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Listening to and reading stories are important activities for children’s development,
and they can be supported in pleasant ways both at home and at preschool
institutions. Thus, quality children’s books with rich content are important for
supporting preschoolers’ development. Therefore, it is important for preschool
teachers to choose books that are appropriate for the development level of children.
It is thought that the book experiences of the pre-service teachers depend on their
reading attitudes and that their habits may influence their competence when
selecting picture books for children. This study aimed to examine the relationship
between pre-service teachers’ personal reading culture and experiences and their
competence in selecting picture books for children. Participants of the study totaled
213 (female, 172; male, 41) pre-service preschool teachers. The results of the study
revealed that there is a significant relationship between pre-service teachers’
personal reading habits, reading attitudes, the number of children’s books they read
during their university education, and the children’s literature courses they take at
the university and their competence in selecting children’s picture books.
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Hikaye dinleme ve okuma, ¢ocuklarin hem ev i¢i hem de okul Oncesi egitim
kurumlarinda gelisimlerinin eglenerek desteklendigi onemli etkinliklerden biridir.
Cocuklara sunulacak zengin igerikte, kaliteli ¢ocuk kitaplar1 ¢ocuklarin geligimlerini
desteklemek adina biiyiik 6nem tagimaktadir. Bu nedenle, okul 6ncesi 6gretmenlerinin
piyasada yayinlanan kitaplar arasindan ¢ocuklarin gelisim diizeylerine uygun kitaplari
se¢meleri onem tasimaktadir. Ogretmen adaylarmmn okuma tutumlart ve
aligkanliklarina bagli olarak kitaplar hakkinda kazandiklart deneyimlerin resimli
cocuk kitaplari segme yeterlilikleri tizerine etkisi olabilecegi diistiniilmektedir. Bu
calisma kapsaminda okul Oncesi Ogretmen adaylarinin kisisel okuma kiiltlir ve
deneyimlerinin resimli ¢ocuk kitabi segme yeterlilikleri olan iligkisinin incelemesi
hedeflenmistir. Calismanin katilimeilart 213 (kadmn: 172, erkek: 41) okul 6ncesi
ogretmen adayidir. Caligmanin verileri dlgek ve demografik bilgi formu kullanilarak
toplanmigtir. Arastirma sonuglarina gore, Ogretmen adaylarinin kisisel okuma
aliskanliklari, okuma tutumlart, {iniversite egitimleri boyunca okuduklart ¢ocuk kitabi
sayisi ve ¢ocuk edebiyati dersi almalart ile resimli hikaye kitabi se¢me yeterlilikleri
arasinda anlamli iliski bulunmaktadir.
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Predictors of Competence in Selecting lllustrated Storybooks

Introduction

Listening to and reading stories are important activities that support children’s development both at home and
at preschool institutions. Research has revealed that stories read and told to children contribute to their
development in many areas, such as listening comprehension, narrative skills, vocabulary acquisition, print
awareness, prosocial behaviors, and mathematical skills (Altun, 2016; Bus, van ljzendoorn, & Pellegrini, 1995;
Flack, Field, & Horst, 2017; Hepburn, Egan, & Flynn, 2010; Uzmen & Magden, 2002). Picture books provide a
context for children to be exposed to many concepts and topics, enabling the acquisition of these concepts during
their early childhood education programs (Ulusoy & Altun, 2017). In addition, regular and interesting book reading
activities provided to children early on can contribute to positive attitudes about reading (Altun, 2013).
International literature notes the number of books available at home and in preschool classes as an important
indicator of the literacy environment and scholarly culture (Evans, Kelley, & Sikora, 2014; Evans, Kelley, Sikora,
& Treiman, 2010; Smith, Brady, & Anastasopoulos, 2008). Therefore, quality children’s books with rich content
are of great importance in supporting children’s development.

Children’s Picture Books

A children’s picture book is a comprehensive, “umbrella term” that describes books that are prepared with
various content and in various formats that are appropriate for the developmental levels of children (Kiefer, Hepler,
& Hickman, 2007). The main types of children’s picture books are toy books, ABC books, concept books, activity
books, counting books, wordless books, guessing books, and illustrated storybooks (Kiefer, et al., 2007; Ural,
2015). Hlustrated storybooks support the story with visuals, making it easier for children to follow the story using
visual reading, enabling them to have fun while learning by attracting and holding their attention. By focusing on
children’s picture books in the process of how children build meaning, Painter, Martin, and Unsworth (2013)
discussed how visuals in children’s books (inside and around text/pertextuality) are interpreted by children in the
context of semiotics. Studies that examined children’s visual narratives about stories show that children benefit
from visuals in the process of story comprehension during story reading and in the process of narrating the text
after reading it (Arizpe & Styles, 2004; Ulusoy & Altun, 2016; 2017).

