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Okul Oncesi Dénem Cocuklarinda Oyki Anlamanin

Degerlendirilmesi: Oykii Anlama Rubrigi’'nin

Gelistirilmesi’

Demet Aydin', Gulden Uyanik?

Ozet

Okul o6ncesi dénemde c¢ocuklarin 6yku anlama becerileri
okudugunu anlama becerileri gibi birgcok beceri ile iliskilidir. Bu
sebeple okul o6ncesi dénemde cocuklarin 6yku anlama
becerilerinin  degerlendirilmesi  olduk¢a &6nemli oldugu
soylenebilir. Bu calismada; 48-72 aylik okul 6ncesi donem
¢ocuklarinin 6yku anlama becerilerinin degerlendiriimesine
yonelik bir rubrik gelistiriimesi ve cocuklarin 6ykd anlama
becerilerinin yas ve cinsiyet degdiskenlerine gére incelenmesi
amaclanmaktadir. Oykd Anlama Rubrigi Istanbul ilinde okul
oncesi egitim kurumlarinda 6grenim gérmekte olan toplam
340 okul 6ncesi cocuguyla uygulanmistir. Bu rubrigin guavenirlik
katsayilarinin belirlenmesi amaciyla paralel formlar yéntemi
kullaniimistir.  Olcegin kapsam gecerliliginin  belirlenmesi
amaciyla 12 uzmandan goéris alinmis ve gdrusler Lawshe
teknigi ile analiz edilmistir. Erken Okuryazarlik Becerileri
Degerlendirme Aracr’nin Alt Testi olan OykUyld Anlama Alt Testi
ve Turkge Erken Dil Gelisim Testi Alici Dil Alt Testi A Formu

rubrigin  6lgcut  gecerliliginin  hesaplanmasi  amaciyla
kullanilmistir. Gavenirlik analizlerinde rubrigin gudvenirliginin
hesaplanmasi amaciyla Cronbach alpha katsayisi

belirlenmistir ve iki formunda yuksek dlzeyde i¢c tutarliiga
sahip oldugu belirlenmistir. Her iki uygulayici i¢cin uyum
katsayisi incelenmis ve uygulamacilar arasinda anlamili iliski
oldugu gordulmustar. Arastirma sonucunda, 10 maddelik ve T ve
M olmak Uzere iki formu bulunan Oyki Anlama Rubrigi'nin
gecerli ve guvenilir sonucglar sagladigr bulunmustur. Bu sonuca
ek olarak yas degiskeninin c¢ocuklarin oykd anlama
puanlarinda anlamli bir fark olusturdugu ancak cinsiyet
degiskeninin anlamli bir fark olusturmadigi gérdlmustuar.
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Giris

Anlama, sozel olarak ya da metinde gecen mesajin dinleyen ya da okuyan
kisi tarafindan anlasilmasidir. Farkl bir ifade ile anlama sureci, sézIU veya
yazili metinle anlam olusturma eylemi seklinde tanimlanabilir (Duke ve
Carlisle, 2011). Alan yazin incelendiginde anlama Uzerine farkli tanimlar da
yapildigi goérulmektedir. Bu calismada temel olarak ele alinan anlama sureci,
metinsel olarak ifade edilen bilginin okuyan kisinin zihninde anlaml bir
sekilde temsil edilmesi ile ilgilidir. Bu temsil, metni okuyan ya da dinleyen
kisi tarafindan metinden égrenilen bilginin uygulanmasi, hikayenin yeniden
ifade edilmesi, metnin icerigindeki temanin belirlenmesi, metnin elestirmesi
gibi becerileri gelistirmeye ydnelik temel yapitasi olarak gorulmektedir (Van
den Broek ve digerleri, 2005). Anlatilan bir seyi anlama, zihin teorisi, bakis
acisl alma becerisi gibi bircok becerinin es zamanl gelisimi ile karmasik bir
anlam olusturma surecidir (Paris ve Paris, 2003; Sari ve Altun, 2018).

Okudugunu anlama sureclerinin  temelleri  okul o6ncesi ddnemde
olusmaktadir. Bu donemde cocuklarin kendilerine okunan metni anlamaya
calistiklarinda kullandiklari anlama surecleri, okuma bilen bir cocugun ya da
yetiskinlerin  okurken  kullandiklari  anlama  suUreclerine  oldukga
benzemektedir (Lepola ve digerleri, 2005; Van den Broek ve digerleri, 2005).
Bir baska ifadeyle cocuklar okumayi 6grenmeden once dinledikleri metinler
karsisinda anlam arama ve uretme becerileri gelisir (Brandao ve Silva, 2023).
OykU anlama becerisinin cocuklarin gelecekteki yasantisinda énemli olmasi
sebebiyle okul 6ncesi dénemde degerlendirme bu becerinin de gdz énunde
bulundurulmasi gereken bir beceri oldugu sdylenebilir.

Okul Oncesi D6nemde Oykii Anlama

Cocuklarin éyku anlama becerisi metne dayali acik ve ¢cikarima dayali ortuk
baglamlarla olusur. Metne dayall dyku anlama okuyucunun ya da
dinleyicinin metinde gecen bir bilgiyi hatirlamasina ve anlamasina dayalidir.
Bu bilgi metinde acik olarak yer almaktadir (Paris ve Paris, 2003). Cikarim
dayalli 6yku anlama ise, metinde yer alan ancak ortuk olarak sunulan bilgileri
fark etme ve ifadeleri metnin cesitli bélumleri ve okuyucunun ya da
dinleyicinin dnceki bilgileri arasinda butlUnlestirme becerisini ifade eder
(Lepola, 2012). Bu bilgi ise metinde ortuk olarak yer almaktadir. van Kleeck
(2006), yetiskinin kitap paylasimi sirasinda cikarima dayali konusmayi
kullanmasinin, cocuklarda cikarim yapmayi kolaylastiracagini
vurgulamaktadir. Arastirmaci, cocuklarin okul dncesi dénemde cikarima
dayall tartismalara siklikla katilmasinin, cocuklarin anlama becerileri
Uzerindeki etkisinin de guclu olacagini vurgulamaktadir.

OykU anlama surecinde, okul éncesi dénem cocuklarinin gérsellerden
yararlanmasi sebebiyle metnin icerdigi mesajlar resimler yoluyla gorsel
olarak desteklenmektedir ve &ykUyu derinlemesine anlamaya firsat
sunmaktadir (Aukerman ve Chambers Schuldt, 2016). OykuyU derinlemesine
anlamak, oykude yer alan olaylar ve karakterler hakkinda akil yurutmek,
cocuklarin eglenmesi ve daha sonraki okuma becerileri icin gerekli olan
anlama becerileri acisindan onemlidir (Collins, 2023). Cocuklarin okumaya
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baslamadan dnce dinledikleri metinler karsisinda anlam arama ve Uretme
becerilerinin gelistirilmesi amaciyla okul &ncesi ddnemden itibaren
calismalarin yapilmasinin yani sira ¢cocuklarin var olan potansiyellerinin
degerlendirilmesinde de oldukca gereklidir (Paris ve Paris, 2003; Van den
Broek ve digerleri, 2005).

Okul Oncesi D6nemde Oykii Anlamanin Degerlendirilmesi

Okul 6ncesi yillarda anlamanin ne anlama geldigini ve anlama becerilerinin
nasil gelistigini fark etmek, cocuklarda anlama becerilerini degerlendirme
araclarinin gelistirilmesine temel saglar (Sari ve Altun, 2018; Van den Broek
ve digerleri, 2005). Arastirmacilar ve uygulamacilar bu degerlendirme
surecinde hem degerlendirme baglamini (anlamanin temeli olarak
kullanilan anlatilar veya diger materyaller) hem de degerlendirme
gorevlerini (6rnegin, sorulari yanitlamak, anlatilari yeniden anlatmak)
dikkatlice dusunmelidir. Anlamay! degerlendirme hem baglam hem de
icerikler cocuklarin duzeyine uygun olmalidir (Lynch ve Lepola, 2015). Okul
onceci donemde dyku anlamanin degerlendirilmesi hem dil, hem okuma
hem de anlama becerileri gibi bircok beceri ile iliskili olmasi acisindan
onemlidir (Dickinson ve digerleri, 2010; Kendeou ve digerleri, 2009; Paris ve
Paris, 2003; Van den Broek ve digerleri, 2005). Oykinun anlamini kavramak,
konularin ve ipuclarinin kesfedilmesine olanak taniyan bilissel beceriler ile
baglantiidir (Aukerman ve Chambers Schuldt, 2016). Yapilan calismalar
incelendiginde dyku anlama yalnizca dil ve bilissel beceriler ile degil sosyal
beceriler ile de iliskili oldugu goérulmektedir (Froiland ve Davison, 2020;
Spencer ve Petersen, 2020).

Bu calismada dyku anlamanin degerlendirilmesine iliskin ele alinan ¢erceve
Van den Broek vd. (2005), oyku anlamanin degerlendiriimesinde dikkate
alinmasi gereken u¢ temel ilke ile olusturulmustur. Bu ilkelerden birinci okul
oncesi donemde dyku anlamanin kritik bir gelisimm gosterdigidir. Diger bir
ilke okul oncesi donemde &ykU anlamanin degerlendirilmesi sUrecinde
yalnizca metin degil resimli kitaplar gibi metin disi baglamlarin kullanilmasi
ile iliskilidir. Bu ilkelerden Ucuncusu ise oyku anlama degerlendirilirken
becerinin butununun ele alinmasi gerekliligini vurgulamaktadir. Bu
cerceveden hareketle okul oncesi donemde &yku anlamanin
degerlendirilmesi gerekliligi ve bu degerlendirmeyi yaparken metin disi
baglamlarla surecin desteklenmesi gerektigi sdylenebilir. Bunlara ek olarak
metne ve cikarima dayall sorulara yer vererek becerinin butunune
odaklanmanin onemli oldugu goérulmektedir.

Cocuklarin 6yku anlama becerilerinin degerlendirilmesi Uzerine Ulkemizde
yapilan ¢alismalar incelendiginde, amaci dogrudan ¢ocuklarin dyku anlama
becerilerini degerlendirmek olan bir &lcme aracina rastlanmamaktadir.
Arastirmacilardan bazilari resimli cocuk kitaplari okuduktan sonra sorduklari
sorularla 6yku anlamayi degerlendirmistir (Altun, 2018; Sari ve Altun, 2018).
Bekman vd. (2012), yaptigi calismada da arastirmacilar dnce kartlari sirasiyla
cocugun onune koyarak hikayeyi anlatmistir. Sonrasinda kartlari karisik bir
sekilde masaya birakmis ve cocuklardan sdyledigi cUmlenin gectigi karti
vermeleri istenerek oyku anlama becerileri olcUlmustur. Bazi dlgcme
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araclarindan da alt test ya da bdlum olarak dyku anlama yer almistir
(Karaman, 2013; Karaman ve Aytar, 2016). Bu &lcme araclarinda oyku
anlamaya ydnelik sorularin hatirlama duzeyinde oldugu gorulmektedir. Bu
calismalar incelendiginde, Ulkemizde okul oncesi doneme iliskin oyku
anlama surecinde metne ve c¢ikarima dayall sorulari iceren herhangi bir
olcme aracina rastlanmamistir. Bu sebeple hem metne hem de c¢ikarima
dayali sorularla 6yku anlama becerisinin tumune odaklanan &lgcme
araclarinin gerekli oldugu gorulmektedir.

Yurt disinda yapilan calismalar incelendiginde, arastirmacilar tarafindan
cocuklarin éyku anlama becerileri degerlendirilirken; cocuklarin hikayeyi
tekrar anlatmasi, sdzcuksUz kitaplarla gorselleri anlatmasi ve metne ya da
gorsele iliskin sorulara cevap vermesi seklinde degerlendirmelerin yapildigi
goérulmektedir (Lynch ve Lepola, 2015). Bu degerlendirmelerin yani sira
kodla ilgili (code-related) oncullerin (fonolojik farkindalik, harf bilgisi ve hizli
isimlendirme gibi) gelecekte okudugunu anlamanin yordanabilmesi icin
degerlendirme yontemi olarak kullanildigi gérulmektedir (Catts ve digerleri,
2015; Kendeou ve digerleri, 2009; Storch ve Whitehurst, 2002). Oyku
anlamanin degerlendirilmesi calismalarinin hikayeyi yeniden anlatma gibi
gorevlerle (Lepola ve digerleri, 2022; Lever ve Sénéchal, 2011; Mandler ve
Johnson, 1977; Paris ve Paris, 2003) ve kitaplarla (Lepola ve digerleri, 2020,
2022; Paris ve Paris, 2003; Xu ve digerleri, 2022) yapildigl gérulmektedir. Bu
degerlendirme yontemlerinin yani sira bazi élcme aracglarinin gelistirildigi ve
bu araclarin cocuklarin dyku anlama becerilerinin degerlendirilmesinde
kullanildigl gorulmektedir (Dawes ve digerleri, 2018, 2019; Petersen ve
Spencer, 2012; Spencer ve digerleri, 2017). Bu araclardan Spencer vd. (2017)
yapmis olduklari calismada “OykU Anlama’nin Degerlendirmesi” (The
Assessment of Story Comprehension-ASC) dlcegi gelistirilmistir. Bu olcegdin
paralel formlardan olusmasi bu calismayla benzerlik gdéstermektedir. Ancak
bu Olcekte oykuler yalnizca metin baglaminda kullaniimis c¢ocuklara
herhangi bir gorsel ya da resim sunulmamistir. Arastirmacilar ¢cocuklarin
oyku anlama becerilerini degerlendirirken resim gibi metin disi baglamlarin
kullanilmasini dnermektedir (Paris ve Paris, 2003; Van den Broek ve digerleri,
2005). Bu sebeple OykU Anlama Rubrigi'nin icerisinde resimli cocuk
kitaplarini kullanmasinin arastirmacilarin oyku anlamanin
degerlendiriimesine yonelik tavsiyelerine uygun bir yapi sunmasinin alan
yazina katki saglayacagi dusunulmektedir. Bir baska 6lcme araci olan Sincap
Hikayesi Anlati Anlama Dederlendirme Araci (Squirrel Story Narrative
Comprehension Assessment-NCA), bir adet sézcuksuz kitabi ve bu kitaba
iliskin sorular yer almaktadir. Oykd Anlama Rubrigi'nin paralel formlardan
olusacak sekilde planlanmis olmasinin uygulayicilara se¢cenek sunma
imkani saglayacagl dustunulmektedir. Bu durum deneysel calismalar gibi
kisa araliklarla cocuklarin 6yku anlama becerilerinin degerlendiriimesine
yonelik calismalarda ve durumlarda kullanilabilmesi sebebiyle bu dlcme
aracinin gelistirilmesinin 6Gnemini ortaya koymaktadir.

Yurt ici ve yurt disi dyku anlamanin degerlendirilmesi ile ilgili yapilan
yukaridaki calismalar incelendiginde; dinamik sorgulama yontemlerinin cok
umut verici goruldugu ancak Lynch ve Lepola'nin (2015) da belirttigi gibi
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daha fazla arastirmaya ihtiyac oldugu gérulmektedir. Oykd Anlama Rubrigi
arastirmaci tarafindan yazilmis ve resimlenmis hikaye kitaplarinin olmasi
acisindan diger calismalardan farkllik gdstermektedir. Bu sayede resim ve
metin  baglamlarinin  6ykU anlamaya ydnelik sorularla &értusmesi
saglanmistir. Bu sebeple OyklU Anlama Rubrigi'nin gelistiriimesinin
arastirmaci ve uygulamacilarin okul oncesi donem cocuklarinin oyku
anlama becerilerini degerlendirmeleri icin énemli bir dlcme araci olacagi
dusunulmektedir.

