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ABSTRACT

This study investigates the impact of interactive reading practices on reading comprehension, vocabulary
development, and reading motivation among children whose first language is not Turkish. Employing a quantitative
research paradigm, the study was designed as a quasi-experimental model incorporating pre-test and post-test
control groups. The sample consisted of 29 third-grade students enrolled in a public primary school under the
authority of the Ministry of National Education in Ankara’s Yenimahalle district during the 2021-2022 academic
year. Of the participants, 27 were of Iragi origin and 3 were Syrian. The intervention spanned ten weeks, with 16
students assigned to the experimental group and 14 to the control group. Data were collected through validated
tools, including the “Reading Comprehension Rubric,” the “Reading Motivation Profile” scale, and “Story Cubes,”
which served to evaluate vocabulary acquisition. Quantitative analyses revealed that students in the experimental
group demonstrated statistically significant improvements in both reading comprehension and reading motivation
when compared to their peers in the control group. Although vocabulary gains were also higher among the
experimental group, the difference did not reach statistical significance, potentially due to the structured and
intensive vocabulary instruction provided to the control group. These findings underscore the efficacy of interactive
reading activities as a pedagogical strategy to enhance the reading skills of learners from linguistically diverse
backgrounds.

Keywords: Mother tongue, Interactive reading, Reading comprehension, Vocabulary development, Reading
motivation
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Bu ¢alisma, anne dili Tiirkge olmayan gocuklarda etkilesimli okuma uygulamalarinin okudugunu anlama, kelime
hazinesi ve okuma motivasyonu uzerindeki etkisini incelemektedir. Arastirmada nicel arastirma yaklasimina dayali,
on test—son test kontrol gruplu yari deneysel desen kullaniimistir. Calisma, 2021-2022 egitim 6gretim yilinda Ankara
ili Yenimahalle ilgesinde Milli Egitim Bakanhgina bagl bir ilkokulun Ggiinct sinifinda 6grenim goéren ve anne dili
Tirkge olmayan 29 6grenci ile yurutilmustir. Katiimcilarin 27’si Irak kokenli, 3G ise Suriye kokenlidir. Miidahale
streci on hafta sirmis, 16 6grenci deney grubuna, 14 6grenci ise kontrol grubuna atanmistir. Veriler, gegerligi
kanitlanmig “Okudugunu Anlama Rubrigi”, “Okuma Motivasyonu Profili” 6lgegi ve kelime 6grenimini degerlendirmek
amaciyla kullanilan “Hikaye Kipleri” aracihgiyla toplanmistir. Nicel analizler, deney grubundaki 6grencilerin kontrol
grubundaki akranlarina kiyasla hem okudugunu anlama hem de okuma motivasyonu agisindan istatistiksel olarak
anlamli gelismeler gosterdigini ortaya koymustur. Deney grubunun kelime kazanimlarinin da daha yuiksek oldugu
gorilse de bu fark, kontrol grubuna yoénelik yapilandiriimis ve yogun kelime 6gretiminden dolayi istatistiksel agidan
anlamli bulunmamistir. Bu bulgular, etkilesimli okuma etkinliklerinin, dilsel olarak farkli gegmislere sahip 6grencilerin
okuma becerilerini gelistirmede etkili bir pedagojik strateji oldugunu vurgulamaktadir.
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1. Introduction

In many countries worldwide, different ethnic groups
and subcultures coexist, which brings about the use of
multiple languages (Cigerci, 2020). Although the official
language in Turkey is Turkish, various languages are
spoken as a result of different ethnic communities living
together (Yilmaz & Sekerci, 2016). Throughout the
historical process, Turkey has been a country where
people from different cultures live together and can speak
their languages freely. Additionally, the languages spoken
by those arriving through migration movements have
further enriched this diversity. With its developing
economy and living conditions, Turkey has shifted from
being a source and transit country to a destination country
for international migration in recent years. Turkey alone
has accepted 52% of the migrants forced to leave their
countries due to the civil wars in Irag and Syria (Kaya,
2017). In contrast, European Union countries host a total
of 14.8% of these migrants (Kaya, 2017). Most of the
migrants in Turkey live with the local population outside
of temporary accommodation camps. According to recent
data, the largest segment of these migrants consists of the
0-18 age group. This situation has led to an increase in the
number of students whose native language is not Turkish
(Susar-Kirmizi, Boztas, Salgut, Cag-Adigiizel, & Kog, 2020).

The language of education in Turkey is the official
language, Turkish. However, the inevitable use of
languages other than the official language has led to
various educational challenges and has necessitated
research on the subject. The majority of existing studies
are descriptive in nature (Tlirkben, 2018; Avc &
Kurudayioglu, 2022; Ates & Oztiirk, 2024) and indicate
that children whose native language is not Turkish
experience difficulties primarily in reading skills during
basic education. The insufficiency of intervention-based
research in this field (Ates & Oztiirk, 2024) shows a need
for more research to improve the reading skills of children
whose native language is not Turkish.

Reading is a process of constructing meaning that
involves using prior knowledge for an appropriate
purpose, requiring interaction between the reader and
the writer, and taking place in a suitable environment
(Akyol, 2011, p. 4). Birsch (2011) defined the reading
process as the ability to derive meaning from what is read.
Reading is defined as an active process in which the
individual produces new meanings by integrating prior
knowledge with the information in the text (Glines, 2014,
p. 128). Reading is a complex process with various
components (Pourhosein Gilakjani & Sabouri, 2016).
Reading skill—in other words, the ability to comprehend
what is read—is seen as the foundation of effective
learning (NRP, 2000). Therefore, reading comprehension
is a crucial skill that must be acquired and developed from
the early years of primary school (Kurniaman, Zufriady,
Mulyani, & Simulyasih, 2018). While affecting all learning
experiences throughout an individual's life (Bradley,
2016), reading comprehension can occur at different
levels among individuals depending on variables such as
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reading fluency, vocabulary, and reading motivation
(Chatterjee, Kar, & Awasthy, 2014).

Richness of vocabulary is considered a necessity for
individuals to become proficient readers (Morgan &
Meier, 2008). As a significant predictor of reading
comprehension (Yildirim, Yildiz, & Ates; 2011), vocabulary
is accepted as a vital component for students at all reading
levels to understand what they read (Foorman, Petcher, &
Herrera, 2018; Oslund, Clemens, D. C. Simmons, &
Simmons, 2018). It is stated that the serious obstacle
encountered by children with different native languages
in reading and writing activities stems from a lack of
vocabulary (Nation, 2015). Furthermore, researchers
emphasize that vocabulary is the primary component of
reading comprehension for children with different native
languages (Laufer, 1998; Nation, 2001; Zimmerman,
2005).

Reading motivation, like vocabulary, is a very
important predictor of reading comprehension (Guthrie,
Taboada, & Coddington, 2007; Proctor, Daley, Louick,
Leider, & Gardner, 2014; Wang & Guthrie, 2004).
Therefore, it is an influential concept that should be
emphasized regarding individuals' orientation toward
reading and their comprehension. To develop reading
motivation, it is first necessary to have an adequate
vocabulary. It is essential to enrich the vocabulary of
children with different native languages and, thereby,
support their reading motivation by increasing their
reading comprehension skills. Children with sufficient
Turkish vocabulary understand what they read more
easily, enjoy reading, and their motivation develops
accordingly. As comprehension difficulties decrease, the
desire to read increases, leading to improved language
development and reading comprehension skills.

In the international literature, various intervention
research examples utilizing different methods to improve
the reading skills of children with different native
languages can be found. Techniques highlighted in these
studies include the choral method, graphic organizers, the
puzzle method, direct vocabulary instruction, story
reading, and interactive reading (Col, Dunston, & Butler,
2017; Hickman, Pollard Durodola, & Vaughn, 2004;
Praveen & Rajan, 2013; Sabbah, 2017). However,
interactive reading is recognized as an effective
intervention method for developing the language and
literacy skills of disadvantaged children (Akoglu, Ergll, &
Duman, 2014). Numerous studies in the international
literature support this idea. For instance, Petchprasert
(2013) found that interactive reading is an effective
strategy for developing the vocabulary of kindergarten
children whose native language is not English. Brayko
(2013) determined that the interactive reading method
improved the vocabulary, reading comprehension, and
listening comprehension skills of primary and secondary
school children whose native language is Spanish.
Thomas, Colin, and Leybaert (2020) also found in their
study—aiming to develop literacy skills through
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interactive reading for children with different native

languages—that these methods contributed positively to

vocabulary and reading motivation.

Interactive reading supports language development
and general skills by providing effective interaction and
conversation between children and adults (Bigakgl, Er, &
Aral, 2018; Cetinkaya, Oksiiz, & Oztiirk, 2018; Tetik &
Erdogan, 2017; Whitehurst, Falco, Lonigan, Fischel,
DeBaryshe, Valdez Menchaca, & Caulfield, 1988).
Research conducted with children having different native
languages shows that interactive reading is an effective
method. Brannon and Dauksas (2014) identified that
interactive reading is effective in improving the reading
skills and vocabulary of children whose native language is
not English. Van Rhyn and van Staden (2018) investigated
the effect of the interactive reading method on supporting
the reading comprehension and reading fluency skills of
African 4th, 5th, and 6th-grade students whose native
language is not English. The study concluded that
interactive reading increased the reading comprehension
and reading fluency skills of these children. In a
quantitative study, Cetinkaya, Ates, and Yildirm (2019)
determined that interactive reading improved the reading
comprehension and reading fluency skills of second, third,
and fourth-grade students. In light of these findings, it is
thought that interactive reading activities can provide
significant support for improving the reading fluency skills
of students whose native language is not Turkish.

In line with the purpose of the study, answers to the
following questions were sought:

e s there a significant difference between the pre-test
scores of the experimental group and the control
group in terms of "reading comprehension,
vocabulary, and reading motivation"?

e Is there a significant difference between the pre-test
and post-test scores of the control group students in
terms of "reading comprehension, vocabulary, and
reading motivation"?

e s there a significant difference between the pre-test
and post-test scores of the experimental group
students in terms of "reading comprehension,
vocabulary, and reading motivation"?

e |s there a difference between the progress levels
(gain scores) of the experimental and control group
students in "reading comprehension, vocabulary, and
reading motivation"?

2. Method

In this section, the research design, study group, data
collection instruments, data collection process, and data
analysis stages are explained in detail. In accordance with
the objective of the study, an appropriate research model
was selected to examine the effect of the interactive
reading method on the reading comprehension,
vocabulary, and reading motivation of third-grade
students whose native language is not Turkish. The
characteristics of the study group, the data collection
process, and the analysis methods are presented

systematically. In this context, the methodology section of
the research has been structured to allow the research
process to be conducted in a planned, reliable, and
reproducible manner.

2.1 Research Model

In this study, which was planned to examine the effect
of the interactive reading method on the reading
comprehension, vocabulary, and reading motivation of
third-grade students whose native language is not Turkish,
a quasi-experimental design with a pre-test and post-test
control group based on a quantitative research approach
was utilized (Buyukoztirk, Cakmak, Akgiin, Karadeniz &
Demirel, 2017).

In experimental designs, the aim is to determine the
effect of a specifically implemented procedure on the
outcome (Creswell, 2014). True experimental designs
emerge when subjects are randomly assigned in
experimental studies; when this cannot be achieved,
quasi-experimental designs are employed (Keppel, 1991).
In quasi-experimental designs, non-randomly assigned
groups are attempted to be matched based on certain
variables (Blyukozturk et al., 2017). In quasi-experimental
designs with pre-test and post-test control groups, no
selection process is carried out; groups are taken as they
were already formed within the institutions (S6nmez &
Alacapinar, 2017). In this research, one experimental
group and one control group were studied to determine
the effectiveness of interactive reading practices on the
characteristics of third-grade students whose native
language is not Turkish. The dependent variables are the
levels of reading comprehension, vocabulary, and reading
motivation, which are the characteristics addressed
within the scope of the research. The independent
variable under investigation is the interactive reading
practice.

2.2 Study Group

The study group of this research consists of third-grade
primary school students whose native language is not
Turkish, studying in the Yenimahalle district of Ankara.
The study group was determined using the convenience
sampling method. Convenience sampling requires
selecting units that are easily accessible and feasible due
to existing limitations in terms of time, money, and labor
(Buyukoztirk et al., 2017).

The experimental group consists of 16 students, 6 of
whom are female and 10 of whom are male. Within the
experimental group, there are 2 students of Syrian
nationality and 14 students of Iragi nationality. Three
students in the experimental group reported deceased
fathers. All students in the experimental group reside in
rental housing. Their socio-economic levels are low.