Guijarro (2014) argued that it is important to select books of the appropriate level for children to increase their
interactions with illustrated storybooks. Illustrated children’s books should have topics and a narrative appropriate
to the child’s developmental levels; they should also be appropriate for the child’s developmental levels in terms
of their physical design, formatting, and illustrations. Guijarro (2014) dealt with children’s books under two
headings that followed Piaget’s cognitive development stages. These are the books that should be prepared for the
children in the sensory-motor stage and in the preoperational stage. Kiefer et al. (2007, pp. 44-55) considered the
books according to the age and development of children and put them under six headings. These headings are as
follows: a) infancy (0-3 years), b) preschool and kindergarten (3-5 years), c) primary ages 6 and 7, d) middle
elementary (8-9 years), later elementary (10-11 years), and f) middle school (12-14 years). According to Kiefer
et al.’s (2007, s. 44-55) classification, early childhood books are separated into two groups: 0-3 years and 3-5
years. Gonen, Uludag, Findik-Tanribuyurdu, and Tiifek¢i (2014) stated that preschool children’s books can be
separated into two groups: 0-3 years and 3—6 years. Likewise, Yiikselen (2017) placed children’s books into three
groups: 0-3 years, 4-6, and 7-9 years. According to Kiefer et al. (2007), children have short attention spans; thus,
it is recommended that the books for preschool children (0-3 years) have few pages, plenty of pictures, and little
text. These books can include objects children see around them, activities (eating, dressing, etc.), living things,
and family members. In addition, topics such as compassion, love, and friendship could enable children to build
trust in their relationships with family members and other people who are important to them. Short dialogues and
rhyming words are preferred because they could attract children’s attention and support their language
development. It is suggested that books should be light enough for children to lift and hold comfortably, their
pages thick enough for children to turn easily, and be appealing to children’s tactile senses (Gonen et al., 2014;
Gonen, Burgak, Uysal, & Bediz, 2017; Kiefer et al., 2007;Yiikselen, 2017).

Depending on the development in children’s language and their psychomotor, socio-emotional, and cognitive
areas, the books prepared for the 3-6 age group should have different characteristics than those for the 0-3 age
group (Guijarro, 2014; Kiefer et al., 2007). The books should include topics to support the increasing imagination
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of children, enabling them to learn about new topics and concepts. In addition, it is suggested that the books should
include different topics that encourage children to reflect on their feelings through the stories (happiness, sadness,
darkness, fear of leaving their mother, new siblings, etc.) (Kiefer et al., 2007; Yikselen, 2017). With increasing
cognitive skills, concepts such as before, now, and after that enable children to put the events in chronological
order can be included in the books (Yiikselen, 2017). Because children are egocentric during this period, it is
important to include characters with which the children can identify. Kiefer et al. (2007) pointed out that it is
important to create impressive and powerful story characters that will take root in the children’s memories. Further,
it is emphasized that books that cause children to create stereotypes (race and gender) through content and
characters should be avoided (Catalcali-Soyer, 2009; Kiefer et al., 2007).

Although the related literature emphasizes the properties that the books should have according to the children’s
developmental levels, studies have indicated that the current published children’s books present some problems in
terms of their contents and format features (Catalcali-Soyer, 2009; Daglioglu & Camlibel-Cakmak, 2009;
Veziroglu & Gonen, 2012). Daglioglu and Camlibel-Cakmak (2009) examined 174 preschool-level storybooks,
looking for themes of violence and fear. They showed that the 8% of the books contained violence, and 11% of
the books contained elements of fear. In the 50 children’s books that Catalcali-Soyer (2009) examined, stereotypes
were revealed in respect to gender, family (modern-traditional), and community structure (urban-rural). Veziroglu
and Gonen (2012) studied 250 illustrated children’s books for their appropriateness for the achievements outlined
in the 2006 Preschool Education Program. The illustrated children’s books considered in the study covered only
18.5% of the 264 expected acquisitions included in the 2006 program. Therefore, it is important for preschool
teachers to choose books that are appropriate for the level of development of children. Within the scope of a
children’s literature course, pre-service teachers receive theoretical information regarding children’s literature, and
sample books appropriate for children’s developmental levels are shared. In addition to the education they receive
within the scope of the children’s literature course, it is thought that pre-service teachers’ personal reading habits,
experiences, and attitudes can be effective in creating a reading culture and selecting the appropriate books for
their students.