Bu calismada; 48-72 aylik okul oncesi dénem cocuklarinin 6yku anlama
becerilerinin degerlendirilmesine iliskin bir rubrik gelistiriimesi ve cocuklarin
oyku anlama becerilerinin yas ve cinsiyet degiskenlerine gére incelenmesi
amaclanmaktadir. Bu arastirmada “Oykd Anlama Rubrigi, 48-72 aylik okul
oncesi ddnem c¢ocuklariicin gecerli ve guvenilir bir dlcme araci midir? 48-72
aylik okul 6ncesi dénem cocuklarinin éyku anlama becerilerinde yasa gore
farklilasma var midir? 68-72 aylik okul dncesi dénem cocuklarinin dyku
anlama becerilerinde cinsiyete gore farklilasma var midir?” sorularina cevap
aranmistir.

Yontem

Bu arastirma, Marmara Universitesi Arastirma ve Yayin Etik Kurulu’nun
09.09.2022 tarih ve 07-7 sayil kararina dayali izinle yurdtulmustur. 07.10.2022
tarihli 376409 sayili yaziyla Milli Egitim Bakanhgi izni alinmistir.

Arastirmanin Modeli

Bu arastirmada OykU Anlama Rubrigi'nin 48-72 aylik okul éncesi dénem
cocuklari icin gecerlik ve glvenirlik calismalarinin yapilmasi amaciyla nicel
arastirma yontemleri icerisinde yer alan tarama modeli kullaniimistir.
Tarama modelindeki calismalar, bir grubun 6zelliklerini belirlemeye yonelik
yapilan arastirmalardir (BUyUkdzturk ve digerleri, 2018).

Calisma Grubu

OykU Anlama Rubrigi'nin pilot calismasi icin calisma grubunu; istanbul ili ve
ilcelerindeki anaokulu, anasinifi ve uygulama anasiniflarinda o6grenim
goérmekte olan 48-72 aylik 15 cocuk olusturmustur. Oykd Anlama Rubrigi'nin
gelistiriimesi icin calisma grubu; istanbul ili ve ilcelerinde anaokulu, anasinifi
ve uygulama anasiniflarinda 6grenim gérmekte olan 48-72 aylik 340
cocuktan olusmaktadir. Olcedi gelistirilirken veri toplanacak bdlgelerin
belirlenmesi amaciyla Seker (2015) tarafindan hazirlanan istanbul Yasam
Kalite indeksi calismasindan yararlaniimistir. Seker (2015) yaptidi calismada
istanbul icin bes yasam kalite seviyesi belirlemistir. Bu arastirmanin
orneklemi secilirken bu bes bdlgeden de esit sayida olacak sekilde 6rneklem
alinmasina dikkat edilmistir. istanbul Yasam Kalite Endeksi'nin kullanilmasi,
calismanin temsiliyet gucunu artirmak icin tercih edilmistir. Endeks,
Istanbul'un boélgesel farkliliklarini géz éndnde bulundurarak bes yasam
kalite seviyesi tanimlamis ve bu seviyelerden esit sayida drneklem alinmasi
saglanmistir. Bu yaklasim, calismanin bulgularint genellenebilir hale
getirmek amaclyla, istanbul'un demografik ve sosyoekonomik cesitliligini
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dikkate almayl hedeflemistir. Tek bir bdlgeyi kapsayan &rneklem
secimlerinin homojen gruplar yaratabilecegi ve bu durumun sonugclarin
gecerliligini sinirlayabilecedi dusuntlmektedir. istanbul Yasam Kalite
Endeksi'nin kullaniimasi, bu sinirlamay! asmak icin ideal bir ¢6zum olarak
degerlendirilmistir. Avrupa yakasinin nudfusunun Anadolu yakasinin
nufusundan fazla olmasi sebebiyle Avrupa yakasindan Anadolu yakasinin iki
katl olacak sekilde drneklem sayisi secilmistir. Bes bolgeden secilen ilceler,
okullar ve cocuklar basit rastgele &érnekleme yodntemi ile secilmistir.
Orneklem grubu secilmesinde olusturulan evren listesinden érnekleme
birimlerinin seckisiz olarak alinmasina basit rastgele 6rneklem yontemi
denir (Buyukdzturk ve digerleri, 2018). Rubrigin uygulandigr gruba iliskin
demografik bilgiler asagida tablolar halinde verilmistir.

Tablo 1
Oykl Anlama Rubrigi M ve T Formu Genel Demografik Bilgileri (N=150)
M Formu T Formu
(n=100) (n=100)
Ozellik f % f %
Cocugun Cinsiyeti Kiz 85 5667 79 5266
Erkek 65 4333 71 4733
Cocugun Yasl 48-60 ay 70 4667 72 48
60-72 ay 80 5333 78 52
istanbul Yasam Avrupa 1. Seviye- Besiktas 20 1333 20 1333
Kalite Yakasl 2. Seviye- Sisli 20 1333 20 1333
Endeksi 3. Seviye- Fatih 20 1333 20 1333
4. Seviye- Bagcilar 20 13.33 20 13.33
5. Seviye- Esenler 20 1333 20 13.33
Anadolu 1. Seviye- Kadikoy 10 6.67 10 6.67
Yakasl 2. Seviye- UskUdar 10 667 10 667
3. Seviye- Tuzla 10 6.67 10 6.67
4, Seviye- Sancaktepe 10 6.67 10 6.67
5. Seviye- Sultanbeyli 10 6.67 10 6.67
Annenin OJrenim DuzeyiOkuma-Yazma 22 1466 23 15.33
Bilmeyen- ilkokul
Ortaokul- Lise 83 5533 72 48
On Lisans-Lisans ve 45 30 55  36.66
ustu
Babanin OJrenim Duzeyi Okuma-Yazma 13 8.66 21 14
Bilmeyen- ilkokul
Ortaokul- Lise 76 50.66 74 4933
On Lisans-Lisans ve 61 4066 55 36.66
ustu

Tablo1'de géruldugu gibi, Oykid Anlama Rubrigi'nin M formu 85'i (%56.67) kiz,
65'i (%43.33) erkek cocuk olmak Uzere toplam 150 cocuga uygulanmistir.
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Uygulamaya katilan ¢ocuklarin 70'i (%46.67) 48-60 aylik, 80'i (%53.33) 60-72
aylik cocuklardir.

Tablo 2
Alternatif Formlar Guvenirligine ve Olcut Gecgerlilige iliskin Demografik Bilgiler
(n=40)

TEDIL EOBDA
Alici Dil Alt Oykuyu M
Ozellik Testi Anlama Alt | TOMY £l
A Formu Testi
f (%) f (%) f (%) f (%)

Cocugun Kiz 19(47.5) 19(47.5) 19(47.5) 19(47.5)
Cinsiyeti Erkek 21(52.5) 21(52.5) 21(52.5)  21(52.5)
Cocugun Yasl 48-60 ay 18(45) 18(45) 18(45) 18(45)

60-72 ay 22(55) 22(55) 22(55) 22(55)
istanbul Besiktas 8(20) 8(20) 8(20) 8(20)
Yasam Kalite Uskudar 8(20) 8(20) 8(20) 8(20)
Endeksi Fatih 8(20) 8(20) 8(20) 8(20)

Sancaktepe 8(20) 8(20) 8(20) 8(20)

Esenler 8(20) 8(20) 8(20) 8(20)
Annenin Okuma-Yazma 12(30) 18(36) 18(36) 18(36)
Ogrenim Bilmeyen-
Dlzeyi ilkokul

Ortaokul- Lise 23(57.5) 23(57.5) 23(57.5) 23(57.5)

On Lisans-Lisans  5(12.5) 5(12.5) 5(12.5) 5(12.5)

ve Ustu
Babanin Okuma-Yazma 10(25) 10(25) 10(25) 10(25)
Ogrenim Bilmeyen-
Duzeyi Ilkokul

Ortaokul- Lise 24(60) 24(60) 24(60) 24(60)

On Lisans-Lisans  6(15) 6(15) 6(15) 6(15)

ve Ustl

Tablo 2'de géruldugu gibi; Oykd Anlama Rubrigi'nin M formu ve T Formu,
EOBDA OykU Anlama Alt Testi ve TEDIL Alici Dil Alt Testi A Formu dlcme
araclarinin uygulandigi toplam 40 cocuktan 19'u (%47.5) kiz cocuk, 21'i (%52.5)
erkek cocuktur.

Veri Toplama Araclari

Bu arastirmanin verilerini toplamak icin Veli Onam Formu, Demografik Bilgi
Formu, Erken Okuryazarlik Becerileri Degerlendirme Arac’nin OyklyU
Anlama Alt Testi, Turkce Erken Dil Gelisim Testi Alici Dil Alt Testi A Formu ve
OykU Anlama Rubrigi kullanilimistir.

Erken Okuryazarlik Becerileri Degerlendirme Araci

Erken Okuryazarlik Becerilerini Degerlendirme Araci Karaman (2013)
tarafindan erken okuryazarlik becerilerini degerlendirebilme amaciyla
gelistirilmistir. Gelistirme surecine Ankara ilindeki okul &ncesi egitim
kurumlarinda 6grenim gdren 48-77 aylar arasinda yer alan toplam 473
cocuk katilmistir. EOBDA bes alt testten olusmaktadir bu testler: Sesbilgisel
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Farkindalik, Yazi Farkindalidi, OykayU Anlama, Gérselleri Eslestirme ve Yazi
Yazma Oncesi Becerileri testleridir. Olcme aracinda toplam 96 madde
bulunmaktadir. Oykd Anlama testinde bir resimli kitap bulunmaktadir.
Arastirmaci kitabl okuduktan sonra cocuklara dykuyu anlama becerilerini
degerlendirmeye yonelik sorular sorar. Bu sorulara érnek olarak “ipek ayak
izi oyununu nerede oynuyor? Kar yaginca bahcedeki en buyuk ayak izi kime
ait? Soyle.” sorulari gosterilebilir. Bu teste iliskin ciktl alinmasi gereken bir
resimli cocuk kitabl élcme aracinin materyalleri arasindadir. “OykUyu
Anlama” alt testini degerlendiren uzmanlardan gelen goruslere gore; bu alt
testte yer alan maddelere iliskin kapsam gecerligi .75-1 arasinda oldugu
gorulmektedir. Alt testte iliskin CFl degeri .91 ve NNFI degeri de .88'dir. Alt
testte yer alan maddelerin tumunun alt ve Ust %27'lik gruplar icin ayirt edici
oldugu gorulmektedir. Ayrica sorularda yer alan dokuz maddeye yonelik
madde gucluk ortalamasi p=.68, madde ayirt edicilik ortalamasi ise r=.68
oldugu sonucuna ulasiimistir (Karaman, 2013; Karaman ve Aytar, 2016). Bu alt
testi uygulamak i¢cin uygulamacilarin arastirmacilar tarafindan verilen bir
bucuk saatlik bir egitime katilmasi gerekmektedir. Arastirmaci bu egitime
katimistir.

Tlrkge Erken Dil Gelisim Testi

Erken Dil Gelisimi Testi-UcUncU Versiyonu (TELD-3) Turkceye uyarlamasi
yapilan gecerli ve guvenilir bir 6lcme aracidir. Bu élcme araci iki-yedi yas
arasi cocuklarin dil gelisimlerini 6lcmek amaciyla kullanilmaktadir. Olcek
(Test of Early Languge Development- Third Edition, TELD-3) ilk olarak
Hresko, Reid ve Hammil (1999) tarafindan gelistirilmistir. TUrkceye uyarlama
calismalari 2005 yilinda baslamistir. GUven ve Topbas (2014) tarafindan
yapilan uyarlama calismasinda, guvenirlik calismalari yapilarak farkli
demografik alt gruplara uygulanan testin guvenirlik degerlerinin yuksek
oldugu goérulmektedir. Testin guvenirlik calismasi 359 cocuk ile
yurutulmustar. Bu calismada Cronbach Alpha i¢ tutarliik katsayilari, her iki
form ve bu formlarin alt testleri icin .86 ile .98 arasinda oldugu
gorulmektedir. Bu bulgular, TEDIL'in ve bu arastirmada kullanilan A
formunun alici dil alt testinin guvenilirliginin ve gecerliginin yuksek
oldugunu gostermektedir. Bu délcme aracinin materyalleri: Form A/B
Uygulayici Kayit Formu, TEDIL Resim Kitabi, Olcek Materyalleri ve Kullanim
Kilavuzudur. Alici dil alt testinin maddelerine 6rnek olarak 19. madde olan
“Prosedur: Bu resme bak ve sdylediklerimi goster. Kimin dogum gunu?
Tabaklar nerede?” maddesi gosterilebilir. Olcek materyalleri arasinda bebek,
bebedin ayakkabisi, oyuncak araba, kUcUk boyutlu bir top, kasik, bes adet
demir para ve bes adet blok kup bulunmaktadir. Bu &lcme aracini
kullanabilmeleri icin arastirmacilar tarafindan verilen egitime katilmak
gerekmektedir. Arastirmaci bu egitime katilmistir.

Rubrik Gelistirme Sureci

Bu calismada okul dncesi donem cocuklarin dyku anlama becerilerinin
degerlendirmesi amaciyla rubrik gelistirilmesine karar verilmistir. Olcme
islemi icin  olcme biciminin  belirlenmesine yonelik ilgili literatur
incelenmistir. Bu ¢alismada rubrigin secilme nedeni, cocuktan beklenilen
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davranisi ya da ifadeyi net bir sekilde tanimlamasi icin  uygun bir aracg
olmasidir (Andrade, 2005). Buna ek olarak rubriklerin kullanimi ve
aciklanmasinin kolay olmasi sebebiyle bu arastirmada cocuklarin dyku
anlama becerilerini degerlendirmeye ydénelik uygun bir olcme bigcimi
olduguna karar verilmistir. OykU Anlama Rubrigi gelistirilme surecinde
Moskal (2003) rubrik gelistirme asamalari kullaniimistir. Bu sure¢ bes
basamaktan olusmaktadir. Bu basamaklar asagida numaralandiriimistir:

Amac ve hedeflerin yazilmasi

Performans degerlendirmelerinin gelistiriimesi
Puanlama rubriklerinin gelistiriimesi

Performans degerlendirmelerinin yénetilmesi
Sonuclarin puanlanmasi, yorumlanmasi ve kullaniimasi

NI

Olcmek istenilen yapinin acik bir sekilde belirlenmesi, amac ve hedeflerin
yazilmasl surecinde arastirmaci yurt icinde ve yurt disinda éyku anlama
Uzerine yapilan ¢alismalari incelemistir. Bu ¢alismalar dogrultusunda okul
oncesi déonem cocuklarinin dykud anlama becerilerini dlcmek Uzere dlgcme
aracinin yapisi belirlenmistir. Bu dogrultuda amacg ve hedefler yazilmistir.
Gelistirilen 6lcme aracinda ¢ocuklarin dykuye yoénelik metne ve cikarima
dayali sorulara cevap vermesi hedeflenmistir.

