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ABSTRACT

This study aimed to investigate the impact of preschool teachers' extratextual talk profiles during interactive
book reading on children's language development. A comparative correlational survey method was employed
to collect data from six preschool teachers and 54 children in their classrooms. The Systematic Assessment of
Book Reading (SABR) and the Test of Language Development-Third Edition (TELD-3) were utilized as data
collection tools. Video recordings of teacher-child interactions during the reading of ten different picture
storybooks were transcribed and analyzed using the SABR framework, focusing on content and expression forms.
Children's receptive, expressive, and overall verbal language scores were assessed using the TELD-3 before and
after the interactive book reading sessions. The results of the analyses revealed two distinct teacher profiles:
‘Low Demanding’ and ‘High Demanding’. Teachers characterized by a high extratextual talk profile had a
significant positive effect on children’s pre- and post-test receptive (d=0.68), expressive (d=0.65) and overall
verbal language (d=0.69) scores at a medium effect size level (p<.05). Conversely, teachers with low extratextual
talk profiles did not have a significant effect on children's pre- and post-test receptive and verbal language scores
at the p<.05 level but demonstrated a moderate effect on expressive language scores (d=0.64).

Keywords: Extratextual talk profiles, interactive book reading, language development, early childhood
education, preschool teachers
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0oz

Bu calismada, okul 6ncesi sinifinda etkilesimli kitap okuma sirasinda 6gretmen konusma profilleri incelenerek,
cocuklarin dil gelisimleri tzerindeki etkisi incelenmistir. Karsilastirmali iliskisel tarama yontemine gore
olusturulan bu arastirmada, alti okul 6ncesi 6gretmeninden ve bu 6gretmenlerinin sinifinda bulunan toplamda
54 ¢ocuktan veriler toplanmistir. Veriler Systematical Assessment of Book Reading (SABR) ve Test of Language
Development—Third Edition (TELD-3) kullanilarak toplanmistir. On farkli hikaye metninin okunmasi sirasinda
6gretmen-gocuk etkilesimlerinin video kayitlari, icerik ve ifadelerin bigimi agisindan kopyalanarak SABR’a gore
analiz edilmistir. Ayrica 10 hikaye metni okunmadan 6nce ve sonra TELD-3 kullanilarak gocuklarin alici, ifade edici
ve sozel puanlari 6lglilmustir. Analiz sonuglari, kitap okuma sirasinda “Dusuk talepli” ve “ Yiiksek Talepli” olmak
Uzere iki farkli 6gretmen profilini ortaya ¢ikarmistir. Metin disi yiiksek konusma profillerine sahip 6gretmenlerin
sinifinda bulunan gocuklarin 6n ve son test alici(d=0.68), ifade edici (d=0.65) ve sozel dil (d=0.69) puanlari
arasinda orta diizeyde p<.05 diizeyinde anlamli etkiye sahip oldugu ortaya gikmistir. Distk konusma profillerine
sahip 6gretmenlerin ise, p<.05 dlzeyinde ¢ocuklarin 6n ve son test alici ve sézel dil puanlari arasinda anlamli
etkiye sahip olmadigi ancak ifade edici dil (d=0.64) puani Uzerinde orta derecede anlamli etkiye sahip oldugu
bulunmustur.

Anahtar Kelimeler: Metin disi konusma profilleri, etkilesimli kitap okuma, dil gelisimi, erken ¢ocukluk egitimi,
okul 6ncesi 6gretmenleri
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Introduction

Interactive book reading in preschool education
environments plays an effective role in supporting
children's language and literacy skills (Cabell et al., 2019;
Ece Demir-Lira et al., 2019; Justice et al., 2009; Mol et al.,
2009; Noble et al.,, 2019). However, the quality of
interaction between an adult and a child is particularly
crucial to maximize these benefits. Processes influencing
the quality of interactive book reading experiences are
identified in three main categories: the adult's ability to
facilitate children's skills and development (e.g., language
and literacy); the socio-emotional relationship between
the adult and child; and the adult's capacity to engage the
child while reading (Sutton et al., 2007). The utilization of
extratextual expressions by adults while facilitating
children's skills and development has been noted to
optimally enhance children's language and early literacy
skills (Kaderavek et al., 2014; Mol et al., 2009).
Extratextual talk is defined as discourses that go beyond
reading the story text (Kaderavek et al., 2014). The use of
extratextual talk is designed to encourage dialogue
between adults and children with the aim of promoting
increased child speech and diminishing the adult's
speaking role (Flynn, 2011). In this context, adults assess
and expand upon children's responses to prompts while
offering praise (Zevenbergen et al., 2003).

During interactive book reading, teachers employ
extratextual talk to repeat, rephrase, or expand upon
children's utterances. The strategy of repeating and
elaborating on children's responses serves to elicit more
complex language use and model accurate versions of
children's responses (Che et al., 2018). Furthermore,
teachers guide children by using open-ended questions,
allowing them to expand their expressions by adding
another semantic or syntactic component (Hindman et al.,
2019; Milburn et al., 2014). Zucker et al. (2010) found a
sequential relationship between the teacher's inferential
questioning and children's inferential responses.
Whitehurst and Lonigan (1998) highlighted the positive
impact of utilizing labeling questions during interactive
book reading, where children are prompted to imitate.
This approach was found to be advantageous for
enhancing children's expressive language skills. In another
study, it was observed that introducing low-demand
guestions when a new word was initially presented in
interactive book reading, followed by subsequent high-
demand questions, led to children exhibiting a more
profound comprehension of word meanings (Blewitt et
al., 2009).

Teachers emphasizing new words by providing
explanations or synonyms, associating words with story
events or children's experiences, and focusing on rare
words crucial for understanding the story (Milburn et al.,
2014) are more memorable than passive exposure (Read
et al., 2019). Additionally, providing explanations of word
meanings during interactive book reading is an effective
method for enhancing children's understanding of the
story (Beck & McKeown, 2007; Johnson & Yeates, 2006;
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Penno et al., 2002). Research suggests that this method
can be an effective way to increase vocabulary acquisition
(Penno et al., 2002). Another extratextual talk used during
interactive book reading activities is teachers making
comments to enhance children's understanding of the
text. Such comments involve efforts to enhance
comprehension (e.g., reenacting events), elaborating on
newly encountered words in the text, or engaging in
cognitively challenging, abstract discussions about the
story's meaning. Discussing the emotions or inner world
of the protagonist or specific characters can support
comprehension (Gygax & Gillioz, 2015).

Studies investigating teacher-child interactions during
interactive book reading have focused on (a)
communicative acts, (b) focus of the interaction, and (c)
the cognitive demand of these interactions in extratextual
talk (Deshmukh et al.,, 2019; Hindman et al.,, 2019;
Mascarefio et al.,, 2016; Tompkins et al., 2017).
Communicative acts, which define the function of
utterances in extratextual talk, include initiation,
response, follow-up, and commentary. The focus of the
interaction pertains to the discussion of concrete content,
including words that are explicitly described and
explained during interactions. Cognitive demand refers to
the level of abstraction in extratextual talk and involves
cognitively more challenging discussions.