The control group consists of 14 students, 6 of whom
are female and 8 of whom are male. In the control group,
there is 1 student of Syrian nationality and 13 students of
Iragi nationality. Three students in the experimental
group have lost their fathersqqqqg. Similar to the
experimental group, the control group students live in
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rental housing and have low socio-economic levels. The
characteristics of the study group are summarized in Table
1

Table 1. Characteristics of Working Group

Characteristic Group n %
Control 14 48

Group Experiment 16 52
Total 30 100

Iraq 27 81

Nationality Syrian 3 19
Total 30 100

Male 22 66

Gender Female 8 44
Total 30 100

The teachers in the study group participated in the
research on a voluntary basis. Both the experimental and
control group teachers are female, and each has six years
of teaching experience. Furthermore, the teachers of both
groups participated in two-week training programs for
refugee students held in Antalya in the years 2016, 2017,
and 2022.

2.3 Data Collection Tools

Prior to the experimental procedure, to determine the
illustrated children's books to be used in the
implementation, book recommendations were obtained
from three primary school teachers who conduct
interactive readings using illustrated children's books in
their classrooms, have conducted academic studies on
interactive reading, and are currently pursuing their
doctoral studies. The contacted primary school teachers
were informed about the study; subsequently, the 73
illustrated children's books they recommended were
reviewed by the researcher and subjected to a preliminary
elimination process. Using the form shown in Table 2,
each element/feature was scored by experts on a scale of
1to3.

Table 2. Illustrated Children's Book Identification Form

Table 2. (Continuation)

Elements 1 2 3
Although there
There are are no major
L o The story
Story significant deficiencies
L . elements are
elements deficiencies regarding story
R fully present
in terms of elements R
and are detailed
story (character, . .
in a quality that
elements problem, etc.), A
contributes to
(character, they are not
4o the
problem, detailed in a .
. construction of
solution, way that .
; ) meaning.
setting, etc.). contributes to
comprehension.
Not .
. Partially .
appropriate abprobriate for Appropriate for
Topic of the for the pprop the purpose
the purpose
book purpose and and target
and target .
target . audience.
. audience.
audience.

As a result of the expert evaluations conducted, the list
of books used within the scope of this study was prepared
(Table 3).

Tablo 3. Book List Created Based on Expert Evaluations

Book Title Author Publisher
Kim Korkar Kirmizi . Yapi Kredi
Baglikli Kizdan sara sahinkanat Yayinlari
Tirkiye is
Koca Roni Catherine Rayner Bankasi Kiltur
Yayinlari
Elmer David McKee Mikado
Yayinlari
Bay Kabuk ve Ejder Zeynep Sevde Taze Kitap
¥ ] ynep Yayinlari
Mavi Sehi
aw;eehilrr Sar Ljerka Reprovic Abm Yayinlari
Yavru Ahtapot . Yapi Kredi
Olmak Cok Zor sara sahinkanat Yayinlari
Sabirsiz Tirtil Ross Burach Beyaz Balina
Yayinlari
Comert Agac Shel Silvester Bulut Yayinlari
Yazi Yazan inekler Doren Cronin Beyaz Balina
Yayinlari
Yiz Yuz Leo Lionni Elma Yayinevi

Elements 1 2 3
Peritextual

Diverse in Rich in terms
elements .

terms of of peritextual

Insufficient in

peritextual

elements, and

elements, but these
terms of
. these elements elements are
peritextual . .
are weak in of a quality
elements
terms of that enhances
contributing to content and
the content language skills.
The frequenc
The words and di\(jersit !
included are Although the ¥
. - . of the words,
insufficient in words are :
S as well as their
terms of sufficient in R .
relationship
frequency terms of R
. . . with the
lllustrations  and diversity; frequency and . A
. . R X illustrations,
and Words additionally, diversity, their |
. . are of a quality
Included the relationship that
relationships with the visuals .

. . contributes to
between the is weak in terms the
illustrations of enhancing

. enhancement
and the text meaning. .
of reading and
are weak. .
meaning.
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The ethical process in the study was as follows:

e Ethics committee approval was obtained from Gazi
University Ethics Committee (Date: 25.01.2022,
Number: E-77082166-302.08.01-285760)

e Informed consent has been obtained from the
participants.

2.4 Data Collection Process

Once the books to be used in the interactive reading
lessons were identified, the researcher prepared
appropriate interactive reading plans for each book.
During the preparation of these plans, the researcher
reviewed the literature, including theses and books
related to interactive reading. Subsequently, the
dimensions to be included in the book plans were
determined by considering the purpose of the interactive
reading lessons and the grade Ilevel of the
implementation. The interactive reading plans were
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structured into three stages: pre-reading, during-reading,
and post-reading. In these stages, PEER and CROWDED
techniques were utilized. These techniques can be applied
before, during, and after the story is read (Ergil et al.,
2016).

The illustrated children's books to be used in the
implementation were previously analyzed in detail by the
researcher. Activities that could be utilized during the
implementation were researched, and specific activities
for the pre-reading, during-reading, and post-reading
stages were determined. The lesson plans prepared by the
researcher were submitted for the review of three field
experts and two primary school teachers before the
implementation, and necessary adjustments were made.
One week prior to each session, the researcher met with
the classroom teacher to discuss the lesson plan for that
week. Materials to be used in the lessons were either
prepared or procured in advance by the researcher.

The lesson plans were prepared in great detail for the
teacher who would conduct the implementation. Each
plan was shared with the teacher one week in advance to
allow for preparation, based on the assumption that
consulting the lesson plan during the session might
disrupt the flow and hinder the desired efficiency. During
this preparation process, it was also suggested to the
teacher that small notes could be taken or markings could
be made on the book for use during the session. Thus, the
goal was to minimize any potential issues that might arise
during interactive reading.

Throughout the experimental process,
implementations were conducted each week using a
different illustrated children's book, and the
implementing teacher occasionally made minor
adjustments to the plans. Furthermore, it was observed
that children attempted to engage in interactive reading
with the storybooks during lesson breaks. The
implementation, which lasted a total of 10 weeks, was
carried out using 10 different illustrated children's books,
with 3 lesson hours per week. The interactive reading
sessions took place in the students' own classrooms.
During the activities, students generally sat in a "U" shape
around the teacher to ensure they could see the book's
illustrations more easily. The sessions were held on days
and at times determined by considering both the
teacher's and the researcher's availability.

The implementation process of the study, including
data collection, lasted a total of 15 weeks. In the first four
weeks, the groups were determined, pre-test data were
collected, and Gradual Release of Responsibility (GRR)
model training was provided to the teacher.
Subsequently, interactive reading implementations were
carried out for 10 weeks. In the 15th week, the process
was completed by collecting post-test data from the
students in both the experimental and control groups.
Following the implementation, post-test data regarding
the reading comprehension, reading motivation, and
vocabulary of the students in the experimental and
control groups were collected.

2.5 Data Analysis

Prior to the statistical analysis, it was checked whether
the obtained scores met the assumptions for parametric
tests. For this purpose, skewness and kurtosis values were
examined to determine whether the data followed a
normal distribution. The values regarding the skewness
and kurtosis examined in this study are presented in Table
4. Skewness and kurtosis values within the range of +1
indicate a normal distribution (George & Mallery, 2001).
In this case [due to values exceeding these limits], the
analyses were conducted using non-parametric tests.

Table 4. Normality Values

Test Name Skewness Kurtosis

Motivation Pre-test -0,011 -1,263

Reading Comprehension Pre- 0,188 1,406
test

Vocabulary Pre-test -0,280 -0,724

Motivation Post-test 1,707 3,531

Reading Comprehension Post- 0,321 1,239
test

Vocabulary Post-test -0,462 -0,413

Based on the results of the normality tests, the Mann-
Whitney U Test was used to compare the two
independent groups (experimental and control), and the
Wilcoxon Signed-Rank Test was used for within-group
comparisons of pre-test and post-test scores. The
significance level for these tests was set at 0.05. The
aforementioned tests were performed using the SPSS 24
software package (IBM Corp., 2016).

3. Findings
The Mann-Whitney U test results comparing the pre-
test motivation levels of students in the experimental and

control groups are presented in Table 5.

Table 5. Differentiation Levels of Motivation According to
the Pre-test

Group N Mean Sum of U o
Rank Ranks
Control 14 15,82 221,50
Experimental 16 15,22 243,50 107,500 ,851
Total 30

According to the Mann-Whitney U test results, no
significant difference was found between the motivation
levels of the experimental and control groups in the pre-
test (U= 107.500, p>.05). This indicates that the groups
were equivalent in terms of motivation prior to the study.

Data obtained to compare the pre-implementation
reading comprehension scores of students in the
experimental and control groups were analyzed using the
Mann-Whitney U test, and the results are presented in
Table 6.
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Table 6. Differentiation Levels of Reading Comprehension
in the Pre-test

Table 9. Comparison of Experimental Group Pre-test and
Post-test Scores Regarding the Motivation Variable

Mean Sum of

Group n Rank Ranks v P
Control 14 15,79 221,00
Experimental 16 15,25 244,00 108,000 ,860
Total 30

According to these results, no significant difference
was found between the reading comprehension levels of
the groups in the pre-test (U= 108.000, p>.05), indicating
group equivalency in this variable.

The results of the analysis comparing the vocabulary
levels of the groups before the implementation are shown
in Table 7.

Table 7. Differentiation Levels of Vocabulary in the Pre-
test

Group n Mean Sum of U 0
Rank Ranks
Control 14 14,89 208,50
Experimental 16 16,03 256,50 103,500 ,728
Total 30

No significant difference was found between the
experimental and control groups regarding the vocabulary
variable in the pre-test (U= 103.500, p>.05).

The Wilcoxon signed-rank test results, conducted to
determine the difference between the pre-test and post-
test motivation levels of students in the control group, are
shown in Table 8.

Table 8. Comparison of Control Group Pre-test and Post-
test Scores Regarding Motivation

Mean Sum
Group n Rank of z p
Ranks
Motivation  Negative
Post-Test Ranks 3 550 16,50
B
P 1,123 261
Motivation  Equal 4
Pre-Test Ranks
Control Total 14
Group

According to the results of this test, when the mean
rank and the sum of ranks are taken into consideration, it
was determined that seven of these differences were in
favor of positive ranks, three were in favor of negative
ranks, and four were in favor of equal ranks. In this case,
it can be stated that the motivation levels of seven
students showed improvement, while three students
showed a regression, and four students remained equal.
However, it is observed that these differences occurring
between motivation levels do not express statistical
significance (z=-1.123, p>.05).

The Wilcoxon signed-rank test results regarding
whether the motivation levels of the students in the
experimental group participating in the research show a
difference before and after the implementation are
presented in Table 9.

270

Mean Sum
Group n Rank of z
Ranks
Motivation Negative
Post-test Ranks
Experimental Positive 14 750 105,00
Group — Ranks 3366
Motivation Pre-  Equal Ranks 2 !
test
Experimental Total 16
Group
According to the analysis results, it has been

determined that there is a difference between the pre-
test and post-test motivation levels of the students in the
experimental group participating in the research (z=-
3.366, p<.05 =0,01). When the mean rank and the sum of
ranks are examined, it was determined that 14 of these
differences were in favor of positive ranks, while two were
in favor of equal ranks. In this case, the motivation levels
of 14 students in the experimental group participating in
the research improved; two remained constant, and no
student in this group regressed.

The Wilcoxon signed-rank test results regarding
whether the reading comprehension levels of the
students in the control group participating in the research
show a difference before and after the implementation
are presented in Table 10.

Table 10. Comparison of Control Group Pre-test and Post-
test Scores According to the Reading Comprehension
Variable

Mean sum
Group n Rank of z
Ranks
Reading Negative
2
Comprehension Ranks >,00 >,00
Post-test Control Positive
Group — Reading Ranks 8,25 66,00 -1,490
Comprehension Equal
Pre-test Control Ranks
Group Total 14

According to the analysis results, when the mean rank
and sum of ranks are taken into consideration, it was
determined that five of these differences were in favor of
negative ranks, eight were in favor of positive ranks, and
one was in favor of equal ranks. In this case, it can be
stated that five of the students in the control group
showed a regression, eight showed progress, and one
remained constant. However, it is observed that these
differences occurring between reading comprehension
levels do not express significance (z=-1.490, p>.05=.136).

The Wilcoxon signed-rank test results regarding
whether the reading comprehension levels of the
students in the experimental group participating in the
research show a difference before and after the
implementation are presented in Table 11.
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Table 11. Comparison of Experimental Group Pre-test and
Post-test Scores According to the Reading Comprehension
Variable

Group n Mean Sum of
Rank Ranks
Reading Negative
Comprehension Ranks
PosF-test Positive 15 8,00 120,00
Experimental Ranks
Group — Reading Equal -3,428
Comprehension Ranks
Pre-test
Experimental Total 16
Group

According to the analysis results, a difference was
detected between the pre-test and post-test reading
comprehension levels of the students in the experimental
group participating in the research (z=-3.428, p<.05=.001).
When the mean rank and sum of ranks are examined, it
was observed that 15 of these observed differences were
in favor of positive ranks and one was in favor of equal
ranks. In this case, it was observed that the reading
comprehension levels of 15 of the students in the
experimental group participating in the research showed
improvement, while one remained equal, and no student
regressed. From this point of view, it can be stated that
the regularly conducted interactive reading applications
improved the reading comprehension levels of the
experimental group students whose native language is not
Turkish.

