pancake 1. selfish

2. basket 2. Turkish 2. skyscraper 2. lizard
Syllable 3. bedroom 3. tower 3. windy 3. baseball
Segmentation 4. fantastic 4. fever 4. hairdresser 4. fantastic

5. maybe 5. fantastic 5. forest 5. painkiller

6. helicopter 6. interesting 6. candidate 6. cosmopolitan
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There were six items in syllable deletion part of the P.A.S.T. and the changes made
for this part and each grade are shown in Table 3.7. for a clear understanding about what was
changed in the original form.

Table 3.7. Syllable Deletion Part of P.A.S.T., Original Items and Revised Items for the 5",
6" and 7" Graders

Original P.AS.T.  Original Items Revised Items for ~ Revised Items for ~ Revised Items for
Part the 5 Graders the 6" Graders the 7" Graders

1. (down)town 1. sec(ond) 1. (down)town 1. (in)door

2. (in)side 2. (vis)it 2. (af)ter 2. bas(ket)
Syllable Deletion 3. for(get) 3. soc(cer) 3. sea(side) 3. (skate)board

4. bas(ket) 4. (shop)ping 4. book(shelf) 4. fore(cast)

5. af(ter) 5. ill(ness) 5. (sales)man 5. (mile)stone

6. (skate)board 6. car(toon) 6. break(fast) 6. (cos)tume

There were six items in phoneme isolation of initial sounds part of the P.A.S.T. and
the changes made for this part and each grade are shown in Table 3.8. for a clear
understanding about what was changed in the original form.

Table 3.8. Phoneme Isolation of Initial Sounds Part of P.A.S.T., Original Items and
Revised Items for the 5", 6" and 7"" Graders

Original P.A.S.T. Original Items Revised Items for ~ Revised Items for ~ Revised Items for
Part the 5" Graders the 6" Graders the 7" Graders

1. big 1. shoe 1. rest 1. shark

2. land 2. pool 2. milk 2. reptile
Phoneme Isolation 3. farm 3. tissue 3. farm 3. big
of Initial Sounds 4. apple 4. monkey 4. sunny 4. leg

5. desk 5. boring 5. doctor 5. bill

6. ship 6. order 6. public 6. alone

There were six items in phoneme isolation of final sounds part of the P.A.S.T. and
the changes made for this part and each grade are shown in Table 3.9. for a clear
understanding about what was changed in the original form.

Table 3.9. Phoneme Isolation of Final Sounds Part of P.A.S.T., Original Items and Revised
Items for the 5", 6" and 7" Graders

Original P.AS.T.  Original Items Revised Items for  Revised Items for ~ Revised Items for
Part the 5 Graders the 6" Graders the 7 Graders
1. pick 1. hate 1. help 1. trick
2. ran 2. chess 2. milk 2. fresh
Phoneme Isolation 3. fill 3. tag 3. jam 3. tooth
of Final Sounds 4. bug 4. wash 4. teeth 4. miss
5. same 5. fit 5. river 5. moon
6. tooth 6. lake 6. vote 6. dig

There were six items in phoneme blending part of the P.A.S.T. and the changes made
for this part and each grade are shown in Table 3.10. for a clear understanding about what

was changed in the original form.



65

Table 3.10. Phoneme Blending Part of P.A.S.T., Original Items and Revised Items for the
51 6™ and 7" Graders

Original Original Items Revised Items for ~ Revised Items for the  Revised Items for the
P.A.S.T. Part the 5 Graders 6" Graders 7" Graders

1. /m/ fel 1. /sh/ lof Ip/ 1. /d/ fa/ [df 1. /al fil Irl

2. /ol Jel 1d/ 2.1t/ 1al Ig/ 2./m/ il N T/ 2. 1sl lel lel
Phoneme 3. Ihllal It/ 3./sl ol N\ Il fel 3. 1% fal Il Im/ 3./p/ Nl 1ad Inl 1t/
Blending 4. Iml Jul Isl It/ 4. /n/ ful Il 1t/ 4. /m/ ful I§1 1510l 4. Jol Ivl 1d] fel Ir]

5. Ish/ fol Ip/ 5. vl fel It 5. Ish/ fol Ip/ 5.1g/ il Inf 19/ Iel It/

6./p/ V[l Inf 1t 6./ [al It/ Im/ 6. /bl Jol Ix/ 6. /t/ Ir/ Jal Ish/

There were six items in phoneme segmentation part of the P.A.S.T. and the changes
made for this part and each grade are shown in Table 3.11. for a clear understanding about
what was changed in the original form.

Table 3.11. Phoneme Segmentation Part of P.A.S.T., Original Items and Revised Items for
the 5™, 6" and 7"" Graders

Original P.A.S.T. Original Items Revised Items for ~ Revised Items for ~ Revised Items for
Part the 5" Graders the 6" Graders the 7" Graders

1. in 1. talk 1. shop 1. save

2. at 2. wash 2. jam 2. television
Phoneme 3. name 3. mint 3. cheese 3. visit
Segmentation 4. ship 4. join 4. knit 4. trick

5. sock 5. art 5. dog 5. wrap

6. chin 6. dog 6. north 6. thin

There were six items in phoneme deletion of initial sounds part of the P.A.S.T. and
the changes made for this part and each grade are shown in Table 3.12. for a clear
understanding about what was changed in the original form.

Table 3.12. Phoneme Deletion of Initial Sounds Part of P.A.S.T., Original Items and
Revised ltems for the 5", 6™ and 7"" Graders

Original P.AS.T.  Original Items Revised Items for ~ Revised Items for ~ Revised Items for
Part the 5" Graders the 6" Graders the 7" Graders
1. (s)un 1. (t)ent 1. (m)ilk 1. lace
Phoneme Deletion 2. (p)ig 2. (earn 2. (d)ad 2. (Hand
of Initial Sounds 3. (m)op 3. (s)eek 3. (tailor 3. (n)et
4. (n)eck 4. (n)ame 4. (n)ovel 4. (d)ate
5. (b)at 5. (K)itten 5. (h)air 5. (h)azel
6. (t)ape 6. (Dion 6. (h)otel 6. (t)usk

There were six items in phoneme deletion of final sounds part of the P.A.S.T. and
the changes made for this part and each grade are shown in Table 3.13. for a clear
understanding about what was changed in the original form.

Table 3.13. Phoneme Deletion of Final Sounds Part of P.A.S.T., Original Items and
Revised Items for the 5", 6" and 7*" Graders

Original P.AS.T.  Original Items Revised Items for ~ Revised Items for ~ Revised Items for
Part the 5 Graders the 6" Graders the 7 Graders

1. rolsle 1. clim(b) 1. mil(k) 1. ski(n)

2. trai/n/ 2. hur(t) 2. par(k) 2. bul(b)
Phoneme Deletion 3. grou /p/ 3. wal(k) 3. star(t) 3. hos(t)
of Final Sounds 4. sealt 4. ten(t) 4. rea(d) 4. ho(l)e

5. ba/k/e 5. earl(y) 5. fee(l) 5. poin(t)

6. in/ch/ 6. coun(t) 6. coo(Kk) 6. new(s)
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There were six items in phoneme deletion of first sound in consonant blend part of

the P.A.S.T. and the changes made for this part and each grade are shown in Table 3.14. for

a clear understanding about what was changed in the original form.

Table 3.14. Phoneme Deletion of First Sound in Consonant Blend Part of P.A.S.T.,
Original Items and Revised Items for the 5", 6" and 7" Graders

Original P.A.S.T. Original Items Revised Items for ~ Revised Items for ~ Revised Items for
Part the 5" Graders the 6" Graders the 7" Graders
1. Say clap 1. Say drink 1. Say play 1. Say claw
Phoneme Deletion  without /k/ without /d/ without /p/ without /k/
of First Sound in 2. Say stop 2. Say speak 2. Say bring 2. Say trust
Consonant Blend without /s/ without /s/ without /b/ without /t/
3. Say trust 3. Say black 3. Say scare 3. Say crime
without /t/ without /b/ without /s/ without /k/
4. Say black 4. Say sport 4. Say plug 4. Say place
without /b/ without /s/ without /p/ without /p/
5. Say drip 5. Say smile 5. Say close 5. Say stop
without /d/ without /s/ without /k/ without /s/
6. Satsmile 6. Say flag without 6. Say draw 6. Say preserve
without /s/ /f] without /d/ without /p/

There were six items in phoneme substitution part of the P.A.S.T. and the changes

made for this part and each grade are shown in Table 3.15. for a clear understanding about

what was changed in the original form.

Table 3.15. Phoneme Substitution Part of P.A.S.T., Original Items and Revised Items for
the 51, 6" and 7"" Graders

Original P.A.S.T.
Part

Original Items

Revised Items for
the 5" Graders

Revised Items for
the 6™ Graders

Revised Items for
the 7" Graders

Phoneme
Substitution

1. Replace the first
sound in man with
k!

2. Replace the first
sound in pig with
1d/

3. Replace the first
sound in sack with
it/

4. Replace the first
sound in well with
Ifl

5. Replace the first
sound in bed with
Irl

6. Replace the first
sound in shop with
[ch/

1. Replace the first
sound in near with
b/

2. Replace the first
sound in go with
Is/

3. Replace the first
sound in need with
Is/

4. Replace the first
sound in pool with
K/

5. Replace the first
sound in cake with
b/

6. Replace the first
sound in get with
Ip/

1. Replace the first
sound in run with
/sl

2. Replace the first
sound in chips
with /sh/

3. Replace the first
sound in like with
/bl

4. Replace the first
sound in funny
with /s/

5. Replace the first
sound in pick with
Ikl

6. Replace the first
sound in look with
K/

1. Replace the first
sound in gold with
b/

2. Replace the first
sound in net with
Ip/

3. Replace the first
sound in cage with
Ip/

4. Replace the first
sound in hit with
/sl

5. Replace the first
sound in save with
K/

6. Replace the first
sound in host with
Ip/

In the first semester of 2019-2020 academic year, the researcher administered

P.A.S.T. as a pre-test and an immediate post-test. The instructions for each part were given
by the researcher in Turkish. Before teaching phonological awareness to young learners, the
researcher administered a pre-test in order to measure phonological awareness skills of

young learners in the 5%, 6" and 7" grades separately. Before beginning, the participants
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completed some parts such as name, surname, gender, age, date, student number, class, and
the name of English teacher. While administering the pre-test, the researcher gave only one
example for each part of P.A.S.T. Then, she wrote one example on the board to explain. She
explained each instruction twice. She did not answer any questions of the participants during
the pre-test. It took 50-55 minutes to complete the pre-test. Then, the researcher checked the
answers, and made calculations for overall scores. Furthermore, the researcher gave a code
for each participant in order to de-identify each of them. The codes were given according to
grade, gender, and number of the participant. For instance, the codes are 5F5, 6M1, 7F9, etc.
Before teaching practices, the researcher searched, arranged, and prepared her teaching
materials and activities such as computer, portable projector, speakers, games (see Appendix
G), videos, songs, worksheets (see Appendix H), toys, charts (see Appendix I), audio
dictionaries, hands-on activities, TPR activities (see Appendix J) in order to enhance her
young learners’ phonological skills. The researcher also gave a wide range of assignments
(see Appendix K) after each English lesson. All of these materials, activities, and
assignments were chosen in line with the characteristics of young learners. Moreover, the
researcher modified her teaching practices to respond to strong and weak aspects of her
young learners.

After administering the pre-test, she taught English sounds and phonetic alphabet by
using audio dictionaries and IPA phonetic chart. She copied and distributed the charts for all
young learners to follow the course, and to revise them at home. She focused on teaching
the sounds by using the IPA phonetic chart.

Firstly, she explicitly taught that words are composed of an order of speech sounds
(phonemes). Especially, the sounds /f/, /tf/, /6/, /y/, and /o/ were the most difficult ones to
learn and pronounce for the young learners. Thus, they listened to the sounds with the help
of audio dictionaries. She downloaded various videos and songs in order to teach each
sounds in an exciting way. For instance, in one of the videos, young learners saw and said
each sound while listening and watching it in the class. The video included the sounds and
different objects that begin with the same sound. The young learners tried to show each letter
sound by using their arms and fingers. They also tried to find different words that start and
end with /f/, tf/, /6/ sounds. This was a fun and simple way to learn the sounds in English.
Moreover, sound and phonics songs were used to teach the sounds of English vowels and
consonant. For instance, the learners learnt the difference between a long vowel and a short
vowel. In the word “red”, there is a short /e/ sound. On the other hand, in the word “read”,

there is a long /ee/ sound that is shown as /i:/.
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They also learnt silent “e”. In English orthography, many words end with a silent “e”.
It affects the pronunciation of the words. The silent “e” is written at the end of the word.
However, it is not pronounced. For instance, in the word “cake”, there is a silent “e” at the
end of the word, but this word is pronounced as /keik/. Thus, the silent “e” is not pronounced
in this word. Similarly, different songs were listened in the classes in order to teach the silent
“e”. In addition, young learners had fun while completing their worksheets in the classes.
She found, or prepared her own worksheets in order to get the young learners to practice.
Their favorite worksheet was “Silent -e Read & Color”. They found the correct words
according to their pictures. There were two words under each picture. One of the words had
a silent “e”. For instance, one of the pictures was bike. There were two words “bik” and
“bike” under the picture. The word “bike” has a silent “e”. It is not pronounced. However, it
is written. Thus, the young learners colored the option “bike” and its picture. Various
assignments were also given to young learners at the end of each lesson. She checked all the
assignments one by one at break time or lunchtime. She identified the wrong answers, and
gave feedback. Then, she paid attention to all the wrong answers by teaching them to the
young learners again. Furthermore, she believed that young learners should be tested on the
learnt things in order to create a positive backwash effect. It is very important that teachers
should test what they taught in the classes. If test items correspond with the objectives of the
syllabus, they will provide positive backwash effects on the learners. In the contrary case,
they will affect their learning negatively (Paker, 2013, p. 1464).

Secondly, she wrote the phonetic transcriptions of the sounds on the board. The
phonetic transcriptions were also taught in the words. For instance, the /f/ sound was taught
in the word “sheep”, the /tf/ sound in the word ““cheese”, the /0/ sound in the word “think”,
the /y/ sound in the word “ring”, and the /o/ sound was shown in the word “America”.
Initially, easier words were used to teach both the sounds and phonetic transcriptions. More
difficult and longer words were used in time. Different songs, worksheets, videos, games
were also used to teach how to write the phonetic transcriptions of English words. As an
assignment, the young learners drew and colored their own sound charts. They love winning
awards after a game, an activity, or an assignment. They love getting a gift from the
researcher. Thus, she rewarded them with simple things such as pencil, eraser, pencil
sharpener, highlighter, chocolate, candy, cake, sticker, etc. In addition to these awards, she
also rewarded them by telling encouraging words and sentences such as “Great!”, “Well
Done!”, “Excellent!”, “You have done so well.”, “Keep up the good work!”, “Thanks for
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your effort!” She also gave extra points to the young learners who participated in the
activities, and did all the assignments appropriately.

Thirdly, the young learners learnt consonant blends and their pronunciations with the
help of songs and worksheets. For instance, they learnt the blend “sk” in the word “skate”,
the blend “br” in “brush”, or the blend “flI” in “fly”, etc. They tried to find different words
that start with the consonant blends.

In order to develop phonological awareness among these young learners, multiple
activities were used in the classes. The researcher focused on young learners’ characteristics
while preparing the materials. Thus, she tried to find exciting, motivating, encouraging, and
educational videos, songs, worksheets, games, materials for the young learners. All the
activities and materials were found and prepared according to the parts of P.A.S.T. There
are 14 parts in the test. The activities were done in the order of original P.A.S.T.

The 1% part is “Concept of Spoken Word (Sentence Segmentation)”. In this part, the
aim was to teach young learners how to segment the sentences into the words. The young
learners also focused on punctuation marks in a sentence. The activities in this part helped
them to understand that the words are units of language showed in print. They also supported
young learners in developing the print concept of the words. In these activities, they counted
the words in the sentences, and wrote the correct number. The researcher used a technique
to teach this part. They were clapping their hands while reading the sentences. For each
word, they clapped their hands. For instance, the sentence was “The dog ran home.” They
clapped their hands 4 times because there were 4 words “The- dog- ran- home.” It was an
exciting and fun way to teach how to segment a sentence into the words. They loved this
activity. The worksheets were also used in this part. For instance, these young learners
counted the words in each sentence, and colored the apples to show their answers on the
worksheet “Counting Words”. They love coloring so it was amazing for them. Another
worksheet named as “Sentence Segmentation” was also done. She asked them to find out
how many words there were in each sentence. Then, they counted the words, and wrote the
number. Moreover, the videos were watched in this part.

The 2" part is “Rhyme Recognition”. In this part, the aim was to teach recognition
to rhyme. The learners were expected to recognize word pairs that rhymed and ones that did
not rhyme. For instance, the word pairs “big” and “dig” rhyme. However, the word pairs
“big” and “red” do not rhyme.

In order to teach rhyming, she used songs, videos, and worksheets. In this part, their

favorite song was “Big Pig Song”. She also taught rhyming on the board by giving different
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examples. The learners took notes on their notebooks (see Appendix L) because they knew
that their notebooks would be controlled, and she would give extra points for them. In one
of the songs, the learners shouted “Yes!”” and signed it by using their thumbs upward for the
word pairs that rhymed. On the contrary, they shouted “No!” and signed it by using their
thumbs downward for the word pairs that did not rhyme. They love singing songs and using
their bodies. Especially, their favorite type of music is rap. Thus, this activity was one of
their most favorite ones during the study. Likewise, a variety of worksheets were completed
and different assignments were given to them. One of the worksheets was “Rhyming- Take
out the trash”. In this worksheet, the young learners tried to find out the unrhymed words,
and took them out. For instance, the words “fan”, “pan”, and ““cat” were written on the paper.
The unrhymed word was “cat” while the words “fan” and “pan” were rhyming. Thus, the
researcher wanted the young learners to take the unrhymed word “cat” out.

One of the young learners prepared her own rhyming cards to play a game with her
classmates. She wrote different rhyming words on colorful papers. She made the researcher
very happy because of her great effort.

The 3" part is “Rhyme Production”. In this part, the aim was to teach young learners
to produce rhyming words. After hearing a word, for instance, “lab” they produced many
rhyming words such as “cab”, “tab”, “crab”, etc. Rhyming games were played, and rhyme
production activities were done in the classes. “The exercise, rhyme and freeze” and “I Love
to Rhyme” were the young learners’ favorite songs in this part because they love to sing and
recite nursery rhymes. As an assignment, the blank flower pages were distributed to all
young learners. However, she wrote different rhyme units in the middle of the flowers such
as “ig”, “en”, “ed”, “ob”, “it”, etc. Then, she asked them to write rhyming words on each
leaf of the flower. For instance, “it” was written in the middle of the flower. Thus, they
produced and wrote these rhyming words such as “bit”, “sit”, “fit”, “hit” on the leaves of the
flower. They also pasted and colored their flowers. Moreover, they wrote word families in
their notebooks. These families were used to teach the words that had the same ending letters
and rhymed.

In this part, the researcher brought a game named as “Rhyming Match Game”. Before
the game, she pasted 16 pictures on the board. Then, she asked all of the young learners to
find out, and write the words on their notebooks. She waited for them for a while. They used
their dictionaries as a pair or a group in order to find English words. After that, they shared
their answers. She wrote 16 words on the board. Moreover, she asked them to find out the

rhyming words such as “parrot” and “carrot”, “cake” and “snake”, “moon” and “spoon”, etc.
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In this game, the young learners came to the board one by one. They matched the pictures
according to their rhyme. For instance, one of them took the picture of cat. S/he said that
“cat” matched with the word “bat” because they were rhyming words. S/he wrote these
words on the board. Then, s/he pasted the picture of cat under the picture of bat. These young
learners loved this matching game because they love visuals, and colors. They also love
being in front of the class during the activities.

The 4 part is “Syllable Blending”. In this part, the aim was to teach young learners
to put the syllables of a word together. Firstly, she taught what a syllable is, since the young
learners did not have any idea about the syllable. She wrote the syllables on the board, and
blended them to create a word. For instance, if the two syllables “pi-" and “-lot” are blended,
the word “pilot” can be found. Actually, the 4" and 5™ parts were taught together because
both of them were about syllable awareness.

The 5 part is “Syllable Segmentation”. Segmenting is the converse of blending. In
this part, the aim was to teach young learners to divide a word into its syllables and count
them. It refers to an ability to identify how many syllables in a word. In this part, one of the
favorite activities of the young learners was “Draw a Rainbow™. In this activity, they were
asked to read the words, count the syllables, and draw a line of the rainbow for each syllable.
They also colored their rainbows to have fun. As an assignment, the blank flower pages were
distributed to all young learners. However, the researcher wrote the number of syllables in
the middle of the flowers. Then, she asked the young learners to find different words
according to the number of syllables. They found, divided, and wrote the words on each leaf
of the flower. For instance, 3 was written in the middle of the flower. Thus, they found and
wrote the words that had 3 syllables. For instance, they wrote “ba-na-na”, “fan-tas-tic”, “bas-
ket-ball” on each leaf of the flower. They also pasted and colored their flowers.

She used clap and count technique that was used in the 1% part. She had the young
learners accompany both the syllables and the sounds with clapping. They clapped each
syllable when they said it. First, she represented one syllable words such as “cat”, “star”,
“frog”, “hand”, etc. Secondly, two syllables words were represented such as “cof-fee”,
“scoo-ter”, “rock-et”, “zeb-ra”, etc. Thirdly, three syllables words were shown such as “bas-
ket-ball”, “ra-di-0”, “me-di-cine”, “ba-na-na”, etc. Finally, she represented four syllables
words such as “cat-er-pil-lar”, “al-li-ga-tor”, “hel-i-cop-ter”, etc.

Moreover, she taught them a practical way to help them understand how the syllables
worked. In this technique, she asked them to put their one hand under their chins. She also

asked them to say the written word. While they were saying each syllable in the word, she
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asked them to feel their chins drop for each syllable (Parker, 2010). In addition, open and
closed syllables were taught with the help of syllable songs. In open syllables, there is only
one vowel sound. In the syllable, this vowel sound is the last letter. For instance, in the first
syllable of the word “tiger”, there is an open syllable “ti-”. Likewise, there is one vowel
sound in closed syllable, but this vowel is followed by at least one consonant. For instance,
in the first syllable of the word “carpet”, there is a closed syllable “car-". Furthermore, she
prepared a syllable blending and segmenting activity. In this activity, the divided syllables
were pasted on the board. They came to the board one by one. Firstly, they counted the
divided syllables. Then, they blended the syllables in order to create a word. For instance,
one of the words was “basketball”. One of the young learners counted 3 syllables “bas-ket-
ball” in this word, and blended the syllables to find the whole word “basketball”. S/he wrote
the whole word on the board. After that, s/he divided the word “basketball” into 3 syllables
“bas-ket-ball”. S/he wrote the syllables of the word on the board. During this activity, one
of the students made me very happy. This student stammers. For this reason, this student did
not want to participate in the activities. However, this student was very willing to take part
in this activity. This was the first time that the researcher heard the sound of this student. In
this activity, this student raised the finger for the first time.

The 6™ part is “Syllable Deletion”. Similarly, this part was also about syllable
awareness of young learners. In this part, the aim was to teach young learners to manipulate
the sounds by deleting one syllable. It was also aimed to teach them to say a word where one
syllable was left out. In previous part, “Draw a Rainbow” activity was done. In this activity,
young learners studied on different words and their syllables. In this part, she wrote the same
words on the board. Then, she asked them to divide the words into the syllables. After that,
she asked them to delete the first or second syllable from the whole word. For instance, one
of the words was “picnic”. One of them divided the word into 2 syllables “pic-nic”. Then,
s/he deleted the second syllable “-nic” from the whole word, and wrote the remained or first
syllable “pic-" on the board.

After first six parts had been taught, she prepared a P.A.S.T. worksheet for the young
learners. She gave all the instructions in Turkish. She gave them some time, and waited for
them. First, they completed each part on their own. Then, as a class, we answered the parts
one by one.

The 7 part is “Phoneme Isolation of Initial Sounds”. In this part, the aim was to
teach young learners to tell the first/initial/beginning sound of a word. She found an activity

named as “Color by Sound”. The young learners colored the beginning sound of each picture
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on the paper. For instance, one of the words in this activity was “mushroom”. They found
the word by looking at the picture. As their teacher, she let them use their own dictionaries
to find the words. Then, they tried to find out its beginning sound /m/, and colored /m/ sound.
She also wrote each word, and showed the beginning sounds on the board. They loved this
activity because they love drawing, coloring, and doing arts and crafts activities.