Pre-service Teachers’ Reading Habits and Attitudes toward Reading

Studies have indicated that pre-service teachers have limited or undeveloped reading habits (Giir, 2014;
Odabas, Odabas, & Polat, 2008; Saglam, Suna, & Cengelci, 2007; Saragoglu, Karasakaloglu, & Aslantiirk, 2010;)
and reading attitudes (Dedeoglu & Ulusoy, 2013; Saracoglu, et al., 2010). A large number of studies carried out
with various participant groups, such as teachers, pre-service teachers, family members, and students (Bayram,
2001; Karagahin, 2009; Konan, 2013; Kus & Tirkyilmaz, 2010; Mavi & Cetin, 2009; Sengiil-Bircan, 2017;
Yilmaz, 2002) have shown that “illiterate literates” (Huck, 1973) are common in Turkey.

According to McKenna’s (1994) reading attitude model, the attitudes of individuals toward reading are
influenced by both the cultural context and social environment (McKenna, Kear, & Elisworth, 1995). There is a
relationship between children’s home literacy environments and their reading attitudes during the preschool period
(Altun, 2013). The studies have shown that there is a relationship between the individual’s attitude toward reading,
his or her reading habits, and his or her reading comprehension (Baccus, 2004; Kirmizi, 2011; Petscher, 2010;
Progress in International Reading Literacy Study (PIRLS), 2011; Sallabag, 2008; Sonleitner, 2005). Individuals
develop an attitude toward reading based on their reading experience and organize their reading experiences
according to their reading attitude. It is thought that the book experiences of the pre-service teachers, depending
on their reading attitudes and habits, may have an influence on their competence in selecting illustrated children’s
books for preschool students. The current study aimed to examine the relationship between pre-service teachers’
personal reading cultures and experiences and their competence in selecting picture books for children. With this
goal in mind, this study sought answers to the following questions:

1) Isthere a significant difference between pre-service preschool teachers’ competence levels when it
comes to selecting illustrated children’s books according to whether or not they took a children’s
literature course at university?

828



Predictors of Competence in Selecting lllustrated Storybooks

2) Isthere a significant difference between pre-service preschool teachers’ competence levels when it
comes to selecting illustrated children’s books according to how often their parents read books to them

in their childhood?

3) s there a significant difference between pre-service preschool teachers’ reading attitude scores
according to how often their parents read books to them in their childhood?

4) To what extent do pre-service preschool teachers’ personal reading habits, attitudes, and experiences
predict their competence in selecting illustrated children’s books?

Method

Research Design

A cross-sectional correlational research design was used in the current study to investigate the relationship
between pre-service preschool teachers’ competence in selecting illustrated children’s books and their personal

reading habits, attitudes, and experiences.

Study Group

There were 213 participants in the study (female, 172; male, 41), including pre-service teachers who were
enrolled at the Department of Preschool Education at a state university in the fall semester of the 2017-2018
academic year. The participants of the study were selected using an appropriate sampling method. Detailed
information about the pre-service teachers who participated in the study is given in Table 1.

Table 1. Demographic Information of the Pre-service Preschool Teachers

f %
Gender
Female 172 80.8
Male 41 19.2
Total 213 100
Year
Freshmen 59 27.7
Sophomore 46 21.6
Junior 57 26.8
Senior 51 23.9
Total 213 100
Took children’s literature course
Yes 122 57.3
No 91 42.7
Total 213 100
How often their parents read to them in their
childhood
Never 111 52.1
Once a month 41 19.2
Once a week 39 18.3
Every day 22 10.3
Total 213 100

The participants consisted of 59 freshmen (27.7%), 46 sophomores (21.6%), 57 juniors (26.8%), and 51 seniors
(23.9%). Most (57.3%) of the pre-service teachers took the children’s literature course, which is a compulsory
course offered in the second spring semester. A total of 17 of the pre-service teachers were either in their second
university year or vertical transfer students. Those students who were lateral transfers in their first or second year

had taken the children’s literature course at their previous university.
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The responses of the pre-service teachers revealed that 52.1% of their parents never read books to them
during their childhood. However, 10.3% of the pre-service teachers stated that their parents read to them on a
daily basis.

Data Collection Tools

The data of the study were collected using the Examination of Level of Competency in Choosing Picture
Storybooks and Perception of Self Competency of Early Childhood Education Teacher Candidates (Turan,
Gonen, & Aydos, 2017), the Mikulecky Behavioral Reading Attitude Scale (Dedeoglu & Ulusoy, 2013), and the
demographic information form.

Examination of Level of Competency in Choosing Picture Storybooks and Perception of Self Competency of
Early Childhood Education Teacher Candidates

The form was developed to assess the pre-service teachers’ self-efficacy of children’s book selecting
competence levels. The form consists of three parts: content, illustration, and physical features (Turan et al., 2017).
There are a total of 59 items in the form of a 5-point Likert scale that ranges from insufficient to very good. The
physical features component has 10 items, the content component contains 28 items, and the illustration component
has 21 items (Turan et al., 2017). After applying this form to 213 pre-service teachers, the Cronbach alpha values
were calculated for each sub-dimension of the form. The Cronbach alpha value was found to be .84 for the physical
properties subscale, .91 for the content subscale, and .82 for the illustration subscale.