The Wilcoxon signed-rank test results regarding
whether the vocabulary levels of the students in the
control group participating in the research show a
difference before and after the implementation are
presented in Table 12.

Table 12. Comparison of Control Group Pre-test and Post-
test Scores According to the Vocabulary Variable

Grou n Mean Sum of 7
P Rank Ranks

Vocabulary Negative

Post-test Ranks 217 6,50

Control Positive 1 8,95 98,50

Group — Ranks 2898
Vocabulary Equal ’

Pre-test Ranks

Control Total 14

Group

According to the analysis results, a difference was
detected between the pre-test and post-test vocabulary
scores of the students in the control group participating in
the research (z=-2.898, p<.05=.004). When the mean rank
and sum of ranks are taken into consideration, it was
observed that 11 of these observed differences were in
favor of positive ranks and three were in favor of negative
ranks. Therefore, it is understood that despite lack of
interactive reading applications, 11 students in the
control group improved their vocabulary while the
vocabulary of three students showed a regression. Based
on the researcher's observations in the control group, it
can be stated that the vocabulary levels of these students

stemmed from the frequent vocabulary teaching activities
conducted in the classroom by the control group teacher.
These findings suggest that the control group teacher's
frequent use of direct vocabulary instruction in Turkish
lessons effectively supported vocabulary development in
children from non-Turkish language backgrounds.The
Wilcoxon signed-rank test results regarding whether the
vocabulary levels of the students in the experimental
group participating in the research show a difference
before and after the implementation are presented in
Table 13.

Table 13 Comparison of Experimental Group Pre-test and
Post-test Scores According to the Vocabulary Variable

Grou n Mean Sum of 7
P Rank Ranks
Vocabulary Negative
Post-test Ranks 0 00 00
Experimental Positive 16 8,50 136,00
Group - Ranks
-3,519
Vocabulary Equal 0
Pre-test Ranks
Experimental Total 16
Group
According to the analysis results, a significant

difference was detected between the pre-test and post-
test vocabulary levels of the students in the experimental
group participating in the research (z=-3.519, p<.05=.000).
Considering the mean ranks and sum of ranks, all 16
observed differences were in the positive direction.
Therefore, it can be stated that the vocabulary of all
students in the experimental group showed improvement
after the implementation process. From this point of view,
it can be said that the interactive reading method
contributes to the vocabulary levels of children whose
native language is not Turkish. However, the students in
the control group improved their vocabulary, too. To
determine whether vocabulary development after the
implementation differed between the experimental and
control groups, a Mann-Whitney U test was conducted.
The results are shown in Table 14.When Table 14 is
examined, The results of the Mann-Whitney U test, used
to compare post-test vocabulary between the
experimental and control groups, are presented below..

Table 14. Difference Between the Vocabulary
Development Levels of the Experimental and Control
Groups

Mean  Sum of

Group " Rank Ranks v
Difference
Between the Control 14 14,04 196,50
Vocabulary

Development
Levels of the
Experimental
and Control
Groups

Experimental 16 16,78 268,50

91,50

Total 30

According to these results, it is observed that the
vocabulary of the experimental group in the post-test did
not differentiate significantly from the vocabulary of the
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control group (U= 91.500, p>.05=.40). These findings
suggest that the intervention did not significantly affect
vocabulary development among students in the
experimental group.When Table 15 is examined, the
results of the Mann-Whitney U test applied to determine
the difference between the motivation levels of the
students in the experimental and control groups in the
post-test are seen.

Table 15. Differentiation Level of Reading Motivation in
the Post-test

Group n Mean Sum of U
Rank Ranks
Reading Control 14 9,25 129,50
Motivation Experimental 16 20,97 335,50 24,500
Post-test Total 30

According to these results, it is observed that the
motivation level of the experimental group in the post-
test differentiated significantly from the motivation level
of the control group (U= 24.500, p<.05=.000). In this case,
it can be stated that the implemented intervention
process was effective on  students’ motivation in the
experimental group.

When Table 16 is examined, the results of the Mann-
Whitney U test applied to determine the difference
between the reading comprehension levels of the
students in the experimental and control groups in the
post-test are seen.

Tablo 16. Differentiation Level of Reading Comprehension
in the Post-test

Group " Mean  Sum of U
Rank Ranks
Reading Control 14 7,82 109,50
Comprehension Experimental 16 22,22 355,50 4,500
Post-test Total 30

According to these results, it is observed that the
reading comprehension level of the experimental group in
the post-test differentiated significantly from the reading
comprehension level of the control group (U= 4.500,
p<.05=.000). In this case, it can be stated that the
implemented intervention process was effective on the
reading comprehension levels of the students in the
experimental group.

4. Discussion

This study investigated the effects of interactive
reading on reading comprehension, vocabulary
development, and reading motivation among third-grade
students whose first language is not Turkish. The findings
indicated that interactive reading was particularly
effective in improving reading comprehension and
reading motivation. Although vocabulary scores also
increased in the experimental group, the difference
between groups was not statistically significant. Overall,
the results suggest that interactive reading is a valuable
instructional practice for multilingual learners.
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A major finding of the study was the significant
improvement in reading comprehension among students
in the experimental group. This result is consistent with
previous studies reporting that interactive reading
supports comprehension by encouraging prediction,
questioning, discussion, and meaning construction during
reading (Brayko, 2013; Cetinkaya et al., 2019; Rhyn & van
Staden, 2018). Since comprehension depends on both
linguistic knowledge and active engagement with texts,
the structured and dialogic nature of interactive reading
may have helped students better understand written
materials.

The study also found that interactive reading
significantly increased students’ reading motivation. This
finding supports earlier research suggesting that
interactive reading enhances students’ interest,
enjoyment, and willingness to participate in reading
activities (Thomas et al., 2020; Whitehurst et al., 1988;
Yurtbakan et al., 2021). For learners who may experience
difficulty in the language of schooling, creating enjoyable
and participatory reading experiences may be especially
important for sustaining engagement.

Regarding vocabulary development, both groups
showed improvement, but the post-test difference
between groups was not significant. This may be
explained by the intensive vocabulary instruction
provided in the control group. Previous studies have
shown that both explicit vocabulary teaching and
interactive reading can positively influence word learning
(Hickman et al., 2004; Morgan & Meier, 2008; Nation,
2001). Therefore, vocabulary development may be
supported through multiple instructional pathways.

These findings have practical implications for schools

with linguistically diverse students. Teachers may
incorporate regular interactive reading sessions using age-
appropriate illustrated books, questioning strategies, and
classroom discussion. Such practices may support not only
comprehension skills but also positive attitudes toward
reading.
Some limitations should also be noted. The study involved
a small sample from a single district and was limited to
third-grade students. Future research may examine larger
samples, longer intervention periods, and different grade
levels. Despite these limitations, the present study
demonstrates that interactive reading is a promising
approach for supporting the literacy development of
students whose first language is not Turkish.

5. Conclusion and Recommendations

In this section, the findings obtained from the
research, the discussion of these results in comparison
with similar studies in the literature, and the suggestions
developed in light of these results are included. This
research, which aims to examine the effects of the
interactive  reading method on the reading
comprehension, vocabulary, and reading motivation of
third-grade primary school students whose native
language is not Turkish, has provided important findings
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regarding the functionality of this method, especially in
multilingual classroom environments, by revealing its
impact on multi-dimensional learning outcomes.

As a result of the research, it was concluded that
interactive reading positively affects and increases the
reading comprehension levels of third-grade primary
school students whose native language is not Turkish.

When the literature is examined, it is seen that Brayko
(2013) reached similar results. In their study, Brayko
concluded that interactive reading is effective on the
reading and listening comprehension and vocabulary of
primary and secondary school students whose native
language is different from the target language. The
researcher states that the active involvement of students
in the process, immediate feedback, the opportunity to
ask questions, and finding the chance to converse about
word meanings were effective in achieving this result.

As stated by Meller, Richardson, and Hatch (2009),
during interactive reading, the teacher models reading
and teaches various strategies to students to improve
their comprehension skills before, during, and after
reading. In this process, the teacher shows students how
to make predictions about the book, engage in mental
questioning, check predictions, make connections,
summarize, and evaluate by forming the main theme.
These methods help students improve their reading
comprehension.

In interactive reading applications, when the teacher
pauses the reading, they offer students the opportunity to
establish connections between the story and their own
lives and to make inferences regarding other texts read.
This method allows students to connect with the story by
using comprehension strategies and thus understand the
story more easily (Scharlach, 2008). Ceyhan (2019)
conducted interactive reading applications lasting 11
weeks with second-grade primary school students,
teaching them comprehension strategies and unknown
words using a word wall. The research showed that
students could apply the strategies they learned through
interactive readings to texts, thereby increasing their
reading comprehension levels. Furthermore, it was stated
that regularly performed interactive readings help
students overcome sentence complexity and encourage
positive attitudes toward reading comprehension and
reading (Silvern, 1985). Therefore, the use of interactive
reading supports reading comprehension by contributing
to the acquisition of new words, especially for those
learning a language other than their native language
(Collins, 2005).

Interactive reading focuses on expanding young
children's vocabulary through questioning during reading;
since vocabulary is an important prerequisite for reading,
it helps in making sense of the read text (Morgan & Meier,
2008). Consequently, the vocabulary knowledge gained
through interactive reading significantly supports not only
reading comprehension but also future reading
achievements (Farkas & Beron, 2004). Justice, Meier, and
Walpole (2005) showed in their experimental study that a
critical feature in maximizing the benefits of interactive

book reading is not only voicing the text but also
improving children's reading comprehension and
language skills through extra-textual conversations.
Additionally, they stated that children learning English as
a language other than their native tongue generally
experience slow vocabulary development, which leads to
a decrease in their reading comprehension levels in later
periods (August, Carlo, Dressler & Snow, 2005). Indeed,
Farkas and Beron (2004) stated that the reading
comprehension skills of children learning a language other
than their native language can be improved specifically
through interactive reading applications. Ryhn and Van
Staden (2018) determined in their quasi-experimental
study that interactive reading improved the reading
comprehension skills of 4th, 5th, and 6th-grade African
students whose native language is not English. Similarly,
Ergiil, Akaoglu, Karaman, and Sarica (2017), by examining
the long-term results of interactive reading in their follow-
up study, found that this method provides positive effects
on reading comprehension skills. Yildirm (2023), in a
study investigating the effect of interactive reading on the
reading comprehension skills of third-grade primary
school students, concluded that interactive reading
improved children's reading comprehension skills as a
result of a nine-week implementation.

Studies examined in the literature and the current
research reveal that interactive reading applications
increase the reading comprehension skills of
disadvantaged students, primarily those with a different
native language. Therefore, it can be said that interactive
reading has a positive effect on reading comprehension
skills due to its contributions, such as allowing active
participation of students, the use of reading strategies,
exposure to new words, and providing opportunities for
intra-textual and extra-textual conversations.
Furthermore, teachers who implement interactive
reading help students understand better by offering
opportunities for thinking aloud. In this process, they
enable students to make predictions, activate prior
knowledge, summarize, and ask questions about story
components such as the main idea, setting, time, the
problem situation and solution in the story, and the main
and supporting characters. Through this process managed
during the lesson, students are encouraged to think and
learn which elements they should pay attention to in
order to improve their comprehension when they are
alone with the text.

As a result of the research, it was concluded that
interactive reading has a positive effect on the reading
motivation of third-grade primary school students whose
native language is not Turkish.

In this study, the effects of interactive reading on
reading motivation were examined, and current findings
emphasize the importance of interactive reading in
increasing students' reading motivation. Whitehurst and
Lonigan (1998) stated that interactive reading is an
important factor affecting reading motivation. Unlike
traditional reading, the changing of roles in interactive
reading—where listeners occasionally become readers
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and readers shift into the role of listeners—makes the
reading process richer and more active. This feature
reveals that interactive reading activates students'
curiosity, desires, and interests (Blom-Hoffman, O'Neil,
Pirozzi & Cutting, 2006). Therefore, it can be said that
interactive reading plays an important role in the
development of reading motivation.

Research in the literature on the motivation-
enhancing effects of interactive reading supports these
findings. For example, Sun (2020) found in their study that
interactive reading increased the reading motivation of
Taiwanese secondary school students whose native
language is not English by increasing their interest and
curiosity in reading. Thomas, Colin, and Leybaert (2020)
stated that interactive reading applications improved the
reading motivation and language skills of preschool
children with different native languages and from low
socioeconomic groups. Ceyhan (2019) observed a
significant increase in the reading motivation levels of
students as a result of 1l-week interactive reading
applications conducted with second-grade primary school
students. Yurtbakan, Erdogan, and Erdogan (2021), in
their study with fourth-grade primary school students,
revealed that interactive reading increased reading
motivation and encouraged students' desire to read.

