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Kurum Bakiminda Kalan Cocuklar: Etkilesimli Kitap
Okuma ve Erken Okuryazarlik Becerileri

Merve SEPITCI SARIBAS', Fatma TEZEL SAHINZ

Ozet

Arastirmada, etkilesimli kitap okuma (EKO) slrecinin ¢ocuk
evleri sitesindeki cocuklarin erken okuryazarlik becerilerine ve
bakim personellerinin gocuk edebiyatina yonelik tutumlarina
olan etkisinin incelenmesi amaclanmistir. Arastirmada,
deneysel desenlerden kontrol grupsuz 6n test-son test yari
deneysel desen kullaniimistir. Calisma grubunu, Sivas Cocuk
Evleri Sitesindeki 4-6 yaslari arasinda 11 ¢cocuk ve 13 bakim
personeli olusturmustur. Veri toplama araglarini “Cocuk Genel
Bilgi Formu”, “Bakim Personeli Genel Bilgi Formu”, “Erken
Okuryazarlik Becerilerini Degerlendirme Araci” ve “Cocuk
Edebiyatina Yénelik Tutum Olcedi” olusturmustur. EKO
etkinlikleri, sekiz hafta boyunca haftada Ug¢ gun arastirmacilar
tarafindan bakim personellerinin  katilimlariyla g¢ocuklara
uygulanmistir. Gruplarin 6én test-son test ve kalicilik testi
karsilastirmalarinda Friedman Testi, test sonucunda anlamili
farkhliklar olusturan gruplarin  saptanmasinda Wilcoxon
Isaretli Siralar Testi kullanilmistir. Arastirmanin sonucunda,
EKO etkinliklerinin ~ ¢cocuklarin  ses bilgisel  farkindalik
becerilerinde, yazi  farkindaliklarinda, o6ykuyd anlama
becerilerinde, gorselleri eslestirme becerilerinde, yazi yazma
oncesi becerilerinde ve erken okuryazarlik becerilerinin
toplaminda anlamli farkliliklara yol actigr goérdlmdstar. EKO
etkinliklerinin,  ¢ocuklarin ~ bu  becerilerini  gelistirdigi
saptanmistir. Ayrica EKO etkinliklerinin, bakim personellerinin
¢ocuk edebiyatina yonelik tutumlarini olumlu yénde etkiledigi
gorulmdustar. Bu noktada bakim personellerine EKO
yaklasimiyla ilgili  egitimlerin  verilmesi, EKO'la ilgili
programlarin yayginlastiriimasi ve benzer ¢alismalarin farkh
ozelliklerdeki cocuklarla yaratulmesi dnerilmistir.
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Giris

Okul éncesi dénem, cocuklarin gelisim alanlarinda hizli degisimlerin
yasandigl bir evre olmasi bakimindan olduk¢ca 6nemlidir. Yasamin
erken yillarinda edinilen deneyimler, cocuklarin zihinsel, fiziksel, sosyal
ve duygusal gelisimlerinin yani sira dil ve erken okuryazarlik becerileri
uzerinde de etkili olmaktadir. Erken okuryazarlik becerileri, cocugun
dunyaya gelmesiyle birlikte kazanilmaya baslanmakta ve okul doncesi
donemde pekismektedir. Bu baglamda okul éncesi dénem, cocugun
sozIlU ve yazil dili 6grenmesi bakimindan da kritik bir streci temsil
etmektedir (Kargin ve digerleri, 2015; Rosenkoetter ve Barton, 2002).
Erken okuryazarlik becerileri, cocuklarin ilkokula baslamadan &nce
okuma ve yazmaya yonelik edinmeleri gereken bilgi, beceri, davranis ve
tutumlari kapsamaktadir (Ergul ve digerleri, 2016a). Bu becerilerin,
cocugun formal okuma-yazmayl égrenmeden once kazandiglr on
becerileri icerdigi belirtimektedir (Karaman, 2015; Whitehurst ve
Lonigan, 2001). Jalongo (2013) erken okuryazarligi, okuma-yazma
eylemini andiran her turlu davranis olarak ele almistir. Erken
okuryazarlik becerileri; ses bilgisel farkindalik, s6zel dil, kelime dagarcigy,
alfabe bilgisi ve yazi farkindaligi gibi bircok beceriyi kapsamaktadir
(Aarnoutse ve digerleri, 2005; Bean ve digerleri, 2020; Elliott ve OIIiff,
2008; Spira ve digerleri, 2005). Bu becerilerin, cocuklarin okuma, yazma
ve genel akademik basarilarinda etkili oldugu belirtilmektedir (Ergul ve
digerleri, 2015; Kotaman, 2009). Nitekim yapilan arastirmalarin sonuclari
da erken okuryazarlik becerilerinin, cocuklarin genel akademik
basarilarinin (Cabell ve digerleri, 2011; Missall ve digerleri, 2007; Spira ve
digerleri, 2005), okuma becerilerinin (Nelson, 2005) ve sosyal
becerilerinin yordayicisi oldugunu gdstermektedir.

Cocuklarin erken okuryazarhk becerileri ile okuma-yazmaya yonelik
deneyimleri arasinda paralellik oldugu ifade edilmektedir (Isitan ve
digerleri, 2020; Speece ve digerleri, 2004). Bu noktada erken
okuryazarlik becerilerinin gelistirilebilmesi icin cocuklara uygun
deneyimlerin, ortamlarin ve materyallerin sunulmasi gerekmektedir.
Bu becerileri ¢cocuklara kazandirabilmek adina okul &ncesi egitim
kurumlarinda, genellikle konusmaya, kitap okumaya, sesleri tanitmaya
yonelik etkinlikler yapilmaktadir (Missall ve digerleri, 2006). Ebeveynler
ise genellikle kitap okuma aktiviteleriyle cocuklarinin erken
okuryazarlik becerilerine katkida bulunmaktadirlar. Hikayeler, icinde
barindirdiklari sézcuk, tekerleme, mecaz, diyalog ve tekrarlarla
cocuklara dili égrenmeleri bakimindan firsatlar yaratmaktadir.
Cocuklarin dil ve okuryazarlik becerilerinin duzenli kitap okuma
aktiviteleriyle gelistigi gérulmektedir (Aram ve Levin, 2002; Isbell ve
digerleri, 2004). Kitap okuma etkinligi, ézellikle etkilesimli kitap okuma
yaklasimi esas alinarak yapildiginda c¢ocuga daha c¢ok fayda
saglamaktadir (Yildiz Bicakgl ve digerleri, 2018). Whitehurst vd. (1988),
tarafindan gelistirilen etkilesimli kitap okuma yaklasimi, hikayeyi
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dinleyen ve okuyanin bazi zamanlarda rollerini degistirmelerini esas
almaktadir. Etkilesimli kitap okuma yaklasiminin asil amaci, cocugun
aktif olmasini saglamaktir (Bayraktar, 2018). Bu baglamda EKO,
yetiskinin soru sorarak, cocugun dikkatini hikayeye, yazilara ve
gorsellere cekerek cocukla etkilesim icinde oldugu okuma ydéntemi
olarak ifade edilebilmektedir (Kim ve Hall, 2002; Whitehurst ve digerleri,
19943a). EKO yontemi, cocuklarin aktif bir sekilde 6grenmelerini, estetik
unsurlarla karsilasmalarini, dinleme zevkini tatmalarini, ¢cevrelerindeki
kisi ve nesneler ile ilgili bakis acisi edinmelerini saglamasi bakimindan
onlara c¢esitli firsatlar sunmaktadir (Rollo ve Sulla, 2016). EKO yaklasimi
sayesinde cocuklar, hikaye hakkinda sorulan sorulara cevap
verebilmekte, hikayeyi yorumlayabilmekte, olaylari dramatize
edebilmekte, hikayeyi vyaraticiliklarina gdre farkh  sekillerde
sonlandirabilmekte ve kitap okumanin eglenceli bir 6grenme yolu
oldugunu kesfedebilmektedirler. Bu durum, cocuklarin merak
duygularini artirirken olaylara elestirisel bir bakis acisiyla yaklasmalarini,
kitabin degerini bilmelerini, kitaba karsi ilgi duymalarini, estetik deger
gelistirmelerini, kitabin  kullanimi ve bakimi ile ilgili farkindalik
kazanmalarini saglamaktadir (Er, 2016). Bunlarin yani sira EKO'nun,
cocuklarin anlatilani anlama ve sorgulama becerilerini gelistirerek dil
becerilerine olumlu yonde etki ettigi gorulmektedir (Justice ve Pence,
2005; Yalavag, 2020). Sahip oldugu bu o&zellikler bakimindan EKO,
geleneksel kitap okuma yontemlerinden farklilasmaktadir (Ergul ve
digerleri, 2016b). Bu baglamda EKO; anne-babalar, 6gretmenler ve diger
bakim saglayicilar tarafindan cocugun erken okuryazarlik becerilerini
gelistirmek icin kullanilan etkili bir ydntem olarak gorulmektedir (Blom
Hoffman ve digerleri, 2006).

Kitap okuma eyleminin EKO kapsaminda ele alinabilmesi icin okuma
oncesinde, okuma sirasinda ve okuma sonrasinda bazi adimlarin
izlenmesi gerekmektedir. EKO'da cocuklarin, okuma etkinligine
katilmalari icin cesaretlendirilmeleri, konustuklariyla ilgili geri donutler
almalari ve hakkinda konusabilecekleri kitaplarin ve konularin
belirlenmesi gerekmektedir (Justice ve Pullen, 2003; Morgan ve Meier,
2008). Bu noktada okuma oncesinde yapilacaklar; 'okunacak kitabin
belirlenmesi, 2hedef kelimelerin belirlenmesi, 36rneklerin, sorularin ve
aciklamalarin belirlenmesi, “ortama yoénelik duzenlemelerin yapilmasi,
scocuklarin ortama gdre uygun olarak konumlandirilmasi, écocuklarin
kitapla tanistirlilmalari, 7acik uclu sorulart kullanarak c¢ocuklarin
tahminlerde bulunmalarinin saglanmasi ve 8cocuklarin cevaplarinin
duzenlemesidir. Okuma sirasinda; 'hedef kelimelerin anlamlarinin
aciklanmasi, 2bu anlamlarin ¢esitli materyallerle desteklenmesi, *gunluk
yasanti ile iliskilendirilebilecek érneklerin verilmesi, “hedef kelimelerin
anlamlarinin tekrarlanmasi, °deneyimler araciligiyla hikayenin ve hedef
kelimelerin anlamlarinin desteklenmesi, $5N1K sorularinin ve acik uclu
sorularin sorulmasi, “genisletmelerin ve tekrarlarin kullanilmasi, 8cumle
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tamamlama etkinliklerine yer verilmesi, °kelime hazinesini genisletecek
uygulamalarin yapilmasi gerekmektedir (Karadogan, 2020). Yetiskin,
sorular sorarak cocuga konusma ve kendini ifade etme olanadi
saglamaktadir. Ayrica bu ddéngu, anlamlari bilinmeyen kelimelerin
tanimlanmasina ve yetiskinin cocugun cevaplarini tekrar ederek
genisletmeler yapmasina firsat tanimaktadir (Justice ve Pullen, 2003).
Bu sUrecte yetiskin, okuma tarzini cocuklarin gelisim ozelliklerine goére
ayarlamakta (Ariaz, 2010; Whalon ve digerleri, 2013), boylelikle de
cocuklarin etkilesimin hizini ayarlamalarina, goérselleri incelemek icin
duraklama yapmalarina ve ilgi alanlarini  kesfetmelerine izin
vermektedir (Barclay, 2014). Okuma sonrasinda ise 'acik uc¢lu sorular
sorarak hikayenin &zetlenmesi ve 2kazanimlarin  kaliciliginin
saglanabilmesi icin cesitli etkinliklere yer verilmesi yapilabilecekler
arasindadir (Karadogan, 2020). Etkilesimli kitap okuma surecinde bazi
tekniklerin kullanilmasinin da ¢ocuklarin aktif katilimlarini saglayacagi
belirtiimektedir. Whitehurst vd. (1994a), bu teknikleri Completion-
Recall-Openended-Whquestions-Distancing (CROWD) olarak ele
almiglardir. Completion (C-tamamlama), cocuklarin hikayedeki bir
cUmleyi ya da ifadeyi tamamlamalarini istemeyi; Recall (R-hatirlatma)),
cocuklara olaylar ve karakterler ile ilgili soru sormayi; Open-ended (O-
acik uclu sorular), cocuklara gorsellerdeki olaylari tanimlamalarina veya
olaylardaki gidisatin nasil olacagina iliskin tahminlerde bulunmalarina
yonelik sorular sormayi;, Wh-questions (W-5NIK sorulari), olay ve
karakterlerle ilgili 5N1K sorulari sormayi; Distancing (D-iliskilendirme)
ise cocuktan anlatilani kendi yasantisiyla iliskilendirmesini istemeyi
kapsamaktadir. Ayrica EKO'da, cocuga soru sorma ve ddénut verme,
onun cevaplarini genisletme gibi tekniklerden de yararlanilmaktadir.
Bu teknikler, Prompt-Evaluate-Expand-Repeat (PEER) olarak ele
alinmaktadir. Prompt (P-baslat), konusmay! baslatmayi; Evaluate (E-
degerlendir), cocuklarin yanitlarinin dogru olup olmadigini ele almayi;
Expand (E-genislet), cocuklarin yanitlarini genisletmeyi; Repeat (R-
tekrarlat), cocuklardan genisletilmis veya duzeltilmis unsurlari tekrar
etmelerini istemeyi icermektedir. Bu tekniklerin, yetiskin tarafindan
okuma oncesinde, sirasinda ve sonrasinda kullanilmasi uygun
goérulmektedir (Sarica, 2016). Yapilan arastirmalarin sonuclari, bu
tekniklere dikkat edildiginde EKO'nun ¢cocuklarin dil gelisimlerine katki
sagladigini ortaya cikarmistir (Fleury ve digerleri, 2014; Huennekens ve
Xu, 2016; Simsek ve Isikoglu Erdogan, 2015; Towson ve Gallagher, 2016;
Yildiz Bigakgl ve digerleri, 2018).

Etkilesimli kitap okuma uygulamalari, cocuklarin kitabr okuyan Kisiyi
model almalari bakimindan da oldukca 6nemlidir. Ozellikle okul dncesi
donemde cocuklar, cevresindeki kisilerin davraniglarini taklit etme
egilimi gostermektedirler. Bu noktada yetiskinler, cocuklara sagladiklari
okuryazar olma firsatlari ve okuma-yazma aliskanliklari ile cocuklarin
tum gelisim alanlarina katki sagladiklari gibi erken okuryazarlik
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becerileri Uzerinde de etkili olmaktadirlar (Cline ve Edwards, 2017;
Yalavag, 2020). Nitekim yapilan arastirmalarin sonugclari da ebeveynlerin
okuma yazma aliskanliklarinin ve inanclarinin, cocuklarin dil ve erken
okuryazarlik becerilerini etkiledigini ortaya cikarmistir (Isikoglu
Erdogan ve digerleri, 2017; Sim ve digerleri, 2013; Weigel ve digerleri,
200606). Ebeveynlerin etkilesimli olarak cocuklarina kitap okumalari,
cocuklarin okuma-yazmaya iliskin becerilerini desteklemektedir (Yeo ve
digerleri, 2014). Bazl c¢ocuklar, cesitli sebeplerden  dolayi
ebeveynlerinden mahrum olarak buyuyebilmekte ve ebeveynlerinden
kazanabilecekleri becerileri ogrenme konusunda eksik
kalabilmektedirler. Bu durum, korunmaya ihtiyaci olan cocuklar gibi
risk altinda olan cocuklarin erken okuryazarlik becerilerinin
desteklenmesini daha da onemli hale getirmektedir (Anthony ve
digerleri, 2007; Doctoroff ve digerleri, 2006). Cevrenin, cocuklarin erken
okuryazarlik becerileri Uzerinde etkili oldugunun bilinmesinin yani sira
risk grubunda yer alan cocuklar icin daha o6nemli oldugu da
belirtilmektedir. Bu c¢ocuklar, erken okuryazarlik becerilerini
kazanabilmeleri bakimindan risk altinda olduklari i¢in ileriki
zamanlarda sosyal, duygusal, akademik ve davranissal sorunlar yasama
bakimindan da risk altinda olmaktadirlar (Edwards ve Willis, 2000;
Karaman, 2013, Uyanik ve Kandir, 2010). Risk altindaki cocuklarin
dogrudan erken okuryazarlik becerilerini, dolayl olarak da tum gelisim
alanlarini  desteklemek icin EKO'dan mudahale modeli olarak
faydalanilabilecegi vurgulanmaktadir (Akoglu ve digerleri, 2014, Piasta
ve digerleri, 2012). Korunmaya ihtiyaci olan cocuklarin kaldiklari
kurumlarda, cocuklarin birincil ihtiyaclarini  bakim personelleri
karsilamaktadir. Bakim personellerinin  EKO hakkinda bilgi sahibi
olmalari ve EKO yaklasimini uygulamalari, korunmaya ihtiyaci olan
cocuklar icin alinabilecek énlemler arasinda sayilabilmektedir. Bu
noktada, cocuklarin bakimlarini saglayan kisilerin ve 6gretmenlerin
etkilesimli kitap okuma ile ilgilidonanima sahip olmalari gerekmektedir
(Er, 2016). Bakim personellerinin EKO surecini tanimalari, EKO'nun
cocuklarin gelisimleri Uzerindeki etkilerini gérmeleri ve cocuklara EKO
yaklasimini esas alarak kitap okumalari, onlarin cocuk edebiyatina
yonelik tutumlari, inanclari  ve farkindaliklari Uzerinde etkili
olabilmektedir. Bu noktada hem korunmaya ihtiyaci olan ¢cocuklarin
erken okuryazarlik becerilerini  kazanmalari hem de bakim
personellerinin ¢cocuk edebiyatina ve kitap okumaya karsi olan ilgi,
inang, tutum ve davranislarinin gelistirilebilmesi icin etkilesimli kitap
okuma etkinliklerine yer verilmesi 6nemli gorulmektedir. Literaturde,
EKO'nun cocuklarin okuryazarlik becerileri Uzerinde etkili oldugunu
ortaya cikarmis olan calismalar yer almaktadir (Batz Herrera, 2016; Efe
ve Temel, 2018; Ergul ve digerleri, 2017, Hudson ve Test, 2011; Li ve Tan,
2016; Wesseling ve digerleri, 2017). Fakat EKO'nun korunmaya ihtiyaci
olan cocuklarin erken okuryazarlik becerileri Uzerinde etkili olup