Performans degerlendirmelerinin ve puanlama rubriklerinin gelistirilmesi
icin  madde havuzunun olusturulmasli surecinde literatur taramasi
yapilmistir. Yapilan bu literatur taramasi sonucunda yurt disinda yapilan
calismalar dogrultusunda (Altun, 2018; Korat ve digerleri, 2022; Paris ve Paris,
2003; Spencer ve digerleri, 2017, Zhou ve Yadav, 2017, Zipke, 2017) 12
maddeden olusan madde havuzu olusturulmustur. Ancak yapilan bu
calismalarda cocuklarin éyku anlama becerilerini belirlemek i¢cin sadece
sorularin yeterli olmadigr gérulmektedir. Calismalarin cogunda var olan
basili resimli cocuk kitaplarint kullanarak sorularin soruldugu gérulmektedir.
Sinirll sayida arastirmada (Spencer ve digerleri, 2017) 6yku metinlerinin
arastirmacilar tarafindan hazirlandigr gorulmektedir. Spencer ve digerleri,
(2017) yapmis oldugu calisma bunlardan birisidir. Ancak bu calismada
oykuler resimle desteklenmemistir. Yalnizca metin olarak kullaniimistir. Van
den Broek vd. (2005), okul dncesi donem cocuklarinin 6yku anlama becerileri
belirlenirken resimli cocuk kitaplarindan yararlaniimasi gerekliligini
vurgulamistir. Bu sebeple bu suUrecte arastirmacilar tarafindan yazilan ve
resimlenen cocuk kitabl hazirlanmasina karar verilmistir. Bu dogrultuda
arastirmaci tarafindan bir resimli cocuk kitabi yazilip resimlenmistir. Oyku
Anlama Rubrigi guvenirlik calismasi icin bu cocuk kitabina bir de paralel bir
cocuk kitabi daha yazilmistir. Oyku yazilirken Paris ve Paris'in (2003) 6ykU
anlama soru iceriklerine yonelik cevaplar icermesine dikkat edilmistir.

Performans degerlendirmelerinin yonetilmesi i¢cin uzmanlar tarafindan
ikinci basamakta belirlenen madde havuzunun gdzden gegirilmesi
surecinde ilk olarak dyku metinleri 10 uzmana goénderilmistir. Uzmanlardan
gelen formlardan elde edilen gérusler ile dykulerde yer alan metinler tekrar
duzeltilmistir. Bu duzenlemelere yonelik alan yazi incelenerek 12 &yku
anlama sorusu iki paralel 6yku icin de yazilmistir. Yapilan duzenleme
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sonrasinda dykulerin cizimleri arastirmaci tarafindan tablet Uzerinden cizim
yaplilabilen bir uygulama (Procreate) aracihgiyla dijital cizim tableti ve kalemi
kullanilarak ayni tekniklerle cizilmistir. Yapilan cizimler ve metin
birlestiriimistir. Metin cizimler ile birlestirilirken sayfa sayisinin, kullanilan
puntonun ve yazi tipinin resimli cocuk kitaplarinda kullanilan genel kurallara
uygun olmasina dikkat edilmistir. Bu birlestirme sonrasi iki adet birbirine
paralel olarak yazilan ve resimlenen 16 sayfalik resimli cocuk kitabi ortaya
cikmistir.

Bu kitaplarin Pdf versiyonlari ve kitaplara iliskin hazirlanan sorular 12
uzmanin gérusu icin uzman goérusu formu araciligiyla génderilmistir. Bu
uzmanlardan dokuzu okul oncesi egitim, ikisi Turkce egitimi ve biri sinif
egitimi alaninda uzmandir. iki uzman 1. maddenin, dért uzman da 12
maddenin rubrikten cikarilmasi Uzerine gdrus bildirmistir. 11. ve 12. madde
kitaplarda kullanilan sézcuklerin anlaminin sorulmasini icermektedir. Ancak
uzmanlar Paris ve Paris (2003)'Un cercevesine uymamasi sebebiyle bu
maddelerin ¢ikarilmasina iliskin gorus bildirmislerdir. Uzmanlarin gérusleri
ile yapilan Lawshe analizi sonucunda maddeler rubrikten ¢ikarilmistir. Analiz
sonucunda &lgcme aracinin maddeleri 10 maddeye dusurulmustur. 15
cocukla M ve T formunun her ikisi de farkli zamanlarda uygulanarak pilot
uygulama yapilmistir. Uzmanlardan alinan goérusler ve pilot uygulama
dogrultusunda kitaplarin gorselleri, metinleri ve sorulari duzenlenmistir. Bu
dogrultuda da Oykd Anlama Rubrigi Kullanim Kilavuzu, Oyku Anlama
Rubrigi M ve T Formu Puanlama Rehberi ile Puanlama Cizelgeleri ve iki adet
resimli cocuk kitabi hazirlanmistir. Rubrikte yer alan maddelere “Tavsan Mini
nicin surekliormana gitmisti? Arkadaslari ormana gitmemesini sdylemesine
ragmen Tavsan Mini gidecegini sdylemisti. Sence neden bdyle sdyledi?”
maddeleri érnek gosterilebilir.

Resim 1
M ve T Formu Okuma Sayfalari Ornekleri

Markr Kuki’nin Tavgan Mini‘nin
SakLL Ormwan
Macerast Macerast

Oykd Anlama Rubrigi sonuclarin  puanlanmasi, yorumlanmasi ve
kullanilmasi icin 340 cocukla uygulanmistir. Bu calisma sonrasinda OykU
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Anlama Rubrigi'nin  gecerli ve guvenilir bir o6lcme araci oldugu
gorulmektedir.

Veri Toplama Sureci

Oyku Anlama Rubrigi’'nin uygulanacagi bolgelerin secilmesi icin Seker (2015)
tarafindan hazirlanan istanbul Yasam Kalite Endeksi calismasindan
yararlanilmistir. Bu calismada istanbul icin bes yasam Kkalite seviyesi
secilmistir. Bu bdlgelerde belirlenen okullar basit rastgele érnekleme
yontemiyle secilmistir. Daha sonra secilen okullar ile iletisimm kurulmustur.
Okul yodneticilerinden arastirmaya yoénelik gerekli izinler alinmistir.
Ogretmenlerinde surec hakkinda bilgilendiriimesinden sonra uygulama
yapilacak siniflar ve cocuklar tekrar basit rastgele érneklem ydntemi ile
belirlenmistir. Calismaya katilan c¢ocuklarin ebeveynlerinden arastirma
onami alinmasi icin Veli Onam Formu ve Demografik Bilgi Formu
kullanilmistir.

Arastirmaci uygulama yapilacak siniflarda uygulamadan énce cocuklarin
kendisine alismalari icin vakit gecirmistir. Daha sonra c¢ocuklarla birebir
olacak sekilde okulda uygun bir yere gecip Oyku Anlama Rubrigi'nin paralel
formlarindan birini uygulamistir. Secilen her okulda rastgele olacak sekilde
cocuklarin yarisina M formu yarisina da T formu uygulanmistir. Formlar
uygulanmadan 6nce okulda daha 6nce belirlenen uygun bir yer secilmistir.
Bu alanda masa ve birbirine ¢capraz konumlanacak sandalyenin olmasina
6zen gosterilmistir. Boylece kitaplar okundugunda tum c¢ocuklarin kitabi
gorebilmesi saglanmistir. Arastirmaci bir alan belirledikten sonra sinifa
girmis ve sinifta serbest zaman ve yemek saati boyunca cocuklarla vakit
gecirmistir. Daha sonra secilen ¢cocugun yanina 6ogretmeniyle birlikte
gidilerek "“Benimle kitap okumak ister misin?" diye sorulmustur. Hayir cevabi
aldiginda arastirmaci israrci olmamis ¢ocukla uygulama yapmamistir. Evet
cevabl aldiginda uygulama alanina gecerek neler yapacaklari hakkinda
cocuga bilgi vermistir. Cocuk tekrar onay verdiginde ise uygulama sureci
baslamistir. ilk dnce arastirmaci tarafindan yazilan ve resimlenen kitabin
bashgl hakkinda cocuga bilgi verilmistir. Daha sonra cocugun tum sayfalari
net godrebilecegi sekilde kitap okunmustur. Kitaba ydnelik 10 sorunun
sorulmasiyla ¢ocuklarin tum cevaplari not edilmistir. Cocuga katilimi i¢in
tesekkur edilerek sinifina donmesi saglanmistir. Cocuklarin verdigi yanitlar
OykU Anlama Rubrigi Puanlama Rehberi’'nde yer alan puanlama tanimlarina
uygun olarak puanlanmistir. Puanlama rehberine uygun olarak cocuklarin
soruya verdigi dogru olmayan cevaplar 1 puan, dogru olan ama eksik ya da
aclk olmayan cevaplar 2 puan, dogru olan, eksiksiz ve acik cevaplar 3 puan
olacak sekilde OykU Anlama Rubrigi puanlama cizelgesine islenmistir. Elde
edilen puanlardan toplam puan hesaplanarak veriler analiz edilmistir.

Veri Analizi

OykU Anlama Rubrigi'ne iliskin demografik verilerin analizinde frekans ve
ylUzde degerlerine bakilmistir. TEDIL Alici Dil Alt Testi, EOBDA OykulyU
Anlama Alt Testi ve OykU Anlama Rubrigi'nden elde edilen verileri istatistik
programi ile analiz edilmistir.
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e OykU Anlama Rubrigi'nin M ve T Formu 12 uzman tarafindan
degerlendirilmis ve kapsam gecerlik orani hesaplanmistir. Bu oranlar
analiz edilirken Lawshe teknigi (Lawshe, 1975) kullaniimistir.

e Oykl Anlama Rubrigi M ve T formu, TEDIL Alici Dil Alt Testi ve EOBDA
OykUyU Anlama Alt Testi arasindaki pearson katsayilari belirlenmis ve
olcut gecerligine iliskin bilgiler elde edilmistir.

e statistik programlari ile elde edilen analiz sonucunda guvenirlige
iliskin Cronbach Alpha ic¢ tutarliik katsayisi, pearson katsayisi paralel
test guvenirligi, uygulamacilar arasi uyum katsayilari belirlenmistir.

e OykUAnlama Rubrigi'nden elde edilen puanlarda yas ve cinsiyete gore
farklilasma durumunu incelemek icin bagimsiz t testi yapiimistir.

Arastirmanin Gegerlik ve Guvenirligi

Arastirmanin  gecerligine iliskin yapilan calismalarda OykUu Anlama
Rubrigi'nin gecerliginin belirlenmesi amaciyla yuzey gecerligi ve kapsam
gecerligine yoénelik calismalar yapilmistir. Olcme araclarinin gecerligini
belirleme turlerinin i¢c ice olmasi ve dlcme araci gelistirilirken birden fazla
gecerlik turlerinin  kullanilmasi sebebiyle bu iki gecerlik tuard rubrik
gelistirme calismasinda ele alinmistir.  Rubrigin  yuzey gecerligini
belirlenmesi amaciyla 12 uzmandan gérus alinmistir. Rubrigin kapsam
gecerligini  belirlemek icin gecerliligi ve guvenirligi yapilmis Erken
Okuryazarlik Becerileri Degderlendirme Araci'nin Alt Testi olan OykuyU
Anlama Alt Testi (Karaman, 2013; Karaman ve Aytar, 2016) ve Turkce Erken Dil
Gelisim Testi Alici Dil Alt Testi A Formu (GUven ve Topbas, 2014) kullanilmistir.
Iki 6lcme araci ile belirlenen korelasyon degeri, dlcedin gecerlik katsayisi
olarak belirlenmistir.

Arastirmanin guvenirligi ile ilgili yapilan calismalarda, Oyku Anlama
Rubrigi'nin guvenirliginin  belirlenmesi amaciyla guvenirlik belirleme
yéntemlerinden paralel formlar guvenirligi kullaniimistir. Bu ydntemde ayni
test icin birbirine paralel iki es deger format olusturulur. Hazirlanan bu
format calisma grubuna kisa zaman araliklarla uygulanir. Calisma grubunun
farkli sekilde ifade edilmis ayni durumu o&lcen sorulara yanit vermesi
beklenir. Boylece ¢alisma grubunun sorulara ayni cevabi verip vermedikleri
belirlenir (Karagdz ve Bardakgi, 2020). Buna ek olarak uygulamacilar arasi
guvenirlik hesaplanmistir. Oyk( Anlama Rubrigi'nin M ve T formu icin
toplamda 30 cocuga yapilan uygulamalar iki uygulamaci tarafindan
yapilmistir. Bu uygulamacilardan biri arastirmacidir. Digeri ise yUksek lisans
mezunu, doktora ogrencisi olan bir okul oncesi o6gretmenidir. Rubrik
uygulama surecinde iki uygulamaci hazir bulunmustur ve uygulamayi
tamamlamistir. Daha sonra uygulamacilar arasi uyum katsayilari
hesaplanmistir. Uygulamacilarin  arasindaki uyum duzeylerinde .01
duzeyinde anlaml bir iliskinin oldugu belirlenmistir. Oykd Anlama
Rubrigi'nin M ve T formuna iliskin yapilan guvenirlik calismasinin
sonuclarina goére i¢ tutarlilik katsayisi (Cronbach Alpha) M formu .759 ve T
formu .763 olarak hesaplanmistir. Bu sebeple rubrigin yuksek duzeyde ic
tutarliliga sahip oldugu goérulmektedir.
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Bulgular

Arastirmanin “Oykl Anlama Rubridi gecerli ve gUvenilir bir dlcme araci
midir?” amacg sorusuna iliskin veriler asagida sunulmustur. Olgcme araci
gelistirme surecindeki betimsel istatistik analizi bu kisimda verilmistir.

Tablo 3
Oykl Anlama Rubrigi M Forumundan Alinan Puanlara iliskin Betimsel Analiz
Her iki Form icin M Formu T Formu

Maddeler N Min  Max  Ortalama SS Ortalama SS
M1 150 1 3 212 .605 2.21 630
M2 150 1 3 2.11 .709 2.17 730
M3 150 1 3 2.30 741 214 .768
M4 150 1 3 215 .766 2.11 .700
M5 150 1 3 2.00 524 2.02 .628
M6 150 1 3 219 748 2.21 738
M7 150 1 3 2.22 724 212 732
M8 150 1 3 2.08 704 2.03 745
M9 150 1 3 2.08 746 2.04 722
M10 150 1 3 2.37 764 2.10 743
Toplam 150 10 30 21.66 4.566 21.17 4780

Tablo 3 incelendiginde, cocuklarin OyklU Anlama Rubrigi M formundan
aldiklari toplam puan ortalamasinin 21.66. T formundan aldiklari toplam
puan ortalamasinin 21.17 oldugu gérulmektedir.

Gecgerlik Calismasina Yonelik Bulgular

OykU Anlama Rubrigi'nin M Formu 12 uzman tarafindan degderlendirilmis ve
kapsam gecerlik orani hesaplanmistir. Bu oranlar hesaplanirken Lawshe
teknigi (Lawshe, 1975) kullaniimistir. Elde edilen kapsam gecerlik oranlari
istatistiksel olarak anlamlihgi test etmek icin kapsam gecerlik dlcutlerine
doénusturulen olcutlerin .05 anlamlilik degeri icin uzman sayisina goére
minimum degerleri belirten Lawshe (1975) tarafindan sunulan tablodan
yararlaniimistir. Asagida tablo hakkinda bilgi verilmistir.