In this part, she especially focused on the sounds /f/, /tf/, and /0/, since they were the
most difficult ones to learn and pronounce for these young learners. Hence, she brought
different activities in order to teach these sounds. She asked them to write the words that
start with these sounds. Then, she checked their answers one by one, and gave feedback to
them. One of the activities in this part was a coloring, cutting, and pasting activity related to
the beginning sounds. There were 4 houses (/a/, /b/, Ic/, /d/) and 8 pictures on the paper. She
asked them to find and write these 8 words. Then, they pasted the pictures in the correct
house. For instance, they colored and pasted the picture of box in the house of /b/ sound,
since the word “box” starts with /b/ sound. They loved this activity because it was in their
field of interest.

In this part, one of the worksheets named as “Finish the Words!” was about the words
that begin with ch, sh, th, ph, and wh. There were 10 words and pictures on the paper.
However, their initial sounds were deleted. She asked them to complete these words with
their beginning sounds. For instance, some of the words were “whistle”, “shark”, “phone”,
“chair”, “thumb”, etc. Then, she used an audio dictionary to have these learners listen to
their pronunciations in the class. In one of the activity, she asked them to write the initial
consonant for each word. For instance, /b/ sound for “bag”, /p/ sound for “pen”, /m/ sound
for “mug”, etc. In this part, they also did a worksheet named as “What’s My Sound?”” They
found the words, and their initial sounds among 3 sounds. Then, they colored them.

In the class, the teacher opened different songs for her young learners because they
love singing and dancing very much. They want to be energetic in the lessons. In this part,
she prepared her own game with some visuals and small wooden clothespins. She found the
pictures of different animals such as butterfly, cow, frog, bear, etc. She bought small
clothespins. In this game, young learners played in groups. She asked them to write the
names of the animals on their notebooks, and find their initial sounds. There were 3 sounds
under each animal picture. Then, they showed the correct initial sound with their small
clothespins. For instance, there was a duck on the picture. They wrote the word “duck”, and
showed its initial sound /d/ among 3 sounds /g/, /d/, /s/ by using a clothespin. These small
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clothespins made them excited because they love playing with real materials. Thus, she
bought these clothespins in order to draw their attention.

Moreover, the teacher created her own game for the young learners. She bought a
small ball that can stick on the board. She wrote a lot of words on the board in a disorganized
way. For instance, one of the volunteers came to the board. She asked him to find a word
that starts with /f/ sound. Thus, he threw the ball on the word “florist” because this word
starts with /f/ sound. This ball can stick on everywhere when somebody throws it. They loved
her initial sound game and the small ball. This material drew their attention to the lesson.
Even the naughtiest ones were willing to participate in this game.

In this part, the teacher brought a song named as “Exercise to the Beginning Letter
Sounds”. This song is a good choice for a TPR activity. While the learners were listening to
the sounds and words, they were also doing exercises. They loved this song, and wanted to
listen to this song again and again. As an assignment, the blank flower pages were distributed
to all of them. However, she wrote the sounds /f/, /tf/, and /6/ in the middle of the flowers.
Then, she asked them to write different words that start with these sounds on each leaf of the
flower. For instance, the /tf/ sound was written in the middle of the flower. Thus, they found
and wrote the words that start with the /tf/ sound. For instance, they wrote “cheese”, “chips”,
“chair”, “choose”, and “chess” on each leaf of the flower. They also pasted and colored their
flowers.

The 8™ part is “Phoneme Isolation of Final Sounds”. In this part, the aim was to teach
young learners to tell the final/ending sound of a word. Similarly, she focused on the sounds
IfI, Itf/, /6/, and also /n/ since they were the most difficult ones to learn and pronounce for
them. She wrote different words on the board to teach these sounds as a beginning or a final
sound in these words. They wrote these words and sounds on their phonetic notebooks.
Moreover, they learnt how to write these sounds as symbols. She wrote different words on
the board again, and asked them to write the final sounds.

She found an activity named as “Words with SH”. In this activity, there were 8 words
and their pictures. There were two columns on the paper. The left column was for the words
that start with /f/ sound. On the other hand, the right column was for the words that end with
/I sound. First, they found 8 words by looking at the pictures. For instance, some of the
words were “sheep”, “cash”, “trash”, and “shoe”. They wrote each word under the picture.
Secondly, they tried to find out 4 words that start with /f/ sound. They wrote these words in
the left column. They found other 4 words that end with /f/ sound. They wrote them in the

right column. Then, we pronounced each word in the class by stressing initial or final /f/
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sounds. After that, she asked 8 students to come to the board, write the words in the columns,
and show the /f/ sounds.

In this part, one of the activities was about the weather. There were 5 words and
pictures on the paper. However, their initial and final sounds were deleted. She asked them
to write the initial and final sound for each word. The words were “rain”, “wind”, “cloud”,
“umbrella”, and “sun”. Moreover, they could find final consonant sounds in one of the
activities in this part.

The 9™ part is “Phoneme Blending”. In this part, the aim was to teach young learners
how to put the phonemes of a word together. In one of the activities, she wrote some divided
phonemes on the board. She asked them to pronounce these phonemes one by one. Then,
they put the phonemes together in order to find the word. They wrote the phonemes and
words on their phonetic notebooks. For instance, she wrote /sh/, /a/, /r/, and /k/ phonemes on
the board. She asked them to blend these phonemes to find the word “shark”. Then, one of
them found this word, and wrote it on the board. She chose all the words from the videos,
songs, worksheets, and assignments that were used in the classes.

She taught the 9™ and 10™ parts together in the same activities. The 10" part is
“Phoneme Segmentation”. Segmenting is the converse of blending. It refers to an ability to
identify how many phonemes there are in a word. In this part, the aim was to teach young
learners how to break a word into its phonemes and count the phonemes. In the same
activities, she taught both of these parts. For instance, she wrote the word “knee” on the
board. She asked them to break this word into the phonemes and count them. Then, one of
them pronounced the word and its phonemes /n/ /e/ /e/, and wrote it on the board. The student
also said that there were 3 phonemes in the word “knee” because the /k/ sound was not
pronounced. Thus, the /k/ phoneme was not counted. She chose all the words from the
videos, songs, worksheets, and assignments that were used in the classes.

The 11" part is “Phoneme Deletion of Initial Sounds”. In this part, the aim was to
teach young learners how to say a word where the first/initial/beginning phoneme is left out.
She wrote different words on the board. She asked them to break these words into its
phonemes and count the phonemes. She also asked them to tell the first/initial/beginning
sounds of these words. Then, they pronounced the words without their initial sounds. For
instance, she wrote the word “throw” on the board. First, they pronounced the word. Then,
they broke the word into its phonemes /th/ /r/ /ol Iw/. After that, they said this word without
/th/ sound as “row”. They wrote the words without their initial phonemes on their phonetic

notebooks.
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The 12" part is “Phoneme Deletion of Final Sounds”. In this part, the aim was to
teach young learners how to say a word where the final/ending phoneme is left out. The
previous part is the converse of this part. However, the researcher used the same activities
for these two parts. Similarly, she wrote different words on the board. She asked them to
break these words into phonemes and count the phonemes. She also asked them to tell the
final/ending sounds of these words. Then, they pronounced the words without their final
sounds. For instance, she wrote the word “brush” on the board. First, they pronounced the
word. Then, they broke the word into its phonemes /b/ /r/ /ul /sh/. After that, they said this
word without /sh/ sound as “bru”. They wrote the words without their final phonemes on
their phonetic notebooks.

The 13" part is “Phoneme Deletion of First Sound in Consonant Blend”. In this part,
the aim was to teach young learners how to say a word where the first phoneme is taken off
a consonant blend. In this part, the researcher prepared an activity by using different visuals.
Before the activity, she pasted 12 pictures on the board. Each of 12 words had a consonant
blend such as “st”, “tr”, “sl”, “cr”, etc. Then, she asked them to write these words in their
notebooks, and find their consonant blends. Moreover, she asked them to delete the first
sound from the consonant blends. For instance, one of the words was “space”. In this word,
the consonant blend is “sp”. The first sound in this consonant blend is the /s/ sound. One of
the young learners came to the board, pronounced the word “space”, and found the consonant
blend “sp” and its first sound /s/. Then, s/he said the word “space” without the first sound /s/
in the consonant blend “sp”. Thus, s/he wrote the word “space” without /s/ sound as “pace”.
In this activity, it is important that the word should be meaningful when the first phoneme is
taken off its consonant blend.

The 14" part is “Phoneme Substitution”. In this part, the aim was to teach young
learners how to take off the first phoneme of a word and replace it with another phoneme. In
this part, the researcher used visuals of two different words such as “hat” and “bat”. She
showed these visuals, and asked them to write the words on their notebooks. Then, she asked
them to find the first phoneme of the word “hat”. They found the first phoneme /h/, and
changed the /h/ to a /b/ phoneme. Thus, the new word became “bat” because they replaced
the phoneme /h/ with the phoneme /b/. She also found a worksheet named as “Making New
Words”. There were 7 words with short /e/ sound. The words were “fed”, “den”, “set”, “hen”,
“let”, “men”, and “pet”. There were also 7 pictures of the new words such as “bed”, “hen”,
“net”, “ten”, “wet”, “pen”, and “jet”. The learners took off the first phonemes of the words

“fed”, “den”, “set”, “hen”, “let”, “men”, and “pet”. Then, they changed these words to the
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words “bed”, “hen”, “net”, “ten”, “wet”, “pen”, and “jet” by replacing the first phonemes
with different phonemes. For instance, they took off the first phoneme of the word “set” and
replaced it with the phoneme /n/ because there was a net in the picture. As a result, the new
word “net” was written on the paper.

After last eight parts had been taught, the researcher prepared a P.A.S.T. worksheet
again for the young learners. She gave all the instructions in Turkish. She gave them some
time and waited for them. First, they completed each part on their own. Then, as a class, we
answered the parts one by one.

At the end of the first semester, the researcher administered the immediate post-test
in order to evaluate the young learners’ phonological awareness development. She
administered the pre-test to the 5", 6™ and 7" grade students on the same day. Before
beginning, she asked them to complete some parts such as name, surname, gender, age, date,
student number, class, and the name of English teacher. It took 40-45 minutes to complete
the immediate post-test. It took less minutes than the pre-test since the learners were
accustomed to all parts of P.A.S.T. Likewise, she checked their answers and gave their
overall scores.

At the beginning of the second semester, the researcher administered P.A.S.T. as the
delayed post-test to find out whether the young learners gained phonological awareness
skills more permanently. She asked them to complete the same parts such as name, surname,
gender, age, date, student number, class, and the name of English teacher. It took 30-35
minutes to complete the delayed post-test. Since the young learners studied on each part of
P.A.S.T. for some time, it took less time to complete than both the pre-test and immediate
post-test. She again checked their answers, and gave their overall scores.

In the process of data collection, there were some negative sides and problems of this
study such as technological and technical incompetence, long term electric cut-outs,
participant negligence, preconceptions, readiness level of participants, health problems,
snow holiday, public holidays and school exams. Moreover, the school did not have any
English Language Laboratory. For this reason, all technological devices, language teaching
and learning materials (audio dictionaries, phonetic charts, flashcards, worksheets,
computer, portable projector, speakers, etc.) were supplied by the researcher. In spite of all
these problems, fortunately, this study was uneventfully completed by the researcher.

On the other hand, this study also had some positive aspects. First of all, the
participants were the researcher’s own young learners. She has been teaching English to

them for 2 years. Thus, the researcher knows almost all of them well, and follows them
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closely. She is closely acquainted with their language levels, personality traits, opinions
about language learning, success expectancy, interests, hobbies, educational aims, dreams,
financial situations of their families, and health problems. Secondly, most of the participants
were eager to learn English. Thus, they were enthusiastic about participating in language
activities, and sharing their ideas about the activities. Thirdly, they wrote their opinions on
small pieces of papers, and gave them to the researcher after each English lesson.
Furthermore, luckily, most of them were willing to have interviews with the researcher. The
papers were collected, and the interviews were recorded by the researcher in order to use
them as qualitative data collection tools. Finally, they were also willing to answer all
questions in the pre-, immediate post-, and delayed post-tests, which were administered as
quantitative data collection tools.

In order to collect qualitative data, the researcher held interviews with her
participants one by one after each English lesson. These interviews were held with the
volunteer participants in their own classrooms at break time. Some of the participants did
not want to have interviews so they were not included in the interviews. Luckily, most of
them were willing to have interviews with the researcher. The interview questions were
prepared by the researcher before the lessons. Then, they were asked in Turkish so that the
students could understand. It took 2-3 minutes. However, some of the participants were more
willing to share their opinions. For this reason, the researcher asked additional questions
during the interviews. The researcher recorded all the interviews by her cell phone. Then,
she listened to the interviews again and again. She wrote the interviews out, and translated
them into English. Finally, the researcher wrote them on her teacher diary.

Furthermore, the researcher asked the students to express their opinions and feelings
about English language activities by writing their opinions on a paper at the end of each
English lesson. The researcher gathered the papers one by one. She translated all the papers

into English. Then, she stored them in her teacher file.

3.6. Data Analysis
As previously stated, P.A.S.T. was administered as a pre-test, immediate post-test,
and delayed post-test in order to collect quantitative data. The researcher made calculations
and comparisons between pre-, immediate post-, and delayed post-test scores of 56
participants by means of Excel program. The scores were transformed into tables in order to
show the averages of ages and pre-, immediate post-, delayed post-test scores, and the total

number of the participants in terms of gender. As noted earlier, the researcher gave the
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participants different codes after the pre-test in order to hide their names and surnames.
While preparing the tables, the researcher gave the same participants the same codes. Thus,
in the tables, their names and surnames remained hidden.

Moreover, Statistical Package for the Social Sciences (SPSS-16) program was used
to analyze quantitative data to determine whether there existed any significant differences
between the pre-test, immediate post-test, delayed post-test results. For the analysis of diary
and interviews, content analysis was applied to code and categorize the emerging themes
(Glaser & Strauss, 1980; Strauss & Corbin, 1998). In education, content analysis can be used
to analyse documents (Cohen & Manion, 1989). It is a qualitative research method (Fraenkel,
Wallen, & Hyun, 2012) and could be defined as a systematic examination of the content of
a particular material in order to reveal patterns, themes, or biases (Leedy & Ormrod, 2001,
p.155).

Due to the mixed-method research design of the current study, the researcher referred
to various means to analyze both numerical and textual data by combining both quantitative
and qualitative analysis methods (Nunan & Bailey, 2009). In addition, the researcher
examined the relevant literature and findings prior to data analysis not to miss any important
points or end up with some irrelevant results.

The interviews were conducted in Turkish and they were translated into English.
Again, the researcher got expert opinion from her advisor about the English versions of the
interviews. The interviews were transcribed and coded manually, then through iterative
reading, the connections between the codes were identified. The main emerging themes were
further divided into categories.

Due to the lack of a second coder, the researcher could not find the opportunity to
consult the suggestions of an independent coder. Thus, she read, coded, interpreted and
categorized the emerging themes from the interviews on her own. However, she sent her
files and categories to her advisor to gather expert opinion and give the themes their final
shape. While analyzing the interview data, the researcher tried to build a taxonomy of
emerging themes and categories based on the comments of the participating students but she
followed a zigzag pattern, moved back and forth due to the iterative nature of the qualitative
data analysis. While analyzing the comments, she compared each new comment with the last
and next comment, in other words, she compared the comments against each other to gather
the similarities and differences among different comments and create a new theme or add a
new category for the emerging theme because of the recursive nature of textual data analysis.

When she finished the first round analysis of the qualitative data, she examined and revised
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her previous themes and categories after three weeks for the sake of intra-rater reliability.
She identified some keywords which could summarize the idea underlying the comment,
highlighted some comments could be used to exemplify the emerging themes, counted these
emerging ideas and categories to find out their frequency. Thus, summative content
analysis, which involves counting and comparisons of keywords or content based on the
interpretation of the underlying context, was used in the qualitative data analysis (Hsieh &
Shannon, 2005).
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CHAPTER 4: RESULTS

In this chapter, the research questions which constitute the basis for this current study
were stated. Based on the research questions, the findings and the results were presented and
they were supported by tables and figures in order to provide a clearer understanding of the
results. In this study, the main purpose was to investigate the effects of using different types
of activities, songs, videos, music and games in developing phonological awareness among
young learners in Turkish EFL context and gather participant students’ views about the
phonetics activities in the classes.

With this aim, this study attempted to find answers to the following research
questions:

1. Does the use of multiple activities and materials (integration of audio

dictionary, games, worksheets and music) in English classes develop young learners’

phonological awareness?

2. Is there any significant statistical difference between the pre-test, immediate

post-test and delayed post-test scores of the participant young learners of English in

terms of their phonological awareness levels?

3. What are the perspectives of the participant young learners about the multiple

activities which focus on phonetics?

4. What are the reflections of the participant English teacher regarding the

application of multiple activities with an aim to develop the phonological awareness

of the young learners?

4.1. Results for the Use of Multiple Activities and Materials (Integration of
Audio Dictionary, Games, Worksheets and Music) in English Classes to Develop
Young Learners’ Phonological Awareness (Research Question 1)

It is clear that different approaches, methods, and techniques should be integrated
into the practice of English language teaching. Many approaches emphasize that language
learners should participate in age-appropriate, stimulating, motivating, exciting, energizing
language activities in a stress-free environment. Moreover, it is known that there are many
various language teaching techniques to apply, and main principles to follow in language
classes. It is believed that active participants in the learning process can be more successful,
motivated, encouraged, relaxed, and ready to learn new things. MoNE (2018) states that
enjoyment of language learning is promoted through activities such as arts and crafts, TPR

activities, games, drama, etc. In addition, MoNE (2018) also states that language learners
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should be constantly exposed to English through audio and visual materials such as audio
dictionaries, sound recordings, dialogues, movies, cartoons, videos, songs, flashcards,
posters, photos, worksheets, etc.

Today, people live in a technological age. Technology can affect many areas such as
education, science, medicine, communication, transportation, etc. In education, for teachers
and learners, there are lots of technological tools such as computers, tablet PCs, cell phones,
IWBs, smart boards, projectors, printers, cameras, speakers, etc. With the help of the
Internet, learners can easily research and learn new things, do practice, watch and download
many educational materials, enter educational websites, take online courses, etc. Hence, it is
recommended that technology should be integrated into the learning process. Similarly, in
English language teaching, using technology is increasing day by day. It is also emphasized
that using technology in language classes is one of the most essential ways for both teachers
and language learners in order to teach and develop language skills such as listening,
pronunciation, and phonological awareness.

The present study was conducted on the 5" 6" and 7" grade secondary school
students in a village of Sanlurfa. These students were the participants of this study. They
live in different villages of Sanliurfa. Some of them were from the village in which this study
was conducted. However, many of them went to school by different school buses from
different villages. Mostly, they were from big families so they have a lot of sisters and
brothers. As a result, they had different responsibilities out of school time. For instance,
some of them looked after their siblings. Some of them cared for their animals such as sheep,
cow, goat, chicken, etc. Some of them were seasonal agricultural workers. They worked in
pistachio and cotton fields.

The researcher is an English teacher and researcher of this study. She has been
teaching English for 2 years. She conducted this study on her EFL young learners and aimed
to find out the use of multiple activities and materials (integration of audio dictionary, games,
worksheets and music) in English classes to develop young learners’ phonological
awareness. Hence, the researcher searched, prepared, modified, and used multiple materials
and activities in order to conduct the study successfully. She conducted this study on
phonological awareness because she noticed that her young learners had problems and
difficulties in English pronunciation. Since their phonological awareness and phonetic
knowledge were low, they could not pronounce, read, and write English sounds, words, and
sentences appropriately. Most of them used to pronounce and read English words as in their

written forms. For instance, they pronounced and read the sounds /sh/, /ch/, or /th/ as in their
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written forms. Moreover, they wrote the words as they are pronounced. For instance, they
wrote the word ““sheep” as “siip”, “teacher” as “ti¢ir”, or “cheese” as “¢iiz”. Thus, it took a
long time to describe the differences between Turkish and English orthography.

In this study, there were some problems in terms of the participants. Some of them
had health and familial problems. Some of them were agricultural workers. Hence, they
could not attend lots of English courses. Most of them did not have any technological devices
such as TV, computer, tablet PCs, etc. In addition, most of them could not access the Internet
from their houses. Some of them behaved in a prejudiced and uninterested way in English
courses. Hence, they did not want to participate in English activities. Moreover, they did not
fulfill their responsibilities as students. For instance, they did not want to do their
assignments, or did not prepare for English exams.

In this study, there were also some problems in terms of the setting. This study was
conducted at a state secondary school, in Sanlurfa, Turkey in 2019-2020 academic year. It
is a public school. The school has not got any English Language Laboratory. There are not
IWBSs, smart boards, computers, sound systems, wall-mounted projectors in classrooms. For
this reason, the researcher used her own technological equipment such as computer, portable
projector and speakers in the lessons. Moreover, long term electric cut-outs happened during
the lessons. On some days, the printer was broken. These technical and technological
problems made the process difficult for the researcher. As stated previously, she aimed to
investigate the effects of using different types of activities, songs, videos, music and games
in developing phonological awareness among young learners in Turkish EFL context and
gather their views about the phonetics activities in the classes.

In order to collect data, P.A.S.T. was administered as pre-test, immediate post-test,
and delayed post-test in all grades. All the participants volunteered to take part in this study.
When this study was evaluated, it was seen that they were initially timid, introverted, but
curious to learn new things. However, their behaviors changed throughout the study. For
instance, they became happy, excited, motivated learners, and they were more interested in
language learning. In other words, English became meaningful and important for them. As
their English teacher, the researcher heard that they sang the songs which were learnt in the
lessons. They prepared their own posters, phonetic charts, card games, etc. Then, she asked
them to share their own products with the class. With the help of our language activities,
English lessons became fun, exciting, amazing and motivating. One day at break time, my
young learners said that English lessons passed too fast, so they did not get bored. They had

so much fun while doing the activities. To be honest, the researcher never thought they would
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be so successful and willing to learn during the whole study. Thus, the researcher felt very
happy because she felt that she achieved her goals, and her learners loved her and the English
lessons.

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

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

Thirdly, the quantitative data results showed that the average score of the 7" grade
students’ pre-test scores was 55.444. Their average score of the immediate post-test scores
was 75.944 and their average score of the delayed post-test scores was 72.666. Thus, it can
be said that the 7" graders developed their phonological awareness skills to some extent.
However, it is seen that their average score of the delayed post-test scores decreased to a
degree. Consequently, it can be said that the 7" grade students may need more practice in
order to learn phonological awareness skills more permanently. On the other hand, a non-
parametric Friedman test of differences among repeated measures was conducted and
rendered a Chi-square value of 28.829 which was significant (p < 0.05). Thus, it can be said
that there was a statistically significant difference between the P.A.S.T. scores of the 7%
graders, %(2) = 28.829, p = 0.000.

In order to collect the qualitative data, the researcher used a summative content
analysis. The qualitative data results showed that three main themes emerged. The main
themes are phonological awareness, the multiple language activities, emotions and feelings

of young learners. Besides, seven categories were also specified by the researcher. These
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seven categories under the three main themes are teaching phonetics, and developing
phonological awareness skills, the phonetics activities, the use of games, songs, videos, TPR
activities, and visuals in teaching phonetics, love of English, love of English teacher, young
learners’ attitudes towards the phonetics activities. The categories of teaching phonetics and
developing phonological awareness skills are under the theme of phonological awareness.
The categories of phonetics activities and the use of games, songs, videos, TPR activities,
and visuals in teaching phonetics are under the theme of the multiple language activities.
Finally, the categories of love of English, love of English teacher, and young learners’
attitudes towards the phonetics activities are under the theme of emotions and feelings of
young learners.

The researcher also specified 19 keywords and their frequencies. In terms of their
frequencies, there are 136 keywords in total. The keywords are sound chart, sentence
segmentation, pronunciation, syllables, rhymes, sounds under the categories of teaching
phonetics and developing phonological awareness skills found under the main theme of
phonological awareness. The other keywords are dancing, pictures, games, videos, activities,
and songs under the categories of phonetics activities, and the others are the use of games,
songs, videos, TPR activities, and visuals in teaching phonetics found under the main theme
of the multiple language activities. The other keywords are easy, exciting, good idea,
effective, happy, love, and fun under the categories of love of English, love of English
teacher, and young learners’ attitudes towards the phonetics activities found under the main
theme of emotions and feelings of young learners. The frequency of the keywords under the
1%t main theme was 40 in total. The frequency of the keywords under the 2" main theme was
38 in total and the frequency of the keywords under the 3" main theme was 58 in total.