PAUEFD, 62, 296-330 [2024] M. Sepitci Saribas ve F. Tezel Sahin https://doi.org/10.9779/pauefd. 1387433

olmadiginin  incelendigi arastirmalarin  olduk¢ca kisith  oldugu
gorulmustur (Akoglu ve digerleri, 2014). Ayrica EKO'nun, bakim
personellerinin cocuk edebiyatina yonelik tutumlari Uzerinde etkili olup
olmadiginin arastirildig bir calisma gdrulmemistir. Buradan hareketle
arastirmanin, orijinal oldugu ve alana fayda saglayacagdi
ongoérulmektedir. Bu dusUnce i1siginda arastirmada, etkilesimli kitap
okuma surecinin cocuk evleri sitesinde kalan cocuklarin erken
okuryazarlik becerilerine ve bakim personellerinin cocuk edebiyatina
yénelik tutumlarina olan etkisinin incelenmesi amaclanmistir. Bu
amacla arastirma kapsaminda asagidaki sorular cevaplandiriimistir:

1. Etkilesimli kitap okuma sUreci, cocuk evleri sitesinde kalan cocuklarin
ses bilgisel farkindalik becerileri Uzerinde istatistiki olarak anlamli bir
farklilik yaratmakta midir?

2. Etkilesimli kitap okuma sureci, cocuk evleri sitesinde kalan ¢cocuklarin
yazi farkindaliklari Uzerinde istatistiki olarak anlamli bir farklilk
yaratmakta midir?

3. Etkilesimli kitap okuma sureci, cocuk evleri sitesinde kalan ¢cocuklarin
oykUyU anlama becerileri Uzerinde istatistiki olarak anlamli bir farklilik
yaratmakta midir?

4. Etkilesimli kitap okuma sureci, cocuk evleri sitesinde kalan cocuklarin
gorselleri eslestirme becerileri Uzerinde istatistiki olarak anlamli bir
farklilik yaratmakta midir?

5. Etkilesimli kitap okuma sureci, cocuk evleri sitesinde kalan ¢cocuklarin
yazl yazma oncesi becerileri Uzerinde istatistiki olarak anlamli bir
farklilik yaratmakta midir?

6. Etkilesimli kitap okuma sureci, cocuk evleri sitesinde kalan cocuklarin
erken okuryazarlik becerilerinin geneli Uzerinde istatistiki olarak anlamli
bir farkhlik yaratmakta midir?

7. Etkilesimli kitap okuma sureci, cocuk evleri sitesinde kalan cocuklarin
bakim personellerinin cocuk edebiyatina ydnelik tutumlari Uzerinde
istatistiki olarak anlamli bir farklilik yaratmakta midir?

Yontem

Yontem bélumunde; arastirmanin modeli, calisma grubu, veri toplama
araclari, verilerin toplanmasi ve verilerin analizi ile ilgili bilgilere ayrintili
bir sekilde yer verilmistir.

Arastirmanin Modeli

Etkilesimli kitap okuma suUrecinin c¢ocuk evleri sitesinde kalan
cocuklarin erken okuryazarlhk becerilerine ve bakim personellerinin
cocuk edebiyatina yonelik tutumlarina olan etkisinin ortaya c¢ikartilmasi
amaclyla yapilan calismada, nicel arastirma yéntemlerinden deneysel
desen kullaniimistir. Deneysel calismalarda, belirlenen degiskenler
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kontrol altina alinarak meydana gelen degisimler gdzlemlenmektedir.
Deneysel arastirmalar, sonucun badimsiz degiskenlerden nasil
etkilenecegini godstermekle birlikte degiskenler arasindaki iliskileri
yorumlamaya da imkan tanimaktadir (Can, 2020; Fraenkel ve Wallen,
1990). Arastirmada, ¢alisma grubunu olusturan ¢cocuklarin sayisinin az
olmasindan dolayl tek grup olusturulmus ve cocuklarin tiumuyle
etkilesimli  kitap okuma etkinlikleri gerceklestirilmistir. Ayrica
arastirmaya katilan bakim personellerinin tumu, etkilesimli kitap
okuma etkinliklerinde yer almistir. Bu baglamda arastirmada, deneysel
desenler icerisinden on test-son test kontrol grupsuz yari deneysel
desen kullanilmistir.

Calisma Grubu

Arastirmada, amacl o6rnekleme ydntemlerinden biri olan o&lgcut
drnekleme teknidi kullanilmistir. OlcUt érneklemede calisma grubu,
onceden belirlenmis olan kistaslari karsilayan kisilerden meydana
gelmektedir  (Yildirnm ve Simsek, 2016). Calisma grubunun
belirlenmesinde cocuklarin cocuk evleri sitesinde en az bir yildir kaliyor
olmalary, tipik gelisim gdstermeleri, 4-6 yaslari arasinda olmalari ve daha
once herhangi bir etkilesimli kitap okuma programina katilmamis
olmalari élcut alinmistir. Bakim personellerinin ise daha énce herhangi
bir etkilesimli kitap okuma programina katilmamis olmalari kistas
alinmistir. Bu baglamda arastirmaninin calisma grubunu, Sivas ili Sevgi
Cocuk Evleri Sitesinde yasayan ve 4-6 yaslari arasinda olan 11 ¢cocuk ve
13 bakim personeli olusturmustur. Arastirmaya katilan cocuklarin ve
bakim personellerinin demografik 6zellikleri ile ilgili bilgilere Tablo T'de
yer verilmistir.

Tablo 1
Cocuklarin ve Bakim Personellerinin Demografik Ozelliklerine lliskin Bilgiler

Cocuklara iliskin Demografik Ozellikler n %
Cinsiyet Kiz 6 54.55
Erkek 5 45.45
Vas 48-60 ay 2 18.18
61-72 ay 9 81.82
Kardesi yok 1 9.09
Kendisi harig 1 4 36.36
kardes sayiIs| 2 3 2727
3 ve uzeri 3 27.27
ik cocuk 4 36.36
Dogum sirasi Ortanca N veya 1 9.09
ortancalardan biri
Son ¢ocuk 6 54.55
1-2 yil arasi 6 54.55
;.;JrreLJS:nda kalma 2-3 yil arasi 3 27.27
3yildan fazla 2 18.18
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Tablo 1
Cocuklarin ve Bakim Personellerinin Demografik Ozelliklerine lliskin Bilgiler
(devam)

Bakim Personellerine iliskin Demografik n %
Ozellikler
31 yas ve alti 5 38.46
Yas 32-37 yas arasil 3 23.08
38 yas ve Ustu 5 38.46
. Evli 10 76.92
Medeni durum Bekar 2 52.08
Cekirdek aile 13 100.00
Aile yapisi Genis aile - -
Parcalanmis aile - -
Kurumda 3 yilin altinda 1 7.69
calisma suresi 3 yllin ustinde 12 92.31

Veri Toplama Araclari

Arastirmada veri toplama araclari olarak ¢cocuklara iliskin demografik
bilgileri  belirlemek icin  “Cocuk Genel Bilgi Formu”, bakim
personellerine iliskin demografik bilgileri belirlemek icin “Bakim
Personeli Genel Bilgi Formu”, cocuklarin erken okuryazarlik becerilerini
ortaya koyabilmek amaciyla “Erken Okuryazarlik Becerilerini
Degerlendirme Araci (EOBDA)" ve bakim personellerinin ¢cocuk
edebiyatina yonelik tutumlarini ortaya cikarabilmek icin de “Cocuk
Edebiyatina Yénelik Tutum Olcedi” kullaniimistir.

Cocuk Genel Bilgi Formu

Genel Bilgi Formu, cocuklarin cinsiyetlerini, yaslarini, kendileri hari¢
kardes sayilarini, dogum siralarini ve kurumda kalma surelerini
belirlemek amaciyla arastirmacilar tarafindan hazirlanmistir. Formlar,
bakim personelleri tarafindan cocuklarin kuruma kayit dosyalari esas
alinarak doldurulmustur.

Bakim Personeli Genel Bilgi Formu

Bakim Personeli Genel Bilgi Formu, ¢cocuklarin bakimlarini Ustlenen
bakim personellerinin yaslarini, medeni durumlarini, aile yapilarini ve
kurumda calisma surelerini  belirlemek amaciyla arastirmacilar
tarafindan hazirlanmistir. Formlar, her bir bakim personeli tarafindan
ayri ayri doldurulmustur.

Erken Okuryazarlik Becerilerini Degerlendirme Araci (EOBDA)

Karaman (2013) tarafindan gelistirilen Erken Okuryazarlik Becerilerini
Degerlendirme Araci ile cocuklarin erken okuryazarlik becerilerinin
degerlendiriimesi  amaclanmaktadir. Toplamda 96 maddeden
meydana gelen EOBDA; Ses Bilgisel Farkindalik Becerilerini
Degerlendirme (53 madde), Yazi Farkindaligi (16 madde), Oykuyu
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Anlama (9 madde), Gdorselleri Eslestirme (9 madde) ve Yazi Yazma
Oncesi Becerileri Dederlendirme (9 madde) olmak Uzere 5 ayri alt
testten olusmaktadir. Her bir testin uygulamasi, degerlendirme aracini
uygulayabilme egitimialmis arastirmacilar tarafindan ¢cocuklarla birebir
yapilmaktadir. Degerlendirmeler, cocuklarin yerine getirebildikleri her
bir madde icin “1" puan, yerine getiremedikleri her bir madde i¢cinse “0"
puan verilerek yapilmaktadir. Degerlendirme aracinin toplamindan
alinabilecek en az puan O, en yuksek puan ise 96'dir. Alinan puanlarda
goérulen artis, cocugun ele alinan beceride yuksek yetkinlige sahip
oldugunu gdstermektedir (Karaman, 2013). EOBDA'nin gecerlik ve
guvenirlik calismalari kapsaminda degerlendirme araci icerisinde
bulunan alt testlerin madde ayirt edicilik degerleri incelenmis,
acimlayici ve dogrulayici faktor analizleri yapilmis, test tekrar test, KR-
20 ve iki yari guvenirlik degerleri hesaplanmistir. Yapilan analizlerin
sonucunda, EOBDA'nin Ses Bilgisel Farkindalik Becerilerini
Degerlendirme testinin bes faktorlU yapidan, Yazi Farkindaligi testinin
Uc faktorld yapidan, OyklUyd Anlama, Gorselleri Eslestirme ve Yazi
Yazma Oncesi Becerileri Dederlendirme testlerinin ise tek faktorlu
yapidan meydana geldigi ortaya ¢cikmistir. Alt testlerin KR-20 guvenirlik
degerlerinin .61-.91 arasinda degistigi saptanmistir. Yazi Yazma Oncesi
Becerileri Degerlendirme ve Yazi Farkindaligi testlerinin zayif bir
uyuma, Ses Bilgisel Farkindalik Becerilerini Degderlendirme, OykUyU
Anlama ve Gorselleri Eslestirme testlerinin ise kabul edilebilir uyuma
sahip olduklari gérulmustur. Ayirt edicilik analizleri neticesinde de tum
maddelerin ayirt edici oldugu ortaya cikmistir. Bu sonuclar, élcegin
gecerli ve guvenilir oldugunu gostermektedir (Karaman ve Aytar, 2016).
Olcegin yapilan bu arastirmaya iliskin cronbach alfa guvenirlik
katsayllarl ise on test, son test ve kalicilik testi icin .93 olarak
hesaplanmistir.

Cocuk Edebiyatina Yénelik Tutum Olgegi

Karagul (2020) tarafindan gelistirilen Cocuk Edebiyatina Yonelik Tutum
Olcegi ile yetiskinlerin cocuk edebiyatina ydnelik tutumlarinin
degerlendirilmesi  amaclanmaktadir. Toplamda 26 maddeden
meydana gelen 0Olcek; Farkinda Olma (12 madde), Deger Verme (6
madde) ve Kabullenme (8 madde) olmak Uzere uU¢ boyuttan
olusmaktadir. Olcek, cocuk edebiyatina yonelik tutumu o6lculmek
istenilen kisi tarafindan doldurulmaktadir. 5'li likert tipinde olan dl¢cegin
puanlamasi  arastirmaci  tarafindan  yapilmaktadir. Tamamen
katiliyorum seceneginden hi¢c katilmiyorum secenegine dogru
derecelendirilen maddeler, Tden 5e kadar puanlandirilarak
degerlendirilmektedir. Degerlendirme aracinin toplamindan
alinabilecek en yuksek puan 130, en dusuk puan ise 26'dir. Alinan
puanlarda godrulen artis, yetiskinin  cocuk edebiyatina yonelik
tutumunda olumlu yonde bir gelisme oldugunu gostermektedir. Cocuk
Edebiyatina Yénelik Tutum Olcedi'nin gecerlik-gUvenirlik analizleri
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sonucunda, olgcegin 3 faktorll bir yapilya sahip oldugu, faktorlerin
birbirleriyle anlamli ve olumlu bir iliski icinde oldugu ve olcedin
cronbach alpha guvenirlik katsayisinin .88 oldugu ortaya ¢cikmistir. Bu
sonuclar, olcegin gecerli ve guvenilir oldugunu gdstermektedir
(Karagul, 2020). Olcegdin yapilan bu arastirmaya iliskin cronbach alfa
guvenirlik katsayilari ise 6n test icin .84, son test icin .77 ve kalicilik testi
icin .79 olarak hesaplanmistir.

Verilerin Toplanmasi

Arastirmada verilerin toplanmasli asamasina gecilmeden 0once,
belirlenen veri toplama araclarinin  kullanilabilmesi icin  gerekli
kisilerden izinler alinmistir. Ardindan Gazi Universitesi Etik
Komisyonundan 20.01.2022 tarihli ve E-77082166-604.01.02-267658 sayili
etik kurul izni alinmistir. Etik kurul izninin alinmasinin ardindan da Sivas
Aile ve Sosyal Hizmetler il MUdurligunden arastirmanin Sivas Sevgi
Cocuk Evleri Sitesinde yurutulebilmesine iliskin izin alinmistir.

Gerekliizinlerin alinmasinin ardindan arastirma kapsaminda, etkilesimli
kitap okuma etkinliklerinde kullanilmak tUzere i¢ yapi (konu, tema, dil ve
anlatim, yazi turleri, kahramanlar ve plan) ve dis yapi (kapak ve ciltleme,
boyut, kagit ve baski kalitesi, sayfa duzeni goérseller, harf ve punto)
ozellikleri bakimindan ¢cocuk kitaplarinda bulunmasi gereken unsurlara
sahip olan, cocuklarin yas ve gelisim seviyelerine uygun olarak
hazirlanmis hikaye kitaplari belirlenmistir. Bu noktada oncelikle
arastirmacilar tarafindan 70 hikaye kitabindan olusan bir kitap havuzu
olusturulmustur. Ardindan bu kitap havuzundan, ¢cocuklarin daha ¢ok
sosyal ve duygusal gelisim alanlarini destekleyecek 24 hikaye kitabi
secilmistir. Secilen hikaye kitaplari bakim personelleriyle paylasiimis ve
bakim personellerine bu kitaplarin daha &nce cocuklara okunup
okunmadiklari sorulmustur. Daha énce c¢ocuklara okunan 2 hikaye
kitabl, belirlenen 24 kitabin icinden c¢ikarilmis ve yerine ¢cocuklara daha
once okunmayan 2 hikaye kitabi eklenmistir. Ardindan arastirmacilar
tarafindan etkilesimli kitap okuma surecinde izlenilecek olan yollar
planlanmis ve bu surecte kullanilacak olan materyaller hazirlanmistir.

