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ABSTRACT

THE EFFECT OF E-STORYBOOKS IN DIFFERENT GROUP SIZES ON THE
STORY COMPREHENSION AND VOCABULARY ACQUISITION SKILLS

ONGUR, Miige
M.S., The Department of Elementary and Early Childhood Education, Early
Childhood Education
Supervisor: Prof. Dr. Feyza TANTEKIN ERDEN
Co-Supervisor: Assoc. Prof. Dr. Dilek ALTUN

May, 2023, 221 pages

This study aimed to investigate whether book format (e-book and printed book)
and/or reading group size (small and large) in storybook reading activities in
kindergarten classrooms had an effect on the story comprehension and vocabulary
acquisition skills of 5-year-old preliterate children.

The sample of the study consisted of 146 preliterate children enrolled in three public
kindergartens in Korfez/Kocaeli. The study was conducted in two phases. In the first
phase, a printed storybook was read to children and their initial story comprehension
skills were assessed. Afterwards, they were assigned to four experimental conditions
according to their scores to create equivalent experimental groups: 1) Printed book,
small group; 2) Printed book, large group; 3) E-book, small group; and 4) E-book,
large group. In the second phase, three storybook reading interventions were

conducted with each participant group, and after each book, story comprehension



skills and wvocabulary acquisition skills were assessed using Narrative
Comprehension Test (Paris & Paris, 2003) and the Target Word Test, respectively.

The results of the study revealed significant effects of book type, showing printed
books contributed more to children’s story comprehension and vocabulary
acquisition skills than e-books, while no meaningful effects of group size or its
interaction with book format were observed. That means, in both small and large
group reading activities, printed storybooks contributed more to children's story
comprehension and vocabulary acquisition skills compared to their electronic

counterparts.

Keywords: Story Comprehension, Vocabulary Acquisition, E-book, Printed book,
Early Literacy
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ELEKTRONIK HIKAYE KiTAPLARININ FARKLI GRUP
BUYUKLUKLERINDE HIKAYE ANLAMA VE KELIME EDINIMI
BECERILERINE YONELIK ETKIiSi

ONGUR, Miige
Yiiksek Lisans, Temel Egitim, Okul Oncesi Egitimi Boliimii
Tez Yoneticisi: Prof. Dr. Feyza TANTEKIN ERDEN
Ortak Tez Yoneticisi: Dog¢. Dr. Dilek ALTUN

Mayis 2023, 221 sayfa

Bu caligmanin temel amaci, anaokulu simiflarinda gerceklestirilen hikaye kitabi
okuma etkinliklerinde kitap formatinin (e-kitap ve basili kitap) ve okuma grubu
biiytikliigiiniin (kiiciik ve biiyiik grup) 5 yasinda ve heniiz okuryazar olmayan
cocuklarin hikdye anlama ve kelime edinimi becerileri lizerinde bir etkisinin olup

olmadigini anlamaktir.

Arastirmanin ¢alisma grubunu Kocaeli’'nin Korfez ilgesinde bulunan ii¢ devlet
anaokuluna kayitli 146 okuryazar olmayan cocuk olusturmaktadir. Calisma iKi
asamada gergeklestirilmistir. Ik asamada cocuklarla birlikte basili bir hikdye kitabi
okunmus ve c¢alisma Oncesindeki hikdye anlama becerileri degerlendirilmistir. Bu
degerlendirme sonucuna gore katilimcilar 1) Basili kitap okuma, kiiclik grup; 2)
Basili kitap okuma, biiyiik grup; 3) E-kitap okuma, kii¢iik grup ve 4) E-kitap okuma,
biiyiik grup olmak iizere dort deneysel kosula atanarak esdeger gruplar
olusturulmustur. Calismanin ikinci asamasinda, her katilimer grubuyla ii¢ 6ykii kitabi

okuma miidahalesi gergeklestirilmis ve her kitap sonrasinda hikaye anlama becerileri

Vi



Anlatiy1 Anlama Testi (Paris ve Paris, 2003), kelime edinme becerileri ise Hedef
Kelime Testi kullanilarak degerlendirilmistir.

Calisma sonuglarina gore ¢ocuklarin hikdye anlama ve kelime edinimi becerilerinin
her biri icin kitap formatinin basili kitaplar lehine anlamli bir etkisinin oldugu
gozlemlenirken, grup biiylkliigliniin veya bu iki faktor arasindaki etkilesimin bir
etkisi bulunamamistir. Bu hem kiiciik hem de biiyiik gruplarda basili kitaplarin
elektronik kitaplara kiyasla ¢ocuklarin hikaye anlama ve kelime edinme becerilerine

daha fazla katkida bulundugu anlamina gelebilir.

Anahtar Sézciikler: Hikdye Anlama, Kelime Edinimi, E-kitap, Basili kitap, Erken
Okuryazarlik
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CHAPTER 1

INTRODUCTION

The act of reading, which happens with the coordination of physical and mental
elements, is beyond simple decoding. On the contrary, it is a complex process
involving understanding, evaluation, and analysis (Kaya & Kardas, 2020). Since it is
one of the most dependable ways of acquiring information, it protects individuals
from acquiring incorrect beliefs and ignorance (Iseri & Unal, 2010). Therefore,
reading can be considered one of the fundamental skills of members of modern
society, and a value that creates the base for academic achievement (Hernandez,
2011). This significant skill is evaluated under the concept of "literacy,” together
with writing skill in the literature (Frankel et al., 2016). As an umbrella term, literacy
covers a continuum of learning, and it enables people in a society to obtain their
goals, to extend their potential and knowledge, and to entirely participate in their
own community (United Nations Educational, Scientific and Cultural Organization
[UNESCOY], 2004; 2023). Therefore, it is important to create a robust foundation for
these skills from an early age (Dickinson & Tabors, 2001; Snow et al., 1998).

In the Turkish national education system, literacy education starts in the first grade,
when formal education starts (Education Information Network in the European
Community [EURYDICE], 2021; Ministry of National Education [MoNE], 2018),
and no literacy education is provided in any preschool or kindergarten setting.
According to the Turkish national education system (MoNE, 2013), the aim of early
childhood education is not to teach children to read and write, but to provide them
with the necessary pre-skills to learn to read and write quickly in primary school.
Considering this, supporting early literacy skills, regarded as precursors to literacy, is
one of the main aims of Turkish early childhood education (MoNE, 2013), and is

fundamental for building robust reading and writing skills in the future. A



considerable number of studies in the literature also emphasize the significant
relationship between early literacy skills, developed through early childhood years,
and primary school reading skills (Bishop, 2003; Grigorakis et al., 2022; Lepola et
al., 2016; Utchell, 2016). According to the findings of these studies, early literacy
skills of preliterate children contribute to their reading achievement in later years by
creating a robust base. Due to this important relationship, precursors of future
reading skills, like reading comprehension, have drawn the attention of researchers
for many decades, who have identified a variety of precursors since then (Kim &
Petscher, 2011; Munger & Blachman, 2013; Oakhill & Cain, 2012; Silvén et al.,
2007; Storch & Whitehurst, 2002; Utchell et al., 2016). Two of the most important
precursors of reading comprehension can be listed as young children’s story
comprehension skills and vocabulary knowledge (Catts et al., 2015; Oakhill & Cain,
2012).

Story ~ comprehension,  which is also referred to  as listening
comprehension or narrative comprehension in the literature, is defined as the ability
to understand the semantic and syntactic structures of verbal language (Isbell et al.,
2004; Lonigan et al., 2008). It is divided into two different sub-categories as “explicit
story comprehension” and “implicit story comprehension” (Paris & Paris, 2003).
While explicit story comprehension skills cover surface comprehension skills like
depicting characters, problems, events and the setting of the story, implicit story
comprehension skills mainly relate to deeper story comprehension skills such as
making inferences about the feelings and thoughts of the protagonists, causal
relations, predictions, and theme (Paris & Paris, 2003). The level of both explicit and
implicit story comprehension skills of young children may vary depending on the
child’s age, practice, and exposure to literacy activities. One of the most common
literacy activities implemented in preschool and kindergarten classrooms is
storybook reading sessions. Storybooks that are read in these sessions consist of a
plot, protagonists, and interactions between these protagonists (Sar1 & Altun, 2018),
and in simple terms, story comprehension can be defined as the ability to understand
both these interactions and the plot, and to draw inferences. However, when this skill
is examined in more detail, it can be said that story comprehension skills are a

product of various sub-skills. These sub-skills can be listed as the ability to find the
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main idea in the story, determining the cause-and-effect relationships between
events, sequencing events in the plot correctly, finding connections in the text and
relating these connections with one's own interpretation, and lastly, summarizing the
events in the story (Morrow, 1985; Paris & Paris, 2003; Sipe, 2008; Stein, 1978).
Development of these sub-skills allows an individual to understand the narrative, or
text, in a deeper way, and therefore is significantly important for future reading
comprehension skills (Skarakis-Doyle & Dempsey, 2008).

This relationship between story comprehension and reading comprehension is
explained by Kendeou and others (2005) via “A new developmental/instructional
model”. According to this model, basic language skills, word decoding skills, and
story (narrative) comprehension skills are at the center of a successful reading
comprehension process. Basically, the model emphasizes that if the reader has not
developed robust story comprehension skills, s/he cannot understand the meaning of
the text (Kendou et al., 2005). The findings of other studies in the literature also
support this relationship (Babayigit et al., 2021; Catts et al., 1999; Catts et al., 2015;
Griffin et al., 2004; Isbell et al., 2004; Kendeou et al., 2005; Kendeou et al., 2008;
Kendeou et al., 2009; van Kraayenoord & Paris, 1996; Lervag et al., 2017; Wise et
al., 2007). The common findings of these studies suggest that the level of children’s
story comprehension skills in the early childhood period is a great predictor of the
level of reading comprehension skills in the following years. These findings are also
theoretically supported by the Simple View of Reading (SVR) model, proposed by
Gough & Tunmer (1986). The SVR model suggests that future reading
comprehension skills can be predicted by early linguistic comprehension (in that
case, story comprehension) and word decoding skills. If one of these skills is not
sufficiently developed, a successful reading process and/or reading comprehension
cannot occur (Dreyer & Katz, 1992).

In addition, vocabulary acquisition skills of young children should also be taken into
account while investigating story comprehension skills because early literacy skills,
which are prerequisites of formal literacy activities, are interconnected with one
another. Metaphorically, if reading and writing are a whole puzzle, each early

literacy skill can be considered as a unique piece of the puzzle, which must be
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connected with other pieces. Even if one piece is missing, it affects the integrity of
the whole puzzle. Vocabulary knowledge, which can be broadly defined as all the
words that children understand, know the meaning of, and can use appropriately
(Akyol & Temur, 2007), and story comprehension skills allow readers to derive
meaning from text by supporting each other during the reading process (Lepola et al.,
2016). A significant number of studies emphasize the relationship between story
comprehension skills and vocabulary knowledge of young children (Clarke et al.,
2010; Hirsch, 2003; Kim, 2015, 2016; Lepola et al., 2016; Lervag & Aukrust, 2010;
Protopapas et al., 2013; Senechal et al., 2006). The findings of these studies
commonly illustrate that rich vocabulary knowledge helps preliterate children
comprehend stories because consistent inferences cannot be made without
understanding each word appearing in the text or narration (Hirsch, 2003; Lepola et
al., 2016). Therefore, vocabulary knowledge is essential for the story comprehension
and reading comprehension of preschool and kindergarten-age children (Florit et al.,
2014; Ouellette, 2006; Torppa et al., 2007). Since story comprehension skills and
vocabulary acquisition skills are highly interrelated with each other, they were

investigated together in the present study.

These early skills are gained during the early childhood period, which is described as
a “window of opportunity” (Gabbard, 1998). To support and facilitate young children
while developing these skills, different techniques and strategies can be implemented
during this period. For example, during preschool and kindergarten years, children
acquire words very rapidly (Houston-Price et al., 2005), and acquisition can occur in
many different ways in kindergarten settings. Specifically, storytelling and book-
reading activities offer rich opportunities to acquire new words in kindergarten
settings incidentally (Adams, 1990; Allor & Meccathren, 2004; Bus et al., 1995;
Christ & Chiu, 2018; Lonigan, 1994; Mol & Bus, 2011; Ninio & Bruner, 1978;
Penno et al., 2002; Robbins & Ehri, 1994; Scarborough & Dobrich, 1994). A meta-
analytic study conducted by Mol and Bus (2011) illustrated that children who were
exposed to storybook reading activities in early years of their life develop richer
vocabulary knowledge and literacy skills compared to their peers who were not. The
contribution and features of storybook reading activities can vary depending on

factors like the settings where the activity was conducted, the interests of the
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children, or the story presentation techniques used such as flannel boards, puppet
shows, or electronic books, which is a relatively novel technique that emerged from

technological developments.

Technological developments in the last decades have affected the book industry and
have led to the emergence of more diverse book formats including CD-ROM Books,
animated books, tablet-based books, iPad books, multimedia books, and digital-based
books. All of these formats can be gathered under the relatively new term, electronic
book (or e-book). Specifically, the 21% century has been labeled as the era of
technology since digital technology became integrated with all aspects of human life
during this period (Raja & Nagasubramani, 2018). Especially for the last two
decades, students from Pre-K to college constitute generations who have grown up
with digital technologies. These new generations think and process information
differently from their ancestors and previous generations (Prensky, 2001) due to their
rich technological experiences from extremely early ages (Aktas-Arnas, 2005;
Holloway et al., 2013; Altun, 2017; Marsh, 2010). Therefore, the nature of education
should be renewed to accommodate the interests and skills of young children in order
to provide meaningful education (Prensky, 2001). On that point, e-books can be an
efficient alternative for new generations due to their interactive multimedia learning

features.

Most of the e-books developed for children are digitalized versions of picture books
that were published in printed format. However, integrated multimedia features of e-
books such as sound effects, music, vocalization of the text by a narrator, and
animations differentiate them from their printed counterparts (de Jong & Bus, 2003,
Labbo & Kuhn, 2000). These variations might cause a difference in the contribution
of e-books and printed books to children's early literacy skills. For example, Dual
Coding Theory (DCT) (Paivio, 2008) suggests that learning can occur via two
available channels within the cognitive system: visual and verbal channels.
According to DCT, learning occurs better when information is presented through
both channels simultaneously, rather than only one channel. Although both printed
picture books and e-books provide both visual and verbal stimuli, additional

multimedia features added on e-books (e.g., visual animations, motion pictures and
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sound effects) have a potential to increase the effect of visuals on story
comprehension compared to printed books (Takacs & Bus, 2018), it can be
hypothised that e-books have a potential to promote story comprehension skills more

compared to their printed counterparts.

Despite the large number of studies on the comparison between printed and
electronic books regarding their contributions to the early literacy skills of children,
the conclusions of earlier work are contradictive. While many studies in the literature
suggest that e-books significantly contribute to, and are important for children’s
language and literacy development (Chera & Wood, 2003; Flewitt, et al., 2014; de
Jong & Bus, 2003; Korat et al., 2017; Korat & Shamir, 2012; Korat et al., 2014;
Labbo & Kuhn, 2000; Roque-Teodoro et al., 2017; Segal-Drori et al., 2010; Bus et
al., 2015), other studies suggest that there is no significant difference between printed
books and e-books regarding their contribution to language and literacy development
(de Jong & Bus, 2004; Simsek, 2017). Moreover, some studies even report the
harmful-effects of e-books, suggesting that printed books contribute more than e-
books to the language and literacy development of children (Jeong, 2012; Karemaker
et al., 2017; Krcmar & Cingel, 2014; Richter & Courage, 2017). That means, despite
significant number of research investigating the relationship between e-books and the
development of early literacy skills, there is no consensus on the efficacy of
electronic books in promoting young children’s future literacy skills, such as reading
comprehension, which was also pointed out in Altun (2018a).

There may be various reasons for the conflicting conclusions found in earlier work;
therefore, it is important to conduct more research that compares the contribution of
e-books and printed books to early literacy skills by considering different factors. For
example, some studies in the literature have illustrated that the efficacy of an
intervention, or the strength of learning, can be affected by the group size in which
the interventions are carried out (Dickinson, 1995; Morrow & Smith, 1990; Phillips
& Twardosz, 2003; Vaughn et al., 2009). These studies have generally concluded
that as the number of people in groups decreases, the efficiency and quality of

education increases. Despite this, there is only one study investigating the



relationship between e-book reading interventions and group size, to the best of my
knowledge (i.e., Aydin, 2019).

Aydin (2019) investigated the level of 5-6-year-old kindergarteners’ story
comprehension skills in digital book and traditional book formats by considering two
group size conditions: the one-to-one reading condition and the reading as a group
condition. However, as Morrow and Smith (1990) suggest, although one-to-one
reading activities may yield benefits, they are not feasible in school settings because
of the time limitation and teacher/student ratio. Due to that reason, it is also
important to conduct a study which systematically compares small group and large
group reading activities in terms of their contribution to story comprehension skills.
Thus, this study aims to contribute to the literature by filling this gap through
examining and comparing the efficacy of e-books and printed books on children’s
story comprehension and vocabulary acquisition skills in the context of two different

group sizes: small group and large group.

1.1. Significance of the Study

Digital technology is no longer simply a tool for new generations, who are born into
technology, but it has become an integral part of their life. This situation has led to
changes in the needs and interests of new generations compared to previous ones
(Prensky, 2001). These members of the new generations not only have an interest in
digital technology, but they also need digital technology to learn in some instances.
Therefore, education should be open to innovations supporting learners during the
learning process. The importance of these innovations regarding technology
integration in education is also emphasized by many important institutions and
organizations. For example, the International Reading Association (2009)
emphasized that teachers who teach literacy are responsible for infusing the
technology into their curriculum. Further, the National Association for the Education
of Young Children [NAEYC] (2012) highlights the significance of technology
integration into educational activities. They emphasized that technology integration,
which includes the use of e-books during activities, should be associated with
educational objectives and goals. For this reason, a vast number of studies have been

conducted especially over the last two decades to investigate the use of technology in
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education and to guide educators (Antonietti et al., 2022; Baytak et al., 2011; Jhurre,
2005; Njiku et al., 2019; Tondeur et al., 2017; Tosuntas et al., 2019). When the
results of these studies are examined, it can be seen that the use of technology has the
potential to contribute to the learning process. However, teachers do not prefer to use
electronic books in their lessons and activities in Tiirkiye, due to their low self-
confidence about technology use and the belief that electronic books will not be as
beneficial as their printed counterparts (Duran & Ertugrul, 2012; Sarikaya, 2018;
Yildirim et al., 2017). Therefore, it is important to investigate this issue deeper to

alleviate the concerns of teachers and improve the quality of education.

The significance of this study, conducted to provide more detailed information on the
use of electronic books in kindergarten environments, is presented under three main
headings: its importance in terms of scientific literature, its importance in practice
within Kkindergarten settings, and its importance in supporting the future reading
skills of Turkish students.

Firstly, when the related literature is examined, it is evident that there is a
considerable amount of research on early literacy practices and how electronic books
influence young children’s early literacy skills (Altun, 2018a; Korat & Falk, 2019;
Lawrence, 2018; Kiris¢igil-Dogan, 2012; Kocaman-Karaoglu, 2016; Korat et al.,
2017; Korat & Segal-Drori, 2016; Korat et al.,2022; Lopez-Escribano et al., 2021;
Reich, et al., 2019; Rowe & Miller, 2016; Sar1, 2018; Sezgin & Ulus,2017; Smeets &
Bus, 2015; Simsek, 2017; Yiiksel, 2011). However, as mentioned earlier there is no
consensus among these studies regarding the effectiveness of e-books in supporting
young children’s early literacy skills, which was also pointed out in Altun (2018a).
Inconsistency in the findings of previous studies creates uncertainty as to which book
format contributes more to children's early literacy skills. The conflicting results in
the literature may be caused by variation in the size of study groups investigated in
previous studies, considering that group size is a factor that can affect the quality and
efficacy of educational activities (Aydin, 2019; Dickinson, 1995; Morrow & Smith
1990; Phillips & Twardosz, 2003; Vaughn et al., 2009). This situation creates a gap
in the literature regarding whether activity group sizes have an effect on the

contribution of electronic and printed book reading activities to young children's
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early literacy skills. A careful comparison between e-books and printed books in
various group sizes is significant as it can potentially explain the conflicting results
of previous studies. Considering this, the present study contributes to the literature by
revealing whether the inconsistency in the findings of previous studies is due to the

different sizes of intervention groups used in those studies.

Secondly, children's interests can be used by teachers to enhance the effectiveness of
the educational process. As a matter of fact, the Ministry of National Education also
emphasizes the importance of this situation in the national preschool education
program. According to the basic principles of Turkish early childhood education,
education should be designed by considering children’s needs and interests (MoNE,
2013). When the Turkish Statistical Institute’s (TURKSTAT) statistics (2021) are
examined, it is seen that Turkish children’s interests tend toward using digital
technologies, and that they reduce the time they spend on various activities in order
to spend more time in front of the screen (e.g., smart phones, tablets), especially in
recent years. According to these statistics, 35.9% of Turkish children between the
ages of 6-15 prefer to read fewer books, 33.5% of them prefer to study less, 27.7% of
them prefer to spend less time with their families, 25.4% of them prefer to meet their
friends to play face-to-face games less, and 17.2% of them prefer to sleep less in
order to spend time with devices like TVs, tablets, or smart phones. That means
today’s children have an irresistible desire and interest in spending time in front of
the screen, which is generally considered as an unfavorable and harmful situation.
Similarly, when the academic literature is examined, it is seen that children's interest
in technology is also generally associated with negative concepts like technology
addiction (Ertemel & Aydin, 2018; Gokel, 2020; Mustafaoglu et al., 2018). However,
young children’s interest and desire in digital technologies can be used as a tool to
facilitate their learning and development. To achieve this, educational researchers
should investigate how digital technologies can be used positively to facilitate the
learning process. For example, as mentioned earlier, e-books, thanks to their
multimedia features, can be an efficient alternative to printed books by leveraging
young children’s interests in digital technologies to increase their interest in reading
activities and develop their skills. However, little is known about how we can use e-

books in a good way to support young children’s early literacy skills (Skibbe et al.,
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2017). On this point, this study contributes to the literature as it has the potential to
reveal in which group size electronic book reading activities are more beneficial and
if group size impacts their efficiency. Thus, the findings can guide teachers on which
book format to use in different group sizes while designing storybook reading
activities in line with the curriculum, allowing them to prepare their activities in the

most beneficial way for young children.

Lastly, international comparative tests are important resources that can be
informative about the success of the education system of a country and the general
achievements of its students (Egelund, 2008). Tiirkiye participates in some of these
international tests such as the Programme for International Student Assessment,
[PISA], and Progress in International Reading Literacy Study, [PIRLS]. The results
of these tests show that the reading scores of Turkish students are below average,
indicating that Turkish students have some difficulties in fully comprehending the
text they read (MoNE, 2019). It is thought that foundations of reading
comprehension skills are established with story comprehension skills at kindergarten
ages (Lepola et al., 2016). Thus, this study is important to help increase the future
reading success of young children and accordingly, their success in international
exams. It investigates which book format and group size can better support story
comprehension and vocabulary acquisition skills, which are considered to be the
precursors of reading comprehension. The findings can be used by teachers while
designing storybook reading activities to better support the story comprehension
skills of preschool children, which can over time increase the success of Turkish
students on important international tests like PISA or PIRLS, and accordingly

Tiirkiye’s international placement.

1.2.Purpose of the Study

This study has three main goals. The first goal of the study is to understand whether
explicit story comprehension skills are affected by book format, group size, and their
interaction. The second goal is to analyze the impact of these factors on implicit story
comprehension skills, and the third is to examine their effect on vocabulary
acquisition skills. In addition, it is also important to understand which book format

10



better supports story comprehension and vocabulary acquisition skills in which group
size.
The following research questions were prepared in accordance with these main

purposes.

Research Questions

RQ1: Is there any significant difference in ESC scores of kindergarteners in terms of

book format and group size?

RQ2: Is there any significant difference in ISC scores of kindergarteners in terms of

book format and group size?

RQ3: Is there any significant difference in TWT scores of kindergarteners in terms

of book format and group size?

1.3. Definitions of Important Terms

To ensure standardization and aid reader comprehension, the definitions of some

important terms are provided below.

Preschoolers — Preschool children: In this study, preschoolers are identified as
children who are between 4-5 years old and who are enrolled in a public or private
kindergarten.

Story comprehension: The ability to understand the narrative and make inferences
as a result of it. It involves word knowledge, cognitive processes, and sharing
feelings and ideas (Bruner, 1986).

Explicit story comprehension: A set of skills which is related to identifying story

elements like problems, solutions, protagonists, settings, etc. (Paris & Paris, 2003).

Implicit story comprehension: A set of skills that helps the reader/listener to

understand the story in a deeper way. It covers making inferences about the thoughts
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and feelings of the protagonists, theme, predictions, and causal relations (Paris &
Paris, 2003).

E-book: A media format containing text, pictures, animations, and sounds, which is
prepared using various software, hardware, and protocols published electronically
(Akyliz & Akbaytiirk, 2006).

Vocabulary acquisition: In this study, the term vocabulary acquisition is defined as
the process of learning the meaning of a word and being able to identify it in a

context.

Word-hoard: All the words that an individual understands, knows the meaning of

and can use appropriately (Akyol & Temur, 2007).
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CHAPTER 2

LITERATURE REVIEW

This chapter contains a review of related literature regarding the theoretical and
empirical bases of the current study to present its cornerstones. It has three main
subheadings: 1) early literacy skills, ii) the effect of storybook reading activities in
the early childhood period on preliterate children’s early literacy skills, and iii) the
effect of group sizes on educational activities, and learning. Under the first
subheading, early literacy skills are briefly described, and two of them, word
knowledge and story comprehension, are discussed in detail by explaining the
theoretical framework and previously conducted research. Under the second
subheading, the effects of storybooks on young children’s early literacy skills are
discussed by giving information about different formats of books, printed books and
e-books, relevant theoretical framework, and the findings of related research. Under
the final subheading, the effects of activity group sizes on the educational process
and learning are discussed, with a particular focus on the effects of group size on

early literacy education and research related to this subject.

2.1. Early Literacy Skills

Literacy development can be described as a lifelong process that begins early in life.
Children at every age possess some literacy skills, although these early skills are not
developed enough in the early stages of childhood to read and write conventionally
(Baumann et al., 2000; Morris & Slavin, 2003; Teale, 1986). Early literacy refers to
attitudes, knowledge, and skills regarding literacy, which a child should acquire
before the process of formal reading and writing (Ghoting & Martin-Diaz, 2006;
Morrow, 2014; Sulzby & Teale, 1991; Whitehurst & Lonigan, 1998). This term can
be used interchangeably with emergent literacy. These early skills help school-age
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children to develop robust literacy skills in later years. Moreover, a considerable
amount of research in the literature has emphasized that children who do not acquire
early literacy skills in the preschool and kindergarten periods, often struggle to catch
up with their peers who developed stronger early literacy skills (Bingham & Patton-
Terry, 2013; Alexander & Entwisle, 1988; Juel, 1988; National Early Literacy Panel
[NELP], 2008; Nelson, 2005). Early literacy skills comprise different sub-skills.
Although these skills are classified under different terms, the most common
classifications can be listed as the following (Arafat et al., 2017; Aarnoutse et al.,
2005; Casey & Howe, 2002; Kargin et al., 2021; Neuman & Dickenson, 2001):

Print awareness: In general, print awareness can be defined as children's awareness
that writing has a form and function, and that written language carries a message like
verbal language (Adams, 1990; Pullen & Justice, 2003).

Letter knowledge: Basically, letter knowledge is the ability of a child to know that
letters have names and they correspond to a sound/phoneme systematically in the

verbal language (Cabell et al., 2011).

Phonological awareness: In the literature, phonological awareness is defined as a
sophisticated skill that includes being aware of words and syllables, being aware of

sounds in syllables and words, and manipulating sounds (Adams, 2017).

Word knowledge (vocabulary acquisition skill): Word knowledge can simply be
defined as all words that an individual understands, knows the meaning of, and can
use appropriately (Akyol & Temur, 2007; Luckner & Cooke, 2010). Construction of
this knowledge occurs thanks to vocabulary acquisition skills.

Story comprehension: In the literature, story comprehension can be described as the

ability to understand the narrative and make inferences (Bruner, 1986).

There are some studies in the literature that reveal that children’s reading
achievement in their primary school years is highly related to their early literacy
14



skills acquired in early childhood (Bishop, 2003; Lepola et al., 2016; Utchell et al.,
2016). For example, Bishop (2003) studied with 103 kindergarteners over a period of
two years to understand whether early reading skills predict primary school reading
achievement or not. As a first step, in the kindergarten period, participants were
tested to understand their level on some early literacy skills such as phonological
awareness, letter knowledge, phonological memory, and rapid automatized naming,
and as second step their reading achievement was tested by considering some
different measures including passage comprehension, fluency, and phonemic
decoding at the end of the first grade. After the assessment process, they analyzed the
data and found that early literacy skills, particularly phonological awareness and
letter knowledge, significantly contributed to the primary school reading

achievement of young children.

Similarly, Utchell et al., (2016) aimed to understand whether early literacy skills of
young children could predict future reading achievement, which was evaluated seven
years later. In total, 130 young children aged 3, 5 and 7 participated in all steps of the
study. The research findings illustrated that early literacy skills are moderately and
significantly related to reading achievement evaluated 7 years later in the 3rd, 5th,

and 7th grades.

In the same year, Lepola et al., (2016) also conducted a five-year-longitudinal study
to understand whether early literacy skills have an effect on the prediction of third-
grade reading comprehension. 90 young children participated in the study. Children’s
early literacy skills, including vocabulary knowledge, story comprehension,
inference-making and task orientation were assessed in both the preschool and
kindergarten periods, and additionally, their reading fluency and reading
comprehension skills were tested in the 3rd grade. The findings suggested that the
early literacy skills of kindergarteners uniquely contributed to their reading

comprehension when they were third graders.

When the findings of the aforementioned research are examined, it can be
emphasized that early literacy skills, which are precursors to future literacy

achievement, should be developed during the early years to increase in literacy
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achievement during the school years. Because this study focuses on the word
knowledge/vocabulary acquisition and story comprehension skills of young children,

these two specific skills are explained in detail in the following subsections.

2.1.1. Word Knowledge / Vocabulary Acquisition Skill

As mentioned above, word knowledge is all of the words a child can understand and
use appropriately, and it creates the basis of language and literacy skills (Hirsch,
2003; Kalayci1 & Diken, 2021). The word knowledge of an individual has importance
for the effective use of language, a healthy communication process (Giines, 2013),
and developing comprehension skills (Lervag & Aukrust, 2010). This skill, which is
one of the most important early literacy skills, is divided into two subcategories,
receptive vocabulary and expressive vocabulary (Kargmn et al., 2015). While
receptive vocabulary consists of words that an individual knows the meaning of,
even if they cannot express it, expressive vocabulary consists of words that an
individual not only knows the meaning of, but can also vocalize and use in speaking
or writing (Martin & Brownell, 2010; Nation, 2005; Senechal, 1997). Creating both
receptive and expressive vocabulary knowledge is important to acquire knowledge
and understand verbal and written language. The vocabulary development process

begins early in life and continues throughout life.

Children generally produce their first words somewhere between the first 10 - 15
months of their life. Their first words generally appear in the context of the labeling
process, imitation, and participating in daily routines (Pan & Uccelli, 2008). The first
words of children typically serve a social purpose; for example, a child’s first words
can be, “bye-bye” (Ninio & Snow, 1996). In their second year of life, young children
begin to learn approximately one word per week, and then one word per day (Pan &
Ucceli, 2008). Throughout the first five years, which intersects with the preschool
and kindergarten years, their word learning rate intensely accelerates and children
start to learn approximately one word every two waking hours (Tomasello, 2003;
Fenson et al., 1994). Because word knowledge is considerably related to other
literacy skills like reading comprehension and story comprehension, which are

essential for academic and daily life, a large number of studies illustrate the

16



importance of early word knowledge for the story comprehension and reading
comprehension process (Florit et al., 2013; Lervag & Aukrust, 2010; Protopapas et
al., 2013; Senechal et al., 2006).

For example, Florit and others (2013), conducted a longitudinal study with 152
kindergarteners ranging in age from 4 - 5 years old to identify semantic interpretation
skills like vocabulary knowledge and inferential skills, which may be longitudinally
related to story comprehension. Researchers administrated two reading activities, and
then they assessed participants’ story comprehension skills in two different times
about 7 - 8 months apart from each other. During the process, stories were read aloud
to each child, and then they were asked 10 questions about the story to assess their
comprehension. In addition to story comprehension, the vocabulary knowledge and
inferential knowledge of children were assessed by using standardized tests. The
results showed that both word knowledge and inferential skills of children are highly

related with children’s later story comprehension skills.

Similarly, Senechal and others (2006), aimed to understand whether early vocabulary
knowledge of young children can predict their story comprehension skills
concurrently and longitudinally. To understand it, they reanalyzed archival data of
the study conducted by Senechal and LeFevre (2002). Similar to the findings of
Florit and others (2014), their results showed that young children’s early vocabulary
knowledge predicts their story comprehension skills.

In another study, Silva and Cain (2014) had two aims: 1) determining how verbal
memory and lower-level comprehension skills, receptive vocabulary and grammar,
facilitate  higher-level comprehension skills, inference making, and story
comprehension; 2) revealing the predictive power of these skills on later reading
comprehension, which was assessed one year later. A total of 82 46-year-olds
participated in the study. Researchers tested participants to understand their initial
performance on verbal memory, lower-level comprehension skills, and higher-level
comprehension skills, and they also tested the same participants’ reading
comprehension skills one year later. A wordless picture book and modified version

of Paris & Paris’s (2003) Narrative Comprehension Task were used by the
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researchers for the assessment of children’s story comprehension. The findings
showed that word knowledge was a significant predictor of story comprehension.
Moreover, they found that inference making skills, story comprehension, and
grammar knowledge also contribute to children’s reading comprehension, which was
assessed one year later. Thus, the contribution of vocabulary knowledge to reading
comprehension skills in the following years was demonstrated, albeit indirectly.

As previously mentioned, young children rapidly acquire vocabulary, especially in
their preschool and kindergarten years (Tomasello, 2003; Fenson et al., 1994). This
process has engaged the attention of researchers across a variety of disciplines
(McLeod & McDade, 2011). Some researchers have argued that this rapid
acquisition process cannot only be attributed to direct instruction, where a child is
directly taught vocabulary items (Cain et al., 2003; Justice, 2002; Lenhart et al.,
2018). Based on the findings of earlier studies, it can be said that children acquire
vocabulary in two different manners; incidental vocabulary acquisition (IVA) and
direct vocabulary instruction (DVI). These two types of vocabulary instruction

manners are detailed in the following sections.

2.1.1.1.Incidental Vocabulary Acquisition (IVA) (Indirect Vocabulary

Instruction)

During incidental vocabulary acquisition, children learn vocabulary without effort,
acquisition occurs incidentally thanks to their experiences (Saffran et al., 1997).
Throughout VA, the acquisition of a new word occurs via naturalistic learning
opportunities in school, at home, or in any kind of places (Coyne et al., 2018).
Children are exposed to a new vocabulary item in its natural context and they infer
its meaning with the help of contextual information. Despite its naturalistic and
incidental features, it is the responsibility of teachers and parents to provide these
opportunities for children to acquire words incidentally and to support the
development of young children (Kalayct & Diken, 2021). When a teacher
consciously creates a vocabulary-rich environment in their classroom, they
automatically create an opportunity for children to acquire new words (Saffran et al.,
1997). Researchers emphasized that there are a variety of ways to create this rich

environment by exposing children to new words (Dickinson & Tabors, 2001). For
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instance, during daily conversations, teachers or parents may use new words whose
meanings are not known by children. Children may infer the meaning of these words
from the overall content of the conversation and acquire these words incidentally. In
addition to daily conversations, storybook reading activities can also contribute to
incidental vocabulary acquisition. Storybook reading activities which are conducted
between an adult, who has more experience in language use, and young children
provide language-rich experiences for language development and word learning (Bus
et al., 1995; van Kleeck et al., 2003; McLeod & McDade, 2011; Whitehurst et al.,
1998). There is significant amount of research highlighting the contributive effects of
incidental vocabulary acquisition via storybook reading activities. As a common
point, previous research found that during storybook reading activities, children can
acquire the meanings of new words through incidental exposure (Elley, 1989;
Nicholson & Whyte, 1992; Senechal & Cornell, 1993; Robbins & Ehri, 1994).