Tablo 4
Lawshe Minimum icerik Gecerligi Olcdtleri
Uzman Sayisi Minimum Deger
9 0.75
10 0.62
1 0.59
12 0.56

Tablo 4 'te Lawshe (1975) tarafindan belirlenen 12 uzman icin minimum
degerin kapsam gecerlik oraniicin 0.56 oldugu gorulmektedir.
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Tablo 5 '

Oyku Anlama Rubrigi M Formu Kapsam Gegerlik Indeksi
Form M Formu T Formu

Duzelt Uygun Duzelt Uygun

Madde Uygun v Degil CO WYOUN ke Degit KOO
M1 10 2 0 0.66 10 2 0 0.66
M2 1 1 0 0.83 1 1 0 0.83
M3 M 1 0 0.83 N 1 0] 0.83
M4 M 1 0 0.83 N 1 0] 0.83
M5 1 1 0 0.83 1 1 0 0.83
M6 10 2 0 0.66 10 2 0 0.66
M7 M 1 0 0.83 N 1 0] 0.83
M8 M 1 0 0.83 N 1 0] 0.83
M9 1 1 0 0.83 1 1 0 0.83
M10 1 1 0 0.83 1 1 0 0.83
MTI1 9 1 2 05 9 1 2 0.5
M12 7 1 4 0.16 7 1 4 0.16
Uzman 1 2
Sayisl
KGO 0.56 0.56
KGI 0.7 0.7

Tablo 5'e gore, M ve T formunda Madde 11 ve Madde 12 bu oranin altinda
kaldigindan bu maddeler her iki formdan cikartiimistir. Ayrica iki form icin
de Kapsam Gecerlik indeksi hesaplanmistir (KGi=0.71). Bu degerin minimum
Kapsam Gecerlik Olcutl (KGO=0.56) icin belirlenen dederden blyuk oldugu
belirlenmistir ve rubrigin kapsam gecerliginin istatistiksel olarak anlamli
oldugu bulunmustur (KGi> KGO). Dolayisityla OykU Anlama Rubrigi'nin M
Formu icin kapsam gecerligini sagladigi gorulmektedir.
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Tablo 6
Oyki Anlama Rubrigi M formu, T formu, TEDIL Alici Dil Alt Testi ve Oykd Anlama
Alt Testi arasindaki Pearson Katsayilari

Pearson
EOBDA TEDIL
Oykuyu Alici Dil Alt
M Formu TFormu Anlama Alt Testi A
Testi Formu
M Formu r 1 .890 759 .652
o) .000** .000** .000**
n 40 40 40 40
T Formu r .890 1 738 507
p .000** .000** .001*
n 40 40 40 40
EOBDA r 759 738 1 569
OykU Anlama p .000** .000** .000**
Alt Testi n 40 40 40 40
TEDIL r .652 507 569 1
Alici Dil Alt P .000** .001* .000**
TestiAFormu n 40 40 40 40

*0<.05; *p<.01

Tablo 6 incelendiginde; 6lcut gecerlige iliskin Oyklu Anlama Rubrigi M Formu
ile T formu arasin .890 (p<.01), OykU Anlama Alt Testi arasinda .759 (p<.01),
TEDIL Alici Dil Testi A Formu arasinda .652 (p<.01) dlzeyinde pozitif yonlu
yUksek duzey bir iliski bulunmustur. Bu sonuclar cocuklarin Oykd Anlama
Rubrigi'nin M Formu'ndan aldiklari puanlarin arttikca, T Formu, Oyku
Anlama Alt Testi ve TEDIL Alici Dil Testi A Formu’ndan aldiklari puanlarin
arttigini gostermektedir. Bu sebeple Oyku Anlama Rubrigi’'nin M Formu’nun
olcut gecerligini sagladigr goérulmektedir.

OykU Anlama Rubrigi T Formu ile M Formu arasinda .890 (p<.01), Oyku
Anlama Alt Testi arasinda .738 (p<.01) yiksek duzeyde, TEDIL Alici Dil Testi A
Formu arasinda .507 (p<.05) orta duzeyde pozitif yonlu bir iliski bulunmustur.
Bu sonuclar cocuklarin Oykd Anlama Rubrigi'nin T Formu'ndan aldiklar
puanlarin arttikca, M Formu, OykU Anlama Alt Testi ve TEDIL Alici Dil Testi A
Formu’'ndan aldiklari puanlarin arttigini gdéstermektedir. Bu sebeple Oyku
Anlama Rubrigi'nin M Formu’'nun olcut gecerligini sagladigi gorulmektedir.

Guvenirlik Calismasina Yénelik Bulgular

OykU Anlama Rubrigi M formu Cronbach Alpha ic tutarhlik katsayisi .759 ile
T formu .763 ile yuksek duzeyde i¢ tutarliliga sahip oldugu gérulmektedir.

Tablo 7'de paralel test guvenirligine iliskin Oykt Anlama Rubrigi M formu ve
T formu arasindaki pearson katsayilarina yer verilmistir.
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Tablo 7
Oyku Anlama Rubrigi M formu ve T formu arasindaki Pearson Katsayilari
Pearson
T Formu
r .890
M Formu p .000**
n 40

*0<.05; *p<.01

Tablo 7'de Oykd Anlama Rubrigi M formu ve T formu arasindaki pearson
katsayilarl arasinda .890 (p<.000) duzeyinde pozitif yonlu yuksek duzey bir
iliski bulunmustur. Bu bulgularla Oyku Anlama Rubrigi M ve T formu
arasinda pozitif yonlu yUksek duzeyde bir iliski olmasi sebebiyle paralel test
guvenirliginin yuksek duzeyde oldugu gorulmektedir. Bu durum, M ve T
formunun degderlendirmelerinin paralel oldugunu gostermektedir.

Tablo 8'de uygulamacilar arasindaki guvenirligine iliskin Oyku Anlama
Rubrigi M formu uygulamacilar arasindaki uyum katsayisina yer verilmistir.

Tablo 8
Oyku Anlama Rubrigi M ve T Formu Uygulamacilar Arasi Uyum Katsayilari
M Formu Pearson T Formu Pearson
Uygulamaci 1 Uygulamaci 1
Uyum Katsayisi .981 Uyum 972
Uygulamaci 2 Katsaysi
P .000** &) .000**
n 30 n 30

*0<.05; *p<.01

Tablo 8'de OykUu Anlama Rubrigi M ve T Formu uygulamacilar arasi uyum
katsayilarina iliskin bulgular incelendiginde; M formunun uygulamaci
arasinda .981 (p<.000) duzeyinde pozitif yonlu yuksek duzey bir iliski
bulunmustur. Benzer bir sekilde T formunun uygulamacilari arasinda da .972
(p<.000) duzeyinde pozitif yonlu yuksek duzey bir iliski bulunmustur. Bu
bulgularla Oyklu Anlama Rubrigi M ve T formunun uygulamacilari arasinda
pozitif yonlu yuksek duzeyde bir iliski olmasi sebebiyle uygulamacilar
arasinda guvenirliginin yuksek duzeyde oldugu gorulmektedir. Bu durum,
uygulamacilarin = rubrigi kullanirken benzer puanlamalar yaptigini
gostermektedir.

Tablo 9
Oyku Anlama Rubrigi M ve T Formunun Yasa Gére Farklilasmasina lliskin
Bagimsiz T Testi Sonuclari

N X Ss t o}
o 48-60ay 70 20814 5467 N
ok MPOIMY e0.7aay 80 22412 34es 100 O
48-60ay 72 19555 5237
Rubrigi - Aok
9 Trormu eh70ay 78 neee 377 198 00

*0<.05; *p<.01
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Tablo 9.da goruldugu gibi M Formu icin 48-60 ve 60-72 ay arasinda olan
cocuklarin M formundan aldiklari toplam puanlar karsilastirildiginda 60-72
aylik cocuklarin puanlarinin lehine anlamli bir farklihk oldugu (t=-2.165;
p=,000) gorulmektedir. T Formu icin 48-60 ve 60-72 ay arasinda olan
cocuklarin T formundan aldiklari toplam puanlar karsilastirildiginda 60-72
aylik cocuklarin puanlarinin lehine anlamli bir farkhlik oldugu (t=-4.198;
p=,001) goérulmektedir. Bu durum cocuklarin yasi arttikca oyku anlama
duzeylerinde artis oldugunu gdstermektedir.

Tablo 10
Oykl Anlama Rubrigi M ve T Formunun Cinsiyete Gére Farklilasmasina lliskin
Bagimsiz T Testi Sonuclari

n X Ss t p
o Kiz 85 21588 4509
Ag?g;‘;a M Formu Erkek 65 21769 5096 240 855
na Kiz 79 21088  4.509
Rubrigi -
9 T Formu Erkek 71 21267 5006 28 A1

*0<.05; *p<.01

Tablo 10./da goéruldugu gibi cocuklarin M formundan aldiklari toplam
puanlar karsilastirildiginda kiz ve erkek cocuklarin puanlarinda cinsiyete
goére anlaml bir farkliik olmadigi (t=-240; p=.855) gorulmektedir. T
formundan aldiklari toplam puanlar karsilastirildiginda kiz ve erkek
cocuklarin puanlarinda cinsiyete gdre anlamli bir farkllik olmadigi (t=-.228;
p=.319) gorulmektedir. Bu durum cocuklarin cinsiyetinin oyku anlama
duzeylerinin farklilasmasinda etkisi olmadigini gdstermektedir.

Tartisma ve Oneriler

Bu arastirmada OykU Anlama Rubrigi'nin gecerlik ve guvenirlik calismasi
yapilmistir. Oyktu Anlama Rubrigi'nin M ve T formuna yénelik yapilan gecerlik
calismalarinda, kapsam gecerligine iliskin 12 uzman tarafindan elde edilen
veriler Lawshe teknigi ile analiz edilmistir. Bu analiz sonucunda dlgcme
aracinin kapsam gecerligini sagladigi gérulmektedir. Olcme aracinin Mve T
formu icin olcut gecerligini belirlemek amaciyla 6lcme araci ile ayni kapsami
dlctugu bilinen Oyklu Anlama Alt Testi ve TEDIL Alici Dil Testi A Formu
kullanilmistir.  Yapilan analizler sonucunda rubrigin olcut gecerligini
sagladigr gorulmektedir. Oykd Anlama Rubrigi'nin M ve T formuna iliskin
yapilan guvenirlik calismasinin sonuclarina gére i¢c tutarliik katsayisi
(Cronbach Alpha) M formu .759 ve T formu .763 olarak hesaplanmistir. Bu
sebeple rubrigin yuksek duzeyde ic tutarliliga sahip oldugu gorulmektedir.
Ayrica iki formun da uygulamacilar arasi uyum katsayilari incelendiginde,
olcme aracinin uygulamacilari arasinda .01 duzeyinde anlamli bir iliski
oldugu uyum katsayisi sonuclari arasindadir. Buna ek olarak cocuklarin
Oyku Anlama Rubrigi'nden aldidi puanlar yas ve cinsiyet degdiskenine gore
incelenmistir.
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Gelistirilen 6lcme aracinin gecerligi ve guvenirligi ile ilgili analizlerinden elde
edilen bulgular incelendiginde, rubrigin okul dncesi ddnem cocuklarin oyku
anlama becerilerini degerlendirmek Uzere kullanilabilecek gecerli ve
guvenilir bir dlcme araci oldugu gorulmektedir. Elde edilen sonuclar
dogrultusunda Oykld Anlama Rubrigi'nin 6gretmenler ve arastirmacilaraicin
okul dncesi ddnem cocuklarinin éyku anlamaya ydnelik performanslarinin
degerlendirilmesinde rehberlik edebilecegi dusunulmektedir (Moskal, 2003;
Moskal ve Leydens, 2000). Oykd Anlama Rubrigi M ve T formunun
uygulamacilari arasinda .01 duzeyinde anlamli bir iliski oldugu uyum
katsayisi sonuclari arasindadir. Moskal (2003) bir rubrikte puanlama
kriterlerinin  iyi ~ tanimlanmasinin, c¢ocuklarin  verdigi  yanitlarinin
degerlendiricinin kim olduguna veya yanitin ne zaman puanlandigina fark
etmeksizin ayni puani almasini sagladigini vurgulamaktadir. Bu sebeple,
uygulamacilar arasinda iliskinin yuksek duzeyde olmasi ile rubrigin M ve T
formunun da puanlama kriterlerinin iyi bir sekilde yansittigi gérulmektedir.
Moskal ve Leydens (2000), bir rubrigin gecerli ve guvenilir sonuclar Uretme
potansiyelinin dikkatle gelistirilmis olmasi ile iliski oldugunu belirtmektedir.
Bu dlcme aracinda gecerlige ve guvenirlige iliskin sonuclar, rubrigin okul
oncesi donem cocuklarina yoénelik gelistiriimis bir rubrik oldugunu
gostermektedir.

Yurticive yurt disi alan yazinda dyku anlamanin degerlendiriimesine yonelik
hikayeyi yeniden anlatma gibi gorevler ile degerlendirme calismalari (Lepola
ve digerleri, 2022; Lever ve Sénéchal, 2011; Mandler ve Johnson, 1977; Paris ve
Paris, 2003; Sari ve Altun, 2018) ve kitap ile yapilan degerlendirme calismalari
(Altun, 2018; Lepola ve digerleri, 2020, 2022; Paris ve Paris, 2003, Xu ve
digerleri, 2022) yapildigi gérulmektedir. Bu calismalarda, genellikle okunan
hikaye sonrasinda sorulan sorularla degerlendirme yapildigi géorulmektedir.
Kitap ile yapilan degerlendirme c¢alismalarinda ¢cocuklara bir resimli hikaye
kitabl okundugu ve cocuklardan bu kitaba yonelik sorulan sorulara cevap
vermesi beklendigi gorulmektedir. Alan yazinda bu sorular genellikler Paris
ve Paris'in (2003) belirttigi cerceve de soruldudu goérulmektedir. Oyku
Anlama Rubrigi gecerlik calismasinda uzman goérusunden gelen ve
duzenlenen maddelerin Paris ve Paris'in (2003) belirttigi yaplya uygun
oldugu gorulmektedir.

Ulkemizde o6ykU anlamayl degderlendirmeye ydnelik yapilan calismalar
incelendiginde bu calismalarin oldukc¢a sinirli oldugu gérulmektedir (Altun,
2018; Bekman, 2012; Sari ve Altun, 2018). Bu calismalar arasinda Bekman vd.
(2012) yaptigi calismada hikaye kartlari kullanilarak hikaye anlatiimistir.
Sonrasinda kartlari karisik bir sekilde masaya birakmis ve cocuklardan
arastirmacinin séyledigi cumlenin gectigi karti vermeleri istenerek oyku
anlama becerileri olculmusttr. Oykd Anlama Rubridi resimli kitaplara
yonelik sorulan sorulara verilen yanitlari iceren yapisi geregiyle bu
degerlendirme calismasindan farklihk gostermektedir. Ulkemizde
gelistirilen bazi délcme araclarindan da alt test ya da bdlum olarak éyku
anlama yer almistir (Karaman, 2013; Karaman ve Aytar, 2016). Bu olgcme
araclarinda oyku anlamaya yonelik sorularin yalnizca metne dayali sorular
icerdigi gorulmektedir. Bu calismadan farkli olarak Oykd Anlama Rubrigi
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hem metne hem de cikarima dayali sorulari icerisinde barindirmaktadir.
Tum bu calismalar incelendiginde, Ulkemizde okul éncesi donem
cocuklarinin metne dayall ve ¢cikarima dayali sorulari birlikte degerlendiren
bir dlcme aracina rastlanmamistir. Bu sebeple dyku anlama becerisini bir
butin olarak degerlendiren OyklU Anlama Rubrigi'nin gelistirilmesinin
onemli oldugu dusunulmektedir.