Etkilesimli kitap okuma etkinliklerinde kullanilacak olan hikaye
kitaplarinin belirlenmesinin ardindan, EOBDA'yI uygulama egitimi alan
arastirmaci tarafindan cocuklara degerlendirme araci uygulanmistir.
Bu uygulamalar, her cocuk icin yaklasik 50-60 dakika arasindan
surmustur. Bu surecte arastirmacilar tarafindan bakim personellerine
Cocuk Genel Bilgi Formu, Bakim Personeli Genel Bilgi Formu ve Cocuk
Edebiyatina  Yonelik Tutum Olcedi de dagitilmis, bakim
personellerinden formlari doldurmalari istenmis ve geri dénen formlar
arastirmacilar tarafindan dosyalanarak saklanmistir. Boylece &n
testlerin uygulamasi tamamlanmistir.
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On testlerin uygulanmasinin ardindan, arastirmacilar tarafindan bakim
personellerine EKO'nun ne oldugu ve neden dnemli oldugu ile ilgili
bilgiler verilmistir. Daha sonra bakim personellerine, arastirmada yer
almalarinin neden 6nemli oldugu, EKO sUrecinde neler yapilacagdi ve
hangi materyallerin  kullanilacagr anlatilmistir.  Bilgilendirmenin
ardindan, bakim personelleri ile goérusulup EKO etkinliklerinin
yapilacagl gunler ve saatler belirlenmistir. Gorusmelerin sonucunda
etkinliklerin 8 hafta boyunca pazartesi, sali, carsamba gunleri
uygulanmasina ve uygulamaya saat 15:00'da baslanmasina karar
verilmistir. EKO etkinlikleri, buyuk grup etkinlikleri olarak tasarlanmistir.
Her etkinlikte cocuklarin ve bakim personellerinin tumu (11 cocuk ve 13
bakim personeli) yer almistir. EKO etkinlikleri, arastirmacilar tarafindan
bakim personellerinin de aktif katilimlariyla cocuklara uygulanmistir.
Her bir etkinlik yaklasik 1,5-2 saat sUrmustuar.

8 haftalik uygulama surecinin tamamlanmasinin hemen ardindan son
testler yapilmis, son testlerin uygulanmasindan dért hafta sonra ise
kalicilik  testleri  yapilmistir.  Bdylelikle veri  toplama  sureci
tamamlanmistir.

Verilerin Analizi

Arastirmada, cocuklarin EKO uygulamalarindan onceki ve sonraki
erken okuryazarlik becerileri ve bakim personellerinin  EKO
uygulamalarindan o6nceki ve sonraki cocuk edebiyatina yonelik
tutumlari nicel veri analizi teknikleri kullanilarak ortaya konulmustur. ilk
olarak kaylp deger incelemesi yapilmis, yapilan incelemelerin
sonucunda kayip bir verinin olmadigi gérulmustur. Ardindan verilerin
analizinde hangi testlerin kullanilacagina karar verilmistir. Orneklem
buayuklugu, verilerin analizinde kullanilacak olan istatistiklerin secimini
etkilemektedir. Orneklem sayisinin bazi uzmanlara goére 30, bazi
uzmanlara gére de 15'in altina dusmesiyle birlikte verilerin normal
dagildigini varsaymak mumkun olmamaktadir (Buyukozturk ve
digerleri, 2021; Ozkan, 2013). Calisma grubunun kuUcUk hacimli olmasi
halinde analizlerin parametrik olmayan testlerle yapilabilecegi ifade
edilmektedir (Bursal, 2019; Turanh ve Guris, 2015, s. 546). Calisma
grubunun 11 cocuktan ve 13 bakim personelinden olusmasindan dolayi
gruplarin  on test-son test ve Kkalicihk testi karsilastirmalarinda
parametrik olmayan testlerden Friedman Testi kullaniimistir. Friedman
Testi'nde anlamlilik duzeyi .05 olarak belirlenmistir. Friedman Testi
sonucunda anlamh farkliliklar meydana getiren gruplarin
saptanmasinda Wilcoxon isaretli Siralar Testi kullaniimis ve gruplar ikili
kombinasyonlar seklinde karsilastirilmistir. FamilyWise hata oranini
dusurmek icin .05 anlamliik dudzeyi, yapilacak olan ikili
karsilastirmalarin sayisina (3) bélinmuas ve Wilcoxon isaretli Siralar
Testi'nde anlamlilik duzeyi .016 olarak belirlenmistir.
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Bulgular

Bu bdlumde, arastirma kapsaminda cevaplandiriimak istenilen sorulara
istinaden yapilan analizlerin bulgularina yer verilmistir.

Calismma grubunu olusturan cocuklarin  Ses Bilgisel Farkindalik
Becerilerini Degerlendirme alt testinden aldiklari 6n test, son test ve
kalicilik testi puanlarinin karsilastirilmasina iliskin yapilan analizlerin
sonuclarina Tablo 2'de yer verilmistir.

Tablo 2
Cocuklarin Ses Bilgisel Farkindalik Becerilerini Degerlendirme Alt Testinden
Aldiklari Puanlarin Karsilastiriimasina lliskin Sonuclar

EOBDA Friedman Testi

Olcim n X SS Sira X p

Ortalamasi
Ses Bilgisel Ontest T 6.73 7.00 1.00
Farkindalik Sontest 1l 2318 8.95 2.55 1733 .0
Becerilerini Kalicihk 11 23.09 9.10 2.45 3 00
Degerlendirm testi *
e alt testi
*p<.05

Tablo 2'de calisma grubunu olusturan c¢ocuklarin Ses Bilgisel
Farkindalik Becerilerini Degerlendirme alt testinden aldiklari én test,
son test ve kalicllik testi puanlari arasinda manidar duzeyde bir
farklihgin oldugu gérdlmustur (X2=17.333; p=.000; p<.05). Yapilan
analizlerin sonucunda, cocuklarin ses bilgisel farkindalik becerilerinde
meydana gelen anlamli farkhligin 6n test ile son testten alinan puanlar
arasinda (p=.003; p<.016) ve on test ile kalicilik testinden alinan puanlar
arasinda (p=.003; p<.016) meydana geldigi, son test ile kalicilik testinden
alinan puanlar arasinda (p=.855; p>.016) ise anlamli bir farklihdgin
olmadigl gorulmustur. Puan ortalamalarina bakildiginda 6n testten
alinan puanlarin, son testten ve kalicilik testinden alinan puanlardan
anlamli derecede dusuk oldugu gorulmustur. Bu bulgular, EKO
uygulamalarinin cocuklarin ses bilgisel farkindalik becerilerine olumlu
yonde etki ettigini ve uygulamalarin bitiminden 4 hafta sonra da
cocuklarin ses bilgisel farkindalik becerileri Uzerindeki etkililigini devam
ettirdigini gostermektedir.

Calisma grubunu olusturan cocuklarin Yazi Farkindahgdi alt testinden
aldiklari 6n test, son test ve kalicilik testi puanlarinin karsilastirilmasina
iliskin yapilan analizlerin sonucglarina Tablo 3'te yer verilmistir.
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Tablo 3
Cocuklarin Yazi Farkindaligr Alt Testinden Aldiklari Puanlarin
Karsilastirilmasina lliskin Sonuclar

EOBDA Friedman Testi
Olcim n X SS Sira X2 e

Ortalamasi

Yazi Ontest 11 536 201 1.00

Farkindaligi Sontest 11 955 284 2.50 19.622  .000*

alt testi Kalicithk 11 955 266 2.50

testi
*p<.05

Tablo 3'te calisma grubunu olusturan cocuklarin Yazi Farkindaligi alt
testinden aldiklari én test, son test ve kalicilik testi puanlarl arasinda
manidar duzeyde bir farkhligin oldugu gérulmustur (X2=19.622; p=.000;
p<.05). Yapilan analizlerin sonucunda, cocuklarin yazi farkindaliklarinda
meydana gelen anlamli farkhligin 6n test ile son testten alinan puanlar
arasinda (p=.003; p<.016) ve on test ile kalicilik testinden alinan puanlar
arasinda (p=.003; p<.016) meydana geldigi, son test ile kalicilik testinden
alinan puanlar arasinda (p=1.00; p>.016) ise anlamli bir farklihgin
olmadigl gorulmustur. Puan ortalamalarina bakildiginda én testten
alinan puanlarin, son testten ve kalicilik testinden alinan puanlardan
anlamli derecede dusuk oldugu gorulmustur. Bu bulgular, EKO
uygulamalarinin cocuklarin yazi farkindaliklarina olumlu yonde etKki
ettigini ve uygulamalarin bitiminden 4 hafta sonra da cocuklarin yazi
farkindaliklari Gzerindeki etkililigini devam ettirdigini gdstermektedir.

Calisma grubunu olusturan cocuklarin OykUyU Anlama alt testinden
aldiklari 6n test, son test ve kalicilik testi puanlarinin karsilastirilmasina
iliskin yapilan analizlerin sonuclarina Tablo 4'te yer verilmistir.

Tablo 4
Cocuklarin Oykuyd Anlama Alt Testinden Aldiklari Puanlarin
Karsilastirlmasina lliskin Sonuclar

EOBDA Friedman Testi
Olcum n X SS Sira X? P
Ortalamasi
Oykuyu On test 1 355 254 1.05
Anlama alt Son test Il .18 2.23 223 19.514 .000*
testi Kalicilik il 6.64 2.06 273
testi
*p<.05

Tablo 4'te calisma grubunu olusturan cocuklarin OyklayUu Anlama alt
testinden aldiklari 6n test, son test ve kalicilik testi puanlari arasinda
manidar duzeyde bir farkhligin oldugu gérulmustur (X?=19.514; p=.000;
p<.05). Yapilan analizlerin sonucunda, cocuklarin dykuyu anlama
becerilerinde meydana gelen anlamli farklihgin on test ile son testten
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alinan puanlar arasinda (p=.005; p<.016) ve on test ile kalicilik testinden
alinan puanlar arasinda (p=.003; p<.016) meydana geldigi, son test ile
kalicilik testinden alinan puanlar arasinda (p=.025; p>.016) ise anlamli bir
farklihgin olmadigi goérulmustur. Puan ortalamalarina bakildiginda én
testten alinan puanlarin, son testten ve kalicllik testinden alinan
puanlardan anlamli derecede dusuk oldugu gorulmustur. Bu bulgular,
EKO uygulamalarinin cocuklarin dykuyu anlama becerilerine olumlu
yonde etki ettigini ve uygulamalarin bitiminden 4 hafta sonra da
cocuklarin 6ykuyU anlama becerileri Uzerindeki etkililigini devam
ettirdigini gostermektedir.

Calisma grubunu olusturan cocuklarin Gorselleri Eslestirme alt
testinden aldiklari on test, son test ve Kkaliciik testi puanlarinin
karsilastirilmasina iliskin yapilan analizlerin sonuclarina Tablo 5'te yer
verilmistir.

Tablo 5

Cocuklarin Gérselleri Eslestirme Alt Testinden Aldiklari Puanlarin
Karsilastirlmasina fliskin Sonuclar

EOBDA Friedman Testi
Olcum n X SS Sira X? e

Ortalamasi

Gorselleri Ontest 11 418  2.09 1.00

Eslestirme Sontest 11 636 206 2.41 19.838  .000*

alt testi Kalicilik N 6.55 1.86 2.59

testi
*p<.05

Tablo 5'te calisma grubunu olusturan ¢cocuklarin Gérselleri Eslestirme
alt testinden aldiklari &n test, son test ve kalicilik testi puanlari arasinda
manidar duzeyde bir farklihgin oldugu goérulmustur (X2=19.838; p=.000;
p<.05). Yapilan analizlerin sonucunda, ¢cocuklarin gorselleri eslestirme
becerilerinde meydana gelen anlamli farkhligin 6n test ile son testten
alinan puanlar arasinda (p=.003; p<.016) ve on test ile kalicilik testinden
alinan puanlar arasinda (p=.003; p<.016) meydana geldigi, son test ile
kalicilik testinden alinan puanlar arasinda (p=.317; p>.016) ise anlamli bir
farklihgin olmadigi goérulmustur. Puan ortalamalarina bakildiginda 6n
testten alinan puanlarin, son testten ve kalicllik testinden alinan
puanlardan anlamli derecede dusuk oldugu gorulmustur. Bu bulgular,
EKO uygulamalarinin cocuklarin gérselleri eslestirme becerilerine
olumlu yonde etki ettigini ve uygulamalarin bitiminden 4 hafta sonra
da cocuklarin gorselleri eslestirme becerileri Uzerindeki etkililigini
devam ettirdigini gostermektedir.

Calisma grubunu olusturan cocuklarin Yazi Yazma Oncesi Becerileri
Dederlendirme alt testinden aldiklari 6n test, son test ve kalicilik testi
puanlarinin karsilastiriimasina iliskin yapilan analizlerin sonuclarina
Tablo 6'da yer verilmistir.
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Tablo 6
Cocuklarin Yazi Yazma Oncesi Becerileri Dederlendirme Alt Testinden
Aldiklari Puanlarin Karsilastirilmasina iliskin Sonuclar

EOBDA Friedman Testi
Olcum n X SS Sira X2 e
Ortalamasi
Yazi Yazma On test N 318 218 118
Oncesi Sontest 11 500 224 2.27 16.800 .000*
Becerileri Kalicithk 11 527 210 255
Degerlendirme testi
alt testi
*p<.05

Tablo 6'da calisma grubunu olusturan cocuklarin Yazi Yazma Oncesi
Becerileri Degerlendirme alt testinden aldiklari én test, son test ve
kalicilik testi puanlari arasinda manidar duzeyde bir farklihgin oldugu
goérulmustur (X?=16.800; p=.000; p<.05). Yapilan analizlerin sonucunda,
cocuklarin yazi yazma &éncesi becerilerinde meydana gelen anlamli
farkliligin &n test ile son testten alinan puanlar arasinda (p=.007; p<.016)
ve on test ile kalicilik testinden alinan puanlar arasinda (p=.007; p<.016)
meydana geldigi, son test ile kalicilik testinden alinan puanlar arasinda
(p=.083; p>.016) ise anlaml bir farkhhgin olmadigi goérulmustur. Puan
ortalamalarina bakildiginda én testten alinan puanlarin, son testten ve
kalicilik testinden alinan puanlardan anlamli derecede dusuk oldugu
goérulmustar. Bu bulgular, EKO uygulamalarinin ¢cocuklarin yazi yazma
oncesi becerilerine olumlu yénde etki ettigini ve uygulamalarin
bitiminden 4 hafta sonra da cocuklarin yazi yazma oncesi becerileri
uzerindeki etkililigini devam ettirdigini gdstermektedir.

Calisma grubunu olusturan cocuklarin Erken Okuryazarlik Becerilerini
Degerlendirme Araci'nin toplamindan aldiklari 6n test, son test ve
kalicilik testi puanlarinin karsilastirilmasina iliskin yapilan analizlerin
sonuclarina Tablo 7'de yer verilmistir.

Tablo 7
Cocuklarin Erken Okuryazarlik Becerilerini Degerlendirme Araci’'nin
Toplamindan Aldiklari Puanlarin Karsilastirilmasina iliskin Sonuclar

EOBDA Friedman Testi

Olgum n X SS Sira X2 p
Ortalamasi

Toplam On test 1 23.00 1315 1.00
Son test 1N 5027 14.64 227 17.636 .000*
Kalicilik N 5118 14.23 2.73

testi
*p<.05

Tablo 7'de ¢alisma grubunu olusturan ¢cocuklarin Erken Okuryazarlik
Becerilerini Degerlendirme Araci’'nin toplamindan aldiklari én test, son
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test ve kalicilik testi puanlari arasinda manidar duzeyde bir farklihgin
oldugu goérulmustur (X?=17.636; p=.000; p<.05). Yapilan analizlerin
sonucunda, cocuklarin erken okuryazarlik becerilerinde meydana gelen
anlamli farkliligin 6n test ile son testten alinan puanlar arasinda (p=.003;
p<.016) ve on test ile kalicilik testinden alinan puanlar arasinda (p=.003;
p<.016) meydana geldigi, son test ile kalicilik testinden alinan puanlar
arasinda (p=.070; p>.016) ise anlamli bir farkliligin olmadigi gérulmuastar.
Puan ortalamalarina bakildiginda o6n testten alinan puanlarin, son
testten ve kalicilik testinden alinan puanlardan anlamli derecede dusuk
oldugu goérulmustur. Bu bulgular, EKO uygulamalarinin ¢ocuklarin
erken okuryazarlik becerilerine olumlu ybénde etki ettigini ve
uygulamalarin bitiminden 4 hafta sonra da cocuklarin erken
okuryazarlik becerileri Uzerindeki etkililigini devam ettirdigini
gostermektedir.