For instance, Senechal and Cornell (1993) aimed to understand whether preschool
children can learn the meaning of new words from a single reading of a storybook.
Their study featured 160 children in total, 80 4-year-olds and 80 5-year-olds. The
story used in the study included 10 target words which were not known by children
in this age group. Before the experimental process, children were pre-tested to assess
their knowledge about the target words. After the reading sessions, they were post-
tested twice. While the first post-test was implemented immediately after the reading
sessions, the second post-test was implemented one week later. Researchers found
that in both age groups, children were able to recognize the meaning of the words in
both post-tests even though there were some differences in achievement between age
groups. These findings may be a sign for the occurrence of incidental vocabulary

acquisition through story reading activities.

Robbins and Ehri (1994) worked with 33 English-speaking non-reader
kindergarteners. During the study, each child participated to the process individually.
A storybook which contained 11 target words was read by the experimenter twice, 2
and 4 days apart. Then, a post-test was implemented to measure children’s
knowledge of the meanings of 22 words which were unfamiliar to them before the

study. While half of these words appeared in the story, the others were not mentioned
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by the experimenter. The results showed that children recognized significantly more
of the words that appeared in the story than the words that did not. Therefore, the
findings of the study confirm that storybook reading activities contribute modestly to

the incidental vocabulary growth of young children.

Some researchers have also investigated whether different types of indirect
vocabulary instruction have varying effects on children’ word acquisition. For
example, Christ and Chiu (2018) conducted a study to understand which kind of
indirect instruction facilitates more target word acquisition. They studied 56
kindergarteners during the study process to do this comparison among three
incidental exposure conditions: 1) read-aloud; 2) teacher conversation; and 3) both
read aloud and teacher conversation. While participants were pre-tested to
understand their knowledge about the target words before the intervention, at the end
of the intervention process, a post-test was also implemented to understand the effect
of the interventions. The findings of the study revealed that children’s word
knowledge improved most when target words were presented via a combination of

teacher conversations and read aloud readings at the same time.

Additionally, Greene-Brabham and Lynch-Brown (2002) asserted that the way the
reader reads the story books aloud can be a factor that affects the impact of incidental
vocabulary learning and the level of comprehension of young children. 117 1st
graders and 129 3rd graders composed the study group of the research. Preservice
teachers were trained and guided for the three different read aloud techniques over a
two-week period: 1) just-reading; 2) interactional reading; 3) performance reading.
Participants were randomly assigned to their conditions. While children in the “just-
reading” group only listened to the story and were discouraged to ask questions and
make comments about the book they heard, children in the “performance reading”
group were exposed to questions and comments, which included specific targeted
concepts and words about the story before listening to the story. After the story
reading, the participants in this group answered questions about the story and had
discussions together. Although almost the same steps were followed in the
interactional reading group and the performance-reading group, in the interactional

reading group, readers encouraged children more to talk and discuss about the story,
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target words, and concepts before, during, and after the reading process. Participants
were pre-tested before the intervention, and post-tested after the intervention.
Findings revealed that the interactional reading style facilitated vocabulary
acquisition more, compared to other styles. On the other hand, the differences in
comprehension scores were statistically significant for only one book. Therefore,
although this study did not reveal significant effects of reading style of the reader on
the comprehension skills of young children, it showed that the reading style of the

reader is a factor that affects the incidental vocabulary acquisition of young learners.

2.1.1.2. Direct (Intentional) Vocabulary Instruction (DVI)

As the name suggests, in direct or intentional vocabulary instruction, the target word
Is taught directly to the learner. It can be done in many different ways including
describing the word by mentioning the synonym of it (Kalayci & Diken, 2021). For
example, when the target word is “courageous”, the teacher can describe this word
by using its synonym “brave”, and explain that the two words have the same
meaning. Although a significant number of studies emphasized that most of the
vocabulary of a person is acquired via incidental vocabulary acquisition (Lenhart et
al.,, 2017; National Reading Panel, 2000), direct vocabulary teaching is also
important to develop vocabulary knowledge, particularly in some contexts. For
example, especially children who are at risk of learning disabilities, or other kinds of
special needs which affects learning, or with relatively lower word knowledge are
less likely to learn new words incidentally during story listening activities compared
to their normally-developed peers (Coyne et al., 2004; Coyne et al., 2007; Nicholson
& Whyte, 1992; Senechal et al., 1995). However, direct vocabulary instruction is not
only beneficial for children with special needs; it has a huge significance for children
with expected development who constitute the study group of this research. There are
a considerable number of studies which show the contribution of direct vocabulary
instruction on normally developed children’s word knowledge (Coyne et al., 2009;
Coyne et al., 2010; Maynard at al., 2010; Penno et al., 2002).

Penno and others (2002), worked with 47 young children (with a mean age of 6
years, 6 months) to investigate the effects of storybook reading activities on young
children’s vocabulary growth. Participants were randomly assigned into two

storybook reading conditions: the control condition (incidental vocabulary
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acquisition without instruction) or the intervention condition (storybook reading with
an explanation of target words). In both conditions, stories were read three times. In
the intervention condition, participants received an explanation of the target words
included in the story. These explanations consisted of 1) giving a simpler synonym
of the word; 2) explaining the meaning of the word by acting or role-playing; and 3)
pointing to the illustration in the book which visually explains the meaning of the
word. Before the experimental process, all participants were pre-tested to evaluate
their internal vocabulary knowledge about the story. After interventions, all
participants were post-tested. The results indicated that children in the intervention
condition could describe more target words compared with others who did not

receive explanations about the target words.

Similar to Penno and others (2002), Maynard and others (2010), studied 224 first-
grade children to compare three types of vocabulary instruction. Participants were
randomly assigned to the three conditions: 1) rich vocabulary instruction; 2) basic
vocabulary instruction; and 3) incidental/no instruction. All participants listened to a
storybook three times and interventions were implemented in large groups for one
week. 12 words, which were important to understand the story and were unlikely to
be known by children in this age group, were selected as target words. In basic
vocabulary instruction groups, researchers provided the simple definition of the
target word to children after they read the sentence which included the word. Then,
they reread the sentence by replacing the target word with its definition. Children in
the rich vocabulary instruction groups were exposed to post-reading activities related
to the target words, in addition to the standard instructions; while children in the
incidental groups did not receive any additional instruction and only listened to the
story. The findings of the study showed that children in the rich vocabulary
instruction group acquired more words compared to the basic instruction and
incidental groups.

As emphasized in both studies, direct vocabulary instruction may contribute more to
children’s vocabulary learning process, however, as it was mentioned earlier, most of
the vocabulary were acquired through incidental acquisition. Storybook reading
activities can be applied in early childhood environments for not only the purpose of

teaching vocabulary but also to support a wide variety of fields such as mathematics
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education (Russo & Russo, 2018; Wilburne et al., 2007; Wilburne et al., 2011),
science education (Moser, 1994), and movement education (Gabbei & Clemmens,
2005) as well. In other words, the purpose of every storybook reading activity may
not be to teach vocabulary directly. Even if these activities do not directly aim to
teach vocabulary, incidental vocabulary learning may still occur in the process.
Considering all of these factors, since it was assumed by the researcher that
incidental vocabulary learning occurs more frequently in schools, the story-reading

activities in this study will be based on the incidental vocabulary acquisition method.

2.1.2. Story Comprehension

Story comprehension skill, also called understanding the narrative or listening
comprehension by some researchers, refers to the ability to understand the narrative
and draw inferences from it (Bruner, 1986). It is a holistic skill constituted by a
group of interrelated skills (van den Broek et al., 2005; Oakhill et al., 2003; Paris &
Paris, 2003), these skills can be listed as: finding the main idea of the story,
determining the cause-and-effect relationship between the events, sequencing the
plot of the story correctly, finding the links in the story and relating these links to
one's own interpretation, and summarizing the events in the story (Morrow, 1985;
Sari, 2018; Stein, 1978). As with any other skill, these skills take place within a

certain developmental process.

2.1.2.1. Story Comprehension and Developmental Process

McNamara & Magliano, (2009) describe story comprehension as a process that
occurs on three general levels. The first level involves a basic understanding of
explicit structures of the story, including some specific details and sequence of the
events. The second level includes the conclusions and interpretation of the
knowledge and information which are given in the story. The third level of story
comprehension includes making criticisms and evaluations about the story including
thoughts, predictions, and feelings (McNamara & Magliano, 2009). Story
comprehension is also divided into two different forms, “explicit story
comprehension — ESC” and “implicit story comprehension — ISC” in the literature

(Paris & Paris, 2003). While explicit story comprehension skills describe story
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elements including characters, initiating events of the story, settings, problems, and
solutions, implicit story comprehension skills include theme, predictions about the
story, causal relations, feelings, and thoughts of the protagonists (Paris & Paris,
2003). On that point, it can be said that, while explicit story comprehension skills can
be classified as first-level story comprehension skills, implicit story comprehension
skills can be classified as second and third-level story comprehension skills
according to the classification of McNamara and Magliano (2009). As in all
developmental domains, explicit and implicit story comprehension skills are
developed by age (van den Broek et al., 2005; Dempsey & Skarakis-Doyle 2017,
Paris & Paris, 2003).

Dempsey and Skarakis-Doyle (2017) conducted a study to explore how preliterate
children understand a story which contains a competing goal structure. 58 children
from three different age groups (2.5-3 years as toddlers; 3-4 years as early
preschoolers; and 4-5 years as late preschoolers) participated to the study. Their
explicit story comprehension was tested through story retelling. Children were
expected to supply 10 story elements which were classified as explicit story content.
While children in the early and late preschoolers age groups could supply more than
half of the elements, younger ones, who could supply an average of two explicit
story elements, received significantly lower scores. This result may give a clue about
the age-related developmental feature of explicit story comprehension. Similarly,
Paris and Paris (2003) found that children between the ages of 4-8 years could
understand the explicit features of the story (such as characters, setting, and problem)
better than implicit features (such as feelings and theme). They also examined
whether there were any effects of age on implicit story comprehension, and revealed
that implicit story comprehension increased significantly with age (Paris & Paris,
2003). The findings of the studies conducted by Dempsey and Skarakis-Doyle (2017)
on ESC, and Paris and Paris (2003) on ISC give clues about the age-related

developmental procedure of both story comprehension skills.

Since story comprehension skills include many different dimensions, like word
knowledge and cognitive processes (Bruner, 1986), a variety of factors might

possibly affect the development of story comprehension, including the level of

24



language development, environmental factors (e.g., experiences of children), and
cognitive development. As it was discussed earlier, a remarkable amount of research
emphasizes that the word knowledge of children, which is a part of language
development, affects their level of story comprehension with a positive correlation
(Clarke et al., 2010; Kim, 2015; 2016; Lervag & Aukrust, 2010; Protopapas et al.,
2013; Ouellette et al., 2006). Possessing a rich vocabulary knowledge helps
preliterate children to comprehend the story (Lepola et al., 2016), because without
understanding each word of the narrative or the text, consistent inferences cannot be
made. Since the development of vocabulary knowledge occurs gradually with age
and experience, it can be said that the development of story comprehension also

progresses in parallel with this process.

With age, children gain more experiences and create accumulation about the world.
Children make use of these life experiences and accumulations while establishing
connections between the events of stories and comprehending these events (van den
Broek et.al., 2005). The construction-integration model, which is one of the
theoretical models proposed for story comprehension skills, emphasizes the critical
role of the individual's background knowledge during the comprehension process
(Kintsch,1998; Kintsch & Van Dijk,1978). As the name implies, the model consists
of two phases. In the construction phase, individuals first form basic
propositions/hypotheses based on the words and sentences in the written material
they listen to. Then, when they come to the integration stage, they make sense of the
propositions they have obtained during the story listening process by integrating
them with their background knowledge and experiences (Kintsch, 1998). Under these
two phases, there are three basic mental processes which are in a hierarchy with each
other in the process of story comprehension: 1) surface-code; 2) text-base; and 3)
situation model. While the surface-code represents sentences and words in the text,
the text-base is the process in which propositions are created based on the
information obtained from the surface-codes, and the situation model is the process
in which these propositions are integrated and compared with past experience and
background knowledge to comprehend the story (Kintsch, 1988; Jeon, 2007). Since
young children’s life experiences and accumulations are relatively limited compared

to older children, their narrative comprehension skills are also relatively lower.
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Moreover, children’s cognitive skills also develop as their age increases,
consequently improving their story comprehension skills. For example, the ability to
identify relations between abstract events develops at a later age than the ability to
identify relations between concrete events. So, while very young children can
understand the connections between concrete events only, older children can identify
relations and connections between abstract events as well (van den Broek, Rapp &
Kendeou, 2005). As a part of cognitive development, it is thought that children begin
to understand the intentions and thoughts underlying the behavior of the characters in
the story as part of a developmental process. Astington (1990) argues that children's
storytelling cannot be evaluated until the age of four, since the cognitive skills
required to understand the mental states in the story have not yet developed
sufficiently. It is only possible for children to associate the feelings and thoughts of
the characters with the plot when their ability to understand and express mental states
has sufficiently developed (Pelletier & Astington, 2004). Children before the age of
four do not have a full understanding of the referential and evaluative contents,
which constitutes the implicit content of the stories (Pelletier & Astington, 2004 as
cited in Sar1 & Altun, 2018). The ability to understand the mental state, which is
examined under cognitive development, is associated with "Theory of Mind (ToM)
Skills" in many studies (Charman et al., 2000; Grazzani et al., 2018; Kim, 2020; Kim
et al., 2021; Milligan et al., 2007; Sar1 & Altun, 2018). Theory of Mind Skills are
defined as the ability to understand the feelings, intentions and desires of others
(Milligan et al., 2007; Wellman & Liu, 2004); and they develop with age (Wellman
& Liu, 2004). For example, while children have a basic understanding of emotion,
perception, desire, and intention by two years of age (Wellman, 2002), they have
very little or no understanding of knowledge and belief. They experience some
difficulty in understanding people that may differ in beliefs and ideas (Wimmer &
Perner, 1983). By the age of 4-5 children develop more adult-like understanding
about these issues (Harris, 2006). This cognitive development process of young

children’s Theory of Mind Skills may play a role in their story comprehension skills.

Sar1 and Altun (2018) investigated the relationship between Theory of Mind Skills
and story comprehension skills of children who are of kindergarten age. A total of

138 5-year-old children, 67 girls and 66 boys, participated in the study. During the
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process, researchers read two different story books to children, assessing their story
comprehension and Theory of Mind skills. The research findings showed that there is
a moderately positive relationship between story comprehension skills and Theory of

Mind skills which develops with age.

In summary, story comprehension is a skill that develops with the influence of many
age-related factors such as cognitive development and experience, and it is also
related with the later reading skills of children. Therefore, by considering these
developmental issues, 5-year-old kindergarteners who will begin formal reading and

writing education in next semester composed the study group of the present study.

2.1.2.2.Importance of Story Comprehension for Future Reading Skills

As it was mentioned in detail in the introductory chapter of this study, there is a
strong relationship between story comprehension skills and future reading skills.
Reading is a complex cognitive process that requires an individual to use many sub-
skills that surround each other (Duke & Pearson, 2008; Scarborough, 2009; Stauffer,
1969, as cited in Altun et al, 2016). One of these skills is story comprehension.
Children’s story comprehension is one of the early literacy skills which are
considered as prerequisites for reading comprehension (Alath, 2021). Because pre-
readers cannot read on their own, their comprehension skills are basically termed
story comprehension in their early years of life (Tompkins et al., 2013). A
considerable number of research studies illustrate the strong relationship between
story comprehension and later reading comprehension (Babayigit et al., 2021; Catts
et al., 1999; Catts et al., 2015; Kendou et al., 2009).

Kendeou and others (2009) examined the development of oral language skills,
including story comprehension skills and decoding skills of children from preschool
to early elementary school to understand whether there is a relationship between
these skills and future reading comprehension skills. As a first step, researchers
tested children’s oral language and decoding skills at the ages of 4 and 6, and they
implemented the same test two years later with the same children. Their findings
illustrated that both oral language skills (such as story comprehension and

vocabulary) and decoding skills (such as letter identification, word identification,
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and phonological awareness), which developed considerably early in life, contribute

to children’s reading comprehension skills in early elementary school.

Similarly, Catts and others (1999) examined the possible contributions of oral
language skills (such as story comprehension, receptive and expressive word
knowledge and grammar knowledge), and phonological processing skills on reading.
604 children were divided into two different groups as poor readers and good readers
on the basis of their second-grade reading performance. Then, researchers compared
these two groups according to their previously assessed kindergarten performance in
terms of their phonological processing skills and oral language skills. They found
that, about 70% of poor readers’ oral language skills, which included story
comprehension skills were also poor. That means, there may be a relationship
between children’s story comprehension achievement assessed in kindergarten and

their reading achievement assessed in 2" grade.

Similarly, Catts and others (2015), conducted a longitudinal study to understand
whether skills that are early predictors of word recognition skills (phonological
awareness, letter knowledge, and rapid naming) and oral language skills (story
comprehension, vocabulary) at the beginning of the kindergarten year could predict
reading comprehension skills at the end of the third-grade year. In addition to
assessments implemented in kindergarten and third grade, participants were also
assessed at the end of second grade with this assessment serving as a mediator. The
findings of the research revealed that the precursors of word reading and language
comprehension skills, including story comprehension, successfully predicted reading

comprehension skills in both mediated and non-mediated models.

Babayigit and others (2021) also conducted a 9-year longitudinal study to clarify the
effects of early linguistic comprehension and narrative skills possessed in younger
ages on later reading skills assessed at the ages of 10 and 14. A total of 716 children
participated in the study, with their linguistic comprehension and narrative skills
assessed at age 5, and as a second step, their word reading and reading
comprehension skills were assessed five years later, at the age of 10. Finally, the

reading achievement scores of these participants were gathered through national
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curriculum test results, at the age of 14. The findings of this study illustrated that the
linguistic comprehension and narrative skills of children assessed at the age of 5
made a unique contribution to children’s later reading achievement and reading

comprehension scores.

Similarly, Kargm, Giildenoglu, and Ergiil (2017) examined whether the listening
comprehension skills of kindergarteners could predict their reading comprehension
performance in the first grade. 52 kindergarteners participated in the study which
tested their listening comprehension skills when they were in kindergarten and their
reading comprehension performance was tested at the end of first grade. Findings
concluded that 25% of children's first grade reading comprehension performance was
explained by the story comprehension skills they gained in the early years of their
life.

Lervag et al., (2017) conducted a longitudinal study to understand factors which
affect reading comprehension, with one of the factors they examined being story
comprehension. 198 young children participated in the study and they were tested on
different occasions over a period of five years. Their findings suggested that
interaction between story comprehension and word decoding skills explained almost
all (96%) variation in early reading comprehension skills; moreover, early story
comprehension skills were a predictor of not only early reading comprehension skills
but also later growth of reading comprehension skills.

There are three important theoretical models that support these research results:
Simple View of Reading Model, Scarborough’s Reading Rope Model, and A New
Developmental/Instructional Model. These theoretical frameworks are explained
separately in the following sub-headings.

2.1.2.2.1. Simple View of Reading Model (SVR Model)

The simple view of reading (SVR) model, which is a model of the process of how to
learn reading, (Dombey, 2009) was proposed by Gough and Tunmer in 1986. Unlike

what the name suggests, this model accepts the complexity of reading activity, and
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defines itself as a simplified representation of this complex phenomenon (Hoover &
Gough, 1990). SVR asserts that reading comprehension skills can be predicted by
linguistic comprehension (listening comprehension) skills and decoding, which is
also defined as word recognition (Dreyer & Katz, 1992). According to SVR,
decoding and listening comprehension are both significant to become a successful
reader, although neither of them are sufficient separately. Therefore, in this model,
the relationship between decoding, listening comprehension, and reading

comprehension can be formulated as the following:

R = D x L, rather than R = D + L, where Reading comprehension (R) is the product
of Listening comprehension (L) and Decoding (D). In this formula, each variable can
take a value between the ranges of 0 (inability) to 1 (perfection) (Gough & Tunmer,
1986). That means that if one of multiplier/multiplicand equals zero, then reading
comprehension, the product, also equals zero (Dreyer & Katz, 1992) (see figure 2.1).
Metaphorically, if even one of the two main columns supporting a structure, in this
case linguistic comprehension and decoding skills, is not solid, the structure that is

reading comprehension, cannot stand (see figure 2.2).

The Simple View of Reading

Decoding Language
Ability to apply Comprehension Reading
sound-symbol X | Ability to = | Comprehension
[elationships to undCI’Sland Spokcn
read words language
0 X 0 = 0
0 X 1 0
] X 0 = 0
1 X ] — 1

Figure 2.1 Basic Formula of the SVR Model Adapted from Gough and Tunmer
(1986).
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Reading Comprehension

Decoding

Linguistic Comprehension

Figure 2.2 A graphic representation of the Simple View of Reading (Kim, 2020,
pp.15).

It is also possible to see the influence of the Simple View of Reading model on
education. For example, the SVR model creates the theoretical framework of reading
instructions in England (Department of Education, 2010; Rose, 2006; Stuart, 2003 as
cited in Ripol-Salceda et al., 2014), and it was commonly taken into account while
designing the educational systems of some countries such as the United States,
France, Ireland, and Australia (Concannon-Gibney & Murphy, 2010; Davis, 2006;
Ministére Education Nationale Enseignement Supérieur Recherche, 2006;
Observatoire National de la Lecture, 1998, 2007; Wilkinson et al., 2000 as cited in
Ripol-Salceda et al., 2014).

This model is important for the present study because SVR is an effective model
which clearly emphasizes the significance of story comprehension skills for future

reading comprehension.

2.1.2.2.2. Scarborough’s Reading Rope Model

The Simple View of Reading theory was expanded to the Reading Rope Model
(RRM) by Scarborough (2001) to explain the reading process and the skills used in
this process. The Reading Rope divides the SVR model’s two categories (decoding

and linguistic comprehension) into many intertwined fibers (Jones & Christensen,
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2023). According to this model, reading skill consists of many tightly twisted sub-
skills. While the whole of the rope represents reading, the intertwined fibers of the
rope represent the skills that must be possessed for reading to occur (Scarborough,
2009). Each fiber should be continuous and tightly twisted with each other to
constitute a strong rope. Therefore, since each fiber symbolizes the sub skills of
reading, all skills must be acquired and developed to become a good reader (Jones &
Christensen, 2023). Although the rope consists of many fibers, this model unites
these fibers into two main strings, Word reading (in some sources it also may be
labeled as word recognition) and Language comprehension. Word reading is defined
as the ability to correctly vocalizing words by analyzing written language. This
includes letter-sound knowledge, accurate word decoding, and automaticity in
decoding which are considered to be the fibers of the word reading string
(Scarborough, 2009). The language comprehension string of this model can be
associated with story comprehension because when the ‘“sub-fibers” of it are
examined, it can be seen that they are also necessary sub-skills of story
comprehension. The language comprehension string consists of 5 fibers: 1)
Activating word meanings; 2) Understanding sentences; 3) Making inferences; 4)
Comprehension monitoring; and 5) Understanding the text structure (Scarborough,
2001). According to Scarborough (2009), an individual becomes a competent and

fluent reader when these two main strands interact with each other.
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Linguistic Comprehension

(In this case, can be also named as story comprehension)
Activating word meanings
Understanding sentences

Making Inferences

Comprchension monitoring

Understanding text structure

Reading
Word Reading ““~‘

Letter-sound knowledge

Accurale word decoding

Automaticity in decoding

Figure 2.3 Scarborough’s Reading Rope Model (Scarborough, 2001)

Since the “language comprehension” string of this model can be associated with
story comprehension, it can be concluded that story comprehension is a prerequisite
of reading. This model also creates a theoretical framework for this study, because it
clearly illustrates the importance of the comprehension process to become a good

reader.

2.1.2.2.3. A New Developmental Model

The relationship between story comprehension and reading comprehension is
explained by Kendeou et al., (2005) via “A new developmental/instructional model”
(Figure 2.4.). According to this model, basic language skills, decoding skills, and
narrative comprehension skills are at the center of the successful reading
comprehension process. The model emphasizes that, with limited story
comprehension skills, the reading process is stuck at the step of decoding, and the
reader cannot reach meaning (Kargn et al., 2021). For example, an individual whose
story comprehension skills are not sufficiently developed, but whose basic language

skills and decoding skills are developed, may vocalize the written symbols or letters
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by decoding, but may not be able to decipher meaning from the text and may not be
able to obtain information. This model is not similar with other traditional
instructional models which assume that the comprehension skills of early readers
develop only after basic language skills are acquired. In this new model,
comprehension skills and basic language skills develop concurrently and they
contribute differently to children’s reading and reading comprehension skills

(Kendou et al., 2005).

: Basic Language Comprehension
[ Sgo/line ] [ Skills l Skills
J, Narrative Reading
Comprehension Comprehension
}
[ Reading Comprehension ]

Figure 2.4 A New Developmental Instructional Model

The model emphasizes that prior to beginning formal reading and writing activities,
which start in the first grade in the Turkish educational system, possible future
reading comprehension difficulties may be detected by controlling the level of
narrative comprehension. If an individual has an unsatisfactory level of narrative
comprehension skills, some intervention can be implemented to support this skill in

order to eliminate possible future reading difficulties (Kendeou, 2005).

2.2. The Effect of Early Childhood Storybook Reading Activities on Early
Literacy Skills

There are many activities carried out to support and develop children's literacy skills
in the early childhood period. One of the most common activities, which can be
easily applied both in schools and at home, is storybook reading. Research shows
that reading with an adult in the preschool period improves children’s language and

early literacy skills, and it positively affects reading success at the primary school
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level (Buchorn-Stoll; 2002; Bus et al., 1995; Grolig, 2020; Karweit & Wasik, 1996;
Massey, 2013; Sénéchal & LeFevre, 2001). Children's storybooks can be divided into
two groups, electronic books (e-books) and printed books, in terms of their structural
features. There is some research in the literature which illustrates the possible
different impacts of e-books and printed books on children’s language and literacy
development (Chiong et al.,2012; Critelli, 2011; Korat & Or, 2010; Korat, et al.,
2013; Noel, 2013; Parish-Morris et al., 2013; 2019; Reich et al., 2019 Sapasaglam et
al., (2020); Segal-Drori et al., 2010; Shamir et al., 2012; Smeets & Bus, 2014; Stine,
1993). Therefore, it is important to investigate these two formants in more detail.

2.2.1. Printed Storybooks and Electronic Books (E-Books)

Children’s picture storybooks have existed since 1658, when the first storybook,
Orbis Sensualium Pictus [Visible World in Pictures], specifically written for children
by John Amon Comenius was printed (Ersan, 2014; Hahn, 2015; Sari, 20006).
Because the history of printed versions of storybooks can be traced to the 17th
century, they are also named “traditional storybooks” in the literature (Jones &
Brown, 2011; Krcmar & Cingel, 2014; Lauricella et al., 2014; Moody & Justice,
2010; Wells, 2012). With rapid enhancements in technology, printed books are being
transferred to digital media at an increasing rate today (Sari, 2018). E-books, which
are more technologically advanced versions of printed storybooks delivered through
electronic devices, can be referred to by various names in the literature such as
tablet-based e-book, book apps, digital picture books, multimedia books, CD-ROM
books, and iPad Books.

The first example of an electronic books is thought to be “Just Grandma and Me” by
Mayer (1983). The printed version of the book was published in 1983, and its CD-
ROM version was released in 1992 (Sari, 2018). After this epochal innovation, e-
books became fractionally more popular, especially among children of the new
generation who mingle with a variety of technological tools, from smartphones to
tablets. As a result of this integration, they have been exposed to digital literacy from
the early years of their lives (Bers et al., 2014; Korat & Segal-Drori, 2016; Marsh et
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al., 2005; Parette et al., 2010). They experience not only printed picture books, but
also electronic books in daily life (Altun, 2017; 2018a; Rideout, 2011).

Although most of the electronic books are digital versions of printed books which
mostly have the same text and illustrations (Segal-Drori et al., 2010), they are
separate from printed books due to their multimedia features like animations, music,
vocalization of the story by a narrator, and sound effects (de Jong & Bus, 2003,
Labbo & Kuhn, 2000). Because of these multimedia features, they may contribute
distinctively to various domains of children’s literacy development and learning.
There is a large amount of research in the literature that emphasizes this issue (Altun,
2018a; Chiong et al., 2012; Thmeideh, 2014; de Jong & Bus, 2004; Krcmar & Cingel,
2014; Korat & Or, 2010; Korat et al., 2013; Reich et al., 2019; Sapasaglam et al.,
2020; Sar1, 2018; Simsek, 2017). Despite the large amount of existing scholarship on
the relationship between e-books and early literacy skill development, there is no
consensus on the efficacy of electronic books in promoting young children’s future
literacy skills. While some studies conclude that electronic books contribute more to
the language and literacy development of young children than printed books (Altun,
2018a; Ihmeideh, 2014; Korat & Or, 2010; Rvachew et al., 2017; Sar1, 2018), others
support the idea that printed books are more effective (Chiong et al., 2012; Krcmar &
Cingel, 2014; Reich et al., 2019; Sapasaglam et al., 2020; Simsek, 2017), while some
conclude that both book formats contribute equally to the learning and development
of young children (de Jong & Bus, 2004; Korat & Shamir, 2007; Korat et al., 2013).

2.2.1.1.Studies Suggesting That Reading Printed Storybooks Is More
Contributive in Terms of Language and Literacy Development of

Young Children:

Reich and others (2019) compared e-book reading activities and printed book reading
activities in terms of their effects on preschoolers’ story comprehension, vocabulary,
and engagement skills. 200 preschoolers, whose ages were between 3-5 years old,
participated in the study. Researchers randomly assigned these children into two
groups, 1) the e-book reading intervention condition; and 2) the printed book reading
intervention condition. During the printed book intervention, a researcher read a

printed book, while in the e-book reading intervention, the auto-narration feature of
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tablet-based e-book was used. Storybook reading activities were implemented
individually with children and they were video-recorded. After the reading sessions,
post-tests, includes a bunch of questions to help researchers understand children’s
skills and knowledge about story comprehension and vocabulary, were implemented
with the children. Video-recordings were then coded to assess their engagement
skills. The findings illustrated that, children in the printed book reading group had
slightly higher post-test scores compared to those in the e-book group. That means
that the printed storybook reading activities contributed more to the 3-5-year-old

children’s story comprehension, vocabulary, and engagement skills.

Chiong and others (2012) investigated the possible differences between two types of
e-books (enhanced and basic), and printed books in terms of parent-child interaction
and children’s story comprehension skills. 32 3-6-year-old children and their parents
participated in the study. They found that while parents and children in the printed
book and basic e-book reading groups showed a similar rate of content-related
conversations, parents and children in the enhanced e-book reading groups showed
fewer content-related conversations. In addition, regarding their story comprehension
skills, it can be said that children and parents who read enhanced e-books
remembered significantly fewer narrative details about the story when they were

compared to the children and parents who read printed versions of the same book.

Similar to Chiong and others (2012), Krcmar and Cingel (2014) also compared
parent-child reading interactions and the comprehension skills of young children in
terms of iPad book (e-book) and traditional book (printed book) formats. 70 parents
and their 24-60-month-old children participated in the research. Parents read two
books to their child, one in the traditional printed format, and the other in the
electronic book format which was read by software on the iPad. At the end of the
process, children’s post-test scores were compared across the two formats. The
results revealed that parents talked more about the book format and environment
rather than the story and elements of the story with the electronic book, whereas
parents talked more about content and made evaluations about with the printed book.
This means that e-books, including their multimedia features, which are used as tools

to support early literacy skills, can get ahead of the story. Due to this problem, the
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process of supporting early literacy skills can be interrupted. In conjunction, the
study also revealed that children comprehended more in traditional book reading

activities than e-book reading.

Sapasaglam and others (2020) conducted a study to answer an important question
“Do either traditional methods or digital applications affect children's level of
recalling more positively?” (Sapasaglam et al., 2020, p.123). To find an answer to
this question, they worked with 20 children who were randomly assigned to the
experiment and control groups. Five different printed books and their e-book formats
were used in the study. The researchers used five questions about the elements of the
story to test how much children could recall from the books they were read. While
four of these questions tested explicit information from the story (such as the name
of the book, characters of the book, events that took place in the story, and features
of the main character), one question tested implicit information, the theme, of the
story. The results showed that children in the printed picture book group had a
greater level of recall compared to their peers. This implied that printed books were
more efficient than their electronic counterparts, leading to higher levels of recall of

the book’s content.

Another study conducted by Simsek (2017) aimed to understand the effects of
different book reading techniques on the language development of children who were
48-66-month-old. 56 kindergarteners from three different kindergarten classes
constituted the study group of the research. The researcher randomly assigned these
three classes to the experimental groups: 1) traditional reading; 2) dialogic reading;
3) electronic book reading. Before the experimental process, the researcher
implemented a pre-test to see the participants' initial level of language development
and a post-test was implemented for the participants after the experimental process.
The results suggested that there was a statistically significant increase in the
receptive, expressive, and total language development scores of the children who
participated in reading activities with the dialogic reading method. While there was
no significant difference between the language development pre-test and post-test

scores in the e-book application group; the receptive language development of the
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children in the group who read the book with the traditional method showed a

positive increase.

2.2.1.2. Studies Suggesting that There Is No Difference Between Electronic
Storybooks and Printed Books in Terms of Their Contribution to
Early Language and Literacy Development of Young Children:

de Jong and Bus (2004) examined the efficacy of e-books in fostering young
children’s story comprehension skills. They compared the effects of children’s
independent e-book story reading activities and printed storybook activities which
were led by adults in terms of children’s story comprehension scores. 18 4-5-year-old
Dutch preliterate kindergarteners composed the study group. Three different
storybooks written by the same author were read individually to children during the
interventions: I'll Make You Well Again, Said the Bear; Big Party for Tiger; and
Tiger and Bear in Traffic (Janosch, 1986; 1990; 1991). Participants were pre-tested
before the interventions and they were post-tested after the interventions to
understand their level of story comprehension. The findings of the research
suggested that preliterate children got the same benefit from e-books as with the

adult-led printed story reading sessions.

Similarly, Korat and Shamir (2007) compared the effects of printed storybook
reading activities led by an adult and auto-narrated e-book reading activities on
children’s emergent literacy skills. They also compared the effect of two
socioeconomic status groups on children: low socioeconomic status (LSES) and
middle socioeconomic status (MSES). 128 5-6-year-old kindergarteners, 64 from
LSES and 64 from MSES, participated in the study. Researchers randomly assigned
these participants into three groups: 1) Children who listened to e-books individually;
2) children who listened to the same book read by an adult; 3) children who received
a regular kindergarten program. Children in the intervention groups were exposed to
three book reading sessions. Before the intervention process, children were pre-tested
to measure their vocabulary, phonological awareness, and word recognition skills
and children took the same post-test after the interventions for comparison. Children
in both intervention groups and both SES groups showed similar levels of story

comprehension and their vocabulary scores improved compared to children in the
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control group, which did not receive any interventions. In both the LSES and MSES
groups, phonological awareness and word recognition skills of children did not show

an improvement in either reading intervention.