The literature suggests that various types of teacher-
child interactions occur during interactive book reading
(e.g., Mascarefio et al., 2016; Wasik et al., 2016), and more
cognitively demanding extratextual talk has been found to
positively influence children's language development
(Zucker et al., 2013). In another study, Zucker et al. (2021)
categorized teachers' linguistic interactions into three
profiles: (1) "moderate comprehenders" (low cognitively
demanding talk), (2) "discuss & reflect comprehenders"
(both low and high cognitive demand talk occurring after
reading), and (3) "preview & discuss comprehenders"
(high cognitive demand talk during reading). The study
concluded that children's responses varied according to
these profiles; however, no direct relationship between
these profiles and children's literacy outcomes was
identified. Given that this study was conducted with 98
teachers who read the same book only once, the authors
emphasized the need for further in-depth research to
better understand these profiles and their potential
implications.

Moreover, scholarly investigations have examined the
emphasis and degree of abstraction present in adult-child
interactions throughout the process of interactive book
reading and their ramifications on linguistic development
(Duong et al., 2021; Tompkins et al., 2017; Uscianowski et
al.,, 2020; Vanparys et al., 2024). Empirical evidence
indicates that adults who foster dialogues through the use
of open-ended inquiries, attentively engaging with
children's replies, and offering elaborative commentary
significantly bolster children's linguistic growth (Barnes et
al.,, 2017; Daubert et al., 2020; Tompkins et al., 2017).
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Furthermore, an increased frequency of child responses
has been correlated with enhanced vocabulary acquisition
(Hindman et al., 2019). In addition, the volume and
specificity of lexical items utilized during communicative
exchanges have been demonstrated to play a pivotal role
in children's linguistic development, particularly in
relation to the expansion of their vocabulary (Vanparys et
al., 2024; Wasik et al., 2016).

Additionally, studies have examined the focus and
level of abstraction in adult-child interactions during
interactive book reading and their effects on children's
language development (Duong et al., 2021; Tompkins et
al., 2017; Uscianowski et al., 2020; Vanparys et al., 2024).
Research has shown that adults initiating conversations
with open-ended questions, carefully following children's
responses, and providing explanations positively impact
language development (Barnes et al., 2017; Daubert et al.,
2020; Tompkins et al., 2017). Furthermore, it has been
demonstrated that an increased number of child
responses supports vocabulary acquisition (Hindman et
al., 2019) and that the presentation of concrete words and
the number of words used during communication
contribute to vocabulary expansion (Vanparys et al., 2024;
Wasik et al., 2016). These findings suggest that the quality
and quantity of teacher interactions during interactive
book reading play a crucial role in children's language
development. Therefore, this study was designed to
observe a smaller number of teachers across a greater
number of reading sessions. Additionally, the SABR
(Systematic Assessment of Book Reading) scale was
chosen as an observational tool to systematically assess
teachers' verbal interactions, particularly in terms of
language development, elaboration, and abstraction.

Moreover, recent studies have demonstrated that
both teachers and the characteristics of picture
storybooks play a crucial role in shaping interactions
during book reading (Muhinyi et al., 2020; Uscianowski et
al.,, 2020; Vanparys et al., 2024). Muhinyi et al. (2020)
found that complex stories facilitate more abstract
discussions among mothers compared to simpler stories.
However, the authors caution that highly demanding
stories may be less accessible for young children and
those with language delays, potentially limiting their
benefits for all children. Similarly, Uscianowski et al.
(2020) found that pages containing only one or two words
elicited more abstract questions than pages with 30—-37
words. Therefore, in this study, books with minimal text
per page (e.g., "Asif" and "It's hard being a baby octopus")
were selected to encourage teachers to engage in more
abstract questioning.

Recent studies have also demonstrated that both
teachers and the characteristics of picture storybooks play
a crucial role in shaping interactions during interactive
book reading (Muhinyi et al., 2020; Uscianowski et al.,
2020; Vanparys et al., 2024). Muhinyi et al. (2020) found
that "complex" stories facilitated more abstract
discussions among mothers compared to simpler stories.
Nevertheless, the authors issued a cautionary note
regarding the potential inaccessibility of the abstract

discussions arising from complex narratives for young
children as well as those experiencing language delays,
which may restrict the benefits of such discussions for the
entire child demographic. In a parallel inquiry,
Uscianowski et al. (2020) identified that pages comprising
only one or two words provoked a greater number of
abstract inquiries than pages featuring a higher word
count (30-37 words). In light of these insights, our
investigation has opted for picture books that exhibit
minimal textual content on each page (e.g., "As if" and
"It's hard being a baby octopus") to foster an environment
in which educators are encouraged to engage in more
abstract questioning.

Considering the findings and recommendations of
studies examining extratextual talk during interactive
book reading, investigating the impact of teachers’
extratextual talk on children's language development is
expected to contribute significantly to the field.
Therefore, this study aims to examine how preschool
teachers' extratextual talk profiles during interactive book
reading influence the language development of children
in their classrooms. The study was conducted through ten
distinct book reading sessions, picture storybooks with
minimal text to facilitate more interactive and abstract
discussions.

Method

In this part of the study, research model, research
ethics, participants, data collection tools, data collection
process and data analysis sections are provided.

Research model

This research was designed to investigate the impact of
preschool teachers' extratextual talk profiles on children's
language development; therefore, the research
methodology was constructed using the comparative
correlational survey model, which involves creating groups
based on the independent variable being tested and then
examining whether there is differentiation among these
groups based on the dependent variable (Karasar, 2024).
Within the framework of this model, the levels of teachers'
extratextual talk profiles were initially determined,
followed by an examination of the impact of these profiles
on children's language development.

Research Ethics

Prior to data collection, ethical approval for this study
was obtained from the Yozgat Bozok University Ethics
Committee (Approval Date: 21.02.2024, No: 11/44). The
study involved collecting data from teacher-child pairs in
kindergartens located in a large provincial center in Tirkiye.
Data collection included video recordings of teachers'
extratextual talk during interactive book reading sessions.
Before commencing the study, all participants, including
both teachers and children, were informed about the
research objectives and procedures. Those who agreed to
participate provided written informed consent. It was also
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emphasized that participants could withdraw from the
study at any time without providing a reason.

The study adhered to the ethical principles outlined in
the 1964 Helsinki Declaration. All information collected
during the research was anonymized and securely stored
on an encrypted university-owned computer system to
ensure confidentiality and data protection.

Participants

This study included six preschool teachers (n=6) who
voluntarily participated in the study from randomly
selected kindergartens in the central districts of Konya
(Karatay, Meram, and Selguklu) and preschool children
(n=54) in their classrooms during the spring semester of the
2023-2024 academic year. In classrooms led by teachers
with a high extratextual talk profile, 63% of the children are
girls (n=17), and 37% are boys (n=10). In classrooms led by
teachers with a low extratextual talk profile, 48.1% are girls
(n=13), and 51.9% are boys (n=14).

Data Collection Tools

Data were gathered through the Systematical
Assessment of Book Reading (SABR) and the Test of
Language Development-Third Edition (TELD-3).