In sum, both the quantitative and qualitative data results showed that the multiple
activities were useful and fun to develop young learners’ phonological awareness. When the
pre-test and immediate post-test results were compared, it was seen that the immediate post-
test results showed an increase. The delayed post-test results also showed that young learners
developed phonological awareness more permanently. Furthermore, based on all the
quantitative and qualitative data it was clear that the multiple activities and materials
(integration of audio dictionary, games, worksheets and music) got young learners’ attention,
and responded to their needs and expectations.
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4.2. Results for the Significant Statistical Differences between the Pre-Test,
Immediate Post-Test and Delayed Post-Test Scores of the Participant Young
Learners of English in terms of Their Phonological Awareness Levels (Research
Question 2)

In order to collect quantitative data, P.A.S.T. was administered as a pre-test,
immediate post-test and delayed post-test on the 5%, 6™ and 7" graders. There were a total
of 56 participants with 26 female and 30 male secondary school students. In order to hide
their names and surnames, different codes were given according to grade, gender, and
number of the participant. For instance, some codes are 5F10, 6M8, 7F5, etc. The
participants’ ages were also regarded in this study. The first number refers to the grade of
the student, the next capital letter represents whether the participant is a female (F) or male
(M) and the final number represents the participation order of the student while scoring the
pre-test papers. For example, the student code 5F10 means that the student is a 5™ grade
student, she is a female student and her pre-test paper was analyzed in the 10" order. The
same students’ papers were coded in the same way for the immediate post-test and delayed
post-test analyses to be consistent and not to confuse the students throughout the study.

The pre-test, immediate post-test, delayed post-test scores, and ages of the participant
young learners were transformed into four tables in order to show their average scores and
the total number of the participants in terms of gender. With the help of the tables, it is easy
to understand whether there is any significant statistical difference between the scores.
Table 4.1. Results of the Normality Test

N Minimum Maximum Mean Std. Skewness Kurtosis
Deviation
Statistic ~ Statistic Statistic Statistic ~ Statistic Statistic  Std.  Statistic  Std.
Error Error
pretest 56 6 77 57,84 14.926 -1.963 319 4.079 ,628
impost 56 48 84 77,02 8.296 -2.001 319 3.379 ,628
delaypost 56 38 84 76,79 9.376 -2.443 319  6.334 ,628
Valid N 56

(listwise)
*impost refers to immediate post-test and delaypost refers to delayed post-test.

Statistically, skewness and excess kurtosis can be employed to test for normality. If
skewness is not close to zero, then the data set is not normally distributed. For example, if
skewness is less than -1 or greater than 1, the distribution is highly skewed. When we look
at Table 4.1., it is seen that the data, that is the scores of the participants, are not normally
distributed. To exemplify, for pre-test Skewness is -1.963 and Kurtosis is 4.079; for

immediate post-test Skewness is -2.001 and Kurtosis is 3.379 and for delayed post-test
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Skewness is -2.443 and Kurtosis is 6.334. For this reason, non-parametric tests were used
for the analysis of the data.

Table 4.2. Friedman Results for Whole Group Comparison
Descriptive Statistics

Percentiles
N Mean Std. Minimum  Maximum 25 50t 75t
Deviation (Median)

Pretest 56 57.8393 14.92621 6.00 77.00 55.2500 61.0000 67.0000
impost 56 77.0179 8.29565 48.00 84.00 77.2500 80.0000 82.0000
delaypost 56 76.7857 9.37640 38.00 84.00 75.0000 80.0000 82.0000
Friedman Test
Ranks

Mean Rank
Pretest 1.03
impost 2.46
delaypost 2.51
Test Statistics?
N 56
Chi-Square 82.184
df 2
Asymp. Sig. ,000

a. Friedman Test

Since the data are not normally distributed and the number of the participants in each
group is less than 30, a non-parametric Friedman test was used to find out whether there
exists any significant difference between the pre-test, immediate post-test and delayed post-
test scores of the participants. According to the results in Table 4.2. (50" median scores: 61
for pre-test, 80 for immediate post-test and 80 for delayed post-test), there exists a significant
difference between the pre-test, immediate post-test and delayed post-test scores of the
participants (p < 0.05) in terms their phonological awareness skills. In sum, a non-parametric
Friedman test of differences among repeated measures was conducted and rendered a Chi-
square value of 82.184 which was significant (p < 0.05). Thus, it can be said that there was
a statistically significant difference between the phonological awareness skills test
(P.A.S.T.) scores of the participants measured before the in-class activities, just after the in-
class activities ended and after a six-week follow-up, x*(2) = 82.184, p = 0.000.

Table 4.3. shows the 5™ grade students' ages, P.A.S.T. pre-test, immediate post-test
and delayed post-test results, and their average scores. Table 4.5. shows the 6" grade
students' ages, P.A.S.T. pre-test, immediate post-test and delayed post-test results, and their
average scores. Table 4.7. shows the 7" grade students' ages, P.A.S.T. pre-test, immediate
post-test and delayed post-test results, and their average scores. Table 4.9. shows the total
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average scores of the 51, 6™ and 7" grade students' ages, P.A.S.T. pre-test, immediate post-
test and delayed post-test results, and total number of the students.

Table 4.3. 5" Grade Students' Ages, P.A.S.T. Pre-test, Immediate Post-test and Delayed
Post-test Results, and Their Averages

Grade 5 Age Student Pre-Test Immediate Delayed Post-
Post-Test Test
1 10 5F1 67 83 84
2 10 5F2 62 80 75
3 10 5F3 59 81 82
4 10 5F4 66 84 84
5 10 5F5 77 81 82
6 9 5F6 58 76 79
7 11 5F7 62 79 81
8 9 5F8 76 84 84
9 11 5F9 70 84 82
10 10 5F10 68 84 82
11 10 5M1 57 78 80
12 10 5M2 14 64 67
13 10 5M3 55 71 70
14 9 5M4 70 82 83
15 10 5M5 56 74 75
16 10 5M6 6 48 75
17 12 5M7 16 59 63
18 10 5M8 48 73 81
19 10 5M9 61 82 82
20 10 5M10 74 83 84
21 10 5M11 66 82 82
Average: 10.047 10 Female (F)/ 56.571 76.761 78.904
11 Male (M)

21 students in total

Table 4.4. Friedman Test Results of the 5™ Graders
Descriptive Statistics

Percentiles
N Mean Std. Minimum  Maximum 250 50t 75t
Deviation (Median)

Pretest 21 56.5714 20.06881 6.00 77.00 55.5000 62.0000 69.0000
impost 21 76.7619 9.44407 48.00 84.00 73.5000 81.0000 83.0000
delaypost 21 78.9048 5.94899 63.00 84.00 75.0000 82.0000 82.5000
Friedman Test
Ranks

Mean Rank
Pretest 1.00
impost 2.29
delaypost 2.71
Test Statistics?
N 21
Chi-Square 35.100
df 2
Asymp. Sig. ,000

a. Friedman Test

Since the data are not normally distributed and the number of the 5™ graders is less
than 30, that is 21, a non-parametric Friedman test was used to find out whether there exists

any significant difference between the pre-test, immediate post-test and delayed post-test
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scores of the 5™ graders in the study. According to the results in Table 4.4. (50" median
scores: 62 for pre-test, 81 for immediate post-test and 82 for delayed post-test), there exists
a significant difference between the pre-test, immediate post-test and delayed post-test
scores of the 5™ graders (p < 0.05) in terms their phonological awareness skills. In sum, a
non-parametric Friedman test of differences among repeated measures was conducted and
rendered a Chi-square value of 35.100 which was significant (p < 0.05). Thus, it can be said
that there was a statistically significant difference between the P.A.S.T. scores of the 5%
graders measured before the in-class activities, just after the in-class activities ended and
after a six-week follow-up, y*(2) = 35.100, p = 0.000.

As it is seen in Table 4.3., 21 5™ grade students participated in this study in total.
There were 10 female and 11 male students. There is only one student who is 12. There are
two students who are 11. There are three students who are 9. In general, they are 10 years
old. Thus, the average of their ages is 10.047.

Among all pre-test scores, the student 5F5 got the highest score 77, while the student
5M6 got the lowest score 6. Among all female students, the student 5F6 got the lowest score
58 from the pre-test. The average of the 5" grade female students' pre-test scores is 66.5. On
the other hand, the average of the 5" grade male students' pre-test scores is 47.545. These
average scores showed that the 5™ grade female students got higher scores than the male
students in the pre-test. However, the number of female and male students was not equal.
The average of female and male students' pre-test scores is 56.571.

Among all immediate post-test scores, the students 5F4, 5F8, 5F9, and 5F10 got the
highest score 84 while the student 5M6 got the lowest score 48. Among all female students,
the student 5F6 got the lowest score 76 from the immediate post-test. The average score of
the 5 grade female students' immediate post-test scores is 81.6. On the other hand, the
average score of 5" grade male students' immediate post-test scores is 72.363. Similarly,
these average scores showed that the 5™ grade female students got higher scores than the
male students in the immediate post-test. However, the number of female and male students
was not equal. The average of the female and male students' immediate post-test scores is
76.761.

The results show that there is a significant difference between the pre-test and
immediate post-test scores of the 5" grade young learners of English in terms of their
phonological awareness levels. The highest score for correct answers that can be gained from
the whole P.A.S.T. or 14 parts is 84. It is seen that there are 4 female students (5F4, 5F8,
5F9, and 5F10) who got the highest score 84 because they answered all the parts correctly.
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In other words, they did not make any mistakes in the immediate post-test. Furthermore,
none of them lowered their immediate post-test scores. In contrast, their immediate post-test
scores increased notably.

The student 5M6 got the lowest scores from both the pre-test and immediate post-
test. However, this student showed improvement because he increased his score by 42 points.
Moreover, the student 5M2 got the second lowest score 14 from the pre-test, but he got 64
from the immediate post-test. Thus, this student also showed improvement by increasing his
score by 50 points. The student 5SM7 got the third lowest score 16 from the pre-test. However,
his score was 59 in the immediate post-test. Hence, he also showed improvement because
he increased his score by 43 points. The student 5M8 increased his score by 25 points. His
pre-test score was 48, while his immediate post-test score was 73.

The student 5F6 got the lowest score 58 from the pre-test. In the same vein, she
increased her score by 18 points, and got 76 points from the immediate post-test. The student
5F3 got the second lowest score 59 from the pre-test. However, her score was 81 in the
immediate post-test. Thus, she increased her score by 22 points. The students 5F2 and 5F4
increased their scores by 18 points. The pre-test score of student 5F2 was 62 while her
immediate post-test score was 80. On the other hand, the pre-test score of student 5F4 was
66 while her immediate post-test score was 84.

Among all delayed post-test scores, the students 5F1, 5F4, 5F8, and 5M10 got the
highest score 84 while the student 5M7 got the lowest score 63. It is seen that there are 3
female students (5F1, 5F4, 5F8) and 1 male student (5M10) who got the highest score 84
because they answered all the parts correctly. Among all female students, the student 5F2
got the lowest score 75 from the delayed post-test. The average of the 5" grade female
students' delayed post-test scores is 81.5.

On the other hand, the average of the 5™ grade male students' delayed post-test scores
is 76.545. Similarly, these average scores showed that the 5" grade female students got
higher scores than the male students in the delayed post-test. However, the number of female
and male students was not equal. When the immediate post-test and delayed post-test scores
are compared, it is seen that only 4 students (5F2, 5F9, 5F10, 5M3) lowered their immediate
post-test scores. The average score of the female and male students' delayed post-test scores
is 78.904.

The results show that there is a significant difference between the pre-test and
delayed post-test scores. The average score of the female and male students' pre-test scores

is 56.571. Their average score of immediate post-test scores is 76.761. Their average score
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of delayed post-test scores is 78.904. It can be seen that the pre-test, immediate post-test and

delayed post-test scores are on the increase. For instance, the student 5M6 got the lowest

scores from both the pre-test and immediate post-test. His pre-test score was 6, immediate

post-test score was 48. However, this student showed improvement because his score was

75 in the delayed post-test. He increased his pre-test score by 69 points, and his immediate

post-test score by 27 points. Hence, it can be understood that this student gained some

phonological awareness skills more permanently.

Table 4.5. 6" Grade Students' Ages, P.A.S.T. Pre-test, Immediate Post-test and Delayed
Post-test Results, and Their Averages

Grade 6 Age Student Pre-Test Immediate Delayed Post-
Post-Test Test
1 11 6F1 71 81 84
2 12 6F2 68 82 82
3 12 6F3 70 83 82
4 11 6F4 61 78 80
5 12 6F5 71 80 83
6 12 6F6 67 79 83
7 11 6M1 64 80 79
8 11 6M2 66 77 81
9 11 6M3 68 81 74
10 12 6M4 67 78 79
11 11 6M5 60 78 82
12 11 6M6 66 79 78
13 12 6M7 61 81 83
14 11 6M8 48 82 83
15 11 6M9 46 81 80
16 11 6M10 57 82 84
17 14 6M11 42 52 38
Average: 11.529 6 Female (F)/ 61.941 78.470 78.529
11 Male (M)
17 students in total
Table 4.6. Friedman Test Results of the 6™ Graders
Descriptive Statistics
Percentiles
N Mean Std. Minimum  Maximum 250 50t 75t
Deviation (Median)
Pretest 17 61.9412 8.89853 42.00 71.00 58.5000 66.0000 68.0000
impost 17 78.4706 7.03667 52.00 83.00 78.0000 80.0000 81.5000
delaypost 17 78.5294 10.75359  38.00 84.00 79.0000 82.0000 83.0000
Friedman Test
Ranks
Mean Rank
Pretest 1.06
impost 2.38
delaypost 2.56
Test Statistics?
N 17
Chi-Square 23.194
df 2
Asymp. Sig. ,000

a. Friedman Test
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Since the data are not normally distributed and the number of the 6" graders is less
than 30, that is 17, a non-parametric Friedman test was used to find out whether there exists
any significant difference between the pre-test, immediate post-test and delayed post-test
scores of the 6™ graders in the study. According to the results in Table 4.6. (50" median
scores: 66 for pre-test, 80 for immediate post-test and 82 for delayed post-test), there exists
a significant difference between the pre-test, immediate post-test and delayed post-test
scores of the 6™ graders (p < 0.05) in terms their phonological awareness skills. In sum, a
non-parametric Friedman test of differences among repeated measures was conducted and
rendered a Chi-square value of 23.194 which was significant (p < 0.05). Thus, it can be said
that there was a statistically significant difference between the P.A.S.T. scores of the 6"
graders measured before the in-class activities, just after the in-class activities ended and
after a six-week follow-up, y*(2) = 23.194, p = 0.000.

As it is seen in Table 4.5., 17 6™ grade students participated in this study in total.
There were 6 female and 11 male students. There is only one student who is 14. There are
six students who are 12. In general, they are 11 years old. Thus, the average of their ages is
11.529.

Among all pre-test scores, the student 6F1 and student 6F5 got the highest score 71,
while the student 6M11 got the lowest score 42. Among all female students, the student 6F4
got the lowest score 61 from the pre-test. The average score of the 6" grade female students'
pre-test scores is 68. On the other hand, the average score of the 61 grade male students' pre-
test scores is 58.636.

These average scores showed that the 6™ grade female students got higher scores than
the male students in the pre-test. However, the number of female and male students was not
equal. The average score of the female and male students' pre-test scores is 61.941.

Among all immediate post-test scores, the student 6F3 got the highest score 83 out
of 84 while the student 5M11 got the lowest score 52. Among all female students, the student
6F4 got the lowest score 78 from the immediate post-test. The average score of the 6" grade
female students' immediate post-test scores is 80.5. On the other hand, the average score of
the 6™ grade male students' immediate post-test scores is 77.363.

Similarly, the average scores showed that the 6" grade female students got higher
scores than the male students in the immediate post-test. However, the number of female
and male students was not equal. It is seen that most of them almost got the highest score 84
from the whole immediate post-test. However, none of them got the highest score 84. The

average score of female and male students' immediate post-test scores is 78.470.
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The results show that there is a significant difference between the pre-test and
immediate post-test scores of the 6" grade young learners of English in terms of their
phonological awareness levels. It is seen that none of them lowered their pre-test scores. On
the contrary, their pre-test scores increased distinctively in the immediate post-test.

The student 6M11 got the lowest scores from both the pre-test and immediate post-
test. However, this student increased his score by 10 points. Moreover, the student 6M9 got
the second lowest score 46 from the pre-test, but he got 81 from the immediate post-test.
Thus, this student showed improvement by increasing his score by 35 points.

The student 6M8 got the third lowest score 48 from the pre-test. However, his score
was 82 in the immediate post-test. Hence, he also showed improvement because he increased
his score by 34 points. The student 6M10 increased his score by 25 points. His pre-test score
was 57 while his immediate post-test score was 82.

The student 6F4 got the lowest score 61 from the pre-test. However, she increased
her score by 17 points, and got 78 points from the immediate post-test. The student 6F6 got
the second lowest score 67 from the pre-test. However, her score was 79 in the immediate
post-test. Thus, she increased her score by 12 points. The student 6F2 increased her score by
14 points. Her pre-test score was 68 while her immediate post-test score was 82. On the other
hand, the pre-test score of the student 6F3 was 70 while her immediate post-test score was
83. Hence, she increased her score by 13 points.

Among all delayed post-test scores, the student 6F1 and the student 6M10 got the
highest score 84 while the student 6M11 got the lowest score 38. It is seen that one female
(6F1) and one male student (6M10) got the highest score 84 because they answered all the
parts correctly. Among all female students, the student 6F4 got the lowest score 80 from the
delayed post-test. The average score of the 6™ grade female students' delayed post-test scores
is 82.333. On the other hand, the average score of the 6™ grade male students' delayed post-
test scores is 76.454.

These average scores showed that the 6™ grade female students got higher scores than
the male students in the delayed post-test. However, the number of female and male students
was not equal.

When the immediate post-test and delayed post-test scores are compared, it is seen
that only six students (6F3, 6M1, 6M3, 6M6, 6M9, 6M11) lowered their immediate post-test

scores. The average score of the female and male students’ delayed post-test scores is 78.529.
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The results show that there is a significant difference between the pre-test and
delayed post-test scores. The average score of female and male students' pre-test scores is
61.941. The average score of the female and male students’ immediate post-test scores is
78.470. The average score of female and male students' delayed post-test scores is 78.529.
It can be seen that the pre-test, immediate post-test and delayed post-test scores are on the
increase.

For instance, the student 6M8 got the third lowest score 48 from the pre-test.
However, this student showed improvement because his score was 82 in the immediate post-
test. In the delayed post-test, his score was 83. Hence, it can be understood that this student
gained phonological awareness skills more permanently.

The student 6M10 also showed improvement because his pre-test score was low.
However, he increased his score by 25 points. His immediate post-test score was 82. He got
the highest score 84 from the delayed post-test. As a result, this student also gained
phonological awareness skills more permanently.

Table 4.7. 7" Grade Students' Ages, P.A.S.T. Pre-test, Immediate Post-test and Delayed
Post-test Results, and Their Averages

Grade 7 Age Student Pre-Test Immediate Delayed Post-
Post-Test Test
1 12 7F1 63 80 75
2 13 7F2 59 78 80
3 12 7F3 67 79 79
4 12 7F4 64 80 81
5 11 7F5 59 82 78
6 13 7F6 50 78 73
7 12 TF7 57 80 81
8 12 7F8 45 61 63
9 13 7F9 59 80 77
10 12 7F10 60 83 81
11 14 ™1 65 82 76
12 13 7™M2 45 66 54
13 13 7M3 52 78 74
14 13 7™M4 60 77 76
15 12 7M5 47 59 47
16 14 7M6 16 60 56
17 12 ™7 66 81 78
18 13 7M8 64 83 79
Average: 12.555 10 Female (F)/  55.444 75.944 72.666
8 Male (M)

18 students in
total
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Table 4.8. Friedman Test Results of the 7" Graders
Descriptive Statistics

Percentiles
N Mean Std. Minimum  Maximum  25% 50t 75t
Deviation (Median)

Pretest 18 55.4444 12.14724  16.00 67.00 49.2500 59.0000 64.0000
impost 18 75.9444 8.22816 59.00 83.00 74.2500 79.5000 81.2500
delaypost 18 72.6667 10.36396  47.00 81.00 70.5000 76.5000 79.2500
Friedman Test
Ranks

Mean Rank
Pretest 1.03
impost 2.75
delaypost 2.22
Test Statistics?
N 18
Chi-Square 28.829
df 2
Asymp. Sig. ,000

a. Friedman Test

Since the data are not normally distributed and the number of the 7" graders is less
than 30, that is 18, a non-parametric Friedman test was used to find out whether there exists
any significant difference between the pre-test, immediate post-test and delayed post-test
scores of the 7™ graders in the study. According to the results in Table 4.8. (50" median
scores: 59 for pre-test, 79.5 for immediate post-test and 76.5 for delayed post-test), there
exists a significant difference between the pre-test, immediate post-test and delayed post-
test scores of the 71" graders (p < 0.05) in terms their phonological awareness skills. In sum,
a non-parametric Friedman test of differences among repeated measures was conducted and
rendered a Chi-square value of 28.829 which was significant (p < 0.05). Thus, it can be said
that there was a statistically significant difference between the P.A.S.T. scores of the 7%
graders measured before the in-class activities, just after the in-class activities ended and
after a six-week follow-up, y*(2) = 28.829, p = 0.000.

As it is seen in Table 4.7., 18 7" grade students participated in this study in total.
There were 10 female and 8 male students. There are two students who are 14. There are
seven students who are 13. In general, they are 12 years old. Thus, the average of their ages
is 12.555.

Among all pre-test scores, the student 7F3 got the highest score 67 while the student
7M6 got the lowest score 16. Among all female students, the student 7F8 got the lowest
score 45 from the pre-test. The average score of the 7" grade female students' pre-test scores

is 58.3. On the other hand, the average of the 7" grade male students' pre-test scores is
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51.875. These average scores showed that the 7" grade female students got higher scores
than the male students in the pre-test. However, the number of female and male students was
not equal. The average score of the female and male students’ pre-test scores is 55.444.

Among all immediate post-test scores, the student 7F10 and the student 7M8 got the
highest score 83 out of 84 while the student 7M5 got the lowest score 59. Among all female
students, the student 7F8 got the lowest score 61 from the immediate post-test. The average
score of the 7!" grade female students' immediate post-test scores is 78.1. On the other hand,
the average score of the 7" grade male students' immediate post-test scores is 73.25.
Similarly, these average scores showed that the 7™" grade female students got higher scores
than the male students in the immediate post-test. However, the number of female and male
students was not equal. The average score of the female and male students' immediate post-
test scores is 75.944.

The results show that there is a significant difference between the pre-test and
immediate post-test scores of the 7" grade young learners of English in terms of their
phonological awareness levels. It is seen that none of them lowered their pre-test scores. On
the contrary, their pre-test scores increased considerably in the immediate post-test.

The student 7M6 got the lowest score from the pre-test. However, this student
increased his score by 44 points, and showed improvement. Moreover, the student 7M2 got
the second lowest score 45 from the pre-test, yet he increased his score by 21 points in the
immediate post-test. Hence, this student showed improvement by increasing his pre-test
scores. The student 7M5 got the third lowest score 47 from the pre-test. However, he
increased his score by 12 points in the immediate post-test. The student 7M3 increased his
pre-test score by 26 points. His pre-test score was 52 while his immediate post-test score
was 78.

The student 7F8 got the lowest score 45 from the pre-test. However, she increased
her score by 16 points, and got 61 points from the immediate post-test. The student 7F6 got
the second lowest score 50 from the pre-test. However, her score was 78 in the immediate
post-test. Thus, she increased her score by 28 points, and showed improvement in the
immediate post-test. The student 7F7 increased her score by 23 points. Her pre-test score
was 57 while her immediate post-test score was 80. In the same vein, this student also
showed improvement in the immediate post-test. The students 7F2, 7F5 and 7F9 got the
same score 59 from the pre-test. The student 7F2 increased her score by 19 points. The
student 7F5 increased her score by 23 points. The student 7F9 increased her score by 21

points. Hence, they also showed improvements in the immediate post-test.
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Among all delayed post-test scores, the student 7F4, the student 7F7, and the student
7F10 got the highest score 81 out of 84 while the student 7M5 got the lowest score 47.
Among all female students, the student 7F8 got the lowest score 63 from the delayed post-
test. The average score of the 7" grade female students' delayed post-test scores is 76.8. On
the other hand, the average score of the 7" grade male students' delayed post-test scores is
67.5. These average scores showed that the 7" grade female students got higher scores than
the male students in the delayed post-test. However, the number of female and male students
was not equal. When the immediate post-test and delayed post-test scores are compared, it
is seen that 13 students lowered their immediate post-test scores. All male students lowered
their immediate post-test scores in the delayed post-test. However, half of the female
students lowered their immediate post-test scores in the delayed post-test. The average score
of the female and male students' delayed post-test scores is 72.666.

The results show that there is a significant difference between the pre-test and
delayed post-test scores. The average score of the female and male students' pre-test scores
is 55.444. The average score of the female and male students' delayed post-test scores is
72.666. Hence, it can be said that the 7" graders developed their phonological awareness
skills to some extent. It is seen that the average score of the delayed post-test scores
decreased a little bit. The average score of the female and male students' immediate post-test
scores is 75.944. On the other hand, the average score of the delayed post-test scores is
72.666. As a result, it can be said that the 7" grade students may need more practice to learn
phonological awareness skills more permanently.