Another similar study was conducted by Korat and others (2013). Researchers
worked with preschoolers and their mothers to investigate to what extent educational
e-book and printed book reading activities with adult support can promote low
socioeconomic status (LSES) preschool children’s word comprehension and
phonological awareness skills. 90 preschoolers and their mothers who belonged to
the LSES group were assigned to three different groups such as 1) e-book reading; 2)
printed book reading; 3) the regular kindergarten literacy program as a control group.
Mothers in the intervention groups were guided about how they could read books to
their child. Five storybook reading sessions occurred within a period of 2 weeks.
Children in both intervention groups showed significantly more development in word
comprehension and phonological awareness skills compared to the control group.
Mothers who worked with their children by using e-books supported their children
more during the activity process, but this did not affect the children’s language
performance. That means that both printed storybooks and e-books affected

children’s phonological awareness and word comprehension skills in the same way.

In addition to these studies, there are also some studies which assert e-books
outperformed printed books in terms of their contributions to vocabulary acquisition
skills, although both formats do not affect young children’s story comprehension

skills differently:

For instance, O’Toole and Kannass (2018) examined how 4-year-old children’s story
comprehension and word learning skills were affected by the story presentation
format and narration source. 100 young children were randomly assigned to four
conditions: 1) a printed book read aloud by a live adult; 2) a printed book narrated by
an audio device; 3) an e-book read aloud by a live adult; and 4) an e-book narrated
by an audio device. Researchers created their own wordless picture books in both
formats to use in the study. The storybook included pseudo words as target words.

Researchers created these pseudo words by considering the consonant-vowel-
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consonant pattern to reduce nonsense word learning bias. According to the study
results, although children in the audio narrated e-book group learned more words, the
story comprehension skills of children did not reveal any difference between groups.
That means the narration source may also be a factor affecting the efficacy of book

format.

Similar to O’Toole and Kannas (2018), Savva et al., (2021) also reached similar
results in their meta-analytic study. They aimed to understand the efficacy of
electronic books to promote young children’s language and literacy skills compared
to more traditional books by analyzing 29 studies. The analysis indicated that while
there was a moderate positive effect for vocabulary learning in favor of the e-book
reading groups, there was no significant differences between the e-book groups and

the printed book groups in terms of story comprehension skills.

In the same way with others, Zhou and Yadav (2017) compared the efficacy of e-
book reading activities and printed book reading activities on preschoolers’
vocabulary learning, story comprehension, and reading engagement skills. 72
preschoolers participated in the study and they were randomly assigned to one of
four following conditions: 1) multimedia-based (e-book) story reading; 2)
multimedia-based story reading with questioning; 3) printed book story reading; and
4) printed book story reading with questioning. During the experimental process, a
storybook was read individually to each child twice. Before the beginning of the
reading sessions, researchers pre-tested the participants to understand their
knowledge about target words and their general word-hoard before the intervention.
At the end of the second reading session, participants took the target vocabulary test
and story comprehension test as post-tests. The results illustrated that while the
children who participated in the multimedia-based story reading intervention
outperformed the others in terms of vocabulary learning and reading engagement
skills, there were no significant difference between any of the conditions in terms of

story comprehension skills among young children.
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2.2.1.3. Studies Suggesting That Reading Electronic Storybooks Is More
Contributive in Terms of Language and Literacy Development of
Young Children:

Ihmeideh (2014) investigated the effects of electronic book reading on preschool
children’s emergent literacy skills, compared to printed book reading. 92 children
participated in the study and three storybooks were used during the experimental
process. To achieve the objectives of the study, pre-tests and post-tests were
implemented on print awareness, alphabetic knowledge, vocabulary and
phonological awareness skills. The results revealed that the children in the
experimental group outperformed the control group. Additionally, the results showed
child gender had a significant effect; female children were significantly better than

male children in terms of overall emergent literacy skills.

Rvachew and others (2017) compared e-book shared reading activities and paper
book shared reading activities in terms of their effect on children’s emergent literacy
skills. 28 kindergarteners participated in the study for two weeks. In the first week,
all children and researchers read a paper book three times, while in the second week,
all participants and researchers read an e-book three times. At the end of each week,
children were tested to understand their emergent literacy skills. The results revealed
that children’s emergent literacy test scores after reading e-books were higher than

their scores after reading the paper book.

Korat and Or (2010) focused on mother-child interactions during e-book reading and
printed book reading sessions. In their study they also compared the effects of
educational and commercial types of e-books. 48 kindergarten children and their
mothers were randomly assigned to four groups: 1) Just Grandma and Me (printed
book); 2) Just Grandma and Me (electronic commercial book); 3) The Tractor in the
Sandbox (printed book); 4) The Tractor in the Sandbox (electronic-educational
book). Their findings suggested that e-book reading activities provided more child-
initiated discourse and more opportunities to respond to the mother's questions and
interactions when compared to the printed book reading activities. When the
discourses which took place during the printed book reading activities are examined,

it can be said that they showed more expanding talk compared to discourse during e-
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book reading activities. In addition, they found that children who took the
educational e-book reading intervention performed better at word meaning retrieval,

compared to the children who took the commercial e-book reading intervention.

Altun (2018a) investigated whether multimedia features of e-books hinder or support
explicit and implicit story comprehension skills of preliterate preschool children in
small group reading activities. 72 5-year-old children participated in the study which
was conducted in two phases. In the first phase, a printed storybook was read to
children and their story comprehension skills were assessed by the researcher using
Narrative Comprehension Task questions developed by Paris and Paris (2003) to
understand their initial story comprehension. Then, the researcher assigned these
participants to two groups by considering their initial story comprehension scores,
creating equal groups: 1) the experimental group who took the e-book reading
intervention; and 2) the comparison group who took the reading intervention with the
printed format of the same books. Two different storybooks and their electronic
versions were used during the experimental process. After reading sessions, children
retold the story individually and answered Narrative Comprehension Task questions
(Paris & Paris, 2003). The findings showed that 1) children who took the e-book
intervention showed higher performance in both explicit and implicit story
comprehension assessments compared to the comparison group; 2) the explicit story
comprehension scores were higher than the implicit story comprehension scores in
both groups; 3) children in the intervention group could recall more story elements,
and their retellings were longer. Based on these results, Altun (2018a) concluded that
e-books are more contributive to early literacy development than their printed

counterparts.

Furthermore, Sar1 (2018) aimed to determine which multimedia features added to e-
books support the vocabulary acquisition and story comprehension skills of 4-6-year-
old children in her master’s thesis. 99 kindergarteners were assigned to five different
groups: 1) e-books with static illustrations without any background music or sound;
2) e-books with static illustrations with music and background sounds; 3) e-books
with animated illustrations without any music or background sound; 4) e-books with

animated illustrations with music and background sounds; 5) the control group, who
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were exposed to printed books. In the pre-evaluation process of the research,
Peabody Picture Vocabulary Tests (Dunn & Dunn, 1959) were used to determine the
language development levels of the children, and Theory of Mind Tests (Wellman &
Liu, 2004) were used to evaluate their performance in cognitive skills. At the end of
the study, as a post-test, children's vocabulary acquisition, story comprehension and
sentence repetition skills were measured by tests developed by the researcher. They
found that children who were exposed to any kind of e-book showed greater
performance on vocabulary acquisition and story comprehension skills when
compared to the children of the control group. These findings imply that e-books are
more beneficiary for vocabulary acquisition and development of story
comprehension skills compared to printed books, regardless of the set of multimedia

features they have.

As described in this and the previous subheadings, the findings of previous studies in
the literature diverge enormously. While some studies suggest that printed books are
more beneficial than their electronic counterparts in the process of vocabulary
acquisition and development of early literacy skills, some others suggest the
opposite. In addition, some studies suggest that there is no meaningful difference
between the printed and electronic books regarding how beneficiary they are in these

processes.

Although the findings of research in the literature are not consistent, there are
theoretical motivations for why e-books, which have a variety of interactive
multimedia features, could be better alternatives to printed books in the process of
vocabulary acquisition and early story comprehension development. In the following
subheadings, two theories in the literature that can be considered as theoretical
frameworks for this idea, namely Dual Coding Theory by Paivio (1971) and
Cognitive Theory of Multimedia Learning by Mayer (2001) and the idea of

multimodal literacy are discussed and described.

2.2.1.4. Dual Coding Theory (DCT)

Dual Coding Theory (DCT), which was hypothesized by Allan Paivio in 1971,

asserts that learning occurs better when the information is presented at the same time
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via both visual and verbal channels, rather than by only one channel (Schnotz, 2005).
According to DCT, the information obtained through senses is encoded by verbal and
non-verbal systems. During the process, language-related perceptions obtained from
sensory experiences are coded into the verbal system, while non-linguistic
perceptions are coded into the non-verbal system (Sadoski & Paivio, 2013). It is
assumed that these two systems are composed of internal representational units,
named logogens and imagens, which are activated when a person manipulates,
recognizes, or just thinks about words or things (Paivio, 2006). While verbal units
(logogens) are generally defined as linguistic representations, verbal language
coding, mental language, and inner voice, non-verbal units (imagens) are defined as
non-verbal representations, non-verbal language coding, and mental imagery
(Sadoski & Paivio, 2013). Logogens and imagens are also divided into classes which
symbolize lower level sensory-motor forms such as the visual, auditory, haptic,
gustatory, and olfactory (Paivio, 1986). Table 2.1. shows the classification of mental

representations created through the senses to clarify the system.

Table 2.1. The Classification of mental representations (Sadoski & Paivio, 2013, pp.

888)

Mental Representations (Codes)
Sense Modality Verbal (logogens) Nonverbal (imagens)
Visual Visual language (Writing)  Visual objects
Auditory Auditory language Environmental sounds

(Speech)

Haptic Braille, handwriting “Feel” of objects
Gustatory - Taste memories
Olfactory - Smell memories

Empty cells indicate the absence of verbal representations in these modalities.

The information gathered through senses is coded according to the classification of
mental representations. For example, in such a structure, since the auditory or written
form of the word, parrot, belongs to the language, it will be coded to the verbal
system, logogens; while the physical image and warble of the parrot will be coded to
the non-verbal system, imagens (Aldag & Sezgin, 2003).

In DCT, this information gathering, and coding process occurs in three steps,
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1) Representational Processing: The initial activation of logogens and imagens.
The stimulus may activate logogens, imagens, or both, according to the
characteristics of it (Sadoski & Paivio, 2013).

2) Associative Processing: The process in which transactions and connections
between the units within each system take place. In this process, logogens
may activate logogens, and imagens may activate imagens. For example, an
image of “dog” evokes the image of “cat” (Aldag & Sezgin, 2003).

3) Referential Processing: The functional connection between units. On this
process, logogens and imagens may activate one another. For example, the

word “stadium” may evoke others like “cheers”, “crowd”, “victory” etc.

(Sadoski & Paivio, 2013).

Figure 2.5. below shows these processes in detail
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Figure 2.5 General Model of Dual Coding Theory (Sadoski, Paivio, 2013, pp. 893)

In general, according to DCT, learning occurs easier thanks to the collaboration of
verbal and non-verbal systems during the information gathering process. Basically, it

can be said that Dual Coding Theory is based on mental representations: if mental
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representations are not activated and do not collaborate with each other,
understanding does not occur. As the relationships and connections between mental
representations increase, the meaning that is derived gets richer. Regarding this, it
can be concluded that e-books have the potential to be an efficient tool to develop
early literacy skills thanks to their multimedia features. While combining two
channels simultaneously, nonverbal information (animations or pictures) support
children in understanding verbal information (the narrative), and this collaboration
facilitates story comprehension (Korat et al., 2022). Although printed storybooks
written for young children also include visuals, additional multimedia features like
the motion pictures, and sound effects included in e-books may increase the effect of
multimedia learning (Takacs & Bus, 2018).

In conjunction with DCT, the Cognitive Theory of Multimedia Learning (2001),
should be reviewed to understand the potential effects of e-books on word

acquisition and story comprehension skills.

2.2.1.5. Cognitive Theory of Multimedia Learning (CTML)

Cognitive theory of multimedia learning (CTML) was proposed by Mayer (2001),
and it is based generally on Dual Coding Theory and other cognitive theories such as
Model of Working Memory (Baddeley, 1986), Cognitive Load Theory (Sweller,
1988), and Generative Theory (Wittrock, 1974). Substantially, it shares some
fundamental principles with DCT. For example, as previously mentioned under the
related title, the most important argument of DCT is that it divides the stimuli and
information coming from the outside into two cognitive systems and encodes this
information as verbal and visual information. This verbal and non-verbal coding
process also accounts for multimedia learning (Sari, 2018). As in DCT, in the
Cognitive Theory of Multi Model Learning, there are two different channels in
human memory, verbal/auditory and visual/pictorial channels. Similarly, multimedia
can also be divided into two forms, words and pictures (Mayer, 2014). Words
include printed words (the prints you are now reading) or spoken words (word in a
narration that you can hear); pictures involve static graphics — such as illustrations or
photos — or dynamic graphics — such as animation or video clips (Mayer, 2014).

Learning occurs better when the information is obtained from both of these channels
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(Low & Sweller, 2014). In short, this theory can be basically described as learning
through pictures and words. The process of forming the representation of information
coming from visual and verbal forms in the human brain has been the focus of
Mayer's studies. According to Mayer (2001), there are three assumptions about how
learning takes place in multimedia: i) people have two separate channels, visual and
auditory, ii) these channels have a limited capacity, iii) due to limited capacity,
learning takes place by effectively selecting, organizing, and integrating information
coming from visual and auditory means. Thus, consistent with the theories on which
it is based, CTML focuses on three important cognitive functions in the information-
processing process: selecting information, organizing information, and integrating
information (Mayer, 2001). Figure 2.6. illustrates the whole process by emphasizing

these three cognitive functions.
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Figure 2.6 Cognitive theory of multimedia learning (Mayer, 2014, pp. 37).

Selection occurs when the learner gives attention to the images and words presented.

This process includes bringing some materials from outside to the working memory

via sensory memory. The organization process involves creating structural relations

among the materials brought to working memory. Integration involves establishing

some connections between the materials which were brought during the process and

prior knowledge existing in the long-term memory. In this process, prior knowledge
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in the long-term memory is activated and brought into the working memory (Mayer,

2014).

Mayer grounded all of these processes on seven principles: 1) Multimedia principle;

2) Spatial contiguity principle; 3) Temporal contiguity principle; 4) Coherence

principle; 5) Modality principle; 6) Redundancy principle and 7) Individual

difference principle, respectively (Mayer, 2001).

1)

2)

3)

4)

5)

6)

7)

Multimedia principle: Gathering information from both visual and verbal
channels is more effective that gathering it only from verbal channels. By this
way, learners learn more easily because the use of more than one channel in
the construction of knowledge increases learning (Mayer, 2001).

Spatial contiguity principle: Learners learn better when corresponding words
are physically close to one another (She et al., 2009).

Temporal contiguity principle: Learners can learn better when words and
pictures which correspond with each other are presented simultaneously
rather than successively. For example, in an e-book, animations and
corresponding narratives are presented at the same time and by this way
listeners/readers may establish a connection (She et al., 2009).

Coherence principle: People learn better when words, sounds or pictures
which are not related with the content are excluded (She et al., 2009).
Modality principle: While transferring information with animations,
supporting the animation with oral expressions is more effective for learning
than written expression. Stated more clearly, people learn better when
animations are presented with narration (visual + auditory) rather than on
screen text (visual + visual) (Sar1, 2018).

Redundancy principle: People learn better with animation with narration
rather than animation with narration and on-screen text. Redundancy of
stimuli negatively affects learning (She et al., 2009).

Individual differences principle: Multimedia learning has a greater impact on
people in low-knowledge levels than in high knowledge; it is also more
effective on people who are visually oriented than non-visual oriented (She et
al., 2009).

49



The present study dominantly relies on CTML because of the principles on which the
theory is based. When the seven principals detailed above are evaluated from the e-
book perspective, it may be inferred that all of these principles support the idea that
e-books can contribute more to vocabulary acquisition and development of story
comprehension skills compared to printed books due to their multimedia features like

animations, narration vocalization etc.

2.2.1.6. Multimodal Literacy, Printed books, and E-books

Literacy is multimodal for young children (Taylor & Leung, 2019). That means, they
learn via different kinds of modalities such as music, visual images, and gestures
(Mills & Unsworth, 2017). Dual Coding Theory and Cognitive Theory of
Multimedia Learning discused above also based on the idea of multimedia literacy:
children learn better when their learning is supported by different modes. In this case,
it can be said that children's printed picture books have a multimodal feature as they
support the story they convey with illustrations, however e-books have more
potential to support multimedia literacy thanks to their richer multimodal features,
such as animations (motion pictures), and sounds, which were simultaneously appear
during the reading/listening process (Serafini, 2015). While the modes used in
printed books can be classified into three main categories: 1) textual elements, like
written language; 2) visual elements, like illustrations and graphs; 3) design
features, like graphic design features, margins and typography, the range of modes
expands to more detailed levels like moving images and sound effects when these
books are converted to digital medium (Serafini, 2015). Because of this expansion
and richer modalities provided to children during the e-book reading sessions, they
may acquire more knowledge. Although many studies, provided earlier, emphasize
the superiority of electronic storybooks and their multimodal features (rich modes)
compared to traditional printed books, some studies also emphasized the existence of

some undermining multimodal features of e-books (Takacs et al., 2015).

Takacs, Swart, and Bus (2015) conducted a meta-analysis study comparing the
effects of e-books enriched with multimedia features and traditional printed books on
the early literacy skills of young children. In this meta-analytical study, 43 different

studies were brought together and the effects of multimedia features in e-books on
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2,147 children were discussed. In the study, the effects of different multimedia
features were examined separately. The findings illustrated that while multimedia
features such as animation and music contribute to the development of language and
early literacy skills, especially for children who do not have enough stimuli to
support language development in the home environment and come from
disadvantaged conditions; some other interactive elements such as games and

hotspots resulted in electronic books undermining their learning.

Similarly, a literature review study was also conducted by Bus, Takacs and Kegel
(2015). They aimed to understand the positive and negative effects of e-books with
multimedia features on the learning process. For this purpose, studies investigating
the effects of multimedia elements added to electronic books on children's early
literacy skills were brought together and analyzed. Findings of the study drew similar
conclusion with the meta-analysis study of Takacs and others (2015) although
multimedia features of e-books facilitate children’s learning and development, some
of them, namely hotspots and games, negatively affect the story comprehension of
children. Since the involvement of hotspots and games during the storybook reading
activities necessitates the use of task-switching and multi-tasking skills, which

caused cognitive load.

These findings can be also related to John Sweller’s Cognitive Load Theory (CLT)
which asserts that instruction should minimize the cognitive load in working memory
to make schema acquisition possible (Culatta, 2005). CLT is mainly based on George
Miller’s Information Processing Theory emphasizes the limited capacity of working
memory that can process and contain a limited number of information at the same
time (Miller, 1956). Based on these findings and the theoretical background, it can be
said that some multimedia features, like e-book hotspots, may distract young children
from following the storyline and undermine story comprehension (Leu 2000; Rideout
2014). Due to that reason, in the present study, while e-book reading process was
supported with narration, music, and story-related animations; games and hotspots
that activate some animations which are irrelevant to the story in e-books were not

used.
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2.3. The Effects of Activity Group Sizes on Educational Process and

Learning

There are many different factors which affect the quality and efficiency of
educational activities such as physical environment and materials, teacher and related
personnel qualifications, number of children in the classroom, number of children per
teacher, teacher and child interactions, the quality of the educational program, quality
of communication, family education and participation (Karademir & Akman, 2021).
In the literature there are some studies which illustrate the possible effects of activity
group sizes on the efficacy of activity and education (Aydin, 2019; Dickinson, 1995;
Morrow & Smith 1990; Phillips & Twardosz, 2003; Vaughn et al., 2009). According
to the research conducted by Ogiitiilmiis and Ozdemir (1995), when the number of
students in a class decreases, students tend to show more creativity, participation, and
they communicate more with the other members of the class. Some studies in the
literature emphasize that this impact may be also seen in literacy activities in early
childhood settings (Aydin, 2019; Cassidy & Vukelich 1977; Morrow & Smith, 1990;
Woodruff, 2000; Yan & Lin, 2005). When the literature is examined, it is
remarkable that the studies conducted in the last ten years examining the effect of
group size are few. For this reason, it is thought that a current study in this field will

contribute to the literature.

One of the biggest projects that aimed to understand the effect of group size on
achievement of students is the STAR Project (Student-Teacher Achievement Ratio)
which was a large-scale randomized experiment conducted in Tennessee, United
States, between 1985 and 1989 (Milesi & Gamoran, 2006). 11,571 students and 79
schools participated in the study conducted under the STAR Project (Chetty et al.,
2011). In each school, children who recently started kindergarten were randomly
assigned to one of three conditions: 1) a small class (13-17 children); 2) a regular
class (22-25 children); 3) a regular class (22-25 children) with a full-time teacher aid.
The participants attended educational activities for four years, then they returned to
their own regular-classroom. STAR results illustrated that mathematics and reading
success of participants in small classes increased significantly compared to

participants in both types of regular classes (with or without a teacher aid) (Finn &
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Achilles, 1999). Although the advantages of small-sized groups existed across the
board, they were larger in kindergarten and first grade, but were not as advantageous
in the second and third grades (Finn & Achilles, 1999; Grissmer, 1999). Although
the smallest group of this project included 13-17 children, which could also be
considered a large group, this might give clues about the negative relationship
between the efficiency of reading activities and number of children in an activity
group. There are also various studies in the literature that compared relatively small

(three children in a group) and large groups.

Yan and Lin (2005) investigated the effects of class size and length of a school day
on kindergarten student’s success at math, reading, and general knowledge at the end
of the school year. The data in their research was drawn from a database named the
Early Childhood Longitudinal Study, Kindergarten Class of 1998-99 (ECLS-K). The
sample of the study consists of 15,575 children. Findings revealed that while a
positive relationship was found between small class size and children’s reading and
math achievements, no relationship was demonstrated between small class size and
the general knowledge of children. That means, small class size contributes more to

the reading and math achievement of kindergarteners compared to larger ones.

In their study, Morrow & Smith (1990) investigated the effect of group size on
interactive storybook reading. They investigated children’s verbal interactions and
their story comprehension skills during storybook reading activity in various group
sizes: i) one to one, ii) small group (three children per group), and iii) whole group
(15+ children). To evaluate children’s story comprehension skills, researchers
constructed eight story structure questions and eight traditional comprehension
questions. Story structure questions concerned various aspects of the setting
(identifying time, place, and the protagonists), the plot (sequencing the episodes of
the books in a proper order), the theme and resolution. On the other hand, traditional
comprehension questions covered inferential information (information which is
implied but not explicitly stated in the story), literal information (information which
is explicitly stated in the story), and critical ideas (solving the problem existing in the
story). The findings revealed that children who attended the storybook reading

activities in a small group performed significantly better than children who attended

53



the activities individually or in a larger group. In addition, children who were in the
small group or who attended the activities individually generated more questions and

comments during the storybook reading, when compared to children in the larger

group.

Cassidy and Vukelich (1977) aimed to understand whether group size affected
kindergarteners’ story comprehension skills or not. 120 kindergarteners were divided
into four different groups: 1) children who received listening comprehension
instructions in large group (15 children in a group); 2) children who received
listening comprehension instruction in small groups (7-8 children in a group); 3)
children who received listening comprehension instruction individually; and 4) the
control group, where children who did not receive any kind of instruction. Before the
instructions, children were pre-tested to assess their initial story comprehension. The
instructional program lasted 10 sessions, and a story was read in each session and
post-tests were implemented after the readings. The findings of the research revealed
that group size significantly affected children’s performance, and children in
individual settings showed more success in story comprehension tests compared to
others.

Phillips and Twardosz (2003) conducted a study with 15 2-year-old children to
determine whether reducing group size affects children’s verbal participation and
engagement during storybook reading activities. The results of this experimental
study showed that there is an increase in the verbal participation of 2-year-old
children during storybook reading sessions when their activity groups include fewer

children.

Like other researchers, Woodruff (2000) aimed to investigate the influence of factors
such as the number of story exposures, pre-kindergarten experiences of children, and
instruction group size on children’s story comprehension and receptive vocabulary
skills in their doctoral dissertation. The sample of the study consisted of 74 young
children. Before and after the intervention process, the Durrell Listening
Comprehension Test was implemented to test children’s story comprehension and

the Peabody Picture Vocabulary Test was implemented to test their level of
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vocabulary knowledge. Results of the study showed that, 1) pre-kindergarten
experiences significantly influence both story comprehension and receptive
vocabulary; 2) kindergarteners with multiple exposures to a story and with larger

instructional groups had significantly higher scores on receptive vocabulary tests.

Aydmm (2019) investigated the level of 5-6-year-old kindergarteners’ story
comprehension skills in digital book and traditional book formats by considering two
group size conditions: the one-to-one reading condition and the reading as a group
condition. The study group consisted of 50 60-72-month-old kindergarten students,
where two digital and two traditional books were used in the intervention process.
All participants were exposed to all conditions: 1) Traditional book reading as a
group; 2) Traditional book reading with individuals; 3) Digital book reading as a
group; 4) Digital book reading with individuals. The process was carried out by
reading a different storybook in each condition. The findings of the study revealed
that children who were exposed to digital book reading activities received higher
scores on story comprehension questions compared to the traditional book reading
group. In addition, while children who participated in group reading activities were
more successful in the traditional book reading condition, there was no significant
difference between the two group sizes in digital book reading conditions regarding

children’s story comprehension scores.

Although many research findings emphasized the influence of group size on literacy
activities, the findings of Neuman and Kaefer’s (2013) study drew a different
conclusion. They conducted an experimental study to understand how supplementary
vocabulary instruction implemented in both whole-group and small-group settings
affected the word knowledge and conceptual development of preschoolers who
belonged to low-socio-economic groups. 108 4-year-old preschool children
participated in the study for eight weeks. Researchers pre-tested all participants prior
to the intervention to understand their initial word knowledge and conceptual-
categorical knowledge, and they post-tested them after the intervention to see the
possible effects of interventions. The findings revealed that children significantly

developed their word knowledge and conceptual-categorical knowledge regardless of
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the group size. So, they concluded that the group size did not have a significant effect

on the effectiveness of reading activities carried out in preschool classes.

In summary, although some studies have found that group size may not be a factor
affecting the effectiveness of the educational process, the majority of studies reveal
that group size has an effect on the educational process and learning. However,
according to Morrow and Smith (1990), although one-to-one story readings yield
benefits to children, they are not practical in school settings. Compared to individual
story reading activities, small group reading activities are more feasible in school
environments. Considering the provision, "the number of children in a class should
not be less than 10 or more than 20, but the number of children can be increased if
there is demand and the school's facilities are sufficient” in the Turkish Regulation
on Pre-School Education and Primary Education Institutions of the Ministry of
National Education, (MoNE, 2014, pp.1), the idea that one-to-one reading activities
are not feasible in early childhood settings can be supported. Therefore, comparing
small group reading activities and large group reading activities can contribute more
to the functioning of early childhood education. Due to that reason, the current study

focuses on the comparison of small group and large group reading activities.

56



CHAPTER 3

METHODOLOGY

In this chapter, the procedures and methods of the current study are explained in
detail. Firstly, the design of the study is introduced. Secondly, a description of the
instruments, participants, population and data collection procedures are provided.
Finally, the data analysis, assumptions and limitations of the study are given.

3.1. Design of the Study

This study mainly aims to understand which book format, electronic book or printed
book, better supports the story comprehension and vocabulary acquisition skills of
60-72-month-old preliterate children in two different reading group sizes, small

group and large group.

In order to achieve this aim and investigate the research questions, current study uses
factorial experimental design, one of the quantitative research designs. Factorial
design represents a type of between group design in which the researcher deals with
two or more categorical, independent variables which have two or more levels (Vogt,
2005 as cited in Creswell, 2012). It gives an opportunity to examine the interaction
or combination of independent variables to understand better the experiment results.
The purpose of this design is to analyze the simultaneous and independent effects of
two or more independent variables on dependent variables (Creswell, 2012). In the
present study, the story presentation format (two levels: e-book or printed book) and
the size of intervention groups (two levels: small group, and large group) were

determined as the two independent factors.

Since the current study has two independent factors with two levels each, the design

was labeled a two-by-two factorial design. It is also shown as “2 x 2” to indicate the

57



levels included in each independent variable (Creswell, 2012). In total, four different
main groups were compared in this study, these are: 1) small groups who were
exposed to e-book reading intervention 2) large groups who received e-book
intervention 3) small groups who took printed book intervention 4) large groups that

took printed book intervention (see Figure 3.1)

Size of Reading Groups

Small Groups Large Groups
4 ™
E-book 36 participants in total, 36 participants in total,
-boo ) in small groups of 4-5 in large groups of 11-13
Intervention participants participants
Storybook Presentation
Format
. 37 participants in total, 37 participants in total,
Printed Book in small groups of 4-5 in large groups of 11-13
Intervention participants participants
\, .

Figure 3.1 2x2 Design of current study

3.2. Population and Sample

The population of this study consists of all preliterate kindergarteners in Kocaeli
within the expected level of development, who are between 60-72 months, and speak
Turkish as their native language. The reason why participants were selected from
individuals with expected levels of development is to ensure that the results of the
study are not affected by variation in developmental levels that can be seen in
children as well as to increase its generalizability. Since the specified age group is
the oldest age group in pre-school, it can be considered as the last age group before
formal literacy education. Considering all of these factors, this age group, in which
early literacy skills gain importance, was determined as a suitable age group for the

sample.
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According to the statistics of the Ministry of National Education (2021), there are
approximately 780 kindergartens in Kocaeli. Since it is difficult to reach all
kindergarteners in Kocaeli, the Korfez district was determined as an accessible
population for this study. The cluster random sampling method was used for sample
selection. Sometimes, it may not be possible to select samples of individuals because
of administrative or other restrictions, especially in school-based studies (Fraenkel et
al., 2011). For example, it was not possible for the researcher to form research
groups by randomly selecting individuals from all 5-year-old children who enrolled
in different kindergartens in the accessible population. In this case, educational
researchers randomly select schools (as clusters) that already exist in the population
to create their sample (Fraenkel et al., 2011). As there are about 15 kindergartens in
the Korfez district, the researcher had to consider some criteria while selecting
kindergartens, regarding the nature of the study or particular study features. For
example, since the researcher needed a classroom to administer the interventions and
tests, the selected schools had to have an extra classroom, which would be available
for the researcher. By considering practical issues like this, the researcher selected
three public kindergartens in the Korfez district. The participant pool was restricted
to kindergarteners that are enrolled in public kindergartens. Excluding private
kindergartens was necessary for two reasons. Firstly, in the Turkish national early
childhood education system, teaching how to read and write is not a part of the
curriculum, so it is taught neither in preschool settings nor in kindergartens (MoNE,
2013). Although public kindergartens obey this curriculum strictly, some private
kindergartens and preschools modify this curriculum according to their own
institutional values and aims, and some private kindergartens start teaching reading
and writing during preschool years. This means that some of their 5-year-olds may
already be at the literacy level. Limiting the study to public kindergartens only
avoids possible situations like this, and ensures that there is no variation among the
participants of the study due to curriculums used at their schools. Secondly, the
Ministry of National Education requires all teachers who work in public
kindergartens to hold a university degree majoring in early childhood education,
which is not a requirement for some private kindergartens. Considering that the

quality and knowledge of teachers may affect the classroom implementation in
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kindergartens, the educational level of the teachers should be standardized for this
study. To provide this standardization, public schools were preferred.

A total of 250 parent consent forms were distributed to parents. 212 of these parents
(84.8 %) confirmed their consent for participation, signing the consent form, while
16 parents (6.4%) did not give permission for their children to attend the study. A
total of 66 (26.4%) were excluded from the study for not being eligible to participate
for various reasons. At the end of the process, 146 5-year-old kindergarteners
composed the study group of the present study. The detailed information about the
rates of the forms is illustrated in Table 3.1.

Table 3.1 Information about the Response Rate of Forms

F %
Distributed 250 100
Responders 212 84.8
Non-responders 38 15.2
Total of Excluded Forms 66 26,4
Did not give permission for their child to participate 16 6.4
the study
Children had difficulties which prevented 20 8
participation in the study (any kind of special
needs)
Children who were diagnosed during the process 1 0.4
Children transferred to the other schools during 2 0.8
the process
Children who did not want to participate in the 3 1.2
study
Children younger than 60 months 4 1.6
Parents gave permission or returned the forms at 1 0.4
the end of the first phase
Children who did not attend the school regularly 19 7.6
Total Eligible Forms 146 58.4

In addition, the distribution of the number of participants in the groups is given in
detail in Table 3.2.
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Table 3.2 The distribution of the number of participants in the groups.

Small group Large group
E-book Total of 36 participants Total of 36 participants
Printed book Total of 37 participants Total of 37 participants

3.3. Instruments

In the present study, a variety of assessment tools and storybooks were used to
collect data during the process. The Narrative Comprehension Task, developed to
assess preliterate children’s story comprehension skills by Paris and Paris (2003),
was used to evaluate the narrative comprehension skills of participants, while a
Target Word Test which was specifically developed for this study was used to assess

their word acquisition skills.

During the intervention process, three e-books which are included on the “TRT
Cocuk Kitaplik” mobile application and their printed versions were used. Before the
intervention process started, one printed storybook was used to assess children’s
initial story comprehension level, and identical experimental groups were created

based on this assessment.

These instruments are described in detail under the following subheadings.

3.3.1. Storybooks

To collect data, three different storybooks were used in both printed and e-book
formats. In 2021, the Turkish Radio and Television Cooperation (TRT) developed a
mobile application named, “TRT Cocuk Kitaplik” (TRT Children’s Library) which
contains e-book versions of some printed books for preschoolers, kindergarteners,
and primary schoolers. These books were classified under five different categories
according to their content, which were “From life” (hayatin i¢inden), “Curious
scholar” (Merakli bilgin), “Our fairy tales” (Bizim masallar), “Fairy tale of nature”
(Doganin masali), and “Our heroes” (Bizim kahramanlar). Table 3.3 describes these

categories in more detail.
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Table 3.3 Details about the categories under the “TRT Cocuk Kitaplik” mobile

application.

Category

Content

Number of
(Currently)

Books

From Life

Books which discuss social
values such as cooperation,
respectfulness, and some
situations children may
face in their daily life are
gathered under this
category.

70

Curious Scholar

Books which discuss some
scientific issues such as
space, sea creatures, and
books which answer some
questions young children
commonly ask like “What
is the meaning of time?,
“Where does the Moon go
at night?”, and books
which introduce
occupations are gathered
under this category.

51

Our Fairy Tales

Books which discuss some
traditional Turkish fairy
tales (Such as the Fairy
Tales of Nasreddin Hodja,
Keloglan) and other stories
which shows parallelism
with these fairy tales are
gathered under this
category.

44

Fairy Tales of Nature

Books which have animal
protagonists and which
discuss the natural life of
animals are gathered under
this category.

65

Our Heroes

Books whose protagonists
are the same with the
cartoons which are
broadcasted on  “TRT
Cocuk” TV channel are
gathered under this
category. (such as Rafadan
Tayfa, Piril, Kare Takimi)

52

Total: 282
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The application currently has 282 e-story books with animations (motion pictures),
background music, and narration vocalization. The animations included in these e-
books were created by adding motions to pictures. Motion pictures draw children’s
attention to the significant point in the illustration and by this way facilitate
simultaneous processing of verbal and visual information, and give opportunity to

promote the integration of them (Takacs & Bus, 2016).

In addition to these multimedia features, the e-books in the application have also
some extensions like games and quizzes which can be used at the end of the story.
However, these extensions were not used during the storybook reading process of the
present study since some studies in the literature report that these extensions may
negatively affect the story comprehension of children, although some others like
motion pictures and sound effects may support this skill (Bus et al., 2015; Takacs et
al., 2015).