Yurt disinda yapilan calismalarda Van den Broek vd. (2005), dyku anlamanin
degerlendirmesine yonelik U¢ temel ilke oldugunu belirtmektedir. Oyku
Anlama Rubrigi bu ilkeler temel alinarak gelistiriimistir. Bu ilkelerden
birincisi, okul 6ncesi donemin anlama becerilerinin gelisimi icin kritik bir
dénem oldugudur. Bu nedenle, anlama becerileri ile ilgili ¢calismalar ve bu
becerilerin degerlendiriimesine okul &ncesi ddénemde baslamalidir.
Ulkemizde cocuklarin dykla anlama becerilerini dederlendiren gecerli ve
guvenilir bir 6lcme aracinin olmasi erken dénemde anlama gelisiminin
degerlendirmesi icin arastirmacilara ve uygulamacilara destek saglayacadi
dusunulmektedir. Bu ilkelerden ikincisi ise, okul 6ncesi dénemde anlama
becerilerinin degerlendirilirken yalnizca metinsel baglamlarin degil metin
disi baglamlarin da kullanilmasidir. Arastirmacilar resimli cocuk kitaplarinin
bu becerilerin degerlendirilmesinde kullanilabilecegini vurgulamaktadir.
Yurt disinda yapilan bazi arastirmalarda o6yku anlama becerilerini
degerlendirmek icin gelistirilen ve yaygin kullanilan élcme arac¢larinda, kisa
oykulerle resimli kitap gibi metin disi baglam kullanilmadan degerlendirme
yapildigi gérulmektedir. Ornegdin, arastirmacilar tarafindan cocuklarin éyku
anlama becerilerini 6lcmek icin “OykU Anlama’'nin Degderlendirmesi” (ASC)
Olcegi gelistirilmistir (Spencer ve digerleri, 2017). Bu élcme aracinda paralel
formlar ve her formda dokuz adet soru yer almaktadir. Olcekte yetiskinden
resim icermeyen paralel formlardaki oykuleri c¢ocuklara okumasi
beklenmektedir. Gelistirilen Oyklu Anlama Rubrigi bu dlcme aracindan farkili
olarak arastirmaci tarafinda hazirlanan resimli cocuk kitaplari kullanilarak
(Paris ve Paris, 2003; Van den Broek ve digerleri, 2005) oyku anlama
becerilerine yoénelik degerlendirme yapilmasina katkl saglayacadi
dusunulmektedir. Bir baska olcme araci olan Sincap Hikayesi Anlati Anlama
Degerlendirme Araci (NCA), cocuklarda s6zIU anlati  anlamanin
degerlendiriimesi amaciyla gelistirilmistir.  Sincap Hikayesi Anlati
Dederlendirme Araci dijital uygulama ya da basili kopya ile kullanilmak
Uzere tasarlanmistir. Uygulama ya da basili kopya Sincap Hikayesi Anlatimi
degerlendirmesi, kicuk cocuklarda kullanilan dil seviyeleri, jest gibi s6z
icermeyen beceriler, dinleme ve dikkat becerileri, kelime bilgisi, hikaye
yapisl, hikaye icerigi olmak Uzere anlatinin alti temel alaniniicermektedir. Bu
olcme araci bir adet sézcuksuz kitabl, bu kitaba yonelik 14 ¢cikarimsal ve bes
metne dayall soruyu icermektedir. Bu sorularin puanlanabilmesi icin 0-2
puan arasl puan alabilecegi puanlama kilavuzu yer almaktadir (Dawes ve
digerleri, 2018, 2019). Bu &lcme araci metne ve c¢ikarima yonelik sorulari
icermesi, resimli cocuk kitabi kullaniimasi acisindan Oyku Anlama Rubrigiile
benzerlik gostermektedir. Sincap Hikayesi Anlati Degerlendirme Araci’nin
tek formdan olusmasi, Oyklu Anlama Rubrigi'nin paralel formlardan (M ve T
formu) olusmasi sebebiyle farklilik géstermektedir. Bu baglamda Oyku
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Anlama Rubrigi'nin resimli cocuk kitabi kullanilarak degerlendirme yapmasi
ve paralel formlardan olusmasinin dyku anlama degderlendirme surecinde
alan yazina katki saglayacagi dusunulmektedir. Paralel form sonuclarinin
benzer olmasinin, rubrigin yapisal tutarhligi ve &lgme aracinin
standartlastiriimis dogdasiyla iliskili oldugu dusUnulmektedir. Rubrik
maddelerinin acik ve belirgin olmasi, kitaplarda yer alan ¢izim teknikleri, yazi
tipi gibi dis yapi ozelliklerinin ve kurgu, anlam gibi i¢c yap! &zelliklerinin
benzer olmasi degerlendirme kriterlerinin tutarl bir sekilde uygulanmasini
ve farkli uygulamalarda benzer sonuclarin elde edilmesine katki sagladigi
soylenebilir. Elde edilen bu sonucun sebebi paralel formlarin ¢calisma grubu
ile sinirli olmasi olabilir. Paralel form sonuclarinin gecerliliginin sinanmasi
icin farkh yas gruplarindaki c¢ocuklarla, farkli bdlgelerde ve farkli
sosyoekonomik duzeylerde tekrar uygulanmasi formlara iliskin paralellik
sonuclarini destekleyebilecegi dusunulmektedir.

Van den Broek vd. (2005) G¢ ilkenin sonuncusu degerlendirmenin bir boyuta
odaklanmaktan ziyade becerinin butunune odaklanmasi gerektigini
belirtmektedir. Arastirmacilar bu ilkede, baglantilarin tanimlanmasinin
anlama gelisiminin degerlendirmesinde 6nemli oldugunu ifade etmektedir.
Bu dogrultuda kullanilan rubrik aracihigiyla cocuklardan beklenen
performansin  tanimlanmasinin  da degerlendirme sureclerine Kkatki
saglayacagi dusunulmektedir. Buna ek olarak hem cikarim hem de metne
yonelik sorular icermesinin de degerlendirmenin becerinin tumune
odaklanarak yapilmasini sagladigr dusunulmektedir. Becerinin butunu goz
onune alinip okul 6ncesi dénemde dyku anlamanin degerlendirilmesinin
cocuklarin  gelecekteki okudugunu anlama sureclerinin temelini
olusturdugu dusunuldugunde olduk¢ca onemli oldugu gorulmektedir
(Brandao ve Silva, 2023; Paris ve Paris, 2003; Van den Broek ve digerleri,
2005).

Ulkemizde ve yurt disinda yapilan calismalarda dederlendirme strecinde var
olan yayinlanmis resimli cocuk kitaplarinin kullanildigi gorulmektedir. Bu
kitaplarin degerlendirme surecinde kullanilmasinin cocuklarin  dykuyu
tanimalarina ve buna yonelik cevaplar vermelerine neden olabilecedi
dusunulmektedir. Bu sebeple bu calismada cocuklarin daha &nce
karsilasmadiklari ve arastirmaci tarafindan tasarlanan resimli kitaplarin
okunmasi diger calismalardan farklidir. Buna ek olarak, metne ve cikarima
dayali sorularin cevaplarinin secilen hazir kitaplarda istenilen bir sekilde yer
almama ihtimali olabilmektedir. Ornegin, A kitabinda karakterin
duygularina yonelik soruya verilen cevapla ilgili icerik B kitabindan farkl
olabilmektedir. Bu farklilik cocuklarin farkli kitaplarda ayni boyuttaki soruya
verecekleri yanitlari etkileyebilir. Bir baska deyisle, 6yku anlama surecinde
sorulacak sorularin cevaplarinin Paris ve Parisin (2003) de belirttigi
basliklarda metnin icerisinde yer almasi oldukca énemlidir. Bu sebeple
sorulara ve yanitlarina uygun cocuk kitaplarinin yazilmasi ve
resimlenmesinin alan yazina katki saglayacagr dusunulmektedir. Farkli
zamanlar da ayni ¢cocukla degerlendirme yapmaya imkan verecek paralel
formlarin gelistiriimesi de olduk¢a énemli oldugu sdylenebilir. Bu sayede
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uygulayicilarin  formlardan birini kullanarak c¢ocuklarin dykd anlama
becerilerini degerlendirebilecegdi dusunulmektedir.

Arastirmada yas degdiskenine gore elde edilen bulgular incelendiginde Oyku
Anlama Rubrigi'nden alinan puanlarda 48-60 ve 60-72 aylik cocuklar
arasinda 60-72 aylik cocuklarin lehine anlamli bir farkhlik bulunmustur. Bu
durum cocuklarin yasi arttikca dyku anlama becerilerinde artis oldugunu
gostermektedir. Bu sonuca benzer bir sekilde Kendou vd. (2008) yapmis
oldugu boylamsal bir calismada cocuklarin alici kelime dagarciginin 4 ve 6
yasindaki cocuklarda yasa gdre gelistigi gérulmektedir. Lunch vd. (2008) de
cocuklarin anlatilarin altta yatan yapisina duyarl oldugunu ve bu duyarlhligin
yasla birlikte arttiglr sonucuna ulasmistir. yas degiskeninin dyku anlama
Uzerinde etkisi oldugunu gosteren calismalari desteklemektedir (Kendeou
ve digerleri, 2008; Lynch ve digerleri, 2008; Paris ve Paris, 2003; Van den
Broek ve digerleri, 2005). Lepola vd. (2012) temel dil becerileri ve cikarim
yapma becerileri arasindaki gelisimsel dinamikler ve bu faktorlerin dyku
anlama becerisinin gelisimindeki rolleri hakkinda literatirde bosluklar
oldugunu belirtmektedir. Bu sebeple bu sonucun literaturdeki bosluklari
doldurmaya katki saglayarak gelisimin dyku anlama becerilerinde etkisinin
oldugunu gostermektedir. Bu bulgu, erken cocukluk egitiminde yasa
uygun, zenginlestirilimis iceriklerin saglanmasinin  ve dil gelisimini
destekleyen uygulamalarin dnemini vurgulayabilir.

Arastirmada cinsiyet degiskenine gore elde edilen bulgular incelendiginde
OykU Anlama Rubrigi'nden alinan puanlarda kiz ve erkek cocuklar arasinda
anlamli bir farkhlik bulunmamistir. Bu bulgu, kiz ve erkek ¢cocuklarin dyku
anlama becerilerinin benzer duzeylerde oldugunu ve cinsiyetin bu alanda
belirleyici bir faktér olmadigini gostermektedir. Bu durum, dil gelisimi ve
bilissel sureclerin her iki cinsiyet i¢cin de benzer sekilde ilerledigini ve dyku
anlama  yeteneklerinin cinsiyetten bagimsiz  olarak  gelistigini
dusundurmektedir. Bir calismada van Steensel vd. (2024) yaptiklari
calismada cinsiyetin cocuklarin hikaye anlayisi Uzerinde hicbir etkisi
olmadigini ortaya koydu. Manu vd. (2021) yaptiklari calismada da benzer bir
sekilde 6yku anlama becerilerinde cinsiyet farkinin olmadigi gorulmektedir.
Arastirmanin bu sonucu yapilan calismalari desteklemektedir (Manu ve
digerleri, 2021; Paris ve Paris, 2003; van Steensel ve digerleri, 2024). Bu
arastirmada yalnizca belirli yas gruplarina odaklanmistir. Gelecek
arastirmalar, farkli yas gruplariniiceren daha genis dérneklemlerle bu konuyu
ele alabilir. Ayrica arastirmanin yalnizca istanbul ilinde gerceklestirmesinin
sonuclarin genellenebilirligini sinirlayabilir. istanbul’'un demografik cesitliligi
dikkate alinarak calisma grubu belirlenmis olsa da Turkiye genelindeki farkli
bdlgeleri ve sosyoekonomik kosullari temsil etmeyebilir. Bu sebeple farkli
sehirlerde ya da Turkiye genelinde yapilan calismalarla bu calisma
desteklenebilir.

Arastirma sonuclari dogrultusunda uygulamaci ve arastirmacilara;

o Cocuklarin 6yku anlama becerilerinin degerlendirmek icin okul
dncesi siniflarinda Oykd Anlama Rubrigi'nin kullaniimasi,
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. Siniflarda yapilan &yku anlamaya yonelik calismalarda yas
degiskeninin géz 6nunde bulundurulmasi,
. Cocuklarin dyku anlama becerilerinin degerlendirilmesinde

kontrol listesi, dereceleme d&lcegi gibi farkli o6lcme araclarinin
gelistirilmesi

. OykU Anlama Rubrigi'nin okudugunu anlamayi
degerlendirmesine yonelik calismalar yapilmasi,
o Okul éncesi donem cocuklarin dyku anlama becerilerinin cesitli

degiskenler acisindan incelenmesi onerilmektedir.
Sonuc¢ ve Cikarimlar

Bu arastirmada OykU Anlama Rubrigi'nin 48-70 aylik okul éncesi dénem
cocuklarinin éyku anlama becerilerini degerlendirmek icin gelistirilmis
gecerli ve guvenilir bir lcme araci oldugu sonucuna ulasiimistir. Elde edilen
bu sonuclar dogrultusunda, arastirmacilar ve uygulamacilar icin ¢cocuklarin
oyku anlama becerilerini degerlendirmeye yonelik etkili bir ara¢ oldugu
soylenebilir. Gelistirilen rubrigin, cocuklarin éyku anlama becerilerini
degerlendirmek icin ulusal ve uluslararasi literatire 6onemli bir katki
saglayacagi dusunulmektedir.

Arastirmada OykU Anlama Rubrigi'nin gelistiriimesinin yani sira yas ve
cinsiyet degiskenine gore cocuklarin dyku anlama becerilerinin farklilasma
durumu incelendiginde yas degiskenine gore, 60-72 aylik cocuklarin dyku
anlama puanlarinin 48-60 aylik cocuklara gdre anlaml duzeyde yuksek
oldugu bulunmustur. Cinsiyet degiskenine gére Oyklu Anlama Rubrigi'nden
alinan puanlarda kiz ve erkek ¢cocuklar arasinda anlamli bir farklilik olmadigi
sonucuna ulasiimistir. Bu sonug, dyku anlama becerisinin yas degiskeni ile
baglantili oldugunu gosteren literatUrdeki calismalari destekleyerek, oyku
anlama becerisinin cinsiyetten bagimsiz olarak gelistigini ve cinsiyetin bu
beceri Uzerinde belirleyici bir faktér olmadiglr sonucuyla literatlire katki
sunmaktadir.

Etik Kurul izin Bilgisi: Marmara Universitesi Arastirma ve Yayin Etik
Kurulu’'nun 09.09.2022 tarih ve 07-7 sayili kararina dayali izinle
yaratulmauastar

Yazar Cikar Catismasi Bilgisi: Yazarlarin beyan edecegdi bir ¢cikar catismasi
yoktur.