Systematical Assessment of Book Reading (SABR):
This assessment tool was developed by Justice, Zucker, and
Sofka (2010). It is employed to evaluate interactive group
reading activities with picture storybooks conducted by
teachers and children in a large group setting. SABR
comprises five categories: Language Development,
Abstract Thinking, Writing/Phonological Skills, Detailing,
and Session Atmosphere. Within the Language
Development dimension, there are 5 types of behaviors to
be monitored, 4 in Abstract Thinking, 5 in Detailing, 4 in
Writing/Phonological Skills, and 3 in Session Atmosphere,
totaling 21 behaviors. Activities that involve teachers
describing events and discussing them with children are
considered supportive of children's language development
skills according to SABR. Additionally, teachers are expected
to draw attention to specific words during the reading of
the picture storybook, indicate their usage, and ensure that
children notice them. To accomplish this, teachers are
anticipated to make use of the images and texts in the
picture storybook.

SABR aims to assist preschool teachers in supporting
children's abstract thinking skills by facilitating comparisons
between children's daily lives and events encountered in
the picture storybook. Teachers are expected to provide
guidance for children to transfer and compare events from
the picture storybook to their daily experiences. The
assessment of detailing skills using SABR takes into account
various steps. Through detailing, teachers should
emphasize similarities and differences between events in
the picture storybook and those encountered in children's
daily lives.

The assessment of Writing/Phonological Skills using
SABR includes expressions such as how teachers hold the
picture storybook, indicate the writing direction, discuss
illustrators and authors, and draw attention to punctuation
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marks using gestures and facial expressions. In addition to
these expressions, it encompasses demonstrating the front
and back covers of the book, pointing out where the
reading will start, and reading or mimicking reading by
following along with a finger.

SABR aims to create a classroom environment
conducive to reading and maintain this atmosphere
throughout the reading activity. Teachers are expected to
respond warmly and promptly to questions posed by
children, display courteous and respectful behavior,
express concern for children through gestures and facial
expressions, and provide positive reinforcement and
encouragement to motivate the children.

The coding of SABR occurs at 15-second intervals due to
coders viewing and pausing video-recorded book-reading
sessions. A 15-second interval coding scheme is employed
to document the frequency of specific extratextual teacher
expressions for the five code categories (Language
Development, Abstract Thinking, Detailing,
Writing/Phonological Skills, and Session Climate) (Justice et
al., 2010; Pentimonti et al., 2012).

Reliability figures for all sub-dimensions of SABR were
determined as follows: Language Development (.83),
Abstract Thinking (.64), Detailing (.73),
Writing/Phonological Skills (.50), and Session Climate (.72).
The adaptation of the scale to Turkish was conducted by
Tepetas Cengiz (2015). In the adaptation process, expert
opinions were gathered initially. Subsequently, to ensure
internal reliability, a different observer conducted scale
applications in three schools simultaneously and in the
same environment as the researcher. Statistical
calculations measuring inter-observer reliability were
performed for the data collected from these schools.
According to the Kappa coefficient values, "very good
agreement" was achieved between the observers. The
Cronbach alpha value for the scale was determined as 0.766
(Tepetas Cengiz, 2015).

Test of Early Language Development—Third
Edition (TELD-3): The TELD-3 was developed by Hresko,
Reid, and Hammill in 1999 to assess the language
development of children aged two to seven years and
eleven months. The Turkish adaptation of TELD-3 was
carried out by Topbas and Gliven in 2009. TELD-3 examines
the components of language, including meaning, form, and
syntax (Guven & Topbas, 2014). The test consists of two
parallel forms, A and B, which perform measurements of
"receptive language" and "expressive language" through
two subtests in each form. Additionally, the "verbal
language performance" score is determined by the
composite scores of these subtests. In this research, the B
form of TELD-3 was utilized. The internal consistency
coefficients of A and B forms were found to be between .86
and .98 during the adaptation study of TELD-3, while the
internal consistency coefficient for the B form used in this
study was determined to be .91.

Data Collection Process
In alignment with the objectives of this study, ten
picture storybooks appropriate for the interactive book
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reading technique were selected. Preschool teachers
received in-service training on the interactive book reading
process. Preschool teachers were instructed to read these
books using the interactive book reading technique once a
week. Each teacher read ten different books interactively,
one book per week. Video recordings were made while
teachers read the books. During the interactive book
reading process, teachers used the CROWD technique. The
researchers reviewed the SABR codes, which included
detailed explanations, information on scoring procedures,
and the SABR guide related to reliability training.
Additionally, they watched video training modules and
relevant PowerPoint presentations containing specific
video examples of teachers' codable behaviors.
Subsequently, two researchers completed the coding
process using the codes. Furthermore, the TELD-3 was
individually administered to children by the researchers to
determine their language development levels before and
after the completion of book reading activities. The test
duration for each child ranged from 15 to 18 minutes.

Data Analysis

The researchers individually examined video recordings
of the six teachers in the study group during book reading,
and the teachers' book reading behaviors were analyzed
according to the SABR coding list. Cohen's Kappa coefficient
formula was employed to determine interobserver coding
reliability. In this context, the Kappa score obtained by
observers for the five code categories in the SABR coding
list was found to be .89. According to Landis and Koch
(1977), this indicates that interobserver agreement is
excellent. After reaching a consensus on discrepancies, all
data from the code list were entered into the SPSS 26 (IBM
Corp., 2019) analysis program.

Researchers have categorized the educational content
of interactive book reading activities into two main areas:
(1) meaning-related talk supporting text comprehension
and (2) literacy-related talk supporting the understanding
of books and print conventions. Meaning-related talk is
further divided into low cognitive demand and high
cognitive demand topics. Low-demand talk involves
verbatim recall of text events, character or picture
descriptions, and comparisons of perceptual attributes
(e.g., big/small, red/pink). High-demand talk includes
inferences about a character's feelings, desires,
perspectives, or cognition; causal reasoning; or
elaborations on word meanings involving non-perceptual
attributes (e.g., Hindman et al., 2012; Zucker et al., 2010).
Given this study examines the impact of interactive book
reading on children's language development, teacher talk
was categorized as high-demand and low-demand. Thus,
the language development, abstract thinking, and
elaboration sub-dimensions of the SABR scale were
assessed in this study. The total amount of extratextual talk
and the amounts of high-demand and low-demand talk by
teachers during interactive book reading were determined.
Teachers with a total extratextual talk amount of 200 and
above, a speech amount of 100 and above in the language
development sub-dimension, and a speech amount of 50

and above in the abstract thinking and elaboration sub-
dimensions were identified as high-demand teachers. The
speech amounts of teachers are presented in Table 1.

The TELD-3 data obtained for assessing children's
language development were collected from the classrooms
of the six teachers who agreed to participate in the
research, both before and after the book reading activity.
The collected data were transferred to the SPSS 26 analysis
program (IBM Corp., 2019). To equalize the number of
children in each class, pre-test scores of children in each
class were examined, and children whose pre-test scores
were close in terms of language development (nine children
from each teacher's class) were included in the research.
Before proceeding to the analysis stage, homogeneity and
normality tests were conducted to examine the distribution
of the data. In cases where the data were not normally
distributed, the Kruskal-Wallis test was employed, and in
cases where the data were normally distributed, the Paired
Samples t-test was conducted. The significance level was
set at .05. Additionally, the effect size was calculated and
interpreted.