Calisma grubunu olusturan bakim personellerinin Cocuk Edebiyatina
Yoénelik Tutum Olcegdi'nden aldiklari 6n test, son test ve kalicilik testi
puanlarinin karsilastirilmasina iliskin yapilan analizlerin sonuclarina
Tablo 8'de yer verilmistir.

Tablo 8
Bakim Personellerinin Cocuk Edebiyatina Yénelik Tutum Olcedi’nden
Aldiklari Puanlarin Karsilastiriimasina lliskin Sonuclar

Friedman Testi

Olcum n X SS Sira X? P
Ortalamasi
Cocuk Ontest 13 414 35 1.08
Edebiyatina Sontest 13 465 .19 215 19.840 .000*
Yonelik Kalcihk 13 467 .19 2.77
Tutum testi
Olcegi
*p<.05

Tablo 8'de bakim personellerinin Cocuk Edebiyatina Yénelik Tutum
Olcegi'nden aldiklari &n test, son test ve kalicilik testi puanlari arasinda
manidar duzeyde bir farklihgin oldugu gérulmustur (X?2=19.840; p=.000;
p<.05). Yapilan analizlerin sonucunda, bakim personellerinin cocuk
edebiyatina yonelik tutumlarinda meydana gelen anlamli farklihigin én
test ile son testten alinan puanlar arasinda (p=.002; p<.016) ve on test ile
kalicillk testinden alinan puanlar arasinda (p=.001; p<.016) meydana
geldigi, son test ile kalicilik testinden alinan puanlar arasinda (p=.029;
p>.016) ise anlamli bir farkhligin olmadigi goérulmuastar. Puan
ortalamalarina bakildiginda on testten alinan puanlarin, son testten ve
kalicilik testinden alinan puanlardan anlamli derecede dusuk oldugu
goérulmustar. Bu bulgular, EKO uygulamalarinin bakim personellerinin
cocuk edebiyatina yonelik tutumlarina olumlu yonde etki ettigini ve
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uygulamalarin bitiminden 4 hafta sonra da bakim personellerinin bu
tutumlari Uzerindeki etkililigini devam ettirdigini gostermektedir.

Sonug, Tartisma ve Oneriler

Yapilan analizlerin sonucunda, EKO etkinliklerinin cocuklarin ses
bilgisel farkindalik becerileri Uzerinde olumlu yénde etkilerinin oldugu
ortaya cikmistir. Bulgular, cocuklarin Ses Bilgisel Farkindalik Becerilerini
Degerlendirme alt testinden aldiklari son test ve kalicilik testi
puanlarinin én test puanlarindan anlamli derecede yuksek oldugunu
gostermistir. Ses bilgisel farkindalik becerileri; seslerin, hecelerin,
kelimelerin, uyaklarin, kelimelerdeki ilk ve son seslerin farkindaligini
kapsayan beceriler olarak ele alinabilmektedir (Philliphs ve digerleri,
2008). Ses bilgisel farkindalik becerilerinin, okumanin soézcuk
¢cozUmleme asamasi icin temel teskil ettigi ve bu becerilerin erken
cocukluk yillarinda kazanilmasinin ¢cocuklarin ilkokula basladiklarinda
sdzcuk ¢cozUumlemeyi daha hizl edinmelerini sagladigi
vurgulanmaktadir (Rodriguez ve digerleri, 2015; Shaywitz ve Shaywitz,
2005). Yasamin ilk yillarinda cocuklarin bu becerileri kazanabilmeleri
icin  uygulanan mudahalelerin  %33'UnuU kitap okuma temelli
etkinliklerin olusturdugu belirtiimektedir (Balikgl, 2020). Kitap okuma
etkinliklerinin etkililigini artirmanin bircok yolu bulunmaktadir. EKO
kapsaminda bazi tekniklerin uygulanmasi, okunan Kkitabin cocuk
Uzerindeki etkilerini artirmakta ve cocuklarin ses bilgisel farkindalik
becerilerini gelistirmektedir. Ornedin EKO'da yetiskinler, cocuklari
kelimelerdeki sesbirimleri duymalari bakimindan desteklemektedirler.
Kelimelerdeki sesbirimleri duyma bakimindan desteklenen ¢ocuklarin
iyi seviyede alfabe bilgisine sahip olabilecekleri ifade edilmektedir
(McGee ve Morrow, 2005). Bu arastirma kapsaminda, etkilesimli kitap
okuma etkinlikleri sirasinda farkli sesler ve bilinmeyen kelimeler
Uzerinde durulmus, cocuklarin uyakli sézcukleri, kelimelerin ilk ve son
seslerini fark etmeleri saglanmistir. Bu uygulamalarin, cocuklarin ses
bilgisel farkindalik becerilerinde olumlu ydnde etki yarattigi
dusunulmektedir. Yapilan arastirmalarin  sonucglari  da  EKO
uygulamalarinin  cocuklarin  ses Dbilgisel farkindalik becerilerini
kazanmalarinda etkili oldugunu ortaya cikarmistir. Calismalarin
bircogunda, okuma sirasinda yetiskinlerin seslere ve yazilara dikkat
cektigi durumlarda cocuklarin yazi ve ses bilgisel farkindaliklarinda
gelismeler yasandigi gorulmustur (Arnold ve digerleri, 1994, Tas, 2022;
Valdez Menchaca ve Whitehurst, 1992; Whitehurst ve digerleri, 1994b).
Hargrave ve Sénéchal (2000)'In 4-5 yaslarindaki 36 cocuk ile
gerceklestirdikleri arastirmada, EKO ile rutin kitap okuma etkinlikleri
karsilastirilmis ve EKO'nun, rutin kitap okuma uygulamalarina kiyasla
cocuklarin sozcuk bilgilerini ve erken okuryazarlik becerilerini daha ¢cok
gelistirdigi ortaya ¢ikmistir. Justice vd. (2005), arastirmalari sonucunda
ebeveynlerin EKO sirasinda kelimelerin ses bilgisel dzelliklerine vurgu
yapmalarinin ¢cocuklarin ses bilgisel farkindalik becerilerini artirdigini
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saptamislardir. Ergul vd. (2017)'nin yaptiklari calismanin sonucunda da
EKO uygulamalarina katilan c¢ocuklarin birinci sinifa gectiklerinde
dogru okunan anlamsiz kelime sayisi, anlamli kelimeleri okuma suresi,
dakikada dogru okunan kelime sayisi ve okudugunu anlama acisindan
yasitlarindan daha iyi performans ortaya koyduklari gérulmustur.
Kavcar (2022)'in EKO programinin ¢cocuklarin ses bilgisel farkindalik
becerilerini etkileyip etkilemedigini ortaya c¢ikarmaya yonelik yaptigi
arastirmanin sonucunda, EKO programinin c¢ocuklarin ses bilgisel
farkindalik becerilerini gelistirdigi saptanmistir. Batista Rocha ve da
Mota (2023), ebeveyn-cocuk arasinda gerceklesen birlikte okuma
etkinliginin 4-5 yaslarl arasindaki cocuklarin okuryazarlk becerilerine
etkisini incelemislerdir. Arastirmacilar, birlikte okuma etkinliklerinin
cocuklarin ses bilgisel farkindalik becerilerini artirdigini ortaya
cikarmislardir.

Arastirmanin  sonucunda, EKO etkinliklerinin  cocuklarin  yazi
farkindaliklari Uzerinde olumlu yonde etkilerinin oldugu ortaya
cikmistir. Bulgular, cocuklarin Yazi Farkindaligi alt testinden aldiklari
son test ve kalicilik testi puanlarinin 6n test puanlarindan anlamli
derecede yuksek oldugunu gostermistir. Yazi farkindaligi; yazinin
kurallarini fark edebilme, yazinin bir anlam ifade ettigini anlama, alfabe
ve kelime bilgisine sahip olma becerilerini kapsamaktadir (Zucker ve
digerleri, 2009). Yazi farkindaliginin, ¢ocuklarin yazili materyallerin
ozelliklerini anlamalarina ve okuma-yazmaya karsi olumlu yonde tutum
gelistirmelerine yardimci oldugu (Farver ve digerleri, 2007; Pullen ve
Justice, 2003), bunlarin yani sira okuma-yazma basarilarina etki ettigi
ifade edilmektedir (Benli ve digerleri, 2022). Cocuklar, yazi farkindaligi
ile ilgili bu becerilerin bir kismini informal bir sekilde yasamin erken
yillarinda é6grenmektedirler. Cocuklarin, ilkokula baslamadan énce yazi
ile ilgili deneyimler edinmeleri, ilkokula basladiklarinda yazi konusunda
belli bir hazirbulunusluga sahip olmalarini saglamaktadir. Bu dénemde
cocuklarin yazi ile ilgili deneyimlerinin olusmasinda &zellikle hikaye
kitaplari etkili olmaktadir (Akyol ve Duran, 2010; Cetin, 2019). Okul éncesi
donemde cocuklarin yazi farkindaliklarinin desteklenmesinde hikaye
kitaplarinin etkin bir sekilde kullanildigi EKO uygulamalari énemli bir
yer tutmaktadir (Bayraktar, 2018). Bu arastirma kapsaminda, etkilesimli
kitap okuma etkinlikleri sirasinda cocuklarin yazinin kurallarini fark
edebilmeleri, alfabe ve kelime bilgilerini gelistirebilmeleri ic¢in
uygulamalar yapilmistir. Bu surecte cocuklarla kitabin én ve arka
yuzunun neresi oldugu, kitaplarin isimlerinin nerede yazdigi, yazinin
nereden okunmaya baslandigi ve ne yone dogru okundugu, noktalama
isaretlerinin ve kelimelerin neler oldugu ile ilgili calismalar yapilmistir.
Bu uygulamalarin, cocuklarin yazi farkindaliklarinda olumlu yonde etki
yarattigr dusunulmektedir. Nitekim yapilan arastirmalarin sonuclari,
EKO etkinliklerinin cocuklarin  yazi farkindaliklarini  gelistirdigini
gostermistir (Bayraktar ve Temel, 2014, Efe, 2018; Evans ve digerleri,
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2008). Efe ve Temel (2018), yaptiklari arastirmanin sonucunda EKO
uygulamalarinin, dusuk sosyo-kulturel duzeydeki ailelere sahip olan
cocuklarin yazi farkindaliklarini destekledigini ortaya cikarmislardir.
Benzer sekilde Ergul vd. (2015)'in calismalarinin sonucunda, EKO'nun
sosyoekonomik bakimdan dezavantajli  olan cocuklarin  yazi
farkindaliklarini gelistirdigi gorulmustur. Mol vd. (2009)'nin yaptiklari
arastirmanin  bulgular, EKO uygulamalarinin  okuma-yazma
becerilerine bUyuk oranda katki sagladigini gostermistir. Wesseling vd.
(2017), tarafindan 3-5 yaslari arasindaki ¢cocuklarla yapilan calismanin
sonucunda ise EKO uygulamalarinin cocuklarin yazi farkindaliklarina
olumlu yonde etki ettigi ortaya ¢cikmistir.

Arastirmanin sonucunda, EKO etkinliklerinin cocuklarin dykuyu anlama
becerileri Uzerinde olumlu yonde etkilerinin oldugu ortaya c¢ikmistir.
Bulgular, cocuklarin OyklyU Anlama alt testinden aldiklari son test ve
kalicilik testi puanlarinin 6n test puanlarindan anlamli derecede yuksek
oldugunu goéstermistir. Okumanin en 6énemli amacglarindan birisi
okudugunu anlamadir. Erken okuryazarlik becerilerinden biri olan
dinledigini anlama becerisi, okudugunu anlama becerisinin &n
kosullarindan biri olarak ele alinabilmektedir (Kargin ve digerleri, 2015).
Bu becerinin dil performansiyla dogrusal bir iliski icinde oldugu
belirtilmektedir. Isbell vd. (2004), 3-5 yas arasindaki c¢ocuklarla
yuruttUkleri arastirmanin sonucunda, cocuklarin dykuyu anlama ve
sozel dil performanslari arasinda &nemli bir iliski oldugunu
saptamislarlardir. Bu baglamda dilin bilesenleri ile ilgili problemler
yasayan Kisilerin, verilmek istenilen mesajlari anlama konusunda
sorunlar yasadiklarini sdylemek mumkundur (Pearson ve Fielding,
1982). Karmasik bir sure¢ olan anlamanin, sézcuk dagarciginin
artmasiyla gelisebilecedgi vurgulanmaktadir. Cocuklarin  sdzcUk
dagarciklarinin ve anlama becerilerinin gelismesinde sesli kitap okuma
etkinlikleri etkili olmaktadir (McGee ve Morrow, 2005). Yetiskinler
tarafindan hikaye kitaplarinin okunmasi, ¢cocuklarin dikkat surelerini
artirarak dinleme, dinledigini anlama, ydnergeleri yerine getirme,
dinlediklerine cevap verme ve sohbete katilma becerilerini de
gelistirmektedir (Schickedanz, 2004). Bu noktada cocuklarin yeni
kelimeler ogrenmelerini, o6grendikleri kelimeleri kullanmalarini ve
tekrar etmelerini saglayacak ortamlarin  olusturulmasi &nemili
goérulmektedir (Altinkaynak, 2019). EKO etkinlikleri, bu tur ortamlarin
olusturulmasinda ve cocuklarin anlama becerilerinin gelistiriimesinde
etkili bir arac¢ olarak goérulmektedir. Blewitt ve Langan (2016), Levin ve
Aram (2012) ve Mol vd. (2008)'nin de ifade ettikleri Uzere EKO, cocuklarin
yeni kelimeler 6grenmelerine ve sézcUk dagarciklarini genisletmelerine
katki saglamaktadir. Bu arastirma kapsaminda, etkilesimli kitap okuma
etkinlikleri sirasinda cocuklarin aktif olarak surece katilmalari ve yeni
sozcukler &grenmeleri saglanmis, &grendikleri sdzcukleri  farkli
cUumleler icinde uygun bir sekilde kullanabilmeleri desteklenmistir.
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Ayrica EKO etkinlikleri sirasinda cocuklara yoneltilen sorular ile de
cocuklarin dikkatlerini okunan hikayeye yogunlastirmalari saglanmistir.
Bu uygulamalarin, cocuklarin oyklUyUu anlama becerileri Uzerinde
olumlu yonde etki yarattigi dusunulmektedir. Nitekim yapilan
arastirmalarin sonuclari da EKO'nun, cocuklarin kelime dagarciklarini
gelistirerek anlama becerilerine katki sagladigini géstermistir. Ornegdin
Huebner ve Payne (2010) tarafindan yapilan arastirmanin sonucunda,
EKO teknikleri kullanilarak yapilan kitap okuma etkinliklerinin
cocuklarin  sdzcUk dagarciklarini gelistirdigi gorulmustur. Benzer
sekilde Jimenez vd. (2019), yuruttukleri calismanin neticesinde birlikte
okuma etkinliginin cocuklarin kelime dagarciklarint gelistirdigini
saptamislardir. Lorio ve Woods (2020)'un calismalarinin neticesinde de
EKO'nun so6zcuk kazanimina olumlu yénde etki ettigi gorulmustur.
Lever ve Senechal (201)in c¢alismalarinin  sonucunda, EKO
etkinliklerinin uygulandigi deney grubundaki ¢ocuklarin sézcuk bilgisi
ve oykuleme becerisi performanslarinin, kontrol grubunu olusturan
cocuklarin  performanslarindan yuksek oldugu ortaya c¢ikmistir.
Arastirmanin bulgulariyla paralel sekilde Tas (2022) ve Vural (2021)'In
yuruttUkleri arastirmalarin sonucunda da EKO etkinliklerine katilan
cocuklarin éykuyu anlama becerilerinin arttigi gorulmustur.