Three books were selected based on some criteria to provide standardization among
books, age appropriateness, and to collect consistent data. Selection criteria are listed
in the following lines, and details of selected storybooks are given in the following

subsection.

e Printed versions of some e-books in the application are no longer
commercially available; however, all picture books used in the research
should have both the e-book and printed versions that can be purchased from
bookstores.

e If books were translated into Turkish, the translation of both e-books and
printed versions should be the same to avoid inconsistency in the results.

e The books should be appropriate for the age group.

e The stories should be selected which includes main story elemenents such as
problem, outcome resolution, and initiating event.

e Since the participants should not have encountered the books used in the
study previously, the books to be selected should not be popular in the

market.
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e The books should not contain any content that may be offensive to any group,
religion, race, belief, gender, or sexual orientation. They should not include
topics that may be sensitive to some individuals.

e The number of pages, the number of words per page, and the duration of
reading of the books should be similar.

Detailed information about the storybooks used in the study is presented below.

3.3.1.1. Kirmizi Elma (The Red Apple) (Feridun Oral, 2021):

On a cold winter day, the rabbit, who is very hungry, comes out of its nest to look for
something to eat. However, everything is under the snow. Then he sees a red apple
on the branch of a distant tree, but it is too high for him to pick it up alone.
Therefore, he goes to the shrewmouse, the fox, and finally the bear to ask for help.
All friends come together and help each other to reach the red apple. At the end of
the story, they manage to get the red apple and they eat it together. Then they fall
asleep in the big bear's den.

Table 3.4. Detailed information about the book “Kirmizi Elma”

Kirmiz1 EIma (Red Apple)

Original Name: Kirmizi Elma

Author & lllustrator: Feridun Oral

Publisher: Yap1 Kredi Yayinlari

The International Standard Book Number 978 —-975-08 -1354 -2
(ISBN):

Number of Pages: 28

Number of Words: 341

Number of Words Per Page (about): 12

3.3.1.2. Haydi Sevgi Orelim (Let’s Knit Love) (Dasuki & Rasuli, 2020)

The winter season has come. For this reason, everyone is at home to protect
themselves from the cold, and they wear warm clothes. Only three friends are cold:
Giraffe, Millipede and Octopus. They feel cold because they cannot find clothes that
fit their body. While Giraffe cannot find a scarf to protect her long neck, Octopus
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cannot find an eight-armed cardigan, and Millipede cannot find socks for her forty
feet. Then, in order to solve this problem, they first go their friend Sheep to take
wool, and then their friends Spider and Butterfly to ask for help to knit. With the help
of their friends, Giraffe gets her long scarf, Octopus gets his eight-armed cardigan,

and Centipede gets her forty socks, and no one gets cold anymore.

Table 3.5. Detailed information about the book: “Haydi Sevgi Orelim”

Haydi Sevgi Orelim (Let’s Knit Love)

Original Name: Heyya Nasnau Siyabe al Suuf
Author: Lina Dasuki

Ilustrator: Parissa Rasuli

Translator: Seyma Asker

Publisher: Cilek Kitaplar

The International Standard Book Number 978 —625-438 —241 -3
(1ISBN):

Number of Pages: 23

Number of Words: 506

Number of Words Per Page (about): 22

3.3.1.3. Cemile Midilliye Biniyor (Cemile is Riding a Pony) (de Petigny &
Delvaux, 2008):

Cemile and her parents visit a horse farm to make real Cemile’s biggest dream,
which is riding a horse. They meet Ayca, who is a tutor, and some other children in
there. Tutor Ayca helps Cemile to ride Kestane, the horse. Although Cemile is too
afraid to ride Kestane at first, she gets used to it later. During the ride, Kestane stops
to eat the delicious clovers, and Ayca shows her love to Kestane and makes her walk
again. Cemile loves horseback riding and gets a promise from her parents to come

back to the horse farm next week to ride Kestane again.

Table 3.6. Detailed information about the book: “Cemile Midilliye Biniyor”

Cemile Midilliye Biniyor (Cemile is Riding a Pony)

Original Name: Camille Fait Du Poney
Author: Aline de Pétigny
Ilustrator: Nancy Delvaux
Translator: Seda Darcan Cift¢i
Publisher: Kakniis Cocuk
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Table 3.6. Detailed information about the book: “Cemile Midilliye Biniyor”

(Cont’d)

The International Standard Book Number 978 — 625 -438 - 221 -5
(1ISBN):

Number of Pages: 16

Number of Words: 585

Number of Words Per Page (about): 36

3.3.1.4. Luga (Hemmatirad, 2018):

Finally, winter ends and spring comes. With the spring, migratory birds, including
Luga, start to turn back to the region. They will spend the Spring and Summer in
there, and when the weather gets colder, they will migrate to warmer regions.
Therefore, they build tiny and simple nests for themselves. However, Luga behaves
arrogantly and builds a huge and ostentatious nest for himself, despite the warnings
of all the birds. Even though the experienced bird says that even his nest will be
destroyed due to the winter conditions, and he will need to migrate again, Luga does
not care. Before long, the weather gets cold and all the birds begin to migrate to the
warmer regions, but the Luga does not go. With the effect of heavy rain and storm,
Luga's nest is destroyed and Luga regrets his actions and tries to catch up with the
herd. Luga, who finally caught up with the herd, has learned his lesson, and he will

build a simple and small nest where they will migrate.

Table 3.7. Detailed information about the book: “Luga”

Luga
Original Name: Luga
Author & lllustrator: Reza Hemmatirad
Publisher: Nar Cocuk
The International Standard Book Number
(ISBN): 978 -605—-370-651-9
Number of Pages: 16
Number of Words: 492
Number of Words Per Page (about): 30
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3.3.2. Assessment Tools

3.3.2.1. Narrative Comprehension Task (NCT) (Paris and Paris, 2003)

The Narrative Comprehension Task (NCT) was used to assess children’s story
comprehension skills both before the intervention process to understand children’s
initial story comprehension, and after each reading session to assess their story

comprehension about the book presented as an intervention.

NCT was developed by Alison H. Paris and Scott G. Paris (2003) to measure young
children’s implicit and explicit story comprehension skills. As mentioned earlier,
explicit story comprehension skills cover surface comprehension skills like depicting
characters, problems, events and the setting of the story, and implicit story
comprehension skills are mainly related with the deeper story comprehension skills
such as making inferences about the feelings and thoughts of the protagonists of the
story, causal relations, predictions, and theme (Paris & Paris, 2003). NCT consists of
10 questions. While five of the 10 questions are related to explicit story
comprehension skills, five of them are related to implicit story comprehension. Each
question aims to assess different aspects of comprehension skills. Details of NCT are

presented in Table 3.8 below.

Table 3.8 Information about the questions in NCT

Explicit Questions

Questions The aspect of comprehension ability
Q1) Who are the characters in this story? Characters
Q2) Where does the story happen? Setting

Q3) Tell me what happens at this point Initiating Event
in the story. Why is this an important

part of the story?

Q4) If you were telling this story, what Problem
would you say is going on now? Why

did this happen?

Q5) What happened here? Why does this Outcome Resolution

happen?

Implicit Questions

Question number The aspect of comprehension ability

Q1) How does the ... feel in this part of Feelings
the story? Why do you think s/he might
feel that way?
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Table 3.8 Information about the questions in NCT (Cont’d)

Q2) Why might this have happened in Causal Inference
this part of the story?

Q3) Can you tell me what was being Dialogue
discussed here? Why do you think s/he

might have said that?

Q4) This is the last picture of the story. Prediction
What do you think happens next? Why

do you think so?

Q5) Considering the story we read, how Theme
did the rabbit manage to reach the apple?

Who ate the apple in the end? What

would you do if you were the rabbit?

Why? (Especially this question should

be modified according to the theme of

the story.)

During the process of implementing NCT, in some questions the researcher draws
the child’s attention to the related page, asking questions, but in some others, the
book remains closed. For example, while asking the fourth explicit question about
the problem of the study, the researcher opens the relevant page of the book and
addresses the following question to the child, “If you were telling this story, what
would you say is going on now? Why did this happen?” (Paris & Paris, 2003, pp.
73). On the other hand, while asking the first explicit question about characters of the
story, the book remains closed and the researcher addresses the following question to
the child “Who are the characters in this story?” (Paris & Paris, 2003). Because of
this feature of the Narrative Comprehension Task, the researcher defined the story
elements (like problem, initiating event and dialogue which will be asked to children
to identify), and relevant pages to adapt the narrative comprehension questions to
each story used in this study. These adapted questions were submitted for approval to
two faculty members who are experts in the field and have used these questions in
their studies previously, and their approval was obtained. Each adapted version of
NCT questions were tested to ensure rating consistency. A second trained-rater, who
was blinded to the study, assessed a randomly selected 25% of the data (for each
book) to check inter-rater reliability. A high level of consistency was found between

the two raters:
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Pearson Product-moment correlations between scores of two raters were 96% for
ESC and 95% for ISC on The Red Apple, 96% for ESC and 95% for ISC on Let’s
Knit Love, 93% for ESC and 95% for ISC on Cemile is Riding a Pony, and 97% for
ESC 99% for ISC on Luga (see Appendix E).

Narrative Comprehension Task questions were used in the present study for four
main reasons. Firstly, although there are several research studies which investigate
children’s story comprehension skills, most of them only focused on explicit story
comprehension because of the aim of the assessment tools they used. As Altun
(2018a) and Dawes et al., (2019) emphasize, most assessment tools which are aiming
to assess story comprehension skills focus on only explicit story comprehension
skills, and do not assess implicit story comprehension skills. As mentioned before,
unlike others, NCT aims to assess both explicit and implicit story comprehension.
Because the set of story comprehension skills consist of both explicit and implicit

comprehensions, NCT was preferred to collect the data for this study.

Secondly, as Tompkins, Guo and Justice (2012) also emphasized, Narrative
Comprehension Task is one of the few assessment tools developed to understand the
level of pre-readers’ comprehension skills, which has information about the validity
and reliability of the test. Paris and Paris (2003) evaluated their NCT with three
different studies. Their findings illustrated that the task can be generalized across
narratives because, according to analysis of these studies, there were positive inter-
task correlations between different books, appropriate internal consistency (o= .69 to
.79), inter-rater reliability (r= .97), and concurrent and predictive validity (Paris &
Paris, 2003). These features of NCT make it more reliable among other techniques

that are used to assess the story comprehension skills of young children.

Thirdly, it can be said that NCT is a practical tool to collect efficient data from young
children, who have limited attention spans. The questions in this test are easy to
understand, and it does not take too much time, which lets 5-year-old children
answer the questions without getting bored or distracted. Because NCT is a test
which preschoolers can concentrate on easily, it can be described as a tool to collect

consistent data easily.

69



Lastly, since the Narrative Comprehension Task was used in a considerable number
of studies published in prestigious journals in national and international literature
(Altun, 2018a; Davis et al., 2006; Lepola et al., 2012; Silva & Cain; 2015; 2017;
Tompkins et al., 2013), it can be accepted as a reliability-proven instrument.

The features of NCT mentioned above makes it a feasible tool for the data collection

process of the present research.

3.3.2.2.The Target Word Tests (TWT)

The target word test was developed to understand the word knowledge and
vocabulary acquisition skills of young children after book reading interventions. It
has three subtests (one for each book) which were developed specifically for each
book used during the experimental process. From each book, nine different words
that the children were not familiar with were selected to be used in the sub-tests.
Data from two different databases were retrieved, “Age of acquisition (A0A) values
of words in Turkish” (G6z, Tekcan & Erciyes, 2016) and “The list of frequent and
early acquired words in Turkish (Acar, Zeyrek, Kurfali & Bozsahin, 2016), and only
the words that were not listed in either of these databases as “early acquired” were
used in the current study. The use of two different databases decreases the margin of
error, and increases the fidelity of the research. The details of the databases and lists

are explained in the following subsections.

In addition to data from two different databases, three teachers working at public
kindergartens were consulted about the books and the target words used in the study.
The teachers were asked for opinions regarding whether they think the students in the
target age group would be familiar with the target words that are used in the study,
and their age appropriateness. Target words not approved by at least two of the
teachers were removed from the list and were replaced with the following new words

in line with the advice of the teachers.

e The word "Siiziilmek" (Amble), chosen from the book "Let's knit Love", was
replaced with the word "Onermek" (Suggest), which means "to propose

something to solve a problem™ upon the advice of the teachers.
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Example sentence in the book: “Then she suggested going to their friend

Spider to make scarves, socks, and cardigans out of these wools.” (Dasuki &

Rasuli, 2020, pp. 13).

The word “Gorevli” (Attendent) chosen from the book named “Cemile is
Riding a Pony” was replaced with “Midilli” (Pony), which means “a kind of
horse with a smaller size than normal”, upon the advice of the teachers.

Example sentence from the book: “Would you like to take a pony ride,

sweet girl?” (de Petigny & Delvaux, 2008, pp. 4).

The word “Fisildamak” (Whisper) in the same book has been replaced with
the word “Usulca” meaning “Softly, slowly, quietly”.

Example sentence from the book: “The little pony started walking softly.”
(de Petigny & Delvaux, 2008, pp. 13).

The table below shows the final list of target words that were selected from the

books.

Table 3.9 Target Words List for Each Book

Haydi Sevgi Orelim [Let’s Knit Love] (Dasuki & Rasuli, 2020)

Words English TDK Dictionary Example Sentences
Translations Meanings (TDK, from Books
n.d.)
Tr:  “Koyun isteklerini
duyunca onlara bol bol
Yiin Wool Hairs of sheep yiin verdi.”
Eng: “When the sheep
heard their request, she
gave them plenty of
wool. ”
Tr: “Sonra bu yiinlerden
kendilerine atki, corap ve
To propose hirka  yapmasi  igin
Onermek Suggest something to solve a arkadaslar1  Oriimcek’e
problem gitmeyi onerdi.”
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Table 3.9 Target Words List for Each Book (Cont’d)

Eng: “Then she
suggested going to their
friend Spider to make
scarves, socks, and
cardigans out of these
wools.”

Meshur

Renowned

Famous, well-known

Tr: “Meshur orgii 6rme
hiziyla basladi 6rmeye.
Eng: “She started
knitting with her
renowned knitting
speed.”

Hiinerli

Talented
Skillful

One who has
ingenuity

Tr: “Bize orgli isinde
yardim  etmesi  i¢in
hiinerli arkadasimiz
kelebege gitmeye ne
dersiniz?”

Eng: “How about going
to our talented friend, the
butterfly, to help us with
knitting?”

Zarif

Elegant

Beautiful, pleasant,
alluring

Tr: “Zarif parmaklarinla
arkadasim Zirafa’ya
uzun bir hirka ... drebilir
misin?”

Eng: “Can you knit a
long cardigan ... for my
friend Giraffe with your
elegant fingers?”

Ormek

Knit

To process or loom
yarn, wool, wire,
reed, etc.

Tr: “Oriimcek icin de
kalan yiinlerle bir sapka
ordiiler.”

Eng: “They knitted a hat
for the spider with the
remaining wool.”

Karsilamak

Welcome
person,
etc.)

(a

news

Finding something
said, done or
reported  positively
or negatively

Tr: “Kelebek de onlar
sevingle karsiladr”

Eng:  “The  butterfly
welcomed them with joy”

Etkilenmek

Be affected

To be affected by

Tr: “Boynum  uzun
oldugu icin soguktan ¢ok
etkileniyor.”
Eng: “Since my neck is
long, it is very affected
by the cold.”
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Table 3.9 Target Words List for Each Book (Cont’d)

Onaylamak  Approve

To accept, approve,
certify a situation by
finding it correct and
appropriate

Tr: “Onaylayarak basimi
sallad1”

Eng: “She approved and
nodded her head.”

Cemile Midilliye Biniyor [Cemile is Riding a Pony] (de Petigny & Delvaux, 2008)

Words English Meaning Example Sentence
Translation from Book
A flat and moist Tr: “Ve annesine ¢ayirda
Cayir Meadow place with lush grass kosan midillileri
on it gosterdi.”
Eng: “And she showed
his mother the ponies
running in the meadow. ”
Tr: “Bak, suradaki hanim
Object for sitting, midillilere eyer takiyor.”
Eyer Saddle placed on the back Eng: “Look, that lady
of mounts over there is saddling the
ponies.”
Tr: “Cok iyi bir binici
Rider An individual who olacagin her halinden
Binici (horseback rides horse belli, kiigtik kiz.”
rider) Eng: “You’re obviously
going to be a great rider,
little girl.”
Tr: “Burnundaki beyaz
lekeye ‘nisane’ diyoruz,
Nisane White blaze White hairs on a tathhm!”
horse’s forehead. Eng: “We call that white
spot on his nose ‘white-
blaze’, honey!”
Robust hood made Tr: “Basma uygun bir
Kask Helmet of hardened kask bulmak gerekiyor
synthetic materials Cemile, dedi Ayga abla.”
to protect the head Eng: “We need to find a
from impact suitable helmet for her
head, Cemile, said sister
Ayca.”
Slowly moving your Tr:  “Sadece  basim
hand over something oksasam da olur
Oksamak Fondle or tapping it as a aslinda.”
sign of affection Eng: “It’s okay if I just
fondle his head.”
Tr:  “Kigik  midilli
Usulca Softly, silently, Slowly, quietly usulca yliriimeye
slowly basladi.”
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Table 3.9 Target Words List for Each Book (Cont’d)

Eng: “The little pony
started walking softly. ”

To be attached to

Benimsemek Embrace something, to

someone, to warm
up

Tr: “Zaten simdiden
benimsedi seni.”
Eng: “He is already
embraced you. ”

A kind of horse with

Tr: “Midilli tstiinde bir
tur atmak ister misin, tatl

Midilli Pony a smaller size than kiz?”
normal Eng: “Would you like to
take a pony ride, sweet
girl?”
Luga (Hemmatirad, 2018)
Somebody or Tr: “Buralarda kahc
something which degilsin. Ne gerek vardi
Kalici Permanent stays in a certain buna?”
place for a while, Eng: “You are not
opposite of permanent here. What
temporary was the need for it?"
Tr: “Bu yilizden
Lasting only for a kendilerine minik sevimli
limited period of ama  gecici  yuvalar
Gegici Temporary time; not permanent  yapacaklardi.”
Eng: “So they would
build themselves cute
little but temporary
nests.”
Animal that goes to Tr: “Baharla birlikte
Gogmen Migrator (bird)  countries with a go¢men kuslar da geri
warm climate donmeye baglamist1.”
Eng: “With the spring,
migrators  began to
return.”
Tr: “Yuvan c¢ok giizel
Animal that changes olmus. Fakat sen gocebe
Gogebe Migratory country or place bir kussun.”
according to the Eng: “Your nest is
seasons beautiful. But you are a
migratory bird.”
Strong, Mighty, formidable, Tr: “Bu kadarnn da
Kuvvetli powerful, fierce yetmezmis gibi kuvvetli
formidable, bir yagmur da basladi.”
heavy Eng: “ds if that wasn't

enough, a heavy rain
started as well.”
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Table 3.9 Target Words List for Each Book (Cont’d)

Tr: “Tecriibeli kuslardan

Person who has biri ise Luga’ya kizgin

Tecriibeli Experienced gained knowledge or kizgin bakmaya baslad1.”
skill over time Eng:  “One of the

experienced birds started

to look at Luga angrily.”

Tr: “Luga kibirle

Self-conceit, yuvasint anlatmaya

Kibir Conceit, arrogance baslad1.”
arrogance Eng: “Luga arrogantly
began to describe his

home.”

Ample, spacious, Tr: “Bu yuvayr ben
Ferah Spacious airy, bright, tasarladim. Iki katl, iki
heartwarming place  girisli, gatil, stslii, ferah
bir yuvam oldu.”
Eng: “I designed this
nest. | had a spacious,
ornate nest with two
entrances, two floor and

roof.”
To want or expect Tr: “Umariz arkamizdan
Ummak Hope, anticipate something to happen  gelir.”
Eng: “We hope he comes
after us.”

The target word test is based on the word explanation technique. After the storybook
reading activity, nine target words in the story are presented to the participant orally
one by one. The researcher shows the relevant page to the participant, and then reads

(13

the sentence which includes the target word: “...Tecriibeli kuslardan biri ise,
Luga’ya kizgin kizgin bakmaya basladi.” One of the experienced birds started to
look at Luga angrily. (Hemmatirad, 2018, p. 6). Then, reminds the child of the
relevant part of the story and asks: “This bird was really experienced! However, I do
not know what experienced means! What is the meaning of experienced (tecriibeli)?
Do you know it?”. The question and answer process lasts until the meanings of all
target words are asked. The responses of children are coded via the ordinal scale
which ranges from 0 to 2. If a child gives a wrong answer or no answer, s/he will
receive 0 point for this question. If a child explains the meaning of a different word

which was derived from the same word root, s/he will receive 1 point for this
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question. That means the child broadly knows the meaning of the word. Because
Turkish is an agglutinative language, there are variety of words which are derived
from same word root by using affixes. These words share the same root and have
similar meanings (Carki, Geutner, & Schultz, 2000), constituting a word family (Pan
& Ucceli, 2008) (e.g., kork - fear (verb), korkmak - fear (verb), korkung -
fearful/scary (adj), korku - fear (noun), Korkulu - scary (adj), korkusuz -
brave/fearless (adj), korkusuzca - fearlessly (adv), korkmus - terrified (adj), korkak —
coward (adj), korkakga - cowardly (adv), etc.). Researchers assume that if a speaker
is familiar with one of the words in a word family, they also know the others (Pan &
Ucceli, 2008). Therefore, as an example, if a child explains the word “tecriibe”
(experience) rather than “tecriibeli” (experienced), this child will receive 1 point. If a
child explains the word in a suitable context, uses a synonym of the word, explains
the meaning by using their experiences, gives relevant examples, or explains the
correct meaning of it in accordance with the story content, s/he will receive 2 points
for this answer. For example, if a child explains the word by their experiences: “I
could not tie my shoes, however my sister could tie her shoes on the first try, because
she is more experienced than me. She is older.” or s/he explains the word by saying a
synonym, for example, “deneyimli” (practiced), s/he gets 2 points. That means, the
lowest point a child can receive from a subtest is 0, while the highest point is 18. The
test implementation process was audio-recorded to increase the fidelity of the
assessment and a second trained-rater who was blinded in the study assessed a
randomly selected 25% of the data (for each book) to check inter-reliability.

Observations confirmed a high level of consistency between the two coders:

Pearson Product-moment correlations between the scores of the two coders were
91% for TWT on Let’s Knit Love, 98% on Cemile is Riding a Pony, and 98% on
Luga (see Appendix E).

3.3.2.2.1. “Age of Acquisition (A0A) Values of Words in Turkish” (Goz,
Tekcan & Erciyes, 2016)

GO0z, Erciyes and Tekcan (2016) conducted a study to report subjective age of

acquisition norms of 600 words. “Age of Acquisition” is defined by the researchers
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as the age which a word is learned by native speakers of a language, and it can be
investigated with two different methods: “Objective” and “Subjective” measures.
Objective measures cover some techniques which give opportunity to measure word
knowledge of children in different ages objectively. For example, data collection
through picture naming tasks or analyses of natural conversation with children can be
considered as two of the techniques of objective measurement (Gilhooly & Gilhooly,
1980; Pérez & Navalon, 2005). On the other hand, subjective measures generally rely
on retrospective judgments of adults about their word acquisition procedures
(Alonso, Fernandez, & Diez, 2015; Cortese & Khanna, 2008; Marques, Fonseca,
Morais, & Pinto, 2007). Research in the literature shows that objective and subjective
measures of age of acquisition are highly correlated, which means both methods give
similar results about the age of acquisition ratings (Morrison, Chappell, & Ellis,
1997; Pérez & Navalon, 2005). Because of that reason, Goz et al., (2016) conducted
research by using the subjective measurement method to reveal AoA ratings of some
Turkish words. In the literature, AoA ratings are conducted by using 5- or 7-point
Likert scales (Balo et al., 2020), for example while “1” point corresponds to the
range of ages 0-3, 5/7 points may correspond to 12+ (Alario & Ferrand, 1999; Bird et
al., 2001; Blomberg & Oberg, 2015; Bonin et al., 2003; Gilhooly & Logie, 1980;
Morrison et al., 1997; Raman et al., 2014; Sirois, Kremin, & Cohen, 2006; Tsaparina
et al., 2011). In this case, a 7-point Likert scale was used by the researchers (Goz et
al., 2016). Table 3.10 shows the range of ages which correspond to points on the
Likert scale.

Table 3.10. Age range and their correspondence with points on the Likert scale.

Age Range Point
2-3 1
3-4 2
4-5 3
5-6 4
7-9 5
10-11 6
12+ 7
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Therefore, in the present study, the words with a value of 4 or lower were not chosen
as target words, since the participants were assumed to have already acquired these

words.

3.3.2.2.2. “The List of Frequent and Early Acquired Words in Turkish
(Acar, Zeyrek, Kurfal & Bozsahin, 2016)

The aim of Acar et al., (2016) was to build a Turkish psycholinguistic database
which includes the age of acquisition (AoA), frequency, and imageability values for
Turkish words in this study. To achieve this, the researchers used a corpus-based
approach. They used two corpora to determine early and late acquired words by
comparing word frequency information in both corpora. These are the Child
Literature Corpus (CLC), which includes 4,388,149 word-tokens driven from 535
children’s books and their frequency values, and the BOUN Corpus which covers
2,832,025 word-tokens and 11,349 word-types which represent adult language (Acar
et al., 2016). Because the comparison analyses were implemented by using word
frequency values of two distinct corpora, researchers needed a standardized measure
in order to balance the differences between the sizes of the CLC and BOUN Corpus.
The frequency of words was calculated by the frequency per million words (fpmw)
measure; however, it did not yield a normal distribution. Because of this, Base-10
logarithm transformations were calculated for word frequencies of the CLC and
BOUN Corpus to make meaningful inferences. At this point, words which were
included in both corpuses were detected and it was seen that 8,844 words overlapped
between these two corpuses. These words were separated into two categories: words
that showed higher frequency in the CLC than the BOUN Corpus, and words that
have lower frequency in the CLC than the BOUN Corpus. According to researchers,
words that have a higher frequency in CLC than in the BOUN Corpus indicate early
acquired words, while words that show lower frequency in CLC than the BOUN
Corpus indicate late acquired words (Acar et al., 2016). The results of their study
suggest that the log-transformed (10 base) frequency value in the margin of 50%
(1.221, for CLC>BOUN) can be accepted as a division point for early acquired and
late acquired words. That means, if the log-transformed frequency value of a word is
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equal to or greater than 1.2, that word can be categorized as early acquired, and if it
is equal to or less than 1.2, that word can be categorized as late acquired.

Table 3.11. The margin values from quartile analyses on log 10 transformed
frequencies on CLC & BOUN sub-corpus (Tolgay, 2015).

25% 50% 75%
CLC>BOUN 0.613 1.221 1.8377
BOUN>CLC 0.422 1.1814 1.9935

Although these findings were emphasized in the research, early and late acquired
word lists were not shared by the researchers. Because of that, Elif Ahsen Acar who
is the corresponding author of the article (Acar et al., 2016), was contacted to get
access to the database. After accessing the whole database, the following steps were
followed to obtain late and early acquired word lists by using R Software (R Core
Team, 2013).

1) Words which were included in both corpuses were detected

2) Base-10 logarithm transformations were calculated for word frequencies of
CLC and BOUN Corpus

3) Words whose frequency value is higher in CLC corpus than BOUN sub-
corpus were listed

4) The frequency value in the 50% margin was calculated to see whether it
corresponds to the value (1.22) on the article or not.

5) Because these values were consistent, words whose base-10 logarithm
frequency values are below 1.22 were labeled as late acquired, and words
whose base-10 logarithm frequency values are above or equal to 1.22 were
labeled as early acquired words.

6) In total, there were 2540 late acquired words and 2557 early acquired words
in the list.

The words which were selected for the target word test were not early acquired
words (n=2557) on this list.
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Checking the acquisition age of the target words in two separate databases, and also
checking with teachers who were actively teaching at public kindergartens made it
safe to assume that the children participating in reading interventions had not already

acquired the target words that were used in the TWT tests.

3.4. Data Collection Procedures

The data were collected during the 2022-2023 fall and spring educational terms in
public kindergartens in Kocaeli. After official permission was received from the
Middle East Technical University Human Research Ethics Committee and the
Ministry of National Education, the researcher contacted the school principals to
explain the study and acquired consent to conduct research in their schools. Then,
parent consent forms were sent to parents with the help of classroom teachers and the
study was conducted only with the children whose parents gave permission. Detailed
information about the study was written on the parent consent forms with contact
information for the researcher. It was also emphasized that the study was on a
voluntary basis and that children could stop participating in the study whenever they
wanted. When the researcher went to school to deliver the parent consent forms, she
also brought the teddy bear that she would use during the process with her. After she
delivered the parent consent forms to classroom teachers, they gave the researcher an
opportunity to introduce herself to the children. Firstly, the researcher asked the
children whether they like reading storybooks or not, and almost all children gave a
positive answer. Upon this, the researcher told the students, by pointing out the teddy
bear she held, that she became very happy to hear it because they also read
storybooks every day with “Ayu”, the teddy bear (see Appendix H). Then the
researcher covered Ayu’s ears and whispered, “However, I need your help! When we
read storybooks with Ayu, he asks lots of questions to me! Miige, what was the
character of this story? Where were they? What were they doing? How did they
feel? | cannot answer Ayu’s questions by myself anymore; can you help me to
answer them, please?” Then, almost all the children volunteered to help the
researcher. The researcher thanked all the children for their approval and reminded
them to give the consent forms to their parents and said she will come to their school
with Ayu next week to read a storybook. In this way, the researcher became familiar

with children and raised their curiosity and interest in the study. Before the reading
80



process began, the researcher asked the classroom teachers and parents whether they
had read one of the storybooks that were planned to be used in the current study, and
determined that the children participating in the study neither had read these books
before, nor had they used the TRT Children's Library application.

About one week later, the researcher went to schools to begin data collection. The
data was collected in two phases (see Table. 3.12). In the first phase, which can also
be called the pre-intervention phase, a printed book named Kirmizi Elma, The Red
Apple, was read to children in small groups of 4-5 participants, and Paris and Paris’s
(2003) story comprehension questions were asked to children to understand the level
of their story comprehension skills before the experimental process. According to
their pre-test scores, the researcher assigned participants to four conditions in order
to create identical experiment groups. One-way ANOVA tests were conducted to see
whether there was a difference between groups. According to the test results, which
are presented in the “Data analysis” section of this chapter in detail, there were no
significant differences between groups. That means all experimental groups were
identical in terms of the story comprehension scores of participants. Therefore, the
researcher started to collect data for the experimental process. In the second phase,
printed or e-book versions of the books Luga (Hemmatirad, 2018), Let’s Knit Love
(Dasuki & Rasuli, 2020), and Cemile is Riding a Pony (de Petigny & Delvaux, 2008)
were read with children according to their group allocation. For example, e-book
formats of these books were used with a group of 4-5 children in the “e-book / small
group” condition, while printed formats were read to 11-13 children in the “Printed
book / large group” condition. The story reading and assessment sessions occurred in
a separate classroom which included child-sized furniture (see Appendix 1). Before
the reading sessions, the researcher came to the classroom to arrange it for the
activity. During the book listening processes, the children's chairs were positioned in
a "U" shape, and the researcher sat on a chair in the opposite direction of them and
read the printed storybook or showed the e-book to the children, using an Apple iPad
Air 2 and a Piranha 7821 Bluetooth speaker to increase the volume. The “Let’s Knit
Love” storybook had some hotspots which activate animations that were not related
to the story plot. These animations were not activated because of the potential for

these hotspots to hinder comprehension (Bus et al., 2015; Takacs et al., 2015).
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After reading activities, the researcher took the children back to their classes. Then
she and Ayu invited them one by one "to answer Ayu's questions". While going back
to the classroom where the assessment was held, the researcher said with an excited
tone that she was very excited to answer Ayu's questions together, and almost all
children stated that they were also very excited. During the assessment process, the
child and the researcher sat facing each other on a child-sized chair and table, and the
assessment process was audio-recorded. Since there is a possibility that children's
knowledge about the story and story elements can be reinforced while the target
vocabulary test is being applied, Paris and Paris’s (2003) Narrative Comprehension
Task was administered before the target word test in the assessment process. The
implementation durations of the NCT and TWT varied according to individual
differences of participants and features of the storybook, but, in general each of them
lasted approximately 5-8 minutes. During the reading activities in all groups, the
researcher did not provide any mediation to make the groups as comparable to each
other as possible, and during the assessment process, the researcher did not engage
children in any conversations. Children’s spontaneous comments and questions were
answered with short responses like “OK”, “let’s talk about it after our activity.”,
“Yes, | like it, but we should answer Ayu’s questions first.” At the end of the
assessment process, Ayu thanked and hugged the children and gave them a sticker
that included the cover of the book. The same process was followed for all storybook
reading and assessment sessions. During the data collection process children in all
conditions were exposed to only one book in a week. In order to avoid the
sequencing effect, the conditions were divided into subgroups and the books were

read in different orders in these subgroups (see Table 3.12).
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3.5. Data Analysis

The data of the study were analyzed through IBM SPSS 26. Preliminary analyses
were conducted to investigate normality, outliers, missing values, skewness, and the
kurtosis values of variables. For the first phase of the study, one-way between group
Analysis of Variance (One-way ANOVA) was conducted to ensure identical

experimental conditions in terms of children’s internal story comprehension.

Before presenting the results of the analysis, descriptive statistics for conditions of

the study are presented in the Table 3.13.

Table 3.13. Descriptive statistics for conditions of the study (Phase I)

Conditions
Printed book Printed book E-book small E-book large
small group large group group group
(n=37) (n=37) (n = 36) (n = 36)

M SD M SD M SD M SD

Explicit Story 549 1660 595 163 556 1,403 556 1,362
Comprehension

Implicit Story 4,68 1582 4,70 1631 422 1726 4,75 1,645
Comprehension

As can be seen in Table 3.13, the study had four conditions. To increase the internal
validity, all conditions were balanced in terms of participants’ explicit and implicit
story comprehension scores. When the mean scores of implicit and explicit story
comprehensions in the table are examined, it was seen that all mean scores were very
close to each other in all conditions. Before the analysis, one-way ANOVA
assumptions were checked and it was seen that none of them were violated. The
results illustrated that there was no statistically significant difference between
experimental conditions in terms of explicit story comprehension scores [F (3, 142) =
,693, p > .05], and implicit story comprehension scores [F (3, 142) = ,804, p > .05]
(see table 3.14.).
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Table 3.14. One-way ANOVA results for explicit and implicit story comprehension
scores of The Red Apple

SS df M? F P
Explicit Story Comprehension
Between Groups 4.847 3 1.616 .698 555
Within Groups 328.913 142 2.316
Total 333.760 145
Implicit Story Comprehension
Between Groups 6.532 3 2.177 .804 494
Within Groups 384.810 142 2.710
Total 391.342 145

For the second phase of the study, a series of two-way between group Analysis of
Variance (Two-way ANOVA) was conducted to find answers to the research
questions. Two-way ANOVA gives a researcher an opportunity to not only examine
the main effect for each independent variable, but also understand the possible
interaction effect between these variables on a dependent variable (Pallant, 2016).
Before each analysis, assumptions were checked also by using IBM SPSS 26, and it

is seen that none of the assumptions were violated.

3.6. Assumptions and Limitations

This study has some assumptions. The first assumption is that, considering the
related databases and teacher-expert opinions, it was assumed that the selected words

in the "Target Word Test" were not known by children in the relevant age group.

Secondly, during the implementation process, it was assumed that the children in the
experimental and control groups were equally affected by uncontrollable external

factors.

In addition to these assumptions, the present study also has some limitations. The
first limitation was that the present research is limited to 60-72 months old children
in public kindergartens affiliated with the Kocaeli Province, Korfez District National

Education Directorate.
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Secondly, the present study is limited to the data which were collected by using
storybooks named "Luga", "Cemile is Riding a Pony", and "Let's Knit Love".

Lastly, although the experimental groups were balanced according to the initial story
comprehension of the participants, individual differences such as motivation and
attitude towards reading may affect the story reading process.

Considering these assumptions and limitations, the results of the current study may
not be representative of populations t larger scales, which may be affected by some
factors that do not apply to the participants of the current study.

In the following section, the internal and external validity of this study is given in
detail.