Table 4.9. The Total Averages of 5", 6" and 7" Grade Students' Ages, P.A.S.T. Pre-test,
Immediate Post-test and Delayed Post-test Results, and Total Number of Students

Averages of Students Averages of Averages of Averages of
students' ages Pre-Tests Immediate Delayed Post-
Post-Tests Tests
Grade 5 10.047 10 Female (F)/ 56.571 76.761 78.904
11 Male (M)
Grade 6 11.529 6 Female (F)/ 61.941 78.470 78.529
11 Male (M)
Grade 7 12.555 10 Female (F)/ 55.444 75.944 72.666
8 Male (M)
Averages: 11.303 26 Female (F)/ 57.839 77.017 76.785
30 Male (M)

56 students in
total

As it is seen in Table 4.9., 56 students participated in this study in total. There were
26 female and 30 male students. The most crowded one was grade 5 because there were 21
students. On the contrary, the least number of students were in grade 6 because there were
17 students.



98

The average of the 5™ grade students' ages is 10.047. The average of the 6" grade
students' ages is 11.529. The average of the 7" grade students' ages is 12.555. The average
of 5, 6™ and 7" grade students' ages is 11.303.

Among all grades, the average of the 6™ grade students' pre-test scores was the
highest (61.941). The second highest pre-test average score (56.571) belonged to the 5™
grade students. The lowest pre-test average score (55.444) came from the 7"" grade students.
The total average of the 5, 6! and 7" grade students' pre-test scores was 57.839.

In the same vein, among all grades, the average of the 6™ grade students' immediate
post-test scores was the highest (78.470). The second highest immediate post-test average
score (76.761) belonged to the 5™ grade students. The lowest pre-test average score (75.944)
came from the 7" grade students. The total average score of the 5™, 6" and 7!" grade students'
immediate post-test scores was 77.017.

However, among all grades, the average of the 5™ grade students' delayed post-test
scores was the highest (78.904). The second highest delayed post-test average score (78.529)
belonged to the 6" grade students. The lowest delayed post-test average score (72.666) came
from the 7" grade students. The total average of the 5™, 6™ and 7! grade students' delayed
post-test scores was 76.785.

The results showed that the 5" and 6™ grade students showed a better performance
than the 71" grade students. However, there are significant statistical differences between the
pre-test, immediate post-test and delayed post-test scores of the participant young learners
of English in terms of their phonological awareness levels. It is understood that all the
students gained phonological awareness skills to some extent, and developed phonological
awareness with the help of multiple activities and materials (songs, videos, music, games,

toys, assignments, worksheets, audio dictionary) in English classes.

4.3. Results for the Perspectives of the Participant Young Learners about the
Multiple Activities Which Focus on Phonetics (Research Question 3)

In this study, the aim was also to find out the perspectives of the participant young
learners about the multiple activities which focus on phonetics. The interviews and
comments of the participants were used in order to collect qualitative data during the study.
In order to analyze the interviews and comments, a summative content analysis was used by
the researcher. Content analysis is one of the research methods used by different researchers
in different fields as a qualitative research technique. The summative content analysis is one

of the approaches of the content analysis. It is used to explicate meaning from the content of
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text data. Moreover, it includes quantifying and comparisons of keywords or content,
accompanied by the explication of the basic context. This quantification is an aim to
investigate usage, and to explore the meanings of the words or keywords. In the summative
content analysis, frequencies of the words and keywords are calculated manually or by
computer (Hsieh & Shannon, 2005, pp. 1277-1285). In this study, the frequencies of the
keywords were calculated manually by the researcher. She counted the keywords from the
interviews and comments one by one in order to find the frequencies of the keywords.
According to the interviews and the comments, main themes and categories were
specified by the researcher. For instance, the main themes are phonological awareness, the
multiple language activities, emotions and feelings of young learners. On the other hand, the
categories are teaching phonetics, and developing phonological awareness skills, the
phonetics activities, the use of games, songs, videos, TPR activities, and visuals in teaching
phonetics, love of English, love of English teacher, young learners' attitudes towards the
phonetics activities. The researcher also specified 136 keywords in total, listed them in the
Excel program, and found their frequencies. These most frequently used keywords are
rhymes, sounds, syllables, sentence segmentation, pronunciation, sound chart, games, songs,
videos, activities, pictures, and dancing, fun, love, happy, exciting, effective, easy, and good
idea. Their frequencies were found according to the number of keywords that were counted
from the interviews and comments one by one by the researcher. The aim of the researcher
was to interpret the meanings of the usages of the keywords. The main themes, the
categories, the keywords, their frequencies, and total numbers of the keywords are shown in
Table 4.10. Thesis supervisor provided an expert opinion in terms of categorization and

English versions of the interviews and comments which were written in Turkish.

Table 4.10. Emerging Themes

Main Themes Categories Keywords Frequency In Total
Phonological Teaching Phonetics Sound Chart 1
Awareness / Sentence 2
Developing Phonological ~ Segmentation 40
Awareness Skills Pronunciation 4
Syllables 6
Rhymes 11
Sounds 16
Multiple Phonetics activities Dancing 1
Language / Pictures 1 38
Activities The use of games, songs, = Games 3
videos, TPR activities, Videos 6 (continued)

and visuals in teaching
phonetics
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Table 4.10. Emerging Themes (continued)

Main Themes Categories Keywords Frequency In Total
Multiple Phonetics activities Activities 11 38
Language / Songs 16

Activities The use of games, songs,

videos, TPR activities,
and visuals in teaching

phonetics

Love of English Easy 1
Emotions and / Exciting 1
Feelings of Young Love of English teacher Good Idea 1 58
Learners / Effective 4

Young learners' attitudes ~ Happy 5

towards the phonetics Love 11

activities Fun 35

As it is seen in Table 4.10., there are 136 keywords in total. The first main theme is
“Phonological Awareness” in which the frequency of the keywords (sound chart, sentence
segmentation, pronunciation, syllables, rhymes, sounds) was 40 in total. The second main
theme is “Multiple Language Activities” in which the frequency of the keywords (dancing,
pictures, games, videos, activities, songs) was 38 in total. The third main theme is “Emotions
and Feelings of Young Learners” in which the frequency of the keywords (easy, exciting,
good idea, effective, happy, love, fun) was 58 in total. Thus, it can be seen that the young
learners shared their emotions and feelings most among these three main themes. The
participating young learners used the words “sounds”, “songs”, and “fun” very often in their
comments and the interviews. In terms of phonological awareness skills, they were interested
in sounds most. In terms of the use of multiple activities, they loved the songs most.
Moreover, they thought that the phonetics activities were fun. They also exhibited their love
of English and English teacher in the interviews and comments.

For a clearer understanding, the interviews were held in Turkish. Then, they were
translated into English by the researcher. It was observed that the participants were excited
about the interviews. Some of them did not want to hold interviews with their teacher.
However, most of them were willing to be interviewed. As a result, the interviews were held
with voluntary participants at break time or lunchtime. Some of the interviews are

exemplified in Turkish and English.

e Interview 1 (This interview was held on 11.12.2019 after the pre-test.)
The researcher: Hello, The student 6F5! Would you like to share your opinions about the activities
and English lesson?
The student 6F5: Hello, teacher! Yes, I'd like.
The researcher: Thank you! How was today's English lesson? What kind of activities did we do? Can
you give me some examples?
The student 6F5: Yes, | can. Our English lesson was very entertaining. | had so much fun. We learnt
[/l and [t/ sounds. In my opinion, we should learn these sounds. Our teacher brought English songs
for us. We sang songs in the lesson. She makes our lessons enjoyable.
The researcher: Thanks for your comments! See you!
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The student 6F5: You are welcome. See you, teacher!

Miilakat 1 (Bu miilakat, 6n testten sonra 11.12.2019 tarihinde yapilmistir.)
Arastirmact: Merhaba, 6F5! Etkinlikler ve Ingilizce dersi hakkinda diisiincelerini paylasmak ister
misin?

Ogrenci 6F5: Merhaba, 6gretmenim! Evet, isterim.

Arastirmact: Tegekkiir ederim! Bugiinkii Ingilizce dersi nasildi? Biz ne tiir etkinlikler yaptik? Bana
birkag¢ érnek verebilir misin?

Ogrenci 6F5: Evet, verebilirim. Ingilizce dersimiz ¢ok eglenceliydi. Ben ¢ok eglendim. /[l ve It/]
seslerini 6grendik. Bence, biz bu sesleri 6grenmeliyiz. Ogretmenimiz bizim icin sarkilar getirdi. Biz
derste sarkilar soyledik. O, derslerimizi eglenceli hale getiriyor.

Arastirmaci: Yorumlarn icin tesekkiirler! Goriismek iizere!

Ogrenci 6F5: Rica ederim. Goriismek iizere, 6gretmenim!

As it is shown in Interview 1, three main themes are involved. Under the first main

theme, phonological awareness, student 6F5 used “sounds” as a keyword. This keyword is

under the teaching phonetics category. Under the second main theme, multiple language

activities, student 6F5 used “songs” as a keyword. This keyword is under the use of games,

songs, videos, TPR activities, and visuals in teaching phonetics category. Under the third

main theme, emotions and feelings of young learners, student 6F5 used “fun” as a keyword.

This keyword is under the love of English category.

In this quotation, student 6F5 appears to enjoy her English classes and mentions how

entertaining and fun the lesson was. She draws attention to the additional materials and

activities that the English teacher brings to the classroom, how they learnt /{/ and /tJ/ sounds

and believes in the necessity of learning these sounds.

Interview 2 (This interview was held on 11.12.2019 after the pre-test.)

The researcher: Hello, The student 6M1! Would you like to share your opinions about the activities
and English lesson?

The student 6M1: Hello, teacher! Yes, I'd like.

The researcher: Thank you! How was today's English lesson? What kind of activities did we do? Can
you give me some examples?

The student 6M1: We did very fun activities. We learnt //7 and /t/] sounds. We should learn these
sounds correctly. If we speak English one day, we will pronounce them correctly.

The researcher: Thanks for your comments! See you!

The student 6M1: See you, teacher!

Miilakat 2 (Bu miilakat, 6n testten sonra 11.12.2019 tarihinde yapilmistir.)
Arastirmaci: Merhaba, 6M1! Etkinlikler ve Ingilizce dersi hakkinda diisiincelerini paylasmak ister
misin?

Og’renci 6M1: Merhaba, 6gretmenim! Evet, isterim.

Arastrmaci: Tesekkiir ederim! Bugiinkii Ingilizce dersi nasildi? Biz ne tiir etkinlikler yaptik? Bana
birkag ornek verebilir misin?

Osrenci 6M1: Cok eglenceli etkinlikler yaptik. /f1 ve Itf7 seslerini 6grendik. Bu sesleri dogru bir sekilde
ogrenmeliyiz. Eger bir giin Ingilizce konusursak, biz onlart dogru bir sekilde soéyleyecegiz.
Arastirmact: Yorumlarin icin tesekkiirler! Gortismek tizere!

Ogrenci 6M1: Gériismek iizere, 6gretmenim!

As it is shown in Interview 2, three main themes are involved. Under the first main

theme, phonological awareness, student 6M1 used “sounds” and “pronounce” as keywords.
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These keywords are under the teaching phonetics and developing phonological awareness
skills categories. Under the second main theme, multiple language activities, student 6M1
used “activities” as a keyword. This keyword is under the phonetics activities category.
Under the third main theme, emotions and feelings of young learners, student 6M1 used
“fun” as a keyword. This keyword is under the young learners' attitudes towards the
phonetics activities category.

In this quotation, student 6M1 appears to enjoy the in-class activities and talks about
how fun the activities were. He reports how they learnt /f/ and /t[/ sounds and believes that

these activities can contribute to their correct pronunciation skills in the future.

e Interview 3 (This interview was held on 13.12.2019 after the pre-test.)
The researcher: Hello! Please, introduce yourself first. Then, share your opinions about the activities
and English lesson.
The student 7F4: Hello! I am the student 7F4. Today, all the activities were very nice.
The researcher: What kind of activities did we do? Can you give me some examples?
The student 7F4: Coloring activities, and fun activities.
The researcher: What kind of activities or materials did your English teacher bring to the class?
The student 7F4: She brought a computer, projector, and speakers as materials. We watched the
videos to learn permanently.
The researcher: What were the songs about?
The student 7F4: The songs were about rhyming.
The researcher: Are there any rhyming words that you remember?
The student 7F4: Yes. For instance, “big” and “pig”, “cat” and “pat”.
The researcher: Thank you! See you! Bye bye!
The student 7F4: Thank you! See you! Bye bye!

e Miilakat 3 (Bu miilakat, 6n testten sonra 13.12.2019 tarihinde yapilmistir.)
Arastirmaci: Merhaba! Liitfen énce kendini tamt. Daha sonra, etkinlikler ve Ingilizce dersi hakkinda
diistincelerini paylas.

Ogrenci 7F4: Merhaba! Ben Ogrenci 7F4. Bugiin biitiin etkinlikler ¢ok giizeldi.
Arastirmact: Biz ne tiir etkinlikler yaptik? Bana birkag ornek verebilir misin?
Ogrenci 7F4: Boyama etkinlikleri ve eglenceli etkinlikler.

Arastirmact: Ingilizce 6gretmenin sinifa ne tiir etkinlikler ve ara¢ gerecler getirdi?
Ogrenci 7F4: Ara¢ gere¢ olarak bilgisayar, projeksiyon ve hoparlorler getirdi. Kalici olarak
o6grenmek icin videolar izledik.

Arastirmact: Sarkilar neyle ilgiliydi?

Osrenci 7F4: Sarkilar kafiye ile ilgiliydi.

Arastirmaci: Hatirladigin kafiyeli kelimeler var mi?

Ogrenci 7F4: Evet. Ornegin, “big” ve “pig”, “cat” ve “pat”.

Arastirmaci: Tesekkiir ederim! Goriismek tizere! Hosca kal!

Ogrenci 7F4: Ben de tesekkiir ederim. Goriismek iizere! Hogca kaln!

As it is shown in Interview 3, three main themes are involved. Under the first main
theme, phonological awareness, student 7F4 used “rhymes” as a keyword. This keyword is
under the developing phonological awareness skills category. Under the second main theme,
multiple language activities, student 7F4 used “activities”, “videos” and ‘“songs” as
keywords. These keywords are under the phonetics activities and the use of games, songs,

videos, TPR activities, and visuals in teaching phonetics categories. Under the third main
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theme, emotions and feelings of young learners, student 7F4 used “fun” as a keyword. This
keyword is under the young learners' attitudes towards the phonetics activities category.

In this quotation, student 7F4 appears to enjoy the coloring activities in the classroom
and talks about the multiple language activities and technological equipment that the English

teacher brings to the classroom, how they learnt rhyming words and gives some examples.

e Interview 4 (This interview was held on 29.11.2019 after the pre-test.)
The researcher: Hello! Please, introduce yourself first. Then, share your opinions about the activities
and English lesson.
The student 7F5: Hello! I am the student 7F5. Today, our teacher taught us very nice things. We
watched some videos.
The researcher: What were the videos about? Can you give some examples?
The student 7F5: They were about rhyming. For instance, “big” and “pig”.
The researcher: What does rhyming mean? What comes to your mind when | say rhyming?
The student 7F5: It means that two words have the same ending sound.
The researcher: Are the sounds pronounced as written in English?
The student 7F5: No.
The researcher: What do you think about English lessons? What can we do more in the lessons?
The student 7F5: In my opinion, our lessons are very nice. Thank you, teacher.
The researcher: Thank you! See you!
The student 7F5: See you, teacher!

e Miilakat 4 (Bu miilakat, on testten sonra 29.11.2019 tarihinde yapilmaistir.)
Arastirmact: Merhaba! Liitfen once kendini tanit. Daha sonra, etkinlikler ve Ingilizce dersi hakkinda
diistincelerini paylas.

Ogrenci 7F5: Merhaba! Ben Ogrenci 7F5. Bugiin 6gretmenimiz bize ¢ok giizel seyler égretti. Bazi
videolar izledik.

Arastirmact: Videolar neyle ilgiliydi? Ornekler verebilir misin?

Ogrenci 7F5: Videolar kafiye ile ilgiliydi. Ornegin, “big” ve “pig”.

Arastirmact: Kafiye ne anlama geliyor? Ben kafiye dedigimde aklina ne geliyor?

Ogrenci 7F5: Iki kelimenin ayni son sese sahip olmast demek.

Arastirmaci: Ingilizce'de sesler yazildigi gibi sGylenir mi?

Osrenci 7F5: Hayr.

Arastirmact: Ingilizce dersleri hakkinda ne diigiiniiyorsun? Derslerde daha fazla neler yapabiliriz ?
Osrenci 7F5: Bence, derslerimiz cok giizel. Tesekkiir ederiz 6gretmenim.

Arastirmact: Ben de tesekkiir ederim. Goriismek tizere!

Ogrenci 7F5: Gériisiiriiz, 6gretmenim.

As it is shown in Interview 4, two main themes are involved. Under the first main
theme, phonological awareness, student 7F5 used “rhymes” and “sounds” as keywords.
These keywords are under the developing phonological awareness skills category. Under the
second main theme, multiple language activities, student 7F5 used “videos” as a keyword.
This keyword is under the use of games, songs, videos, TPR activities, and visuals in
teaching phonetics categories.

In this quotation, student 7F5 appears to enjoy the multiple language activities and
her English classes. She draws attention to how they learnt rhyming words by watching
videos, gives a definition and some examples. In addition, she states that the sounds in

English are not pronounced as in their written forms.
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In addition to the interviews, their comments were also gathered by the researcher to
collect qualitative data in this study. At the end of each English lesson, the participants wrote
their comments on a piece of paper in Turkish. Then, their comments were translated into
English by the researcher. Thesis supervisor provided an expert opinion again. Some of the

participant young learners' comments are exemplified in Turkish and English.

e Comment 1: The student 5F5 (This comment was received on 10.12.2019 after the
pre-test.):
My dear teacher. You taught us the first and final sounds in English. You also taught syllables. |

understood them very well. The lesson was very good. | had fun and loved it. I wish the other lessons
were just as enjoyable as this one. | love both my teacher and English lesson.

e Yorum 1: Ogrenci 5SF5 (Bu yorum, 6n testten sonra 10.12.2019 tarihinde

alimmustir.):

Camim 6gretmenim. Sen bize Ingilizce basta ve sondaki sesleri ogrettin. Heceleri de grettin. Ben ¢ok
giizel anladim. Ders ¢ok giizeldi. Eglendim ve ¢ok sevdim. Keske diger dersler de boyle giizel gegse.
Hem égretmenimi hem de Ingilizce dersini ¢ok seviyorum.

As it is shown in Comment 1, two main themes are involved. Under the first main
theme, phonological awareness, student 5F5 used “sounds” and “syllables” as keywords.
These keywords are under the developing phonological awareness skills category. Under the
third main theme, emotions and feelings of young learners, student 5F5 used “fun” and
“love” as keywords. These keywords are under the love of English category.

In this quotation, student 5F5 says that she liked her English classes and mentions
how enjoyable and fun the lesson was. She loves both her English teacher and English
lessons. In addition, she mentions that she learnt the first and final sounds, and syllables in
English.

e Comment 2: The student 5F8 (This comment was received on 13.12.2019 after the
pre-test.):

The English lesson is fun. We watch videos while learning syllables. We do activities in lessons. The

subject of rhyming words was so entertaining that time passed so fast. Thus, | wish the other lessons
were also like that. Fortunately, you are our teacher.

e Yorum 2: Ogrenci 5F8 (Bu yorum, 6n testten sonra 13.12.2019 tarihinde
almmustir.):

Ingilizce dersi ¢ok eglenceli. Heceleri 6grenirken videolar izliyoruz. Derslerde etkinlikler yapiyoruz.
Kafiyeli kelimeler konusu o kadar eglenceliydi ki zaman ¢ok hizli gecti. Bu yiizden diger dersler de
boyle olsun isterim. lyi ki 6gretmenimiz sizsiniz.

As it is shown in Comment 2, three main themes are involved. Under the first main
theme, phonological awareness, student 5F8 used “rhymes” and “syllables” as keywords.
These keywords are under the developing phonological awareness skills category. Under the
second main theme, multiple language activities, student 5F8 used “videos” and “activities”
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as keywords. These keywords are under the phonetics activities and the use of games, songs,
videos, TPR activities, and visuals in teaching phonetics categories. Under the third main
theme, emotions and feelings of young learners, student 5F8 used “fun” as a keyword. This
keyword is under the love of English category.

In this quotation, it appears that student 5F8 enjoys her English classes and teacher,
and thinks that the phonetics activities were fun. She specifically focuses on the enjoyable

sides of syllable activities, rhyming words and watching videos.

e Comment 3: The student 5M9 (This comment was received on 18.12.2019 after the
pre-test.):
In this lesson, our teacher taught us sounds. We learned rhyming words. We listened to songs about
these topics. | had fun and | was happy. It was a very nice lesson.

e Yorum 3: Ogrenci 5SM9 (Bu yorum, n testten sonra 18.12.2019 tarihinde

alinmigtir.):
Bu derste 6gretmenimiz bize sesleri ogretti. Kafiyeli kelimeleri 6grendik. Bu konularla ilgili sarkilar

dinledik. Ben ¢ok eglendim ve mutlu oldum. Cok giizel bir dersti.

As it is shown in Comment 3, three main themes are involved. Under the first main
theme, phonological awareness, student 5M9 used “rhymes” and “sounds” as keywords.
These keywords are under the developing phonological awareness skills category. Under the
second main theme, multiple language activities, student 5M9 used “songs” as a keyword.
This keyword is under the use of games, songs, videos, TPR activities, and visuals in
teaching phonetics category. Under the third main theme, emotions and feelings of young
learners, student 5M9 used “fun” and “happy” as keywords. These keywords are under the
love of English category.

In this quotation, student 5M9 reports that English classes were fun and they learnt

sounds, rhyming words and listened to some songs.

e Comment 4: The student 6F2 (This comment was received on 10.12.2019 after the
pre-test.):
My dear teacher. I love you so much. We had so much fun in class today. We learned the first and
final sounds in words. We learned how to separate sentences by clapping our hands. We learned new
words. Our teacher handed out some pictures. We found the first sounds of the words. Then, we
listened to the songs. While listening to the songs, we both learned the sounds and danced. Thank you
teacher.

e Yorum 4: Ogrenci 6F2 (Bu yorum, 6n testten sonra 10.12.2019 tarihinde

almmustir.):

Canmim dgretmenim. Sizi ¢ok seviyorum. Bugiin derste ¢ok eglendik. Kelimelerdeki ilk ve son sesleri
ogrendik. Ellerimizi vurarak ciimleleri nasil aywracagimizi dgrendik. Yeni kelimeler ogrendik.
Ogretmenimiz resimler dagitti. Kelimelerin ilk seslerini bulduk. Sonra sarkilar dinledik. Sarkilar:
dinlerken hem sesleri ogrendik hem de dans ettik. Tesekkiir ederim égretmenim.
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As it is shown in Comment 4, three main themes are involved. Under the first main
theme, phonological awareness, student 6F2 used “sounds” and “‘sentences” as keywords.
These keywords are under the developing phonological awareness skills category. Under the
second main theme, multiple language activities, student 6F2 used ‘“songs”, “pictures”,
“dance” as keywords. These keywords are under the phonetics activities and the use of
games, songs, videos, TPR activities, and visuals in teaching phonetics categories. Under the
third main theme, emotions and feelings of young learners, student 6F2 used “fun” and
“love” as keywords. These keywords are under the love of English and love of English
teacher categories.

In this quotation, student 6F2 says that she likes her English classes, phonetics
activities, and English teacher. She also gives some examples of in-class activities such as
the first and final sounds, how to separate sentences, learning new words, listening to songs
and using pictures. She adds the kinesthetic activities like clapping and dancing as well.

e Comment 5: The student 6M7 (This comment was received on 03.01.2020 after the
pre-test.):

Dear teacher. Your lesson was fun. Thanks to you, we learned how to pronounce the sounds in English.

We watched many videos. | loved them. English lessons are amusing because you are our teacher.
Thanks.

e Yorum 5: Ogrenci 6M7 (Bu yorum, 6n testten sonra 03.01.2020 tarihinde
almmustir.):

Sevgili hocam. Dersiniz ¢ok eglenceli gecti. Ingilizcedeki seslerin okunusunu sizin sayenizde 6grendik.
Cok fazla video izledik. Cok sevdim. Ogretmenimiz oldugunuz igin Ingilizce dersleri ¢cok eglenceli.
Tesekkiirler.

As it is shown in Comment 5, three main themes are involved. Under the first main
theme, phonological awareness, student 6M7 used “pronounce” and “sounds” as keywords.
These keywords are under the developing phonological awareness skills category. Under the
second main theme, multiple language activities, student 6M7 used “videos” as a keyword.
This keyword is under the use of games, songs, videos, TPR activities, and visuals in
teaching phonetics category. Under the third main theme, emotions and feelings of young
learners, student 6M7 used “fun” and “love” as keywords. These keywords are under the
love of English and the young learners' attitudes towards the phonetics activities categories.