Analizlerin  sonucunda, EKO etkinliklerinin cocuklarin goérselleri
eslestirme becerileri Uzerinde olumlu yonde etkilerinin oldugu ortaya
ctkmistir. Bulgular, cocuklarin Goérselleri Eslestirme alt testinden
aldiklari son test ve kalicilik testi puanlarinin 6n test puanlarindan
anlamli derecede yuksek oldugunu gostermistir. Gorselleri eslestirme
becerisi; gorselleri algilama, ayni ve farkli olan gorselleri fark etme ve
ayni olan gorselleri digerlerinden ayirt ederek eslestirme becerilerini
kapsamaktadir. Yasamin erken yillarindan itibaren gelismeye baslayan
gorsel ayirt etme becerisi, okuma gelisimi surecinde oldukca etkilidir.
Gorsel ayirt etme becerisi gelismis olan cocuklar; gorsellerdeki
benzerlikleri ve farkhliklari algilayabilmekte, kitaplara, kitaplardaki
basliklara ve sembollere ilgi gdsterebilmekte, renkleri taniyabilmekte,
konum ve yon tayini yapabilmektedirler. Bu becerilerin tumu,
cocuklarin sesleri 6grenebilmelerini, harfler arasindaki iliskileri fark
edebilmelerini ve kelime gruplarini algilayabilmelerini saglamaktadir
(Tugluk ve digerleri, 2008). Bu noktada cocuklarin farkli sekil, renk ve
dokulardaki materyallerle etkilesimde bulunmalarinin saglanmasi,
onlarin el-gdz koordinasyonlarini gelistirecek etkinliklerin planlanmasi,
onlara nesnelerin yoénleri ve konumlari ile ilgili konusabilecekleri
firsatlarin verilmesi gerekmektedir (Altinkaynak, 2019). EKO etkinlikleri
ile bahsi gecen firsatlarin hepsi cocuklara saglanabilmektedir. Bu
noktada EKO'nun cocuklarin goérselleri eslestirme becerileri Uzerinde
etkili oldugu dusunulmektedir. Bu arastirma kapsaminda, etkilesimli
kitap okuma etkinlikleri sirasinda EKO teknikleri kullanilarak cocuklarin
yeni sesleri ve sdzcukleri 6grenmeleri saglanmis, 6grendikleri ses ve
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sozculeri farkl yerlerde gdrduklerinde taniyabilmeleri desteklenmistir.
Bu uygulamalarin, cocuklarin gorselleri eslestirme becerileri Uzerinde
olumlu yonde etki yarattigr dusunulmektedir. Literaturde, EKO
etkinliklerinin cocuklarin gdrselleri eslestirme becerileri Uzerinde etKkili
olup olmadiginin arastirildigr  yalnizca bir calismanin  oldugu
goérulmustur. Bahsi gecen arastirmanin sonucunda, bu arastirmanin
bulgulariyla benzer sekilde EKO uygulamalarinin cocuklarin gorselleri
eslestirme becerilerini  gelistirdigi goérulmustuar (Tas, 2022). EKO
uygulamalarinin gorselleri eslestirme becerileri Uzerindeki etkisinin
incelendigi calismalarin bu denli az olmasi, yapilan arastirmanin orijinal
oldugunu ve alan yazina katki saglayacagini dusundurmektedir.

Arastirmanin sonucunda, EKO etkinliklerinin cocuklarin yazi yazma
oncesi becerileri Uzerinde olumlu yonde etkilerinin oldugu ortaya
ctkmistir.  Bulgular, c¢ocuklarin  Yazi Yazma Oncesi Becerileri
Degerlendirme alt testinden aldiklari son test ve kalicllik testi
puanlarinin én test puanlarindan anlamli derecede yuksek oldugunu
gostermistir. Yazi yazma oncesi beceriler; cizgileri istenilen sekilde
kesebilme, noktalari birlestirerek cizgiler olusturabilme, isim yazabilme,
bazi yazilari taklit edebilme ve dogru yonde yazi yazabilme (soldan saga,
yukaridan asagiya) becerilerini kapsamaktadir. Cocuklar, dogduklari
andan itibaren sosyokulturel etkilesimler vasitasiyla yazi hakkinda bilgi
edinmeye baslamaktadirlar (Neumann ve Neumann, 2014). Kucuk kas
gelisimlerindeki artis ile birlikte cocuklarin yazi yazma oncesi
becerilerinde de gelismeler gérulmektedir. Cocuklar, 1 yas civarlarinda
karalamalar yapmaya, 2-3 yas civarlarinda ise kendi yazilarini Uretmeye
baslamaktadirlar. Formal olarak yazi yazmaya baslamadan &nce
cocuklar, karalamalar yapmakta, harfleri iceren sekiller kullanmakta ve
rastgele bildikleri harfleri yazmaktadirlar. 4 ve 5 yaslarindaki bir cocuk,
kendi yazilarindan hikayeler Uretebilmekteyken 5-6 yaslarindaki bir
cocuk ise yaziyr farklh amaclar dogrultusunda farkl islevlerde
kullanabilmektedir (Clay, 2005; Cetin, 2019). Bu becerilerde gdérulen
gelismeler, cocuklarin ilkokula basladiklarinda yazmayi daha kolay bir
sekilde 6grenebilmelerini saglamaktadir. Erken yazi yazma becerisi; ses
bilgisel, yapilandirmaci ve istatistiki 6grenme yaklasimlariyla
aciklanmaktadir. Cocuklarin yazi yazmayl o6grenebilmelerinde, ses
bilgisel yaklasima gdre harf-ses iliskisini kavrayabilme becerisi etkili
olmaktayken yapilandirmaci ve istatistiki 6grenme yaklasimina gore
cevresel sartlar etkili olmaktadir (Pollo ve digerleri, 2008). Bu noktada
EKO uygulamalari, cocuklarin hem harf-ses iliskisini kavramalarini hem
de cevresel bir uyaranla karsilasmalarini saglamasi bakimindan yazi
yazma oncesi becerilerin cocuklara kazandirilmasinda etkili olmaktadir.
Bu arastirmada, etkilesimli kitap okuma etkinlikleri kapsaminda
cocuklarin cesitli hikaye kitaplariyla tanismalari saglanmistir. Cocuklar,
etkilesimli kitap okuma etkinlikleri sayesinde farkli ses ve so6zcukleri
tanimislar, yazinin yonu hakkinda bilgi sahibi olmuslardir. Bunlarin,
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cocuklarin yazi yazma oncesi becerileri Uzerinde olumlu ydénde etki
ettigi dusunulmektedir. Nitekim konu ile ilgili yapilan arastirmalarin
sonugclari da EKO'nun ¢ocuklarin yazi yazma oncesi becerilerinde etkili
oldugunu gostermistir. Tas (2022)'In  ebeveyn destekli EKO
uygulamalarinin cocuklarin erken okuryazarlik becerilerine etkisini
inceledigi calismanin sonuclarl, EKO'nun ¢cocuklarin yazi yazma dncesi
becerilerini gelistirdigini gostermistir. Evans vd. (2008), yaptiklari
arastirmanin sonucunda EKO uygulamalarinin cocuklarin yaziya karsi
olan dikkatlerini artirdigini saptamislardir. Pillinger ve Wood (2014) ise
calismalari kapsaminda anaokuluna devam eden cocuklar icinden
deney ve kontrol grubu olusturmuslar ve deney grubundaki cocuklarla
EKO uygulamalari gerceklestirmislerdir. Arastirmanin sonucunda, EKO
uygulamalarina katilan deney grubu cocuklarinin yazma becerilerinin
kontrol grubundaki cocuklarin yazma becerilerinden daha iyi seviyede
oldugu goérulmustur.

Yapilan analizlerin neticesinde, EKO etkinliklerinin ¢cocuklarin erken
okuryazarlik becerilerinin geneli Uzerinde olumlu ydénde etkilerinin
oldugu ortaya cikmistir. Bulgular, cocuklarin Erken Okuryazarlk
Becerilerini Degerlendirme Araci'nin toplamindan aldiklari son test ve
kalicilik testi puanlarinin 6n test puanlarindan anlamli derecede yuksek
oldugunu gostermistir. Etkilesimli 6gretim faaliyetleri ve ortamlari,
cocuklarin motivasyonlarini artirarak aktif olarak &égrenmelerini ve
erken okuryazarlik becerileriyle ilgili deneyimler kazanmalarini
saglamaktadir (Barnett, 2001). EKO uygulamalari esnasinda cocuklar,
farkli kelimeleri o6grenirlerken okuryazarlik becerilerine de maruz
kalmaktadirlar (Yorke ve digerleri, 2018). EKO sayesinde cocuklarin
yazinin ozelliklerini anlayabildikleri, sdzel dil ile yazi arasindaki iliskiyi
kavrayabildikleri ve kelimelerin ses bilgisel duzenini égrenebildikleri
ifade edilmekte ve EKO'nun ¢cocuklarin erken okuryazarlik becerilerini
destekledigi vurgulanmaktadir (Ezell ve Justice, 2000; Justice ve Ezell,
2002; Turkyilmaz, 2023). Bu arastirmada cocuklar, EKO yontemine
uygun olarak etkinliklere katilmalari icin cesaretlendirilmislerdir. Ayrica
EKO teknikleri kullanilarak cocuklarin surece katilmalari ve kendilerini
ifade etmeleri de sadlanmistir. EKO'nun Kkarsilikli  etkilesime
dayanmasinin ve cocuklarin aktif olarak kitap okuma surecinde yer
almalarini saglamasinin, cocuklarin erken okuryazarlk becerilerini
eglenerek, yaparak ve yasayarak edinmelerine katkl sagladigi
dusunulmektedir. Bu noktada, arastirmaya katilan cocuklarin erken
okuryazarlik becerilerinin  gelismesinde EKO'nun kendine &zgu
ozelliklerinin ve tekniklerinin etkili oldugunu soylemek mumkundur.
Yapilan arastirmalarin sonuclari da sdylenenleri destekler niteliktedir
(Burgess ve digerleri, 2002; Ergul ve digerleri, 2016a; Lust ve Donica, 2011;
Yumus, 2018). Canibey (2022)'in okul éncesi egitim kurumlarina giden
48-72 aylik cocuklarin erken okuryazarlik becerilerini inceledigi
arastirmanin sonucunda, EKO uygulamalarini da kapsayan Erken
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Okuryazarlik Becerini Destekleyici Egitim Programi'’nin ¢ocuklarin
erken okuryazarlik becerilerini gelistirdigi gorulmustur. Hargrave ve
Sénéchal (2000), ifade edici dil becerileri bakimindan akranlarinin
gerisinde kalan 4-5 vyaslari arasindaki cocuklarla yuaruttukleri
arastirmanin sonucunda, EKO uygulamalarina katilan ¢cocuklarin erken
okuryazarlik becerilerinin rutin kitap okuma etkinliklerine katilan
cocuklarin erken okuryazarlik becerilerine kiyasla daha gelismis
oldugunu saptamislardir. Yalavag (2020), etkilesimli kitap okuma
etkinliklerinin cocuklarin erken okuryazarlik becerileri Uzerinde etkili
olup olmadigini arastirdigi ¢alismanin sonucunda, etkilesimli kitap
okuma uygulamalarina katilan deney grubundaki cocuklarin erken
okuryazarlik becerilerinin herhangi bir mudahalede bulunulmayan
kontrol grubundaki cocuklarin erken okuryazarlik becerilerinden daha
iyi seviyede oldugunu ortaya cikarmistir. Benzer sekilde Cabell vd.
(2019)'nin Amerika Birlesik Devletleri'nin cesitli yerlerindeki 6gretmen
ve cocuklarla yurattukleri arastirmanin sonucunda da etkilesimli kitap
okuma etkinliklerinin  cocuklarin erken okuryazarlik becerilerini
gelistirdigi gorulmustur.

Arastirmanin sonucunda, EKO etkinliklerinin bakim personellerinin
cocuk edebiyatina yonelik tutumlari zerinde olumlu yonde etkilerinin
oldugu ortaya cikmistir. Bulgular, bakim personellerinin  Cocuk
Edebiyatina Yoénelik Tutum Olcedi'nden aldiklari son test ve kalicilik
testi puanlarinin 6n test puanlarindan anlamli derecede yuksek
oldugunu géstermistir. Cocuklarin kendilerine bakim veren kisilerle
olan okuma deneyimlerinin niteligi oldukca énemlidir (McGinty ve
Justice, 2009). Yasamin ilk yillarindan itibaren cocuklara saglanan
deneyimler, onlarin  okuma-yazmaya karsi olumlu bir tutum
gelistirmelerini  saglamaktadir. Cesitli  arastirmalarin  sonuclari,
cocuklarin erken okuryazarlik becerilerini desteklemede deneyimlerin
ve ortamin etkili oldugunu gostermistir (Cassel, 2011; Senechal ve Le
Fevre, 2014; Yeo ve digerleri, 2014; Yeung ve King, 2016). Cocuklarin
erken okuryazarlik becerileri Uzerinde ortamin ve deneyimlerin etkili
olmasi, cocuklarin  bu becerileri kazanmalarinda yetiskinlerin
sorumluluklarint artirmaktadir. Cocuklarin bakimlarini saglayan kisilerin
kitaplara ve okuma-yazmaya karsi olan tutum, davranis ve
uygulamalari, cocuklarin erken okuryazarlik becerilerini etkilemektedir
(Altinkaynak, 2019). Yapilan bir arastirmanin sonucu, cocugun bakimini
saglayan Kisilerin ev ortaminda cocuklara duzenli bir sekilde kitap
okumalarinin  bile cocuklarin  erken okuryazarlik becerilerinden
bazilarini kazanmalarinda etkili oldugunu gdstermistir (lsitan ve
digerleri, 2020). EKO gibi yetiskin ile cocugun etkilesimli bir sekilde
hareket etmelerini saglayan etkinlikler ise cocuklarin bu becerileri
kazanmalarinda daha da etkili olmaktadir. EKO sirasinda yetiskinler
tarafindan dogru stratejilerin kullanilmasi, cocuklarin okuma ve yazma
konusunda hazir hale gelmelerini saglamaktadir (Er, 2016). Bu noktada,
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cocuklarin  bakimlarini  saglayan kisilere EKO yaklasiminin
ogretilmesinin ve bu kisilerin EKO'yu kullanmalarinin saglanmasinin
kitap okumanin etkililigini artiracagdini sdylemek mumkundur
(Huebner ve Meltzoff, 2005). Ayrica EKO ile yetiskinlerin kitaplara ve
cocuk edebiyatina ydénelik olan tutumlarinin da degistirilebilecegi
dusunulmektedir. Cunku EKO sayesinde cocuklarin  bakimlarini
saglayan Kisiler, cocuk kitaplarinin islevlerini &grenebilmekte,
cocuklarin daha fazla sey 6grenebildiklerini gorebilmekte ve eglenerek
cocuklarin gelisimlerine katkida bulunabilmektedirler. Soylenenleri
destekler nitelikte literatirde, EKO uygulamalarinin c¢ocuklarin
bakimlarini saglayan kisilerin cocuk edebiyatina yonelik tutumlarina,
kitaplara karsi olan bakis acilarina ve EKO becerilerine etki ettigini
ortaya cikarmis olan arastirmalar yer almaktadir. Yildiz Bicakgr vd.
(2017)'nin  yaptiklari arastirmanin sonucunda, EKO yaklasimini
kullanarak cocuklarina kitap okuyan annelerin EKO ile ilgili
becerilerinde artis meydana geldigi gérulmustur. Yumus (2018)
tarafindan yapilan calismanin sonucunda ise EKO surecinde aktif bir
sekilde yer alan deney grubu ebeveynleri ile EKO etkinliklerinde yer
almayan kontrol grubu ebeveynlerinin erken okuryazarlik becerilerine
iliskin goruslerinde ve paylasimli kitap okuma esnasindaki erken
okuryazarlik pratiklerinde deney grubunun lehine istatistiksel olarak
anlaml farkliliklar oldugu gérulmustur. Bu baglamda EKO'nun, bakim
personellerinin okuma aliskanliklarini degistirerek okumaya ve ¢cocuk
edebiyatina yonelik inanclarina etki ettigi dusunulmektedir. Nitekim
Weigel vd. (2006)'nin yaptiklari arastirmanin sonucunda, ebeveynlerin
okuma-yazma aliskanliklari ile okuma inanclari; ebeveynlerin okuma
inanclari ile evdeki ebeveyn-cocuk okuryazarligi ve dil etkinlikleri;
ebeveyn-cocuk okuryazarligi ve dil etkinlikleri ile cocuklarin okuma
ilgileri ve yazi farkindaliklari arasinda pozitif yonde bir iliski oldugu
ortaya cikmistir.