Yazar Katkisi: Yazarlar calismaya esit oranda katki saglamistir.
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Assessment of Story Comprehension in Early Childhood:

Developing the Story Comprehension Rubric’
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Abstract

Story comprehension skills in early childhood are associated
with various skills, including reading comprehension. Therefore,
assessing children's story comprehension skills during early
childhood is crucial. This study aims to develop a rubric for
evaluating the story comprehension skills of children aged 48—
72 months and to examine these skills based on the variables
of age and gender. The Story Comprehension Rubric was
administered to a total of 340 preschool children enrolled in
preschools in Istanbul. To determine the reliability coefficients
of the rubric, the parallel forms method was employed. To
establish the content validity of the scale, the opinions of 12
experts were sought, and the feedback was analyzed using the
Lawshe technique. The Story Comprehension Subtest of the
Early Literacy Skills Assessment Tool (EOBDA) and the Turkish
Early Language Development Test (TEDIL) Receiver Language
Subtest A Form were used to evaluate the criterion validity of
the rubric. For reliability analyses, Cronbach's alpha coefficient
was calculated to assess the rubric's reliability, and both forms
were found to have high internal consistency. Inter-rater
reliability was also examined, revealing a significant correlation
between the raters. As a result of the study, the Story
Comprehension Rubric, consisting of 10 items and two forms (T
and M), was found to provide valid and reliable results.
Furthermore, the findings indicated that the age variable
significantly influenced children's story comprehension skills,
whereas the gender variable did not result in a significant
difference.
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Introduction

Comprehension refers to the listener's or reader's ability to understand the
verbal or textual message being communicated. Alternatively, the
comprehension process can be defined as the act of constructing meaning
from spoken or written text (Duke & Carlisle, 2011). A review of the literature
reveals that various definitions of comprehension have also been proposed.
In this study, the comprehension process is primarily conceptualized as the
meaningful representation of textual information in the reader's mind. This
representation is considered a fundamental cornerstone for developing
skills such as applying knowledge learned from the text, retelling the story,
identifying the theme within the text, and critically analyzing the text (Van
den Broek et al.,, 2005). Understanding what is being narrated involves a
complex meaning-making process that occurs alongside the simultaneous
development of various skills, such as the theory of mind and perspective-
taking abilities (Paris & Paris, 2003; Sar1 & Altun, 2018).

The foundations of reading comprehension processes are established
during early childhood. The comprehension processes children use when
trying to understand a text being read to them are quite similar to those
employed by readers, including children who can read and adults (Lepola et
al., 2005; Van den Broek et al., 2005). In other words, before learning to read,
children develop the ability to search for and construct meaning from the
texts they listen to (Brandao & Silva, 2023). Given the importance of story
comprehension skills in children’'s future lives, it can be stated that
evaluating these skills during early childhood is crucial and should be a key
consideration in assessments.

Story Comprehension in Early Childhood

Children's story comprehension process skills are shaped by both literal
guestions and inferential questions. Literal questions rely on the reader's or
listener's ability to recall and understand information explicitly presented in
the text (Paris & Paris, 2003). In contrast, inferential questions involve
recognizing information that is implicitly presented in the text and
integrating these elements with various parts of the text and the reader’s or
listener's prior knowledge (Lepola, 2012). This information is not explicitly
stated in the text but is instead implied. Van Kleeck (2006) emphasizes that
adults' use of inference-based dialogue during shared book reading
facilitates children’s ability to make inferences. The researcher further
highlights that children’s frequent engagement in inferential questions
discussions during early childhood has a significant impact on their
comprehension skills.

In the story comprehension process, preschool children often utilize visuals,
as the messages in the text are visually supported through illustrations,
providing opportunities for deeper understanding of the story (Aukerman &
Chambers Schuldt, 2016). Deep comprehension of a story, which involves
reasoning about the events and characters within the story, is crucial for
both children's enjoyment and the development of comprehension skills
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necessary for later reading abilities (Collins, 2023). To foster children's ability
to search for and construct meaning from the texts they listen to before
learning to read, it is essential to conduct studies starting from the preschool
period. Additionally, assessing children's existing potential during this time
is equally important (Paris & Paris, 2003; Van den Broek et al,, 2005).

Assessment of Story Comprehension in Early Childhood

Recognizing what comprehension means and how comprehension skills
develop during early childhood lays the foundation for creating tools to
assess children's comprehension abilities (Sar1 & Altun, 2018; Van den Broek
et al,, 2005). Researchers and practitioners should carefully consider both the
assessment context (i.e., the narratives or other materials used as the basis
for comprehension) and the assessment tasks (e.g., answering questions,
retelling narratives) during this process. It is essential that both the context
and content used in assessments are appropriate for the developmental
skills of the children (Lynch & Lepola, 2015). Assessing story comprehension
in early childhood is critical because it is closely linked to various sKills,
including language, reading, and comprehension abilities (Dickinson et al,,
2010; Kendeou et al., 2009; Paris & Paris, 2003; Van den Broek et al., 2005).
Understanding the meaning of a story is connected to cognitive skills that
enable children to explore themes and clues within the text (Aukerman &
Chambers Schuldt, 2016). Moreover, research shows that story
comprehension is associated not only with linguistic and cognitive skills but
also with social skills (Froiland & Davison, 2020; Spencer & Petersen, 2020).

In this study, the framework for assessing story comprehension is based on
the three fundamental principles outlined by Van den Broek et al. (2005), for
evaluating story comprehension. The first principle emphasizes that story
comprehension undergoes critical development during early childhood. The
second principle highlights the importance of using not only text-based
materials but also non-textual contexts, such as picture books, in the
assessment process during early childhood. The third principle underscores
the necessity of evaluating story comprehension as a holistic skill. From this
perspective, it can be concluded that assessing story comprehension in early
childhood is essential, and the process should be supported by non-textual
contexts. Additionally, incorporating both text-based and inference-based
guestions is crucial for focusing on the entirety of the skill.

When examining studies conducted in our country on assessing children’s
story comprehension skills, no measurement tool specifically designed to
assess children’s story comprehension has been identified. Some
researchers have assessed the story comprehension process by asking
comprehension questions after reading picture books to children (Altun,
2018; Sarl & Altun, 2018). In the study conducted by Bekman et al. (2012),
researchers first presented story cards to children in sequence while
narrating the story. Then, the cards were shuffled and placed on the table,
and children were asked to identify the card corresponding to the sentence
they heard. This approach was used to assess their story comprehension
skills. Some assessment tools include the story comprehension process as a
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subtest or section (Karaman, 2013; Karaman & Aytar, 2016). However, the
comprehension questions in these tools are generally limited to the literal
skill. Examining these studies reveals that there is no assessment tool in our
country for early childhood story comprehension that incorporates both
literal and inferential questions. Therefore, it is evident that assessment tools
focusing on the entirety of the story comprehension process, incorporating
both literal and inferential questions, are necessary.

When examining studies conducted abroad, researchers have assessed
children’s story comprehension skills using methods such as having
children retell stories, describe illustrations in wordless books, or answer
questions related to the text or visuals (Lynch & Lepola, 2015). In addition to
these assessments, code-related precursors (e.g., phonological awareness,
letter knowledge, and rapid naming) have been used as methods to predict
future reading comprehension (Catts et al., 2015; Kendeou et al., 2009; Storch
& Whitehurst, 2002). Studies on the assessment of the story comprehension
process frequently involve tasks such as retelling stories (Lepola et al., 2022;
Lever & Sénéchal, 2011; Mandler & Johnson, 1977; Paris & Paris, 2003) or using
books (Lepola et al, 2020, 2022; Paris & Paris, 2003; Xu et al.,, 2022).
Additionally, some measurement tools have been developed and used to
assess children’'s story comprehension skills (Dawes et al, 2018, 2019;
Petersen & Spencer, 2012, Spencer et al, 2017). One such tool is The
Assessment of Story Comprehension (ASC) developed by Spencer et al.
(2017). This tool shares similarities with the current study in that it includes
parallel forms. However, the ASC presents stories solely in a textual format
without any accompanying visuals or illustrations. Researchers have
emphasized the importance of using non-textual contexts, such as pictures,
when assessing children’s story comprehension skills (Paris & Paris, 2003;
Van den Broek et al, 2005). The inclusion of picture books in the Story
Comprehension Rubric aligns with these recommendations and is expected
to contribute to the literature on assessing story comprehension. Another
measurement tool, The Squirrel Story Narrative Comprehension Assessment
(NCA), includes a wordless book and related questions. The parallel forms
planned for the Story Comprehension Rubric are expected to offer
practitioners flexibility, making it particularly useful in experimental studies
or scenarios requiring frequent assessments of children’s story
comprehension skills over short intervals. This design highlights the
importance of developing such a measurement tool.

When examining the aforementioned studies on the assessment of story
comprehension both domestically and internationally, it is evident that
dynamic inquiry methods hold great promise. However, as noted by Lynch
and Lepola (2015), further research is still needed in this area. The Story
Comprehension Rubric differs from other studies in that it includes
storybooks written and illustrated by the researcher. This ensures alignment
between the visual and textual contexts and the questions aimed at
assessing story comprehension. For this reason, the development of the
Story Comprehension Rubric is expected to provide researchers and
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practitioners with an essential tool for assessing preschool children's story
comprehension skKills.

This study aims to develop a rubric for assessing the story comprehension
scores of children aged 48-72 months and to examine these scores based
on age and gender variables. Specifically, the study seeks to answer the
following research questions: Is the Story Comprehension Rubric a valid and
reliable measurement tool for assessing the story comprehension skills of
children aged 48-72 months? Do story comprehension scores differ by age
among children aged 48-72 months? Do story comprehension scores differ
by gender among children aged 68-72 months?

Method

This study was conducted with the approval of the Marmara University
Research and Publication Ethics Committee, dated 09.09.2022 and
numbered 07-7. Permission was also obtained from the Ministry of National
Education with the official letter numbered 376409, dated 07.10.2022.

Research Design

In this study, the survey model, a quantitative research method, was used to
examine the validity and reliability of the Story Comprehension Rubric for
children aged 48-72 months in early childhood. Studies using the survey
model aim to determine the characteristics of a group (Buyukozturk et al,,
2018).

Participants

The pilot study for the Story Comprehension Rubric was conducted with a
study group of 15 children aged 48-72 months enrolled in preschools,
preschool classrooms, and applied preschool classrooms in Istanbul and its
districts. For the development of the Story Comprehension Rubric, the study
group included 340 children aged 48-72 months attending preschools,
preschool classrooms, and applied preschool classrooms in Istanbul and its
districts. To determine the regions for data collection during the scale
development process, the Istanbul Quality of Life Index developed by Seker
(2015) was utilized. In this study, Seker identified five quality-of-life skills for
Istanbul. During the sampling process, equal representation from each of
these five levels was ensured. The use of the Istanbul Quality of Life Index
was chosen to enhance the representativeness of the study and account for
the regional differences within Istanbul. The index defines five quality-of-life
levels, and equal samples from each level were included in the study. This
approach aimed to make the study'’s findings generalizable by considering
Istanbul's demographic and socioeconomic diversity. Sampling from a
single region could create homogenous groups, potentially limiting the
validity of the results. The use of the Istanbul Quality of Life Index was
considered an ideal solution to mitigate this limitation. Given that the
population on the European side of Istanbul is larger than that of the
Anatolian side, the sample size was determined such that the European side
contributed twice as many participants as the Anatolian side. Districts,
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schools, and children from the five regions were selected using the simple
random sampling method. Simple random sampling involves randomly
selecting units from a defined population, ensuring that each unit has an
equal probability of being chosen (Buyukozturk et al.,, 2018). Demographic
information about the group to which the rubric was applied is presented in
the tables below.

Table 1
Demographic Information for the Story Comprehension Rubric M and T Forms
(n=150)

Form M Form T
(n=100) (n=100)
Characteristics f % f %
Child's Gender Girl 85 5667 79 52.66
Boy 65 4333 71 47.33
Child's Age 48-60 months 70 4667 72 48
60-72 months 80 5333 78 52
Istanbul Quality European st Level- Besiktas 20 1333 20 13.33
of Life Index side 2nd Level- Sisli 20 13.33 20 1333
3rd Level- Fatih 20 13.33 20 13.33
4th Level- Bagcllar 20 1333 20 1333
5th Level- Esenler 20 13.33 20 13.33
Anatolian st Level- Kadikoy 10 ©6.67 10 6.67
side 2nd Level- Uskudar 10 6.67 10 6.67
3rd Level- Tuzla 10 6.67 10 6.67

4th Level- Sancaktepe 10 6.67 10 6.67

5th Level- Sultanbeyli 10 6.67 10 6.67
Mother's Educational llliterate / Primary 22 l466 23 15.33
Level School

Middle School / High 83 5533 72 48

School

Associate Degree / 45 30 55 36.66

Bachelor's Degree and

above
Father's Educational llliterate / Primary 13 8.66 21 14
Level School

Middle School / High 76 50.66 74 4933

School

Associate Degree / 61 4066 55 36.66

Bachelor's Degree and

above

As shown in Table 1, the M form of the Story Comprehension Rubric was
administered to a total of 150 children, of whom 85 (56.67%) were girls and
65 (43.33%) were boys. Among the participants, 70 children (46.67%) were
aged 48-60 months, while 80 children (53.33%) were aged 60-72 months.
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Tablo 2
Demographic Information on Alternate Form Reliability and Criterion Validity
(n=40)
TEDIL EOBDA
Receptive Story
_ Language . FormT Form M
Characteristics Sub Comprehension
ubtest A
Subtest
Form
f (%) f (%) f (%) f (%)

Child's Gender Girl 19(47.5) 19(47.5) 19(47.5) 19(47.5)

Boy 21(52.5) 21(52.5) 21(52.5) 21(52.5)
Child's Age 48-60 months 18(45) 18(45) 18(45) 18(45)

60-72 months 22(55) 22(55) 22(55) 22(55)
Istanbul Besiktas 8(20) 8(20) 8(20) 8(20)
Quality of Life Uskudar 8(20) 8(20) 8(20) 8(20)
Index Fatih 8(20) 8(20) 8(20) 8(20)

Sancaktepe 8(20) 8(20) 8(20) 8(20)

Esenler 8(20) 8(20) 8(20) 8(20)
Mother's llliterate / 12(30) 18(306) 18(36) 18(36)
Educational Primary School
Level Middle School/ 23(57.5) 23(57.5) 23(57.5) 23(57.5)

High School

Associate 5(12.5) 5(12.5) 5(12.5) 5(12.5)

Degree /

Bachelor's

Degree and

above
Father's llliterate / 10(25) 10(25) 10(25)  10(25)
Educational Primary School
Level Middle School/ 24(60) 24(60) 24(60)  24(60)

High School

Associate 6(15) 6(15) 6(15) 6(15)

Degree /

Bachelor's

Degree and

above

As shown in Table 2, Form M and Form T of the Story Comprehension Rubric,
the EOBDA Story Comprehension Subtest, and the TEDIL Receptive
Language Subtest A Form were administered to a total of 40 children. Of
these, 19 (47.5%) were girls, and 21 (52.5%) were boys.

Data Collection Tools

To collect data for this research, the following tools were utilized: the Parent
Consent Form, the Demographic Information Form, the Story
Comprehension Subtest of the Early Literacy Skills Assessment Tool
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(EOBDA), the Receptive Language Subtest A Form of the Turkish Early
Language Development Test (TEDIL), and the Story Comprehension Rubric.