Results

This section presents the analysis results related to the
impact of preschool teachers' extratextual talk profiles on
children's language development. The results concerning
teachers' extratextual talk profiles and children's
receptive, expressive, and verbal language pre-test scores
are presented in Table 2.

Table 2 demonstrates that considering the pre-test
scores of children in terms of receptive, expressive, and
verbal language in relation to preschool teachers'
extratextual talk profiles (high-demand, low-demand),
there is no significant differentiation in the pre-test scores
of children in terms of receptive language (x2 (df=5, n=54)
= 6.836, p>.05), expressive language (x2 (df=5, n=54) =
10.908, p>.05), and verbal language (x2 (df=5, n=54) =
8.434, p>.05).

A t-test was conducted to determine whether there is

a significant difference in the pre-test and post-test scores
of children in terms of receptive, expressive, and verbal
language based on the extratextual talk profiles of high-
demand teachers. The test results are presented in Table
3.
Paired Samples t-test results indicate significant
differences in the pre-test and post-test scores of children
in terms of receptive [t(27)=-2.620, p<0.05, d=0.68],
expressive [t(27)=-2.464, p<0.05, d=0.65], and verbal
language [t(27)=-2.738, p<0.05, d=0.69] based on the
extratextual talk profiles of high-demand teachers.
Furthermore, the calculated effect size values for
receptive (d=0.68), expressive (d=0.65), and verbal
language (d=0.69) indicate a moderate effect size,
suggesting a moderate difference between pre-test and
post-test scores. Upon examining the mean scores, it can
be observed that the post-test mean scores for children in
terms of receptive, expressive, and verbal language are
higher compared to the pre-test mean scores.
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A t-test was conducted to determine whether there is
a significant difference in the pre-test and post-test scores
of children in terms of receptive, expressive, and verbal
language based on the extratextual talk profiles of low-
demand teachers. The test results are presented in Table
4.

The results of the Paired Samples T-Test presented in
Table 4 indicate that there are no significant differences in
the pre-test and post-test scores of children in terms of
receptive [t(27) = -1.264, p > 0.05, d = 0.29] and verbal
language [t(27) =-1.776, p > 0.05, d = 0.37] based on the
extratextual talk profiles of low-demand teachers.
However, a significant difference is observed in expressive
language [t(27) = -2.922, p < 0.05, d = 0.64], and the
calculated effect size value (d = 0.65) indicates a moderate
effect size for the significant difference in expressive

language scores. Upon examining the mean scores, it is
observed that the post-test mean scores for children in
terms of receptive, expressive, and verbal language are
higher compared to the pre-test mean scores.

The results of the Paired Samples T-Test presented in
Table 4 indicate that there are no significant differences in
the pre-test and post-test scores of children in terms of
receptive [t(27) = -1.264, p > 0.05, d = 0.29] and verbal
language [t(27) = -1.776, p > 0.05, d = 0.37] based on the
extratextual talk profiles of low-demand teachers.
However, a significant difference is observed in expressive
language [t(27) = -2.922, p < 0.05, d = 0.64], and the
calculated effect size value (d = 0.65) indicates a moderate
effect size for the significant difference in expressive
language scores.

Tablel. Teachers' extratextual talk profile levels and scores from SABR

Profile Levels Teachers Language development  Abstract thinking Elaboration  Total
High demand Teacher 1 147 50 55 252
High demand Teacher 2 106 51 53 210
High demand Teacher 3 116 91 53 260
Low demand Teacher 4 68 32 13 113
Low demand Teacher 5 56 37 14 107
Low demand Teacher 6 62 32 10 104
Table 2. Analysis of high and low-demand pre-test language scores (Kruskal Wallis Test)
Profile Levels Teachers Mean rank Chi- square p
Receptive language High demand Teacher 1 28.61 6.836 .233
Teacher 2 29.94
Teacher 3 37.94
Low demand Teacher 4 24.67
Teacher 5 22.33
Teacher 6 21.50
Expressive language High demand Teacher 1 34.94 10.908 .053
Teacher 2 25.33
Teacher 3 34.89
Low demand Teacher 4 17.11
Teacher 5 20.33
Teacher 6 25.33
Verbal language High demand Teacher 1 32.78 8.434 134
Teacher 2 30.39
Teacher 3 36.94
Low demand Teacher 4 22.83
Teacher 5 20.72
Teacher 6 21.33
Table 3. Analysis of high-demand pre-test to post-test language scores (Paired Samples T Test)
Tests X SD t p Cohen’s d
Receptive language Pre-test 111.4815 10.489 -2.620 .014* 0.68
Post-test 117.6296 7.233
Expressive language Pre-test 111.2593 9.594 -2.464 .021* 0.65
Post-test 116.5185 6.085
Verbal language Pre-test 114.4074 10.016 -2.738 .011* 0.69
Post-test 120.4074 7.028

*p<.05
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Table 4. Analysis of low-demand pre-test to post-test language scores (Paired Samples T Test)

Tests X SD t p Cohen’s d
Receptive language Pre-test 103.7407 12.669 -1.264 .218 0.29
Post-test 107.0741 9.302
Expressive language Pre-test 103.5926 6.523 -2.922 .007* 0.64
Post-test 108.8889 9.552
Verbal language Pre-test 105.3333 9.223 -1.776 .087 0.37
Post-test 108.8889 9.552
*p<.05
Table 5. Analysis of high and low-demand post-test language scores (Kruskal Wallis Test)
Profile Levels Teachers Mean rank Chi- square p Post-hoc
Receptive language  High demand Teacher 11 33.06 20.720 .001* 1>5, 1>6
Teacher 22 31.00 2>5,2>6
Teacher 33 43.94 3>4,3>5,3>6
Low demand Teacher 44 23.44
Teacher 55 14.83
Teacher 66 18.72
Expressive language High demand Teacher 11 36.56 17.337 .004* 1>4,1>5,1>6
Teacher 22 31.28 2>5
Teacher 33 39.94 3>4,3>5,3>6
Low demand Teacher 44 18.83
Teacher 55 16.89
Teacher 66 21.50
Verbal language High demand Teacher 11 36.06 25.434 .000* 1>4,1>5,1>6
Teacher22 31.33 2>5,2>6
Teacher33 44.44 3>4,3>5,3>6
Low demand Teacher 44 20.89
Teacher 55 13.06
Teacher 66 19.22

1=Teacher 1, 2=Teacher 2, 3= Teacher 3, 4=Teacher 4, 5= Teacher, 6= Teacher 6,

*p<.05

Upon examining the mean scores, it is observed that
the post-test mean scores for children in terms of
receptive, expressive, and verbal language are higher
compared to the pre-test mean scores.

The results of teachers' extratextual talk profiles in
relation to the post-test scores of children in terms of
receptive, expressive, and verbal language are provided in
Table 5.