Arastirmanin sonucunda, etkilesimli kitap okuma etkinliklerinin
cocuklarin ses bilgisel farkindalik becerilerinde, yazi farkindaliklarinda,
oykuyU anlama becerilerinde, gorselleri eslestirme becerilerinde, yazi
yazma oncesi becerilerinde ve erken okuryazarlik becerilerinin
toplaminda istatistiksel olarak anlamh bir farklihga yol actidi
goérulmustar. Etkilesimli kitap okuma etkinliklerinin, cocuklarin bu
becerilerini gelistirdigi saptanmistir. Ayrica etkilesimli kitap okuma
etkinliklerinin, bakim personellerinin cocuk edebiyatina yonelik
tutumlarina da olumlu yénde etkilerinin oldugu ortaya ¢ikmistir. Kurum
bakiminda kalan ¢cocuklara yénelik hazirlanan programlarin, cocuklarin
gelisimleri Uzerinde etkili oldugunu sdylemek mumkundur. Cocuklarin
gelisimleri Uzerinde bakim saglayanlarin etkili oldugu dusunuldugunde
de kurumlarda calisan cocuk gelisimi uzmanlarinin ve bakim
personellerinin EKO yaklasimi ile ilgili egitim almalari ve cocuklarla EKO
uygulamalari  yapmalari  énemli gorulmektedir. Bu noktada
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universitelerin dnculugunde, alaninda uzman Kkisilerce kurumlarda
calisan cocuk gelisimi uzmanlarina ve bakim personellerine EKO
yaklasimiyla ilgili egitimlerin verilmesi dnerilmektedir. Bu arastirmanin
birtakim sinirhliklar bulunmaktadir. Arastirma, Sivas Sevgi Cocuk Evleri
Sitesinde kalan 48-72 aylik cocuklarla ve bu cocuklarin bakim
personelleri ile yudrutdlmustur. Benzer calismalar, farklh illerdeki
kurumlarda kalan farkli yas grubundan cocuklarla ve kurumlarin cocuk
gelisimi uzmanlariyla da yurutulup karsilastirmalar yapilabilir. Bu
calismada, EKO etkinlikleri arastirmacilar tarafindan yapilmistir. Benzer
arastirmalar, éncesinde EKO ile ilgili egitimler verilerek kurumlardaki
cocuk gelisimi uzmanlarinin ve bakim personellerinin onculugunde
yapilabilir. Ayrica kurum bakiminda kalan cocuklar ile aileleriyle birlikte
kalan cocuklarin erken okuryazarlik becerileri karsilastirmali olarak
incelenerek ¢cocuklarin mevcut durumlari ortaya konulabilir.

Etik Kurul izin Bilgisi: Bu arastirma, Gazi Universitesi Etik
Komisyonunun 20.01.2022 tarihli E-77082166-604.01.02-267658 sayili
karari ile alinan izinle ydaratdlmuastdar.

Yazar Cikar Catismasi Bilgisi: Yazarlarin beyan edecegi bir c¢ikar
catismasi yoktur.

Yazar Katkiasi: Yazarlar, calismanin tasarlanmasi, verilerin toplanmasi,
Istatistik programina girilmesi ve analiz edilmesi, giris, ydntem, sonug,
tartisma ve éneriler kisimlarinin yazilmasi hususunda esit oranda katki
saglamislardir. Birinci yazar, EOBDA adli veri toplama aracinin
uygulanmasi ile ilgili egitim aldigi icin sadece bu dlgcege iliskin verilerin
toplanmasi ve ilgili veri toplama araciyla elde edilen puanlarin
hesaplanmasi asamalarini bireysel olarak gerceklestirmistir.

Tesekkur: Yazarlar, makalenin redaksiyonunu yaptigr icin Gazi
Universitesi Akademik Yazim Uygulama ve Arastirma Merkezi'ne
tesekkur eder.
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Children in Institutional Care: Interactive Book Reading
and Early Literacy Skills

Merve SEPITCI SARIBAS', Fatma TEZEL SAHINZ

Abstract

This study aimed to examine the effect of the Interactive Book
Reading (IBR) process on the early literacy skills of children in
child sheltering home sites and the attitudes of caregivers
toward children’s literature. In the study, a pretest-posttest
quasi-experimental design without a control group was
applied. The study group consisted of 11 children aged between
four and six and 13 caregivers in Sivas Child Sheltering Home
Sites. Data collection tools consisted of the "Child General
Information Form”, “Caregiver General Information Form’,
“Early Literacy Skills Assessment Tool”, and “Attitude Towards
Children’s Literature Scale”. The IBR activities were
implemented three days a week for eight weeks by the
researchers with the participation of the caregivers. The
Friedman Test was used in the pretest-posttest and retention
test comparisons of the groups, and the Wilcoxon Signed Rank
Test was used in determining the groups with significant
differences as a result of the test. The study results showed that
IBR activities led to significant differences in children’s
phonological awareness skills, print awareness, story
comprehension skKills, visual matching skills, pre-writing skills,
and overall early literacy skills. It was revealed that the IBR
activities improved the aforementioned skills of children. It was
also observed that the IBR activities positively affected the
attitudes of caregivers towards children’s literature. In this
regard, training caregivers on the IBR approach, dissemination
of programs related to IBR, and conducting similar studies with
children with different characteristics were recommended.
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Introduction

The preschool period is ant as it is a stage of rapid changes in children’s
developmental areas. The experiences gained in the early years of life
impact children’s mental, physical, social, and emotional development,
as well as their language and early literacy skills. Early literacy skills
begin to be acquired with the birth of the child and are reinforced in
the preschool period. In this context, preschool represents a critical
period for children to learn the oral and written language (Kargin et al,,
2015; Rosenkoetter & Barton 2002). Early literacy skills include the
knowledge, skills, behaviors, and attitudes children should acquire
toward reading and writing before starting primary school (Ergul et al.,
2016). These skills include the preliminary skills children acquire before
learning formal reading and writing (Karaman, 2015; Whitehurst &
Lonigan, 2001). Jalongo (2013) considered early literacy as any behavior
that resembles the act of reading and writing. Early literacy skills
include many skills, such as phonological awareness, oral language,
vocabulary, alphabet knowledge, and print awareness (Aarnoutse et al.,
2005; Bean et al,, 2020; Elliott & Olliff, 2008; Spira et al., 2005). Such skills
are reported to be effective in children’s reading, writing, and general
academic achievement (Ergul et al, 2015; Kotaman, 2009). Indeed,
studies show that early literacy skills are predictors of children’s general
academic achievement (Cabell et al., 2011; Missall et al., 2007; Spira et al,,
2005), reading skills (Nelson, 2005), and social skills.

It is stated that there is a parallelism between children's early literacy
skills and their experiences in reading and writing (Isitan et al., 2020;
Speece et al., 2004). At this point, to develop early literacy skills, children
should be provided with appropriate experiences, environments, and
materials. To provide children with these skills, preschool education
institutions generally carry out activities for speaking, reading books,
and introducing sounds (Missall et al, 2006). Parents generally
contribute to their children’s early literacy skills through book-reading
activities. The stories create opportunities for children to learn language
through the vocabulary, rhymes, metaphors, dialogues, and repetitions
they contain. It is observed that children’s language and literacy skills
improve with regular book-reading activities (Aram & Levin, 2002; Isbell
et al, 2004). Reading activities provide more benefits to children,
especially when they are based on an interactive book-reading
approach (Yildiz Bicakc¢l et al, 2018). The interactive book reading
approach developed by Whitehurst et al. (1988) is based on the fact that
the reader and the listener change their roles at certain times. The main
purpose of the interactive book-reading approach is to ensure that the
child is active (Bayraktar, 2018). In this regard, Interactive Book Reading
(IBR) can be defined as a reading method in which the adult interacts
with the child by asking questions and drawing the child’s attention to
the story, text, and visuals (Kim & Hall, 2002; Whitehurst et al., 1994a).

297



PUJE, 62, 296-330 [2024] M. Sepitci Saribas & F. Tezel Sahin https://doi.org/10.9779/pauefd. 1387433

The IBR method offers children various opportunities to learn actively,
face aesthetic elements, experience the pleasure of listening, and gain
a perspective on the people and objects around them (Rollo & Sulla,
2016). Through the IBR approach, children can answer questions about
the story, interpret the story, dramatize the events, end the story in
different ways according to their creativity, and discover that reading
books is a fun way of learning. This situation increases children’s sense
of curiosity and enables them to approach events from a critical point
of view, to know the value of the book, to develop an interest in the
book, to develop aesthetic value, and to gain awareness about the use
and care of the book (Er, 2016). Moreover, IBR positively affects children’s
language skills by improving their ability to understand and question
what is being told (Justice & Pence, 2005; Yalavac, 2020). Due to these
features, IBR differs from traditional book-reading methods (Ergul et al.,
2016). Accordingly, IBR is regarded as an effective method used by
parents, teachers, and other caregivers to develop children’s early
literacy skills (Blom Hoffman et al., 2006).

For the act of reading a book to be considered within the scope of IBR,
certain steps need to be followed before, during, and after reading. In
IBR, children need to be encouraged to participate in the reading
activity, receive feedback on what they talk about, and identify books
and topics that they can discuss (Justice & Pullen, 2003; Morgan & Meier,
2008). At this point, the following should be done before reading:
lidentifying the book to be read, ?identifying the target words,
’identifying examples, questions, and explanations, “making
arrangements for the environment, *positioning children appropriately
according to the environment, ¢introducing children to the book,
“enabling children to make predictions using open-ended questions,
and ®organizing children's answers. During reading: 'explaining the
meanings of the target words, 2supporting these meanings with various
materials, *giving examples that can be associated with daily life,
‘repeating the meanings of the target words, °supporting the
meanings of the story and the target words through experiences,
easking "S5N1K" questions and open-ended questions, using extensions
and repetitions, 8including sentence completion activities, and
%applications to expand vocabulary should be done (Karadogan, 2020).
By asking questions, the adult allows the child to speak and express
themselves. Additionally, this cycle allows for identifying words with
unknown meanings and for the adult to repeat and expand on the
child's answers (Justice & Pullen, 2003). In this process, the adult adjusts
the reading style according to the children's developmental
characteristics (Ariaz, 2010; Whalon et al., 2013), thus allowing children
to adjust the pace of the interaction, pause to examine the visuals, and
explore their interests (Barclay, 2014). After reading, 'summarizing the
story by asking open-ended questions and 2including various activities
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to ensure the permanence of the gains are among the things that can
be done (Karadogan, 2020). It is also stated that the use of some
techniques in the IBR process will ensure the active participation of
children. Whitehurst et al. (1994a) referred to these techniques as
Completion-Recall-Open-ended-Whquestions-Distancing (CROWD).
Completion (C-completion) refers to asking children to complete a
sentence or statement in a story; Recall (R-reminding) refers to asking
children questions about events and characters; Open-ended (O-open-
ended questions) refers to asking children to describe events in the
visuals or to make predictions about the course of events;, Wh-
qguestions (W-5N1K questions) involves asking "5N1K" questions about
events and characters; Distancing (D-association) involves asking the
child to relate what is being described to his or her own life. In addition,
techniques such as asking questions, giving feedback to the child, and
expanding their answers are also utilized in IBR. These techniques are
referred to as Prompt-Evaluate-Expand-Repeat (PEER). Prompt (P-
initiate) involves initiating the conversation; Evaluate (E-evaluate)
involves addressing whether children's responses are correct; Expand
(E-expand) involves expanding children's responses; Repeat (R-repeat)
involves asking children to repeat the expanded or corrected elements.
These techniques are considered appropriate for use by adults before,
during, and after reading (Sarica, 2016). The results of studies have
revealed that when these techniques are paid attention to, IBR
contributes to children's language development (Fleury et al, 2014,
Huennekens & Xu, 2016; Simsek & Isikoglu Erdogan, 2015; Towson &
Gallagher, 2016; Yildiz Bicakgl et al., 2018).

The interactive book reading applications are also critical for children to
take the person reading the book as a model. Particularly in the
preschool period, children tend to imitate the behaviors of the people
around them. Here, adults contribute to all areas of children’s
development with the literacy opportunities and literacy habits they
provide to children, and they also have an impact on early literacy skills
(Cline & Edwards, 2017; Yalavag, 2020). The results of studies have
revealed that parents' literacy habits and beliefs affect children’s
language and early literacy skills (Isikoglu Erdogan et al., 2017; Sim et al,,
2013; Weigel et al., 2006). Engaging parents in reading to their children
interactively supports children’s literacy skills (Yeo et al, 2014). Some
children may grow up deprived of their parents for various reasons and
may lack the skills they can learn from them. These circumstances
make it even more important to support the early literacy skills of
children at risk, such as children in need of protection (Anthony et al,,
2007; Doctoroff et al, 2006). Besides, the environment is known to
impact children’s early literacy skills, and it is also stated that it is more
important for children in the risk group. Since these children are at risk
in terms of acquiring early literacy skills, they are also at risk in terms of
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experiencing social, emotional, academic, and behavioral problems in
the future (Edwards & Willis, 2000; Karaman, 2013; Uyanik & Kandir,
2010). It is emphasized that children at risk can benefit from IBR as an
intervention model to directly support their early literacy skills and
indirectly support all areas of development (Akoglu et al., 2014; Piasta et
al., 2012). The primary needs of children in institutions for children in
need of protection are met by caregivers. Ensuring that caregivers have
knowledge about IBR and implement the IBR approach can be
considered among the measures that can be taken for children in need
of protection. In this regard, caregivers and teachers should be
equipped with interactive book-reading skills (Er, 2016). Caregivers’
familiarization with the IBR process, seeing the effects of IBR on
children’s development, and reading books to children based on the
IBR approach can impact their attitudes, beliefs, and awareness of
children’s literature. Thus, it is essential to include interactive book-
reading activities for children needing protection to acquire early
literacy skills and for caregivers to improve their interests, beliefs,
attitudes, and behaviors toward children’s literature and reading books.
In the literature, studies are revealing that IBR is effective on children's
literacy skills (Batz Herrera, 2016; Efe & Temel, 2018; Ergul et al,, 2017;
Hudson & Test, 2011; Li & Tan, 2016; Wesseling et al., 2017). However,
studies examining whether IBR is effective on the early literacy skills of
children in need of protection are quite limited (Akoglu et al., 2014).
Moreover, there is no study investigating whether IBR is effective on the
attitudes of caregivers towards children’s literature. From this
perspective, the study is predicted to be original and will benefit the
field. In light of this idea, the study aimed to examine the effect of the
interactive book reading process on the early literacy skills of children
staying in child sheltering home sites and the attitudes of caregivers
towards children’s literature. For this purpose, the following questions
were answered within the scope of the research:

1. Does the interactive book reading process create a statistically
significant difference in the phonological awareness skills of children
living in child sheltering home sites?

2. Does the interactive book reading process create a statistically
significant difference in the print awareness of children living in child
sheltering home sites?

3. Does the interactive book reading process create a statistically
significant difference in the story comprehension skills of children living
in child sheltering home sites?

4. Does the interactive book reading process create a statistically
significant difference in the visual matching skills of children living in
child sheltering home sites?
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5. Does the interactive book reading process create a statistically
significant difference in the pre-writing skills of children living in child
sheltering home sites?

6. Does the interactive book reading process create a statistically
significant difference in the early literacy skills of children living in child
sheltering home sites?

7. Does the interactive book reading process create a statistically
significant difference in the attitudes of caregivers towards children’s
literature of children staying in child sheltering home sites?

Method

The method section provides detailed information on the research
model, study group, data collection tools, data collection, and data
analysis.

Research Design

The present study, conducted to reveal the effect of the interactive book
reading process on the early literacy skills of children staying in child
sheltering home sites and the attitudes of caregivers towards children’s
literature, employed an experimental design among the quantitative
research methods. In experimental studies, determined variables are
taken under control and the changes that occur are observed.
Experimental studies show how independent variables will affect the
result and allow interpretation of the relationships between variables
(Can, 2020; Fraenkel & Wallen, 1990). Due to the small number of
children in the study group, a single group was formed, and interactive
book-reading activities were carried out with all children. In addition, all
the caregivers participating in the study participated in interactive
book-reading activities. In this context, a quasi-experimental design
without a pretest-posttest control group was used in the study.

Participants

The study employed a criterion sampling technique, one of the
purposeful sampling methods. In criterion sampling, the study group
consists of people who meet predetermined criteria (Yildirim & Simsek,
2016). In determining the study group, the criteria were that the
children had been staying in the child sheltering home sites for at least
one year, showed typical development, were between the ages of four
and six, and had not participated in any interactive book reading
program before. As for the caregivers, it was taken as a criterion that
they had not participated in any interactive book-reading program
before. In this context, the research study group consisted of 11 children
between the ages of fourand six and 13 caregivers living in the Sevgi
Child sheltering home sites in Sivas province. Information about the
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demographic characteristics of the children and caregivers
participating in the study is given in Table 1.

Table 1
Information on Demographic Characteristics of Children and Caregivers
Demographic Characteristics of Children

n %
Gender Female 6 5455
Male 5 45.45
Age 48-60 months 2 18.18
61-72 months 9 81.82
Number of siblings, excluding No siblings 1 9.09
self 1 4 36.36
2 3 27.27
3 and above 3 27.27
Birth order First child 4 36.36
Middle or one of the 1 9.09
middle ones
Last Child 6 54.55
Length of stay in the 1-2 years 6 5455
institution 2-3 years 3 2727
More than 3 years 2 18.18

Demographic Characteristics of Caregivers

n %
Age 31 years old and under 5 38.46
32-37 years old 3 23.08
38 years and over 5 38.46
Marital status Married 10 76.92
Single 3 23.08
Family structure Nuclear family 13 100.00
Extended family - -
Fragmented family - -
Duration of employment in Under 3 years 1 7.69
the institution Over 3 years 12 92.31

Data Collection Tools

As for data collection tools in the study, “Child General Information
Form” was used to determine demographic information about the
children, “Caregiver General Information Form” to reveal demographic
information about caregivers, “Early Literacy Skills Assessment Tool
(ELSAT)" to reveal children's early literacy skills, and “Attitude Towards
Children’s Literature Scale” to reveal caregiver's attitudes towards
children's literature.
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Child General Information Form

The General Information Form was prepared by the researchers to
determine the gender, age, number of siblings excluding themselves,
birth order, and length of stay in the institution. The forms were filled in
by the caregivers based on the children’s institutional registration files.