Mikulecky Behavioral Reading Attitude Scale

The scale was developed by Mikulecky (1976) to measure adults’ attitudes toward reading. The scale consists
of 20 items in a 5-point Likert type scale that ranges from not for me at all to just for me. The items in the scale
were prepared in accordance with the five steps of Krathwohl’s Affective Area Taxonomy: a) awareness of
reading, b) positive approach to reading, c) regarding reading as an important value, d) reading as an organized
activity, and e) reading as a part of personality (Dedeoglu & Ulusoy, 2013, p. 82; Richardson, Morgan, & Fleener,
2009, p. 477). The scale was adapted into Turkish by Dedeoglu and Ulusoy (2013). In his work with pre-service
teachers, Warmack (2007) calculated the Cronbach alpha value of the scale to be .92. In the pilot study conducted
with 120 pre-service primary teachers during the adaptation of the scale to the Turkish language, the Cronbach
alpha value was .86 (Dedeoglu & Ulusoy, 2013). The Cronbach alpha value for the current study was .88.

Demographic Information Form

The demographic information of pre-service teachers was collected by using the form. This information
included gender, class level, whether or not they had taken the children’s literature course, how often their parents
read to them during their childhood, how much time they spent reading each week, and the number of books they
had read over the last year.

Data Collection Procedures

In the fall semester of the 2017-2018 academic year, the data collection instruments were distributed to the
pre-service teachers in the classroom environment, and they were asked to read the questions carefully and
complete all the questions. The duration of implementation of the questionnaires took approximately 35 minutes.

Data Analysis

The data obtained in the study were transferred to the SPSS Statistics ver. 22.00 software program and
analyzed using descriptive and inferential statistical methods (independent samples t-test, one-way ANOVA,
Pearson correlation, and multiple regression).
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Findings

Prior to presenting inferential statistical analyses, the distributions of the data set are shown in Table 2. When
examining the skewness and kurtosis values related to the data sets, it was found that the values showed a normal
distribution because they were within the normal range (-2, +2) (Tabachnick & Fidell, 2007). Furthermore,
histogram graphs also supported the normal distribution of the scores.

Pre-service teachers’ weekly reading time ranged from 0 to 250 min. Some (19) of the pre-service teachers
stated that they never read books. The average weekly reading time of the pre-service teachers was 117.10 (SD =
17.85). The average number of children’s books read by pre-service teachers during their university education was
8.51 (SD = 3.92). The average number of books read by the pre-service teachers in the last year was 6.21 (SD =
2.90).

Table 2. Descriptive Statistics for the Data Set
Variables n Min. Max. M SD Skewness Kurtosis

Competence in selecting
illustrated children’s books

Physical properties 213 30 50 45.03 4.26 -73 .180
Content properties 213 78 140 123.78 9.90 -1.12 1.26
Illustration properties 213 75 105 97.66 7.74 -.05 .20
Reading attitude 213 33 100 77.84 12.47 -.612 25
Weekly reading time (min) 213 0 250 117.10 17.85 1.145 40
Number of children’s books read 213 0 25 8.51 3.92 1.60 1.72
during university education

Number of books read in the last 213 0 20 6.21 2.90 1.74 1.87
year

Pre-service Teachers’ Levels of Competence in Selecting lllustrated Children’s Books Based on Whether or Not
They Had Taken a Children’s Literature Course

To examine whether the scores of the pre-service teachers in selecting children’s books show a significant
difference according to the variable of whether they had taken the children’s literature course, an independent-
samples t-test was applied. According to the results of the Levene variance test, the variances of the physical
properties, content, and illustration scores among the groups that had and had not taken the children’s literature
course were homogeneous (p > .05); the reading attitude scores of the pre-service teachers between the groups
were also homogenous (Pallant, 2010).

A significant difference was found in favor of those who had taken the children’s literature course in terms of
their competence in selecting illustrated children’s books when it came to the book’s physical properties, t(211) =
3.441, p<. 05. The effect size for the difference between the groups was shown to be small (n? = .05).

Table 3. Independent Samples t-test Results of Pre-service Teachers’ Scores of Competence in Selecting
Ilustrated Children’s Books According to Whether They Had Taken a Children’s Literature Course

n M SD t p n’
Competence in selecting illustrated
children’s books
Physical properties Yes 122 45.88 4.12 3.441 .001 .053
No 91 43.10 4.34
Content properties Yes 122 126.10 9.56 3.010 .003 .041

831



Altun

No 91 120.69 10.24
Ilustration Yes 122 99.40 9.90 3.715  .000 .061
properties No 91 95.45 8.85

Table 3 shows a significant difference was found in the competence scores of pre-service teachers when it
came to selecting illustrated children’s books in terms of content; those who took a children’s literature course
showed a better aptitude in doing so, t(211) = 3.010, p <.05. The effect size related to the difference was shown to
have a small (n? = .04).