The findings presented in Table 5 reveal significant
distinctions when scrutinizing the post-test scores of
children in terms of receptive, expressive, and verbal
language, based on the extratextual talk profiles of
preschool teachers (high demand, low demand). Notably,
substantial differences are evident in receptive language
(x2 (df=5, n=54) = 20.720, p < 0.05), expressive language
(x2 (df=5, n=54) = 17.337, p < 0.05), and verbal language
(x2 (df=5, n=54) = 25.434, p < 0.05). These variations are
in favor of teachers exhibiting high demand in their
extratextual talk profiles.

Conclusion and Discussion

This study investigated the impact of preschool
teachers' extratextual talk profiles during interactive book
reading on children's language development. The results
indicate that teachers exhibit both high and low
extratextual talk profiles, with children in classrooms led

by teachers with high extratextual talk profiles showing
improvements in both receptive, expressive, and verbal
language scores. However, in classrooms led by teachers
with low extratextual talk profiles, only expressive
language scores demonstrated an increase in preschool-
aged children. Additionally, it was observed that children
in classrooms led by teachers with high extratextual talk
profiles scored higher in receptive, expressive, and verbal
language compared to children in classrooms led by
teachers with low extratextual talk profiles.

Research indicates that a critical aspect of maximizing
the benefits of interactive book reading goes beyond the
reading of the text itself and involves extratextual talk
(Mol et al, 2009). Experimental studies have
demonstrated that the quality of adults' extratextual talk
during interactive book reading can influence young
children's language and literacy learning (Cabell et al.,
2019; Coyne et al., 2009; Gonzalez et al., 2011; Justice et
al., 2005; Mol et al., 2009; Penno et al., 2002; Wasik et al.,
2006; Wasik et al., 2016). Furthermore, research indicates
that engaging in cognitively challenging extratextual talk
such as making inferences, predicting, and providing
explanations, enhances vocabulary development and
comprehension skills by encouraging children to use
higher-order thinking processes (Muhinyi & Hesketh,
2017; Hindman et al., 2008; Read et al., 2023).
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Gonzalez and colleagues (2014) found that particularly
high-demand or cognitively challenging speech during
interactive book reading enhances the deep structuring of
learned words and vocabulary development, especially in
terms of receptive and expressive language development.
This finding aligns with research suggesting that abstract
and decontextualized talk contributes more effectively to
children’s language skills than basic labeling and
description (Muhinyi et al., 2020; Tompkins et al., 2017).
Furthermore, Zucker et al. (2021) identified different
teacher talk profiles in interactive book reading, including
Reflective Discussers, Analytical Engagers, and Guided
Scaffolding Teachers. Teachers who facilitated cognitively
rich discussions and encouraged children to explain and
link ideas were found to contribute to greater language
development over time (Zucker et al., 2021).

Furthermore, studies indicate that the type of teacher
talk used during interactive book reading is directly linked
to children's depth of processing and ability to internalize
new vocabulary (Dickinson & Smith, 1994). For example,
when teachers prompt children to formulate hypotheses
about a story, make predictions, or connect the story’s
content to their own experiences, children are more likely
to establish deeper semantic associations (Gillam et al.,
2012). This indicates that teacher talk acts as a cognitive
scaffold, helping children incorporate new vocabulary into
their mental lexicon more efficiently. Additionally, Op ‘t
Eynde et al. (2024) found that inferential prompts from
teachers strongly influenced children's ability to produce
inferential responses. Their study revealed that when
teachers provided more abstract, elaborative follow-ups,
children were likelier to engage in deeper cognitive
processing and make meaningful connections within the
text.

Both correlational and intervention studies indicate
the effectiveness of interactive book reading on the
language development of preschool-aged children (e.g.,
Dickinson et al., 2019; Gonzalez et al., 2011; Justice et al.,
2009; Lake & Evangelou, 2019; Mol et al., 2009; Okyay &
Kandir, 2017; Simsek & Isikoglu-Erdogan, 2021; Wasik &
Bond, 2001; Zucker et al., 2013; 2021). Van der Wilt and
colleagues (2019) demonstrated that interactive book
reading types using traditional, focused attention, and
concept maps were equally effective on children's verbal
language skills. Similarly, Chien (2020) found that
embedded read-alouds using the question-answer
method and executive function activities were equally
effective in influencing children's verbal language skills.
The results of these studies support our finding that
extratextual talk used during interactive book reading
positively impacts the receptive and expressive language
development of children.

However, while classrooms led by teachers with low
extratextual talk profiles exhibited significant
development in expressive language compared to their
initial levels, it was discovered that children in these
classrooms showed comparatively less improvement than
those in classrooms led by teachers with high extratextual
talk profiles. This difference may stem from the nature of
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extratextual talk used by low-talk-profile teachers, which
often relies on simple factual statements rather than
engaging children in cognitively rich conversations (Zucker
et al, 2021). Moreover, research suggests that a
structured approach to scaffolding children’s responses,
such as encouraging them to analyz and infer meanings
rather than providing simple yes/no answers, further
supports language development (Read et al., 2023). The
findings by Op ‘t Eynde et al. (2024) also support this
argument, indicating that children are more likely to
produce inferential responses when teachers engage in
sustained conversations rather than one-time prompts,
highlighting the role of continuous engagement in
deepening comprehension.

Limitations and Suggestions for Future Research

This study has several limitations. First, the effect sizes
observed were small to moderate, likely due to the limited
sample size, which may have affected the statistical power
of the findings. To enhance generalizability, future
research should replicate these results with a larger and
more diverse sample. Second, although reliable and valid
scales were used to assess children’s receptive,
expressive, and verbal language skills, future studies could
integrate qualitative data collection methods to provide a
more in-depth understanding of language development.
Third, to optimize the impact of interactive book reading
on children’s language skills, professional development
programs could be introduced to help preschool teachers
improve their extratextual talk strategies. Lastly, this
study examined preschool teachers’ extratextual talk
profiles using a cross-sectional approach. Future research
should adopt longitudinal designs to investigate the long-
term effects of extratextual talk on children’s language
acquisition and overall developmental outcomes.

Genisletilmis Ozet

Giris

Okul o6ncesi egitim ortamlarinda etkilesimli kitap
okuma, c¢ocuklarin dil ve okuryazarlik becerilerini
desteklemede etkili bir rol oynamaktadir. Ayrica bir
yetiskin ile c¢ocuk arasindaki etkilesimin kalitesi, bu
faydanin en Ust diizeye gikarilmasi igin 6zellikle dGnemlidir.
Etkilesimli kitap okuma deneyimlerinin kalitesini etkileyen
suregler, yetiskinin ¢ocuklarin becerilerini ve gelisimini
kolaylastirma yetenegi (6rn. dil ve okuryazarlik), yetiskin
ve cocuk arasindaki sosyo-duygusal iliski ve yetiskinin
cocugu okurken mesgul etme kapasitesi (Sutton vd., 2007)
olarak Uc¢ baslikta ele alindigi gorilmektedir. Yetiskin
cocuklarin  becerilerini ve gelisimini kolaylastirma
sirecinde metin digi ifadelerini kullanmasinin ¢ocuklarin
dil ve erken okuryazarlk becerilerini en Ust seviyede
destekledigi tespit edilmistir (Kaderavek vd., 2014; Mil vd.,
2009). Metin disi konusma, yetiskinin hikdye metnini
okumanin Gtesine gecen séylemleri olarak ifade
edilmektedir (Kaderavek vd., 2014).