Caregiver General Information Form

The Caregiver General Information Form was prepared by the
researchers to determine the age, marital status, family structure, and
length of service in the institution of the caregiver caring for the
children. The forms were filled in separately by each caregiver.

Early Literacy Skills Assessment Tool (ELSAT)

The Early Literacy Skills Assessment Tool developed by Karaman (2013)
aims to assess children’s early literacy skills. The ELSAT, including 96
items in total, consists of five subtests: Assessment of Phonological
Awareness Skills (53 items), Script Awareness (16 items), Story
Comprehension (9 items), Matching Visuals (9 items), and Assessment
of Pre-Writing Skills (9 items). Each test is administered one-on-one
with the children by researchers trained to administer the assessment
tool. The assessments are made by giving “1" points for each item the
children can fulfill, and “0" points for each item they cannot. The
minimum score that can be obtained from the total assessment tool is
zero, and the maximum score is 96. The increase in the scores indicates
that the child has high competence in the skill (Karaman, 2013). As part
of the validity and reliability studies of the ELSAT, the item
discrimination values of the subtests in the assessment tool were
examined, exploratory and confirmatory factor analyses were
conducted, and test-retest, KR-20, and split-half reliability values were
calculated. The analysis revealed that the Phonological Awareness Skills
Assessment test of the ELSAT consists of a five-factor structure, the
Print Awareness test consists of a three-factor structure, and the Story
Comprehension, Matching Visuals, and Pre-Writing Skills Assessment
tests consist of a single-factor structure. The KR-20 reliability values of
the subtests ranged between 0.61-0.91. It was seen that the Assessment
of Pre-Writing Skills and Writing Awareness tests had a poor fit, while
the Assessment of Phonological Awareness Skills, Story
Comprehension, and Matching Visuals tests had an acceptable fit.
Discriminant analysis revealed that all items were discriminative. These
results show that the scale is valid and reliable (Karaman & Aytar, 2016).
The Cronbach’s alpha reliability coefficients of the scale for this study
were calculated as 0.93 for the pretest, posttest, and retention tests.

Attitude Towards Children’s Literature Scale

The Attitude Toward Children’s Literature Scale, developed by Karagul
(2020), aims to evaluate adults’ attitudes towards children’s literature.
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The scale, consisting of 26 items in total, has three dimensions:
Awareness (12 items), Appreciation (six items), and Acceptance (eight
items). The scale is filled in by the person whose attitude towards
children’s literature is to be measured. The 5-point Likert-type scale is
scored by the researcher. The items, graded from strongly agree to
strongly disagree, are evaluated by scoring from 1to 5. The highest score
that can be obtained from the total assessment tool is 130, and the
lowest score is 26. An increase in the scores indicates a positive
development in the adult’s attitude towards children’s literature. As a
result of the validity and reliability analysis of the Attitudes Towards
Children’s Literature Scale found that the scale had a three-factor
structure, the factors had a significant and positive relationship with
each other, and the Cronbach Alpha reliability coefficient of the scale
was 0.88. These results show that the scale is valid and reliable (Karagul,
2020). The Cronbach’s alpha reliability coefficients of the scale for this
study were calculated as 0.84 for the pretest, 0.77 for the posttest, and
0.79 for the retention test.

Data Collection Procedures

Prior to the data collection phase of the study, the necessary
permissions were obtained from the relevant people to use the data
collection tools. Subsequently, ethics committee permission dated
20.01.2022 and numbered E-77082166-604.01.02-267658 was obtained
from Gazi University Ethics Commission. Following the ethics
committee permission, permission was obtained from Sivas Provincial
Directorate of Family and Social Services to conduct the research at the
Sivas Sevgi Child Sheltering Homes Site.

After the necessary permissions were obtained, within the scope of the
research, story books that have the elements that should be found in
children’'s books in terms of internal structure (subject, theme,
language and expression, writing types, heroes and plan) and external
structure (cover and binding, size, paper and print quality, page layout,
visuals, lettering and font) features and prepared in accordance with
the age and developmental levels of children were determined to be
used in interactive book reading activities. In this regard, a book pool
consisting of 70 storybooks was first created by the researchers. Then,
24 storybooks supporting children’s social and emotional development
areas were selected from this book pool. The selected storybooks were
shared with the caregivers and they were asked whether they had read
these books to children before. The two storybooks previously read to
the children were removed from the 24 books and replaced with two
storybooks that had not been read to the children before. Afterwards,
the ways to be followed in the interactive book reading process were
planned by the researchers, and the materials to be used in this process
were prepared.
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Once the storybooks to be used in the interactive book reading
activities were determined, the assessment tool was applied to the
children by the researcher trained in applying the ELSAT. These
applications lasted approximately 50-60 minutes for each child. During
this process, the researchers also distributed the Child General
Information Form, Caregiver General Information Form, and Attitude
Towards Children’s Literature Scale to the caregivers, asked the
caregivers to fill out the forms, and the returned forms were filed and
kept by the researchers. In this way, the application of the pretests was
completed.

Following the pretests, the caregivers were informed by the researchers
about what IBR is and why it is important. Later, the caregivers were
informed why it was vital for them to participate in the study, what
would be done in the IBR process, and which materials would be used.
After the briefing, the days and times of the IBR activities were
determined in consultation with the caregivers. As a result of the
interviews, it was decided to implement the activities on Mondays,
Tuesdays, and Wednesdays for eight weeks and to start the
implementation at 15:00. IBR events are designed as large group events.
All children and care staff (11 children and 13 care staff) participated in
each activity. IBR activities were applied to children by researchers with
the active participation of care personnel. Each activity lasted
approximately between 1.5 and 2 hours.

Right after the 8-week implementation period was completed,
posttests were applied, and retention tests were conducted four weeks
after the posttests were applied. In this way, the data collection process
was completed.

Data Analysis

This study aims to reveal children’s early literacy skills before and after
IBR applications and caregivers’ attitudes towards children’s literature
before and after IBR applications by using quantitative data analysis
techniques. Initially, a missing value analysis was conducted, and it was
seen that there was no missing data as a result of the examinations.
Then, which tests would be used to analyze the data were decided.
Sample size affects the choice of statistics to be used in data analysis.
When the sample size falls below 30 according to some experts and
below 15 according to others, it is not possible to assume that the data
are normally distributed (BUyUkédzturk et al, 2021; Ozkan, 2013). It is
stated that if the study group has a small volume, analyses can be
performed with nonparametric tests (Bursal, 2019; Turanli & Guris, 2015,
p. 546). Since the study group consisted of 11 children and 13 caregivers,
the Friedman Test, one of the non-parametric tests, was used in the
pretest-posttest and retention test comparisons of the groups. The
significance level in the Friedman Test was set as 0.05. Wilcoxon Signed
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Ranks Test was used to determine the groups that showed significant
differences as a result of the Friedman Test, and the groups were
compared in paired combinations. To minimize the FamilyWise error
rate, the significance level of 0.05 was divided by the number of pairwise
comparisons (3) and the significance level was determined as 0.016 in
Wilcoxon Signed Rank Tests.

Findings

This section presents the findings of the analyses conducted in relation
to the questions to be answered within the research scope.

The results of the analyses conducted to compare the pretest, posttest,
and retention test scores of the children in the study group from the
Phonological Awareness Skills Assessment subtest are given in Table 2.

Table 2
Results Related to the Comparison of Children’s Scores from the
Phonological Awareness Skills Assessment Subtest

ELSAT Friedman's Test
Measurement N X SS Rank X? P
Mean
Phonological Pretest 11 673 7.00 1.00
Awareness Posttest n 231 895 255 17.333 0.000*
Skills 8
Assessment Retentiontest 11 23.0 910 2.45
subtest 9
*p<0.05

Table 2 shows a significant difference between the pretest, posttest,
and retention test scores of the children in the study group on the
Phonological Awareness Skills Assessment subtest (X?=17.333; p=0.000;
p<0.05). As a result of the analysis, it was seen that a significant
difference in children’s phonological awareness skills occurred
between the scores obtained from the pretest and posttest (p=0.003;
p<0.016) and between the scores obtained from the pretest and
retention test (p=0.003; p<0.016), while there was no significant
difference between the scores obtained from the posttest and
retention test (p=0.855; p>0.016). When the mean scores were analyzed,
it was seen that the scores obtained from the pretest were significantly
lower than the scores obtained from the posttest and the retention test.
These findings indicate that IBR applications had a positive effect on
children’s phonological awareness skills and continued to have a
positive effect on children’s phonological awareness skills four weeks
after the end of the applications.

The results of the analyses conducted to compare the pretest, posttest,
and retention test scores of the children in the study group from the
Print Awareness subtest are offered in Table 3.
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Table 3
Results Related to the Comparison of Children’s Scores from the Print
Awareness Subtest

ELSAT Friedman's Test
Measurement n X SS Rank X? P
Mean
Print Pretest M 536 201 1.00
Awareness Posttest 1 955 284 2.50 19.622 0.000*
subtest Retentiontest 11 955 266 2.50
*p<0.05

Table 3 indicates a significant difference between the pretest, posttest,
and retention test scores of the children in the study group in the Print
Awareness subtest (X?=19.622; p=0.000; p<0.05). Based on the analysis, it
was observed that a significant difference in children’s print awareness
occurred between the scores obtained from the pretest and posttest
(p=0.003; p<0.016) and between the scores obtained from the pretest
and retention test (p=0.003; p<0.016), while there was no significant
difference between the scores obtained from the post-test and
retention test (p=1.00; p>0.016). Considering the mean scores, it was
seen that the scores obtained from the pretest were significantly lower
than the scores obtained from the post-test and the retention test.
These findings show that the IBR applications had a positive effect on
children’s print awareness and continued to be effective on children’s
print awareness four weeks after the end of the applications.

Table 4 shows the results of the analyses conducted to compare the
pretest, posttest, and retention test scores of the children in the study
group from the Story Comprehension subtest.

Table 4
Results Related to the Comparison of Children’s Scores from the Story
Comprehension Subtest

ELSAT Friedman's Test
Measureme N X SS Rank X? o)
Nt Mean
Story Pretest 1 355 254 105
Comprehension  Posttest N 618 223 223 19514 0.000*
Subtest Retention N 664 206 273
test
*p<0.05

Table 4 indicates a significant difference between the pretest, posttest,
and retention test scores of the children in the study group in the Story
Comprehension subtest (X?=19.514; p=0.000; p<0.05). Based on the
analysis, it was seen that a significant difference in children’s story
comprehension skills occurred between the scores obtained from the
pretest and posttest (p=0.005; p<0.016) and between the scores
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obtained from the pretest and retention test (p=0.003; p<0.016), while
there was no significant difference between the scores obtained from
the posttest and retention test (p=0.025; p>0.016). Considering the
mean scores, it was seen that the scores obtained from the pretest were
significantly lower than the scores obtained from the post-test and the
retention test. These findings show that the IBR applications had a
positive effect on children’s story comprehension skills and continued
to be effective on children's story comprehension skills four weeks after
the end of the applications.

The results of the analyses conducted to compare the pretest, posttest,
and retention test scores of the children in the study group from the
Matching Visuals subtest are provided in Table 5.

Table 5
Results Related to the Comparison of Children’s Scores from the Matching
Visuals Subtest

ELSAT Friedman's Test
Measurement N X SS Rank X? P
Mean
Matching  Pretest 1 418 209 1.00
Visuals Posttest N 636 2.06 2.41 19.838 0.000*
subtest Retention test 1 6.55 1.86 259
*p<0.05

Table 5 indicates a significant difference between the pretest, post-test,
and retention test scores of the children in the study group in the
Matching Visuals subtest (X?=19.838; p=0.000; p<0.05). Based on the
results of the analyses, it was observed that a significant difference in
children’s visual matching skills occurred between the pretest and
post-test scores (p=0.003; p<0.016) and between the pretest and
retention test scores (p=0.003; p<0.016), while there was no significant
difference between the posttest and retention test scores (p=0.317;
p>0.016). Considering the mean scores, it was seen that the scores
obtained from the pretest were significantly lower than the scores
obtained from the posttest and the retention test. These findings
indicate that the IBR applications had a positive effect on children’s
visual matching skills and that the applications continued to have a
positive effect on children’s visual matching skills four weeks after the
end of the applications.

The results of the analyses conducted to compare the pretest, posttest,
and retention test scores of the children in the study group from the
Pre-Writing Skills Assessment subtest are given in Table 6.
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Table 6
Results Related to the Comparison of Children’s Scores from the Pre-Writing
Skills Assessment Subtest

ELSAT Friedman's Test

Measureme n X SS Rank X? o)
Nt Mean

Pre-Writing Pretest 1 318 218 118

Skills Posttest 11 500 224 2.27 16.80 0.000*

Assessment Retention 1 527 210 2.55 0

subtest test

*p<0.05

Table 6 indicates a significant difference between the pretest, posttest,
and retention test scores of the children in the study group on the Pre-
Writing Skills Assessment subtest (X?=16.800; p=0.000; p<0.05). Based
on the analysis, it was observed that a significant difference in children’s
pre-writing skills occurred between the scores obtained from the
pretest and posttest (p=0.007; p<0.016) and between the scores
obtained from the pretest and retention test (p=0.007; p<0.016), while
there was no significant difference between the scores obtained from
the posttest and retention test (p=0.083; p>0.016). Considering the
mean scores, it was seen that the scores obtained from the pretest were
significantly lower than the scores obtained from the posttest and the
retention test. These findings indicate that the IBR applications had a
positive effect on children’s pre-writing skills and continued to be
effective on children’s pre-writing skills four weeks after the end of the
applications.

Table 7 presents the results of the analyses conducted to compare the
pretest, posttest, and retention test scores of the children in the study
group from the total of the Early Literacy Skills Assessment Tool.

Table 7
Results Related to the Comparison of Children’s Total Scores on the Early
Literacy Skills Assessment Tool

ELSAT Friedman's Test

Measurem N X SS Rank X? P
ent Mean

Total Pretest N 23.0 13.15 1.00

0 17.636  0.000*
Posttest 1 50.27 14.64 2.27
Retention Il 5118 14.23 273
test
*p<0.05

Table 7 indicates a significant difference between the pretest, posttest,
and retention test scores of the children in the study group on the total
of the Early Literacy Skills Assessment Tool (X?=17.636; p=0.000; p<0.05).
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Based on the results of the analysis, it was seen that a significant
difference in children’s early literacy skills emerged between the scores
obtained from the pretest and posttest (p=0.003; p<0.016) and between
the scores obtained from the pretest and retention test (p=0.003;
p<0.016), while there was no significant difference between the scores
obtained from the posttest and retention test (p=0.070; p>0.016).
Considering the mean scores, it was seen that the scores obtained from
the pretest were significantly lower than the scores obtained from the
posttest and the retention test. These findings reveal that the IBR
applications had a positive effect on children’s early literacy skills and
continued to be effective on children’s early literacy skills four weeks
after the end of the applications.

Table 8 presents the results of the analyses conducted to compare the
pretest, posttest, and retention test scores of the caregivers
constituting the study group with the Attitudes Towards Children’s
Literature Scale.