In this quotation, student 6M7 states that they learned how to pronounce sounds,
watched videos and had fun during the lessons. He also expressed his love for English

lessons and his English teacher.

e Comment 6: The student 6M10 (This comment was received on 08.01.2020 after
the pre-test.):
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I love English lessons. English has never been as much fun as this lesson. The only reason is my dear
teacher.
Yorum 6: Ogrenci 6M10 (Bu yorum, n testten sonra 08.01.2020 tarihinde

alimmustir.):
Ingilizce dersini ¢ok seviyorum. Ingilizce hi¢ bu ders kadar eglenceli olmamisti. Bunun tek nedeni ise
sevgili 6gretmenim.

As it is shown in Comment 6, one main theme is involved. Under the third main

theme, emotions and feelings of young learners, student 6M10 used “fun” and “love” as

keywords. These keywords are under the love of English category.

In this quotation, student 6M10 stresses that he had never such fun English classes

before and attributes this situation to his English teacher.

Comment 7: The student 7F2 (This comment was received on 18.12.2019 after the
pre-test.):

Our teacher taught us the first and final sounds in English. We played a game related to this topic.
This game was so entertaining. She taught us how to delete syllables in a word. In addition, our
teacher taught new things we did not know. The lessons are fun because our teacher is a cheerful
person. | love English.

Yorum 7: Ogrenci 7F2 (Bu yorum, 6n testten sonra 18.12.2019 tarihinde

alinmigtir.):

Ogretmenimiz bize Ingilizcedeki ilk ve son sesleri dgretti. Bu konuyla ilgili bir oyun oynadik. Bu oyun
¢ok eglenceliydi. Bize bir kelimedeKi hecelerin nasil ¢ikartilacagim ogretti. Ayrica ogretmenimiz
bilmedigimiz yeni seyler ogretti. Dersler eglenceli ¢iinkii ogretmenimiz neseli bir insan. Ingilizceyi
seviyorum.

As it is shown in Comment 7, three main themes are involved. Under the first main

theme, phonological awareness, student 7F2 used “sounds” and “syllables” as keywords.

These keywords are under the developing phonological awareness skills category. Under the

second main theme, multiple language activities, student 7F2 used “game” as a keyword.

This keyword is under the use of games, songs, videos, TPR activities, and visuals in

teaching phonetics category. Under the third main theme, emotions and feelings of young

learners, student 7F2 used “fun” and “love” as keywords. These keywords are under the love

of English category.

In this quotation, student 7F2 indicates her interest in English lessons and love for

her English teacher. In addition, she gives some in-class activities such as learning the first

and final sounds, playing games and deleting syllables.

Comment 8: The student 7F4 (This comment was received on 07.01.2020 after the
pre-test.):

First of all, I would like to thank our dear teacher for the activities. These activities are very energizing
and effective for us. If there is someone who wants to learn these subjects closely, I think s/he should
do our teacher's activities. Thank you on behalf of my class.
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e Yorum 8: Ogrenci 7F4 (Bu yorum, n testten sonra 07.01.2020 tarihinde

alimmugtir.):

Oncelikle sevgili 6gretmenimize etkinliklerden dolay: tesekkiir ederim. Bu etkinlikler bizim icin ¢ok
eneryji verici ve ¢ok etkili. Eger bu konulari yakindan égrenmek isteyen birileri varsa 6gretmenimizin
etkinliklerini yapmalidir diye diisiiniiyorum. Sinifim adina tesekkiir ederim.

As it is shown in Comment 8, two main themes are involved. Under the second main
theme, multiple language activities, student 7F4 used “activities” as a keyword. This
keyword is under the phonetics activities category. Under the third main theme, emotions
and feelings of young learners, student 7F4 used “effective” as a keyword. This keyword is
under the young learners' attitudes towards the phonetics activities category.

In this quotation, student 7F4 thanks her English teacher for conducting such
energizing and effective lessons on behalf of her classmates. She also compliments her

English teacher on choosing these activities and gives her as a model for English lessons.

e Comment 9: The student 7M7 (This comment was received on 29.11.2019 after the
pre-test.):
In my opinion, the table (Sounds Chart) showing how to pronounce English sounds is very beneficial

and effective for us. We learned that the words are not pronounced as their written forms in English.
It is better to learn like that.

e Yorum 9: Ogrenci 7M7 (Bu yorum, n testten sonra 29.11.2019 tarihinde

almmustir.):

Bence, .I'ngilizcede seslerin nasil séylendigini gésteren tablo (Sounds Chart) bizim i¢in ¢ok faydali ve
etkili. Ingilizcede kelimelerin yazildigi gibi okunmadigim 6grendik. Bu sekilde ogrenmek daha giizel.

As it is shown in Comment 9, two main themes are involved. Under the first main
theme, phonological awareness, student 7M7 used “sounds”, “Sounds Chart”, and
“pronounce” as keywords. These keywords are under the teaching phonetics and developing
phonological awareness skills categories. Under the third main theme, emotions and feelings
of young learners, student 7M7 used “effective” as a keyword. This keyword is under the
young learners' attitudes towards the phonetics activities category.

In this quotation, student 7M7 mentions how effective and beneficial the Sounds
Chart is, and believes in the necessity of learning the sounds with the help of the Sounds
Chart. In addition, he states that the words in English are not pronounced as in their written

forms, which shows his increased phonological awareness skills.
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4.4. Results for the Reflections of the Participant English Teacher Regarding
the Application of Multiple Activities with an Aim to Develop the Phonological
Awareness of the Young Learners (Research Question 4)

As the researcher of this study, the aim was to develop the phonological awareness
of the young learners. The researcher focused on her young learners' characteristics while
preparing the materials in order to attain her aim. Thus, she tried to find exciting, motivating,
encouraging, and educational videos, songs, worksheets, games, materials for the young
learners.

Throughout the study, the researcher kept a reflective teacher journal to note down
her implementation process, what was done, what worked, what failed. She wrote her
applications of multiple activities as the participant English teacher. Thus, it became easy
for her to make some decisions to change or add an activity based on the young learners’
reflections and participation.

Before the pre-test, she did not provide any training for the young learners. While
administering the pre-test, she gave only one example for each part of P.A.S.T. Then, she
wrote one example on the board to explain. She explained each instruction twice. During the
pre-test, immediate post-test, and delayed post-test, all the instructions were given in Turkish
for a clearer understanding. She administered the pre-test to the 5, 6 and 7™ grade students
on the same day. It took 50-55 minutes to complete the pre-test.

At the end of the first semester, the researcher administered an immediate post-test
in order to evaluate young learners' phonological awareness development. Before beginning,
the participants completed some parts such as name, surname, gender, age, date, student
number, class, and the name of English teacher. It took 40-45 minutes to complete the
immediate post-test. The researcher checked the answers, and gave their overall scores.

At the beginning of the second semester, the researcher administered P.A.S.T. as a
delayed post-test to find out whether young learners gained phonological awareness skills
more permanently. Similarly, before beginning, the participants completed the same parts
such as name, surname, gender, age, date, student number, class, and the name of English
teacher. It took 30-35 minutes to complete the delayed post-test. In the same vein, the
researcher checked the answers, and gave their overall scores.

The pre-test administration was more tiring than the immediate post-test and delayed
post-test. The researcher thought that the pre-test administration would be very difficult for
her. However, fortunately, it was better than she expected. Since young learners studied on

each part of P.A.S.T. for a long time, the immediate post-test administration took less
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minutes than the pre-test administration. Similarly, the delayed post-test administration took
less minutes than both the pre-test and immediate post-test administrations since young
learners were accustomed to all parts of P.A.S.T.

As stated previously, this study was conducted on the 5%, 6 and 7" grade students
at a state secondary school in Sanlwrfa, Turkey. The school has not got any English
Language Laboratory. In addition, there are not IWBs, smart boards, computers, sound
systems, wall-mounted projectors in classrooms. Thus, the researcher used her own
technological equipment such as computer, portable projector and speakers in the lessons
throughout the study. Moreover, the researcher connected to the Internet through her own
means. Unfortunately, some technical and technological problems made the process difficult
for the researcher during the study.

The researcher is an English teacher and researcher of this study. She conducted this
study on phonological awareness because she realized that her young learners had
difficulties in English pronunciation. As an English teacher, the researcher observed her
young learners' pronunciation problems and decided to go into action to develop the
situation. Since their phonological awareness and phonetic knowledge were low, they could
not pronounce, read, and write English sounds, words, and sentences appropriately. For this
reason, it took a long time to improve this situation.

At the beginning of the study, some young learners exhibited prejudiced and
uninterested behaviors in English courses. Hence, they did not want to participate in English
activities. Furthermore, they were initially timid and introverted in English courses. Thus,
the researcher never thought they would be so successful and willing to learn during the
whole study. However, their behaviors changed positively. For instance, they became happy,
eager, motivated learners, and they were more interested in language learning. In addition,
English became meaningful and crucial for them. The researcher realized that her young
learners loved her and the English lessons. Moreover, she observed that her young learners'
classroom participation increased considerably. Even the quietest and naughtiest students
were willing to participate in the multiple activities throughout the study. One of her young
learners stammered. Thus, this student did not want to participate in the activities. However,
this student raised the finger for the first time in one of the activities. Since this was the first
time that the researcher heard the sound of this student, it was a nice surprise for the
researcher. As a result, the researcher was very glad to achieve her goals at the end of the

study.
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The researcher was the teacher of the participating students so there might have been
researcher's bias in the reflections in this part, which is also a risk factor and a limitation in

research studies.
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CHAPTER 5: DISCUSSION AND CONCLUSION
This chapter begins with a general overview of the study which gives information
about the purpose and findings of the study, data collection tools, procedures, data analysis,
the setting, the perceptions and attitudes of the participants towards the multiple phonetics
activities, and the reflections of the researcher regarding the application of multiple activities
with an aim to develop the phonological awareness of the young learners. Then, suggestions

for further studies will be proposed. Finally, implications of the study will be provided.

5.1. Conclusion

The purpose of the present study was to explore the influences of the use of multiple
activities and materials (songs, videos, music, games, toys, assignments, worksheets, audio
dictionary) on English classes and young learners’ phonological awareness development.
This study also aimed to find out whether there is a significant statistical difference between
pre-test, immediate post-test, and delayed post-test scores of the participant young learners
of English in terms of their phonological awareness levels. Furthermore, the current study
also aimed to investigate the perspectives of the participant young learners about the multiple
activities which focus on phonetics, and the reflections of the participant English teacher
regarding the application of multiple activities with an aim to develop the phonological
awareness of the young learners.

This action research was conducted by an English language teacher at a state school
in Sanlurfa with 56 students from the 5™, 6! and 7" grade EFL learners. In this study, there
were a total of 56 participants with 26 female and 30 male secondary school students. It was
aimed to investigate the effects of using multiple activities and materials (songs, videos,
music, games, toys, assignments, worksheets, audio dictionary) on developing phonological
awareness among the 5™, 6™ and 7™" grade young learners in Turkish EFL context and gather
the participant young learners’ and teacher’s views and reflections about the phonetics
activities. In the current study, both qualitative and quantitative data were collected from the
participant young learners. Hence, a mixed method research design was used in this study.

In this mixed method research study, the researcher administered the P.A.S.T. as a
pre-test, immediate post-test, and delayed post-test in order to collect quantitative data. The
pre-test, immediate post-test, delayed post-test scores, and ages of the participant young
learners were transformed into four tables in order to show their average scores and the total
number of the participants in terms of gender. The quantitative results demonstrated that the
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young learners have favorable attitudes toward phonological awareness skills, phonetics, and
pronunciation.

On the other hand, she kept a reflective teacher journal, held interviews with the
participant students, received their comments about the activities, and made observations as
qualitative data collection tools. In order to analyze the interviews and comments, a
summative content analysis was used by the researcher. According to the interviews and the
comments, main themes and categories were specified by the researcher. Moreover, she also
specified 136 keywords in total. After that, the keywords were counted from the interviews
and comments one by one to find their frequencies. The frequencies showed that the words
sounds, songs, and fun were used very often by the participating young learners.

The data gathered from the participants’ pre-tests, immediate post-tests, and delayed
post-tests results showed that all the young learners gained phonological awareness skills to
some extent, and developed phonological awareness by the aid of multiple activities and
materials (songs, videos, music, games, toys, assignments, worksheets, audio dictionary) in
English classes. Furthermore, there is a great statistical difference between the pre-test,
immediate post-test and delayed post-test scores of the participant young learners of English
in terms of their phonological awareness levels. Their scores increased notably, and they
showed improvement in terms of phonological awareness skills. When the mean scores of
the pre-test (M for the 5" grade = 56.571, the 6 grade = 61.941, the 7" grade = 55.444) and
immediate post-test (the 5" grade = 76.761, the 6™ grade = 78.470, the 7" grade = 75.944)
were compared, it was found out that the scores in the immediate post-test showed an
increase. The mean scores of the delayed post-test results (M for the 5™ grade = 78.904, the
6" grade = 78.529, the 7" grade = 72.666) showed that young learners developed their
phonological awareness more permanently to some extent. Furthermore, based on all the
data it was clear that the multiple activities responded to the participant young learners' needs
and expectations in terms of phonological awareness.

The findings of the study also indicated that all the multiple activities were
considered to be effective and fun by the young learners. The reason for this could be that
the multiple activities were suitable for their characteristics. In parallel with the findings of
the participants’ comments, the data gathered from the interviews showed that singing songs
was the most useful and enjoyable activity type for the young learners. On the other hand, it
was found out that the young learners were interested in sounds most. Moreover, developing
phonological awareness was a totally new experience for them. Hence, the young learners

were curious about the phonetics activities throughout the study.
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In the current study, the researcher prioritized characteristics of the young learners
while planning her lessons. Hence, she tried to find age-appropriate materials and activities
for the young learners throughout the study. As stated previously, she kept a reflective
teacher journal to write down her implementation process from the beginning to the end.
According to the researcher, it made the process easier and stronger since she could see what
worked, and what failed in an easy way. She stated that the pre-test administration was more
tiring than the immediate post-test and delayed post-test since the young learners were not
accustomed to the P.AS.T. Thus, the immediate post-test and delayed post-test
administrations were simpler than the pre-test. Moreover, she observed that even the quietest
and naughtiest students were willing to participate in the multiple activities throughout the
study. Almost all of the participants shared their positive views on the multiple phonetics
activities. As a result, the researcher achieved her goal in most aspects.

All in all, the conclusions made from the study were that the multiple activities and
materials (songs, videos, music, games, toys, assignments, worksheets, audio dictionary)
encourage young learners' eagerness to develop their phonological awareness, and to gain
phonological awareness skills, which play a crucial role in order to have a great
comprehension and communication in L2. In the current study, the findings from both the
quantitative and qualitative data indicated that the participant young learners had positive
attitudes toward the multiple activities which focused on the phonetics. In addition, they
thought that these multiple activities were all effective and fun in developing their
phonological awareness. They also exhibited their love of English and English teacher in the
interviews and comments. Fortunately, positive attitudes of the participants toward
phonological awareness, pronunciation, phonetics, and the multiple phonetics activities
increased the effectiveness of phonetics and pronunciation teaching, and their phonological
awareness skills.

In terms of developing phonological awareness, there are a wide range of studies
around the world. Unfortunately, there are less studies on developing phonological
awareness among young learners in the field of ELT specifically. On the other hand, in
Turkey, there are some studies on phonological awareness. However, many of them were
conducted on adult EFL learners, or different fields except for ELT. Thus, it can be said that
the number of phonological awareness studies is inadequate in the field of ELT specifically.

In one study, Mitchell and Fox (2001) aimed to examine the degree of efficiency of
two computer programs designed to develop phonological awareness in children. Different

from the present study, Mitchell and Fox (2001) administered PAT as a pre-test and an
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immediate post-test of rhyming, segmentation, phoneme isolation and blending. However,
in the present study, the researcher administered P.A.S.T., which consists of 14 parts, as a
pre-test, immediate post-test and delayed post-test. Thus, it can be said that the present study
is more comprehensive in terms of phonological awareness skills of young learners.
Moreover, in the study of Mitchell and Fox (2001), it was seen that computer-operated
phonological awareness instruction and teacher-delivered instruction offered more
phonological awareness development of the children than the technology-delivered
instruction. Hence, their study offers support for the use of computer-operated phonological
awareness instruction. However, it is recommended that explicit instruction should be
provided every single day in order to develop phonological awareness among young
learners. In addition, it is also suggested that technology should be integrated into teaching
and learning process. It is also very important that teachers should use technology in their
classes as a means rather than an end. In other words, English teachers should transfer their
knowledge and skills with the help of technology; however, they should have enough
knowledge in developing phonological awareness among young learners.

The study conducted by Moritz et al. (2013) investigated whether phonological
awareness and musical rhythmic skills are associated in kindergartners. They also tried to
investigate whether musical activity is linked to the improvements in phonological
awareness. In terms of the purposes, this study shows similarity with the present study. The
researchers used six subtests of the PAT such as rhyming discrimination, rhyming
production, sentence segmentation, syllable segmentation, isolation of beginning phonemes,
and deletion of sounds. However, in the present study, the researcher used P.A.S.T., which
consists of 14 parts. Thus, the present study is more comprehensive in terms of phonological
awareness skills. When we look at the results of the present study, we saw that musical
activities, songs and music integration were useful, effective and fun for young learners. In
the same vein, Moritz et al. (2013) found out that the children with intensive music training
made more progress in a variety of phonological awareness skills than the children with less
training. Moreover, they stated that rhythm ability was strongly linked to phonological
awareness. Bolduc's study (2009) identified similar results, and mentioned that music and
songs helped young children to identify various phonological units and use them
consciously. It was also detected that music and songs promoted them to discover, explore
and acquire knowledge by means of natural activities. The findings of the present study,
regarding the impact of music and songs on developing phonological awareness, are in

correlation with these previous studies (Bolduc, 2009; Moritz et al., 2013). Moreover,
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Bolduc (2009) also suggested that learning environment should be informal, game-based and
related to real life experiences of the children. In the present study, the researcher tried to
create a stress-free, motivating, informal, and game-based classroom environment for the
participating young learners. She found, prepared and used the multiple activities for her
young learners in order to develop their phonological awareness in an effective and
enjoyable way.

In the study of Rule et al. (2006), it was found out that kinesthetic and verbal games,
kinesthetic and tactile activities, hands-on object box and environmental print activities were
efficient to teach phonological awareness to the children. In addition, they emphasized that
all teachers should use different strategies and approaches to develop phonological
awareness among the children. The results of the present study were in parallel with those
of Dockstader and Stewart's study (2006) where the participants also adopted positive
attitudes towards phonological awareness with the help of kinesthetic and tactile activities.

In one study, Brennan and Ireson (1997) investigated the effects of a training program
of metalinguistic games and exercises in kindergarten classes. The children played various
listening and sounds games, rhyming games, games for rhyme production, looked at
pictures, danced, sang, etc. In their classes, syllables were taught by clapping hands. It was
found out that the kindergartners who took this training program gained more scores in all
the tests of phoneme awareness. Hence, the study proved that the use of activities, games,
exercises, songs, pictures, and different teaching methods were highly effective to develop
phonological awareness among young children. The findings of the present study are in
correlation with Brennan and Ireson's study (1997) in terms of using the multiple activities
in English classes to develop young learners’ phonological awareness.

In another study, S6zen (2019) investigated the relationship between the learners' L2
listening comprehension, and the levels of their phonological and morphological awareness.
In contrast to the present study, S6zen's study (2019) was conducted on adult EFL learners.
Moreover, her study was related to listening skill in L2.

In her study, Ozdemir (2008) tried to find out the role of phonological awareness in
Turkish-English bilingual children's reading acquisition. The participants of her study and
the present study were similar in one way. However, the purposes of these two studies were
different. Ozdemir's study (2008) was related to the reading skill.

The study conducted by Aksakalli (2018) investigated the opinions and behaviors of
EFL pre-service teachers about pronunciation and pronunciation teaching, and their

phonological awareness. Like S6zen's study (2019), this study was also conducted on adults.
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Aksakalli's study (2018) and the present study appear similar in terms of their purposes in a
sense. Similarly, the pronunciation instruction was provided, face to face interviews were
held, and a pre-test and an immediate post-test were administered by the researcher in her
study. It was found out that although the EFL pre-service teachers had some problems in
pronunciation, their pronunciation levels developed after pronunciation instruction.
Moreover, they adopted optimistic attitudes towards pronunciation. Similar results can be
seen between this study and the present study. In the present study, the participating young
learners also adopted positive attitudes towards pronunciation. After pronunciation and
phonetics training, the pronunciation levels and phonological awareness skills of the young
learners also increased. In this study, it was recommended that teachers should provide more
activities and exercises focusing on factors influencing pronunciation learning in order to
develop their learners' pronunciation skills and phonological awareness. In the same vein,
the present study also noted that the teachers should provide a wide range of activities,
exercises and materials focusing on developing pronunciation skills and phonological
awareness. However, the present study was conducted on the young learners.

Finally, Atmaca (2018) aimed to investigate phonological awareness levels of ELT
freshmen, and compared them. Like S6zen's (2019) and Aksakalli's (2018) studies, this study
was also conducted on adults. In order to collect data, she administered four parts of P.A.S.T.
The quantitative data collection tools of her study and the present study were the same;
however, the number of parts were different. Thus, it can be said that the present study is
more comprehensive in terms of the number of the parts of P.A.S.T. In this study, Atmaca
(2018) suggested that the characteristics of student teachers could be focused on in order to
improve their phonological skills. In addition, it is recommended that teacher trainers should
plan their teaching practices according to their students' learning needs. Atmaca (2018) also
recommended that student teachers can be involved in phonetic transcription activities. In
the present study, the researcher taught English sounds and phonetic alphabet by using audio
dictionaries and IPA phonetic chart. Firstly, she explicitly taught that words are composed
of an order of speech sounds. Particularly, the sounds /f/, /tf/, /6/, /y/, and /o/ were the most
difficult ones for the young learners. Secondly, she wrote the phonetic transcriptions of the
sounds on the board. Then, the phonetic transcriptions were taught in the words for a clearer
understanding. Throughout the study, the researcher provided the multiple activities in order
to teach phonetics and pronunciation.
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5.2. Implications

Taking into consideration that more research studies are needed to investigate the use
of multiple activities in English classes to develop young learners’ phonological awareness
in Turkish EFL context, this study provides significant educational implications especially
for English teachers of young learners working at different schools in Turkey. First of all, it
Is necessary that more studies should be conducted by researchers for a deeper understanding
of developing phonological awareness among young learners in Turkey.

The teachers should be aware of the fact that their young learners' characteristics and
interests are not the same as those of adults. As Bourke (2006) stated, language teaching
should be linked to the world of young learners. Moreover, it is important to focus on the
characteristics of young learners in the process of English language teaching. Thus, it is
necessary for all English teachers of young learners to create a learning atmosphere in which
their learners learn English in an effective and enjoyable way. In addition, the teachers
should arrange, and use age-appropriate, interesting, motivating, exciting, and useful
materials and activities in their classes.

In this study, one of the most common problems of the young learners was
pronouncing and reading English words as in their written forms. In addition, they wrote the
words as they are pronounced. They also stated that they had difficulty in producing the
sounds that do not exist in Turkish. Therefore, the differences between Turkish and English
orthography need to be taught by the teachers in an appropriate way. As previously stated,
this problem occurs due to the lack of young learners' phonological awareness skills. It is
clear that a young learner who has lower phonological awareness might have difficulty in
rhyming, syllabication, or spelling a new word by its sound. Luckily, these problems can be
solved with the help of the multiple activities which focus on the phonetics. Moreover, the
teachers should focus on teaching pronunciation since correct pronunciation is an important
aspect of successful and effective communication. Hence, the teachers should integrate
pronunciation into other areas of language learning (Reid, 2014).

Another implication of this study is related to teaching listening skill to the young
learners. Sevik (2012) stated that listening skill is a priority in most of primary education
curricula around the world. For instance, in Turkey, listening is emphasized at the 2" and
3" grade levels while reading and writing are involved in higher grades (MoNE, 2018). In
order to teach listening to their young learners in an effective way, the teachers should know
that one of the most important skills for listening is phonological (sound) awareness.

Moreover, King (2005) stated that gaining phonological awareness skills encourages the
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young learners to develop their reading and writing skills. Hence, it is recommended that
English teachers of young learners should take into consideration phonological awareness in
order to teach different language skills effectively. They should also provide various
materials and activities for their learners so that they can gain phonological awareness skills
permanently.