A significant difference was found in the competence scores of pre-service teachers when it came to selecting
illustrated children’s books in terms of the illustration properties; here, again, those who took a children’s literature
course showed a better aptitude in doing so, t(211) = 3.715, p <.05). The difference between the groups was found
to be of moderate effect size (n2 = .06). Detailed information is given in Table 3.

Pre-service Teachers’ Levels of Competence in Selecting Illustrated Children’s Books Based on the Frequency
Their Parents Had Read to Them in Their Childhood

To examine whether the scores of the pre-service teachers in the form of competence in selecting children’s
books show a significant difference according to the variable of the frequency their parents reading to them in their
childhood, a one-way ANOVA was conducted. The Levene variance test results were examined for the subscales
of illustrated children’s books selecting competence forms, and variances (p > .05) between the groups were found
to be homogeneous (Pallant, 2010).

According to the results of one-way ANOVA, there was no significant difference in the scores obtained by
pre-service preschool teachers for competence in selecting illustrated children’s books in terms of physical
properties according to the frequency their parents read books to them in their childhood, F(3, 209) = 2.112, p >
.05, 12 =.03).

Table 4. Pre-service Teachers’ Levels of Competence in Selecting Illustrated Children’s Books in Terms of
Physical Properties Based on the Frequency Their Parents Had Read Books to Them in Their Childhood

Physical Sum of SD Mean F p n?
properties squares Square

Between groups 113.610 3 37.870 2112 10 .029
Within groups 3748.089 209 17.933

Total 3861.700 212

As shown in Table 5, there was a significant difference in the scores obtained for selecting illustrated children’s
books in terms of content properties according to the frequency their parents read books to them during their
childhood, F(3, 209) = 7.283, p < .05, n2 = .09).

The Scheffe test was performed to investigate the significant difference between the groups. The results showed
a significant difference between the groups for their parents had not read any books to them in their childhood (M
=121.02, SD = 10.04) and whether they were read to them one day a week (M = 128.25; SD = 9.17) or every day
(M =132.77; SD = 8.91).

Table 5. Pre-service Teachers’ Levels of Competence in Selecting Illustrated Children’s Books in Terms of
Content Properties Based on the Frequency Their Parents Had Read Books to Them in Their Childhood

Content Sum of SD Mean F p n?
properties squares Square

Between groups 3504.835 3 1168.278 7.283 .000 .09
Within groups 33524.657 209 160.405

Total 37029.493 212

832



Predictors of Competence in Selecting lllustrated Storybooks

According to the results of the one-way ANOVA, there was a significant difference between the scores of the
pre-service preschool teachers for selecting illustrated children’s books in terms of illustration properties according
to the frequency with which their parents had read books to them in their childhood, F(3, 209) = 4.68, p < .05, n?
= .06. The Scheffe test was performed to investigate the significant difference among the groups. The results
showed a significant difference between the groups for their parents had not read any books to them in their
childhood (M = 96.36, SD = 8.11) and those who indicated that their parents had read to them every day (M =
101.72, SD =7.07).

Table 6. Results of the One-way ANOVA of Pre-service Preschool Teachers” Competence Scores in Selecting
Ilustrated Children’s Books in Terms of Illustration Properties According to the Frequency Their Parents Had
Read to Them in Their Childhood

llustration Sum of SD Mean F p n?
properties squares Square

Between groups 801.385 3 267.128 4.68 .003 .063
Within groups 11909.948 209 56.985

Total 12711.333 212

Pre-service Preschool Teachers’ Attitudes toward Reading According to the Frequency That Their Parents Had
Read Books to Them in Their Childhood

A one-way ANOVA was applied to examine whether pre-service teachers’ reading attitudes showed any
difference according to the frequency that their parents had read books to them in their childhood. According to
the Levene variance test, the variance (p > .05) among the groups in the reading attitude scores of the pre-service
teachers was homogenous (Pallant, 2010).

Table 7. The Results of the One-way ANOVA of Pre-service Preschool Teachers’ Reading Attitudes Scores
According to the Frequency That Their Parents Had Read Books to Them in Their Childhood

Ilustration Sum of SD Squares F p 1’
properties squares average

Inter-group 4700.595 3 1566.865 11,574 .000 142
Intra-group 28293.977 209 135.378

Total 32994.573 212

According to the results of the one-way ANOVA, there was a significant difference in the scores of pre-service
preschool teachers for the reading attitude scale according to the frequency that their parents had read books to
them in their childhood, F(3, 209) = 11.57, p < .05, n? = .14. The Scheffe test was applied to investigate the
significant difference among the groups. According to the Scheffe test results, there was a significant difference
between the groups that stated that their parents had never read books to them in their childhood (M = 74.018, SD
=11.79) and had read books to them one day a week (M = 83.74, SD = 12.07) or every day (M = 86.68, SD =
11.19).