Morgan (2009) states that interactive reading lessons
increase students’ reading motivation by activating their
interest and curiosity toward readings from different
cultures and groups. Morrison and Wlodarczyk (2009)
emphasized that students' high interaction with reading
texts, active participation, and social interactions
contribute to reading motivation. These findings show
that interactive reading can develop not only language
skills but also reading motivation. Interactive reading
applications increase reading motivation by encouraging
students' active participation and interaction with the
text. This may enable students to show more interest in
reading processes and develop their reading skills.

It was found that interactive reading did not create a
significant difference between the experimental and
control groups regarding the vocabulary of third-grade
primary school students whose native language is not
Turkish. However, it was determined that the vocabulary
development level of the experimental group was higher
than that of the control group. It is thought that the
development in the vocabulary of the control group
depended largely on intensive vocabulary teaching
applications.
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The results of this study have revealed that interactive
reading is effective in increasing the vocabulary of
children whose native language is not Turkish. It was
observed that while interactive reading expanded
children's vocabulary, it also provided a significant
improvement in reading and listening skills. These findings
are consistent with previous studies such as Petchprasert
(2013) and Brayko (2013) and support the importance of
interactive reading in the word-learning process.

The role of extra-textual conversations has emerged as
a critical factor in the success of interactive reading. These
conversations, conducted through questions and
explanations, help children better understand concepts
and words during reading (Mol et al., 2008; Van Kleeck,
2008). Additionally, conversations between adults and
children about the meanings of words during book
reading increase children's vocabulary (Wasik et al.,
2002). In this study, it was observed that interactive
reading created positive effects not only on vocabulary
development but also on the richness of conversations
requiring higher-level mental activities in children. The
rich vocabulary and word diversity offered by illustrated
children's books, emphasized by Moore (2014), play an
important role in children's word-learning processes. The
fact that illustrations interact with the text to teach
children the meanings of words in a more concrete way
makes learning more effective.

In this context, the effect of illustrations on vocabulary
teaching emerges as an important component in the
interactive reading process. lllustrated books support and
reinforce word learning by helping children make abstract
concepts concrete (Wasik & Bond, 2001). The harmony of
illustrations with the texts increases children's reading
motivation and makes the learning process more
interesting.

In conclusion, the positive effects of the interactive
reading method on children's language skills and
vocabulary should be considered in educational
applications and curriculum development processes. The
opportunities provided by these methods, especially for
children with different native languages and low
socioeconomic status, are an important tool for increasing
quality in education (Sun, 2020; Thomas, Colin & Leybaert,
2020).
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Tiirkge Metin

1. Giris

Dinyada birgok ulkede farkli etnik gruplar ve alt
kiltarler bir arada yasamaktadir ve bu durum birden fazla
dilin konusulmasini beraberinde getirmektedir (Cigerci,
2020). Tarkiye'de resmi dilin Tirkce olmasiyla beraber,
farkli etnik topluluklarin bir arada yasamasi sonucu gesitli
diller konusulmaktadir (Yilmaz ve Sekerci, 2016). Tarihsel
surecte Tirkiye, farkh kultGrlerden insanlarin birlikte
yasayip dillerini rahatgca konusabildigi bir tilke olmustur.
Buna ek olarak, go¢ hareketleriyle gelenlerin konustuklari
diller de bu gesitliligi daha da zenginlestirmistir. Tlrkiye
gelisen ekonomisi ve yasam kosullari ile birlikte
uluslararasi goé¢ bakimindan kaynak ve transit (lke
konumundan son yillarda hedef {ilke konumuna gelmistir.
Tirkiye Irak ve Suriye’deki i¢ savastan dolayi dlkelerini terk
etmek zorunda kalan gé¢menlerin %52’sini tek basina
kabul etmistir (Kaya, 2017). Avrupa Birligi tlkelerinde ise
bu gécmenlerin toplam %14,8’ini kabul ederek ev sahipligi
yapmaktadir (Kaya, 2017). Tirkiye’de  bulunan
gdécmenlerin bircogu gecici barinma kamplari disinda yerli
halkla birlikte yasamaktadir. Son verilere goére bu
goemenlerin  en blyldk dilimini 0-18 vyas grubu
olusturmaktadir. Bu durum, anne dili Tiirkce olmayan
Ogrenci sayisinda artisa yol agmistir (Susar-Kirmizi, Boztas,
Salgut, Cag-Adigiizel ve Kog, 2020).

Tirkiye'de egitim dili resmi dil olan Turkcedir. Ancak
Ulkede resmi dilden farkli dillerin konusulmasi kaginilmaz
olarak egitim ile ilgili farkli sorunlarin ortaya ¢ikmasina
neden olmus ve buna baglh olarak konuyla ilgili
arastirmalar yapilmasini  zorunlu  kilmistir. Mevcut
arastirmalarin blyiik ¢ogunlugu durum tespiti niteliginde
olup (Turkben, 2018; Avci ve Kurudayioglu, 2022; Ates ve
Oztiirk, 2024), anne dili Tirkce olmayan cocuklarin
ozellikle temel egitimde en ¢ok okuma becerilerinde
sorunlar yasadigini gostermektedir. Bu alanda miidahale
tiriinde arastirmalarin yetersiz olmasi (Ates & Oztiirk,
2024) anne dili Tirkge olmayan g¢ocuklarin okuma
becerilerini iyilestirmek igin daha fazla arastirmaya ihtiyag
oldugunu gostermektedir.

Okuma; uygun bir amag¢ dogrultusunda 6n bilgilerin
kullanildigl, okuyucu ve vyazar arasinda etkilesimi
gerektiren ve uygun bir ortamda gergeklestirilen bir anlam
kurma surecidir (Akyol, 2011, s. 4). Birsch (2011) okuma
surecini, okunandan anlam c¢ikarma vyetenegi olarak
tanimlamistir. Okuma, bireyin 6n bilgileri ile metindeki
bilgileri butinlestirerek yeni anlamlar Urettigi aktif bir
sure¢ olarak tanimlanmaktadir (Giines, 2014, s. 128).
Okuma, bilesenleri olan karmasik bir stirectir (Pourhosein
Gilakjani & Sabouri, 2016). Okuma becerisi diger bir ifade
ile okudugunu anlama becerisinin kazanilmasiyla iyi bir
o6grenmenin temeli olarak gorilmektedir (NRP, 2000). Bu
nedenle okudugunu anlama ilkokulun ilk yillarindan
itibaren kazanilmasi ve gelistirilmesi gereken 6nemli bir
beceridir (Kurniaman, Zufriady, Mulyani, & Simulyasih,

2018). Bireylerin yasamlari boyunca tim Ogrenme
deneyimlerini etkileyen (Bradley, 2016) okudugunu
anlama becerisi diger taraftan bireylerin sahip olduklari
akici okuma, kelime hazinesi ve okuma motivasyonu gibi
degiskenlere bagli olarak bireyler arasinda farkh
dizeylerde gercgeklesebilmektedir (Chatterjee, Kar &
Awasthy, 2014).

Kelime hazinesinin zenginligi bireylerin yetkin birer
okur olabilmeleri igin bir gereklilik olarak goriilmektedir
(Morgan & Meier, 2008). Okudugunu anlamanin énemli
bir yordayicisi olan (Yildirim, Yildiz ve Ates; 2011) kelime
hazinesi tim okuma seviyesindeki  6grencilerin
okudugunu anlamalari igin hayati bir bilesen olarak kabul
edilmektedir (Foorman, Petcher & Herrera, 2018; Oslund,
Clemens, D. C. Simmons, & Simmons, 2018). Anne dili
farkh olan cocuklarin okuma ve yazma etkinliklerinde
karsilastiklari ciddi engelinse kelime hazinesi eksikliginden
kaynaklandig ifade edilmektedir (Nation, 2015). Dahasi
arastirmacilar anne dili farkh olan cocuklar agisindan
kelime hazinesinin okudugunu anlamanin ana bileseni
olduguna vurgu yapmaktadirlar (Laufer, 1998; Nation,
2001; Zimmerman, 2005).

Okuma motivasyonu da kelime hazinesi gibi
okudugunu anlamada olduk¢a 6nemli bir yordayicidir
(Guthrie, Taboada & Coddington, 2007; Proctor, Daley,
Louick, Leider & Gardner, 2014; Wang & Guthrie, 2004).
Dolayisiyla  bireylerin  okumaya yonelmelerinde ve
okudugunu anlamada oldukga etkili ve lzerinde dnemle
durulmasi gereken bir kavramdir. Okuma
motivasyonunun gelismesi icin oncelikle yeterli kelime
hazinesine sahip olmak gerekir. Anne dili farkli olan
cocuklarin kelime hazinelerinin zenginlestirilmesi ve bu
sayede okudugunu anlama becerilerinin artirilarak okuma
motivasyonlarinin desteklenmesi gerekmektedir. Tirkce
kelime hazinesi yeterli olan gocuklar, okuduklarini daha
kolay anlayarak okumaktan keyif alir ve motivasyonlari da
buna baglh olarak gelisir. Bu sayede anlamadaki zorluklar
azaldik¢a okurlarin okuma istegi artar, dil gelisimleri ve
okudugunu anlama becerileri artar.

Uluslararasi literatlirde, anne dili farkl olan ¢ocuklarin
okuma  becerilerini  gelistirmek amaciyla  ¢esitli
yontemlerin uygulandigl midahale arastirma 6rneklerine
rastlamak mumkindir. Bu arastirmalarda kullanilan
yontemler arasinda koro yontemi, grafik diizenleme,
bulmaca yontemi, dogrudan kelime 6gretimi, hikdye
okuma ve etkilesimli okuma gibi teknikler 6ne ¢ikmaktadir
(Col, Dunston & Butler, 2017; Hickman, Pollard Durodola
& Vaughn, 2004; Praveen & Rajan, 2013; Sabbah, 2017).
Ancak etkilesimli okuma, dezavantajli ¢ocuklarin dil ve
okuryazarlik becerilerini gelistirmek icin etkili bir
miidahale yoéntemi olarak kabul edilmektedir (Akoglu,
Ergil & Duman, 2014). Uluslararasi literatiirde de bu
duslinceyi destekler nitelikte cok sayida arastirmaya
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ulasmak mimkiindir. Ornegin; Petchprasert (2013),
etkilesimli okumanin anne dili ingilizce olmayan anaokulu
cocuklarinin kelime hazinesini gelistirmede etkili bir
strateji oldugunu ortaya koymustur. Brayko (2013) ise
etkilesimli okuma y&nteminin anne dili ispanyolca olan
ilkokul ve ortaokul c¢ocuklarinin kelime hazinesi,
okudugunu anlama ve dinledigini anlama becerilerini
gelistirdigini belirlemistir. Thomas, Colin ve Leybaert

(2020) de, anne dili farkli olan ¢ocuklarin etkilesimli okuma

yoluyla okuryazarlk becerilerini gelistirmeyi amagladiklari

¢alismalarinda bu yéntemlerin kelime hazinesi ve okuma
motivasyonuna olumlu katkilar sagladigini bulmuslardir.
Etkilesimli okuma, c¢ocuklar ve yetiskinler arasinda

etkili bir etkilesim ve sohbet saglamak suretiyle dil

gelisimini ve genel becerileri desteklemektedir (Bigakgl, Er

& Aral, 2018; Cetinkaya, Oksiiz & Oztiirk, 2018; Tetik &

Erdogan, 2017; Whitehurst, Falco, Lonigan, Fischel,

DeBaryshe, Valdez Menchaca & Caulfield, 1988).

Literatirde, anne dili farkh olan cocuklarla yapilan

arastirmalar etkilesimli okumanin etkili bir yontem

oldugunu gostermektedir. Brannon ve Dauksas (2014)

etkilesimli okumanin anne dili ingilizce olmayan ¢ocuklarin

okuma becerileri ve kelime hazinesini gelistirmede etkili
bir yontem oldugunu tespit etmistir. Rhyn ve Staden

(2018) calismalarinda anne dili ingilizce olmayan Afrikali 4,

5 ve 6. sinif 6grencilerin okudugunu anlama ve akici

okuma becerilerini desteklemek icin etkilesimli okuma

yonteminin etkisini arastirmislardir. Arastirma sonucunda
etkilesimli okumanin anne dili ingilizce olmayan cocuklarin
okudugunu anlama ve akici okuma becerilerinin arttig

sonucuna ulasiimistir. Cetinkaya, Ates ve Yildinm (2019)

gerceklestirmis olduklari nicel g¢alismada etkilesimli

okumanin ikinci, l¢lnci ve dordiinci sinif 6grencilerinin
okudugunu anlama ve akici okuma becerilerini arttirdigini
belirlemislerdir. Bu bulgular 1siginda, anne dili Tarkce
olmayan 6grencilerin akici okuma becerilerini gelistirmek
icin etkilesimli okuma etkinliklerinin 6nemli bir destek
saglayabilecegi duslinilmektedir.