Early Literacy Skills Assessment Tool

The Early Literacy Skills Assessment Tool (EOBDA) was developed by
Karaman (2013) to evaluate early literacy skills. The development process
included 473 children aged 48-77 months enrolled in preschool education
institutions in Ankara. EOBDA consists of five subtests: Phonological
Awareness, Print Awareness, Story Comprehension, Matching Images, and
Pre-Writing Skills. The tool comprises a total of 96 items. The Story
Comprehension subtest includes a picture book. After reading the book, the
researcher asks questions to evaluate the children’s story comprehension
skills. Sample questions include: “Where does ipek play the footprint game?
Who does the largest footprint in the garden belong to after it snows? Tell
me.” A picture book required to conduct the test is included in the tool's
materials. According to expert evaluations of the "Story Comprehension"
subtest, the content validity for the items in this subtest ranges between .75
and 1. The subtest's CFl (Comparative Fit Index) value is .91, and the NNFI
(Non-Normed Fit Index) value is .88. All items in the subtest were found to
be discriminative for the top and bottom 27% groups. Additionally, the
average item difficulty for the nine questions included in the subtest was
calculated as p = .68, while the average item discrimination was found to be
r = .68 (Karaman, 2013; Karaman & Aytar, 2016). To administer this subtest,
practitioners are required to participate in a one and half-hour training
session provided by researchers. The researcher involved in this study has
completed this training.

Turkish Early Language Development Test

The Turkish Early Language Development Test is a valid and reliable
measurement tool that has been adapted into Turkish. This tool is used to
assess the language development of children aged two-seven years. The
original scale was first developed by Hresko, Reid, and Hammil (1999).
Adaptation studies into Turkish began in 2005. In the adaptation study
conducted by Guven and Topbas (2014), reliability analyses demonstrated
that the test, applied to different demographic subgroups, had high
reliability values. The reliability study was conducted with 359 children, and
Cronbach’s alpha internal consistency coefficients ranged between .86 and
.98 for both forms and their subtests. These findings indicate that TEDIL and
the receptive language subtest of Form A used in this research demonstrate
high reliability and validity. The materials for this measurement tool include
Form A/B Administrator Record Forms, the TEDIL Book, Scale Materials, and
a User Manual. An example item from the receptive language subtest is item
19: “Procedure: Look at this picture and show me what | say. Whose birthday
is it? Where are the plates?” The materials for the scale also include a doll,
the doll's shoe, a toy car, a small ball, a spoon, five coins, and five wooden
blocks. To use this measurement tool, researchers are required to attend
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training provided by the developers. The researcher in this study has
completed the necessary training.

Rubric Development Process

In this study, a rubric was developed to assess preschool children’s story
comprehension scores. Relevant literature was reviewed to determine the
appropriate measurement method. The rubric was chosen because it is a
suitable tool for clearly defining the expected behaviors or expressions from
children (Andrade, 2005). Additionally, rubrics were considered appropriate
for this research due to their ease of use and explanation in evaluating
children’s story comprehension scores. The rubric development process
followed Moskal's (2003) rubric development stages, consisting of five steps:

1. Writing objectives and goals

2. Developing performance assessments

3. Developing scoring rubrics

4. Administering performance assessments
5. Scoring, interpreting, and using results

During the first step, the researcher reviewed national and international
studies on story comprehension to clearly define the construct to be
measured and write objectives and goals. Based on these studies, the
structure of the measurement tool for assessing prechool children’s story
comprehension scores was determined, and objectives and goals were
written. The developed tool aimed to evaluate children’s responses to both
literal and inferential questions about the story.

To develop performance assessments and scoring rubrics, a literature review
was conducted to create an item pool. This review, informed by international
studies (Altun, 2018; Korat et al., 2022; Paris & Paris, 2003; Spencer et al., 2017,
Zhou & Yaday, 2017; Zipke, 2017), resulted in a pool of 12 items. However, it
was observed that questions alone were insufficient to determine children’s
story comprehension scores. Most studies used existing illustrated children’s
books to ask questions, while a limited number of studies (e.g., Spencer et
al., 2017) used story texts written by researchers. Spencer et al. (2017), show
that the stories were not supported by illustrations and were presented
solely as text. Van den Broek et al. (2005), emphasized the necessity of using
illustrated children’'s books to assess preschool children's story
comprehension scores. Based on this, it was decided to create an original
illustrated children’'s book written and illustrated by the researcher. The
researcher wrote and illustrated a picture book specifically for this process.
For reliability studies, a parallel book was also written and illustrated. The
stories were designed to include answers to the types of story
comprehension questions described by Paris and Paris (2003).

To manage the performance assessments, the item pool and story texts
were reviewed by 10 experts. Feedback was incorporated to revise the texts.
Twelve story comprehension questions were then written for both parallel
stories. The stories were digitally illustrated using a drawing tablet and stylus
with the Procreate application. The text and illustrations were combined,
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adhering to standard design rules for picture books, such as page layout,
font size, and type. This process resulted in two 16-page parallel illustrated
children’s books.

PDF versions of these books, along with the prepared questions, were sent
to 12 experts using an expert opinion form. Among the experts, nine
specialized in early childhood education, two in Turkish education, and one
in primary education. Two experts suggested removing item 11, and four
experts recommended removing item 12. These items involved asking the
meaning of words used in the books. Experts indicated that these items did
not align with the framework proposed by Paris and Paris (2003). Based on
this feedback, a Lawshe analysis was conducted, and the two items were
removed, reducing the number of items in the rubric to 10. A pilot study was
conducted with 15 children using both Form M and Form T at different times.
Based on expert feedback and the pilot study, the visuals, texts, and
questions in the books were revised. Following these revisions, the Story
Comprehension Rubric User Manual, Story Comprehension Rubric Form M
and Form T Scoring Guide, Scoring Sheets and two illustrated children’s
books were finalized. An example item from the rubric is: “Why did Mini the
Rabbit keep going to the forest? Although his friends told him not to go, Mini
said he would go. Why do you think he said this?”

Figure 1
Examples of Reading Pages from Form M and Form T

Martt Kuki'nin

Sahil
Macerast

Tav;om Mini‘nin
Orwan
Macerast

Py ®Le

The Story Comprehension Rubric was administered to 340 children for
scoring, interpreting, and utilizing the results. Following this study, it was
determined that the Story Comprehension Rubric is a valid and reliable
measurement tool.

Data Collection Process

The Istanbul Quality of Life Index, prepared by Seker (2015), was used to
select the regions where the Story Comprehension Rubric would be
administered. This index identifies five quality-of-life levels for Istanbul.
Schools within these regions were selected using the simple random
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sampling method. Subsequently, contact was established with the selected
schools, and the necessary permissions were obtained from school
administrators. After informing the teachers about the process, classrooms
and children to participate in the study were determined again using the
simple random sampling method. The Parent Consent Form and
Demographic Information Form were used to obtain parental consent for
the participating children.

Before the assessments, the researcher spent time in the selected
classrooms to allow the children to become familiar with them. The
researcher then moved to a designated area within the school to conduct
individual assessments using one of the parallel forms of the Story
Comprehension Rubric. In each school, Form M was administered to half of
the children, and Form T to the other half, was selected randomly. Before
administering the forms, an appropriate area within the school was
identified. Care was taken to ensure that this space included a table and
chairs positioned diagonally to allow children to have a clear view of the
books during the reading session. After selecting the area, the researcher
spent time in the classroom during free play and meal times to build rapport
with the children. The researcher then approached the selected child with
their teacher and asked, “Would you like to read a book with me?" If the child
said no, the researcher did not insist and did not conduct the assessment. If
the child said yes, they were taken to the designated area, where the
researcher explained what they would do together. Once the child gave
their consent again, the assessment began. The session started with the
researcher providing information about the title of the book, which had
been written and illustrated by the researcher. The book was then read
aloud, ensuring the child had a clear view of all the pages. Afterward, the
researcher asked the 10 questions related to the book, and the child’s
responses were recorded. At the end of the session, the child was thanked
for their participation and returned to their classroom. The children’s
responses were scored using the criteria outlined in the Story
Comprehension Rubric Scoring Guide. According to the scoring guide,
incorrect answers received 1 point, correct but incomplete or unclear
answers received 2 points, and correct, complete, and clear answers received
3 points. These scores were recorded on the Story Comprehension Rubric
Scoring Sheet, and the total score for each child was calculated for data
analysis.

Data Analysis

For the analysis of the demographic data related to the Story
Comprehension Rubric, frequency and percentage values were examined.
Data obtained from the TEDIL Receptive Language Subtest, EOBDA Story
Comprehension Subtest, and the Story Comprehension Rubric were
analyzed using statistical software.

e The Story Comprehension Rubric Form M and Form T were evaluated
by 12 experts, and the content validity ratio was calculated using the
Lawshe technique (Lawshe, 1975).

384



PUJE, 64, 374-399 [2025] D. Aydin & G.Uyanik https://doi.org/10.9779/pauefd. 1507972

e Pearson correlation coefficients were calculated between the Story
Comprehension Rubric Form M and Form T, the TEDIL Receptive
Language Subtest, and the EOBDA Story Comprehension Subtest to
determine criterion validity.

e Reliability analyses included the Cronbach Alpha internal consistency
coefficient, Pearson correlation coefficients for parallel test reliability,
and inter-rater agreement coefficients, all computed using statistical
software.

e An independent t-test was conducted to examine whether the scores
obtained from the Story Comprehension Rubric differed based on age
and gender.

Validity and Reliability

To determine the validity of the Story Comprehension Rubric, studies
focused on face validity and content validity were conducted. Since different
types of validity are interrelated and multiple validity types are often utilized
during the development of measurement tools, these two types of validity
were addressed in the rubric development process. To assess the rubric’s
face validity, feedback was obtained from 12 experts. For content validity, the
the EOBDA Story Comprehension Subtest (Karaman, 2013; Karaman & Aytar,
2016) and the TEDIL Receptive Language Subtest A Form (GUven & Topbas,
2014), both validated and reliable tools, were used. The correlation values
calculated between the rubric and these two tools served as the validity
coefficient for the rubric.

For reliability, the parallel forms method was used to determine the
reliability of the Story Comprehension Rubric. In this method, two parallel,
equivalent formats of the same test are created and administered to the
study group within a short time interval. Participants are expected to
provide consistent answers to differently phrased questions measuring the
same construct. This process determines whether participants respond
similarly to equivalent items (Karago6z & Bardakgi, 2020). Additionally, inter-
rater reliability was calculated. To assess inter-rater reliability, the Story
Comprehension Rubric Form M and Form T were administered to a total of
30 children by two raters. One of the raters was the researcher, while the
other was a preschool teacher with a master's degree and currently a
doctoral student. Both raters were present during the rubric administration
and completed the assessment together. Afterward, inter-rater agreement
coefficients were calculated, and a significant correlation was found at the
.01 level. Regarding internal consistency, the Cronbach’s alpha coefficients
for the reliability study of the Story Comprehension Rubric Form M and Form
T were calculated as .759 and .763, respectively. These results indicate that
the rubric exhibits a high level of internal consistency.

Findings

The data related to research question, “Is the Story Comprehension Rubric a
valid and reliable measurement tool?” are presented below. The descriptive
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statistical analysis conducted during the development process of the
measurement tool is also provided in this section.

Table 3

Descriptive Analysis of Scores Obtained from the Story Comprehension Rubric

Form M

For Both Forms Form M Form T

ltems N Min Max Mean SS Mean SS
M1 150 1 3 212 .605 2.21 630
M2 150 1 3 211 709 217 730
M3 150 1 3 2.30 741 2.14 .768
M4 150 1 3 215 .766 2.11 .700
M5 150 1 3 2.00 524 2.02 .628
M6 150 1 3 219 748 2.21 738
M7 150 1 3 222 724 212 732
M8 150 1 3 2.08 704 2.03 745
M9 150 1 3 2.08 746 2.04 722
M10 150 1 3 2.37 764 2.10 743
Total 150 10 30 21.66 4.566 21.17 4,780

As shown in Table 3, the mean total score obtained by the children from the
Story Comprehension Rubric Form M is 21.66, while the mean total score

obtained from Form T is 21.17.
Findings Related to the Validity

The Story Comprehension Rubric Form M was evaluated by 12 experts, and
the content validity ratio (CVR) was calculated. The Lawshe technique
(Lawshe, 1975) was used to compute these ratios. To test the statistical
significance of the obtained content validity ratios, the minimum CVR values
for a .05 significance level, as provided in the table by Lawshe (1975), were
utilized. Additional information about the referenced table is provided

below.
Table 4

Lawshe's Minimum Content Validity Criteria

Number of Experts

Minimum Value

0.75
0.62
0.59
0.56

As shown in Table 4, the minimum content validity ratio for 12 experts, as
determined by Lawshe (1975), is 0.56.
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Table 5
Content Validity Index for the Story Comprehension Rubric Form M
Form Form M Form T
. Not . Not
ltems Appro Revis Appro CVR Appro Revisa Appro CVR
priate  able . priate ble .
priate priate
M1 10 2 0 0.66 10 2 0 0.66
M2 1 1 0] 0.83 11 1 0 0.83
M3 1 1 0] 0.83 11 1 0 0.83
M4 1 1 0] 0.83 11 1 0 0.83
M5 1 1 0] 0.83 11 1 0 0.83
M6 10 2 0 0.66 10 2 0 0.66
M7 1 1 0 0.83 11 1 0 0.83
M8 1 1 0 0.83 11 1 0 0.83
M9 1 1 0 0.83 11 1 0 0.83
M10 1 1 0 0.83 1 1 0 0.83
MT1 9 1 2 0.5 9 1 2 0.5
M12 7 1 4 0.16 7 1 4 0.16
Experts 12 12
CVR 0.56 0.56
CVi 0.71 0.71

According to Table 5, Items 11 and 12 were removed from both Form M and
Form T as their content validity ratios fell below the minimum threshold.
Additionally, the content validity index (CVI) was calculated for both forms
(CVI = 0.71). This value was found to be greater than the minimum content
validity ratio (CVR = 0.56) specified for statistical significance, indicating that
the rubric's content validity is statistically significant (CVI > CVR). Therefore,
it was concluded that the Story Comprehension Rubric Form M meets the
criteria for content validity.
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Table 6
Pearson Correlation Coefficients Among the Story Comprehension Rubric Form M,
Form T, TEDIL Receptive Language Subtest, and Story Comprehension Subtest

Pearson
EOBDA TE D”.‘
Receptive
Form Story
Form M . Language
T Comprehension
Subtest A
Subtest
Form
Form M r 1 .890 759 .652
&) .000** .000** .000**
n 40 40 40 40
Form T r .890 1 738 507
p .000** .000** .001*
n 40 40 40 40
EOBDA r 759 738 1 .569
Story p .000** .000** .000**
Comprehension n 40 40 40 40
Subtest
TEDIL Receptive r .652 507 .569 1
Language P .000** .001* .000**
Subtest A Form n 40 40 40 40

*0<.05; *p<.01

As shown in Table 6, a strong positive correlation was found regarding
criterion validity between the Story Comprehension Rubric Form M and
Form T (r = .890, p < .01), between Form M and the Story Comprehension
Subtest (r = .759, p < .01), and between Form M and the TEDIL Receptive
Language Subtest A Form (r =.652, p <.01). These results indicate that as the
scores obtained from the Story Comprehension Rubric Form M increase, the
scores from Form T, the Story Comprehension Subtest, and the TEDIL
Receptive Language Subtest A Form also increase. Thus, it can be concluded
that the Story Comprehension Rubric Form M demonstrates criterion
validity.