Examination of the Relationship between Pre-service Preschool Teachers’ Personal Reading Habits, Attitudes,
and Experiences and Their Competence in Selecting lllustrated Children’s Books

To examine the relationship between pre-service preschool teachers’ personal reading habits, attitudes, and
experiences and their competence in selecting illustrated children’s books, the Pearson correlation analysis was
applied. Preliminary analyses showed that there is no violation of the assumptions of normality and linearity.
According to the results of the Pearson correlation analysis, there was a strong positive relationship between the
reading attitude scores of the pre-service teachers and their competence in selecting illustrated children’s books in
terms of content (r = .51, p <.01). There was a positive moderate relationship between pre-service teachers’ reading
attitudes and their competence in selecting illustrated children’s books in terms of illustration (r = .45, p < .01)
and physical properties (r = .32, p <.01). Also, there was a positive moderate relationship (r = .33, p <.01) between
pre-service teachers’ weekly reading time and their competence in selecting illustrated children’s books in terms
of content.
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Table 8. Bivariate Correlations between the Study Variables

1 2 3 4 5 6 7
1. Weekly reading time -
2. Number of books read in the last .59** -
year
3. Number of children’s books read .26** .27** -
during university education
4. Illustrated children’s book .33** 30** . 25** -
content properties
5. Illustrated children’s book .10 18**  24**  §3**
Illustration
6. Illustrated children’s book .19** 23** 23** 50** S54*F* -
physical properties
7. Reading attitude B2**  48** 18**  51** ABF* - 32F* -

Note. * p < .05, **p < .01.

There was a positive low relationship between the number of children’s books pre-service teachers had read
during their university education and the content (r = .25, p <. 01) and physical properties (r = .24, p <.01) of the
books they selected. Detailed information is presented in Table 8.

Examination of Pre-service Teachers’ Personal Reading Habits, Attitudes, and Experiences as Predictors of

Their Level of Competence in Selecting lllustrated Children’s Books

Before applying multiple regression analysis, the assumptions of the test were checked separately for all three
models. The assumptions of the multiple regression analysis, sample size (N >50 + 8 m, m = number of predictors),
multicollinearity, homoscedasticity, outliers, and linearity were met by the data sets. Whether pre-service teachers
had taken a children’s literature course was included in the analysis as a dummy variable.

Table 9. Results of Multiple Regression Analysis of Predicting the Content Properties Scores of Illustrated

Children’s Books

Predictors B p t p Tolerance  Variance inflation
factor (VIF)

Constant 81.293 14808 000
Number of children’s
books read during 392 204 3.020 .003 687 1.456
university education
Reading attitude 415 391 585 .00 700 1.429
Weekly reading time 006 057 836 404 674 1.483
Whether or not they took

4.478 .168 2.600 .010 748 1.337

children’s literature course

Note. R? = .35, corrected R? =.35, F (5, 207) = 27.82, p = .000.

According to the results of the multiple regression analysis, there was a significant relationship between pre-
service teachers’ scores for competence in selecting illustrated children’s books in terms of the books’ content
properties and the number of children’s books read during university education, their reading attitudes, and
whether they took a children’s literature course (F = 27.82, p < .05). According to the model, the predictors

834



Predictors of Competence in Selecting lllustrated Storybooks

explained 35% of the total variance of the content properties’ competence scores. When the standardized beta (B)
coefficients of the model were examined, the reading attitude (§ = .415, p < .05) variable was a stronger
predictor than the other variables. Weekly reading time (f = .006, p > .05) was not a significant predictor of the
model. Detailed information is presented in Table 9.

Table 10. Results of the Multiple Regression Analysis for Predicting the Illustration Properties Scores of
[lustrated Children’s Books
Predictors B p t p Tolerance  Variance inflation
factor (VIF)

Constant 71.560 21.663 .000

Number of children’s

books read during 212 .188 2.716 .007 687 1.456
university education

Reading attitude 277 447 6500 000 .700 1.429
Weekly reading time -.010 152 2477 031 674 1.483
Whether or not they took

children’s literature course  2-801 .180 2.702 007 748 1.337

Note. R% = .35, corrected R? = .31, F(5, 207) = 23.67, p < .05.