3.7. Internal and External Validity of the Study

The possible internal and external validity threats on the present study and the way to

eliminate these threats are discussed in this section of the study.

Internal validity is the degree to which the observed changes in the dependent
variable can be explained by the independent variable (Biyiikoztiirk et al., 2016). If a
study lacks internal validity, its findings may not reflect the truth. Therefore, it is
important to eliminate internal validity threats as much as possible while conducting

a study.

Experimental group differences could be a potential internal threat to the present
study. To eliminate this threat, the researcher conducted the study in two phases. In
the first phase, a printed book was read with children and a story comprehension pre-
test was implemented to assign participants to conditions to create identical
experimental groups. In addition, the researcher studiously selected the target words
of the study. When choosing the target words, the researcher considered two
different databases to ensure that the selected words are unlikely to be known by the

children of the specified age group. At the end of the selection, these words were
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presented to public kindergarten teachers for their opinions. By considering all these
processes, it can be said that the participants across experimental conditions were
identical not only in terms of story comprehension skills, but also their knowledge of

the words in the present study.

Implementing a pre-test for the target vocabulary test could pose a threat to the
internal consistency of the study as it could affect the post-test scores. Children who
have been exposed to the target words in the pre-test could learn the meanings of
these words independently of the intervention in the process, and this could prevent
the changes observed in the dependent variables from being explained by the
independent variable. The fact that the researcher chose words in the target
vocabulary test from words that children in this age group do not know eliminated
the need for pre-testing, and accordingly, this threat to internal validity was also

eliminated.

The location could also be threat for internal consistency. The data collection
environment may affect participants’ performance during the process. To reduce this
potential threat, the data were collected in similar environments which included

child-sized tables and chairs.

The characteristics of the data collector like gender, experience, communication
skills, and attitude might also affect the processes of intervention and data collection.
Therefore, to reduce this potential internal threat, the storybook reading activities and
implementation of tests were conducted by the same researcher in all experimental

conditions/groups.
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CHAPTER 4

RESULTS

This chapter provides the results of the current study with regard to the research
questions. Firstly, the descriptive information of the data is presented; secondly, the
assumption checking procedures are explained for two-way ANOVA analysis.

Lastly, a series of two-way ANOVA analysis results are presented.

4.1. Descriptive Statistics

Before presenting the results of the two-way ANOVA analysis, descriptive statistics
are presented in Table 4.1. to provide information about the main characteristics of
the data set.

Table 4.1. Descriptive statistics for conditions of the study

Conditions
Printed book Printed book E-book small E-book large
small group large group group group
(n=37) (n=37) (n=36) (n=36)
M SD M SD M SD M SD
Total Explicit
Story 16.08 3.954 1557 4.025 11.78 3.758 11.42 4.494
Comprehension
Total Implicit
Story 15.14 4590 14.03 5470 11.00 4.951 12.03 5.390
Comprehension
Total  Target 20.05 7.412 20.24 6.495 17.17 7.327 18.11 8.501
Word Test

As Table 4.1. illustrates, while the mean scores of total explicit story comprehension

were 16.08 for the printed book small group; 15.57 for the printed book large group;
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11.78 for the e-book small group; and 11.42 for the e-book large group; the mean
scores of total implicit story comprehension were 15.14 for the printed book small
groups; 14.03 for the printed book large group; 12.03 for the e-book large group; and
11.00 for the e-book small group, and the means of the total target word test were
20.24 for the printed book large group; 20.05 for the printed book small group; 18.11
for the e-book large group and 17.7 for the e-book small group, respectively.

In each dependent variable, while the mean scores of the same book types seem close
to each other, there were differences in the mean scores for different book types. In
relation to this, it was seen that the mean scores of different group sizes were at a
similar level. However, a series of two-way ANOVA analyses were performed to see

if these interpretations were statistically significant.

In the following section, information about assumption tests for the two-way

ANOVA analysis is presented.

4.2. Assumptions for the Two-way ANOVA Analysis

Prior to conducting three sets of two-way ANOVA analyses, the assumptions were
checked. Level of measurement, independence of observations, normal distribution,
and homogeneity of variance are the assumptions of two-way ANOVA analysis
(Pallant, 2016).

4.2.1. Level of Measurement

To conduct two-way ANOVA analysis, a researcher should deal with one continuous
dependent variable, and two categorical independent variables consisting of two or
more levels (Pallant, 2016). Since the researcher dealt with one continuous
dependent variable in each research question, and two categorical independent
variables consisting of two levels, there was no violation for level of measurement

assumption.
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4.2.2. Independence of Observations

Each measurement or observation that creates the data must be independent of the
others; meaning it cannot be affected by another measurement or observation
(Pallant, 2016).

In the present study, there was no relationship between the subjects in each condition
and the data from one subject did not influence the data from another; therefore, the

independence of observations assumption was met.

4.2.3. Normal Distribution

To check the normality assumptions, researcher examined the similarity of mean and
5% trimmed mean scores, skewness and kurtosis values, shapes of histograms, Q-Q
plots, detrended Q-Q plots, boxplots for outliers, and the results of Kolmogorov-
Smirnov statistics for each dependent variable (Pallant, 2016). According to these

examinations, no violation of the normality assumption was found (see Appendix G).

4.2.4. Homogeneity of Variance

When conducting a two-way ANOVA analysis, it is assumed that the populations
from which the samples are drawn have equal variances. That means the variances of
scores for each of the groups is similar (Pallant, 2016). To test this assumption, the
results of Levene’s test for equality of variances, which is given as a part of a two-
way ANOVA test, were checked. To meet the homogeneity of variance assumption,
the P value should be higher than .05. (Pallant, 2016). Because in all analyses, the P
value was higher than .05 (see Table 4.2.), the present study did not violate this

assumption.

Table 4.2. Levene's Test of Equality of Error Variances for All Dependent Variables

Levene
Statistic  dfl df2 P
Total ESC of All Books Based on Mean 811 3 142 ,490
Based on Median 134 3 142 ,533
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Table 4.2. Levene's Test of Equality of Error Variances for All Dependent Variables
(Cont’d)

Based on Median and .734 3 136,745 ,533
with adjusted df
Based on trimmed .803 3 142 ,494
mean

Total ISC of All Books Based on Mean 484 3 142 ,694
Based on Median 485 3 142 ,693
Based on Median and .485 3 134,342 ,693
with adjusted df
Based on trimmed .481 3 142 ,696
mean

Total TWT All Books Based on Mean .897 3 142 ,445
Based on Median J77 3 142 ,509
Based on Median and .777 3 135,144 509
with adjusted df
Based on trimmed .875 3 142 ,456
mean

Since all assumptions were met, there was no obstacle to conducting a two-way
ANOVA analysis. The following section presents the inferential statistics of the

present study.

4.3. Inferential Statistics

In this section, the research questions are examined by conducting a series of two-

way ANOVA analyses.

4.3.1. The Difference in Kindergartener’s ESC Scores in terms of Book

Format and Group Size

RQ1: Is there any significant difference in ESC scores of kindergarteners in terms of

book format and group size?

Ho: There is no significant difference in ESC scores of kindergarteners in
terms of book format.

Hai: There is a significant difference in ESC scores of kindergarteners in
terms of book format.

92



Ho: There is no significant difference in ESC scores of kindergarteners in
terms of group size.
Ha: There is a significant difference in ESC scores of kindergarteners in

terms of group size.

Ho: There is no interaction effect between book format and group size.

Ha: There is an interaction effect between book format and group size.

A two-way between-groups analysis of variance (ANOVA) was conducted to
explore differences in explicit story comprehension scores (ESC) of young children
in regard to book format and group size. Book format was divided into two
categories, electronic book (e-book) and printed book. Group size was categorized
into two groups, small and large. The interaction effect was not statistically
significant, F (1, 142) = .013, p > .05. Similarly, there was no statistically significant
main effect of group size, F (1, 142) = .422, p>.05. On the other hand, there was a
statistically significant main effect for book type, F (1, 142) = 39.45, p < .05 with a
large effect size (p®> = .21). As shown in Figure 4.13. and Table 4.3. below, both
small and large groups had higher explicit story comprehension scores in the printed

book condition.

On that point, it can be said that while we failed to reject the second and third null
hypothesis, we might reject the first null hypothesis.

Table 4.3. Two-way ANOVA results for explicit story comprehension

SS df  MS F P p 2
Corrected Model 659.300? 3 219.767 13.298 .000 219
Intercept 27440.704 1 27440.704 1660.373  .000 921
B TYPE 652.074 1 652.074 39.455 .000 217
GRP_SIZE 6.979 1 6.979 422 517 .003
B _TYPE * GRP_SIZE .212 1 212 .013 910 .000
Error 2346.810 142 16.527
Total 30568.000 146
Corrected Total 3006.110 145

a. R Squared =.219 (Adjusted R Squared = .203)
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Estimated Marginal Means of Total ESC of All books

17 Group
Size

small

— large

Estimated Marginal Means

ﬂ N

Printed book e-book

Book Type

Figure 4.1 Small and large groups’ explicit story comprehension scores by book
type.

4.3.2. The Difference in Kindergartener’s ISC Scores in terms of Book Format

and Group Size

RQ?2: Is there any significant difference in ISC scores of kindergarteners in terms of

book format and group size?

Ho: There is no significant difference in ISC scores of kindergarteners in
terms of book format.
Ha: There is a significant difference in ISC scores of kindergarteners in terms

of book format.

Ho: There is no significant difference in ISC scores of kindergarteners in
terms of group size.
Hai: There is a significant difference in ISC scores of kindergarteners in terms

of group size.

Ho: There is no interaction effect between book format and group size.

Hai: There is an interaction effect between book format and group size.
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A two-way between-groups analysis of variance (ANOVA) was conducted to
explore differences in implicit story comprehension scores (ISC) of young children
in regard to book format and group size. Book format was divided into two
categories, electronic book (e-book) and printed book. Group size was categorized
into two groups, small and large. The interaction effect was not statistically
significant, F (1, 142) = 1.59, p > .05. Similarly, there was no statistically significant
main effect of group size, F (1, 142) = .002, p >.05. Unlike others, there was a
statistically significant main effect for book type, F (1, 142) = 13.13, p < .05 with a
medium effect size (np? = .085). As shown in Figure 4.14. and Table 4.4. below, both
small and large groups had higher explicit story comprehension scores in the printed

book condition.

On that point, it can be said that while we failed to reject second and third null
hypothesis, we might reject the first null hypothesis.

Table 4.4. Two-way ANOVA results for implicit story comprehension

SS df MS F P Np 2

Corrected Model 385.046% 3 128.349 4,912 .003 .094
Intercept 24849.918 1 24849.918 951.060 .000 .870
B TYPE 343.315 1 343.315 13.139 .000 .085
GRP_SIZE .059 1 .059 .002 .962 .000
B TYPE * GRP_SIZE 41.621 1 41.621 1.593 .209 .011
Error 3710.270 142 26.129

Total 29030.000 146

Corrected Total 4095.315 145

a. R Squared =.094 (Adjusted R Squared = .075)
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Estimated Marginal Means of Total ISC of All books
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Size
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Book Type

Figure 4.2 Small and large groups’ implicit story comprehension scores by book
type.

4.3.3. The Difference in Kindergartener’s TWT Scores in terms of Book

Format and Group Size

RQ3: Is there any significant difference in TWT scores of kindergarteners in terms

of book format and group size?

Ho: There is no significant difference in TWT scores of kindergarteners in

terms of book format.

Ha: There is a significant difference in TWT scores of kindergarteners in

terms of book format.

Ho: There is no significant difference in TWT scores of kindergarteners in
terms of group size.
Hai: There is a significant difference in TWT scores of kindergarteners in

terms of group size.

Ho: There is no interaction effect between book format and group size.

Hai: There is an interaction effect between book format and group size.
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A two-way between-groups analysis of variance (ANOVA) was conducted to
explore the differences in Target Word Test scores (TWT) of young children in
regard to book format and group size. Book format was divided into two categories,
electronic book (e-book) and printed book. Group size was categorized into two
groups, small and large. The interaction effect was not statistically significant, F (1,
142) = .093, p > .05. Similarly, there was no statistically significant main effect of
group size, F (1, 142) = .211, p >.05. There was a statistically significant main effect
for book type, F (1, 142) = .4.12, p < .05 with a small effect size (np? = .028). As
shown in Figure 4.15. and Table 4.5. below, both small and large groups had higher
target word test scores in the printed book condition.

On that point, it can be said that, while we failed to reject the second and third null

hypothesis, we might reject the first null hypothesis.

Table 4.5. Two-way ANOVA results for vocabulary acquisition (TWT)

SS df MS F P Np 2
Corrected Model 246.584? 3 82.195 1.476 224 .030
Intercept 52108.497 1 52108.497 936.011 .000 .868
B TYPE 229.866 1 229.866 4.129 .044 .028
GRP_SIZE 11.725 1 11.725 211 .647 .001
B TYPE * GRP_SIZE 5.204 1 5.204 .093 .760 .001
Error 7905.258 142 55.671
Total 60365.000 146
Corrected Total 8151.842 145

a. R Squared = .030 (Adjusted R Squared = .010)
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Figure 4.3 Small and large groups’ target word test scores by book type.

4.4. The Summary of the Results

The results of the study illustrated that although book format had an effect on
children’s explicit comprehension, implicit comprehension, and word learning skills,
group size or interaction of book type and group size did not have an effect on any of
these skills. By considering these results, it can be said that in both small and large
groups, printed books contributed more to children's implicit and explicit story

comprehension and vocabulary acquisition skills compared to electronic books.
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CHAPTER 5

DISCUSSION

In this chapter, the findings of the study are discussed in light of the literature. The
present study illustrated similar findings regarding the effects of group size and book
format on 5-year-old kindergarteners’ explicit story comprehension, implicit story
comprehension, and vocabulary acquisition skills. The results showed that although
book format had an effect in favor of the printed book format in all of the three early
literacy skills, neither group size nor the interaction of book type and group size had

any effects.

Therefore, while discussing the results in the first section of this chapter, findings
about book format are discussed, while in the second section, findings about group
size are discussed. Furthermore, the implications and recommendations are

presented.

5.1. The Effect of Book Format on Kindergarteners’ Vocabulary Acquisition,
Explicit and Implicit Story Comprehension Skills

One aim of the present study was to understand whether book format affected the
three early literacy skills of kindergarteners: vocabulary acquisition, explicit story

comprehension, and implicit story comprehension.

The results revealed that children in the printed book conditions outperformed the
children in the e-book conditions in all assessed early literacy skills. As mentioned in
earlier chapters, there is no consensus among researchers about the effects of e-books
on children’s early literacy skills. Therefore, although the results of the present study
are consistent with some of previous studies in the literature (Chiong et al., 2012; de
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Jong & Bus,2002; Krcmar & Cingel, 2014; Reich et.al., 2019; Sapaglam et al.,
2020.), they diverge from others (Altun, 2018a; Ihmeideh, 2014; Rvachew et al.,
2017, Sar1, 2018).

Parallel to the present study, Reich and others (2019), compared preschoolers’ story
comprehension, vocabulary and engagement skills based on the book format they
were exposed to. They reported that preschoolers who were exposed to printed book
reading outperformed those who were exposed to e-book reading in terms of story
comprehension, vocabulary and engagement skills. Similarly, Chiong and others
(2012) investigated the different effects of book format on young children’s story
comprehension skills. They illustrated that children comprehend the story better

when they are exposed to printed book reading activities.

There are three possible main reasons why printed book reading activities better
support young children's story comprehension and vocabulary acquisition skills over
e-book reading activities. These possible reasons are presented in the following

paragraphs.

Firstly, the researcher in the current study used the auto-narration feature in the
electronic book reading sessions, while she read the story aloud in the printed book
reading sessions. In the reading activities with both book types, the researcher did not
interact with the children by asking questions, answering, or chatting, they only read
stories (for printed books) and showed the iPad (for e-books). Although no mediation
was provided during the reading activities, it cannot be ignored that there might
inadvertently be some interaction between children and the researcher since the
children heard the story from her voice and saw possible unintentional gestures of the
reader. This situation may have led to drawing a conclusion in favor of printed books
when comparing reading activities conducted with e-books and printed books.
According to Vygotsky (1986), learning takes place in a social order and children's
interaction with a more knowledgeable individual supports their learning process.
Humans are social creatures by nature, and much of their learning involves the

knowledge and skills they acquire by interacting with others around them (Engler,

100



2013). For this reason, unlike electronic book reading activities, this spontaneous
interaction between the researcher and children possibly occurred during printed
book reading activities, and may have positively affected the children's story
comprehension and vocabulary acquisition skills. Previous studies also emphasized
the positive effect of these possible interactions that occur naturally during the
printed book reading activities (Chiong et al., 2012; Kozminsky & Asher-Sadon,
2013; Krcmar & Cingel, 2014; Reich et al., 2019).

Secondly, it is thought that children’s attitudes toward technology and their
technology habits may have also affected the results. Recent studies revealed that
young children spend a significant part of their time at home in front of the screen
(Can-Yasar et al., 2012; Livingstone et al., 2014; Neumann & Neumann, 2017;
Plowman & Stevenson, 2012; Rideout, 2014, TURKSTAT, 2021), and during this
time children mostly prefer to play games, and watch various entertainment videos
on video-sharing sites (Altun, 2019; Bulut, 2018; Ceyhan & Ceyhan, 2011; Chiong
& Schuler, 2010; Gilingdr et al., 2020) On that point, children who have such
experience with fun apps or interactive games, may tend to associate tablet
computers with toys and fun rather than learning. Because of this association, during
screen time children may expect to play games rather than listening stories and this
unfulfilled expectation hinders their motivation to participate in the reading
activities. On a different point, this result may also be explained by the “Amount of
Invested Mental Effort Theory (AIME)” of Solomon (1981). According to AIME,
individuals tend to put greater effort when they try to process complex, ambiguous
stimuli which they cannot account for easily these stimuli by using their existing
mental schema. In other words, people tend to put in less mental effort when they
encountered a situation that they find easy (Rieh et al., 2012). Therefore, children
may put less mental effort into e-book reading activities because screen time meant
"game time" to them. This situation may have led them to acquire less information
and accordingly comprehend the story less in e-book reading sessions compared to
printed book reading activities. Therefore, children in the printed book conditions
may have outperformed those in the e-book conditions.
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Lastly, some multimedia features of e-books may play different roles in contributing
to the development of early literacy skills by young children, and research in the
literature draw different conclusions about this point. For example, well-designed e-
books generally include multimedia features such as motion pictures (animations),
camera techniques, music, and sound effects to support the story being told (Zucker
et al., 2009). The e-books used in the present study also had some animations
(motion pictures) and soft background music. Although some studies illustrated the
positive contributions made by background music to children’s early literacy skills
(Bus et al., 2015; Takacs et al., 2015), others emphasized that it may hinder story
comprehension and vocabulary acquisition (Lehmann & Seufert, 2017; Sar1, 2019;
Smeets et al., 2014). Sar1 (2019) indicated that the background music and sound
effect features of e-books do not support children's story comprehension and
vocabulary acquisition skills, and on the contrary, they have negative effects on these
skills. In the current study, the reason why children who participated in printed book
reading activities performed better than children who participated in electronic book
reading activities may be the simultaneous presence of story narration and
background music in electronic books. This situation may have negatively affected
children understanding the story and acquiring new words by creating a cognitive
load on their working memory. As it was explained in detail in the literature review
chapter, according to Paivio’s Dual Coding Theory and Mayer’s Cognitive Theory of
Multimodal Learning, learning occurs better when the information is gathered
through both verbal and non-verbal channels (Mayer, 2001; Paivio, 2006; Sadoski &
Paivio, 2013; Schnotz, 2005). Using different channels makes learning more
permanent and alleviates the overload that can occur on a channel. However, music
and sound effects in electronic books use the same channel as storytelling, and this
may cause cognitive load on the non-verbal (auditory) channel (Kirschner, 2002). As
a result of this cognitive load, it may not be possible for children to match verbal and
non-verbal information. This situation might prevent children from acquiring new
words and comprehending the story, and may have caused electronic books to be less

effective in developing these skills than printed books in the present study.
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According to the statistical results of the current study, although printed books were
more effective than electronic books, this does not mean that electronic books do not
contribute to the development of children’s early literacy skills. For this reason, it
should not be forgotten that although printed books were more effective in this study,
electronic books can be also a good alternative for young generations to develop
early literacy skills and acquire knowledge.

5.2. The Effect of Group Size on Kindergarteners’ Vocabulary Acquisition,
Explicit and Implicit Story Comprehension Skills

Another aim of the present study was to understand whether group size affects
kindergarteners’ development of three early literacy skills: vocabulary acquisition;

explicit story comprehension; and implicit story comprehension.

The findings of the present study revealed that group size had no effect on explicit
story comprehension, implicit story comprehension, or vocabulary acquisition skills
of 5-year-old kindergarten students. This result is consistent with the results reported
by Neuman and Kaefer (2013) who investigated whether group size has an effect on
word knowledge. Their results indicated that the word knowledge of children
improved significantly regardless of the group size in which they participated in
reading activities. Therefore, it was concluded that the group size did not have a

significant effect on the development of children’s word knowledge.

Although the findings of the present study regarding the effects of group size on
children’s story comprehension and vocabulary acquisition skills are consistent with
the findings of some studies, they conflict with the findings of others (Morrow &
Smith, 1990; Phillips & Twardosz, 2003). For example, Morrow and Smith (1990)
found that children in small reading groups performed better in story comprehension
assessments compared to children in large group. However, when the studies which
reveal significant differences between group sizes were examined, it is seen that
these differences were mostly associated with the peer interaction that occurred in
the group during the intervention process (Morrow & Smith, 1990; Phillips &

Twardosz, 2003). However, in the present study, the children were not allowed to
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interact with one another or have conversations during the activity process, which
limited interaction among students during the reading activities. If the effects of
group size are due to peer interaction during reading activities, the limited interaction
among the students in the current study might have blocked any positive influence of
group size. Therefore, in this study, it may be concluded that group size has no effect
on reading activities with young children in both book formats.

Future studies may develop a similar study by using a shared reading technique
which gives more opportunities for peer and adult-child interaction to investigate if
the results differ.

5.3. Implications

The present study revealed significant findings regarding the efficacy of e-book and
printed book reading activities by comparing them and by also considering reading
group size. Through these findings, some educational implications for teachers and e-

book developers are discussed in the following paragraphs.

The literature emphasized that to become efficient readers, precursors of reading
skills should be developed in early years (Bishop, 2003; Catts et al., 1999; Morris et
al., 2003; Utchell et al., 2016). Story comprehension and word acquisition skills are
accepted as two precursors of future reading comprehension skills (Oakhill & Cain,
2012; Catts et al., 2015). Facilitating the development of these skills should be the
aim of an early childhood education teacher. It is illustrated in the literature that
reading storybooks regularly with young children not only helps them to understand
the features of their mother tongue, but also to develop vocabulary and
comprehension skills, as well as spending quality time together (Mol & Bus, 2011).
Therefore, regularly conducting storybook reading activities with children can be an
option for the teachers to facilitate their students’ skills. However, when choosing
reading materials for these activities, teachers should carefully choose materials that
are suitable for the skills they want to support and the objectives they want to
achieve. For example, the results of the current study revealed that printed book

reading activities have more potential to facilitate young children’s story
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comprehension and vocabulary acquisition skills compared to their electronic
counterparts. Therefore, early childhood education teachers may prefer to read
printed books rather than e-books when they conduct an activity that has objectives
to support story comprehension or vocabulary acquisition skills. However, it should
also be noted that although the findings of this study emphasized the superiority of
printed books to supporting these skills compared to their electronic counterparts, it
was not concluded that e-books were ineffective in supporting the development of
young children’s story comprehension and word acquisition skills. As
aforementioned, novelty of the activity may also impact children's interests and the
quality of the learning process (Reich et al., 2019). Therefore, the occasional use of
e-books in reading activities might cause e-books to be perceived as novel mediums
by children and can be beneficial by supporting their learning processes. However,
there are important issues that teachers should pay attention to when they use the
electronic book format as an alternative. This study concluded that the background
music added to electronic books might have created a cognitive load since it was
processed in the same channel as the story narration, and accordingly, the story
comprehension and vocabulary acquisition skills of children in electronic book
reading conditions might have been negatively affected. Therefore, while conducting
e-book reading activities, teachers should choose an e-book which does not include
background music or make sure that the background music in the selected book is at
least low-pitched and soft-toned which do not avert the story narration, and/or

distract children’s attention.

Basically, a story includes some main elements like characters, setting, initiating
event, problem, outcome resolution and theme. According to Paris and Paris (2003),
children’s ability to understand the connection between these elements is an indicator
of their level of story comprehension skills. Therefore, storybooks which include
these main elements can be more beneficial to support the development of story

comprehension skills of young children.

Since the current study concluded that the simultaneous existence of background

music and story narration may create cognitive load and hinder the story
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comprehension and vocabulary acquisition skills of young children, e-book
developers should consider this effect while developing new e-books. They should
be aware of the fact that multimedia feature added to the electronic books in order to
make the content richer and more attractive do not always support the development

of children.

Furthermore, since this study concluded that group size has no effect on story
comprehension and vocabulary acquisition skills, teachers with a large class size
should not despair that reading activities will not be beneficial in their classrooms.
They should be aware of the importance of reading activities regardless of the

number of children they teach.

5.4. Limitations and Recommendations

The present study comprises three specific limitations that should be considered
during the interpretation of findings. First, the present study is limited to 5-year-old
kindergarteners who were enrolled in public schools in Kocaeli, Koérfez. Therefore,
future studies may utilize larger samples from different districts of Tiirkiye to

increase the generalizability of the study findings.

Secondly, the present study is limited to the data collected through the storybooks
“Luga,” “Cemile is Riding a Pony,” and “Let’s Knit Love”. Future studies may use

different books to see if the results change.

Thirdly, since it is thought that different multimedia features added on e-books may
differently affect the story comprehension and vocabulary acquisition skills of young
children (Bus et al., 2015; Sar1, 2019; Takacs et al., 2015), further studies may also
investigate the effect of different multimedia features of e-books on young children’s
early literacy skills during the e-story reading activities conducted in different group

sizes.

Fourtly, in this study, the whole process was carried out by the researcher, but the

level of teachers' Techological Pedagogical Content Knowledge (TPACK) and the
106



educational practices developed accordingly may also be a factor affecting the
learning process. Future research may examine the effects of teachers' TPACK levels
and teaching skills (classroom management, book reading, etc.) on e-book and

printed book reading activities conducted in different group sizes.

Fifthly, because it is believed that children’s habits of technology usage and their
attitudes towards technology may affect their performance during the e-book reading
activities, future studies may also consider the level of children’s attitude towards
screens while comparing the efficacy of printed book reading activities and e-book
reading activities

Finally, although the experimental groups were balanced by considering children’s
initial story comprehension scores, children’s individual differences such as their
attitudes toward reading, motivations, temperaments, home literacy environments
and technology experiences may affect the storybook reading activity process. Future

studies may control these factors.
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APPENDICES

APPENDIX A: PARENTAL APPROVAL FORM

Veli Onam Formu

Saym Veli;

Cocugunuzun katilacagi bu calisma, “Grup Biiyiikliigii ve Elektronik Hikaye Kitabi Okuma: Farkli
Grup Biiyiikliiklerinde Uygulanan E-Kitap Okuma Etkinliklerinin Hikaye Anlama ve Kelime
Edinimi Becerileri Agisindan Kiyaslanmasi” adiyla, Ekim 2022 Ocak 2022 tarihleri arasinda
yapilacak bir arastirma uygulamasidir.

Arastirmamin Hedefi: Arastirmamizin amaci elektronik hikaye kitaplan (e-kitap) ve
basili hikaye kitaplari ile yapilan okuma etkinliklerinin heniiz okur-yazar olmayan cocuklarin
hikayeyi anlama ve kelime edinimi becerilerine olan etkisini karsilagtirmaktir. Aym zamanda
okuma etkinliklerinin uygulandig1 gruplardaki kisi sayisinda goriilen ¢esitliliin bu becerilere
olan etkisinin incelenmesi amaglanmaktadir.

Arastirma Uygulamast: Cocugunuzun siire¢ boyunca yas gruplarina uygun olarak segilen
hikaye kitaplar ile gerceklestirilecek okuma etkinliklerine katilmas: ve sonrasinda da uzmanlar
tarafindan gelistirilen “Anlatiyi Anlama Testi” ni ve arastirmaci tarafindan gelistirilen “Hedef
Kelime Testi” ni cevaplandirmasi beklenmektedir. Anlatiyr anlama testi toplamda 10 adet sorudan
olusmaktadir. Bu sorular hikayenin gocuk tarafindan ne diizeyde anlasildigini élgmeye yoénelik
sorulardir. (Ornek: “Tavsan ve kur faresi neden tilkivi goriince sevindiler ve ondan yardim
istediler?” ve “Hikdyenin bu kisminda tavsan nasil hissedivor? Sence neden éyle hissedivor
olabilir? ). Hedef kelime testi ise cocugunuzun okunan hikaye kitabindan segilen 9 adet kelimenin
anlamim etkinlik sonunda 6grenip 6grenmedigini él¢meye yarayan bir aragtir. Cocuklara kitap
okuma etkinliklerinden sonra okulda bulunan baska bir simifta bu testler bireysel olarak
uygulanacaktir. Testlerin bireysel olarak uygulanmasinin amaci dikkat dagimkliklarini
engellemektir. Yukarida da belirtildigi gibi bu testler sadece okunan hikayeye yonelik sorulardan
olusmaktadir. Soru-cevap sirasinda arastirmanin giivenilirligini artirmak amaci ile arastirmaci
tarafindan ses kaydi almacaktir. Bu ses kayitlann hicbir sekilde 3. bir sahis tarafindan
dinlenmeyecek. paylasilmayacaktir.

Araghrma  T.C. Milli Egitim Bakanhf’nin ve okul yonetiminin de izni ile
gergeklesmektedir. Arastirma uygulamasina katilim tamamiyla goniilliilik esasina dayali
olmaktadir. Cocugunuz calismaya katilip katilmamakta 6zgiirdiir. Arastirma ¢ocupunuz igin
herhangi bir istenmeven etki va da risk tasimamaktadir. Cocugunuzun katilimi tamamen sizin
istefinize baghdir, reddedebilir ya da herhangi bir asamasinda aynlabilirsiniz. Arastirmaya
katilmamama veya arastirmadan ayrilma durumunda &grencilerin akademik basarilan, okul ve
dgretmenleriyle olan iligkileri etkilemeyecektir.

Calismada 6grencilerden kimlik belirleyici higbir bilgi istenmemektedir. Cevaplar
tamamuyla gizli tutulacak ve sadece arastirmacilar tarafindan degerlendirilecektir.

Uygulamalar, genel olarak kisisel rahatsizlik verecek sorular ve durumlar icermemektedir. Ancak,

katihm sirasinda sorulardan ya da herhangi baska bir nedenden gocufunuz kendisini rahatsiz
hissederse cevaplama isini yarida birakip c¢ikmakta ozgiirdiir. Bu durumda rahatsizhin
giderilmesi i¢in gereken yardim saglanacaktir. Cocugunuz calismaya katildiktan sonra istedigi an
vazgecebilir. Boyle bir durumda veri toplama aracim1 uygulayan kisiye, calismayi
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APPENDIX A: PARENTAL APPROVAL FORM (CONT’D)

tamamlamayacagini séylemesi yeterli olacaktir. Calismaya katilmamak ya da katildiktan sonra
vazgecmek cocugunuza hicbir sorumluluk getirmeyecektir.

Onay vermeden dnce sormak istediginiz herhangi bir konu varsa sormaktan gekinmeyiniz. Calisma

bittikten sonra bizlere telefon veya e-posta ile ulasarak soru sorabilir, sonuclar hakkinda bilgi
isteyebilirsiniz.

Saygilarimizla,

Arastirmaci : Miige ONGUR

fletisim bilgileri

ﬁeﬁsi bulundugum smnifi numaral ﬁgrencism

............................................ ‘in yukarida actklanan arastirmaya katilmasmna izin

veriyorum. (Liitfen formu imzaladiktan sonra ¢ocugunuzla okula geri gdnderiniz*).

Isim-Soyisim imza:

Veli Adi-Soyadi

\Telefon Numarasi : /
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APPEXDIX B: NARRATIVE COMPREHENSION QUESTIONS FOR EACH

BOOK

Anlatiy1 Anlama Testi Narrative Comprehension Task, NCT (Paris & Paris,

2003)

Kirmizi1 Elma (Oral, 2021)

Acik Hikayeyi Anlama Becerisini Degerlendirmek I¢in Sorulan Sorular

1)

2)

3)

4)

5)

[Kitap kapali konumda, karakterler ile ilgili soru]
Bu hikayedeki karakterler kimlerdi?
[Book closed, “characters”]
Who are the characters in this story? (Replacement words: people, animals),

[Kitap kapali konumda, ortam ile ilgili soru]
Hikaye nerede geciyordu?
[Book closed, “setting”]
Where does the story happen? (Replacement words: setting, take place)

[Sayfa 3 — 4 acik, Tetikleyici olay]

Hikayenin bu kisminda ne oluyordu bana anlatir misin? Hikidyenin bu
kismi neden onemli?

[p. 3 - 4, initiating event]

Tell me what happens at this point in the story. Why is this an important part
of the story?

[Sayfa 5 - 6 acik, problem, sorun ile ilgili soru]

Eger bu hikiyeyi bana anlatirsan su anda, kitabin burasinda ne
oldugunu soylerdin? Neden bu gerceklesti?

[p. 5 - 6, problem]

If you were telling this story, what would you say is going on now? Why did
this happen?

[Sayfa 15- 16 acik, Sorunun Coziimii]

Burada ne oldu? Neden bdyle bir sey yaptilar?
[p. 15 - 16, outcome resolution]

What happened here? Why does this happen?

Ortiik Hikdyeyi Anlama Becerilerini Degerlendirmek i¢in Sorulan Sorular

1)

[Sayfa 5- 6 agik, Duygular ile ilgili soru]

Hikayenin bu kisminda tavsan nasil hissediyor? Sence neden oyle
hissediyor olabilir?

[p. 5-6, feelings]

Tell me what the rabbit are feeling in this picture. Why do you think so?
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2) [Sayfa 1l - 12 agik, Nedensel Cikarim]
Tavsan ve kir faresi neden tilki goriince sevindiler ve ondan yardim
istediler?
[p. 11 - 12, causal inference]
Why did the rabbit and the shrew rejoice when they saw the chubby fox and
asked him for help?

3) [Sayfa 19 - 20 acik, Diyalog ile ilgili soru]
Burada ne konusuluyordu bana sdyleyebilir misin? Tavsan neden boyle
demis olabilir?
[p. 19 — 20, dialogue]
Can you tell me what was being discussed here? Why did the rabbit say that?

4) [Sayfa 27 - 28 agik, tahmine yonelik soru]
Bu hikiyenin son resmi. Sence sonrasinda ne olmus olabilir? Neden
boyle diisiiniiyorsun?
[p. 27 - 28, prediction]
This is the last picture of the story. What do you think happens next? Why do
you think so?

5) [Kitap kapali, Tema ile ilgili soru]
Okudugumuz hikayeyi diisiiniince tavsan elmaya ulasmayr nasil
basardi? En sonunda elmay1 kim yedi? Sen tavsanin yerinde olsan ne
yapardin? Neden?
[Book closed, theme]
Considering the story we read, how did the rabbit manage to reach the
apple? Who ate the apple in the end? What would you do if you were the
rabbit? Why?