Similarly, a strong positive correlation was observed between the Story
Comprehension Rubric Form T and Form M (r = .890, p < .01) and between
Form T and the Story Comprehension Subtest (r =.738, p <.01). Additionally,
a moderate positive correlation was found between Form T and the TEDIL
Receptive Language Subtest A Form (r =.507, p <.05). These findings suggest
that as the scores obtained from the Story Comprehension Rubric Form T
increase, the scores from Form M, the Story Comprehension Subtest, and
the TEDIL Receptive Language Subtest A Form also increase. Therefore, it
can be concluded that the Story Comprehension Rubric Form T also
demonstrates criterion validity.

Findings Related to the Reliability

The Story Comprehension Rubric Form M has a Cronbach’s alpha internal
consistency coefficient of .759, while Form T has a coefficient of .763,
indicating a high level of internal consistency for both forms.
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Table 7 presents the Pearson correlation coefficients for parallel test
reliability between Formm M and Form T of the Story Comprehension Rubric.

Table 7
Pearson Correlation Coefficients Between the Story Comprehension Rubric Form
Mand Form T

Pearson
Form T
r .890
Form M p .000**
n 40

*0<.05; *p<.01

Table 7 shows a strong positive correlation between the Story
Comprehension Rubric Form M and Form T, with a Pearson correlation
coefficient of .890 (p < .000). These findings indicate a high level of parallel
test reliability, supported by the strong positive correlation between Form M
and Form T. This demonstrates that the assessments of Form M and Form T
are consistent and parallel.

Table 8 presents the inter-rater reliability coefficients for the Story
Comprehension Rubric Form M, reflecting the level of agreement between
raters.

Table 8
Inter-Rater Agreement Coefficients for the Story Comprehension Rubric Form M
and Form T

Form M Pearson Form T Pearson
Rater 1 Rater 1
Agreement o8 Agreement g9,
Rater 2 Coefficient Coefficient
P .000™* P .000**
n 30 n 30

*0<.05; *p<.01

As shown in Table 8, a strong positive correlation was found between raters
for the Story Comprehension Rubric Form M, with an agreement coefficient
of 981 (p < .000). Similarly, a strong positive correlation was observed
between raters for Form T, with an agreement coefficient of .972 (p < .000).
These findings indicate a high level of inter-rater reliability for both Form M
and Form T of the Story Comprehension Rubric. This demonstrates that the
raters provided consistent and similar scores when using the rubric.
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Table 9
Independent T-Test Results for Age-Related Differences in the Story
Comprehension Rubric Form M and Form T

n X Ss t [}
r:]fr'ﬁgs 7O 20814 5467 )
FormM 6072 80 2165 0007
Story 22.412 3.466
. months
Comprehension 48-60
Rubric months 72 19.555 5.237 i
Form T 60-72 4198 .007**
78 22.666 3771 7
months

*0<.05; ¥*p<.01

As shown in Table 9, when comparing the total scores obtained from Form
M by children aged 48-60 months and those aged 60-72 months, a
significant difference was found in favor of the 60-72-month-old group (t = -
2.165, p = .000). Similarly, when comparing the total scores obtained from
Form T by children aged 48-60 months and those aged 60-72 months, a
significant difference was observed in favor of the 60-72-month-old group (t
= -4.198, p = .001). These findings indicate that as children’s age increases,
their story comprehension scores improve.

Table 10
Independent T-Test Results for Gender-Related Differences in the Story
Comprehension Rubric Form M and Form T

n X Ss t p
Girl 85 21588 4509
corm psrteofg ion Form M Boy 65 21769 5096 240 855
orene - Girl 79 21088 4509 . .o

Boy 71 21.267 5.096

*0<.05; *p<.01

As shown in Table 10, when comparing the total scores obtained from Form
M by boys and girls, no significant gender-related difference was found (t =
-240, p = .855). Similarly, when comparing the total scores obtained from
Form T by boys and girls, no significant gender-related difference was
observed (t = -.228, p = .319). These findings indicate that gender does not
influence differences in children’s story comprehension levels

Discussion and Recommendations

This study examined the validity and reliability of the Story Comprehension
Rubric. For the validity studies of Form M and Form T, data from 12 experts
on content validity were analyzed using the Lawshe technique. The analysis
demonstrated that the measurement tool achieved content validity. To
establish criterion validity, the Story Comprehension Subtest and the TEDIL
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Receptive Language Subtest A Form, which are known to measure similar
constructs, were used. The analyses confirmed that the rubric demonstrated
criterion validity. The reliability study results for Formm M and Form T showed
that the internal consistency coefficients (Cronbach’s alpha) were .759 for
Form M and .763 for Form T, indicating a high level of internal consistency.
Additionally, inter-rater agreement coefficients for both forms revealed
significant correlations at the .01 level, demonstrating strong inter-rater
reliability. Furthermore, children’s scores on the Story Comprehension
Rubric were analyzed based on age and gender variables.

The findings from the validity and reliability analyses indicate that the rubric
is a valid and reliable measurement tool for assessing the story
comprehension skills of preschool children. Based on these results, the Story
Comprehension Rubric is considered a valuable guide for teachers and
researchers in assessing the story comprehension performance of preschool
children (Moskal, 2003; Moskal & Leydens, 2000). The significant inter-rater
agreement at the .01 level for Form M and Form T further supports the
rubric’s reliability. Moskal (2003) highlights that well-defined scoring criteria
in a rubric ensure that children’s responses receive consistent scores
regardless of the rater or the timing of the assessment. Therefore, the strong
inter-rater reliability observed for Form M and Form T reflects the
effectiveness of the rubric's scoring criteria. Moskal and Leydens (2000)
emphasize that a rubric’s ability to produce valid and reliable results is
closely linked to its careful development. The validity and reliability results
obtained in this study confirm that the Story Comprehension Rubric is a
well-developed tool specifically designed for preschool children.

In both national and international literature, story comprehension has been
assessed using tasks such as retelling the story (Lepola et al., 2022; Lever &
Sénéchal, 2011; Mandler & Johnson, 1977; Paris & Paris, 2003; Sari & Altun, 2018)
and through book-based assessments (Altun, 2018; Lepola et al., 2020, 2022,
Paris & Paris, 2003; Xu et al.,, 2022). These studies often employ questions
asked after the story is read to assess comprehension. In book-based
assessments, children are typically read a picture storybook and are
expected to answer questions about the book. The questions in these
studies are generally framed according to the structure outlined by Paris
and Paris (2003). The items revised and included in the Story
Comprehension Rubric during the validity study align with the framework
established by Paris and Paris (2003).

In Turkiye, studies on assessing story comprehension are quite limited
(Altun, 2018; Bekman, 2012; Sari & Altun, 2018). Among these, Bekman et al.
(2012), used story cards to narrate a story. Afterward, the cards were shuffled
and placed on a table, and children were asked to identify the card
corresponding to the sentence narrated by the researcher to assess their
story comprehension skills. Unlike this approach, the Story Comprehension
Rubric assesses responses to questions related to illustrated books. Some
measurement tools developed in Turkiye include story comprehension as a
subtest or section (Karaman, 2013; Karaman & Aytar, 2016). However, these

391



PUJE, 64, 374-399 [2025] D. Aydin & G.Uyanik https://doi.org/10.9779/pauefd. 1507972

tools primarily include only literal questions for story comprehension. In
contrast, the Story Comprehension Rubric incorporates both literal
guestions and inferential questions. When examining these studies as a
whole, no measurement tool has been identified in Turkiye that assesses
both literal questions and inferential questions together for preschool
children. Therefore, the development of the Story Comprehension Rubric,
which assesses story comprehension skills holistically, is considered
significant.

In international studies, Van den Broek et al. (2005), identified three key
principles for assessing story comprehension. The Story Comprehension
Rubric was developed based on these principles. The first principle
emphasizes that early childhood is a critical period for the development of
comprehension  skills. Therefore, studies and assessments of
comprehension skills should begin in early childhood. In Turkiye, having a
valid and reliable tool to assess children’s story comprehension skills is
believed to provide valuable support to researchers and practitioners in
assessing comprehension development during this crucial period. The
second principle highlights the importance of using not only textual
contexts but also non-textual contexts when assessing comprehension skills
in early childhood. Researchers emphasize that picture storybooks can play
a key role in assessing these skills. In some international studies, widely used
tools for assessing story comprehension often do not incorporate non-
textual contexts, such as picture books or illustrated stories. For example, the
Assessment of Story Comprehension (ASC) was developed by Spencer et al.
(2017), to assess children’s story comprehension skills. This tool includes
parallel forms, each containing nine questions. In this assessment, adults are
expected to read parallel stories without illustrations to children. Unlike this
tool, the Story Comprehension Rubric utilizes illustrated storybooks created
by the researcher (Paris & Paris, 2003; Van den Broek et al., 2005), providing
a uniqgue contribution to assessing story comprehension skills. Another tool,
the Squirrel Story Narrative Comprehension Assessment (NCA), was
developed to assess oral narrative comprehension in children. The NCA is
designed for use as a digital application or in print format. It assesses six key
areas of narrative comprehension: skills of language used by young children,
non-verbal skills such as gestures, listening and attention skills, vocabulary,
story structure, and story content. This tool includes one wordless book, 14
inferential questions, and five literal questions related to the book. A scoring
guide allows answers to be scored on a scale from O to 2 points (Dawes et al,,
2018, 2019). The NCA shares similarities with the Story Comprehension
Rubric in that it includes both literal and inferential questions and uses a
picture storybook. However, the NCA consists of a single form, whereas the
Story Comprehension Rubric incorporates parallel forms (Form M and Form
T). The use of parallel forms and illustrated storybooks in the Story
Comprehension Rubric is considered to contribute significantly to the
literature on story comprehension assessment. The similarity of results
between the parallel forms is thought to be associated with the structural
consistency and standardized nature of the tool. It is suggested that the
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clarity of the rubric items, as well as the external structural features (e.g.,
illustration techniques and font) and internal structural features (e.g., plot
and meaning) of the books, contribute to the consistent application of
assessment criteria and the generation of similar results across different
applications.

The limited sample of the study group may explain the consistency of results
across parallel forms. To further test the validity of the parallel forms,
repeated applications across different age groups, regions, and
socioeconomic skills are recommended to strengthen the findings
regarding the parallel forms.

The third principle outlined by Van den Broek et al. (2005), emphasizes the
importance of focusing on the entirety of the skill rather than a single
dimension during the assessment process. Researchers highlight that
identifying connections is crucial for assessing the development of
comprehension skKills. In this context, using a rubric to clearly define the
performance expected from children is considered to contribute
significantly to the assessment process. Furthermore, the inclusion of both
inferential and literal questions ensures that the assessment holistically
addresses the skill. Given the comprehensive nature of the skill and the
importance of assessing story comprehension during early childhood as a
foundation for future reading comprehension, this assessment is seen as
highly significant (Brandao & Silva, 2023; Paris & Paris, 2003; Van den Broek
et al., 2005).

Studies conducted both in Turkiye and internationally show that published
picture storybooks are often used during the assessment process. However,
using such books might lead children to recognize the story and provide
answers based on familiarity. In contrast, this study employs picture books
designed by the researcher, which the children have not previously
encountered, distinguishing it from other studies. Additionally, the content
of inferential and literal questions may not always align with pre-existing
books. For example, the content related to a question about a character's
emotions in Book A might differ from that in Book B. Such differences could
affect the consistency of children’s responses to questions of the same
dimension across different books. In other words, it is essential for the
answers to questions posed during the story comprehension process to be
embedded within the text, as emphasized by Paris and Paris (2003).
Therefore, writing and illustrating children’s books that align with the
questions and their answers is believed to contribute significantly to the
literature. Moreover, developing parallel forms that enable repeated
assessments with the same child at different times is considered particularly
important. This approach allows practitioners to use one of the forms to
effectively assess children’s story comprehension skills.

When examining the findings based on the age variable in the study, a
significant difference was found in favor of children aged 60-72 months
compared to those aged 48-60 months in the scores obtained from the
Story Comprehension Rubric. This finding indicates that as children’s age
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increases, their story comprehension skills improve. Similarly, a longitudinal
study conducted by Kendeou et al. (2008), found that receptive vocabulary
develops with age in children aged five to six years. Lynch et al. (2008) also
concluded that children become increasingly sensitive to the underlying
structure of narratives as they grow older, with this sensitivity improving
with age. These results support studies demonstrating the influence of age
on story comprehension (Kendeou et al.,, 2008; Lynch et al.,, 2008; Paris &
Paris, 2003; Van den Broek et al,, 2005). Lepola et al. (2012), highlight gaps in
the literature regarding the developmental dynamics between basic
language skills and inference-making abilities and their roles in the
development of story comprehension. Thus, this finding contributes to
addressing those gaps by demonstrating the significant role of
development in story comprehension skills. This finding underscores the
importance of providing age-appropriate, enriched content and
implementing practices that support language development in early
childhood education.

When examining the findings based on the gender variable in the study, no
significant difference was found in the scores obtained from the Story
Comprehension Rubric between boys and girls. This result suggests that
boys and girls have similar scores of story comprehension skills and that
gender is not a determining factor in this area. This finding indicates that
language development and cognitive processes progress similarly for both
genders and that story comprehension abilities develop independently of
gender. In a study by van Steensel et al. (2024), it was similarly concluded
that gender has no effect on children’s story comprehension. Likewise, Manu
et al. (2021), found no gender differences in story comprehension skills. The
findings of this study are consistent with previous research (Manu et al.,, 2027;
Paris & Paris, 2003; van Steensel et al., 2024). This study focused exclusively
on specific age groups. Future research could explore this topic with larger
samples encompassing a wider range of age groups. Additionally,
conducting the study only in Istanbul may limit the generalizability of the
findings. Although the study group was determined considering Istanbul’s
demographic diversity, it may not represent the broader regions and
socioeconomic conditions of Turkiye. Therefore, further studies conducted
in other cities or nationwide could strengthen these findings.

Based on the research findings, the following recommendations are
provided for practitioners and researchers:

e Employing the Story Comprehension Rubric in early preschool
classrooms to assess children's story comprehension skills,

e Taking the age variable into account in classroom activities designed
to enhance story comprehension,

e Developing diverse assessment tools, such as checklists and rating
scales, to evaluate children's story comprehension skKills,

e Conducting studies to examine the effectiveness of the Story
Comprehension Rubric in assessing reading comprehension,
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e Investigating the story comprehension skills of preschool children in
relation to various factors.

Results and Conclusions

This study concluded that the Story Comprehension Rubric is a valid and
reliable assessment tool designed to evaluate the story comprehension skills
of 48-70-month-old preschool children. Based on these findings, the rubric
can be considered an effective tool for researchers and practitioners to
assess children's story comprehension skills. It is anticipated that the
developed rubric will make a significant contribution to the national and
international literature by providing a framework for evaluating children's
story comprehension skills.

In addition to developing the Story Comprehension Rubric, the study
examined whether children's story comprehension scores varied based on
age and gender. For the age variable, the findings revealed that the story
comprehension scores of 60-72-month-old children were significantly
higher than those of 48-60-month-old children. For the gender variable, no
significant differences were observed between the scores of boys and girls
obtained from the Story Comprehension Rubric. These findings support
previous studies in the literature, indicating that story comprehension skills
are associated with age, and confirm that these skills develop independently
of gender. Consequently, gender is not a determining factor in story
comprehension ability, thereby contributing further insights to the existing
literature.
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