Etkilesimli kitap okuma, Ogretmenlerin kelimeleri
aciklama veya es anlamlilarini saglama, kelimeleri hikaye
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olaylariyla veya c¢ocuklarin deneyimleriyle iliskilendirme
ve hikayeyi anlamak i¢in 6nemli olan sik kullanilmayan
kelimelere odaklanarak (Milburn vd., 2014) yeni kelimeleri
vurgulamasi agisindan 6nemlidir (Read ve digerleri, 2019).
Etkilesimli kitap okuma etkinlikleri esnasinda kullanilan bir
metin digi konusma, Ogretmenlerin g¢ocuklarin metni
anlamalarini gelistirecek yorumlarda bulunmasidir. Bu tiir
yorumlar, hikdyenin anlasilmasini artirmaya yonelik
cabalar (6rnegin, olaylari canlandirma), metinde
karsilagilan  yeni kelimeleri detaylandirmaylr veya
hikayenin anlami hakkinda bilissel agidan zorlayici, soyut
disinmeyi tesvik eden konusmalari igerir. Kahramanin
veya belirli karakterlerin duygularini veya i¢ diinyasini
tartismak anlamayi destekleyebilir (Gygax & Gillioz, 2015).
Etkilesimli kitap okuma sirasinda 06gretmen-¢ocuk
etkilesimlerini  arastiran  ¢alismalarin, metin  disi
konusmada (a) iletisimsel eylemlere, (b) odak noktasina ve
(c) bu etkilesimin bilissel talebine odaklandigi
gorilmektedir (Deshmukh vd., 2019; Hindman vd., 2019;
Mascarefio vd., 2016; Tompkins vd., 2017). Metin disi
konusmadaki ifadelerin islevini ifade eden iletisimsel
eylemler, baslatma, yanit, takip ve yorumu igerir. Odak
noktasi, etkilesim sirasinda tartisilan somut icerikle ilgili
tanimlanan ve agiklanan somut kelimeleri icerir. Bilissel
talep ise, metin disi konusmalarin soyutlama dizeyiyle
ilgilidir, bilissel olarak daha zorlayici konusmalari igerir.
Alanyazinda, etkilesimli kitap okuma sirasinda cesitli
etkilesimlerin incelendigi (6rnegin, Mascarefio vd., 2016 ;
Wasik vd., 2016) ve daha bilissel olarak zorlayict metin disi
konusmalarin gocuklarin dil gelisimini olumlu etkiledigi
tespit edilmistir (Zucker vd., 2013). Zucker ve digerleri
(2021) yaptig1 diger bir arastirmada ise, 6gretmelerin
dilsel etkilesimlerini "orta diizeyde anlayan" (diisuk bilissel
olarak zorlayici konusma), "tartisan ve disiinen anlayan"
(hikayeden sonra hem dusiik hem de yiksek zorlayici
konusma) ve "On izleme ve tartisan anlayan" (okuma
sirasinda yuksek zorlayici konusma) olarak li¢ profilde
incelemislerdir. Calisma, c¢ocuklarin tepkilerinin bu
profillere gore degistigi sonucuna ulasiimistir; ancak bu
profillerin cocuklarin dil ve okuryazarlik becerileriyle
dogrudan bir iliskisi olmadigini tespit etmistir. Ayni kitabi
yalnizca bir kez okuyan 98 6gretmen ile yiriutilen bu
¢alisma sonuglarinin daha derinlemesine incelemelerle
arastiriimaya ihtiya¢ duyuldugunu vurgulamiglardir.
Ayrica, etkilesimli kitap okuma sirasinda yetiskin-cocuk
etkilesimlerinin odagi ve soyutlama diizeyinin ¢ocuklarin
dil gelisimi Gzerindeki etkilerini inceleyen c¢alismalar
bulunmaktadir (Duong vd., 2021; Tompkins vd., 2017;
Uscianowski vd., 2020; Vanparys vd., 2024). Arastirmalar,
yetiskinlerin agik uglu sorularla konusma baslatmasinin,
cocuklarin yanitlarini  dikkatle takip etmesinin ve
aciklamalar yapmasinin dil gelisimini olumlu yoénde
etkiledigini gostermektedir (Barnes vd., 2017; Daubert
vd., 2020; Tompkins vd., 2017). Ayrica, c¢ocuklarin
verdikleri yanitlarin sayisinin artmasinin, kelime bilgisi
edinimlerini destekledigi (Hindman vd., 2019) ve iletisim
sirasinda sunulan somut kelimeler ile kelime sayisinin,
ozellikle kelime dagarciginin genislemesine katki sagladigi
ortaya konmustur (Vanparys vd., 2024; Wasik vd., 2016).

Bu arastirma sonuglari etkilesimli kitap okuma esnasindaki
o6gretmen etkilesimlerinin nitelik ve niceliginin ¢ocuklarin
gelisimleri Gzerinde etkili oldugunu gostermektedir. Bu
nedenle arastirmamizda daha az 6gretmenin daha ¢ok
okuma seansinin gozlenmesi planlanmigtir.  Ayrica
o0gretmenlerin dil gelisimi, detaylandirma, soyutlama ile
ilgili konusmalarini gézlemlemeye firsat sunan SABR 6lgegi
kullanilmasina karar verilmistir.

Ayrica, giincel galismalar 6gretmenin yani sira resimli
kitabin 6zelliklerinin de etkilesimin sekillenmesinde
onemli bir rol oynadigini ortaya koymaktadir (Muhinyi vd.,
2020; Uscianowski vd., 2020; Vanparys vd., 2024).
Muhinyi vd. (2020), "karmasik" hikayelerin, basit
hikayelere kiyasla annelerin daha soyut konusmalar
yapmasini kolaylastirdigini belirtmistir. Ancak yazarlar,
zorluk seviyesi yiiksek hikayelerin kiicik ¢cocuklar ve dil
gecikmesi yasayan cocuklar icin daha az erisilebilir
olabilecegini ve bu nedenle tiim ¢ocuklara ayni dizeyde
fayda saglamayabilecegini vurgulamaktadir. Uscianowski
vd. (2020) ise yalnizca bir veya iki kelime igeren sayfalarin,
30-37 kelime igeren sayfalara kiyasla daha soyut sorulara
yol actigini tespit etmistir. Bu nedenle, arastirmamizda
ogretmenlerin daha fazla soyut soru yoneltebilmesini
tesvik etmek amaciyla, sayfalarinda daha az metin iceren
kitaplar (6rn. “Mis gibi” ve “Yavru ahtapot olmak ¢ok zor”)
tercih edilmistir.