Luga (Hemmatirad, 2018)
Acik Hikayeyi Anlama Becerisini Degerlendirmek I¢in Sorulan Sorular

1) [Kitap kapali konumda, karakterler ile ilgili soru]
Bu hikayedeki karakterler kimlerdi?
[Book closed, “characters’]
Who are the characters in this story? (Replacement words: people, animals)

2) [Kitap kapali konumda, ortam ile ilgili soru]
Hikaye nerede geciyordu?
[Book closed, “setting”]
Where does the story happen? (Replacement words: setting, take place)

3) [Sayfa5 agik, Tetikleyici olay]
Hikayenin bu kisminda ne oluyordu bana anlatir misin? Hikayenin bu
kismi neden onemli?
[p. 5, initiating event]
Tell me what happens at this point in the story. Why is this an important part
of the story?
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4)

5)

[Sayfa 13 - 14 acik, problem, sorun ile ilgili soru]

Eger bu hikidyeyi bana anlatirsan su anda, kitabin burasinda ne
oldugunu soylerdin? Neden bu gerceklesti?

[p. 13 - 14, problem]

If you were telling this story, what would you say is going on now? Why did
this happen?

[Sayfa 15 - 16 agik, Sorunun Coziimii]

Burada ne oldu? Neden boyle bir sey yaptilar?

[p. 15 - 16, outcome resolution]

What happened here? Why did they do such a thing?

Ortiik Hikdyeyi Anlama Becerilerini Degerlendirmek i¢in Sorulan Sorular

1)

2)

3)

4)

5)

[Sayfa 7 agik, Duygular ile ilgili soru]

Hikayenin bu kismida tecriibeli kus nasil hissediyor? Sence neden oyle
hissediyor olabilir?

[p. 7, feelings]

How does the experienced bird feel in this part of the story? Why do you think
she might feel that way?

[Sayfa 3 - 4 acik, Nedensel Cikarim]

Kuslar neden sade yuvalar yapmay tercih ediyorlardi?
[p. 3 - 4, causal inference]

Why did the birds prefer to build plain nests?

[Sayfa 7 - 8 acik, Diyalog ile ilgili soru]

Burada ne konusuluyordu bana sdyleyebilir misin? Tecriibeli kus
Luga’ya ne dedi? Neden boyle demis olabilir?

[p. 7 - 8, dialogue]

Can you tell me what was being discussed here? What did the experienced
bird say to Luga? Why could she have said that?

[Sayfa 15 — 16 agik, tahmine yonelik soru]

Bu hikiyenin son resmi. Sence sonrasinda ne olmus olabilir? Neden
boyle diisiiniiyorsun?

[p. 15 - 16, prediction]

This is the last picture of the story. What do you think happens next? Why do
you think so?

[Kitap kapali, Tema ile ilgili soru]

Okudugumuz hikayeyi diisiiniince Tecriibeli kus Luga’y1 daha sade bir
yuva yapmasi konusunda uyarinca Luga ne yapmisti? Sence bu dogru
bir davramiy m? Luga senin arkadasin olsa sen ne yapmalarmi
onerirdin? Neden?

[Book closed, theme]

Considering the story we have read, can you tell me what did Luga do when
experienced bird warn him to build a plain nest? Do you think it is
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appropriate? If Luga was your friend, what would you advise him to do?
Why?

Cemile Midilliye Biniyor (de Petigny & Delvaux, 2008)
Acik Hikayeyi Anlama Becerisini Degerlendirmek I¢in Sorulan Sorular

1) [Kitap kapali konumda, karakterler ile ilgili soru]
Bu hikayedeki karakterler kimlerdi?
[Book closed, “characters”]
Who are the characters in this story? (Replacement words: people, animals),

2) [Kitap kapali konumda, ortam ile ilgili soru]
Hikaye nerede geciyordu?
[Book closed, “setting”]
Where does the story happen? (Replacement words: setting, take place)

3) [Sayfa 2 agik, tetikleyici olay]
Hikayenin bu kisminda ne oluyordu bana anlatir misin? Hikiyenin bu
kismi neden 6nemli?
[p. 12, initiating event]
Tell me what happens at this point in the story. Why is this an important part
of the story?

4) [Sayfa 13 ac¢ik, problem, sorun ile ilgili soru]
Eger bu hikdyeyi bana anlatirsan su anda, kitabin burasinda ne
oldugunu soylerdin? Neden bu gerceklesti?
[p. 13, problem]
If you were telling this story, what would you say is going on now? Why did
this happen?

5) [Sayfa 14 ag¢ik, Sorunun Coziimii]
Kestane’yi nasil yiiriimeye ikna ettiler? Neden oyle yaptilar?
[p. 14, outcome resolution]
How did they convince Kestane to walk? Why did they do that?

Ortiik Hikayeyi Anlama Becerilerini Degerlendirmek icin Sorulan Sorular

1) [Sayfa 2 agik, Duygular ile ilgili soru]
Sence Cemile burada hangi duyguyu hissediyor? Neden?
[p. 2, feelings]
What emotion do you think Cemile feels here? Why?

2) [Sayfa 9 agik, Nedensel Cikarim]
Cemile neden Kestane’ye ilk bindiginde korkmus olabilir?
[p. 9, causal inference]
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Why might Cemile be scared when she first got on Kestane?

3) [Sayfa 14 acik, Diyalog ile ilgili soru]
Burada ne konusuluyordu bana soyleyebilir misin? Neden boyle denmis
olabilir?
[p. 14, dialogue]
Can you tell me what was being discussed here?

4) [Sayfa 16 acik, tahmine yonelik soru]
Bu hikayenin son resmi, hikayemiz burada bitiyor. Sence sonrasinda ne
olmus olabilir? Neden bdoyle diisiiniiyorsun?
[p. 21 — 22, prediction]
This is the last picture of the story, our story ends here. What do you think
might have happened next? Why do you think that?

5) [Kitap kapali, Tema ile ilgili soru]
Okudugumuz hikayeyi diisiiniince, Kestaneyi yiiriimeye nasil ikna
etmislerdi? Sen olsan nasil ikna etmeye calisirdin? Neden?
[Book closed, theme]
Considering the story we read, how did they convince Kestane to walk? What
would you do to persuade her?

Haydi Sevgi Orelim (Dasuki & Rasuli, 2020)
Acik Hikayeyi Anlama Becerisini Degerlendirmek Icin Sorulan Sorular

1) [Kitap kapali konumda, karakterler ile ilgili soru]
Bu hikayedeki karakterler kimlerdi?
[Book closed, “characters’]
Who are the characters in this story? (Replacement words: people, animals)

2) [Kitap kapali konumda, ortam ile ilgili soru]
Hikaye nerede geciyordu? Nerelere gidiyorlardi?
[Book closed, “setting”]
Where does the story happen? Where did they go? (Replacement words:
setting, take place)

3) [Sayfal - 2 agik, tetikleyici olay]
Hikayenin bu kisminda ne oluyordu bana anlatir misin? Hikiyenin bu
kismi neden 6nemli?
[p.1 - 2, initiating event]
Tell me what happens at this point in the story. Why is this an important
part of the story?
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4)

5)

[Kapak sayfasi agik, problem, sorun ile ilgili soru]

Hikayemizin en basinda, hatirlarsan eger Ziirafa, Ahtapot ve Kirkayak
cok iisityordu. Hatta onlar diger hayvanlardan bile cok iisiiyorlardi,
neden?

[Cover page, problem]

At the very beginning of our story, if you remember, Ziirafa, Ahtapot and
Kirkayak were very cold. They were even colder than other animals, why?

[Sayfa 17-18 agik, Sorunun Co6ziimii]

Burada ne yapiyorlardi? Neden boyle bir sey yaptilar?
[p. 17-18, outcome resolution]

What were they doing here? Why did they do such a thing?

Ortiik Hikdyeyi Anlama Becerilerini Degerlendirmek i¢in Sorulan Sorular

1)

2)

3)

4)

5)

[Sayfa 22 acik, Duygular ile ilgili soru]

Hikayenin bu kisminda karakterlerin nasil hissettigini bana sdyleyebilir
misin? Sence neden dyle hissediyorlar?

[p. 22, feelings]

Can you tell me how the characters feel in this part of the story? Why do you
think they feel that way?

[Sayfa 8 agik, Nedensel Cikarim]

Hatirlarsan, Ziirafa, Kirkayak ve Ahtapot Koyun’un evine gitmislerdi.
Onlar neden Koyun’un evine gittiler?

[p.8, causal inference]

If you remember, Ziirafa, Kirkayak and Ahtapot went to Koyun's house. Why
did they go to the Koyun's house?

[Sayfa 6 agik, Diyalog ile ilgili soru]

Burada hayvanlar kendi aralarinda bir seyler konusuyorlardi. Ne
konusuyorlardi bana soyleyebilir misin?

[p. 6, dialogue]

Here the animals were talking. Can you tell me what they were talking
about?

[Sayfa 21 — 22 agik, tahmine yonelik soru]

Bu hikidyenin son resmi. Sence sonrasinda ne olmus olabilir? Neden
boyle diisiiniiyorsun?

[p. 21 — 22, prediction]

This is the last picture of the story. What do you think happens next? Why do
you think so?

[Kitap kapali, Tema ile ilgili soru]

Okudugumuz hikayeyi diisiiniince Ziirafa, Ahtapot ve Kirkayak c¢ok
igiiyordu. Hatta diger hayvanlardan bile daha cok iisiiyorlardi, ciinkii
istlerinde kis mevsimine uygun kiyafetleri yoktu. Bu dorunu ¢é6zmek icin
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ne yapmislardi? Onlar senin arkadasin olsa sen ne yapmalarim
onerirdin? Neden?

[Book closed, theme]

Thinking about the story we read, Ziirafa, Ahtapot and Kiwrkayak was very
cold. They were even colder than the other animals, because they did not
have clothes suitable for the winter season. What did they do to solve this
problem? If they were your friends, what would you suggest they do? Why?

ANLATIYI ANLAMA TESTI (NCT) PUANLANDIRMA SEMASI (Paris &
Paris, 2003)

Acik Hikayeyi Anlama Becerisini Degerlendirmeye Yonelik Sorular
Karakterler

e 2 puan = Cocuk hikayede gecen tiim karakterleri saymaktadir.

e 1 puan = Cocuk hikayedeki en az 2 karakteri saymaktadir. (Eger hikayede
sadece 2 ya da 1 adet karakter var ise cocuk tam puan (2) almaktadir.)

e 0 puan = Cocuk bir ya da daha az karakter sayabilmektedir, ya da cevabi
soru ile tutarsizdir. (Eger hikdyede sadece 1 adet karakter var ise ¢ocuk ve
cocuk bu karakteri sdyleyebildiyse tam puan (2) almaktadir.)

Hikayenin Gectigi Mekan(lar)

e 2 puan = Cocuk hikayenin gectigi birden fazla mekani (varsa) belirtmektedir.

e 1 puan = Cocuk hikayenin gectigi bir mekan1 belirtmektedir (Eger hikaye
sadece bir mekanda gegiyorsa ¢ocuk tam puan (2) almaktadir).

e 0 puan = Cocuk hikayede olmayan bir mekéani belirtmektedir ya da cevabi
soru ile tutarsizdir.

Tetikleyici Olay

e 2 puan = Cocuk tetikleyici olay1 belirtmekte ve hikayenin diger unsurlar ile
iliskilendirmektedir. (6rnek: problem durumu)

e 1 puan = Cocuk tetikleyici olay1 tantmlamaktadir.

e 0 puan = Cocugun verdigi cevap tetikleyici olay1r tanimlamamaktadir ya da
soru ile tutarsizdir.

Problem

e 2 puan = Cocuk problem belirtmekte ve hikdyenin diger unsurlari ile
iliskilendirmektedir (6rnek: tetikleyici olay, ¢6ziim vb.)

e 1 puan = Cocuk problemi tanimlamaktadir.

e 0 puan = Cocugun verdigi cevap problem tanimlamamaktadir ya da soru ile
tutarsizdir.

Coziim

e 2 puan = Cocuk ¢oOziimi tanimlamakta ve hikdyenin diger unsurlar ile
iligkilendirmektedir (6rnek: problem, tetikleyici olay vb.)
e 1 puan = Cocuk ¢oziimii tanimlamaktadir.
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e 0 puan = Cocugun verdigi cevap ¢oziimii tanimlamamaktadir ya da soru ile
tutarsizdir.

Ortiik Hikdyeyi Anlama Becerisini Degerlendirmeye Yénelik Sorular
Duygular

e 2 puan = Cocuk karakterin duygularini uygun bir bi¢imde tanimlamakta ve
bu duygulari Onceki sayfalarda gecen olaylar ya da durumlar ile

iliskilendirmektedir.

e 1 puan = Cocuk karakterlerin duygularim1 uygun bir bigimde
tamimlamaktadir. (Ornek: sadece mutlu denmesi gibi)

e 0 puan = Cocugun verdigi cevap karakterin duygu durumunu

belirtmemektedir ya da soru ile tutarsizdir.
Nedensel Cikarim

e 2 puan = Cocuk durumun/olaym/davranisin sebebini agiklamakta ve farkli
sayfalardaki olaylarla iliskilendirmektedir.

e 1 puan = Cocuk durumun/olayin/davranisin sebebini agiklamaktadir.

e 0 puan = Cocuk durumun/olayin/davranisin sebebini agiklayamamaktadir ya
da cevap soru ile tutarsizdir.

Diyalog

e 2puan = Cocuk ilgili diyalogu anlatmaktadir ve bu diyalogu hikayenin diger
kisimlari ile iliskilendirebilmektedir.

e 1 puan = Cocuk ilgili diyalogu anlatabilmektedir.

e 0 puan = Cocuk ilgili diyalogu tanimlayamamaktadir ya da verdigi cevap
soru ile tutarsizdir.

Tahmin

e 2 puan = Cocuk hikayede gecen olaylar ile iligskilendirerek bir tahmin
yapmaktadir.

e 1 puan = Cocuk sadece hikayenin son resmine bakarak bir tahmin
yapmaktadir.

e 0 puan = Cocuk hikaye ile iligkilendirilebilecek bir tahmin yapmamaktadir.

Tema

e 2 puan = Cocuk soruyu birden fazla olay1 baglayarak cevap vermektedir ve
hikayenin temasina uygun yanitlar vermektedir.

e 1 puan = Cocuk hikayenin temasina uygun yanit vermektedir.

e 0 puan = Cocuk hikayenin temasina uygun yanitlar vermemektedir.
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Orijinal Calisma:

Paris, A., H., & Paris, S., G. (2003). Assessing narrative comprehension in young
children. Reading Research Quarterly, 38(1), 36—76.
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APPENDIX C: TARGET WORD TEST QUESTIONS FOR EACH BOOK

HEDEF KELIME TESTI

Hedef Kelime Testi a) Haydi Sevgi Orelim (Dasuki & Rasuli, 2020):

1)

2)

3)

4)

5)

Yiin

TDK Tanimi: “Koyun tiyt (Kil1)”

Soru: “Hatirliyor musun, kitabin burasinda (ilgili sayfa gosterilir) soyle
yaziyordu ‘... U¢ arkadas, diisiindii tasindi. Kendilerine ¢éziim yolu aradi.
Sonunda yiin almak icin arkadaslart Koyun’a gitme karart aldi. Koyun,
onlart sevingle karsiladi. Istediklerini duyunca onlara bol bol yiin verdi. ?
Ben yiin kelimesinin anlamini bilmiyorum, yiin ne demek olabilir?”

Onermek

TDK Tanmmi: “Bir sorunu ¢6zmek tizere bir sey one siirmek, teklif etmek”
Soru: “Kitabm bu kisminda (ilgili sayfa gosterilir) sdyle yaziyordu ‘Yiinler
kuruduktan sonra Kirkayak yiinleri harika renklere boyadi. Sonra bu
yiinlerden kendilerine atki, ¢orap ve hirka 6rmesi icin arkadaslar: Oriimcek’e
gitmeyi 6nerdi.’? ‘Onermek’ ne demektir?”

Ormek

TDK Tanmm: “Iplik, yiin, tel, saz vb.ni birbirine dolayarak veya gegirerek
islemek veya tezgahta dokumak™

Soru: “Kitabin bu kisminda (ilgili sayfa gosterilir) sOyle yaziyordu ‘Ahtapot
ve Ziirafa, bu oneriyi kabul etti. Hep beraber Oriimcek’in evine dogru yola
¢iktilar. Oriimcek onlart sevgiyle karsiladi. Ziirafa, Kirkayak ve Ahtapot’a
yardim etmeyi kabul etti. Meshur érgii 6rme hiziyla baslad 6rmeye.’? Ormek
ne demek olabilir?”

Meshur

TDK Tanmm: “Unlii, taninmis, herkesce bilinen, angin”

Soru: Ormek ile ilgili sorunun ardindan su sorulur: “Peki ‘meshur’ ne
demektir?”

Hiinerli

TDK Tanimi: “Hiineri olan (kimse)”

Soru: “Hatirliyor musun, kitabin burasinda (ilgili sayfa gosterilir) sdyle
yaztyordu ‘Sonra Oriimcek, ‘Bize Orgii isinde yardi etmesi icin hiinerli
arkadasimiz Kelebek’e gitmeye ne dersiniz?’ diye sordu.’? ‘Hiinerli’ ne
demek olabilir?”
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6)

7)

8)

9

Zarif

TDK Tanmmu: “Giizel, hos, albenili”

Soru: “Hatirladin m1, burada (ilgili sayfa gosterilir) Kirkayak soyle diyordu
‘Liitfen Kelebek, liitfen bizi kurtar! Zarif parmaklarinla arkadasim Ziirafa’ya
uzun bir atki, arkadasim Ahtapot’a sekiz kollu bir hirka ve benim icin de kirk
tane ¢orap orebilir misin? ! Kelebek’in zarif parmaklar1 varmig! Peki ya
‘zarif” ne demektir biliyor musun?”

Onaylamak

TDK Tamimi: “Yapilan bir isi dogru ve yerinde bularak kabul etmek, tasdik
etmek, tasdiklemek”

Soru: ‘Zarif’ ile ilgili sorunun ardindan aragtirmaci soyle soyler: “Kirkayak
Kelebek’e boyle sorduktan sonra ne oluyordu hatirliyor musun? Soyle
yaziyordu: ‘Kelebek ona giiliimsedi. Onaylayarak basimi salladi. ‘Tabii ki
sevgili arkadaslarim! Biiyiik bir zevkle!” ‘Onaylamak’ ne anlama gelir?”

Karsilamak

TDK Tanmm: “Disaridan gelen bir kimseye karsilayici olarak c¢ikmak,
istikbal etmek”

Soru: “Hatirladin m1 hep birlikte Kelebek’e gidiyorlardi, kitabin burasinda
(ilgili sayfa gosterilir) soyle yaziyordu ‘Hep birlikte Kelebek’in evine

kostular. Kelebek onlart sevincle karsiladi.’. ‘Karsilamak’ ne demek
olabilir?”
Etkilenmek

TDK Tanmm: “Etkiye ugramak, miiteessir olmak™

Soru: “Hatirliyor musun Kirkayak ve Ziirafa burada (ilgili sayfa gosterilir)
konusuyorlardi ne kadar isiidiiklerinden bahsediyorlardi, kitapta soyle
yaziyordu ‘Kirkayak icgini ¢ekerek, ‘Ah arkadasim, sorma! Cok aradim ama
sadece bir ¢ift corap bulabildim. Soguktan titriyorum!’ dedi. Ziirafa ona hak
verdi. ‘Ben de oyle! Boynum uzun oldugu icin soguktan ¢ok etkileniyor. Ama
boynuma sarabilecek uzun bir atki bulamiyorum’ dedi.’ Ziirafa boynum ¢ok
etkileniyor dedi, peki ama ‘etkilenmek’ ne demek?”

Hedef Kelime Testi b) Cemile Midilliye Biniyor (Cemile is riding pony) (de Petigny
& Delvaux, 2008):

1)

2)

Midilli

TDK Tanimi: “Normalden daha kii¢iik boyda bir tiir at.”

Soru: “Hatirliyor musun, Cemile annesine ¢iftlikteki hayvanlar1 gdstererek
midilliye binmek istedigini sdyliiyordu ve burada (ilgili sayfa gosterilir) ‘Ben,
su kahverengi midilliye binebilir miyim?’ diye soruyordu. ‘Midilli’ ne
olabilir?”

Cayrr
TDK Tanmmi: “Uzerinde giir ot biten diiz ve nemli yer”
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3)

4)

5)

6)

7)

Soru: “Hatirliyor musun Cemile ve ailesi at ¢iftligine gittiginde Cemile ve
annesi atlara bakiyorlardi ve konusuyorlardi. Kitapta soyle yaziyordu (ilgili
sayfa gosterilir) ‘‘Bak anne!’ dedi Cemile at ¢iftliginde. Ve annesine, ¢ayirda
kosan midillileri gésterdi.’. ‘Cayir’ ne anlama gelir?”

Eyer

TDK Tanmmi: “Binek hayvanlarinin sirtina konulan, oturmaya yarayan
nesne”

Soru: Cayrr ile ilgili sorunun ardindan: “Hatirliyor musun Cemile ¢ayirda
kosan midillileri gosterdikten sonra soyle diyordu ‘‘Ne kadar da kiigiikler!
Ben, su kahverengi midilliye binebilir miyim?’ ‘Tabii binebilirsin kizim’ dedi
annesi. ‘Bak suradaki hamim midillilere eyer takiyor. Hadi gidip ona
soralim.’? Peki ya ‘eyer’ ne demektir?”

Binici

TDK Tanimi: “Ata binen kimse”

Soru: “Cemile Ayg¢a abla ile tanistiginda Ayca abla ona soyle demisti (ilgili
sayfa gosterilir) “‘Cok iyi bir binici olacagin her halinden belli, kiiciik kiz.’
Peki ya ‘binici’ ne demektir?”

Nisane

TDK Tanmmi: “Atin alin bolgesinde bulunan beyaz killar”

Soru: “Ayca abla Cemile’ye hangi ata binmek istedigini soruyordu,
hatirladin m1? Aralarinda sdyle bir konusma geciyordu (ilgili sayfa gosterilir)
““Soyle bakalim Cemile, hangi midilliye binmek istiyorsun?’ Cemile de ona
sOyle demisti ‘Burnunda beyaz leke olan kahverengi midilliyve binmek
istivorum’ Ayga abla da ona sOyle yamt vermisti, ‘Ah! Kestane’yi mi
diyorsun? Burnundaki beyaz lekeye nisane diyoruz tatlim!’ Ben Nisane
kelimesinin anlamini bilmiyorum. Nisane ne demektir?

Kask

TDK Tanmmi: “Basi darbelerden korumak icin sertlestirilmis sentetik
maddelerden yapilmis saglam baghk”

Soru: “Hatirliyor musun kitabin burasinda (ilgili sayfa gosterilir) su
yaziyordu ‘‘Bagsina uygun bir kask bulmak gerekiyor Cemile’ dedi Ay¢a abla.
Cemile’nin basina yusyuvarlak, siyah bir kask takip denedi.’ Kask ne
demektir?

Oksamak

TDK Tanmmi: “Sevgi, sefkat belirtisi olarak elini bir seyin iizerinde yavas
yavag gezdirmek veya ona hafifce vurmak”

Soru: “Hatirladin m1, Ayca abla Kestane’yi Cemile’nin yanina getirmisti?
Kitapta sdyle yaziyordu (ilgili sayfa gosterilir) ““Ayy, ¢ok yiiksekmis’ dedi
Cemile. Biraz tirkmiis goriintiyordu. ‘Seyy binmesem mi acaba? Sadece
basini oksasam da olur aslinda’? Ben oksamak kelimesinin anlamini
bilmiyorum, bana ne demek oldugunu sdyler misin?”
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8)

9)

Benimsemek

TDK Tanimi: “Bir seye, birine baglanmak, 1sinmak™

Soru: “Kitabin bu kisminda (ilgili sayfa gosterilir) Ayca abla Cemile’ye
‘Merak etme, zamanla sen de Kestane'yle sevgi diliyle anlagsmaya baslarsin.
Zaten simdiden benimsedi seni.’ diyordu. ‘Benimsemek’ ne demektir?

Usulca

TDK Tanimi: “Yavasca”

Soru: “Kestane yoncalart yemek i¢in durmustu hatirladin m1? Ayga abla da
yanlarina gelmisti. Kitabin o kisminda soyle yaziyordu (ilgili sayfa
gosterilir): ‘Yoncalar gergekten ¢ok lezzetliydi. Ay¢a abla hemen yanlarina
geldi. Kestane’'nin boynunu oksayip “hadi oglum” diye fisildadi. Kiiciik
midilli, usulca yiiriimeye basladi.” Ben ‘usulca’ ne demektir bilmiyorum.
Bana ne demek oldugunu sdyler misin?”

Hedef Kelime Testi ¢) Luga (Hemmatirad, 2018):

1)

2)

3)

4)

Gocmen

TDK Tanimi: “Sicak iklimli {ilkelere giden (hayvan)”

Soru: “Kitabin bu sayfasinda soyle yaziyordu (ilgili sayfa gosterilir)
‘Baharla birlikte go¢cmen kuglar da geri donmeye baslamigti.’, hatirliyor
musun? Peki ‘gd¢cmen’ ne anlama gelir?”

Gegici

TDK Tanmmi: “Kisa ve belli bir siire i¢in olan, muvakkat, palyatif, kalict
karsit1”

Soru: “Kitapta soyle yaziyordu (ilgili sayfa gosterilir) ‘Kuslar bahari ve yazi
burada gegirecek, sonbaharda havalar sogumaya bagslayinca da yeniden
sicak tilkelere gideceklerdi. Bu yiizden kendilerine minik, sevimli ama gecici
yuvalar yapacaklard:’. Ben gegici kelimesinin anlamini bilmiyorum. ‘Gegici’
ne anlama gelir?”

Tecriibeli
TDK Tanimi: “Tecriibesi olan, gérmiis gegirmis”

Soru: “Kitabin burasinda soyle yaziyordu (ilgili sayfa gosterilir) ‘Tecriibeli
kuslardan biri ise, Luga’ya kizgin kizgin bakmaya basladi.” Tecriibeli ne
anlama gelir? Bana sdyler misin?”

Kibir

TDK Tanmmi: “Kendini begenme, baskalarindan {istiin tutma, biiyiiklenme,
benlik, gurur”

Soru: “Luga bu sayfada yuvasini anlatiyordu, hatirliyor musun? Kitapta
sOyle yaziyordu: ‘Luga, gogsiinii gsisirdi. Kibirle yuvasimi anlatmaya
basladi.’. Kibir ne demek ben bilmiyorum. Sen bana sdyle, kibir ne anlama
gelir?”
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5)

6)

7)

8)

9)

Ferah

TDK Tanimi: “Genis, havadar, aydinlik, i¢ agic1 (yer)”

Soru: “Luga yuvasini kitapta sdyle anlatiyordu ‘Bu yuvayr ben tasarladim.
Iki kath, iki kirisli, ¢atili, siislii, kocaman, ferah bir yuvam oldu. Iste ben
burada yasayacagim.’ Ferah ne demektir?

Gocebe

TDK Tanimi: “Mevsimlere gore lilke veya yer degistiren (hayvan)”

Soru: “Luga yuvasini anlattiktan sonra tecriibeli kus ona soyle diyordu (ilgili
sayfa gosterilir): ‘Tasarimina diyecegim yok Lugacigim. Yuvan ¢ok giizel
olmus. Fakat sen gogebe bir kussun. Buralarda kalict degilsin. Ne gerek
vardr buna?’. Bana sOyle, gocebe ne anlama gelir?”

Kahci

TDK Tanmm: “Bir siire i¢in belli bir yerde kalan, konuk, gidici karsit1”
Soru: ‘Gogebe’ kelimesine yonelik sorunun ardindan arastirmact soyle
sOyler: “Tecriibeli kus Luga’ya ‘Sen gécebe bir kussun. Buralarda kalict
degilsin Ne gerek vardr buna?’ diye soruyordu. ‘Kalic1’ ne anlama gelir?”

Ummak

TDK Tanmmi: “Bir seyin olmasini istemek, beklemek”

Soru: “Burada Luga hari¢ biitlin kuslar yola ¢ikmigslardi, hatirladin mi1?
Kitapta soyle yaziyordu: “... Tecriibeli olanlar iiziilerek ‘keske daha sade bir
yuva yapsaydi. O zaman hem daha az yorulur hem de gimdi yuvasindan
ayrilmak ona bu kadar zor gelmezdi. Umariz bir an oénce arkamizdan gelir’
diyorlardi...” ‘Ummak’ ne demektir?

Kuvvetli

TDK Tanmmu: “Giicii ¢ok olan, siddetli, zorlu.”

Soru: Kitabin burasinda sdyle yaziyordu (ilgili sayfa gosterilir): ‘Eyvah, artik
yuvasiz kalmisti. Cok iisiiyordu... Bu kadari yetmezmis gibi kuvvetli bir
yagmur da basladi.” ‘Kuvvetli’ ne demektir?

DEGERLENDIRME SEMASI

Hedef kelime testinde her bir kelime i¢in ¢ocuklar O ile 2 arasinda bir puan
almaktadirlar. Her bir alt test i¢im bir ¢cocugun alabilecegi en diisiik puan 0 en yiiksek
puan ise 18°dir. Hedef kelime testinde toplamda alinabilecek puan ise 18*3’ten
54’tiir.

0 puan = Eger ¢ocuk kelimenin anlamin1 yanlis soylerse ya da cevap
vermezse 0 puan alir.

1 puan = Eger ¢ocuk ayni1 kelime kdkiinden tliremis farkli bir kelimenin
anlamini agiklarsa bu soru i¢in 1 puan ahr.

2 puan = Eger ¢ocuk kelimenin anlamin1 kendi tecriibeleri ile destekleyerek
anlatirsa (0rnegin tecriibeli kelimesini tanimlarken “ben ayakkabimi
baglayamamistim ama ablam baglayabilmisti ¢iinkii o daha 6nceden de
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baglamisti” demesi), hikaye ile iligkilendirerek tanimlarsa (6rnegin “Haydi
Sevgi Orelim” isimli kitapta gegen “etkilenmek” kelimesini “Ziirafa’nin
boynu ¢ok etkileniyormus yani soguktan dolay1 ¢ok iisiiyormus” demesi), ya
da sozliik tanimi1 yaparsa 2 tam puan alir.
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APPENDIX D: EXAMPLES FOR THE VISUALS OF SAME SCENE IN
PRINTED AND ELECTRONIC BOOK

1. Let’s Knit Love (Haydi Sevgi Orelim) (Dasuki, Rasuli, 2020)
Copyright © 2020, Abbas Hasen Muvazini, All rights of this book published
under the original name "Heyya Nasnau Siyabe al Suuf' belong to “Hayat

Yayincilik Iletisim Yapim Egitim Hizmetleri ve Tic. Ltd. Sti.”

Ertast gitn, Kelobek'in arkes Taglars

re garenl yanlertyie

Zarafa igin atk: ‘ein gorap,
ahtapot igin hur "t Ay

Oramesk icin de kalan y@nlerls bir sapka

Figure A.1 Spider is knitting (Printed version
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Ertesi gin, Kelebek'in arkadaglars
rangArenk yenleriyle geldiler,
Zarafa igin aths, Kirkayak icin gorap,
ahtapet igin harka drerken birbirloring
yardim sttiler

Ormeek Igin de kalan yanlerls bir gapka

Ertasi gtn, Kelebek'in arkadaglan
rengArenk yinleriyle geldiler.
Zarofa igin atki, Kirkayak igin gorap,
ahtapot icin hurka srerken birbirlarine

yardim ettiler

Orimcek igin de kalan yanlerle bir gapka

Figure A.2 Spider is knitting (E-book version)
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Ormanvnda, [ZUN bir yoleutuga eiktilar.
Sonunda denize vardiklarinda, Ahtapot'un da
Soguktan titredigini gordaler.

k=

Figure A.3 Giraffe and Centipede travelling to Octopus’s house (Printed version)
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*Morhaba Ahtapot! ’:’&
Bu giddetlt kug gOnlerinda naslsin?* dedi [ A
Kirkayak va Zorafa. A
Abtapot, iiRegEF onlara bakts.

bir hirka aradim ama nereye bakarsam
bakayim, iiti Koll hirkadan bagka bir
goy bulamadim! $imdi de soguktan
titriyorum.* dadl. N '



*Marhaba Ahtapot!
Bu giddetli kig gtnlerinde nasilsin? dedi
Kirkayak ve Ztrafa.

Abtapot, (iR onlara bakl.
“Beni sojuklan korumas: igin sekiz kollu
bir hirka aradim ama nereye bakarsam
bakayim, iki kollu hurkadan bagka bir
goy bulamadim! §imdi de soguktan

Kirkayak, Zarafa'nin sirtina bindi. Thi arkadag,
Ahtapot‘un evine dogru yola koyuldu, Yagmur
Ormany'ndg, uzun bir yoleuluga qiktilar.
Sonunda denize vardiklarinda, Ahtapot'un da
Soguktan titredigini gsrdiler.

*Marhaba Ahtapot!

Bu giddatli kig gOnlerinde nasilma? dedi
Kirkayak ve Zerofa.

Abtapot, fiegErel onlara bakts.
“Banl sojuklan korumas igin sekiz kollu
bir hirka aradim ama nereys bakarsam
bakayim, 1kl kolu harkadan bagka bir
goy bulamadizm! §imdi da sofuktan
Utriyorum.” dedl.

.................. &
Kirkayak, Zerafa'nin mrtina bindi. Tki arkadag, . 'j
Abtapol'un evine dogru yola koyuk :?
Ormani‘nda, uzua bir yolculuga .'"’ I\r
pot'un Re
desize vardiklarnda, Abta) - /

*Merhaba Ahtapot!

Bu giddetli kig giinlerinde nasilsin?" dedi
Kirkayak ve Zarafa.

Abtapot, (ffisegrenci onlara bakt.
“Beni sofuktan kerumas: icin sekiz kollu
bir hirka aradim ama nereye bakarsam
bakayim, iki kollu hirkadan bagka bir
ey bulamadim! §imdi de soguktan
titriyorum.” dedi.

LTI “\
Kirkayak, Zarafo'nin sirtina bindi. Thi arkadas, g R
Abtapotun evine dogru yola koyuldu, Yagmur 5
Ormany'nda, uzun bir yolculuga qiktilar. \ ‘V
- N
Sonunda denize vardiklarinda, Ahtapot'un da ’
Soguktan titredigini gordaler. L7

Figure A.4 Giraffe and Centipede travelling to Octopus’s house (E-book version)
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¢ arkadag, d0gndt tagindi. Kendilerine géztm yolu
aradi. Sonunda ytn almak igin arkadaglar Koyun'a
gitme karar: aldi.

Koyun. onlar: Sevingle kargiladi Istaklerini
duyunca onlara bol bol ytin verdi. Sonra da dedi kit
*Bu ylnlerin yikanmasi, temizlenmes!
gerekiyor. Bunu nasil yapacaksimiz?"

Figure A.5 Giraffe, Octopus, and Centipede are travelling to Sheep’s house (Printed
version)
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Ug arkaday, dfigtndé tagunds. Kendilsrin géztim yolu
arads. Sonunda ytin almak igin erkadaglan Koyun'a
gitme karar: alds.

Koyun, onlar: Sevingle kargilads Isteklerini
duyunca onlara bol bel yfin verdi. Sonra da dedi ki
“Bu yiinlerin yikanmasi, temizlenmesi
gerekiyor. Bunu nasil yapacaksiniz?

(g arkadas, diigand@ taginds. Kendilerine goziim yolu
arads. Sonunda yn almak igin arkadaglan Koyun'a
gitme karan aldi.

Koyun, enlar: Sevingle kargiladi. Tsteklerini
duyunca onlara bol bol ytn verdi. Sonra da dedi kit

“Bu ylnlerin yikanmasi, temizlenmesi
gerekiyor. Bunu nasil yapacaksmiz?

U arkadag, degtnda taginds. Kendilerine gsztm yolu
aradi. Sonunda yin almak igin arkedaglar Koyun'a
gitme karars aldi.

Koyun, onlar: Sevingle kargilad: Isteklerin
duyunca enlara bol bel ytn verdi. Sonra da dedi kit
“Bu yinlerin yikanmasi, temizlenmesi
gerekiyor. Bunu nasil yapacaksimiz?®

SISl
LAl

Figure A.6 Giraffe, Octopus, and Centipede are travelling to Sheep’s house (E-book
version.
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2. Luga (Hemmatirad, 2018)

Copyright © 2018, All rights of this book (in Turkish) belong to “Nar Yaynlari
Ltd. Sti.”