A multiple regression analysis was conducted to examine the predictors of the scores for competence in
selecting illustrated children’s books in terms of the books” illustration properties. According to the results of the
analysis, there was a significant relationship among the variables for the number of children’s books read during
university education, reading attitude, weekly reading time, and taking children’s literature courses (F = 23.67, p
<.05). According to the model, the predictors explained 31% of the total variance of the scores for the illustration
properties competence. When the standardized beta () coefficients of the model were examined, the reading
attitude (p = .447, p < .05) variable was a stronger predictor than the other variables. Detailed information is
presented in Table 10.

According to the results of the multiple regression analysis, there was a significant relationship between the
variables of the scores for competence in selecting illustrated children’s books in terms of their illustration
properties and the number of books read at university, reading attitude, and taking a children’s literature course (F
= 13.82, p < .05). According to the model, the predictors explained 21% of the total variance of the content
properties. When the standardized beta (B) coefficients for the model were examined, the number of children’s
books (B =.245, p < .05) read at university was shown to be a stronger predictor than the other variables. Weekly
reading time (B = .033, p > .05) was not a significant predictor of the model. Detailed information is presented in
Table 11.

Table 11. Results of Multiple Regression Analysis of Predicting the Physical Properties Scores of Illustrated
Children’s Books
Predictors B p t p Tolerance  Variance inflation
factor (VIF)

Constant 36.367 18.628  .000
Number of children’s
books read during 152 245 3.300 .001 687 1.456
university education
Reading atitude 071 208 2.821 005 700 1.429
Weekly reading time 001 033 442 659 674 1.483
Whether or not they took

1.306 152 2.132 034 748 1.337

children’s literature course
Note. R? = .35.21, corrected R? = .20, F(5, 207) = 13.82, p < .05.
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Discussion and Conclusion

The current study aimed to examine pre-service preschool teachers’ competence in selecting illustrated
children’s books according to the teachers’ personal reading habits, attitudes, and experiences. The findings
showed that the weekly reading time of the pre-service teachers ranged from 0 to 250 minutes. Nineteen of the
pre-service teachers stated that they did not read any books. Pre-service teachers were found to have limited or
undeveloped reading habits. Previous studies examining the reading habits of the pre-service teachers are
supported by the results of the current study (Esgin & Karadag, 2000; Geggel & Burgul, 2009; Odabas et al., 2008;
Saragoglu et al., 2010; Yilmaz, Kose, & Korkut, 2009). The average annual number of books read by pre-service
teachers was 6.21 (SD = 2.90). Saragoglu et al. (2010) found that 12.9% of pre-service teachers did not read any
books and that the average number of books read per month was two. In line with this and relevant to the current
study, Yilmaz et al. (2009) stated that 25% of university students did not read any books. When the average scores
of the pre-service teachers’ reading attitudes were examined, this score was only two points above the criterion of
75 points. In line with this, Saragoglu, Yenice, and Karasakaloglu (2009) found that pre-service teachers had a
moderate level of interest in reading. Dedeoglu and Ulusoy (2013) also stated in their study that the reading
attitudes of the pre-service teachers were at low to moderate levels.

A total of 52.1% of the pre-service teachers stated that their parents had not read books to them in their
childhood. The percentage of pre-service teachers who indicated that their parents had read books to them regularly
in their childhood was 10.3%. Previous studies examining parents’ habits of reading books to their children in the
preschool period showed similar results (Altun, 2013; Altun & Tantekin Erden, 2015). According Altun and
Tantekin Erden (2015), the parents of 32% of preschool children read books to their children for 0 to 60 minutes
per week, and 43% of the mothers and 40% of the fathers read books weekly for 0 to 60 minutes. The findings of
both this study and previous studies have revealed that there is a weak reading culture in Turkey. Although the
literacy rate in Turkey has reached 96.22% (Turkey Statistics Institution [TSI], 2016), it is remarkable that the rate
of regular reading habits is very low. Reading habits are gained within the family, and parents are role models for
their children in this matter (Reese, Sparks, & Leyva, 2010; Sénéchal, Lefevre, Thomas, & Daley, 1998; Weigel,
Martin, & Bennett, 2006). For example, the campaign launched in Poland in 2001 (CafaPolskaczytadzieciom)
started a nationwide book reading campaign for children. Popular artists and celebrities joined the campaign to
visit kindergartens and read books to the children. In addition, through television, radio, and social media, the
public was informed about the campaign, and this created awareness about reading (Lewandowicz-Nosal, 2017).
Following the successful results of the campaign, this practice was first launched in the Czech Republic and later
all across Europe (All of Europe Reads to Kids) (OECD, 2012). The first task in breaking the “illiterate literate”
phenomenon in Turkey rests within the family, the first link of the chain. It is thought that the reading culture that
will be formed in the first grade of school and the attitudes and behaviors of the teacher are important in creating
reading habits for the teacher’s students. The current situation reveals that systematic studies and campaigns
covering the dimensions of family and school are needed to instill reading habits for future generations in Turkey.