Etkilesimli  kitap okuma sirasinda metin disi
konusmalariinceleyen arastirmalarin bulgulari ve 6nerileri
dikkate  alindiginda,  6gretmenlerin  metin  digi
konusmalarinin ¢ocuklarin dil gelisimi Gzerindeki etkisini
arastirmanin  alana o6nemli bir katki saglayacagi
dusunulmektedir. Bu dogrultuda, bu arastirmada okul
Oncesi  6gretmenlerinin  etkilesimli  kitap okuma
surecindeki metin disi konugsma profillerinin profillerinin
siniflarindaki gocuklarin dil gelisimi Uzerindeki etkisini
incelemek amaglanmistir. Calisma kapsaminda 10 kitap
(birbirinden farkh) okuma seansi gergeklestirilmis ve az
metin iceren resimli kitaplar tercih edilmistir.

Yéntem

Bu arastirma, okul 6ncesi 6gretmenlerin metin disi
konusma profillerinin gocuklarin dil gelisimi Gzerindeki
etkisi incelemek amaciyla yapildigindan arastirma
yontemlerinden, karsilastirmali iliskisel tarama modeliyle
olusturulmustur. Bu model cergevesinde, 0&ncelikle
ogretmenlerin metin disi konusma profillerinin diizeyleri
belirlenmis, sonrasinda bu profillerin ¢ocuklarin dil
gelisimi Gzerindeki etkisi incelenmistir.

Bu arastirma, 2023-2024 egitim-6gretim yilinin bahar
doneminde Konya'nin merkez ilgelerinde (Karatay,
Meram, Selguklu) bulunan okul 6ncesi egitim kurumlari
arasindan rastgele belirlenen anaokullari arasindan
arastirmaya gonilli olarak katilan alti okul oOncesi
6gretmeninden (n=6) ve bu O6gretmenlerin sinifinda
bulunan okul oOncesi dénem cocuklarindan (n=54)
olusmaktadir.

Kitap Okumanin Sistematik Degerlendirilmesi (KOSD)
Olgegi Justice, Zucker, ve Sofka (2010) tarafindan
gelistirilmis ve Tirkceye Tepetas Cengiz (2015)
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uyarlamistir.  KOSD, oOgretmenlerin g¢ocuklarla birlikte
blylik grup olarak etkilesimli gerceklestirdigi resimli oyki
kitabi okuma etkinliklerini degerlendirmek amaciyla
gelistirilmistir. Ayrica 1999 yilinda iki ila yedi yas 11 ayhk
cocuklarin dil gelisimlerini degerlendirmek amaciyla
Hresko, Reid ve Hammill tarafindan gelistirilen Erken Dil
Gelisim Testi-3’tin (EDGT-3), 2009 yilinda Topbas ve Giiven

tarafindan  Tirkceye uyarlamasi  yapilmistir.  Bu
arastirmada bu iki veri toplama araci kullanilarak,
toplanmistir.

Bu calismanin amaci dogrultusunda, etkilesimli kitap
okuma teknigine uygun 10 kitap tespit edilmistir. Alti okul
Oncesi 6gretmeninin haftada bir defa etkilesimli kitap
okuma teknigi ile bu kitaplari okumalari istenmistir.
Ogretmenler kitaplari okurken video kaydi alinmistir.
Arastirmacilar Kitap Okumanin Sistematik
Degerlendirilmesi (KOSD) kodlarinin ayrintili
aciklamalarini, puanlama prosediirlerine iliskin bilgileri ve
glvenilirlik  egitimine iliskin bilgileri iceren KOSD
kilavuzunu incelemis; ayrica video egitim moddllerini ve
O0gretmenlerin tiim kodlanabilir davraniglar kullanimina
iliskin belirli video 6rneklerini igeren ilgili PowerPoint
sunumlarini izlemislerdir. Daha sonra iki arastirmaci,
kodlari kullanarak kodlama islemini tamamlamistir. Ayrica
cocuklarin dil gelisim duzeylerini belirlemek icin kullanilan
EDGT-3, kitap okuma etkinlikleri baslamadan o6nce ve
tamamlandiktan sonra arastirmacilar tarafindan ¢ocuklara
tek tek uygulamistir. Her ¢ocuk igin test 15 ila 18 dakika
surmastar.

Sonug, Tartisma ve Oneri

Bu calisma, okul Oncesi 6gretmenlerinin etkilesimli
kitap okuma siirecindeki metin disi konusma profillerinin
cocuklarin dil gelisimine etkisini incelemistir. Sonuglar,
O0gretmenlerin hem yiksek hem de dusik metin disi
konusma profilleri sergiledigini gostermektedir. Yiksek
metin disi  konusma profiline sahip ©6gretmenlerin
siniflarindaki ¢ocuklarin alici, ifade ve sozel dil
becerilerinde gelisim gézlemlenmistir. Ancak, diisiik metin
disi konusma profiline sahip 6gretmenlerin siniflarindaki
cocuklarin yalnizca ifade becerilerinde artis gorilmastar.
Ayrica, ylksek metin disi konusma profiline sahip
O0gretmenlerin siniflarindaki ¢ocuklarin, disik profilli
Ogretmenlerin siniflarindaki ¢ocuklara kiyasla alici, ifade
ve sozel dil becerileri agisindan daha yiiksek puanlar aldigi
belirlenmistir.

Arastirmalar, etkilesimli kitap okumanin faydalarini en
Ust dizeye c¢ikarmanin yalnizca metni okumakla sinirli
kalmadigini, ayni zamanda metin disi konusmalari da
icermesi gerektigini gostermektedir (Mol ve ark., 2009).
Deneysel calismalar, etkilesimli kitap okuma sirasinda
yetiskinlerin  sergiledigi metin  disi  konusmalarin
niteliginin, klglk cocuklarin dil ve okuryazarlik 6grenimi
Gzerinde etkili oldugunu ortaya koymustur (Cabell ve ark.,
2019; Coyne ve ark., 2009; Gonzalez ve ark., 2011; Justice
ve ark., 2005; Mol ve ark., 2009; Penno ve ark., 2002;
Wasik ve ark., 2006; Wasik ve ark., 2016). Ayrica, ¢ikarim
yapma, tahminde bulunma ve agiklama yapma gibi bilissel
acidan zorlu metin disi konusmalarin, ¢cocuklarin st diizey
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distinme sureglerini kullanmalarini tesvik ederek kelime
dagarcigi gelisimini ve anlama becerilerini artirdig
belirtilmektedir (Muhinyi & Hesketh, 2017; Hindman ve
ark., 2008; Read ve ark., 2023).