Figure A.7 Migratory birds are migrating (Printed version)
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yoessu terk etmeye N iyeti yokn.
¥

Tecrtiveli ksder, *Bekleyin de goriin.." demiskerdt
Ve sonbehar gedi.

i Glwel
Ui terk etmeye b niget] yokes,
v 1ug,
Tocribes cuzhr. “Bekleyin de gorin..” demestera.
Vs sambahar gekdi.
Lugs e
Gizel
Tecrubel kg, "Bekleyin de gariin..." demigerdi
Vee soobahar peMdi.
baghdine. Luga ise
ety
RSN

Figure A.8 Migratory birds are migrating (E-book version)
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Vee, nihayet Luga arkadaglarina yetisti. Derin bir “Oh" cekti.
Artik arkadaglan ile birlikte giivendeydi. Gog ettikleri yerde yeni,
sade bir yuva yapacakti.

Q
i

Ve, sihuyet Lugs ackadsslarina ettt Derin bir “0h” qek.
e

yeni,

sack bir yuva yapacakts

Y

Ve, nibayet Luga urkadagharea yetisd. Uerin br “Oh” ek

e

1ad bir oen papacek
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Vs nibayet Ligs artodoghrea yests Derin bir “Oh" gkt
s b yes papacait. i

Vo, et Liuga arkadugiann yetigtl. Deen bir “oh” ouitt.
wade bar yos yapacazt, At “

Figure A.10 Luga trying to keep up with his friends (E-book version)
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3. Cemile Midilliye Biniyor (Cemile is Riding a Pony) (de Petigny &
Delvaux, 2008)

Copyright © 2008, All rights of this book belong to “Editions HEMMA,

Belgium.”

— Bagma uygun bir kask bulmak gerekiyor Cemile, dedi Ayga abla.
Cemile’nin basma yusyuvarlak, siyah bir kask takip denedi.
¥ % Tamam iste, bu kask tam sana gére

Figure A.11 Tutor Ayca puts a helmet on Cemile's head (Printed version)

o —— : —
— Bagina uygun bir kask bulmak gerekiyor Cemile, dedi Ayga abla. - Bagma o Pi" kask bulmak 89"3“‘/0.' CG".'”% dedi Ayga abla'.
Cemile’nin bagma yusyuvarlak, siyah bir kask takip denedi. Cemile'nin bagima yusyuvarlak, siyah bir kask takip denedi.

Tamam iste, bu kask tam sana gére

Tamam iste, bu kask tam sana gore
Cemilecigim!

Cemilecigim!

Figure A.12 Tutor Ayca puts a helmet on Cemile's head (E-book version)
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Figure A.13 Cemile shows her mother the ponies running in the meadow.

(Printed version)

P— — ———————g
~ Bak anne! dedi Cemile at giftliginde. Ve annesine, gayirda — Bak anne! dedi Cemile at giftliginde. Ve annesine, gayirda
kogan midillileri gosterdi. Ne kadar da kigiikler! kogan midillileri gosterdi. Ne kadar da kiigikler!
Ben, su kahverengi midilliye binebilir miyim? Ben, su kahverengi midilliye binebilir miyim?

~ Tabii binebilirsin kizim, dedi annesi. ~ Tabii binebilirsin kizim, dedi annesi.

~ Bak anne! dedi Cemile at gifeliginde. Ve annesine, gayirda

kogan midillileri gosterdi. Ne kadar da kisgiikler!

Ben, su kahverengi midilliye binebilir miyim?

~ Tabii binebilirsin kizim, dedi annesi.
=

Figure A.14 Cemile shows her mother the ponies running in the meadow. (E-
book version
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APPENDIX E: INTER-RATER RELIABILITY CHECK RESULTS

1. Let’s Knit Love (Haydi Sevgi Orelim)

1.1. Narrative Comprehension Task (ESC — ISC)

Correlations

Explicit Implicit Explicit Implicit
second rater second rater first rater first rater
Explicit Pearson 1 415 966~ 4717
second rater Correlation
Sig. (2-tailed) .009 .000 .002
N 39 39 39 39
Implicit Pearson 415" 1 409”953
second rater Correlation
Sig. (2-tailed) .009 .010 .000
N 39 39 39 39
Explicit first Pearson 966 409™ 1 467
rater Correlation
Sig. (2-tailed) .000 .010 .003
N 39 39 39 39
Implicit first Pearson 4717 953" 4677 1
rater Correlation
Sig. (2-tailed) .002 .000 .003
N 39 39 39 39

**_Correlation is significant at the 0.01 level (2-tailed).

1.2. Target Word Test

Correlations

Target word test  Target word test

second rater first rater
Targetword  Pearson Correlation 1 .910™
test second Sig. (2-tailed) .000
rater N 39 39
Target word  Pearson Correlation .910™ 1
test first Sig. (2-tailed) .000
rater N 39 39

**_Correlation is significant at the 0.01 level (2-tailed).
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2. Cemile is Riding a Pony (Cemile Midilliye Biniyor)

2.1. Narrative Comprehension Task (ESC — ISC)

Correlations

Explicit Implicit Explicit first Implicit
second rater second rater tater first rater
Explicit Pearson 1 484 .939™ A454™
second rater Correlation
Sig. (2-tailed) .002 .000 .004
N 39 39 39 39
Implicit Pearson 484" 1 551" 957"
second rater Correlation
Sig. (2-tailed) .002 .000 .000
N 39 39 39 39
Explicit Pearson .939™ 551" 1 .99™
first tater  Correlation
Sig. (2-tailed) .000 .000 .001
N 39 39 39 39
Implicit Pearson 454" 957" 499" 1
first rater  Correlation
Sig. (2-tailed) .004 .000 .001
N 39 39 39 39

**_Correlation is significant at the 0.01 level (2-tailed).

2.1. Target Word Test

Correlations

Target word Target

test second word test
rater first rater
Target word test Pearson Correlation 1 .982™
second rater Sig. (2-tailed) .000
N 39 39
Target word test first ~ Pearson Correlation 982" 1
rater Sig. (2-tailed) 000
N 39 39

**_Correlation is significant at the 0.01 level (2-tailed).
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3. Luga

3.1. Narrative Comprehension Task (ESC - ISC)

Correlations

Explicit Implicit Explicit Implicit first
second rater second rater first rater rater
Explicit  Pearson 1 329" 974™ 336"
second rater Correlation
Sig. (2-tailed) .041 .000 .036
N 39 39 39 39
Implicit ~ Pearson 329" 1 .306 .991™
second rater Correlation
Sig. (2-tailed) .041 .058 .000
N 39 39 39 39
Explicit firstPearson 974™ .306 1 315
rater Correlation
Sig. (2-tailed) .000 .058 .051
N 39 39 39 39
Implicit firstPearson 336" .991™ 315 1
rater Correlation
Sig. (2-tailed) .036 .000 .051
N 39 39 39 39

*, Correlation is significant at the 0.05 level (2-tailed).
**_Correlation is significant at the 0.01 level (2-tailed).

3.2. Target Word Test

Correlations

Target word test Target word
second rater test first rater

Target word test second Pearson Correlation 1 ,983™
rater Sig. (2-tailed) ,000
N 39 39
Target word test first ~ Pearson Correlation ,983™ 1
rater Sig. (2-tailed) ,000
N 39 39

**_Correlation is significant at the 0.01 level (2-tailed).
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4. The Red Apple (Kirmizi Elma)

4.1. Narrative Comprehension Task (ESC - ISC)

Correlations

Explicit Explicit Implicit Implicit
second rater first rater second rater first rater
Explicit Pearson 1 ,966™" 385" 285
second rater Correlation
Sig. (2-tailed) .000 ,015 ,078
N 39 39 39 39
Explicit first Pearson ,966"" 1 423" 324"
rater Correlation
Sig. (2-tailed) ,000 ,007 ,044
N 39 39 39 39
Implicit Pearson 385" 423" 1 ,956™"
second rater Correlation
Sig. (2-tailed) ,015 ,007 ,000
N 39 39 39 39
Implicit first Pearson ,285 324" 956" 1
rater Correlation
Sig. (2-tailed) ,078 ,044 ,000
N 39 39 39 39

**_Correlation is significant at the 0.01 level (2-tailed).
*, Correlation is significant at the 0.05 level (2-tailed).
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APPENDIX F: TWO WAY ANOVA ANALYSIS FOR EACH
STORYBOOK

1. Let’s Knit Love (Haydi Sevgi Orelim)

1.1.ESC

Table A.1 Two way ANOVA results for ESC (Let’s Knit Love)

SS df MS F P p 2
Corrected Model 138.911* 3 46.304 13.601 .000 .223
Intercept 2894.135 1 2894.135 850.129 .000 .857
B TYPE 132491 1 132.491 38918 .000 .215
GRP_SIZE 1.051 1 1.051 .309 579  .002
B _TYPE * GRP_SIZE 5.434 1 5.434 1.596 209  .011
Error 483.417 142 3.404
Total 3534.000 146
Corrected Total 622.329 145

a. R Squared =.223 (Adjusted R Squared = .207)

Estimated Marginal Means of Total Score of NCT Explicit Sub test for “Haydi Sevgi Orelim”

60 Group
Size
small

—hi
55 g

50

45

40 \\

Estimated Marginal Means

35

Printed book e-book
Book Type

Figure A.15 Small and large groups’ ESC scores by book type (Let’s Knit Love)
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1.2.1SC

Table A.2 Two way ANOVA results for ISC (Let’s Knit Love)
SS df MS F P Mp 2

Corrected Model 66.309? 3 22.103 5.053 .002 .096
Intercept 2759.355 1 2759.355 630.790 .000 .816
B _TYPE 54.615 1 54.615 12.485 .001 .081
GRP_SIZE 5.530 1 5.530 1.264 .263 .009
B_TYPE * GRP_SIZE 6.324 1 6.324 1.446 231 .010
Error 621.170 142 4374

Total 3458.000 146

Corrected Total 687.479 145

a. R Squared = .096 (Adjusted R Squared = .077)

Estimated Marginal Means of Total Score of NCT Implicit Sub test for “Haydi Sevgi Orelim”

Group
50 -
a\ Size
small
\ — hig
“
C ~
g 45
=
©
£ .
=] s
>
T
S 4p
[
E
B
(2]
w
35

Printed book e-book
Book Type

Figure A.16 Small and large groups’ 1SC scores by book type (Let’s Knit Love)
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1.3. TWT

Table A.3 Two way ANOVA results for TWT (Let’s Knit Love)

SS df MS F P p 2
Corrected Model 47.3332 3 15.778 2.221 .088 .045
Intercept 4796.962 1 4796.962 675.242 .000 .826
B _TYPE 40.113 1 40.113 5.646 .019 .038
GRP_SIZE 6.233 1 6.233 877 350 .006
B_TYPE * GRP_SIZE 1.055 1 1.055 149 .701 .001
Error 1008.777 142 7.104
Total 5866.000 146
Corrected Total 1056.110 145

a. R Squared = .045 (Adjusted R Squared = .025)

Estimated Marginal Means of Total Score of TWT for Haydi Sevgi Orelim”

Group
65 .
Size
small
— big
]
5
@
= 6,0 \\
© R
£ ™
o .
B
[}
§ \
o
L1
® 55 >
£
B
(2]
w
50

Printed book e-book
Book Type

Figure A.17 Small and large groups’ TWT scores by book type (Let’s Knit Love)
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2. Cemile is Riding a Pony (Cemile Midilliye Biniyor)

2.1. ESC

Table A.4 Two way ANOVA results for ESC (Cemile is Riding a Pony)
5SS df MS F P 7p 2

Corrected Model 67.690% 3 22.563 8.689 .000 .155
Intercept 2397.779 1 2397.779 923.335 .000 .867
B _TYPE 59.094 1 59.094 22.756 .000 .138
GRP_SIZE 8.425 1 8.425 3.244 .074 .022
B_TYPE * GRP_SIZE .206 1 .206 .079 779  .001
Error 368.755 142 2.597

Total 2845.000 146

Corrected Total 436.445 145

a. R Squared = .155 (Adjusted R Squared = .137)

Estimated Marginal Means of Total Score of NCT Explicit Sub test for “Cemile Midilliye Biniyor”

Group
50 !
Size
small
— hig

45

40

Estimated Marginal Means

35

Printed book e-book
Book Type

Figure A.18 Small and large groups’ ESC scores by book type (Cemile is Riding a
Pony)
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2.2.1SC

Table A.5 Two way ANOVA results for ISC (Cemile is Riding a Pony)

SS df MS F P 1p 2
Corrected Model 32.409* 3 10,803 3,156 ,027 ,063
Intercept 2484.267 1 2484,267 725,679 ,000 ,836
B _TYPE 17.637 1 17,637 5,152 ,025 1,035
GRP_SIZE 6.381 1 6,381 1,864 174 013
B_TYPE * GRP_SIZE 8.190 1 8,190 2,392 124 017
Error 486.119 142 3,423
Total 3009.000 146
Corrected Total 518.527 145

a. R Squared =,063 (Adjusted R Squared =,043)

Estimated Marginal Means of Total Score of NCT Implicit Sub test for “Cemile Midilliye Biniyor”

Group
50 Size

small
448 — hig

46
44

42

Estimated Marginal Means

40 T—

Frinted book e-book
Book Type

Figure A.19 Small and large groups’ 1SC scores by book type (Cemile is Riding a
Pony)
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2.3. TWT

Table A.6 Two way ANOVA results for ISC (Cemile is Riding a Pony)

SS df MS F P 7p 2
Corrected Model 52.795? 3 17.598 1.340 .264 .028
Intercept 11534.612 1 11534.612  878.397 .000 .861
B _TYPE 49.735 1 49.735 3.787 .054 .026
GRP_SIZE 587 1 587 .045 .833 .000
B_TYPE * GRP_SIZE 2.505 1 2.505 191 .663 .001
Error 1864.664 142 13.131
Total 13475.000 146
Corrected Total 1917.459 145

a. R Squared = .028 (Adjusted R Squared = .007)

Estimated Marginal Means of Total Score of TWT for “Cemile Midilliye Biniyor”

Group
100 !
Size
small
—hig

95

AN

Estimated Marginal Means

85 =

Printed book e-book
Book Type

Figure A.20 Small and large groups’ TWT scores by book type (Cemile is Riding a
Pony)
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3. Luga

3.1.ESC

Table A.7 Two way ANOVA results for ESC (Luga)

SS df MS F P Mp 2
Corrected Model 42.7342 3 14.245 3.588 .015 .070
Intercept 3954910 1 3954910 996.298 .000 .875
B TYPE 40.170 1 40.170 10.120 .002 .067
GRP_SIZE 584 1 .584 147 . .001
B_TYPE * GRP_SIZE 2.009 1 2.009 506 478 .004
Error 563.684 142 3.970
Total 4573.000 146
Corrected Total 606.418 145

a. R Squared = .070 (Adjusted R Squared = .051)

Estimated Marginal Means of Total Score of NCT Explicit Sub test for “Luga”

Group
58 - (

Size

small

56 — hig
]
s \
® 54
= N,
©
£
D 52
©
=
b
‘Ei' a0 N
E N
7 \
W y4s A
\\
\\
N\
46 \
Printed book e-book
Book Type

Figure A.21 Small and large groups’ ESC scores by book type (Luga)
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3.2.1

SC

Table A.8 Two way ANOVA results for ISC (Luga)

SS df MS F P o 2
Corrected Model 49.3112 3 16.437 2.652 .0561 .053
Intercept 3054.395 1 3054.395 492.755 .000 .776
B TYPE 48.149 1 48.149 7.768 .006 .052
GRP_SIZE .005 1 .005 .001 .978 .000
B _TYPE * GRP_SIZE 1.155 1 1.155 .186 .667 .001
Error 880.203 142 6.199
Total 3995.000 146
Corrected Total 929.514 145

a. R Squared = .053 (Adjusted R Squared = .033)

5.2

5,0

48

48

44

Estimated Marginal Means

42

40

Estimated Marginal Means of Total Score of NCT Implicit Sub test for “Luga”

Group
Size

small
— hig

Frinted book
Book Type

e-book

Figure A.22 Small and large groups’ ISC scores by book type (Luga)
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3.3. TWT

Table A.9 Two way ANOVA results for TWT (Luga)

SS df MS F P np 2
Corrected Model 3.2882 3 1.096 150 .930 .003
Intercept 2663.947 1 2663.947 363.818 .000 .719
B _TYPE 3.153 1 3.153 431 513 .003
GRP_SIZE .026 1 .026 .004 .953 .000
B_TYPE * GRP_SIZE .108 1 .108 .015 .903 .000
Error 1039.753 142 7.322
Total 3710.000 146
Corrected Total 1043.041 145
a. R Squared = .003 (Adjusted R Squared = -.018)
Estimated Marginal Means of Total Score of TWT for “Luga”
45 Group
' Size
Q, small
\ — big
g :
% 43
'ﬂ 42
41 \
Printed book e-book

Book Type

Figure A.23 Small and large groups’ TWT scores by book type (Luga)
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APPENDIX G: NORMALITY ASSUMPTION CHECK

Explicit Story Comprehension (ESC)

The 5% trimmed mean (u= 13.86) and mean (M= 13.74) scores of ESC were very
close to each other, indicating normality. Skewness (-.331), and kurtosis values
(-.433) between +2 and -2, also indicated normality. As can be seen in Figure A.24,
the shape of the histogram was close to a normal distribution, and in the normal Q-Q
plot of ESC (see Figure A.25), there was a reasonably straight line, which suggests
normality. In the detrended normal Q-Q plot of ESC (see Figure A.26) it was seen
that values did not create clusters and most of them were close to the zero line, and
there was only one outlier which did not violate normality assumption in the boxplot
(see Figure A.27). On the other hand, the P value of Kolmogorov-Smirnov statistic
was less than .05 (.001), which did not indicate a normal distribution. However,
according to Pallant (2016), if Kolmogorov-Smirnov statistics do not indicate
normality, the researcher can consider histograms, and, most importantly, Q-Q plots
and boxplots. Because the histograms, Q-Q plots, and boxplots indicated normality,

the normal distribution assumption was not violated in the present study.

Histogram

M IIIII L]

Total ESC of All books

Mesn=1374
S0, Dav = 4,553
~~~~~

Frequency

Figure A.24 Histogram of total ESC scores
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MNormal Q-Q Plot of Total ESC of All books

Expected Normal

Observed Value

Figure A.25 Normal Q-Q plot of total ESC scores

Detrended Normal Q-Q Plot of Total ESC of All books

Dev from Normal

Observed Value

Figure A.26 Detrended normal Q-Q plot of total ESC scores

Total ESC of All books

Figure A.27 Boxplot of total ESC scores

Implicit Story Comprehension (1SC)

Since the 5% trimmed mean (x= 13.05) and mean (M= 13.07) scores of ISC were
very close to each other, this indicated normal distribution. Skewness (-.046), and

kurtosis values (-.607) were between +2 and -2, also indicating normality. As Figure
188



A.28 illustrates, the shape of the histogram was very close to a normal distribution
and in the normal Q-Q plot of ISC (see Figure A.29), a reasonably straight line was
seen, which suggests normality. In the detrended normal Q-Q plot of ISC (see Figure
A.30), there were no clusters and most of the values were close to the zero line and
there were no outliers in the boxplot (see Figure A.31). In addition, because the P
value of the Kolmogorov-Smirnov statistics was also higher than .05 (.200) there was

no violation for normality assumption.

Histogram

Mesn = 1307
EEE

-
~~~~~

Frequency

Total ISC of All books

Figure A.28 Histogram of total ISC scores

Normal Q-Q Plot of Total ISC of All books

Expected Normal

Observed Value

Figure A.29 Normal Q-Q plot of total ISC scores
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Detrended Normal Q-Q Plot of Total ISC of All books

Dev from Normal

Observed Value

Figure A.30 Detrended normal Q-Q plot of total ISC scores

Total ISC of All books

Figure A.31 Boxplot of total ISC scores

Target Word Test (TWT)

The 5% trimmed mean (= 18.93) and mean (M= 18.91) scores of TWT were very
close to each other, indicating normality. Skewness (.019), and kurtosis values (-
.561) were between +2 and -2 also indicating normality. As Figure A.32 shows, the
shape of the histogram showed a normal distribution, and a reasonably straight line
can be seen in the normal Q-Q plot of ESC (see Figure A.33). In the detrended
normal Q-Q plot of ESC (see Figure A.34), there were no clustered values and a
reasonable number of values were close to the zero line. Moreover, no outliers could
be seen in the boxplot (see Figure A.35). Although the P value of Kolmogorov-
Smirnov statistics did not indicate normality (.004), since histograms, Q-Q plots, and
boxplots indicated normality, there was no violation for a normal distribution

assumption.

190



Histogram

Mesn = 1831
St Dy = 7,468
R=14e

Frequency

o 0 E) E

total TWT All

Figure A.32 Histogram of total TWT scores

Normal Q-Q Plot of total TWT All

Expected Normal

Observed Value

Figure A.33 Normal Q-Q plot of total TWT scores

Detrended Normal Q-Q Plot of total TWT All

°
0®e0® °

Dev from Normal

Observed Value

Figure A.34 Detrended normal Q-Q plot of total TWT scores
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total TWT Al

Figure A.35 Boxplot of total TWT scores
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APPENDIX H: “AYU”, THE TEDDY BEAR, USED IN THE STUDY
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APPENDIX I: AN EXAMPLE OF CLASSROOM ENVIRONMENT WHERE
THE STORYBOOK READING ACTIVITIES AND ASSESMENT HELD

Figure A.37 Book reading environment electronic book small group
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Figure A.38 Assessment environment.
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APPENDIX L: TWT WORD FREQUENCIES

TableA.10. Frequency distributions of TWT scores for per target word

Frequency
Children gave Children Children
wrong or no explain/define a explain/define the
answer word derived from  word in a detailed
(0 point) same root (1 point) way (2 points)
Let’s Knit Love (Dasuki & Rasuli,
2020)
Yiin (Wool) 76 0 70
Onermek* 143 0 3
(Suggest)
Meshur* 145 0 1
(Renowned)
Hiinerli* (Talented) 140 0 6
Zarif* (Elegant) 125 0 21
Ormek (Knit) 53 2 91
Karsilamak* 115 0 31
(Welcome)
Etkilenmek (Be 47 0 99
affected)
Onaylamak 50 0 96
(Approve)
Cemile is Riding a Pony (de Petigny &
Delvaux, 2008)
Cayir (Meadow) 47 0 99
Eyer (Saddle) 87 0 59
Binici (Horseback 106 1 39
Rider)
Nisane (White- 45 2 99
Blaze)
Kask* (Helmet) 19 0 127
Oksamak (Fondle) 42 0 104
Usulca (Sofly) 93 0 53
Benimsemek* 113 0 33
(Embrace)
Midilli (Pony) 109 0 37
Luga
(Hemmatirad,
2018)
Kalicr* 118 0 28
(Permanent)
Gegici* 137 0 9
Go6¢men (Migrator) 71 35 40
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Table A.10 Frequency distributions of TWT scores for per target word (Cont’d)

Gogebe (Migratory) 104 16 26
Kuvvetli* (Strong, 30 0 116
powerful)

Kibir* (Arrogence) 120 0 26
Ferah* (Spacious) 121 0 25
Ummak™* (Hope, 132 0 14
anticipate)

Tecriibeli* 143 0 3
(Experienced)

* Words in which children's scores were clustered in certain points (n=14)

As a follow-up analysis, the researcher eliminated the words in which children's
scores were clustered in certain points, and conducted an additional two-way
ANOVA analysis to examine whether the results would change. The result of this

follow-up analysis is presented in Table A.11.

Table A.11 Two-way ANOVA results for follow-up analysis

SS df MS F P Np 2

Corrected Model 226.742?2 3 75.581 2.723 .047 .054
Intercept 24145.062 1 24145.062 869.973 .000 .860
B TYPE 189.336 1 189.336  6.822 .010 .046
GRP_SIZE 32.036 1 32.036 1.154 .284 .008
B TYPE * GRP_SIZE 5.734 1 5.734 .207 .650 .001
Error 3941.039 142 27.754

Total 28376.000 146

Corrected Total 4167.781 145

a. R Squared = .054 (Adjusted R Squared = .034)

An additional two way between-groups analysis of variance (ANOVA) was
conducted to understand whether there could be a change in the results of the study
in terms of TWT when the researcher eliminated the words in which children's scores
were clustered in certain points. The new analysis illustrated that as in the main
analysis, the interaction effect was not statistically significant, F (1, 142) = .207, p >
.05; there was no statistically significant main effect of group size, F (1, 142) = 1.15,
p >.05; and there was a statistically significant main effect for book type, F (1, 142)
= 6.82, p < .05 with a small effect size (ny> = .046). As shown in Figure A.39. and
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Table A.11, both small and large groups had higher target word test scores in the

printed book condition.

Estimated Marginal Means of TWT_TOTAL_NOOUTLIER

Group
Size
small
—big

Estimated Marginal Means

Printed book e-book
Book Type

Figure A.39 Small and large groups’ target word test scores by book type _Follow-
up
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APPENDIX M. APPROVAL OF METU HUMAN SUBJECT ETHICS

UYGULAMALI ETIK ARASTIAMA MERKEZ] | ORTA DOGU TEKNIK UNIVERSiTES]
APPLIED ETHICS RESEARCH CENTER / MIDOLE EAST TECHNICAL UNIVERSITY
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Www usam metu sdu tr

13 EYLIL 2022
Konu: Degerlendirme Sonucu

Gonderen: ODTU insan Arastirmalar Etik Kurulu (IAEK)

ilgi: Insan Arastirmalan Etik Kurulu Basvurusu

Saym Feyza Tantekin ERDEN

Damgmanhign yirlintiigiiniz Miige ONGUR’un “Grup Biiyiikliigii ve Elektronik Hikaye
Kitabt Okuma: Farkh Grup Biiyiiklerinde Uygulanan E-kitap Okuma Etkinliklerinin
Hikayeyi Anlama ve Kelime Edinimi Becerileri Agisindan  Kiyaslanmasi” bashkl
arastirmamiz Insan Arastrmalarr Ftik Kurulu tarafindan uygun goriilerek gerckli onay
0486-ODTUIAEK-2022 protokol numaras: ile onaylanmstir,

Bilgilerinize saygilarimla sunarim,
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Do, Dr. 1.Semih AKCOMAK Dr. Oretim Uyesi Miige GUNDUZ
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Dr. Ogretim Uyesi Serife SEVINC Dr. OgretinyUgesi Murat Perit CAKIR
Oye Uye
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APPENDIX N. PERMISSION FROM MoNE

T.C.
KOCAELI VALILIGH
I Milli Egitim Midirligi
Sayi - E-99332089-605.01-62114154 2771072022
Konu : Arastirma leni
(Miige ONGUR)

ORTA DOGU TEKNIK UNIVERSITES! REKTORLUGUNE
(Ogrenci lsleri Daire Bagkanlig)

llgi s 2709 2022 rarih ve 54850036-044-E.319 savih yazimz.

Universiteniz Temel Egitim Anabilim Dah Okul Oncesi Egitimi Yiiksek Lisans ogrencisi
Mige ONGUR'vn “Grup Sivikligi ve Elekronik Hikave Kiabe Ooma: Farkh Grup Siviiklerinde
Uvgnlanan E-kitap Okuma Etkinfiklerinin Hikaveyvi Anfoma ve Kelime Edinimi Secevileri Aqmindan
Kvaslanmas:" konulu gahismasim [limiz Korfez {lgesi Okullannda uygulama talebi, komisyonumuzea
uygun gorilmiis clup, Tirkiye Cumburiveti Anayasas, Milli Eginm Temel Kamunu ile Tork Milli
Egitiminin genel amaclarma uygun olarak. 6698 savil Kisisel Verilerin Korunmas: Kanununa ve
viirtirliikteki diger tim diieenlemelerde belirtilen hiikiim, esas ve amaglara avkinhk teskil etmeyecek
sckilde, denetimleri ilgili okul. ilpe milli egiim midirlikleri tarafindan gerceklestirilmek  izere,
ponillilik esasina gire, anket gahsmasimin llge Milli Egitim Madirlikleri ve Okul Midariiklerinin
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APPENDIX N. PERMISSION FROM MoNE (CONT’D)

T.C
KOCAELI VALILIGi
i1 Milli Egitim Miidiirltigii

Sayr  :E-99332089-605.01-61780536 25/10/2022
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VALILIK MAKAMINA

flgi  :Orta Dogu Teknik Universitesinin 27/09/2022 tarih ve 54850036-044-E.319 sayili yazisi.

Orta Dogu Teknik Universitesi Temel Egitim Anabilim Dali Okul Oncesi Egitimi Yiiksek Lisans
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sayil Kisisel Verilerin Korunmasi Kanununa ve yiiriirliikteki diger tiim diizenlemeferde belirtilen hitkiim,
esas ve amaglara aykinlik teskil etmeyecek sekilde, denetimleri ilgili okul, ilge milli egitim mudirlikleri
tarafindan gergeklestirilmek iizere, goniilliilik esasina gore, anket ¢alismasiin ilge Milli Egitim
Miidiirliikleri ve Okul Miidiirliiklerinin denetimi, gdzetimi ve sorumlulugunda yapmasi Miidiirligtimiizee
uygun goriilmektedir.
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APPENDIX O. NARRATIVE COMPREHENSION TASK QUESTIONS
UTILIZATION PERMIT

6 @ o i & @ -

- -

Yanitla Toplu Yanitla llet Sil  Istenmeyen isaretle Diger

Re: utilization permit for Narrative Comprehension Task Questions

Scott Paris géndericisinden 2022-09-19 08:45 tarihinde
= Aynintilar

Thank you for seeking permission but I don’t think it is necessary. Alison Paris is no longer
involved in research but I'm sure she would give her permission to you, as I do, and good luck
with your research.

Cheers, Scott Paris

Sent from my iPhone
On 18 Sep 2022, at 21:53, e215684 <muge.ongur@metu.edu.tr> wrote:
Dear Dr. Paris,

I am Miige ongur who is a MAster's student in Middle East Technical University. I would like to
use the version I adapted into Turkish of "Narrative Comprehension Task" questions for my
thesis research, if you allow me.

My research questions are below for your information:

1) Does the size of the e-book reading activity group (individuals, small group, big/whole
group) affect the efficacy of e-books in terms of the development of explicit and implicit
story comprehension (ESC and ISC) skills of 6@ - 72-month-old kindergarteners?

2) Does the size of the e-book reading activity group affect the efficacy of e-books in
terms of vocabulary acquisition of 60 - 72-month-old kindergarteners?

3) Does the story presentation format (printed format or digital format) differentially
affect story comprehension and vocabulary acquisition of preliterate children who belong to
different size of reading activity group?

If you need more information, please do not hesitate to ask me.
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APPENDIX P. TURKISH SUMMARY / TURKCE OZET

ELEKTRONIK HIKAYE KiTAPLARININ FARKLI GRUP
BUYUKLUKLERINDE HIKAYE ANLAMA VE KELIME EDINIMI
BECERILERINE YONELIK ETKISI

1. GIRIS

Fiziksel ve zihinsel siireclerin i birligi ile gerceklesen okuma eylemi, basit kod
¢ozmenin Otesinde, anlama, degerlendirme ve analiz etmeyi gerektiren karmasik bir
stirectir (Kaya & Kardas, 2020). Okumak, bilgi edinmenin en giivenilir yollarindan
biridir, bireyleri 6zgiir ve bagimsiz kilar, cehaletten ve yanlis inanclar edinmekten
korur (Iseri & Unal, 2010). Bu 6nemli beceri, alanyazinda yazma becerisi ile birlikte
"okuryazarlik" kavrami altinda degerlendirilmektedir. Okuryazarlik bir 6grenme
stirekliligini kapsar ve bir toplumdaki insanlarin potansiyellerini ve bilgilerini
genisletmelerini ve kendi topluluklarina tamamen katilmalarmi saglar (United
Nations Educational, Scientific and Cultural Organization [UNESCQO], 2004; 2023).
Bu nedenle, yasamin ilk yillarindan itibaren bu beceriler i¢in saglam bir temel

olusturmak onemlidir (Dickinson & Tabors, 2001; Snow vd., 1998).

Tiirk egitim sisteminde okuma-yazma egitimi birinci sinifta orgiin egitim ile birlikte
baslamaktadir. Dolayis1 ile okul 6ncesi egitim kurumlarinda okuma-yazma egitimi
saglanmamakta (Education Information Network in the European Community
[EURYDICE], 2021; Ministry of National Education [MoNE], 2018), bunun yerine
cocuklarin ileriki okuryazarlik becerilerinin bir 6n kosulu olarak kabul edilen erken
okuryazarlik becerilerinin  desteklenmesi amaclanmaktadir (MoNE, 2013).
Alanyazindaki bircok arastirma da erken c¢ocukluk doneminde edinilen erken
okuryazarlik becerileri ve ileriki yillardaki okuma basarisi arasindaki anlamli iliskiyi
vurgulamaktadir (Bishop, 2003; Grigorakis vd., 2022; Lepola vd., 2016; Utchell,
2016). Bu arastirmalarin bulgularina gore, erken okuryazarlik becerileri, bireylerin
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sonraki yillardaki okuma basarilari i¢in saglam bir temel olusturarak okuryazarlik
stirecine biiyiik katki saglamaktadir. Bu 6nemli iliski nedeniyle okudugunu anlama
gibi okuma becerilerinin Onciilleri onlarca yildir arastirmacilar i¢in dikkat ¢ekici bir
konu olmus ve bu siirecte gesitli Onciiller tanimlanmistir (Kim & Petscher, 2011;
Munger & Blachman, 2013; Oakhill & Cain, 2012; Silvén vd., 2007; Storch &
Whitehurst, 2002; Utchell vd., 2016). Bu onciillerin en 6nemlilerinden ikisi hikdye

anlama becerileri ve kelime bilgisi olarak siralanabilir.

Dinledigini anlama ya da anlatry1 anlama olarak da adlandirilan hikdye anlama
becerileri sozel dilin anlamsal ve sézdizimsel 6zelliklerini anlama becerisi olarak
tanimlanmaktadir (Isbell vd., 2004; Lonigan vd., 2008). Bu beceri, "Ag¢ik hikaye
anlama" ve "Ortiik hikdye anlama" olmak iizere iki temel kategoriye ayrilmaktadir.
Acik hikdye anlama becerileri, hikayedeki karakterleri, sorunlari, olaylar1 ve
hikdyenin gectigi yeri tasvir etme gibi yiizeysel anlama becerileri ile iliskiliyken,
ortiilk hikdye anlama becerileri daha c¢ok hikdyenin kahramanlarimin duygu ve
diisiinceleri hakkinda ¢ikarimlarda bulunma gibi daha derin beceriler ile iliskilidir
(Paris & Paris, 2003). Gelismis hikdye anlama becerileri sonraki yillarda iyi bir
okudugunu anlama becerisini de beraberinde getirmektedir. Hikaye anlama ve
okudugunu anlama arasindaki iliski Kendeou ve arkadaslar1 (2005) tarafindan “Yeni
gelisimsel/egitimsel model” (A new developmental/instructional model) ile
aciklanmaktadir. Bu modele gore, basarili bir okudugunu anlama siirecinin
merkezinde temel dil becerileri, kelime ¢6zme becerileri ve hikdye anlama becerileri
yer alir. Bu modelin temelinde, eger okuyucu saglam hikdye anlama becerileri
gelistirmemigse, okunan metni anlayamayacagini vurgulamaktadir (Kendou vd.,
2005). Bu modelin yant1 sira Gough ve Dunmer (1986) tarafindan 6ne siiriilen “Basit
Okuma Modeli” (Simple View of Reading) ve Scarbrough (2001) tarafindan 6ne
stiriilen “Okuma Halati Modeli” (Reading Rope Model) de temelde hikaye anlama
becerilerinin okudugunu anlama becerilerinin temel tagi konumunda oldugunu
vurgulamaktadir. Tiim bu teorik altyapiya ek olarak alanyazinda da pek ¢ok ¢alisma
hikaye anlama becerileri ve okudugunu anlama becerisi arasindaki iligkiyi destekler
niteliktedir (Babayigit vd., 2021; Catts vd., 1999; Catts vd., 2015; Griftin vd., 2004;
Ishell vd., 2004; Kendeou vd., 2005; Kendeou vd., 2008; Kendeou vd., 2009; van
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Kraayenoord & Paris, 1996; Lervag vd., 2017; Wise vd., 2007). Bu c¢alismalarin
ortak bulgulari, erken ¢ocukluk donemindeki ¢ocuklarin hikdye anlama becerilerinin
sonraki yillarda okudugunu anlama becerilerinin bir yordayicist oldugunu

vurgulamaktadir.