In addition, the learners' language skills should be monitored, and tested by the
teachers in order to create a positive backwash effect. The teachers should test what they
taught in the classes. If test items correspond with the objectives of the curriculum, they will
have positive backwash effects on the learners (Paker, 2013). In order to identify
phonological awareness levels, and improvements of the learners, the teachers can
administer the P.A.S.T. in their classes. The test items of P.A.S.T. should be prepared
according to its parts in parallel with English curriculum. English teachers should also
provide feedback for their learners. They should check their learners' assignments,
worksheets, answers, etc. and give feedback in order to teach phonological awareness skills
permanently; otherwise, their errors will affect their learning in a negative way.

English language curriculum should involve some classes for the teachers to develop
young learners' phonological awareness. Moreover, English course books should provide
various phonetics, pronunciation, and listening activities, worksheets, games, songs, nursery
rhymes, coloring activities, TPR activities, etc. With the help of these activities, young
learners can practice and develop their phonological awareness skills in English classes. In
addition, it can be recommended that all the classes in Turkey should be arranged with more
technological equipment so that the teachers can achieve their teaching objectives more
practically and effectively.

All in all, it can be suggested that pre-service and in-service EFL teachers should
take more phonetics, pronunciation, and phonological awareness training at their institutions

so that they become a good model for their young learners.

5.3. Suggestions for Further Studies
This study investigated the effects of using multiple activities and materials (songs,
videos, music, games, toys, assignments, worksheets, audio dictionary) on developing
phonological awareness among 56 young learners in Turkish EFL context. The current study
also aimed to gather the participant young learners’ comments and the researcher’s

reflections about the phonetics activities.
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The present study was implemented with 56 young learners from the 5%, 6™ and 7%
grades. There was only one group of young learners for the 5%, 6™ and 7*" graders. Thus, the
current study was not implemented with an experimental and a control group. For this
reason, future studies can be conducted with a control group and an experimental group.

In this study, the 8'" graders were not included due to their high school entrance exam.
Further studies can be conducted with more number of participants to expand the findings
with different learner characteristics. The 8™ graders can be incorporated into further studies.
Moreover, this study investigated the young learners' phonological awareness skills. It is
suggested that further studies should be conducted to investigate kindergartners', high school
students’, and adult learners' phonological awareness skills.

As indicated before, the researcher was the teacher of the participating students in
this study and they were given some scores upon their participation in classroom activities
and assignments, which might have caused them to display more favorable attitudes while
giving answers in their interviews and created some negative impact since social desirability
or the desire to please the class teacher. So in future studies, the researcher and the teacher
can be different people and they can cooperate for the action research studies.

In this study, the data collection process took place at one state school and lasted for
a term. It is suggested that further studies should be designed to collect data from different
state or private schools and for a longer period of time. More longitudinal studies can provide

ample qualitative and quantitative results in different settings for researchers.
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https://tr.pinterest.com/pin/113997434296190284/

https://www.worksheetplace.com/mf pdf/Final-sounds-1.pdf

https://www.blake.com.au/Reading-Assessment-Tasks-Quick-Check-Activities-
p/9781921367106.htm

https://tr.pinterest.com/pin/134052526387618745/

https://www.pinterest.se/pin/348677196129600242/

https://tr.pinterest.com/pin/661536632745918794/

https://www.teacherspayteachers.com/Product/Sentence-Segmentation-PAST -
Phonological-Assessment-Activity-1-3498636

https://tr.pinterest.com/pin/325948091765280237/

https://www.education.com/worksheet/article/count-the-syllables-animals/

https://www.pinterest.de/pin/33354853465494972/

https://www.pinterest.cl/pin/410601691011288176/

http://www.idealconsultingservices.com/FORMS/Data%20Meeting%20Forms/Phonologic
al Awareness Skills Test PAST.pdf



https://tr.pinterest.com/pin/383791199487739590/
https://tr.pinterest.com/pin/230457705915329928/
https://www.pinterest.co.uk/pin/68328119330504277/
https://www.superteacherworksheets.com/phonics-cvc/ic-missing-letters_NHJUA.pdf?up=1466611200
https://www.superteacherworksheets.com/phonics-cvc/ic-missing-letters_NHJUA.pdf?up=1466611200
https://www.teacherspayteachers.com/Product/Initial-Medial-and-Final-Sounds-610174
https://www.google.com/search?q=WHATS+MY+SOUND&tbm=isch&source=lnms&sa=X&ved=0ahUKEwi9q8as5sXpAhUzw8QBHTGZAIAQ_AUIYSgB&biw=1366&bih=657#imgrc=99-oN42coQFydM
https://www.google.com/search?q=WHATS+MY+SOUND&tbm=isch&source=lnms&sa=X&ved=0ahUKEwi9q8as5sXpAhUzw8QBHTGZAIAQ_AUIYSgB&biw=1366&bih=657#imgrc=99-oN42coQFydM
https://www.google.com/search?q=WHATS+MY+SOUND&tbm=isch&source=lnms&sa=X&ved=0ahUKEwi9q8as5sXpAhUzw8QBHTGZAIAQ_AUIYSgB&biw=1366&bih=657#imgrc=99-oN42coQFydM
https://www.teacherspayteachers.com/Product/Syllables-Worksheets-Grammar-Review-1914480
https://www.teacherspayteachers.com/Product/Syllables-Worksheets-Grammar-Review-1914480
https://tr.pinterest.com/pin/113997434296190284/
https://www.worksheetplace.com/mf_pdf/Final-sounds-1.pdf
https://www.blake.com.au/Reading-Assessment-Tasks-Quick-Check-Activities-p/9781921367106.htm
https://www.blake.com.au/Reading-Assessment-Tasks-Quick-Check-Activities-p/9781921367106.htm
https://tr.pinterest.com/pin/134052526387618745/
https://www.pinterest.se/pin/348677196129600242/
https://tr.pinterest.com/pin/661536632745918794/
https://www.teacherspayteachers.com/Product/Sentence-Segmentation-PAST-Phonological-Assessment-Activity-1-3498636
https://www.teacherspayteachers.com/Product/Sentence-Segmentation-PAST-Phonological-Assessment-Activity-1-3498636
https://tr.pinterest.com/pin/325948091765280237/
https://www.education.com/worksheet/article/count-the-syllables-animals/
https://www.pinterest.de/pin/33354853465494972/
https://www.pinterest.cl/pin/410601691011288176/
http://www.idealconsultingservices.com/FORMS/Data%20Meeting%20Forms/Phonological_Awareness_Skills_Test_PAST.pdf
http://www.idealconsultingservices.com/FORMS/Data%20Meeting%20Forms/Phonological_Awareness_Skills_Test_PAST.pdf
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Songs and Videos

Beginning Sounds | Beginning Sounds Song | Word Play | Jack Hartmann:
https://youtu.be/JVYadVvimYY

Beginning sounds by BabyA Nursery Channel: https://youtu.be/KxIDkn-YXIE

Counting Words in a Sentence: https://youtu.be/pMy91E2DSJk

Exercise, Rhyme and Freeze | Rhyming Words for Kids | Exercise Song | Jack Hartmann:
https://youtu.be/cSPmMGPIyykU

Hooked on Phonics: Learn to Read: https://youtu.be/iOu-QkmInKc

I Love to Rhyme | English Song for Kids | Rhyming for Children | Jack Hartmann:
https://youtu.be/RVophT8naUM

Learn Syllables | Syllable Song for Kids | Clap, Stomp and Chomp | Jack Hartmann:
https://youtu.be/vIiBc703kY Mg

Learning Words | Have You Heard About Compound Words | Phonics | Kid's Songs | Jack
Hartmann: https://youtu.be/2U0OBDRVKKoO0

Let's Make Words | Phonics Song for Kids | Onsets & Rimes | Jack Hartmann:
https://youtu.be/RyRwuVOSPzA

Months of the Year Syllable Song | Counting Syllables | Phonological Awareness | Jack
Hartmann: https://youtu.be/SSI-SbVz20A

Parts of a Sentence | Pre-K and Kindergarten Version | Jack Hartmann:
https://youtu.be/Qh7hCqgyfaPs

See It, Say It, Sign It | Letter Sounds | ASL Alphabet: https://youtu.be/WP1blVh1ZQM

Silent E | Phonics Song for Kids | Jack Hartmann: https://youtu.be/mxVWScxsOsc

Sounds of English Vowels and Consonants with phonetic symbols:
https://youtu.be/JWTDPu2TE6kK

Syllables! | Scratch Garden: https://youtu.be/9S7DY 21gJIU

The Rhyming Words Game | Rhyming Song for Kids | Reading & Writing Skills | Jack
Hartmann: https://youtu.be/3Cc1TL-0bXo

The TH Sound | Phonics Video | Scratch Garden: https://youtu.be/V-cvIZLNEBM



https://youtu.be/JVYa4Vv4mYY
https://youtu.be/KxIDkn-YxIE
https://youtu.be/pMy91E2DSJk
https://youtu.be/cSPmGPIyykU
https://youtu.be/iOu-QkmInKc
https://youtu.be/RVophT8naUM
https://youtu.be/vlBc703kYMg
https://youtu.be/2U0OBDRvkKo
https://youtu.be/RyRwuV0SPzA
https://youtu.be/SSl-SbVz2oA
https://youtu.be/Qh7hCqyfaPs
https://youtu.be/WP1blVh1ZQM
https://youtu.be/mxVWScxsOsc
https://youtu.be/JwTDPu2TE6k
https://youtu.be/9S7DY2lgJlU
https://youtu.be/3Cc1TL-0bXo
https://youtu.be/V-cvlZLNEBM
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The SH Sound | Phonics Video | Scratch Garden: https://youtu.be/eqigJZm5aa4

The CH Sound | Phonics Video | Scratch Garden: https://youtu.be/8JmCrl4FH|8

The Vowel Song (Aeiou): https://youtu.be/We_cIxZORGI

The Reading Machine 1: https://youtu.be/j2hazzQ5bSs

The Reading Machine 2: https://youtu.be/zIuS2L6yhFc

4 Fun Ways to Count Syllables: https://youtu.be/3PHezrjobKI

Audio Dictionaries

https://dictionary.cambridge.org/tr/

https://www.merriam-webster.com/

https://www.collinsdictionary.com/



https://youtu.be/eqigJZm5aa4
https://youtu.be/8JmCrl4FHj8
https://youtu.be/We_c9xZORGI
https://youtu.be/j2hazzQ5bSs
https://youtu.be/zIuS2L6yhFc
https://youtu.be/3PHezrjobKI
https://dictionary.cambridge.org/tr/
https://www.merriam-webster.com/
https://www.collinsdictionary.com/
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APPENDIX B: Official Permission from the Ministry of National Education
(MoNE)

EEvrak Tarih ve Sayisi: 31/07/2019-22713

T.€.
SANLIURFA VALILIGI
I Milli Egitim Modirliga

Savi  :26202541-44-E. 13712769
Konu : Tez Calisma Lzni (frem Ay KEYSAN )

PAMUKKALE UNIVERSITES! REKTORLUGUNE
(Ogrenct Iter Duire Bagkunligi)

ligl 111062019 tarihy ve 27494 sayilt yazimz.

(niversiteniz Egitim Bilimlerl  Enstitisi Yabaner Diller Egitimi Anabilim  Dali
Ingiliz Dili Egitim Prograny Tezli Yoksek Lisans ogroncisi Irem Ay KEYSAN'n: "Effoct Of
Music Integration On Phonological Awareness Among Young Learmens™ konuly tezing
iligkin  gohsmasmin  Midirogamizde bulunsn  tm  resmi optaokul  Orencilerine
uygulanmasina iliskin ilgl yaz ve ekleri degerlendiriimis olup,

Sz konusu  uygulamanm somuglerinm  Mdinitigimioce  paylagiimay - ve
uypulsmann cfiitim Ogretim  fualiyetini aksstmadan, gdndilalak esasma daysh olarak
yapiimasinda herhungi bir sakinen gprlimemigtic

Bilgilerinize arz ederim,

lsmail Y APICTER
f MUl Egitim Modiri

{ayare Eletronik imea
Ash g Ayn.dw
2212910

Muﬂdfl M/
1yl Eﬁfi ,
y \/

Al Srmgirt Cenrd Mah, Dhamssrgai S0k Noc b Senlorts g jut Koot DARMAT
[k trnlh Ag wos susdliirfa meb gov i LTI R LI S ag
woperi e v e it Niha'! 004 hs SB0RD *

Wi oot evane et tnmih mes fe smeatimngig daps edbiaapie i s I sl Wm.ﬁﬁ? ol o g aidlbetin




APPENDIX C: A Consent Form for the Participants

BILGILENDIRILMIS ONAM FORMU
Sevgili Ogrenciler;

Bu formun amact katilmamz rica edilen gabyma ile ilgili olarak sizi bilgilendirmek ve

katimaniz ile ilgili izin almakur,

Bu kapsamda "Effect of Music Integration On Phonological Awareness Among Young
Learners” hashkli Yilksek Lisans tezi Ingilizce Ofretmeni Irem Ay KEYSAN tarafindan goniillil
katilimailarla vilrittlmektedir, Aragtirma sirsasinda sizden alinacak bilgiler gizli mtelacak ve sadece
aragtrma amagh kullanilacaktr, Aragtrma stivecinde konu ile flgili her tirll soru ve giriisleriniz igin
asamda iletisim bilgisi bulunan arastomacivla giritsebilirsiniz. Bu arastirmava katilmama hakkimz
bulunmaktadic, Ayvmi zamanda ¢alismava katildiktan sonra ¢alismadan gikabilirsiniz. Bu formu
onaylamamz, aragirmaya kathm igin onay verdiginiz anlamma gelecektir. Cabsmaya katilim

ginillillik esasma dayanmaktadir,
Arastrmayla ilgili Bilgiler:

Aragtemanm Amaa: Dil 8grenimi siirecinde dgrenenlerin dinleme ve dinledigini anlama
becerilerinin gelistirilmesi; seslerin, kelimelerin ve ctmlelerin analiz edilmesi ve Ingilizee dogru
telaffuzun dgrenilmesidir,

Aragtwrmanm Yiiriitilecei Yer: Tekyamag Ortaokulu Eyyiibive! SANLIURFA

Calymaya Kablim Onaw:

Katlmam beklenen galymanin amact ve veri ile ilgili bilgileri okudum ve gbniilli olarak
galiyma stiresince zerime dilsen sorumuluklar anladim. Caliyma ile ilgili ayninth apiklamalar sbzlil
olarak arastmac tarafindan vapildi, Bu galigma ile ilgili favdalar ve riskler ile ilgili bilgilendirildim.

Bu arastirmava ve yapilacak olan grigmelere kendi istefiimle, highir baski ve zorlama

olmaksizin gdnlilld olarak katilmayr kabul ediyorum. | Evet ! Havir
Miilakatlara gindilli olarak katilmak istivorum. | Evet ! Hayrw

Katihmemin

Adi-Soyadi:

Simfi:

Ogrenci numaras::

Arashrmacimn

Adi-Soyadu: Irem Ay KEYSAN

Unvan: Ingilizee Ogretmeni- Pamukkale Universitesi Ingiliz Dili Egitimi Balimi Yitksek Lisans
Orencisi

E-posta: iremavys 200 gmail.com
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from the owner of P.A.S.T., Yvette Zgonc

Permission

APPENDIX D

PAS.TFORM
4lef

e Ay Keysan <emey9820Gomal com
Alcr yzgoneggal com

Dear Yyette Zqong,

1 am an Englsh Teacher in 2 secondary school in Turkey, Als, Tam M.A, student af Pamukkale Univerity, Depariment of English Lanquage Teaching,

VWhil eny advsar and I were searching some relevant work on the Inkermet, we came across your valuable work ttled Sounds in acton ; phonological awareness activites and assessments,
T wotld ke use and thus e vou for this valuable est and include your boak in mny reference lstfor my study, especiall for the PAST form, if you pemi,

ook forward to hearng from you

Kind Regards.

YVETTE ZGONC <jzgoncq@so.com
Alcr: rem Ay Keysan <emay 520G ma com

Der rem Ay Keysan.

|3 gfad 0 hear vou found my work helpfl. Yes, you have my permiasion o Use the PAST in any wiay hat would asistyou. | wish you contnued SUccess nyaur endeavars

Sincerey... Yietie Zgonc
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APPENDIX E: Original Phonological Awareness Skills Test (P.A.S.T.)

Phonological Awareness Skills Test (P.AS.T)

Name Date

Teacher o Grade
Concept of Spoken Word (Sentence Segmentation)

Say: We are going to play a game with words and colored chips. (Say the sentence Joey likes cake. As you say
each word of'the sentence, push a colored chip forward-one chip per word.)

Now it's your turn. I'll say the sentence and you’ |l repeat the sentence and push up a chip as you say each
word. Say-Joey likes cake. (Once the student understands the skill, read each sentence to the student and ask
him/her to repeat the sentence while pushing up one chip for each word. Put a check in the box to the right of
the sentence if the child does it correctly.)
1. Tom ran home, (3) | |

. Thave two pets. (4) | |
. Did you eat lunch?(4) | |
. What are you doing? (4) | |
. Terry loves to play soccer. (5) [0 d
. Yesterday it rained. (3) O O

Mastery 5/6 /6 /i

Date:

|

|

I
a O
d a
a a

[ SR T LI o |
sO0D0O0O0O0O

—
[
S

i

Rhyme Recognition

Say: Two words that sound the same at the end are thyming words, such as hat and sar. Do sit and bir rhyme?
(Yes) Do chair and boy rhyme? (No) (If the child appears to grasp the skill, do the same for the following
pairs of words. Put a check in the box to the rght of the pair if the child answers correctly.)

1. bed---fed (ves) d | O d d |

2. top---hop (ves) 0 d | 0 0 d

3. mun---soap (no) I | | I | |

4. hand---sand (yes) I | | I | |

5. funny=-bunny (yes) I | | I | |

6. girl--giant (no) u| O | u| u| O
Mastery 5/6 /b 6 /6 /6 /b b
Date: -

Rhyme Production

Say: I'm going to say a word and | want you to tell me a word that thymes with it. (The answer can be a real
word or a nonsense word.) Can you tell me a word that thymes with 5if? (Possible answers may include: bir,
Jit, mit, pis, dit, jit, ete. Put acheck in the box to the right if the child answers correctly. Write down his/her
answers on the lines provided.

O
O
O
O
O
O

1. pan
2. cake [ [ [ [ [
3. hop u| u| u| u| u| |

O
O
O
O
O
O
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4' m nnnnnnnnnnnnnnnnnnnnn I | I | | I | I | I II

5. dark O O O O O 0

[ candy 0O 0O O O O a
Mastery 5/6 't 1] 't ' [ /6
Date:

Syllable Blending

Say: I'm going to say a word in a funny way. Your job is to put the parts together and say the whole word,
(Give the following examples, pausing between syllables and have the student say the words normally.)

Say: (ha-side (outsick), ro-bot (robot) (Ifthe child grasps the skill, do the following words and put a check in
the box i the child says them correctly.)

1. pen-cil 0 0 0 0 0 0
2. rain-bow ] ] ] ] ] ]
3, pop-corn O O O O O O
4. black-board ] [ [ ] ] |
5. side-walk O O O 0 0 0
6. pa-per 0 0 0 0 0 0
Mastery 5/6 i 16 [ {6 /6
Date: S

Syllable Segmentation

Say: I'm going to say a word and then break it into parts, or syllables. Say: rainbow (Say it normally and clap
out the two parts in rainbow while saying each part,) Then say: Rainbow (This time, push up a chip as you say
each syllable.)

Say: I'm going to say some more words and 1 want you to push up achip as you say each syllable. (It & not
necessary to clap the syllables again unless the skill needs to be retaught. Puta check in the box to the right if
the child does it correctly.)

I, sometime (2) 0 o o 0 o o

2. hasket (2) 0 0 0 0 0 0

3. bedroom (2) | | ad ad ad O

4, fantastic (3) | | a a a O

5. maybe (2) O O a a a O

6. helicopter (4) O O 0 0 0 0
Mastery 5/6 /6 It It /6 /6 /6
Date:

Syllable Deletion

Say: We are going to play a game with words where one part of the word is left out. For example, sunshine
without the shine is sun. Now you say airline without air. (The child should say fine.) Now we will do some
more words like this (Using the words below, tell the child the syllable to leave off. Use this sentence



structure: “Say downiown without down. ", “Say fnside without in.”" ee. (Puta check in the box to the right if
the student deletes the correct syllable.)

I. (down)town  fown 0 O O O 0 0

2. (im)side side 0 0 O 0 0 0

3. for{ get) for 0 0 0 0 0 0

4, bas(ket) bas 0 0 0 0 0 0

5. affter) af 0 0 0 0 0 0

6. (skate)board  board 0 a 0 a 0 0
Mastery 5/6 /b /b /b /b /b /b
Diate:

Phoneme lsolation of Initial Sounds

Say: I'm going to say a word and [ want you to tell me the first sound of the word [ say. Are you ready? What
is the first sound in the word fop? (The child should say /i/. Do the same with the words below and put
acheck in the box to the right if the child says the first sound cormrectly.)

1. big /W O 0 O O O 0

2 land /U O 0 O O O 0

3, farm [ a O | | a O

4. apple fa/ O O O O O O

5 desk /df [ ] [ [ [ [

6. ship /sh' 0 0 0 0 8] 0
Mastery 5/6 16 6 6 16 /6 /6
Date:

Phoneme Isolation of Final Sounds

Say: I'm going to say a word and [ want you to tell me the last sound ofthe word 1 say. Are you ready? What
is the last sound in the word poi? (The child should say /t/. Do the same for the words below and put a
check in the box to the right ifthe child says the last sound correctly.)

I. pick /k/ [ ] [ [ [ ]

2 man /n/ [ ] [ [ [ ]

3 fill Y a 0 0O 0O a 0

4. bug g/ o o o 0o o 0O

5. same /m/ 0 ] O O 0 ]

6. tooth /th' ] O | | ] O
Mastery 5/6 6 6 6 Il 6 6
Date:

Fhoneme Blending

Say: | am going to separate all the sounds in a word and [ want you to say the whole word. For example, if |
say /& fi i the whole word s . (The child should say sit.) Let's do another example. If I say
A&/ fod fpd, the whole word is . (The child should say stop.) Let’s do some more words just
like this. (Read each word segmented. Put a check in the box to the right if the child says the whole
word correctly.)
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1.
2
3N i
4,
5

m fef
W fel idf

md ud s
Jsh ol f p."

[ .".p.". A fad imf it
Mastery 5/6

Phonem

Date:

¢ Segmentation

me
bed
hat
must
shop
plant
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Ooooono
Ooooono
Ooooono
Ooooono
Ooooono
s o o o

Say: We're going to play a game with all the sounds in the words. (Show the child the three sounds in dime.
Push a chip up for each sound you say--- /d/ /i /m/.)

Say: Now youtry it. Push up achip as you say each sound in the word hat. (The child should push up a chip
while saying each sound in the word hat===/h/ /a/ /t/==3 chips.) Now let’s do some more words just like
this. I'll say some more words and 1 want you to push up a chip for each sound in the words [ say. Are
you ready? (Read each ofthe following words one at a time. The child should push up a chip for each
sound in each word. Put acheck in the box to the right if he/she does it correctly.)

Phoneme Deletion of Initial Sounds

A

in (2)

. at(2)

name (3)

. ship (3)

sock (3)

chin (3)
Mastery 5/6
Date:

Say: We're going to play a word game where the beginning sound of a word is left off. For example, bed
without /b ised Now you try, What is can without /&7 (The child should say an.)

Say: Let's do some more words just like this. (Read cach word and tell the child the beginning sound 1o leave
off. Use this sentence pattern... What is sun without /+? What s pig without /p/?, etc. Puta check in
the box to the right if the child answers correctly.)

|
2
3
4
5
6

. (sjun

. (plig

. (mjop

. (njeck

. (b)at

. (tape
Mastery 5/6
Date:

un
ig
op
eck
at
ape



Phoneme Deletion of Final Sounds

Say: In our next word game, the final sound of a word is left off. For example, goar without //'is go. What is
meat without /#/? (The child should say me.)

Say: Now let’s do some more words just like this. (Read each word and tell the child the ending sound to leave
ofl. Use this sentence pattern... What is rose withous /&7 What is train without /n/?, ete. Put a check
in the box to the right if the child answers correcily.)

I mo/s'e row [ [ [ [ [ [

2. trai/n/ tray O O O O O O

3. grou ip/ grew 0 0 0 0 0 0

4, seaft sed ] O O ] ] O

5 ba/kie bay O O O O O O

6. infch/ in a | | a a |
Mastery 5/6 [} f 6 (1 {1 b
Date:

Phoneme Deletion of First Sound in Consonant Blend

Say: You're going to make new words by taking the first sound off of a consonant blend. For example: The
word crow without /&' is row. Say still without /&7 (The child should say rill. Do the following words
with the student and put a check in the box on the right if the child does each correctly.)