Table 8
Results Related to the Comparison of Caregiver’s Scores from the Attitudes
Towards Children's Literature Scale

Friedman's Test

Measuremen n X SS Rank X? o
t Mean
Attitudes Pretest 13 414 0.35 1.08
Towards Posttest 13 465 0.9 2.15 19.840 0.000*
Children's Retention 13 467 0.9 2.77
Literature test
Scale
*p<0.05

Table 8 indicates a statistically significant difference between the
pretest, posttest, and retention test scores of the care staff on the
Attitudes Towards Children’s Literature Scale (X?=19.840; p=0.000;
p<0.05). Based on the results of the analyses, it was seen that a
significant difference in the attitudes of caregivers towards children’s
literature occurred between the scores obtained from the pretest and
posttest (p=0.002; p<0.016) and between the scores obtained from the
pretest and retention test (p=0.001; p<0.016), while there was no
significant difference between the scores obtained from the posttest
and retention test (p=0.029; p>0.016). Considering the mean scores, it
was seen that the scores obtained from the pretest were significantly
lower than the scores obtained from the posttest and the retention test.
These findings suggest that the IBR applications had a positive effect
on the attitudes of the caregivers toward children’s literature and
continued to affect the attitudes of the caregivers four weeks after the
end of the applications.
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Discussion, Conclusion, and Suggestions

The analyses revealed that the IBR activities had positive effects on the
participating children’s phonological awareness skills. The findings
revealed that children’s posttest and retention test scores from the
Phonological Awareness Skills Assessment subtest were significantly
higher than their pretest scores. Phonological awareness skills can be
considered skills that include the awareness of sounds, syllables, words,
rhymes, and initial and final sounds in words (Phillips et al.,, 2008). It is
emphasized that phonological awareness skills constitute the basis for
the word decoding stage of reading and that the acquisition of these
skills in early childhood enables children to acquire word decoding
faster when they start primary school (Rodriguez et al., 2015; Shaywitz &
Shaywitz, 2005). Reading-based activities constitute 33% of the
interventions implemented to help children acquire these skills in the
first years of life (Balikgl, 2020). There are many ways to increase the
effectiveness of book-reading activities. Applying specific techniques in
IBR enhances the effects of the book on the child and improves
children’s phonological awareness skills. For example, in IBR, adults
support children to hear the phonemes in words. It is stated that
children who are supported in terms of hearing the phonemes in words
can have good alphabet knowledge (McGee & Morrow, 2005). During
this study's interactive book reading activities, different sounds and
unknown words were emphasized, and children were helped to
recognize rhyming words and the first and last sounds of words. These
practices are thought to positively affect children’s phonological
awareness skills. The results of the studies also revealed that IBR
practices were effective in children’s acquisition of phonological
awareness skills. In many of the studies, it was observed that children’s
print and phonological awareness improved when adults drew
attention to sounds and print during reading (Arnold et al, 1994, Tas,
2022; Valdez Menchaca & Whitehurst, 1992; Whitehurst et al.,, 1994b). In
Hargrave and Sénéchal’s (2000) study with 36 children aged 4-5 years,
IBR was compared with routine book reading activities, and it was
found that IBR improved children’s vocabulary knowledge and early
literacy skills more than routine book reading practices. Justice et al.
(2005) found that parents’ emphasis on the phonological features of
words during IBR increased children’s phonological awareness skills.
Ergul et al. (2017) also found that children participating in IBR practices
performed better than their peers in terms of the number of
meaningless words read correctly, the duration of reading meaningful
words, the number of words read correctly per minute, and reading
comprehension when they passed to first grade. As a result of the
research conducted by Kavcar (2022) to reveal whether the IBR
program affects children's phonological awareness sKills, it was found
that the IBR program improved children's phonological awareness
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skills. Batista Rocha and da Mota (2023) examined the effect of a parent-
child co-reading activity on the literacy skills of 4-5-year-old children.
The researchers found that co-reading activities increased children's
phonemic awareness skills.

The study's findings revealed that IBR activities positively affected
children’s print awareness. The findings revealed that children’s
posttest and retention test scores from the Print Awareness subtest
were significantly higher than their pretest scores. Print awareness
includes the ability to recognize the rules of writing, to understand that
writing means something, and to have alphabet and vocabulary
knowledge (Zucker et al., 2009). It is stated that print awareness helps
children understand the characteristics of written materials and
develop positive attitudes towards reading and writing (Farver et al,,
2007; Pullen & Justice, 2003), as well as affecting their reading and
writing success (Benli et al., 2022). Children learn some of these skills
related to print awareness informally in the early years of life. Children’s
experiences with writing before they start primary school ensure that
they have a certain level of readiness in writing when they start primary
school. During this period, storybooks are especially effective in the
formation of children’s experiences with writing (Akyol & Duran, 2010;
Cetin, 2019). In supporting children's print awareness in the preschool
period, IBR applications in which storybooks are used effectively have
an important place (Bayraktar, 2018). In this study, applications were
carried out during interactive book reading activities so that children
could recognize writing rules and develop their alphabet and
vocabulary knowledge. In this process, children were asked where the
front and back sides of the book were, where the names of the books
were written, where the writing started to be read, in which direction it
was read, and what punctuation marks and words were. These
applications are thought to have a positive effect on children’s print
awareness. The results of the studies have shown that IBR activities
improve children’s print awareness (Bayraktar & Temel, 2014; Efe, 2018;
Evans et al,, 2008). In their research, Efe and Temel (2018) found that IBR
applications supported the print awareness of children from families
with low socio-cultural levels. Similarly, Ergul et al. (2015) found that IBR
improved the print awareness of socioeconomically disadvantaged
children. The findings of the study conducted by Mol et al. (2009)
indicated that IBR applications contributed significantly to literacy
skills. In a study conducted by Wesseling et al. (2017) with children aged
between three and five years, it was found that IBR applications had a
positive effect on children’s print awareness.

The results of the study also revealed that IBR activities had positive
effects on children’s story comprehension skills. The findings showed
that children's posttest and retention test scores from the Story
Comprehension subtest were significantly higher than their pretest



PUJE, 62, 296-330 [2024] M. Sepitci Saribas & F. Tezel Sahin https://doi.org/10.9779/pauefd. 1387433

scores. One of the most important purposes of reading is reading
comprehension. Listening comprehension skills, one of the early
literacy skills, can be considered one of the prerequisites of reading
comprehension skills (Kargin et al., 2015). It is stated that this skill has a
linear relationship with language performance. Isbell et al. (2004), as a
result of a study conducted with children aged 3-5 years, found a
significant relationship between children’s story comprehension and
verbal language performance. Therefore, it is possible to say that people
who have problems with the components of language have problems
understanding the intended messages (Pearson & Fielding, 1982). It is
emphasized that comprehension, a complex process, can be improved
by increasing vocabulary. Read-aloud activities effectively develop
children’s vocabulary and comprehension skills (McGee & Morrow,
2005). Reading storybooks by adults increases children's attention
spans and improves their listening, listening comprehension, following
instructions, responding to what they listen to, and participating in
conversations (Schickedanz, 2004). At this point, it is vital to create
environments that enable children to learn new words and use and
repeat the words they have learned (Altinkaynak, 2019). IBR activities
are seen as effective in creating such environments and developing
children's comprehension skills. As Blewitt and Langan (2016), Levin and
Aram (2012), and Mol et al. (2008) state, IBR helps children learn new
words and expand their vocabulary. Within the scope of this study,
during the interactive book reading activities, children were
encouraged to participate in the process and learn new words actively.
They were supported to use the words they learned in different
sentences appropriately. Moreover, the questions asked to the children
during the IBR activities helped them focus on the story being read.
These practices are thought to have a positive effect on children’s story
comprehension skills. The results of studies have also shown that IBR
contributes to children's comprehension skills by improving their
vocabulary. For example, Huebner and Payne (2010) found that book-
reading activities using IBR techniques improved children’s vocabulary.
Similarly, Jimenez et al. (2019) found that the reading together activity
improved children's vocabulary as a result of the study they conducted.
Lorio and Woods (2020) also found that IBR positively affected
vocabulary acquisition. Lever and Senechal (2011) found that the
vocabulary and storytelling skill performances of the children in the
experimental group in which IBR activities were implemented were
higher than the performances of the children in the control group. In
parallel with the findings of the study, the results of the studies
conducted by Tas (2022) and Vural (2021) also showed that the story
comprehension skills of children participating in IBR activities
increased.
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The results of the analyses revealed that IBR activities had positive
effects on children’s visual matching skills. The findings indicated that
children’s posttest and retention test scores from the Matching Visuals
subtest were significantly higher than their pretest scores. The ability to
match images includes perceiving images, recognizing images that are
the same and different, and matching the same images by
distinguishing them from others. Visual discrimination skill, which
starts to develop from the early years of life, is very effective in reading
development. Children with developed visual discrimination skills can
perceive similarities and differences in visuals, show interest in books,
titles, and symbols in books, recognize colors, and determine location
and direction. These skills enable children to learn sounds, recognize
the relationships between letters, and perceive word groups (Tugluk et
al., 2008). At this point, it is necessary to ensure that children interact
with materials of different shapes, colors, and textures, plan activities to
improve their hand-eye coordination, and give them opportunities to
talk about the directions and positions of objects (Altinkaynak, 2019). All
of these opportunities can be provided to children with IBR activities.
Here, IBR is thought to be effective in children's visual matching skills.
In this study, IBR techniques were used during interactive book reading
activities to help children learn new sounds and words, and they were
supported to recognize the sounds and words they learned when they
saw them in different places. These applications are thought to have a
positive effect on children’s visual matching skills. In the literature, only
one study investigated whether IBR activities were practical on
children's visual matching skills. As a result of the aforementioned
study, similar to the findings of this study, it was observed that IBR
practices improved children's visual matching skills (Tas, 2022). The fact
that there are so few studies examining the effect of IBR practices on
visual matching skills suggests that this study is original and will
contribute to the literature.

At the end of the study, it was found that IBR activities had positive
effects on children’s pre-writing skills. The findings indicated that
children's posttest and retention test scores from the Pre-Writing Skills
Assessment subtest were significantly higher than their pretest scores.
Pre-writing skills include cutting lines in the desired way, creating lines
by connecting dots, writing names, imitating some writings, and
writing in the right direction (left to right, top to bottom). Children begin
to learn about writing through sociocultural interactions from birth
(Neumann & Neumann, 2014). With the increase in small muscle
development, children’s pre-writing skills also improve. Children begin
to doodle around the age of 1 year and produce their writing around 2-
3 years. Before they begin to write formally, children doodle, use shapes
containing letters, and write the letters they come across. A child aged
4 and 5 can produce stories from their writing, while a child aged 5-6
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can use writing in different functions for different purposes (Clay, 2005;
Cetin, 2019). Improvements in these skills enable children to learn to
write more easily when they start primary school. Early writing skills are
explained by phonological, constructivist, and statistical learning
approaches. According to the phonological approach, the ability to
comprehend the letter-sound relationship is effective in children’s
learning to write, while according to the constructivist and statistical
learning approaches, environmental conditions are effective (Pollo et
al., 2008). At this point, IBR applications effectively provide children with
pre-writing skills in terms of enabling children to both grasp the letter-
sound relationship and encounter an environmental stimulus. In the
present study, children were introduced to various storybooks within
interactive book-reading activities. Children recognized different
sounds and words through interactive book-reading activities and
learned about the direction of writing. It is believed that these have a
positive effect on children’s pre-writing skills. The results of the studies
on the subject have also shown that IBR is effective in children’s pre-
writing skills. Tas's (2022) study examining the effect of parent-
supported IBR practices on children's early literacy skills showed that
IBR improved children's pre-writing skills. As a result of their study,
Evans et al. (2008) found that IBR applications increased children’s
attention to writing. On the other hand, Pillinger and Wood (2014)
formed an experimental and control group among kindergarten
children and conducted IBR applications with the children in the
experimental group. The results of the study revealed that the writing
skills of the children in the experimental group who participated in IBR
applications were better than the writing skills of the children in the
control group.

The results of the analysis revealed that IBR activities had positive
effects on the children’s early literacy skills. The findings demonstrated
that children’s posttest and retention test scores on the total Early
Literacy Skills Assessment Tool were significantly higher than their
pretest scores. Interactive teaching activities and environments
increase children’s motivation, enable them to learn actively, and gain
experiences related to early literacy skills (Barnett, 2001). During IBR
applications, children are exposed to literacy skills while learning
different words (Yorke et al, 2018). It has been emphasized that IBR
supports children’s early literacy skills by enabling them to understand
the features of print, comprehend the relationship between oral
language and print, and learn the phonological order of words (Ezell &
Justice, 2000; Justice & Ezell, 2002, Turkyilmaz, 2023). In this study, the
children were encouraged to participate in activities following the IBR
method. In addition, children were encouraged to participate in the
process and express themselves using IBR techniques. IBR is thought
to contribute to children’s acquisition of early literacy skills by having
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fun, doing, and experiencing, as it is based on mutual interaction and
enables children to take part in the book reading process actively. It is
possible to say at this point that the unique features and techniques of
IBR are effective in the development of early literacy skills of the
children participating in the study. The results of the studies also
support what has been said (Burgess et al.,, 2002; Ergul et al., 2016; Lust
& Donica, 2011, Yumus, 2018). Canibey (2022) examined the early literacy
skills of 48-72-month-old children attending preschool education
institutions and found that the Early Literacy Skills Supportive
Education Program, which includes IBR practices, improved children’s
early literacy skills. Hargrave and Sénéchal (2000) conducted a study
with 4-5-year-old children who lagged behind their peers in terms of
expressive language skills and found that the early literacy skills of
children who participated in IBR practices were more developed than
the early literacy skills of children who participated in routine book
reading activities. Yalavac¢ (2020) studied whether interactive book
reading activities were effective on children’s early literacy skills. The
study revealed that the early literacy skills of the children in the
experimental group who participated in interactive book reading
practices were better than the early literacy skills of the children in the
control group who did not receive any intervention. Similarly, Cabell et
al. (2019) conducted a study with teachers and children in various parts
of the United States and found that interactive book-reading activities
improved children's early literacy sKkills.

The findings of the study revealed that IBR activities had a positive
effect on the participating caregivers' attitudes towards children’s
literature. It was found that the posttest and retention test scores of the
caregivers on the Attitudes Towards Children’s Literature Scale were
significantly higher than the pretest scores. The quality of children’s
reading experiences with their caregivers is crucial (McGinty & Justice,
2009). The experiences provided to children from the first years of life
enable them to develop a positive attitude towards reading and writing.
Various studies have shown that experiences and environments
effectively support children’s early literacy skills (Cassel, 2011; Senechal
& Le Fevre, 2014; Yeo et al,, 2014; Yeung & King, 2016). As the environment
and experiences impact children's early literacy skills, the
responsibilities of adults increase in children’s acquisition of these sKills.
The attitudes, behaviors, and practices of caregivers towards books and
literacy affect children’s early literacy skills (Altinkaynak, 2019). A study
showed that even regular reading of books to children at home by
caregivers was effective in children’s acquisition of some early literacy
skills (Isitan et al., 2020). Activities such as IBR, which enable adults and
children to act interactively, are even more effective in helping children
acquire these skills. Using the right strategies by adults during IBR
helps children become ready for reading and writing (Er, 2016). Here, it
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is possible to say that teaching the IBR approach to the caregivers of
children and enabling them to use IBR will increase the effectiveness of
book reading (Huebner & Meltzoff, 2005). Moreover, IBR is thought also
to change adults' attitudes towards books and children's literature.
Thanks to IBR, caregivers can learn the functions of children's books,
see that children can learn more, and contribute to children’s
development by having fun. Supporting what has been said, studies in
the literature have revealed that IBR practices affect child caregivers'
attitudes towards children's literature, their perspectives towards
books, and their IBR skKills. Yildiz Bicakgl et al. (2017) found that mothers
reading books to their children using the IBR approach increased their
IBR-related skills. A study conducted by Yumus (2018) revealed that
there were statistically significant differences in favor of the
experimental group in the opinions of the experimental group parents
who actively participated in the IBR process and the control group
parents who did not take part in IBR activities regarding early literacy
skills and early literacy practices during shared book reading.
Accordingly, it is thought that IBR affects the beliefs of caregivers
towards reading and children’s literature by changing their reading
habits. Indeed, Weigel et al. (2006) found a positive relationship
between parents’ literacy habits and reading beliefs, between parents’
reading beliefs and parent-child literacy and language activities at
home, and between parent-child literacy and language activities and
children’s reading interest and print awareness.

The study revealed that interactive book reading activities led to a
statistically significant difference in the children's phonological
awareness skills, print awareness, story comprehension skills, visual
matching skills, pre-writing skills, and total early literacy skills. The
interactive book reading activities were found to improve these skills of
children. It was also revealed that interactive book-reading activities
had a positive effect on caregivers' attitudes toward children’s
literature. The results of the study indicate that the IBR approach has
positive effects on the early literacy skills of children staying in child
sheltering home sites and on the attitudes of caregivers toward
children’s literature. It is possible to say that the programs prepared for
children in institutional care are effective in children’s development.
Considering that caregivers are effective in children’s development,
child development specialists and caregivers working in institutions
must receive training on the IBR approach and conduct IBR
applications with children. At this point, it is recommended that child
development specialists and caregivers working in institutions should
be trained on the IBR approach by experts in the field under the
leadership of universities. The present study has some limitations. The
study was conducted with 48-72-month-old children staying in Sivas
Sevgi Child Sheltering Home Sites and their caregivers. Similar studies
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can be conducted with children of different age groups staying in
institutions in different provinces and child development specialists of
the institutions, and comparisons can be made. In this study, IBR
activities were conducted by the researchers. Similar studies can be
conducted under the leadership of child development specialists and
caregivers in institutions by providing training on IBR beforehand. In
addition, the early literacy skills of children in institutional care and
children staying with their families can be examined comparatively,
and the current situation of children can be revealed.
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