Gonzalez ve ark. (2014) tarafindan vyapilan bir
arastirma, bilissel olarak zorlu ve yogun talep iceren
konusmalarin, 6grenilen kelimelerin  derinlemesine
yapilandiriimasini  destekleyerek kelime dagarciginin
gelisimini artirdigini gdstermektedir. Ozellikle, bu tir
konusmalarin alici ve ifade becerileri tzerinde glicli bir
etkisi oldugu belirlenmistir. Bu bulgu, soyut ve baglam disi
konusmalarin ¢ocuklarin dil becerileri Uzerinde, yalnizca
isimlendirme ve betimleme tekniklerden daha etkili
oldugunu ortaya koyan arastirmalarla da ortiismektedir
(Muhinyi ve ark., 2020; Tompkins ve ark., 2017). Ayrica,
Zucker ve ark. (2021), etkilesimli kitap okuma sirasinda

O6gretmenlerin sergiledigi konusma profillerini
siniflandirarak,  Yansitict  Tartismaci, Degerlendirici
Katiimci ve Rehberlik Eden Ogretmen profillerini

belirlemistir. Ozellikle bilissel agidan zengin tartismalara
katilan ve c¢ocuklari agiklamalar yapmaya, fikirleri
iliskilendirmeye tesvik eden 6gretmenlerin, zaman iginde
cocuklarin dil gelisimine daha fazla katkida bulundugu
tespit edilmistir (Zucker ve ark., 2021).

Ayrica, arastirmalar etkilesimli kitap okuma sirasinda
o6gretmenlerin kullandigi konusma tirlerinin, ¢ocuklarin
bilgiyi nasil isledigi ve yeni kelimeleri igsellestirme
becerisiyle dogrudan baglantili oldugunu goéstermektedir
(Whitehurst ve ark., 1994; Dickinson & Smith, 1994).
Ornegin, 6gretmenler cocuklari bir hikdye hakkinda
hipotezler kurmaya, tahminlerde bulunmaya veya
hikayenin icerigini kendi deneyimleriyle iliskilendirmeye
tesvik ettiginde, c¢ocuklarin daha derin anlamsal
baglantilar kurma olasiligi artmaktadir (Gillam ve ark.,
2012). Bu durum, 6gretmen konusmalarinin bilissel bir
yapi iskelesi gorevi gorerek g¢ocuklarin yeni kelimeleri
zihinsel sozluklerine daha verimli bir sekilde dahil
etmelerine yardimci oldugunu géstermektedir. Ayrica, Op
‘t Eynde ve ark. (2024), 6gretmenlerin yonlendirdigi
cikarimsal sorularin, ¢cocuklarin g¢ikarimsal yanitlar tiretme
becerilerini 6nemli dlctide etkiledigini ortaya koymustur.
Calismalar, 6gretmenlerin daha soyut ve ayrintili takip
sorulari sordugunda, c¢ocuklarin daha derin bilissel
islemler gergeklestirdigini ve metin igindeki anlamh
baglantilari daha gli¢li kurdugunu gostermektedir.

Hem korelasyonel hem de miidahale calismalari,
etkilesimli kitap okumanin okul 6ncesi cocuklarin dil
gelisimi Gzerindeki etkinligini ortaya koymaktadir (6rn.
Dickinson ve ark., 2019; Gonzalez ve ark., 2011; Justice ve
ark., 2009; Lake & Evangelou, 2019; Mol ve ark., 2009;
Okyay & Kandir, 2017; Simsek & Isikoglu-Erdogan, 2021;
Wasik & Bond, 2001; Zucker ve ark., 2013; 2021). Van der
Wilt ve ark. (2019), geleneksel, odaklanmis dikkat ve
kavram haritalari kullanan etkilesimli kitap okuma
turlerinin, cocuklarin sézel dil becerileri lzerinde esit
derecede etkili oldugunu gostermistir. Benzer sekilde,
Chien (2020), soru-cevap yontemi ve vydritici islev
aktiviteleri kullanilarak gerceklestirilen okuma
oturumlarinin, ¢ocuklarin sézel dil becerileri Uzerinde
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benzer etkiler vyarattigini ortaya koymustur. Bu
¢alismalarin sonuglari, etkilesimli kitap okuma sirasinda
kullanilan metin disi konusmanin, ¢cocuklarin alici ve ifade
becerileri lizerinde olumlu bir etkiye sahip oldugunu
desteklemektedir.

Bununla birlikte, disik metin disi konusma profiline
sahip 06gretmenler tarafindan yodnetilen siniflarda,
baslangic seviyelerine kiyasla ifade becerilerinde énemli
bir gelisme gozlemlense de, bu siniflardaki gocuklarin
ilerlemesi, yliksek metin disi konusma profiline sahip
ogretmenlerin siniflarindaki ¢ocuklara kiyasla daha sinirh
kalmistir. Bu fark, dusuk profilli 6gretmenlerin metin digi
konusmalarinin dogasindan kaynaklanabilir; ¢linkii bu
O0gretmenler genellikle gocuklari bilissel agidan zengin
konusmalara dahil etmek yerine basit ifadelerin oldugu
climlelere odaklanmaktadirlar (Zucker ve ark., 2021).
Ayrica, arastirmalar, ¢cocuklarin yanitlarini yapilandiriimis
bir rehberlik yaklasimiyla desteklemenin—ornegin,
onlarin anlamlari analiz etmelerini ve ¢ikarim yapmalarini
tesvik etmenin, basit evet/hayir yanitlari vermelerinden
daha fazla dil gelisimini destekledigini gostermektedir
(Read ve ark., 2023). Op ‘t Eynde ve ark. (2024) tarafindan
yapilan arastirmalar da bu goriisi desteklemektedir;
ogretmenlerin tek seferlik yonlendirmeler yerine sirekli
konusma etkilesimleri gelistirmesi durumunda, ¢ocuklarin
cikarimsal yanitlar Gretme olasiliklarinin arttigini ortaya
koymustur. Bu bulgu, sirekli 6gretmen-0grenci
etkilesiminin, anlama sirecini derinlestirmedeki rollni
vurgulamaktadir.

Bu ¢alismanin bazi sinirliliklari bulunmaktadir. ilk
olarak, elde edilen etki blyukltkleri kiiclik ila orta diizeyde
olup, bu durum muhtemelen sinirli  6rneklem
blylikligiinden  kaynaklanmaktadir ve  bulgularin
istatistiksel gliclinii etkileyebilir. Bu nedenle, gelecekteki
arastirmalarin daha biyidk ve farkh bir o6rneklemle
tekrarlanmasi, bulgularin genellenebilirligini artirabilir.
ikinci olarak, ¢ocuklarin alici, ifade ve sézel dil becerilerini
degerlendirmek icin glivenilir ve gecerli Olcekler
kullanilmis olsa da, gelecekteki ¢alismalarin dil gelisimini
daha derinlemesine anlamak igin nitel veri toplama
araclarini da kullanmasi énerilmektedir. Uglincii olarak,
etkilesimli kitap okumanin c¢ocuklarin dil becerileri
Uzerindeki etkisini en {st diizeye ¢ikarmak amaciyla, okul
Oncesi  Ogretmenlerine  yonelik mesleki  gelisim
programlarinin uygulanmasi onerilmektedir. Son olarak,
bu ¢alisma 6gretmenlerin metin disi konusma profillerini
kesitsel  bir yaklasimla incelemistir.  Gelecekteki
arastirmalar, uzun vadeli tasarimlar kullanarak metin disl
konusmanin cocuklarin dil edinimi ve genel gelisimsel
sonuglari Gizerindeki uzun vadeli etkilerini incelemelidir.
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