Arastirmanin amaci dogrultusunda, asagidaki sorulara
cevap aranmistir:

e Deney grubu ile kontrol grubu 6grencilerinin
“okudugunu anlama, kelime hazinesi ve okuma
motivasyonu” on test puanlari agisindan gruplar
arasinda anlamli fark var midir?

e Kontrol grubu 6grencilerinin “okudugunu anlama,
kelime hazinesi ve okuma motivasyonu” 6n test ve
son test puanlari agisindan anlamli fark var midir?

e Deney grubu o6grencilerinin “okudugunu anlama,
kelime hazinesi ve okuma motivasyonu” 0n test ve
son test puanlari agisindan anlamli fark var midir?

e Deney ve kontrol grubu 6grencilerinin “okudugunu
anlama, kelime hazinesi ve okuma motivasyonu”
gelisim dlizeyleri arasinda fark var midir?

2. Yontem

Bu boliimde arastirmanin deseni, ¢alisma grubu, veri
toplama araglari, veri toplama siireci ve veri analizi
asamalari ayrintili bicimde agiklanmistir. Arastirmanin
amaci dogrultusunda, etkilesimli okuma yonteminin anne
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dili Tlirkce olmayan (glincl sinif 6grencilerinin okudugunu
anlama, kelime hazinesi ve okuma motivasyonlarina
etkisini incelemek igin uygun arastirma modeli secilmis;
¢alisma grubunun ozellikleri, veri toplama sireci ve analiz
yontemleri  sistematik  bicimde sunulmustur. Bu
kapsamda, arastirmanin yontem kismi arastirma siirecinin
planli, glivenilir ve tekrarlanabilir bigimde yuritulmesine
olanak saglayacak sekilde yapilandirilmigtir.

2.1 Arastirma Deseni

Etkilesimli okuma yonteminin anne dili Turkce
olmayan Uginci sinif 6grencilerinin okudugunu anlama,
kelime hazinesi ve okuma motiasyonlarina etkisini
incelemek amaciyla planlanmis olan bu galismada nicel
arastirma yaklasimina dayali 6n test son test kontrol
gruplu yari deneysel desen kullaniimistir (BliyUkoztiirk,
Cakmak, Akgiin, Karadeniz & Demirel, 2017).

Deneysel desenlerde 6zel olarak uygulanan bir islemin
sonuca olan etkisi belirlenmeye ¢alisilir (Creswell, 2014).
Deneysel calismalarda deneklerin rastgele atanmasiyla
gercek deneysel desen, bu gergeklestirilemediginde yari
deneysel desen ortaya ¢ikmaktadir (Keppel, 1991). Yari
deneysel desenlerde seckisiz olarak atanan gruplar belli
degiskenler Gizerinden eslestirilmeye cahsilir (Blyukoztirk
vd., 2017). On test son test kontrol gruplu yari deneysel
desenlerde herhangi bir segme islemi yapilmaz, gruplar
kurumlarda nasil olusmuslarsa, o sekilde alinirlar (S6nmez
& Alacapinar, 2017). Bu arastirmada, etkilesimli okuma
uygulamalarinin anne dili Tiirkce olmayan Ugiunci sinif
ogrencilerinin arastirma kapsaminda ele alinan 6zellikleri
Uzerindeki etkililigine iliskin 1 deney 1 kontrol grubu ile
calisiimistir. Bagimh degiskenler, arastirma kapsaminda
ele alinan ozellikler olan okudugunu anlama, kelime
hazinesi ve okuma motivasyonu diizeyleridir. Etkisi test

edilen bagimsiz degisken ise etkilesimli okuma
uygulamasidir.
2.2 Galisma Grubu

Bu arastirmanin  ¢alisma grubunu Ankara ili

Yenimahalle ilgesinde 6grenim goéren anne dili Turkge
olmayan ilkokul Ggilinct sinif 6grencileri olusturmaktadir.
Arastirmanin ¢alisma grubu uygun o6rnekleme yontemi
kullanilarak belirlenmistir. Uygun 6rneklemenin zaman,
para ve is giici agisindan var olan sinirliliklar nedeniyle
kolay ulasilabilir ve uygulama yapilabilir birimlerden
secilmesi gerekir (Blylikoztirk vd., 2017). Deney grubu
6’st kiz, 10°'u erkek olmak (izere 16 06grenciden
olusmaktadir. Deney grubundan 2 Suriye ve 14 Irak
uyruklu 6grenci bulunmaktadir. Deney grubunda bulunan
3 0Ogrencinin babasi sag degildir. Deney grubu
ogrencilerinin tamami kiralik evlerde ikamet etmektedir.
Sosyo-ekonomik diizeyleri dusliktlr. Kontrol grubu ise 6’si
kiz, 8'i erkek olmak lizere 14 6grenciden olusmaktadir.
Kontrol grubunda 1 Suriye ve 13 Irak uyruklu 6grenci
bulunmaktadir. Ug 6grencinin babasi sag degildir. Deney
grubunda oldugu (izere kontrol grubu 6grencileri de kiralk
evlerde yasamakta olup sosyoekonomik diizeyleri
disuktar. Calisma grubunun ozellikleri Tablo 1’'de
Ozetlenmektedir.
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Tablo 1. Calisma Grubu Ozellikleri

Tablo 2. (Devami)

Ozellik Grup n %
Kontrol 14 48

Grup Deney 16 52
Toplam 30 100

Irak 27 81

Uyruk Suriye 3 19
Toplam 30 100

Erkek 22 66

Cinsiyet Kiz 8 44
Toplam 30 100

Arastirmanin ¢alisma grubunda yer alan 6gretmenler
gondlliluk esasina gore galismada yer almislardir. Deney
ve kontrol grubu o6gretmenleri kadin olup her ikisi de
altisar yilik deneyime sahiptir. Ayrica her iki grubun
O0gretmeni de 2016, 2017 ve 2022 yillarinda Antalya’da
ikiser haftalik mdilteci 6grencilere yonelik egitimlere
katilmiglardir.

2.3 Veri Toplama Araglari

Deneysel islem oOncesi, uygulamada kullanilacak
resimli ¢ocuk kitaplarinin belirlenmesi icin 6ncelikle
siniflarinda resimli gocuk kitaplari kullanarak etkilegimli
okumalar gergeklestiren, etkilesimli okuma ile ilgili
akademik ¢alismalar yapmis olan ve doktora
o0grenimlerine devam eden 3 sinif 6gretmeninden kitap
tavsiyesi alinmistir. Ulasilan sinif 6gretmenlerine yapilacak
calisma ile ilgili bilgi verilmis olup dnermis olduklar 73
adet resimli cocuk kitabi arastirmaci tarafindan incelenmis
ve bir 6n elemeye tabi tutulmustur. Tablo 2’de gosterilen
form kullanilarak her bir unsur/6zellik 1 ile 3 arasinda
olacak sekilde uzmanlar tarafindan puanlanmistir.

Amaca ve Amaca ve hedef
Kitabin hedef . Amaca ve hedef
. kitleye kismen .
Konusu kitleye kitleye uygun.
o uygun
uygun degil

Tablo 2. Resimli Cocuk Kitabi Belirleme Formu

Unsurlar 1 2 3
Yan metinsel .
Yan metinsel
unsurlar
unsurlar
Yan acisindan .
. - agisindan zengin
metinsel cesitlilik arz
ve bu unsurlar
unsurlar etmekte fakat .o .
icerik ve dil
Yan agisindan bu unsurlar L
. . - becerilerini
metinler yetersiz icerigi katki elistirici
(peritextual) saglama g .§ .
- niteliktedir.
ozellikler noktasinda zayif
Yer alan
kelimel ) Yer al
elimeler Kelimeler siklik fera an.
siklik ve ve cesitlilik kelimelerin
Gorseller ve cesitlilik A . siklig, cesitliligi
acisindan yeterli .
yer alan agisindan ve gorsellerle
. R olsa da anlami I
kelimeler yetersiz; e iliskisi okumayi
gelistirmek
ayni . . ve anlami
lizere gorsellerle .
zamanda I gelistirmeye
R . iligkisi agisindan .
resim metin katki saglayici
e . zayif .
iliskileri nitelikte.
zayif.
Hikaye Hikaye Hikaye unsurlari
unsurlari unsurlari ile ilgili dnemli Hikaye unsulari
agisindan eksiklikler tam olarak yer
onemli (karakter, almakta ve
eksiklikler problem vb.) bunlar anlami
(karakter, olmasa da olusturmaya
problem, bunlara anlama katki saglar
¢Ozlim, katki saglayacak nitelikte
mekan vb.) sekilde detayh detaylandiriimis.
bulunmakta.  yer verilmemis.

Yapilan uzman degerlendirmeleri sonucunda bu
calisma kapsaminda kullanilan kitap listesi hazirlanmistir
(Tablo 3).

Tablo 3. Uzman Degerlendirmeleri Sonucunda Olusturulan

Kitap Listesi

Kitap Yazar Yayinevi

Kim Korkar Kirmizi . Yapi Kredi

S hinkanat
Baslikli Kizdan ara $ahinkana Yayinlari
Tirkiye is
Koca Roni Catherine Rayner Bankasi Kiiltur

Yayinlari

Elmer David McKee Mikado
Yayinlari
Bay Kabuk ve Taze Kitap

Ejder Zeynep Sevde Yayinlari
Mavi Sehir Sari . .

Sehir Ljerka Reprovic Abm Yayinlari
Yavru Ahtapot . Yapi Kredi
Olmak Cok Zor sara sahinkanat Yayinlari

Sabirsiz Tirtil Ross Burach Beyaz Balina
Yayinlari
Comert Agag Shel Silvester Bulut Yayinlari
Yazi Yazan inekler Doren Cronin Beyaz Balina
Yayinlari
Yiz Yuz Leo Lionni Elma Yayinevi

Calismada etik sireg su sekildedir:

e Gazi Universitesi Etik Kurulu'ndan etik kurul onayi
alindi (Tarih: 25.01.2022, Numara: E-77082166-
302.08.01-285760) (Bu bilgiler, makale kabul
edildikten sonra doldurulmahdir.)

e Katilimcilardan bilgilendirilmis onam alindi.

2.4 Veri Toplama Siireci

Etkilesimli okuma derslerinde kullaniimasi planlanan
kitaplar belirlendikten sonra arastirmaci tarafindan
kitaplara uygun etkilesimli okuma planlari hazirlanmistir.
Bu planlar hazirlanirken arastirmaci tarafindan literatir
incelenmis olup etkilesimli okuma ile ilgili tez ve kitaplar
incelenmistir. Daha sonra etkilesimli okuma derslerinin
amaci ve uygulamanin yapilacagi sinif seviyesi gbz 6niinde
bulundurularak kitap planlarinin icermesi gereken
boyutlar belirlenmistir. Etkilesimli okuma planlarinda
okuma 6ncesi, okuma sirasi ve okuma sonrasi olmak tizere
lic asamaya yer verilmistir. Bu asamalarda PEER ve
CROWDED tekniklerinden faydalaniimistir. Bu teknikler,
hikaye okunmadan 6nce, okunurken ve okuma sonrasinda
kullanilabilir (Ergll vd., 2016).

Uygulamada kullanilacak resimli ¢ocuk kitaplari,
arastirmaci tarafindan 6nceden detaylica incelenmistir.
Kitaplar ~ hakkinda  uygulamada faydalanilabilecek
etkinlikler arastirilmis ve okuma 6ncesi, okuma esnasi ve
okuma sonrasinda yapilacak etkinlikler belirlenmistir.
Arastirmaci tarafindan hazirlanan ders plani, uygulama
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oncesinde (¢ alan uzmani ve iki sinif 6gretmeninin
gorlisiine sunulmus ve gerekli diizenlemeler yapilmistir.
Her uygulamanin bir hafta dncesinde, uygulama sinifinin
O0gretmeniyle bir araya gelinerek o haftanin ders plani
hakkinda  gorismeler  gergeklestirilmistir.  Derste
kullanilacak materyaller ise arastirmaci tarafindan
onceden hazirlanmis ya da temin edilmistir.

Etkilesimli okuma yaparken kullanilacak ders planlari,
uygulamayi gerceklestirecek 0Ogretmen igin oldukca
detayh olarak hazirlanmistir. Etkilesimli okuma sirasinda
ders planina bakmanin uygulamayi sekteye ugratacagi ve
istenilen verimin alinmasini engelleyecegi disiincesiyle
hazirhk yapmasi igin her plan bir hafta 6ncesinden
Ogretmenle paylasilmistir.  Bu  hazirhk  silirecinde
O0gretmene uygulama esnasinda kullanmak lizere kiglk
notlarin alinabilecegi ve kitap Uzerine isaretlemeler
yapabilecegi de ifade edilmistir. Boylelikle etkilegimli
okuma esnasinda yasanabilecek olumsuzluklarin en aza
indirgenmesi amacglanmistir.