1. Say clap without &/ lap 0 O O 0 0 O

2. Say siop without /s/ top 0 O O 0 0 O

3. Say trusi without /t/ rust O O O O O O

4. Say black without /b/ lack O O O O O O

5. Say dvip without /d/ rip 0 0 0 0 0 0

6. Sat smile without /s/ mile [ [ [ [ [ [
Mastery 5/6 /6 it /6 it /6 /t

Date:
Phoneme Substitution

Say: Now we will play a very different game with sounds of words. I'm going to have you take off the first
sound of a word and replace it with another sound. For example: Replace the first sound in pail with
fmi. The new word is mai.

Now it & your tum. Replace the first sound in fop with /. (The child should say hop. Do the
following words with the student and put a check in the box on the right ifthe child does each correctly.)

1. Replace the first sound inman with /k/ can [
2. Replace the first sound in pig with/d/  dig O
3. Replace the first sound in sack with/t/  tack O
4. Replace the first sound in well with /ff fell O
5. Replace the first sound in bed with it/ red |
6. Replace the first sound in shop with /ch/  chop O

Mastery 5/6 /

Date:

Oooooao
Oooooao
Oooooao
Oooooao
Oooooao

't 6 6 6 6 i
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APPENDIX F: Phonological Awareness Skills Test (P.A.S.T.) for 51, 61" and
7t grades

SESBILIMSEL FARKINDALIK BECERILERI TESTI (P.A.S.T.) (5.SINIF)

Ad- Soyad Tarih
Cinsiyet- Yas Ogrenci Numarasi
Ogretmen Simif

A) Isitilen/ Soylenen Kelimenin Kavram (Ciimle Béliimlendirmesi)

Yonerge: Kelimeler ve renkli fasulyeler ile bir oyun oynayacagiz. (‘Joey kek sever.’
climlesini sdyle. Climleyi sOylerken climledeki her bir kelime i¢in renkli fasulyeyi kaldir.)

Simdi sizin siraniz. Ben climleyi sdyleyecegim ve sen tekrar edeceksin ve her bir kelime igin
farkli renkteki fasulyeyi yukari kaldiracaksin. Joey kek sever, de. (Ogrenci beceriyi
anladiktan sonra, 6grenciye her bir ciimleyi oku ve her kelime i¢in renkli fasulyeyi yukar1
kaldirarak ciimleyi tekrarlamasini iste. Eger cocuk dogru yaparsa ciimlenin sagindaki kutuya
bir tik (V) koy.)

1. I like history.

2. Is John at home?

3. Do you like swimming?

4. This is my daily routine.

5. | have a fever.

6. 1 have wings.

Mastery (Yeterlik) 5/6 /6
Date (Sonug):
B) Kafiye (Uyak) Tanima

Yonerge: Sonundaki sesleri ayni olan iki kelimeye ‘kafiyeli kelimeler’ denir; ‘hat’ ve ‘sat’
gibi. ‘sit’ ve ‘bit’ kafiyeli midir? (Evet) ‘chair’ ve ‘boy’ kafiyeli midir? (Hayir) (Eger cocuk
beceriyi anlarsa, aynisin1 verilen kelime ciftleri i¢in yap. Eger ¢ocuk dogru bir sekilde
yanitlarsa kelime ¢iftlerinin sagindaki kutuya bir tik (V) koy.)

1. class---course

2. pool---cool

3. pill---till

4. funny---bunny

5. tag---take

6. pain---rain
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Mastery (Yeterlik) 5/6 /6
Date (Sonug):
C) Kafiye Uretme

Yonerge: Simdi size bir kelime sOyleyecegim ve sizden bana o kelimeyle kafiyeli bir kelime
sOylemenizi istiyorum. (Cevap, gercek ya da uydurmaca bir kelime olabilir.) Bana ‘sit’
kelimesi ile kafiyeli bir kelime sdyleyebilir misiniz? (Muhtemel cevaplar sunlar olabilir: bit,
fit, mit, pit, dit, jit, vb.) Eger ¢ocuk dogru bir sekilde yanitlarsa sagdaki kutuya bir tik (V)
koy. Verilen bosluklara cevaplari yaz.)

1. hate

2. book

3. tower

4. rest

5. duck

6. fit

Mastery (Yeterlik) 5/6 /6
Date (Sonug):
D) Hece Birlestirme

Yonerge: Bir kelimeyi komik bir sekilde soyleyecegim. Yapmaniz gereken, parcalari bir
araya getirip kelimeyi bir biitiin olarak sdylemek. (Heceler arasinda durarak asagidaki
ornekleri verin ve dgrencilerin kelimeleri normal bir sekilde sdylemesini saglayn.)

Yonerge: Out-side (outside) (disarida), ro-bot (robot) (robot) (Cocuk beceriyi kavrarsa,
asagidaki kelimeleri yapin ve ¢ocuk kelimeyi dogru bir sekilde sdylerse kutuya bir tik (V)
koyun.)

1. near-by
2. dodge-ball

3. on-line

4. back-ache

5. help-ful

6. pa-per

Mastery (Yeterlik) 5/6 /6
Date (Sonug):

E) Hece Bolme
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Yonerge: Bir kelime soyleyecegim ve sonra onu parcalara veya hecelere ayiracagim.
Rainbow (gokkusagi) deyin. (Normal bir sekilde sdyleyin ve rainbow kelimesindeki iki
heceyi sdylerken ellerinizi ¢irpin.) Ardindan Rainbow de. (Bu kez, sdyledigin her hece igin
renkli fasulyeyi kaldir.)

Yonerge: Birka¢ kelime daha soyleyecegim ve sizden her bir heceyi sdylerken renkli
fasulyeyi kaldirmanizi istiyorum. (Eger becerinin yeniden kazandirilmasi gerekmezse
heceleri tekrar el ¢irparak sdylemek gerekli degildir. Eger ¢cocuk dogru bir sekilde sdylerse
kutuya bir tik (\) koy.)

1. enjoy

2. Turkish

3. tower

4. fever

5. fantastic

6. interesting

Mastery (Yeterlik) 5/6 /6
Date (Sonug):
F) Hece Cikarma

Yonerge: Bir kismi cikartilmig kelimelerle bir oyun oynayacagiz. Ornegin, ‘sunshine’
(giines 15181) kelimesinden ‘shine’ kaldirirsak ‘sun’ kalir. Simdi siz ‘airline’ (havayolu)
kelimesini ‘air’ olmadan sdyleyin. (Cocuk ‘/ine’ demeli.) Simdi bu gibi birkag kelime daha
yapacagiz. (Asagidaki kelimeleri kullanarak ¢ocuga hangi heceyi ¢ikartmasi gerektigini
sOyle. Bu ciimleyi kullan: ‘downtown’ (sehir merkezi) kelimesini ‘down’ olmadan sdyle,
‘inside’(icinde) kelimesini ‘in’ olmadan sdyle., vb. (Eger ¢ocuk dogru heceyi ¢ikartirsa
kutuya bir tik (V) koy.)

1. sec(ond)

2. (vis)it

3. soc(cer)

4. (shop)ping
5. ill(ness)

6. car(toon)

Mastery (Yeterlik) 5/6 /6
Date (Sonugc):
G) Ik Seslerin Ayrim

Yonerge: Ben size bir kelime soyleyecegim ve sizden sdyledigim bu kelimenin ilk sesini
bana sOylemenizi istiyorum. Hazir misiniz? ‘top’ kelimesindeki ilk ses nedir? (Cocuk /t/
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sesini sOylemeli. Aynisini agagidaki kelimelerle yap ve eger ¢ocuk ilk sesi dogru bir sekilde
sdylerse sagdaki kutuya bir tik (V) koy.)

1. shoe

2. pool

3. tissue

4. monkey

5. boring

6. order

Mastery (Yeterlik) 5/6 /6
Date (Sonug):
H) Son Seslerin Ayrimi

Yonerge: Ben size bir kelime sdyleyecegim ve sizden séyledigim bu kelimenin son sesini
bana s0ylemenizi istiyorum. Hazir misiniz? ‘pot’ kelimesindeki son ses nedir? (Cocuk /t/
sesini sOylemeli. Aynisini asagidaki kelimelerle yap ve eger ¢ocuk son sesi dogru bir sekilde
soylerse sagdaki kutuya bir tik (\) koy.)

1. hate

2. chess

3. tag

4. wash

5. fit

6. lake

Mastery (Yeterlik) 5/6 /6
Date (Sonugc):
1) Ses Birlestirme

Yonerge: Ben bir kelimenin biitiin seslerini ayiracagim ve sizden bu kelimeyi tam olarak
sdylemenizi istiyorum. Ornegin, eger ben /s/ /i/ /t/ seslerini sdylersem, tam kelime ............
(Cocuk ‘sit’ demeli.). Haydi bunu gibi bagka bir 6rnek daha yapalim. Eger ben /s/ /t/ /ol Ip/
seslerini sdylersem tam kelime ............ (Cocuk ‘stop’ demeli.). Haydi bunun gibi birkag
kelime daha yapalim. (Seslere ayrilmis her kelimeyi oku. Eger ¢ocuk tam kelimeyi dogru bir
sekilde sdylerse sagdaki kutuya bir tik (\) koy.)

1. /sh/ ol Ip/
2.1t Ial Ig/
3. /sl Iol IV I fel
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4. Inf lul Irl I/
5./ el It/
6. /f/ lal Ir/ Im/

Mastery (Yeterlik) 5/6 /6
Date (Sonuc):
J) Ses Boliinmesi

Yonerge: Kelimelerdeki seslerin tiimiiyle bir oyun oynayacagiz. Cocuga ‘dime’ (los, soniik)
kelimesindeki ii¢ sesi goster. Soyledigin her bir ses i¢in renkli fasulyeyi kaldir---- /d/ /i/ /m/.)

Yonerge: Simdi siz deneyin. ‘hat’ (sapka) kelimesindeki her bir sesi sOylerken farkli
renkteki fasulyeyi havaya kaldirin. (Cocuk, ‘hat’ kelimesini sdylerken her bir ses i¢in farkl
renkteki fasulyeyi havaya kaldirmali--- /h/ /a/ /t/---3 renkli fasulye.) Haydi, simdi bunun gibi
daha fazla kelime yapalim. Ben birka¢ kelime daha sdyleyecegim ve sizden sdyledigim
kelimedeki her bir ses icin renkli fasulyeyi havaya kaldirmanizi istiyorum. Hazir misiniz?
(Asagidaki kelimelerin her birini birer birer oku. Cocuk, her kelimedeki her bir ses i¢in farkli
renk;c/eki bir fasulyeyi havaya kaldirmali. Eger ¢cocuk bunu dogru yaparsa sagdaki kutuya bir
tik (V) koy.)

1. talk

2. wash

3. mint

4. join

5. art

6. dog

Mastery (Yeterlik) 5/6 /6
Date (Sonugc):
K) 11k Seslerin Cikartilmasi

Yénerge: Kelimenin ilk sesinin ¢ikartildig1 bir kelime oyunu oynayacagiz. Ornegin, ‘bed’
(yatak) kelimesi /b/ sesi silinirse ‘ed’ olur. Simdi siz deneyin. ‘can’ (-ebilmek) kelimesi /c/
sesi olmadan ne olur? (Cocuk ‘an’demeli.)

Yonerge: Haydi simdi bunun gibi daha fazla kelime yapalim. (Her bir kelimeyi oku ve
cocuga kelimenin ilk sesini ¢ikarmasini soyle.) ‘sun’ (glines) kelimesi /s/ sesi olmadan ne
olur? vb. Eger ¢ocuk dogru bir sekilde cevap verirse sagdaki kutuya bir tik (V) koy.)

1. (tent

2. (Dearn
3. (s)eek
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4. (n)ame

5. (K)itten
6. (ion

Mastery (Yeterlik) 5/6 /6
Date (Sonuc):
L) Son Seslerin Silinmesi

Yonerge: Bir sonraki kelime oyunumuzda, kelimenin son hecesi ¢ikartiliyor. Ornegin,
‘goat’ (kegi) kelimesi /t/ sesi olmadan ‘go’olur. ‘meat’ (et) kelimesi /t/ sesi olmadan ne olur?
(Cocuk ‘me’ demeli.)

Yonerge: Haydi simdi bunun gibi daha fazla kelime yapalim. (Her bir kelimeyi oku ve
cocuga kelimenin son sesini ¢ikarmasini sdyle. Su ciimle kalibini kullan... 7ose’ (giil)
kelimesi /s/ sesi olmadan ne olur? ‘train’ (tren) kelimesi /n/ sesi olmadan ne olur?, vb. Eger
¢ocuk dogru bir sekilde cevap verirse sagdaki kutuya bir tik (V) koy.)

1. clim(b)
2. hur(t)
3. wal(k)

4. ten(t)

5. earl(y)

6. coun(t)

Mastery (Yeterlik) 5/6 /6
Date (Sonug):
M) Unsiiz Karisimindaki i1k Sesi Cikarma

Yonerge: Unsiiz karigimindan ilk sesi cikararak yeni kelimeler bulacaksimiz. Ornegin,
‘crow’ (karga) kelimesini /k/ sesi ¢ikartilirsa 7ow’ olur. Simdi ‘still” kelimesini /s/ sesi
olmadan ne olur, de. (Cocuk ‘till’ demeli. Geri kalanlar1 6grenciyle birlikte yap ve eger
¢ocuk her birini dogru yaparsa sagdaki kutuya bir tik () koy.)

1. Say drink without /d/

“Drink” kelimesini /d/ sesi olmadan soyle.

2. Say speak without /s/

“Speak “kelimesini /s/ sesi olmadan soyle.

3. Say black without /b/

“Black” kelimesini /b/ sesi olmadan soyle.

4. Say sport without /s/



“Sport” kelimesini /s/ sesi olmadan soyle.

5. Say smile without /s/

“Smile” kelimesini /s/ sesi olmadan sdyle.

6. Say flag without /f/

“Flag” kelimesini /f/ sesi olmadan soyle.

Mastery (Yeterlik) 5/6 /6

Date (Sonug):

N) Ses Degisimi (Seslerin Birbirinin Yerine Ge¢cmesi)
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Yonerge: Simdi ise, kelimelerin sesleriyle cok farkli bir oyun oynayacagiz. Sizden
kelimenin ilk sesini ¢ikartmanizi ve onu baska bir sesle degistirmenizi isteyecegim. Ornegin,
‘pail’ (kova) kelimesinin ilk sesini /m/ sesiyle yer degistir. Iste yeni olusan kelime ‘mail’

(posta).

Simdi sira sizde. ‘top’ (ist) kelimesinin ilk sesini /h/ sesiyle yer degistirin. Cocuk ‘hop

’

(atlamak) demeli. Geri kalanlar1 6grenciyle birlikte yap ve eger ¢ocuk her birini dogru

yaparsa sagdaki kutuya bir tik (V) koy.)

1. Replace the first sound in near with /b/

(‘near’ kelimesinin ilk sesini /b/ sesiyle yer degistir.)
2. Replace the first sound in go with /s/

(‘go’ kelimesinin ilk sesini /s/ sesiyle yer degistir.)
3. Replace the first sound in need with /s/

(‘need’ kelimesinin ilk sesini /s/ sesiyle yer degistir.)
4. Replace the first sound in pool with /k/

(‘pool’ kelimesinin ilk sesini /k/ sesiyle yer degistir.)
5. Replace the first sound in cake with /b/

(‘cake’ kelimesinin ilk sesini /b/ sesiyle yer degistir.)
6. Replace the first sound in get with /p/

(‘get’ kelimesinin ilk sesini /p/ sesiyle yer degistir.)
Mastery (Yeterlik) 5/6 /6

Date (Sonuc):
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SESBILIMSEL FARKINDALIK BECERILERI TESTI (P.A.S.T.) (6.SINIF)

Ad- Soyad Tarih
Cinsiyet- Yas Ogrenci Numarasi
Ogretmen Simif

A) Isitilen/ Soylenen Kelimenin Kavrami (Ciimle Boliimlendirmesi)

Yonerge: Kelimeler ve renkli fasulyeler ile bir oyun oynayacagiz. (‘Joey kek sever.’
climlesini sdyle. Ciimleyi soylerken climledeki her bir kelime i¢in renkli fasulyeyi kaldir.)

Simdi sizin siraniz. Ben climleyi s0yleyecegim ve sen tekrar edeceksin ve her bir kelime i¢in
farkli renkteki fasulyeyi yukari kaldiracaksin. Joey kek sever, de. (Ogrenci beceriyi
anladiktan sonra, 6grenciye her bir climleyi oku ve her kelime icin renkli fasulyeyi yukari
kaldirarak ciimleyi tekrarlamasini iste. Eger cocuk dogru yaparsa climlenin sagindaki kutuya
bir tik (V) koy.)

1. She plays chess.

2. He likes pancakes very much.

3. Donald is resting.

4. The weather is cloudy.

5. I can look after ill people.

6. Ali is attending a drama club.

Mastery (Yeterlik) 5/6 /6
Date (Sonug):
B) Kafiye (Uyak) Tamima

Yonerge: Sonundaki sesleri ayni olan iki kelimeye ‘kafiyeli kelimeler’ denir; ‘hat’ ve ‘sat’
gibi. ‘sit’ ve ‘bit’ kafiyeli midir? (Evet) ‘chair’ ve ‘boy’ kafiyeli midir? (Hay1r) (Eger ¢ocuk
beceriyi anlarsa, aynisint verilen kelime ¢iftleri i¢in yap. Eger cocuk dogru bir sekilde
yamtlarsa kelime ¢iftlerinin sagindaki kutuya bir tik (V) koy.)

1. milk---silk

2. town---down

3. dry---cry

4. funny---boring

5. climb---try

6. sing---ring

Mastery (Yeterlik) 5/6 /6

Date (Sonuc):
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C) Kafiye Uretme

Yonerge: Simdi size bir kelime sdyleyecegim ve sizden bana o kelimeyle kafiyeli bir kelime
sOylemenizi istiyorum. (Cevap, gercek ya da uydurmaca bir kelime olabilir.) Bana ‘sit’
kelimesi ile kafiyeli bir kelime sdyleyebilir misiniz? (Muhtemel cevaplar sunlar olabilir: bit,
fit, mit, pit, dit, jit, vb.) Eger ¢ocuk dogru bir sekilde yanitlarsa sagdaki kutuya bir tik (V)
koy. Verilen bosluklara cevaplar1 yaz.)

1. take

. run

. tomato

. winter

. worker

(o2 IS " 2\

. racket

Mastery (Yeterlik) 5/6 /6
Date (Sonug):
D) Hece Birlestirme

Yonerge: Bir kelimeyi komik bir sekilde sdyleyecegim. Yapmaniz gereken, parcalart bir
araya getirip kelimeyi bir biitiin olarak sdylemek. (Heceler arasinda durarak asagidaki
ornekleri verin ve 6grencilerin kelimeleri normal bir sekilde sdylemesini saglayin.)

Yonerge: Out-side (outside) (disarida), ro-bot (robot) (robot) (Cocuk beceriyi kavrarsa,
asagidaki kelimeleri yapin ve ¢ocuk kelimeyi dogru bir sekilde sdylerse kutuya bir tik (V)
koyun.)

1. ba-gel

2. down-town

3. rain-y

4. den-tist

5. for-est

6. pub-lic

Mastery (Yeterlik) 5/6 /6
Date (Sonuc):
E) Hece Bolme

Yonerge: Bir kelime soyleyecegim ve sonra onu parcalara veya hecelere ayiracagim.
Rainbow (gokkusagi) deyin. (Normal bir sekilde soyleyin ve rainbow kelimesindeki iki
heceyi sdylerken ellerinizi ¢irpin.) Ardindan Rainbow de. (Bu kez, sdyledigin her hece igin
renkli fasulyeyi kaldir.)
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Yonerge: Birka¢ kelime daha sOyleyecegim ve sizden her bir heceyi soylerken renkli
fasulyeyi kaldirmanizi istiyorum. (Eger becerinin yeniden kazandirilmasi gerekmezse
heceleri tekrar el ¢irparak soylemek gerekli degildir. Eger cocuk dogru bir sekilde sdylerse
kutuya bir tik (\) koy.)

1. pancake

2. skyscraper

3. windy

4. hairdresser

5. forest

6. candidate

Mastery (Yeterlik) 5/6 /6
Date (Sonug):
F) Hece Cikarma

Yénerge: Bir kismi ¢ikartilmis kelimelerle bir oyun oynayacagiz. Ornegin, ‘sunshine’
(giines 15181) kelimesinden ‘shine’ kaldirirsak ‘sun’ kalir. Simdi siz ‘airline’ (havayolu)
kelimesini ‘air’ olmadan sdyleyin. (Cocuk ‘/ine’ demeli.) Simdi bu gibi birka¢ kelime daha
yapacagiz. (Asagidaki kelimeleri kullanarak ¢ocuga hangi heceyi ¢ikartmasi gerektigini
sOyle. Bu ciimleyi kullan: ‘downtown’ (sehir merkezi) kelimesini ‘down’ olmadan sdyle,
‘inside’(i¢inde) kelimesini ‘in’ olmadan sdyle., vb. (Eger cocuk dogru heceyi ¢ikartirsa
kutuya bir tik (V) koy.)

1. (down)town

2. (af)ter

3. sea(side)
4. book(shelf)

5. (sales)man

6. break(fast)

Mastery (Yeterlik) 5/6 /6
Date (Sonug):
G) iIk Seslerin Ayrim

Yonerge: Ben size bir kelime soyleyecegim ve sizden sdyledigim bu kelimenin ilk sesini
bana sdylemenizi istiyorum. Hazir misiniz? ‘top’ kelimesindeki ilk ses nedir? (Cocuk /t/
sesini sOylemeli. Aynisini agagidaki kelimelerle yap ve eger ¢ocuk ilk sesi dogru bir sekilde
sdylerse sagdaki kutuya bir tik (V) koy.)

1. rest
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2. milk

3. farm

4. sunny

5. doctor

6. public

Mastery (Yeterlik) 5/6 /6
Date (Sonug):
H) Son Seslerin Ayrimi

Yonerge: Ben size bir kelime soyleyecegim ve sizden séyledigim bu kelimenin son sesini
bana s0ylemenizi istiyorum. Hazir misiniz? ‘pot’ kelimesindeki son ses nedir? (Cocuk /t/
sesini sOylemeli. Aynisini asagidaki kelimelerle yap ve eger ¢ocuk son sesi dogru bir sekilde
sdylerse sagdaki kutuya bir tik (\) koy.)

1. help

2. milk

3. jam

4. teeth

5. river

6. vote

Mastery (Yeterlik) 5/6 /6
Date (Sonug):
I) Ses Birlestirme

Yonerge: Ben bir kelimenin biitiin seslerini ayiracagim ve sizden bu kelimeyi tam olarak
sdylemenizi istiyorum. Ornegin, eger ben /s/ /i/ /t/ seslerini sdylersem, tam kelime ............
(Cocuk ‘siz’ demeli.). Haydi bunu gibi baska bir 6rnek daha yapalim. Eger ben /s/ /t/ /o/ Ip/
seslerini s0ylersem tam kelime ............ (Cocuk ‘stop’ demeli.). Haydi bunun gibi birkag
kelime daha yapalim. (Seslere ayrilmig her kelimeyi oku. Eger cocuk tam kelimeyi dogru bir
sekilde sdylerse sagdaki kutuya bir tik (V) koy.)

1. /d/ /a/ [d/
2. Im/ il N Tkd

3. [fl [al Irl Im/

4. Im/ lul If1 I§1 1il In/
5. /sh/ lol Ip/
6. /bl lol Ix/
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Mastery (Yeterlik) 5/6 /6
Date (Sonug):
J) Ses Boliinmesi

Yonerge: Kelimelerdeki seslerin tiimiiyle bir oyun oynayacagiz. Cocuga ‘dime’ (los, soniik)
kelimesindeki ii¢ sesi goster. Soyledigin her bir ses i¢in renkli fasulyeyi kaldir---- /d/ /i/ /m/.)

Yonerge: Simdi siz deneyin. ‘hat’ (sapka) kelimesindeki her bir sesi sOylerken farkli
renkteki fasulyeyi havaya kaldirin. (Cocuk, ‘iat’ kelimesini sdylerken her bir ses i¢in farkli
renkteki fasulyeyi havaya kaldirmali--- /h/ /a/ /t/---3 renkli fasulye.) Haydi, simdi bunun gibi
daha fazla kelime yapalim. Ben birka¢ kelime daha sdyleyeceg§im ve sizden sOyledigim
kelimedeki her bir ses icin renkli fasulyeyi havaya kaldirmanizi1 istiyorum. Hazir misiniz?
(Asagidaki kelimelerin her birini birer birer oku. Cocuk, her kelimedeki her bir ses i¢in farkli
renkteki bir fasulyeyi havaya kaldirmali. Eger ¢cocuk bunu dogru yaparsa sagdaki kutuya bir
tik (V) koy.)