Hikayeyi anlamanin yaninda kelime edinimi becerilerinin de bu beceri ile beraber
degerlendirilmesi okudugunu anlama becerilerinin desteklenmesinde biiyiik 6nem
tasimaktadir. Cocuklarin anladiklari, anlamlarin1 bildikleri ve uygun sekilde
kullanabildikleri tiim kelimeler olarak genis bir sekilde tanimlanabilecek olan kelime
bilgisi (Akyol & Temur, 2007) ve hikdye anlama becerileri birbirini destekleyerek
okuyucu ve dinleyicilerin metinden anlam c¢ikarmasin1 saglamaktadir (Lepola vd.,
2016). Kiiciik cocuklarin hikdye anlama becerileri ile kelime bilgileri arasindaki bu
iliskiyi vurgulayan 6nemli sayida ¢alisma bulunmaktadir (Clarke vd., 2010; Hirsch,
2003; Kim, 2015, 2016; Lepola vd., 2016; Lervag & Aukrust, 2010; Protopapas vd.,
2013; Senechal vd., 2006). Bu ¢alismalarin bulgular1 genel olarak ¢ocuklarin zengin

kelime bilgisinin hikayeleri anlamalarina yardimci oldugunu gostermektedir.

Bu becerileri destekleyerek okuryazarlik dncesi ¢ocuklari okuma yazma seriivenine
hazirlamak i¢in anaokullarinda Ogretmenler tarafindan ¢esitli  etkinlikler
uygulanmaktadir, bu etkinliklerin baginda ise hikaye kitab1 okuma gelmektedir. Mol
ve Bus (2011) tarafindan yapilan bir meta-analitik calisma, hayatlarinin ilk yillarinda
hikaye kitab1 okuma etkinliklerine maruz kalan gocuklarin, buna maruz kalmayan
akranlarina kiyasla daha zengin bir kelime bilgisine sahip oldugunu ve okuryazarlik
becerilerinin daha fazla gelistigini gostermistir. Hikdye kitaplart pek ¢ok farkl
format ve teknik ile ¢ocuklara sunulabilmektedir. Teknolojik gelismelerin de etkisi
ile nispeten daha yeni bir tiir olan elektronik kitaplar da bir segenek olarak karsimiza
cikmaktadir. Cocuklar i¢in gelistirilen e-kitaplarin ¢ogu, basili muadillerinin dijital
versiyonlart olmalarina karsin bu kitaplardaki ses efekti, arka plan miizigi, hikaye
seslendirmesi ve animasyon gibi multimedya O6zellikleri onlar1 basili kitaplardan
ayirmaktadir (de Jong & Bus, 2003; Labbo & Kuhn, 2000). Bu fark, e-kitaplarin ve
basili kitaplarin c¢ocuklarin erken okuryazarlik becerilerine farkli oranda katki

saglamalarma neden olabilir. Paivio’nun “Ikili Kodlama Kurami” (Dual Coding
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Theory) (Schnotz, 2005) ve Mayer’in (2001) “Coklu Ortam Ogrenme Kurami”
(Cognitive Theory of Multimedia Learning) bu diisiinceyi destekler niteliktedir. Bu
iki kuram temelde ¢ocuklarin bir bilgiyi gorsel ve isitsel olmak tizere iki farkli kanal
vasitasi ile edindiklerinde bilginin hem daha kolay 6grenilebilecegini hem de daha
etkili 6grenmenin gerceklesebilecegini one slirmektedir (Low & Sweller, 2014;
Mayer, 2001; Paivio, 2006; Sadoski & Paivio, 2013). Hem basili resimli hikaye
kitab1 okuma ekinlikleri hem de e-kitap okuma etkinlikleri siire¢ boyunca gorsel ve
isitsel uyaranlar saglasa da e-kitaplara eklenen hareketli resim, animasyon ve ses
efekti gibi ¢oklu ortam ozellikleri gorsel uyaranlarin hikdye anlama becerilerini
destekleme konusundaki etkilerini artirma potansiyeline sahiptir (Takacs & Bus,
2018). Bu noktada, e-kitaplarin basili muadillerine kiyasla hikaye anlama becerilerini

daha fazla destekleme potansiyeline sahip oldugu sdylenebilir.

Bu nedenle birgok calisma e-kitaplar ve basili kitaplarin 6grenme siirecine olan
etkisini karsilagtirmistir, ancak bu ¢alismalarin sonuclar1 incelendiginde hangi kitap
formatinin slirece daha katki sunduguna dair bir fikir ayriliinin  oldugu
goriilmektedir. Caligmalardan bazilar1 e-kitaplarin ¢ocuklarin erken okuryazarlik
becerilerine daha fazla katki sundugu sonucuna varirken (Chera & Wood, 2003;
Flewitt, vd., 2014; de Jong & Bus, 2003; Korat vd., 2017; Korat & Shamir, 2012;
Korat vd., 2014; Labbo & Kuhn, 2000), bazilar1 basili kitaplarin daha fazla katki
sundugunu (Chiong vd.., 2012; Krcmar & Cingel, 2014; Reich vd., 2019;
Sapasaglam vd., 2020; Simsek, 2017), bir kism1 ise iki kitap formatinin benzer
sekilde katki sagladigini belirtmislerdir (de Jong & Bus, 2004; Korat & Shamir,
2007; Korat vd., 2013).

1.1.Arastirmanin Onemi

Iginde bulundugumuz yiizy1l dijital teknolojinin insan hayatinin vazgegilmez bir
parcasi haline gelmesi sebebi ile teknoloji ¢agi olarak isimlendirilmektedir (Raja &
Nagasubramani, 2018). Ozellikle son 20 yildir egitim almakta olan dgrenciler dijital
teknoloji ile biiyliyen nesilleri olusturmaktadir. Bu durum bu nesillerin ihtiyag ve
ilgilerinde Onceki nesillere gore degisikliklere yol agmustir (Prensky, 2001). Bu

nedenle egitim de bu ihtiyaglart gidermek ve Ogrencileri egitim siirecinde
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desteklemek icin teknoloji entegrasyonu gibi yeniliklere acgik olmalidir (Prensky,
2001). Egitim arastirmacilar1 tarafindan egitimde teknoloji kullanimina yonelik

arastirmalarin yapilmasi bu nedenle 6nem tagimaktadir.

Bu aragtirmanin 6nemi, bilimsel alanyazin i¢in 6nemi, anaokullarindaki uygulamalar
icin Oonemi ve Tirk Ogrencilerin gelecekteki okudugunu anlama becerilerinin
desteklenmesine 151k tutmaya yonelik 6nemi olmak iizere 3 ana baglik altinda ele

alinmustir.

Ik olarak, daha onceden de belirtildigi gibi alanyazinda basili ve elektronik
kitaplarin ¢ocuklarin erken okuryazarlik becerilerini gelistirme konusundaki
etkilerini karsilastiran pek ¢ok caligma olmasina ragmen hangi kitap formatinin daha
etkili olduguna dair bir fikir ayriliginin oldugu goriilmektedir. Bu calismalar
incelendiginde c¢aligsmalarin  kisi sayist bakimindan birbirinden farkli grup
biiytikliikleri ile yapildig1r goriilmiistiir, ancak alanyazindaki bir¢ok arastirma grup
biiytikliigiiniin egitimsel siireci ve 6grenme siirecini etkileyen bir faktor olabilecegini
de vurgulamigtir (Dickinson, 1995; Morrow & Smith, 1990; Phillips & Twardosz,
2003; Vaughn vd., 2009). Bu nedenle e-kitaplari ve basili Kkitaplar1 erken
okuryazarlik becerilerine katki bakimindan kiyaslayan calismalarda goriilen fikir
ayriliginin bu durumdan kaynaklanabilecegi diisliniilmektedir. E-kitaplar ve basili
kitaplarin grup biiylikligli de goz oOniinde bulundurularak karsilagtirilmas: onceki
calismalardaki farkli bulgularin nedenini potansiyel olarak agiklayabilecegi icin
onemlidir. Buradan hareketle bu c¢aligma, elektronik kitap ve basili kitap okuma
etkinliklerini kii¢iik ve biiylik grup olmak tizere farkli grup biiyiikliiklerini de g6z
oniinde bulundurarak kiyasladigi icin Onceki c¢alismalarda ortaya c¢ikan fikir
ayriliginin grup biiytikliigline bagl olup olmadigina yonelik bir bakis acis1 sunarak

bilimsel alanyazina katki saglamaktadir.

Ikinci olarak, daha dnceden de belirtildigi gibi 6zellikle son 20 yilda gocuklar dijital
teknolojiye biiytik bir ilgi duymakta ve bu ilgi her yil teknolojik gelismeler ile paralel
olarak artis gdstermektedir. Tiirkiye Istatistik Kurumu’nun (TUIK) arastirmasima

gore, cocuklar ekran karsisinda daha fazla zaman gegirebilmek i¢in uyku, kitap

209



okuma ve yasitlar ile yliz ylize oyunlar oynama gibi aktivitelere daha az zaman
ayirmaktadir (TURKSTAT, 2021). Cocuklarin teknolojiye olan bu ilgisi genellikle
olumsuz yonde degerlendirilmekte ve alanyazindaki c¢alismalarda da genelde
“teknoloji bagimlilig1” gibi olumsuz durumlar ile iliskilendirilmektedir (Ertemel &
Aydin, 2018; Gokel, 2020; Mustafaoglu vd., 2018). Ancak c¢ocuklarin dijital
teknolojiye olan bu engellenemez ilgileri 6grenme siireclerini kolaylastiracak ve
katki1 saglayacak bir ara¢ olarak kullanilabilir. Bunu basarmak i¢in egitim
arastirmacilarinin, dijital teknolojinin 6grenme siirecini kolaylastirmak i¢in nasil
faydali bir sekilde kullanilabilecegini arastirmasi onemlidir. Ornegin e-Kitaplar,
multimedya 6zellikleri sayesinde, kiiciik cocuklarin dijital teknolojilere olan ilgilerini
kullanarak okuma etkinliklerine ilgilerini artirmak ve becerilerini gelistirmek icin
basili kitaplara etkili bir alternatif olabilir. Ancak Skibbe ve arkadaslarinin da (2017)
vurguladigr gibi, kiiciik ¢cocuklarin erken okuryazarlik becerilerini desteklemek i¢in
e-kitaplarin nasil iyi bir sekilde kullanilabilecegi konusunda pek az sey
bilinmektedir. Bu durumda bu ¢alisma, e-kitap okuma siirecinde grup biiytikliigiiniin
etkinlik siirecine bir etkisi olup olmadiginin anlasilmasina yardimci oldugu ve eger
bir etkisi var ise elektronik kitaplarin hangi grup biiyiikliigiinde daha etkili oldugu
konusunda bir bakis agis1 sunmasi sebebiyle 6nem tagimaktadir. Bu bulgular 1s181inda
ogretmenler okuma-yazmaya hazirlik etkinliklerini tasarlarken hangi kitap formatinin
hangi grup biyiikligiinde kullanilmasi gerektigi konusunda fikir edinebilir ve

etkinliklerini kii¢iik cocuklar i¢in en faydali sekilde hazirlayabilirler.

Son olarak, akademik basariy1r 6lgmek icin uluslararasi olarak uygulanan testlerde
(6rn. PIRLS, PISA), Tiirk 6grencilerin okuma ve okudugunu anlama basarisinin
ortalamanin altinda kaldig1r goriilmektedir (MoNE, 2019). Okudugunu anlama
becerisinin temellerinin erken ¢ocukluk doneminde gelisen hikdye anlama ve kelime
edinimi becerilerine dayandigir distniiliirse (Lepola vd., 2016), okul cagindaki
cocuklarin okudugunu anlama becerilerinin gelistirilmesi ve buna bagli olarak
uluslararasi testlerdeki basarinin artirilmasi i¢in hikdye anlama ve kelime edinimi
becerilerinin erken yaglarda desteklenmesi 6nem tagimaktadir. Bu ¢alisma da bu

becerilerin hikdye kitabi okuma etkinliklerinde hangi kitap tiirii ve grup
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biiyiikliigiinde daha 1iyi desteklenebilecegine yonelik bir fikir sundugundan

Onemlidir.

1.2. Arastirmanin Amaci

Arastirmanin amaci anaokulu ¢ocuklarinin hikdye anlama (ortiik hikaye anlama ve
agik hikdye anlama) ve kelime edinimi becerileri tizerinde kitap formati (e-kitap ve
basili kitap), grup biiyiikliigii (kiigtik grup ve biiyiik grup), ve bu iki faktor arasindaki
etkilesimin bir etkisinin olup olmadigmin anlasilmasidir. Bu ama¢ dogrultusunda
asagidaki sorulara yanit aranmistir.
1) Anaokulu o&grencilerinin agik hikdye anlama becerisi puanlarinda kitap
formati ve grup biiyiikliigli agisindan anlamli bir fark var midir?
2) Anaokulu Ogrencilerinin ortik hikaye anlama becerisi puanlarinda kitap
format1 ve grup biiyiikliigli agisindan anlamli bir fark var midir?
3) Anaokulu 6grencilerinin kelime edinimi becerisi puanlarinda kitap formati ve

grup biiylikliigii agisindan anlamli bir fark var midir?

2. YONTEM

Bu c¢alisma nicel arastirma desenlerinden biri olan faktdriyel deneysel desen
kullanilarak yuritilmiistir. Calismada her biri iki diizeyli iki bagimsiz faktor
mevcut oldugundan, tasarim 2x2 faktoriyel desen olarak adlandirilmistir. Toplamda 4
ana grup birbiri ile kiyaslanmistir, bunlar: 1) e-kitap okuma miidahalesi almis kii¢lik
gruplar; 2) e-kitap miidahalesi almis biiylik gruplar; 3) basili kitap miidahalesi almis
bliyiik gruplar ve 4) basili kitap miidahalesi almis kiigiik gruplardir. Detaylar sekil

A40’da sunulmustur.

211



E-Kitap
Okuma

Hikaye Kitabi1 Formati

Grup Biiyiikligi

Kicik Gruplar

Buyiik Gruplar

4-5 kisilik gruplar
halinde, toplamda 36
katilimea

11-13 kisilik gruplar
halinde, toplamda 36
katilimer

-

4-5 kisilik gruplar
halinde, toplamda 37

11-13 kigilik gruplar
halinde, toplamda 37

Basih Kitap

katilim
Okuma “

katihmer

Sekil A40. 2x2 Faktoriyel desene ait detaylar

2.1. Calisma Grubu

Bu arastirmanin evrenini Kocaeli ilinde bulunan ve anadili Tiirk¢e olan 60-72 ay
aras1 beklenen gelisim diizeyine sahip, anadili Tiirk¢e olan tiim anaokulu 6grencileri
olusturmaktadir. Kocaeli ilindeki tiim anaokulu 6grencileri ile ¢alismak miimkiin
olmadigindan bu c¢alisma icin Korfez ilgesi ulasilabilir evren olarak belirlenmistir.
Orneklem seciminde kiime tipi tesadiifi drnekleme yontemi kullanilmistir ve 3
anaokulunun 5 yas grubu ogrencileri orneklem olarak seg¢ilmistir. Son durumda

aragtirmaya toplamda 146 5 yas grubu anaokulu 6grencisi katilim gostermistir.

2.2. Veri Toplama Araclar

Bu ¢alismada biri ¢alismanin ilk asamasinda kullanilmak tizere 4 adet ¢ocuk kitab1
kullanilmistir. Bu kitaplar, Kirmiz1 Elma, (Oral, 2021), Haydi Sevgi Orelim, (Dasuki
& Rasuli, 2020), Cemile Midilliye Biniyor (de Petigny & Delvaux, 2008) ve Luga
(Hemmatirad, 2018)’dir. Kitaplarin elektronik versiyonlart i¢in “TRT Cocuk
Kitaplik” uygulamas1 kullanilmistir. Cocuklarin hikdye anlama becerilerini 6lgmek
icin Paris & Paris (2003) tarafindan gelistirilen “Anlattyr Anlama Testi”
kullanilmistir. Anlatiy1 anlama testi her kitabin konusuna ve igerigine gore

uyarlanmaktadir. Her kitap igin yapilan uyarlamalar alanda uzman 2 &gretim
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tiyesinin kontroliinden ge¢mis ve onaylart alinmistir. Kelime edinimi becerilerini
O0lemek i¢in ise arastirmaci tarafindan secilen hedef kelimelerden olusan “Hedef

2

Kelime Testi” kullanilmistir. Hedef kelime testindeki kelimeler belirtilen yas
grubundaki cocuklarin heniiz edinmedigi kelimelerden se¢ilmistir, bu asamada
arastirmaci iki farkli veri tabanindan yararlanmistir [Tiirkge *deki kelimelerin edinim
yas1 (Goz vd., 20016) ve (Tiirkge *de erken ve sik edinilen kelimeler listesi, Acar vd.,
2016)]. Bunun yam sira devlet anaokullarinda gorev yapan 3 okul Oncesi
o0gretmeninin de kelimelerin uygunlugu konusunda fikirleri alinmis, bu fikirler

dogrultusunda hedef kelimeler diizenlenmistir.

2.3. Veri Toplama Siireci

Universitenin etik kurulundan, Kocaeli i1 Milli Egitim Miidiirliigiinden, okullarin
idari personellerinden, 6gretmenlerden, velilerden ve katilimer ¢ocuklardan gerekli
izinler ve onaylar alindiktan sonra arastirma iki asamada gergeklestirilmistir. Ilk
asamada Kirmizi Elma isimli kitabin basili versiyonu 4-5 Kisilik kiigiik gruplar
halinde ¢ocuklarla okunmus, ardindan Anlatiy1 Anlama Testi uygulanmistir. Bu test
neticesinde katilimcilar arastirmanin daha 6nceden belirtilen 4 ana grubuna gruplar
hikdye anlama becerisi bakimindan esit olacak sekilde atanmistir. Ikinci asamada ise
her hafta bir kitap okunmak {izere “Hadi Sevgi Orelim”, “Cemile Midilliye Biniyor”
ve “Luga” isimli kitaplar calisma grubu ozelliklerine gére okunmustur. Ornegin, “e-
kitap kiigiik grup” 6zelligine sahip gruplarda bu kitaplarin elektronik formatlar1 4-5
kisilik kiigiik gruplara iPad Air 2 ile gosterilmisken, “basili kitap biiyiik grup”
ozelligine sahip gruplarda kitabin basili formati 11-13 kisilik biiytik gruplar ile
okunmustur. Siralama etkisinin gozlemlenmemesi i¢in kitaplarin siralar1 calisma alt

gruplarinda degistirilmistir (Bkz. Tablo A.12).

Kitap okuma ve degerlendirme silireci okulda bulunan ayr1 bir smnifta
gerceklestirilmistir. Okuma siiregleri gruplar ile yiiritiiliirken, degerlendirme
siirecine c¢ocuklar bireysel katilim gostermis ve siire¢ boyunca arastirmanin
giivenilirligini artirmak i¢in ses kaydi alinmistir. Katilimcr yanitlarinin rastgele

secilmis %25°1 kodlayicr tutarliliginin degerlendirilmesi i¢in ikinci bir kodlayici

213



tarafindan da degerlendirilmistir. Iki kodlayici arasinda yiiksek oranda tutarlilik

bulunmustur.

Tablo A.12 Kitaplarin okunma siralari

a. Basili kitap
grup 1 n=11

b. Basili kitap
grup 2 n=13

c. Basili kitap
grup 3 n=13

a. Basili kitap
grup 1 n=12

b. Basili kitap
grup 2 n=12

c. Basili kitap
grup 3 n=13

I. Okuma Seansi

Biiyiik

Biiyiik

Biiyiik

Kigiik

Kiigiik

Kiiciik

a. E-Kitap Biiyiik grup 1

n=13

b. E-Kitap Biiyiik grup

2n=12

c. E-Kitap Biiytik grup 3

n=11

II. Okuma Seans1 III. Okuma Seansi
Biiyiik gruplarda basili kitap okuma etkinligine katilan katilimeilar

Haydi Sevgi Orelim  Cemile Midilliye Luga
Biniyor
Cemile Midilliye Luga Haydi Sevgi Orelim
Biniyor
Luga Haydi Sevgi Orelim Cemile Midilliye
Biniyor

Kiiciik gruplarda basili kitap okuma etkinligine katilan katilimeilar

Haydi Sevgi Orelim  Cemile Midilliye Luga
Biniyor
Cemile Midilliye Luga Haydi Sevgi Orelim
Biniyor
Luga Haydi Sevgi Orelim Cemile Midilliye
Biniyor

Biiyiik gruplarda e-kitap okuma etkinligine katilan katilimeilar

Haydi Sevgi Orelim  Cemile Midilliye Luga
Biniyor
Cemile Midilliye Haydi Sevgi Orelim
Biniyor Luga
Luga Haydi Sevgi Orelim Cemile Midilliye
Biniyor

Kiigiik gruplarda e-kitap okuma etkinligine katilan katilimcilar

a. E-kitap Kiigiik grup 1  Haydi Sevgi Orelim  Cemile Midilliye Luga

n=10 Biniyor

b. E-kitap Kiigiik grup 2 Cemile Midilliye Luga Haydi Sevgi Orelim
n=11 Biniyor

c. E-kitap Kiigtik grup 3  Luga Haydi Sevgi Orelim Cemile Midilliye
n=15 Biniyor
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2.4. Veri Analizi

Veriler SPSS 26 paket programi kullanilarak aragtirma sorularini yanitlayabilmek

adina bir dizi ¢ift yonlii ANOVA testi uygulanarak analiz edilmistir.

3. BULGULAR VE TARTISMA

Bu boliimde ¢alismanin sonuglart her arastirma sorusu 6zelinde uygulanmis olan iki
yonlii ANOVA testinin bulgulari dahilinde sunulmus, en sonunda da bulgular

alanyazin 15181nda tartisilmistir.

Arastirma Sorusu 1: Anaokulu O&grencilerinin agik hikdye anlama becerisi

puanlarinda kitap formati ve grup biiytikliigii agisindan anlamli bir fark var midir?

Analiz sonuclar1 incelendiginde kitap formati bakiminda gruplar arasinda basili
kitaplar lehine anlaml1 bir fark bulunurken (F (1, 142) = 39.45, p < .05, np? = .217),
grup biiyiikligii (F (1, 142) = .422, p>.05, np> = .003) ve kitap formati-grup
biiyiikliigii etkilesimi (F (1, 142) = .013, p > .05, np? = .000) bakimindan gruplar arasi
anlamli bir fark bulunamamaistir. Bu durumda basili kitaplarin her iki grup boyutunda
da agik hikaye anlama becerini destekleme konusunda e-kitaplara gore daha etkili

oldugu sonucu ¢ikarilabilmektedir.

Tablo A.13 Acik hikdye anlama puanlari gruplar aras1 Iki yonlii ANOVA sonuglar

Kareler

Toplam:  sd  Kareler Ort. F P 1o’
Kitap Formati 652.074 1 652.074 39.455 .000 217
Grup Biiyiikliigi 6.979 1 6.979 422 517 .003
Kitap Formati * Grup .212 1 212 .013 910 .000

Biiytikligi

Arastirma Sorusu 2: Anaokulu Ogrencilerinin Ortilk hikdye anlama becerisi

puanlarinda kitap formati ve grup biiytikliigli agisindan anlamli bir fark var midir?

Iki yonlii ANOVA testi sonuglarina gore anaokulu ¢ocuklarinin drtiik hikdye anlama

becerilerinde gruplar arasinda kitap formatina gore basili kitaplar lehinde istatistiksel
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olarak anlaml1 bir fark gézlemlenirken (F (1, 142) = 13.13, p < .05, np? = .085), grup
biiyiikliigii (F (1, 142) = .002, p >.05, np? = .000) ve grup biiyiikliigi-kitap formati
etkilesimine (F (1, 142) = 1.59, p > .05, ny? = .011) gére gruplar arasinda anlaml1 bir
fark bulunamamistir. Bu sonug¢ basili kitaplarin hem kiiciik hem de biiylik grup
biiytlikliiklerinde ¢ocuklarin oOrtiik hikdye anlama becerilerine daha ¢ok katkida

bulundugu anlamina gelebilir.

Tablo A.14 Ortiik hikAye anlama puanlar1 gruplar arasi1 Iki yonlii ANOVA sonuglari

Kareler

Toplami Sd  KarelerOrt. F P 1o’
Kitap Formati 343.315 1 343.315 13.139 .000 .085
Grup Biyiikligii .059 1 .059 .002 962 .000
Kitap Format1 * Grup  41.621 1 41.621 1.593 209 011

Biiyiikliigii

Arastirma Sorusu 3: Anaokulu 6grencilerinin kelime edinimi becerisi puanlarinda

kitap formati1 ve grup biiyiikliigii agisindan anlamli bir fark var midir?

Analiz sonuglar1 incelendiginde ¢ocuklarin kelime edinimi becerisi puanlarinda grup
arasinda kitap formatina gore basili kitaplar lehine anlamli bir fark bulunurken (F (1,
142) = .4.12, p < .05, np? = .028), grup biiyiikliigi (F (1, 142) = 211, p >.05, np* =
.001) ve grup biiytikliigii-kitap format etkilesimine gore (F (1, 142) = .093, p > .05,
np? = .001) anlaml bir fark bulunamamistir. Bu durumda gocuklarin kelime edinimi
becerisinin her iki grup biiylikliglinde de basili kitaplar tarafindan daha c¢ok

destelendigi sonucuna varilabilir.

Tablo A.15 Kelime edinimi puanlar1 gruplar aras1 iki yonlii ANOVA sonuglari

Kareler

Toplam: sd KarelerOrt. F P 1p?
Kitap Formati 229.866 1 229.866 4,129 .044 .028
Grup Biiyiikliigii 11.725 1 11.725 211 647 .001
Kitap Formati * Grup5.204 1 5.204 .093 .760 .001

Biiyiikliigii
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Ozetle, sonuglar, basili kitap kosullarindaki ¢ocuklarin degerlendirilen tiim erken
okuryazarlik becerilerinde e-kitap kosullarindaki ¢ocuklardan daha iyi performans
gosterdigini, bunun yaninda grup biiyiikliigiiniin her ii¢ erken okuryazarlik becerisine
de bir etkisinin olmadigini ortaya koymustur. Daha onceden de belirtildigi gibi
alanyazinda bu konu hakkinda bir fikir birligi olmadigindan sonuglar bazi
aragtirmalar ile paralellik gosterirken (de Jong & Bus,2002; Reich vd., 2019; Chiong
vd., 2012; Krcmar & Cingel, 2014; Sapaglam vd., 2020), bazilar ile paralellik
gostermemektedir (Altun, 2018a; Thmeideh, 2014; Rvachew vd.., 2017; Sar1, 2018).
Bu durumda alanyazindaki fikir ayriliginin grup biiyiikliigiiniin etkisinden dolay1

ortaya ¢ikmadigi sonucuna varilabilir.

Basili kitaplarin e-kitaplara gore c¢ocuklarin hikdye anlama ve kelime edinimi
becerilerini desteklemede daha etkili ¢ikmasinin 3 temel nedeni olabilecegi

distiniilmektedir.

Ik olarak, arastirmaci her iki kitap formati ile yaptig1 okuma etkinliklerinde de
cocuklarla sohbet etmek, sorularini cevaplamak ya da buna benzer bir etkilesimde
bulunmamis olsa da e-kitap okuma etkinliklerinde kitabin oto-seslendirme 6zelligi
kullanilirken, basili kitap okuma etkinliklerinde hikayeyi arastirmacinin kendisi
seslendirmistir. Bu durum basili kitap okuma etkinliklerine katilan g¢ocuklar ve
arastirmact arasinda dogal bir etkilesim olusturmustur. Vygotsky'ye (1986) gore
o0grenme toplumsal bir diizen i¢inde ger¢eklesmekte ve ¢ocuklarin daha bilgili bir
bireyle etkilesimi onlarin 6grenme siirecini desteklemektedir, bu nedenle basili kitap
okuma gruplarinda ortaya ¢ikan bu dogal etkilesimin ¢ocuklarin dikkatini etkinlige
daha ¢ok vermesini ve Ogrenme siirecinin desteklenmesini saglamis olabilecegi
diisiiniilmektedir. Basili kitap okuma etkinlikleri sirasinda okuyucu ve dinleyici
arasinda ortaya cikan olas1 etkilesimin olumlu etkisi alanyazinda yer alan onceki
calismalarda da vurgulanmistir (Chiong vd., 2012; Kozminsky & Asher-Sadon,
2013; Krcmar & Cingel, 2014; Reich vd., 2019).

Ikinci olarak, ¢ocuklarin teknolojiye yonelik tutumlari ve teknoloji aliskanliklarinin

da c¢ocuklarin e-kitap okuma etkinliklerindeki performanslarini etkilemis olabilecegi
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disiiniilmektedir. Son yillarda yapilan arastirmalar, kiiclik cocuklarin evde
gecirdikleri zamanin O6nemli bir kismini ekran karsisinda gecirdiklerini ortaya
koymaktadir (Can-Yasar vd., 2012; Livingstone vd., 2014; Neumann & Neumann,
2017; TURKSTAT, 2021). Arastirmalara gore ¢ocuklar ekran karsisinda gegirdikleri
bu zamanin ¢ogunda oyun oynamayi ve eglenceli videolar seyretmeyi tercih
etmektedir. (Altun, 2019; Bulut, 2018; Chiong ve Schuler, 2010; Giingér vd., 2020).
Cocuklarin teknolojik aletlerle yasadiklar1 bu deneyim onlarin bilgisayar ve tablet
gibi teknolojik aletleri daha c¢ok eglence ve “oyun oynama zamani” ile
iliskilendirmelerine sebep olmaktadir. Bu iligskilendirme nedeniyle, ekran basinda
gecirilen siire boyunca ¢ocuklarin hikaye dinlemek yerine oyun oynama beklentisine
sahip olabilecegi ve bu karsilanamayan beklentinin onlarin e-kitap okuma
etkinliklerine katilma konusundaki motivasyonlarini olumsuz etkilemis olabilecegi
disiiniilmektedir. Solomon’un (1981) “Yatirilan Zihinsel Caba Miktar1 Teorisi”
(Amount of Invested Mental Effort Theory, AIME) bu konuyu farkli bir bakis agisi ile
aciklamaktadir. Bu teoriye gore bireyler, var olan zihinsel semalarmi kullanarak
kolayca aciklayamadiklar1 karmasik ve belirsiz uyaranlart islemeye c¢alistiklarinda
daha fazla zihinsel ¢aba sarf etme egilimindedirler. Baska bir deyisle, insanlar kolay
bulduklar1 bir durumla karsilastiklarinda daha az zihinsel ¢aba sarf ederler (Rieh vd.,
2012). Cocuklara gore “ekran zaman1”, “oyun zaman1” anlamina geldigi i¢in onlarin
e-kitap okuma etkinlikleri siiresince daha az zihinsel ¢aba gosterme egiliminde
oldugu diisiiniilmektedir. Bu durum onlarin e-kitap okuma etkinliklerinde basili
kitap okuma etkinliklerine gore daha az bilgi edinmelerine ve buna bagli olarak da
hikdyeyi daha az anlamalarina yol agmis olabilir. Bu nedenle basili kitap
kosullarindaki c¢ocuklarin, e-kitap kosullarindaki ¢ocuklardan daha iyi performans

gdstermis olabilecegi diislintilmektedir.

Son olarak, e-kitaplarda bulunan ¢oklu ortam &6zelliklerinin ¢ocuklarin performansini
etkiledigi bilinmektedir. Ornegin baz1 calismalarda e-kitaplardaki arka plan
miiziginin ¢ocuklarin erken okuryazarlik becerilerini destekledigi sonucuna
varilirken (Bus vd., 2015; Takacs vd., 2015), bazilarinda ise hikdye anlama gibi
becerileri olumsuz etkiledigi sonucuna varilmistir (Lehmann & Seufert, 2017; Sari,

2019; Smeets vd., 2014). Bu ¢alismada kullanilan e-kitaplar da arka plan miizigi ve
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hikaye seslendirmesi gibi Ozelliklere sahiptir. Basili kitap okuma etkinliklerine
katilan cocuklarin e-kitap okuma etkinliklerine katilan c¢ocuklara goére daha iyi
performans gostermelerinin nedeninin e-kitaplarda hikaye anlatimi ve fon miiziginin
ayn1 anda bulunmasi olabilecegi diisliniilmektedir. Bu durum g¢ocuklarin kisa siireli
belleginde biligsel bir yiik olusturarak hikayeyi anlamalarin1 ve hikdyeden yeni
kelimeler edinmelerini olumsuz etkilemis olabilir. Ikili Kodlama Kurami1 ve Coklu
Ortam Ogreme Kurami’nda bahsedildigi gibi bilgi hem s6zlii hem de gorsel
kanallardan toplandiginda 6grenme daha iyi gergeklesir. Farkli kanallar kullanmak
O0grenmeyi daha kalict hale getirir ve bir kanalda olusabilecek asir1 yiikii azaltir
(Mayer, 2001; Paivio, 2006; Sadoski & Paivio, 2013; Schnotz, 2005). Ancak
elektronik kitaplardaki arka plan miizigi ve ses efektleri hikdye anlatimi ile aym
kanali kullanmakta ve bu da isitsel kanalda biligsel ylike neden olabilmektedir
(Kirschner, 2002). Bu durumun e-kitap okuma gruplarindaki ¢ocuklarin hedef
kelimeleri  edinmesini ve hikdyeyi kavramasin1i engellemis olabilecegi

diistiniilmektedir.

Ote yandan grup biiyiikliigiiniin bir etkisinin olmadig1 sonucu arastirmaci tarafindan
beklenmedik bir sonu¢ olsa da bu durumun bazi olasi nedenleri oldugu
diistiniilmektedir. Farkli grup biiytkliikleri arasinda anlamli farkliliklar oldugunu
ortaya koyan arastirmalar incelendiginde, bu farkliliklarin daha ¢ok miidahale
siirecinde gruptaki cocuklar arasinda meydana gelen akran etkilesimiyle iliskili
oldugu goriilmektedir (Morrow & Smith, 1990; Phillips & Twardosz, 2003). Ancak
bu calismada, etkinlik siirecinde ¢ocuklarin birbirleriyle etkilesime girmesine veya
konusmasina izin verilmemistir, bu da okuma etkinlikleri sirasinda 6grenciler
arasindaki etkilesimi siirlandirmistir. Eger ki okuma etkinlikleri sirasinda grup
bliytikliigliniin etkileri akran etkilesimine bagli olarak goriiliiyorsa, mevcut ¢calismada
ogrenciler arasindaki smirli etkilesimin, grup biiyiikliiglinlin siire¢ i¢inde meydana

gelen herhangi olasi bir etkisini engellemis olabilecegi diistiniilmektedir.

Gelecekteki caligmalar, grup biyiikliigiiniin e-kitap ve basili kitap okuma

etkinliklerinin erken okuryazarlik becerileri iizerine bir etkisinin olup olmadigim

219



inceleyebilmek icin akranlar arasi etkilesime daha fazla firsat veren paylasimli

hikaye kitab1 okuma teknigini kullanarak benzer bir ¢calismay1 tekrarlayabilir.
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