Deneysel slre¢ boyunca, her hafta farkh bir resimli
cocuk kitabi ile uygulamalar yapilmis ve uygulama
O0gretmeni, planlarda zaman zaman kuglik degisiklikler
yapmistir. Ayrica, ¢ocuklarin ders aralarinda hikdye
kitaplariyla etkilesimli okuma yapmaya ¢alistiklar
gozlemlenmistir. Toplamda 10 hafta sliren uygulama, her
hafta 3 ders saati olarak 10 farkh resimli cocuk kitabi ile
gerceklestirilmistir.  Etkilesimli okuma uygulamalari
ogrencilerin kendi siniflarinda yapilmistir. Uygulamalarda
ogrenciler genellikle kitabin resimlerini daha rahat
gorebilmeleri amaciyla 6gretmenin etrafinda “U”
bigiminde oturmuslardir. Etkilesimli okuma uygulamalari
sinif 6gretmeninin uygun goérdigu ve arastirmaci igin
uygun olan zamanlar gbéz oOninde bulundurularak
belirlenen giin ve saatlerde yapilmistir. Arastirmanin
uygulama sireci verilerin toplanmasiyla birlikte toplam 15
hafta siirmistiir. ilk 4 haftada gruplarin belirlenmesi, 6n
test verilerinin toplanmasi ve 6gretmene yonelik kademeli
sorumluluk aktarim modeli (KSAM) egitiminin verilmesi
islemleri gerceklestirilmistir. Ardindan 10 hafta boyunca
etkilesimli okuma uygulamalari gergeklestirilmis, 15.
haftada ise deney ve kontrol grubu 6grencilerinden son
test verileri toplanarak slire¢ tamamlanmistir.

Uygulama sonrasinda, deney ve kontrol grubu
ogrencilerinin okudugunu anlama, okuma motivasyonu ve
kelime hazinesi ile ilgili son test verileri toplanmistir.

2.5 Verilerin Analizi

Arastirmada istatistiksel analizler Oncesinde elde
edilen puanlarin parametrik test kosullarini saglayip
saglamadigi kontrol edilmistir. Bu amagla verilerin normal
dagihp dagilmadigini belirlemek icin carpiklik degerleri

incelenmistir. Bu arastirmada incelenen garpiklik ve
basikhk degerlerine iliskin degerler Tablo 4'te yer
almaktadir. Degiskenlere ait c¢arpikhk ve basikhk

degerlerinin £ 1 araliginda yer almasi normal dagilima
isarettir (George & Mallery, 2001). Bu durumda analizler
parametrik olmayan testler ile gergeklestirilmistir.
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Tablo 4. Normallik degerleri

Test Adi Carpiklik Basiklk
Motivasyon 6n test -0,011 -1,263
Okudugunu anlama o6n test 0,188 -1,406
Kelime hazinesi 6n test -0,280 -0,724
Motivasyon son test 1,707 3,531
Okudugunu anlama son test 0,321 -1,239
Kelime hazinesi son test -0,462 -0,413

Normallik testinden elde edilen sonuglar neticesinde
bagimsiz iki grup olan deney ve kontrol grubunu
karsilastirmada; Mann Whitneyy U Testi, gruplari 6n test
ve son test olarak kendi igerisinde karsilastirmada
Wilcoxon Isaretli Siralar Testi kullanilmistir. Bu testlerde
anlamhlik degeri 0.05 olarak kabul edilmistir. Bahsi gegen
bu testler SPSS 24 paket programi (IBMCorp., 2016)
yardimiyla gergeklestirilmistir.

3. Bulgular
Deney ve kontrol gruplarindaki 6grencilerin 6n testteki
motivasyon diizeylerini karsilastiran Mann-Whitney U

testi sonuglari Tablo 5’de gosterilmektedir.

Tablo 5. Motivasyonun On Teste Gore Farklilasma Diizeyi

Grup n Siralar Siralar U o
Ortalamasi  Toplami
Kontrol 14 15,82 221,50
Deney 16 15,22 243,50 107,500 ,851
Toplam 30

Mann-Whitney U testi sonuglarina gore, on testte
deney ve kontrol gruplarinin motivasyon diizeyleri
arasinda fark bulunamamistir (U= 107,500, p<.05). Bu
durum arastirmaya dahil edilen 6grencilerin bulundugu
gruplarin  motivasyon agisindan denk oldugunu
gostermektedir.

Deney ve kontrol gruplarindaki 6grencilerin uygulama
oncesi okudugunu anlama puanlarini karsilastirmak lzere
elde edilen veriler Mann Whitney U testi ile ¢dziimlenmis
ve sonuglar Tablo 6’da sunulmustur.

Tablo 6. Okudugunu Anlamanin On Testte Farklilasma
Duzeyi

G Siralar Siralar
rup n Ortalamasi  Toplami v P
Kontrol 14 15,79 221,00
Deney 16 15,25 244,00 108,000 ,860
Toplam 30

Tablo 6’da deney ve kontrol gruplarindaki 6grencilerin
on testteki okudugunu anlama dizeylerini karsilastiran
Mann-Whitney U testi sonugclari goriilmektedir. Bu testin
sonuglarinda goére, on testte deney ve kontrol gruplarinin
okudugunu anlama duzeyleri arasinda fark
bulunamamistir (U= 108,000, p<.05). Bu durum
arastirmaya dahil edilen 6grencilerin bulundugu gruplarin
okudugunu anlama dizeyleri agisindan denk oldugunu
gostermektedir.
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Deney ve kontrol gruplarindaki 6grencilerin uygulama
oncesi kelime hazinelerini karsilastirmak tzere elde edilen
veriler Mann Whitney U testi ile ¢6zimlenmis ve sonuglar
Tablo 7’de sunulmustur.

Tablo 7. Kelime Hazinesinin On Testte Farklilasma Diizeyi

Grup n Siralar Siralar U 0
Ortalamasi Toplami
Kontrol 14 14,89 208,50
Deney 16 16,03 256,50 103,500 ,728
Toplam 30

Bu testin sonuglarina gore, on testte deney ve kontrol
gruplari arasinda kelime hazinesi degiskenine gore fark
bulunamamistir (U= 108,000, p<.05). Bu durum
arastirmaya dahil edilen 6grencilerin bulundugu gruplarin
kelime hazineleri acisindan denk oldugunu
gostermektedir.

Arastirmaya katilan kontrol grubundaki 6grencilerin 6n
test ve son testteki motivasyon diizeyleri arasindaki farki
belirlemek adina yapilan Wilcoxon isaretli siralar testi
sonuglari Tablo 8'de gorilmektedir.

Tablo 8. Kontrol Grubunun On Test Ve Son Test
Puanlarinin Motivasyon Degiskenine Gore Karsilastirilmasi

Gru n Siralar Siralar
P Ortalamasi Toplami
Motivasyon Negatif
Son-Test Siralar 3 >50 16,50
Kontrol Pozitif 7 5,50 38,50
Grubu - Siralar 1123
Motivasyon Esit 4 !
On-Test Siralar
Kontrol
Grubu Toplam 14

Bu testin sonuglarinda goére, siralar ortalamasi ve
toplami dikkate alindiginda, bu farkin yedisinin pozitif
siralar lehine, Ggliniin negatif siralar lehine ve dérdinin
esit siralar lehine oldugu belirlenmistir. Bu durumda, yedi
Ogrencinin motivasyon duzeyinin gelisim gosterdigi, Uc
Ogrencinin gerileme gosterdigi ve dort 6grencinin esit
kaldig1 séylenebilir. Ancak motivasyon dizeyleri arasinda
olusan bu farklarin anlamhhk ifade etmedigi
gorulmektedir (z=-1,123, p>.05=.261).

Arastirmaya katilan deney grubundaki 6grencilerin
uygulama o©ncesindeki ve sonrasindaki motivasyon
dizeylerinin farkhlik gosterip gostermedigine iliskin
Wilcoxon isaretli siralar testi sonuglari Tablo 9'da yer
almaktadir.

Tablo 9. Deney Grubunun On Test ve Son Test Puanlarinin
Motivasyon Degiskenine Gore Karsilastiriimasi

Gru n Siralar Siralar 7
P Ortalamasi Toplami
Motivasyon Negatif 0
Son-Test Siralar
Deney Pozitif 14 7,50 105,00
Grubu — Siralar 3366
Motivasyon Esit ) !
On-Test Siralar
Deney
1
Grubu Toplam 6

Analiz sonuglarina goére arastirmaya katilan deney
grubundaki 6grencilerin 6n test ve son testteki
motivasyon duzeyleri arasinda fark oldugu tespit
edilmistir (z=-3,366, p<.05=.001). Siralar ortalamasi ve
toplami incelendiginde, bu farkin 14’Gnln pozitif siralar
lehine oldugu, ikisinin ise esit siralar lehine oldugu
belirlenmistir. Bu durumda arastirmaya katilan deney
grubundaki 6grencilerin 14’inlin motivasyon diizeylerinin
gelisme gosterdigi, ikisinin sabit kaldigi ve bu gruptaki
higbir 6grencinin motivasyon duzeylerinin gerilemedigi
gorilmektedir.

Arastirmaya katilan kontrol grubundaki 6grencilerin
uygulama 6ncesindeki ve sonrasindaki okudugunu anlama
dizeylerinin farkhlik gosterip gostermedigine iligkin
Wilcoxon isaretli siralar testi sonuglari Tablo 10°da yer
almaktadir.

Tablo 10. Kontrol Grubunun Okudugunu Anlama
Degiskenine Gére On Test ve Son Test Puanlarinin
Karsilastirilmasi

6 \ Siralar Siralar
p Ortalamasi  Toplami
Okudugunu Negatif 5 5,00 25,00
Anlama Son-  Siralar
Test Kontrol Pozitif 3 8,25 66,00
Grubu - Siralar -1,490
Okudugunu Esit 1 ,
Anlama On- Siralar
Test Kontrol
Grubu Toplam 14

Analiz sonuglarina gore, siralar ortalamasi ve toplami
dikkate alindiginda bu farkin besinin negatif, sekizinin
pozitif ve birinin esit siralar lehine oldugu belirlenmistir.
Bu durumda, kontrol grubundaki o6grencilerin beginin
gerileme, sekizinin ilerleme gosterdigi ve birinin sabit
kaldig1 sdylenebilir. Ancak okudugunu anlama dizeyleri
arasinda olusan bu farklarin anlamhlik ifade etmedigi
gorulmektedir (z=-1,490, p>.05=.136).

Arastirmaya katilan deney grubundaki 6grencilerin
uygulama 6ncesindeki ve sonrasindaki okudugunu anlama
dizeylerinin farkhlik gosterip gostermedigine iligkin
Wilcoxon isaretli siralar testi sonuglari Tablo 11’de yer
almaktadir.

Tablo 11. Deney Grubunun On Test ve Son Test

Puanlarinin  Okudugunu Anlama Degiskenine Gore
Karsilagtirilmasi
Grup n Siralar Siralar
Ortalamasi  Toplami
Okudugunu Negatif 0
Anlama Siralar
Son-Test Pozitif 15 8,00 120,00
Deney Siralar
Grubu — Esit 1 -3,428
Okudugunu Siralar
Anlama On-
Test Deney  Toplam 16
Grubu

Analiz sonuglarina gore arastirmaya katilan deney
grubundaki 6grencilerin 6n test ve son testteki okudugunu
anlama duzeyleri arasinda fark tespit edilmistir (z=-3,428,
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p<.05=.001). Siralar ortalamasi ve toplami incelendiginde,
gozlenen bu farkin 15’inin pozitif ve birinin esit siralar
lehine oldugu gorilmustir. Bu durumda arastirmaya
katilan deney grubundaki 6grencilerin 15’inin okudugunu
anlama dizeylerinin gelisim gosterdigi, birinin ise esit
kaldigi ve hicbir 6grencinin gerilemedigi gérilmektedir. Bu
noktadan hareketle dizenli bir sekilde gergeklestirilen
etkilesimli okuma uygulamalarinin anne dili Tirkge
olmayan deney grubu 6grencilerinin okudugunu anlama
dizeyini gelistirdigi sdylenebilir.

Arastirmaya katilan kontrol grubundaki 6grencilerin
uygulama  o6ncesindeki ve sonrasindaki  kelime
hazinelerinin farkhlik gosterip gostermedigine iliskin
Wilcoxon isaretli siralar testi sonuglari Tablo 12’de yer
almaktadir.