1. shop

2. jam

3. cheese

4. knit

5. dog

6. north

Mastery (Yeterlik) 5/6 /6
Date (Sonug):
K) 11k Seslerin Cikartilmasi

Yonerge: Kelimenin ilk sesinin ¢ikartildig1 bir kelime oyunu oynayacagiz. Ornegin, ‘bed’
(yatak) kelimesi /b/ sesi silinirse ‘ed’ olur. Simdi siz deneyin. ‘can’ (-ebilmek) kelimesi /c/
sesi olmadan ne olur? (Cocuk ‘an’demeli.)

Yonerge: Haydi simdi bunun gibi daha fazla kelime yapalim. (Her bir kelimeyi oku ve
¢ocuga kelimenin ilk sesini ¢ikarmasini soyle.) ‘sun’ (glines) kelimesi /s/ sesi olmadan ne
olur? vb. Eger cocuk dogru bir sekilde cevap verirse sagdaki kutuya bir tik () koy.)

1. (m)ilk
2. (d)ad

3. (t)ailor

4. (n)ovel
5. (h)air
6. (h)otel
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Mastery (Yeterlik) 5/6 /6
Date (Sonug):
L) Son Seslerin Silinmesi

Yonerge: Bir sonraki kelime oyunumuzda, kelimenin son hecesi ¢ikartiliyor. Ornegin,
‘goat’ (keci) kelimesi /t/ sesi olmadan ‘go’olur. ‘meat’ (et) kelimesi /t/ sesi olmadan ne olur?
(Cocuk ‘me’ demeli.)

Yonerge: Haydi simdi bunun gibi daha fazla kelime yapalim. (Her bir kelimeyi oku ve
cocuga kelimenin son sesini ¢ikarmasini sdyle. Su climle kalibin1 kullan... ‘rose” (giil)
kelimesi /s/ sesi olmadan ne olur? ‘train’ (tren) kelimesi /n/ sesi olmadan ne olur?, vb. Eger
cocuk dogru bir sekilde cevap verirse sagdaki kutuya bir tik (V) koy.)

1. mil(k)

2. par(k)

3. star(t)
4. rea(d)
5. fee(l)

6. coo(k)

Mastery (Yeterlik) 5/6 /6
Date (Sonug):
M) Unsiiz Karisimindaki ilk Sesi Cikarma

Yonerge: Unsiiz karisimindan ilk sesi gikararak yeni kelimeler bulacaksimiz. Ornegin,
‘crow’ (karga) kelimesini /k/ sesi ¢ikartilirsa row’ olur. Simdi ‘still’ kelimesini /s/ sesi
olmadan ne olur, de. (Cocuk ‘till’ demeli. Geri kalanlar1 6grenciyle birlikte yap ve eger
cocuk her birini dogru yaparsa sagdaki kutuya bir tik (V) koy.)

1. Say play without /p/

“Play” kelimesini /p/ sesi olmadan soyle.

2. Say bring without /b/

“Bring” kelimesini /b/ sesi olmadan soyle.

3. Say scare without /s/

“Scare” kelimesini /s/ sesi olmadan soyle.

4. Say plug without /p/

“Plug” kelimesini /p/ sesi olmadan soyle.

5. Say close without /k/

“Close” kelimesini /k/ sesi olmadan séyle.
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6. Say draw without /d/

“Draw” kelimesini /d/ sesi olmadan soyle.

Mastery (Yeterlik) 5/6 /6
Date (Sonuc):
N) Ses Degisimi (Seslerin Birbirinin Yerine Ge¢cmesi)

Yonerge: Simdi ise, kelimelerin sesleriyle ¢ok farkli bir oyun oynayacagiz. Sizden
kelimenin ilk sesini ¢cikartmanizi ve onu baska bir sesle degistirmenizi isteyecegim. Ornegin,
‘pail’ (kova) kelimesinin ilk sesini /m/ sesiyle yer degistir. Iste yeni olusan kelime ‘mail’
(posta).

Simdi sira sizde. ‘fop’ (ist) kelimesinin ilk sesini /h/ sesiyle yer degistirin. Cocuk ‘hop’
(atlamak) demeli. Geri kalanlar1 6grenciyle birlikte yap ve eger ¢ocuk her birini dogru
yaparsa sagdaki kutuya bir tik (V) koy.)

1. Replace the first sound in run with /s/

(‘run’ kelimesinin ilk sesini /s/ sesiyle yer degistir.)

2. Replace the first sound in chips with /sh/

(‘chips’ kelimesinin ilk sesini /sh/ sesiyle yer degistir.)

3. Replace the first sound in like with /b/

(‘like’ kelimesinin ilk sesini /b/ sesiyle yer degistir.)

4. Replace the first sound in funny with /s/

(‘funny’ kelimesinin ilk sesini /s/ sesiyle yer degistir.)

5. Replace the first sound in pick with /k/

(‘pick’ kelimesinin ilk sesini /k/ sesiyle yer degistir.)

6. Replace the first sound in look with /k/

(‘look’ kelimesinin ilk sesini /k/ sesiyle yer degistir.)

Mastery (Yeterlik) 5/6 /6

Date (Sonug):
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SESBILIMSEL FARKINDALIK BECERILERI TESTI (P.A.S.T.) (7.SINIF)

Ad- Soyad Tarih
Cinsiyet- Yas Ogrenci Numarasi
Ogretmen Simif

A) Isitilen/ Séylenen Kelimenin Kavram (Ciimle Boliimlendirmesi)

Yonerge: Kelimeler ve renkli fasulyeler ile bir oyun oynayacagiz. (‘Joey kek sever.’
climlesini soyle. Ciimleyi soylerken ctimledeki her bir kelime i¢in renkli fasulyeyi kaldir.)

Simdi sizin siraniz. Ben climleyi sdyleyecegim ve sen tekrar edeceksin ve her bir kelime i¢in
farkli renkteki fasulyeyi yukari kaldiracaksin. Joey kek sever, de. (Ogrenci beceriyi
anladiktan sonra, 6grenciye her bir climleyi oku ve her kelime icin renkli fasulyeyi yukari
kaldirarak ciimleyi tekrarlamasini iste. Eger cocuk dogru yaparsa climlenin sagindaki kutuya
bir tik (V) koy.)

1. He can play basketball well.

2. 1 am a reptile.

3. She was born in Ankara.

4. Why did you go there?

5. Did you read the newspaper?

6. Jason wants to be an astronaut.

Mastery (Yeterlik) 5/6 /6
Date (Sonug):
B) Kafiye (Uyak) Tamima

Yonerge: Sonundaki sesleri ayni olan iki kelimeye ‘kafiyeli kelimeler’ denir; ‘hat’ ve ‘sat’
gibi. ‘sit’ ve ‘bit’ kafiyeli midir? (Evet) ‘chair’ ve ‘boy’ kafiyeli midir? (Hayir) (Eger ¢ocuk
beceriyi anlarsa, aynisini verilen kelime ¢iftleri i¢in yap. Eger cocuk dogru bir sekilde
yamtlarsa kelime ¢iftlerinin sagindaki kutuya bir tik (V) koy.)

1. fat---cat

2. fur---leg

3. donkey---monkey

4. kill---pill

5. meet---food

6. pay---say
Mastery (Yeterlik) 5/6 /6

Date (Sonuc):
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C) Kafiye Uretme

Yonerge: Simdi size bir kelime sdyleyecegim ve sizden bana o kelimeyle kafiyeli bir kelime
sOylemenizi istiyorum. (Cevap, gercek ya da uydurmaca bir kelime olabilir.) Bana ‘sit’
kelimesi ile kafiyeli bir kelime sdyleyebilir misiniz? (Muhtemel cevaplar sunlar olabilir: bit,
fit, mit, pit, dit, jit, vb.) Eger ¢ocuk dogru bir sekilde yanitlarsa sagdaki kutuya bir tik (V)
koy. Verilen bosluklara cevaplari yaz.)

1. old

2. net

3. gold

4. host

5. town

6. neck

Mastery (Yeterlik) 5/6 /6
Date (Sonug):
D) Hece Birlestirme

Yonerge: Bir kelimeyi komik bir sekilde sdyleyecegim. Yapmaniz gereken, parcalart bir
araya getirip kelimeyi bir biitiin olarak sOylemek. (Heceler arasinda durarak asagidaki
ornekleri verin ve 6grencilerin kelimeleri normal bir sekilde sdylemesini saglayin.)

Yonerge: Out-side (outside) (disarida), ro-bot (robot) (robot) (Cocuk beceriyi kavrarsa,
asagidaki kelimeleri yapin ve ¢ocuk kelimeyi dogru bir sekilde sdylerse kutuya bir tik (V)
koyun.)

1. out-door

2. glob-al

3. sit-com

4. sur-face

5. rack-et

6. birth-day

Mastery (Yeterlik) 5/6 /6
Date (Sonuc):
E) Hece Bolme

Yonerge: Bir kelime soyleyecegim ve sonra onu parcalara veya hecelere ayiracagim.
Rainbow (gokkusagi) deyin. (Normal bir sekilde sdyleyin ve rainbow kelimesindeki iki
heceyi sdylerken ellerinizi ¢irpin.) Ardindan Rainbow de. (Bu kez, sdyledigin her hece igin
renkli fasulyeyi kaldir.)
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Yonerge: Birka¢ kelime daha sOyleyecegim ve sizden her bir heceyi soylerken renkli
fasulyeyi kaldirmanizi istiyorum. (Eger becerinin yeniden kazandirilmasi gerekmezse
heceleri tekrar el ¢irparak soylemek gerekli degildir. Eger cocuk dogru bir sekilde sdylerse
kutuya bir tik (\) koy.)

1. selfish

2. lizard

3. baseball

4. fantastic

5. painkiller

6. cosmopolitan

Mastery (Yeterlik) 5/6 /6
Date (Sonug):
F) Hece Cikarma

Yénerge: Bir kismi ¢ikartilmis kelimelerle bir oyun oynayacagiz. Ornegin, ‘sunshine’
(giines 15181) kelimesinden ‘shine’ kaldirirsak ‘sun’ kalir. Simdi siz ‘airline’ (havayolu)
kelimesini ‘air’ olmadan sdyleyin. (Cocuk ‘/ine’ demeli.) Simdi bu gibi birkac kelime daha
yapacagiz. (Asagidaki kelimeleri kullanarak ¢ocuga hangi heceyi cikartmasi gerektigini
sOyle. Bu ciimleyi kullan: ‘downtown’ (sehir merkezi) kelimesini ‘down’ olmadan sdyle,
‘inside’(i¢inde) kelimesini ‘in’ olmadan sdyle., vb. (Eger ¢ocuk dogru heceyi c¢ikartirsa
kutuya bir tik (V) koy.)

1. (in)door
2. bas(ket)
3. (skate)board

4. fore(cast)

5. (mile)stone

6. (cos)tume

Mastery (Yeterlik) 5/6 /6
Date (Sonug):
G) iIk Seslerin Ayrim

Yonerge: Ben size bir kelime soyleyecegim ve sizden sdyledigim bu kelimenin ilk sesini
bana sdylemenizi istiyorum. Hazir misiniz? ‘top’ kelimesindeki ilk ses nedir? (Cocuk /t/
sesini sOylemeli. Aynisini agagidaki kelimelerle yap ve eger ¢ocuk ilk sesi dogru bir sekilde
sdylerse sagdaki kutuya bir tik (V) koy.)

1. shark
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2. reptile

3. big

4. leg
5. bill

6. alone

Mastery (Yeterlik) 5/6 /6
Date (Sonug):
H) Son Seslerin Ayrimi

Yonerge: Ben size bir kelime soyleyecegim ve sizden séyledigim bu kelimenin son sesini
bana s0ylemenizi istiyorum. Hazir misiniz? ‘pot’ kelimesindeki son ses nedir? (Cocuk /t/
sesini sOylemeli. Aynisini asagidaki kelimelerle yap ve eger ¢ocuk son sesi dogru bir sekilde
sdylerse sagdaki kutuya bir tik (\) koy.)

1. trick

2. fresh

3. tooth

4. miss

5. moon

6. dig

Mastery (Yeterlik) 5/6 /6
Date (Sonug):
I) Ses Birlestirme

Yonerge: Ben bir kelimenin biitiin seslerini ayiracagim ve sizden bu kelimeyi tam olarak
sdylemenizi istiyorum. Ornegin, eger ben /s/ /i/ /t/ seslerini sdylersem, tam kelime ............
(Cocuk ‘siz” demeli.). Haydi bunu gibi baska bir 6rnek daha yapalim. Eger ben /s/ /t/ /o/ Ip/
seslerini s0ylersem tam kelime ............ (Cocuk ‘stop’ demeli.). Haydi bunun gibi birkag
kelime daha yapalim. (Seslere ayrilmis her kelimeyi oku. Eger cocuk tam kelimeyi dogru bir
sekilde sdylerse sagdaki kutuya bir tik (V) koy.)

1. fal il Irl
2. 1sl lel lel

3./p/ NI 1al Inl 1t/
4. [ol Irl [df fel Ix/
5. 19/ il Inl Ig] el Ir/
6. /t/ It/ [al Ish/
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Mastery (Yeterlik) 5/6 /6
Date (Sonug):
J) Ses Boliinmesi

Yonerge: Kelimelerdeki seslerin tiimiiyle bir oyun oynayacagiz. Cocuga ‘dime’ (los, soniik)
kelimesindeki ii¢ sesi goster. Soyledigin her bir ses i¢in renkli fasulyeyi kaldir---- /d/ /i/ /m/.)

Yonerge: Simdi siz deneyin. ‘hat’ (sapka) kelimesindeki her bir sesi soylerken farkli
renkteki fasulyeyi havaya kaldirin. (Cocuk, ‘hat’ kelimesini sdylerken her bir ses i¢in farkli
renkteki fasulyeyi havaya kaldirmali--- /h/ /a/ /t/---3 renkli fasulye.) Haydi, simdi bunun gibi
daha fazla kelime yapalim. Ben birkag kelime daha sdyleyecegim ve sizden sdyledigim
kelimedeki her bir ses icin renkli fasulyeyi havaya kaldirmanizi istiyorum. Hazir misiniz?
(Asagidaki kelimelerin her birini birer birer oku. Cocuk, her kelimedeki her bir ses i¢in farkli
renkteki bir fasulyeyi havaya kaldirmali. Eger ¢cocuk bunu dogru yaparsa sagdaki kutuya bir
tik (V) koy.)

. Save

. television

. Visit

. trick

. wrap

o 01~ W N

. thin

Mastery (Yeterlik) 5/6 /6
Date (Sonug):
K) 11k Seslerin Cikartilmasi

Yonerge: Kelimenin ilk sesinin ¢ikartildig1 bir kelime oyunu oynayacagiz. Ornegin, ‘bed’
(yatak) kelimesi /b/ sesi silinirse ‘ed’ olur. Simdi siz deneyin. ‘can’ (-ebilmek) kelimesi /c/
sesi olmadan ne olur? (Cocuk ‘an’demeli.)

Yonerge: Haydi simdi bunun gibi daha fazla kelime yapalim. (Her bir kelimeyi oku ve
¢ocuga kelimenin ilk sesini ¢ikarmasini soyle.) ‘sun’ (glines) kelimesi /s/ sesi olmadan ne
olur? vb. Eger cocuk dogru bir sekilde cevap verirse sagdaki kutuya bir tik () koy.)

1. (nNace

2. (hand

3. (n)et

4. (d)ate
5. (h)azel
6. (H)usk
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Mastery (Yeterlik) 5/6 /6
Date (Sonug):
L) Son Seslerin Silinmesi

Yonerge: Bir sonraki kelime oyunumuzda, kelimenin son hecesi ¢ikartiliyor. Ornegin,
‘goat’ (keci) kelimesi /t/ sesi olmadan ‘go’olur. ‘meat’ (et) kelimesi /t/ sesi olmadan ne olur?
(Cocuk ‘me’ demeli.)

Yonerge: Haydi simdi bunun gibi daha fazla kelime yapalim. (Her bir kelimeyi oku ve
cocuga kelimenin son sesini ¢ikarmasini sdyle. Su climle kalibin1 kullan... ‘rose” (giil)
kelimesi /s/ sesi olmadan ne olur? ‘train’ (tren) kelimesi /n/ sesi olmadan ne olur?, vb. Eger
cocuk dogru bir sekilde cevap verirse sagdaki kutuya bir tik (V) koy.)

1. ski(n)
2. bul(b)
3. hos(t)
4. ho(l)e

5. poin(t)

6. new(s)

Mastery (Yeterlik) 5/6 /6
Date (Sonug):
M) Unsiiz Karisimindaki ilk Sesi Cikarma

Yonerge: Unsiiz karisimindan ilk sesi gikararak yeni kelimeler bulacaksimiz. Ornegin,
‘crow’ (karga) kelimesini /k/ sesi ¢ikartilirsa row’ olur. Simdi ‘still’ kelimesini /s/ sesi
olmadan ne olur, de. (Cocuk ‘till’ demeli. Geri kalanlar1 6grenciyle birlikte yap ve eger
cocuk her birini dogru yaparsa sagdaki kutuya bir tik (V) koy.)

1. Say claw without /k/

“Claw” kelimesini /k/ sesi olmadan soyle.

2. Say trust without /t/

“Trust” kelimesini /t/ sesi olmadan soyle.

3. Say crime without /k/

“Crime” kelimesini /k/ sesi olmadan sdyle.

4. Say place without /p/

“Place” kelimesini /p/ sesi olmadan soyle.

5. Say stop without /s/

“Stop” kelimesini /s/ sesi olmadan sdyle.
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6. Say preserve without /p/

“Preserve” kelimesini /p/ sesi olmadan sdyle.

Mastery (Yeterlik) 5/6 /6
Date (Sonuc):
N) Ses Degisimi (Seslerin Birbirinin Yerine Ge¢cmesi)

Yonerge: Simdi ise, kelimelerin sesleriyle ¢ok farkli bir oyun oynayacagiz. Sizden
kelimenin ilk sesini ¢ikartmanizi ve onu baska bir sesle degistirmenizi isteyecegim. Ornegin,
‘pail’ (kova) kelimesinin ilk sesini /m/ sesiyle yer degistir. Iste yeni olusan kelime ‘mail’
(posta).

Simdi sira sizde. ‘fop’ (ist) kelimesinin ilk sesini /h/ sesiyle yer degistirin. Cocuk ‘hop’
(atlamak) demeli. Geri kalanlar1 6grenciyle birlikte yap ve eger ¢ocuk her birini dogru
yaparsa sagdaki kutuya bir tik (V) koy.)

1. Replace the first sound in gold with /b/

(‘gold’ kelimesinin ilk sesini /b/ sesiyle yer degistir.)

2. Replace the first sound in net with /p/

(‘net’ kelimesinin ilk sesini /p/ sesiyle yer degistir.)

3. Replace the first sound in cage with /p/

(‘cage’ kelimesinin ilk sesini /p/ sesiyle yer degistir.)

4. Replace the first sound in hit with /s/

(“hit” kelimesinin ilk sesini /s/ sesiyle yer degistir.)

5. Replace the first sound in save with /k/

(‘save’ kelimesinin ilk sesini /k/ sesiyle yer degistir.)

6. Replace the first sound in host with /p/

(‘host’ kelimesinin ilk sesini /p/ sesiyle yer degistir.)

Mastery (Yeterlik) 5/6 /6

Date (Sonug):
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APPENDIX G: Games

Find and clip the beginning sounds
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Let's find the beginning sound!
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Let’s find the final sound!

Rhyming Words Card Game!




Let's Rhyme!
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APPENDIX H: Worksheets
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W

Nome
Weather
Write the begraing ord erding sound for eoch word
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/o\
/d\

%mewm
/a\
/e\

————————————————————————————————— —




178

Golor bzmSound

Color The Degring OF Soch piCTUre. | R
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Finish the Words!

Words beginning with ch, sh, th, ph and wh

o\ r
orn
one

f

e oto

It sounds ch and h © Copytght 017, www spwrkiacon cogh
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What's My Sound?
Shade the beginning sound of each picture.
ey c S
2 | m h
;””‘s u T
n £
@."‘W a c
1 . d
e a
b X
B Lm r
(P o w
5 y




Name:

COION the # OF SYLLABLES

] : @' 2 | n 2
(O Eui=lE
horseshoe| 4 | battup | M
3 2 Bl 2
O I / 3
caterpilr| 4 | paintorusn| 4
=2 ey L2
& 3 H’ 3
ﬂot '4 calculotor '-l
1 j 2 8. Q 2

3 \”F 3
banana u groshopper q

" COIOI the # ur SYLLABLto

el ooy go hae

Drcclioes Cobr fheambeer of 2
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Name:

COIOF the # OF SYLLABLES

2 Il o wdheach ke

DivexSeers Celor e maner of ¢




Name
Drauws a Rainbow

Syllables!

* Directions: Read the words. Count the syables. Drow a line of the rainbow for each syllable.”

K O

| banana

(2 L

picnic

Q Q T‘;‘(; ‘ "e

vanilla |

| robin

|
|
|
|
|
|
o O
|
|
|
|
I

D N N e = r——
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What Do You Hear?

Name each picture, Listen for the beginning sound.
Circle the letfer you hear.

dcm

Name each picture, Listen for the middle sound.
Circle the letter you hear,

4. -

I 0 e
Name each picture, Listen for
Circle the letter you hear,

7.

o

i €1 s p |
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T
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Short e Words P

Write the word

fed

den

set

hen

let

men

pet

%o
Word

fed

; N;'*":-m‘a'king | W wvﬂﬁsﬁ%

s Gl ing <

Write the v;ord

[ Chan?e e
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TR OUT

fan, pan, cat win, jet, net
:  fox,dig,box  pen, yak, ten
red, bed, pot  hot, rot, log
sit, pig, bit did, bag, rid
top, tug,rug  dad, sad, mom
bag, kit, fit  pot, pat, mat
ham, fix, six  hug, bug, tag
wig, fan,big  hot, fan, can
ten, men, van  mom, rat, Tom
pit, kit, wag hit, fit, did

mat, yak, cat, pat
cup, jet, net, pet
jug, can, tug, mug
bed, red, led, kit
tan, can, hat, pan
bin, pat, pin, tin
rim, dim, Tim, jog

W___—————*
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Words that Rhyme

Drow & line frem eoch word on the left 1o the rhyming word o the right.

. Words that Rhyme
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Drow o ¢
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| want to be a superhero. |<=o" | want to be a superhero. [==
44444 & ‘ 4 4 4 |°

oy The green leaf fell down from the tree.

The green leaf fell down from the tree, e
CNCNCRONCOMONCKC @PP99P@® 999 |°
s |) canspot a frogin the water. :;?:«"-"

| canspot a frogin the water. J«-s
IRENAEN pRAARAE B[

. . . '0"“-'.-- . v . . 'y' )
The sun is shining so brightly. |~ The sun is shining so bright
Nt S als, ok a8l ok % 6

| can hear the birds chirping outside.JT700

| can h-efr thcl.- birds chir?ing ouls‘ide. Py | RO R ® ¥ e
— : e | think writing at school is fun, |===""
| think writing at school is fun. [~ { } / ig e | A

I f e Ded | saw a funny monster under my bed! {= ==
saw a funny monster under my bed! |05 " " A ;
BEEE B b &S 2008 & S48

The worm likes to hide in the yucky mud. s e
BB B Bl BB B

The worm likes to hide in the yucky mud. |23
PGPV W W Wy v W i

the chairl. '-g ~i
i3 e

Tl tsat
i eat ice cream. ”'6
:h,ket,o at ic s

pem———n

_C‘n ygu cll&nbbt;{?) '5<

e

I like to smel| -
gy foners T8

It i
3 4 aining outsid R
3 & PA e.

| get to
= = on ajet. [
~o

=
sh
A aIng star, =




=¥ Silent -e sl

Read & Color|

Directions: Fill in the oval that matches the picture. Then color
the pictures.

mllwwdbypwnncdah(/):ymbdbdwunmhmu.
write how many syllables each word has. Use a
m‘nnﬂmmhmm-wm -

example: an/l/md 3%
pen/guin 27
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APPENDIX I: Phonetic Sound Charts

b Saeh
I I 0 UI Ig eI Free{;lgge:iak
READ SIT BOOK 100 HERE DAY

C | 9 | 3] 03] |30

MEN | AMERICA | WORD | SORT | TOUR | BOY | GO

€ | AL D | dl | do

CAT BUT PART NOT WEAR MY HOW

>

p bt g

MG | BED | TME | DO |CHURCH| UDGE | KILO | O
BVE | UERY | THNK | THE | SIX | 200 | SHORT |CASUAL

-

mon|g h!1]r|w|i

MILK NO SING | HELLO | LIVE | READ |WINDOW | YES
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en aoou

JIE R
T

chair

‘!erman | goo

3

pen 00

Very glievision

man nice
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APPENDIX J: Total Physical Response (TPR) Activities

Rhyming Fun
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ExerCiSE

“ to) the) 5@9 ";




201




202

APPENDIX K: Assignments
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APPENDIX L: Notebooks and Notes of the Participants
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APPENDIX M: Photos Taken during Teaching Process
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