Tablo 12. Kontrol Grubunun On Test ve Son Test

Puanlarinin  Kelime  Hazinesi  Degiskenine  Gore
Karsilastirilmasi
Gru n Siralar Siralar
P Ortalamasi Toplami
Kel.|me. Negatif 3 217 6,50
Hazinesi Siralar
Son-Test Pozitif 1 8,95 98,50
Kontrol Siralar
Grubu — Esit
Kelime Siralar 0 2,898
Hazinesi
On-Test
Kontrol Toplam 14
Grubu

Analiz sonuglarina gore arastirmaya katilan kontrol
grubundaki 6grencilerin 6n test ve son testteki kelime
hazineleri puanlari arasinda fark tespit edilmistir (z=-
2,898, p<.05=.004). Siralar ortalamasi ve toplami dikkate
alindiginda, gozlenen bu farkin 11’inin pozitif ve tglinlin
negatif siralar lehine oldugu gorilmektedir. Dolayisiyla,
etkilesimli  okuma uygulamlarinin  kullanilmamasina
ragmen kontrol grubundaki 11 Ogrencinin kelime
hazinelerinin gelisim gosterdigi ve li¢ 6grencinin kelime
hazinelerinin  gerileme  gosterdigi  anlasiimaktadir.
Arastirmacinin kontrol grubunda yaptigi gézlemlerden
yola cikarak, bu 6grencilerin kelime hazinesi diizeylerinin,
kontrol grubu 6gretmeni tarafindan sinifta sikga yapilan
kelime Ogretimi ¢alismalarindan kaynaklandigi
soylenebilir. Bu noktada kontrol grubu sinif 6gretmeninin
Turkce derslerinde siklikla dogrudan kelime 6gretimi
yaptirmasinin anne dili Tirkce olmayan ¢ocuklarin kelime
hazinesinin gelisiminde etkili oldugu ifade edilebilir.

Arastirmaya katilan deney grubundaki 6grencilerin
uygulama  o©ncesindeki ve sonrasindaki  kelime
hazinelerinin farkhlik gosterip gostermedigine iliskin
Wilcoxon isaretli siralar testi sonuglari Tablo 13’de yer
almaktadir.
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Tablo 13. Deney Grubunun On Test ve Son Test

Puanlarinin  Kelime  Hazinesi  Degiskenine  Gore
Karsilastirilmasi
Gru n Siralar Siralar
P Ortalamasi Toplami
Kel.lme. Negatif 0 00 00
Hazinesi Siralar
Son-Test Pozitif 16 8,50 136,00
Deney Siralar
Grubu - Esit -
Kelime Siralar 0 3,519
Hazinesi On-
Test Deney Toplam 16
Grubu

Analiz sonuglarina gore arastirmaya katilan deney
grubundaki 6grencilerin 6n test ve son testteki kelime
hazineleri arasinda anlamli fark tespit edilmistir (z=-3,519,
p<.05=.000). Siralar ortalamasi ve toplami dikkate
alindiginda, goézlenen bu farkin 16’sinin da pozitif siralar
lehine oldugu gorilmektedir. Dolayisiyla, uygulama
sirecinden sonra deney grubundaki tim 06grencilerin
kelime hazinelerinin gelisim gosterdigi soylenebilir.
Buradan hareketle etkilesimli okuma yénteminin anne dili
Tirkce olmayan ¢ocuklarin kelime hazinesi dizeylerine
katki sagladigi soylenebilir.

Arastirmaya katilan kontrol grubundaki 6grencilerin
kelime hazinelerinin gelisim gdstermesi lizerine, deney ve
kontrol grubundaki 6grencilerin uygulama sonrasindaki
kelime hazinelerinin gelisim dizeylerinin farklilik gosterip
gostermedigi Mann-Whitney U testi ile incelenmis ve
sonuglari Tablo 14’de sunulmustur.

Tablo 14 incelendiginde, deney ve kontrol grubundaki
ogrencilerin son testteki kelime hazineleri arasindaki farki
belirlemek amaciyla uygulanan Mann-Whitney U testi
sonuglari goriilmektedir.

Tablo 14. Deney ve Kontrol Grubunun Kelime
Hazinelerinin Gelisim Dlzeyleri Arasindaki Fark Tablosu
Grup n Siralar Siralar
Ortalamasi Toplami
Kelime Kontrol 14 14,04 196,50
Hazineleri Deney 16 16,78 268,50 91,500
Son Test Toplam 30

Bu sonuglara gore, son testte deney grubunun kelime
hazinesinin kontrol grubunun kelime hazinesinden anlamli
dizeyde farklilasmadigi gorilmektedir (U= 91,500,
p<.05=.400). Bu durumda yapilan uygulama siirecinin
deney grubundaki 6grencilerin kelime hazineleri Gzerinde
degisiklik olusturmadigi séylenebilir.

Tablo 15 incelendiginde, deney ve kontrol grubundaki
ogrencilerin son testteki motivasyon diizeyleri arasindaki
farki belirlemek amaciyla uygulanan Mann-Whitney U
testi sonuglari goriilmektedir.

Tablo 15. Motivasyonun Son Testte Farklilagsma Dlzeyi

Grup n Siralar Siralar U
Ortalamasi Toplami
Okuma Kontrol 14 9,25 129,50
Motivasyonu  Deney 16 20,97 335,50 24,500
Son Test Toplam 30
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Bu sonuglara gore, son testte deney grubunun
motivasyon diizeyinin kontrol grubunun motivasyon
diizeyinden anlamli diizeyde farklilastigi goriilmektedir
(U= 24,500, p<.05=.000). Bu durumda yapilan uygulama
surecinin deney grubundaki 6grencilerin motivasyonlari
Gzerinde etkili oldugu séylenebilir.

Tablo 16 incelendiginde, deney ve kontrol grubundaki
Ogrencilerin son testteki okudugunu anlama duzeyleri
arasindaki farki belirlemek amaciyla uygulanan Mann-
Whitney U testi sonuglari gérilmektedir.

Tablo 16. Okudugunu Anlamanin Son Testte Farklilasma
Dlzeyi

Grup n Siralar Siralar
Ortalamasi Toplami
Okudugunu Kontrol 14 7,82 109,50
Anlama Deney 16 22,22 355,50 4,500
Son Test Toplam 30

Bu sonuglara gore, son testte deney grubunun
okudugunun anlama diizeyinin, kontrol grubunun
okudugunu anlama diizeyinden anlamh dlzeyde
farkhlastigi gorialmektedir (U= 4,500, p<.05=.000). Bu
durumda yapilan uygulama siirecinin deney grubundaki
ogrencilerin okudugunu anlama dizeyi Uzerinde etkili
oldugu soéylenebilir.

4. Tartisma

Bu arastirmada, anne dili Tlirkge olmayan Gglnci sinif
ogrencilerinde etkilesimli okumanin okudugunu anlama,
kelime hazinesi ve okuma motivasyonu lzerindeki etkileri
incelenmistir. Bulgular, etkilesimli okumanin &zellikle
okudugunu anlama ve okuma  motivasyonunu
gelistirmede etkili oldugunu gostermistir. Deney
grubunda kelime hazinesi puanlari da artmis olmakla
birlikte, gruplar arasindaki fark istatistiksel olarak anlamli
bulunmamistir. Genel olarak sonuglar, etkilesimli
okumanin c¢ok dilli 6grenciler icin etkili bir 6gretim
uygulamasi oldugunu ortaya koymaktadir.

Arastirmanin en o6nemli bulgularindan biri, deney
grubundaki 6grencilerin okudugunu anlama diizeylerinde
anlaml gelisme goérilmesidir. Bu sonug, etkilesimli
okumanin tahmin etme, soru sorma, tartisma ve anlam
kurma  siregleri  yoluyla  okudugunu  anlamayi
destekledigini ortaya koyan oOnceki c¢alismalarla
ortismektedir (Brayko, 2013; Cetinkaya vd., 2019; Rhyn
ve van Staden, 2018). Okudugunu anlama vyalnizca
kelimeleri ¢oziimleme becerisi degil, ayni zamanda
metinle aktif etkilesim kurma sirecidir. Bu nedenle,
etkilesimli okumanin yapilandiriimis ve diyalojik yapisi
ogrencilerin metinleri daha iyi anlamalarina katki saglamis
olabilir.

Arastirmada etkilesimli okumanin 6grencilerin okuma
motivasyonunu da anlamli bigcimde artirdigi belirlenmistir.
Bu bulgu, etkilesimli okumanin o6grencilerin okumaya
yonelik ilgisini, keyif alma diizeyini ve katihm istegini
artirdigini gésteren onceki arastirmalari desteklemektedir
(Thomas vd., 2020; Whitehurst vd., 1988; Yurtbakan vd.,
2021). Egitim dilinde gliglik yasayan 6grenciler agisindan,

keyifli ve katiimci okuma deneyimleri sunulmasi
motivasyonun  sirdirtlmesi  bakimindan  6zellikle
onemlidir.

Kelime hazinesi bakimindan ise her iki grupta da
gelisim gorilmis, ancak son testte gruplar arasinda
anlamh fark olusmamistir. Bu durum, kontrol grubunda

yuritilen yogun kelime 0&gretimi uygulamalariyla
aciklanabilir. Onceki calismalar, hem dogrudan kelime
Ogretiminin hem de etkilesimli okumanin kelime

6grenimini destekledigini gostermektedir (Hickman vd.,
2004; Morgan ve Meier, 2008; Nation, 2001). Dolayisiyla
kelime gelisimi, birden fazla 06gretim yaklasimiyla
desteklenebilmektedir.

Bu bulgularin uygulamaya doénik bazi sonuglar
bulunmaktadir. Dilsel agidan farkli 6grenci gruplarinin
bulundugu okullarda 6gretmenler, yas diizeyine uygun
resimli kitaplar, soru sorma teknikleri ve sinif igi
tartismalarla desteklenen duzenli etkilesimli okuma
etkinliklerine yer verebilirler. Bu tiir uygulamalar yalnizca
okudugunu anlama becerisini degil, ayni zamanda
okumaya yonelik olumlu tutumlari da gelistirebilir.
Arastirmanin bazi sinirhhiklari da vardir. Calisma, tek bir
ilcede Ogrenim goren sinirh sayida Gglnct  sinif
Ogrencisiyle yurutilmistir. Gelecek arastirmalarda daha
genis orneklemler, daha uzun uygulama sireleri ve farkh
sinif diizeyleri incelenebilir. Buna ragmen mevcut ¢alisma,
etkilesimli  okumanin anne dili Tiurkce olmayan
ogrencilerin okuryazarhk gelisimini destekleyen glicli bir
yaklagim oldugunu géstermektedir.

5. Sonug ve Oneriler

Bu bolimde, arastirmadan elde edilen bulgular
dogrultusunda ulasilan sonuglara, bu sonuglarin alan
yazindaki benzer c¢alismalarla karsilastirmali  olarak
tartisiimasina ve bu sonuglar 1siginda gelistirilen 6nerilere
yer verilmistir. Etkilesimli okuma ydnteminin, anne dili
Tirkce olmayan ilkokul Gglincl sinif 6grencilerinin
okudugunu anlama, kelime hazinesi ve okuma
motivasyonu Uzerindeki etkilerini incelemeyi amaglayan
bu arastirma, etkilesimli okuma uygulamalarinin ¢ok
boyutlu 6grenme ciktilari Gzerindeki etkisini ortaya
koyarak, 6zellikle ¢ok dilli sinif ortamlarinda bu yontemin
islevselligine iliskin dGnemli bulgular sunmustur.

Arastirma sonucunda etkilesimli okumanin anne dili
Tirkge olmayan ilkokul Uglinc sinif 6grencilerinin
okudugunu anlama dizeylerine pozitif yonde etki edip
artirdigi sonucuna ulasiimistir.

Alanyazin incelendiginde Brayko (2013)’tGin de benzer
sonuglara ulastigl gorilmektedir. Brayko’da calismasinda
etkilesimli okumanin anne dili ana dilinden farkli olan
ilkokul ve ortaokul Ogrencilerinin okudugunu ve
dinledigini anlama ile kelime hazineleri Uzerinde etkili
oldugu sonucuna ulagsmistir. Arastirmaci siireg igerisinde
ogrencilerin aktif olmalarinin, aninda doénit almalarinin,
soru sorulmasina firsat verilmesinin ve kelime anlamlari
Gzerinde yapilan sohbet imkadni bulmalarinin bu sonucun
ortaya ¢ikmasinda etkili oldugunu ifade etmektedir.
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Meller, Richardson ve Hatch (2009) tarafindan
belirtilene gore, etkilesimli okuma sirasinda 6gretmen,
okumayl modelleyerek o6grencilere okuma &ncesinde,
sirasinda ve sonrasinda anlama becerilerini gelistirmeleri
icin cesitli stratejiler Ogretir. Bu slirecte Ogretmen,
ogrencilere kitap hakkinda tahminlerde bulunmayi,
zihinsel sorgulamalar yapmayi, tahminleri kontrol etmeyi,
baglantilar kurmayi, 6zetlemeyi ve ana temayi olusturup
degerlendirmeyi gosterir. Bu yéntemler, Ogrencilerin
okudugunu anlamalarini gelistirmelerine yardimci olur.

Etkilesimli okuma uygulamalarinda  6gretmen,
okumayi durdurdugu zamanlarda 6grencilere hikaye ile
kendi yasamlari arasinda baglantilar kurma ve okunan
diger metinlerle ilgili ¢ikarimlar yapma firsati sunar. Bu
yontem, anlama stratejilerini kullanarak 06grencilerin
hikaye ile baglanti kurmalarini ve dolayisiyla hikayeyi daha
kolay anlamalarini saglar (Scharlach, 2008). Ceyhan
(2019), ilkokul ikinci sinif 6grencileriyle 11 hafta siliren
etkilesimli  okuma  uygulamalari  gergeklestirerek,
Ogrencilere anlama stratejileri 6gretmis ve bilinmeyen
kelimeleri kelime duvari kullanarak 6gretmistir. Arastirma,
ogrencilerin etkilesimli okumalar sayesinde 6grendikleri
stratejileri metinlerde uygulayabildiklerini ve bu sayede
okudugunu anlama dizeylerinin arttigini gostermistir.
Ayrica, dizenli olarak yapilan etkilesimli okumalarin,
cimle karmasikligini asma konusunda 6grencilere
yardimci oldugunu ve okudugunu anlama ile okumaya
yonelik olumlu tutumlari tesvik ettigini belirtmistir
(Silvern, 1985). Bu nedenle, etkilesimli okumanin
kullanilmasi 6zellikle anne dilinden farkli bir dil 6grenenler
icin yeni kelimelerin kazanilmasina katki saglayarak
okudugunu anlamayi destekler (Collins, 2005).

Etkilesimli okuma, kiiglik cocuklarin kelime hazinelerini
okuma esnasinda sorgulama yoluyla genisletmeye
odaklanir, kelime hazinesi de okuma igin énemli bir 6n
kosul oldugundan dolayi okunan metnin
anlamlandirilmasina yardimci olur (Morgan & Meier,
2008). Dolayisiyla, etkilesimli okuma ile kazanilan kelime
bilgisi, yalnizca okudugunu anlamayi degil, ayni zamanda
gelecekteki okuma basarilarini da énemli dlglide destekler
(Farkas & Beron, 2004). Justice, Meier ve Walpole (2005)
deneysel calismalarinda, etkilesimli kitap okumanin
faydalarini en Ust diizeye g¢ikarmada kritik bir 6zelligin,
metni vyalnizca seslendirmekle kalmayip, metin disi
konusmalar yoluyla ¢ocuklarin okudugunu anlama ve dil
becerilerini gelistirmek oldugunu gostermislerdir. Ayrica,
anne dilinden farkli bir dil olarak ingilizce 6grenen
cocuklarin genellikle kelime gelisimlerinin yavas ilerledigi
ve bu durumun ilerleyen dénemde okudugunu anlama
dizeylerinin azalmasina vyol actigini belirtmislerdir.
(August, Carlo, Dressler & Snow, 2005). Nitekim Farkas ve
Beron (2004) etkilesimli okuma uygulamalariyla 6zellikle
anne dilinden farkli bir dil 6grenen ¢ocuklarin okudugunu
anlama becerilerinin gelistirilebilecegini belirtmislerdir.
Ryhn ve Staden (2018) yari deneysel calismalarinda,
etkilesimli okumanin anne dili ingilizce olmayan 4., 5. ve 6.
sinif Afrikali 6grencilerin okudugunu anlama becerilerini
gelistirdigini  belirlemislerdir. Benzer sekilde, Ergiil,
Akaoglu, Karaman ve Sarica (2017) izleme ¢alismalarinda
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etkilesimli okumanin uzun dénem sonuglarini inceleyerek,
bu yontemin okudugunu anlama becerileri Uzerinde
olumlu etkiler sagladigini tespit etmislerdir. Yildirm
(2023) etkilesimli okumanin ilkokul Gglnct sinif
ogrencilerinin okudugunun anlama becerilerine etkisini
arastirdigi calismasinda dokuz hafta siren uygulama
sonucunda etkilesimli okumanin ¢ocuklarin okudugunu
anlama becerilerini gelistirdigi sonucuna ulagmistir.

Alinyazinda incelenen aragtirmalar ve mevcut
arastirma etkilesimli okuma uygulamalarinin anne dili
farkh  o6grenciler basta olmak (zere dezavantajh
ogrencilerin okudugunu anlama becerilerini arttirdig
sonucunu ortaya koymaktadir. Dolayisiyla etkilesimli
okumanin 0Ogrencilerin aktif katihmina firsat vermesi,
okuma stratejisi kullanimi, yeni kelimelere maruz
birakmasi, metin igi-metin disi konugmalara firsat vermesi
gibi katkilarindan dolayr okudugunu anlama becerisi
Gzerinde olumlu etkiye sahip oldugu sdylenebilir. Ayrica,
etkilesimli okumayr uygulayan o&gretmenler, sesli
distinme firsati sunarak 6grencilerin daha iyi anlamalarina
yardimci olurlar. Bu sirecte, 0Ogrencilerin tahminler
yapmalarini, 6n bilgileri harekete gecirmelerini, 6zetleme
yapmalarini ve ana fikir, yer, zaman, hikdayede gegen
problem durumu ve ¢6ziim ile ana ve yan karakterler gibi
hikaye bilesenleri hakkinda sorular sormalarini saglarlar.
Ders sirasinda yonetilen bu siire¢ sayesinde 6grenciler,
disinmeye tesvik edilir ve metinle bas basa kaldiklarinda
anlamalarini  gelistirmek icin hangi unsurlara dikkat
etmeleri gerektigini 6grenirler.

Arastirma sonucunda etkilesimli okumanin anne dili
Tirkge olmayan ilkokul Gglinct sinif 6grencilerinin okuma
motivasyonu Uzerine olumlu etkisinin oldugu sonucuna
ulasiimistir.

Bu c¢alismada, etkilesimli okumanin  okuma
motivasyonu Uzerindeki etkileri incelenmistir ve mevcut
bulgular, etkilesimli okumanin &grencilerin okuma
motivasyonunu artirmadaki 6nemini vurgulamaktadir.
Whitehurst ve Lonigan (1998), etkilesimli okumanin
okuma motivasyonunu etkileyen o6nemli bir faktor
oldugunu belirtmislerdir. Geleneksel okumanin aksine,
etkilesimli okumada rollerin degismesi, dinleyicilerin
zaman zaman okuyucu olmasi ve okuyucularin da dinleyici
roliine geg¢mesi okuma sirecini daha zengin ve aktif
kilmaktadir. Bu ozellik, etkilesimli okumanin 6grencilerin
merakini, isteklerini ve ilgilerini harekete gecirdigini
ortaya koymaktadir (Blom Hoffman, O'Neil Pirozzi &
Cutting, 2006). Dolayisiyla, etkilesimli okumanin okuma
motivasyonunun gelisiminde o6nemli bir rol oynadigi

soylenebilir.
Alanyazinda, etkilesimli okumanin okuma
motivasyonunu  artirici  etkileri  {izerine  yapilan

arastirmalar, bu bulgulari desteklemektedir. Ornegin, Sun
(2020) calismasinda, etkilesimli okumanin anne dili
ingilizce olmayan Tayvanli ortaokul &grencilerinin okuma
ilgi ve meraklarini artirarak okuma motivasyonlarini
ylkselttigini tespit etmistir. Thomas, Colin ve Leybaert
(2020) ise, etkilesimli okuma uygulamalarinin anne dili
farkh ve dusik sosyoekonomik gruba sahip okul dncesi
cocuklarin okuma motivasyonunu ve dil becerilerini
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gelistirdigini belirtmistir. Ceyhan (2019), ilkokul ikinci sinif
ogrencileriyle ylriattigli 11 hafta sliren etkilesimli okuma
uygulamalari sonucunda, ogrencilerin okuma
motivasyonu dizeylerinde belirgin bir artis goézlemistir.
Yurtbakan, Erdogan ve Erdogan (2021) ise ilkokul
dordiinci  sinif  6grencileriyle yaptiklari galismada,
etkilesimli okumanin okuma motivasyonunu artirdigini ve
Ogrencilerin okumaya olan isteklerini tesvik ettigini ortaya
koymuglardir.

Morgan (2009), etkilesimli okuma derslerinin farkli
kiltdr ve gruptan gelen 6grencilerin okumaya karsi ilgi ve
meraklarini harekete gecirerek okuma motivasyonlarini
artirdigini belirtmektedir. Morrison ve Wlodarczyk (2009)
ise, 0grencilerin okuma metinleriyle ilgili yliksek etkilesim,
aktif  katihm  ve  sosyal etkilesimlerin  okuma
motivasyonuna katkida bulundugunu vurgulamislardir.

Bu bulgular, etkilesimli okumanin sadece dil
becerilerini degil, ayni zamanda okuma motivasyonunu da
gelistirebilecegini gostermektedir. Etkilesimli okuma
uygulamalari, 6grencilerin aktif katilimini ve metinle ilgili
etkilesimini tesvik ederek okuma motivasyonlarini artirir.
Bu, Ogrencilerin okuma sireglerine daha fazla ilgi
gostermelerini ve okuma becerilerini gelistirmelerini
saglayabilir.

Etkilesimli okumanin anne dili Turkge olmayan ilkokul
Gglincu sinif 6grencilerinin kelime hazinesi Gzerinde deney
ve kontrol grubu arasinda anlamli bir fark olusturmadigi
bulunmustur. Ancak, deney grubunun kelime hazinesi
gelisim diizeyinin kontrol grubundan daha fazla oldugu
belirlenmistir. Kontrol grubunun kelime hazinesindeki
gelisimin  blylk olcide yogun kelime &gretimi
uygulamalarina bagl oldugu disinilmektedir.

Bu ¢alismanin sonuglari, etkilesimli okumanin anne dili
Turkce olmayan ¢ocuklarin kelime hazinelerini artirmada
etkili oldugunu ortaya koymustur. Etkilesimli okuma,
¢ocuklarin kelime hazinelerini genisletirken, okuma ve
dinleme becerilerinde de belirgin bir gelisme sagladig
gbzlemlenmistir. Bu bulgular, Petchprasert (2013) ve
Brayko (2013) gibi onceki ¢alismalarla  uyum
gostermektedir ve etkilesimli okumanin kelime 6grenme
surecindeki 6nemini desteklemektedir.

Etkilesimli  okumanin  basarisinda metin  disl
konusmalarin roli kritik bir faktor olarak ortaya ¢ikmistir.
Sorular ve agiklamalar yoluyla yapilan bu konusmalar,
cocuklarin okuma sirasinda kavramlari ve kelimeleri daha
iyi anlamalarina yardimci olur (Mol vd., 2008; Van Kleeck,
2008). Ayrica, kitap okuma sirasinda yetiskinlerin ve
cocuklarin  kelimelerin anlamlari  hakkinda yaptig
konusmalar, ¢ocuklarin kelime hazinelerini artirmaktadir
(Wasik vd., 2002).

Bu calismada, etkilesimli okumanin yalnizca kelime
hazinesi gelisimi tGzerinde degil, ayni zamanda ¢ocuklarin
Ust diizey zihinsel aktiviteleri gerektiren konusmalarin
zenginliginde de olumlu etkiler olusturdugu
gozlemlenmistir. Moore (2014) tarafindan vurgulanan
resimli cocuk kitaplarinin sundugu zengin kelime hazinesi
ve kelime cesitliligi, c¢ocuklarin kelime 6grenme
sureglerinde 6nemli bir rol oynamaktadir. Resimlerin
metinle etkilesimde bulunarak c¢ocuklara kelimelerin

anlamlarini daha somut bir sekilde 6gretmesi, 6grenmeyi
daha etkili hale getirmektedir.

Bu baglamda, resimlerin kelime 6gretimi lzerindeki
etkisi, etkilesimli okuma slrecinde 6nemli bir bilesen
olarak karsimiza ¢ikmaktadir. Resimli kitaplar, ¢ocuklarin
soyut kavramlari somut hale getirmesine yardimci olarak,
kelime 6grenimini destekler ve pekistirir (Wasik & Bond,
2001). Resimlerin, metinlerle uyumu gocuklarin okuma
motivasyonlarini artirmakta ve 6grenme sirecini daha ilgi
cekici hale getirmektedir.

Sonug olarak, etkilesimli okuma yénteminin ¢ocuklarin
dil becerileri ve kelime hazineleri lizerindeki olumlu
etkileri, egitim uygulamalari ve miufredat gelistirme
sureglerinde dikkate alinmalidir. Bu yontemlerin, 6zellikle
anne dili farkli olan ve diisiik sosyoekonomik diizeye sahip
¢ocuklar icin sagladig firsatlar, egitimde kalitenin
artmasinda 6nemli bir aragtir (Sun, 2020; Thomas, Colin &
Leybaert, 2020).
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