The findings of the research indicate that there is a significant relationship between pre-service teachers’
reading habits, attitudes, the number of children’s books they read during university education, and whether or not
they took a children’s literature course and their competence in selecting illustrated children’s books. Turan et al.
(2017) found that the competence scores of third grade pre-service teachers were higher than those of second and
fourth grade teachers. In their studies comparing the opinions of the third and fourth grade pre-service preschool
teachers on children’s books, Ergiin and Giindiiz (2011) did not find any difference according to grade level; the
study was carried out with all pre-service teachers at all grade levels. Pre-service teachers were compared
according to whether they had taken a children’s literature course, and there was a meaningful result in favor of
those who had taken the course. In the current study, the result that pre-service teachers who had taken a course
on children’s literature had higher competency scores in selecting illustrated children’s books was an expected
result. In the scope of such a course, pre-service teachers acquire theoretical knowledge about the properties that
the illustrated children’s books should have and gain experience through applying the knowledge learning in the
course. The main focus of the current study was to investigate the relationship between pre-service teachers’
personal reading habits, attitudes, and experiences, as well as taking a children’s literature course and their
competence in selecting illustrated children’s books. The findings revealed that pre-service teachers who had better
reading attitudes and habits and who had to read more children’s books during university education had higher
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scores for their competence in selecting illustrated children’s books. Pre-service teachers gain experience about
the style and expression methods used in stories, topics, illustrating techniques (watercolor, pastel, oil painting,
digital, etc.) and book design through the children’s books they read. It is believed that this experience supports
their competence in selecting illustrated children’s books. Therefore, it can be said that it is important for pre-
service teachers to follow and read the picture stories published in children’s literature when choosing books that
are appropriate for the developmental levels of the children.

There is a strong relationship between the reading habits and attitudes of pre-service teachers. However, studies
have also shown that there is a relationship between reading habits and attitudes and critical thinking skills
(Giindiiz, 2015; Karasakaloglu, Saracoglu, & Yilmaz-Ozel¢i, 2012; Kogak, Kurtlu, Ulas, & Epgacan, 2015).
Karasakaloglu et al. (2012) found that the critical thinking and metacognitive competence scores of pre-service
Turkish teachers differed according to their reading habits. Their study showed that pre-service teachers reading
21 or more books a year had higher critical thinking and metacognitive competence scores than those who read
from 1-5 and 6-20 books per year. Glindiiz (2015) found that there was a strong (r = .60) relationship between the
reading habits of freshmen and their ability to think critically. According to the results of Giiven and Aktas’s
(2014) study, which was carried out with 627 fifth graders, students with longer daily reading times also had high
scores in visual reading and critical thinking skills. They found a significant positive relationship between visual
reading ability and critical thinking ability (r = .31). From these results, the reading habits of pre-service teachers
may contribute to their competence in selecting illustrated children’s books both directly by increasing their
experience of children’s books and indirectly by supporting their cognitive development, such as critical thinking
and metacognition. The relationships among these variables could be identified more clearly in future studies using
the structural equation modeling of the relevant variables. In this context, the current study is important in terms
of considering the variables that may be related to the competence of pre-service teachers in selecting illustrated
children’s books. There is also a need for research to determine the competence of pre-service teachers and
employed teachers in selecting illustrated children’s books and the factors that influence this competence.
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Okul Oncesi Ogretmen Adaylarimin Okuma Aliskanlhiklari, Tutumlar: ve
Deneyimlerinin Resimli Hikaye Kitabi Secme Yeterliliklerini Yordama
Diizeyi
Giris

Hikaye dinleme ve okuma, ¢ocuklarin hem ev-i¢ci hem de okul 6ncesi egitim kurumlarinda gelisimlerinin
eglenerek desteklendigi onemli etkinliklerden biridir. Yapilan arastirmalar okunan ve anlatilan hikayelerin
cocuklarin anlama, anlatma, kelime hazinesi, yazi farkindaligi, prososyal davraniglar ve matematik becerileri gibi
bir¢ok alanda gelisimlerine katki sagladigin1 gostermektedir (Altun, 2016; Bus, van Ijzendoorn, & Pellegrini,
1995; Flack, Field, & Horst, 2017; HepBurn, Egan, & Flynn, 2010; Uzmen & Magden, 2002). Resimli ¢ocuk
kitaplar1 okul Oncesi donemde bir¢ok kazanim, konu ve kavramin g¢ocuklara kazandirilmasinda baglam
olusturmaktadir (Ulusoy & Altun, 2017). Ayrica, erken gocukluk déneminde ¢ocuklara saglanan diizenli ve ilgi
c¢ekici kitap okuma etkinlikleri onlarin okumaya karsi olumlu tutum gelistirmelerine de katki saglamaktadir (Altun,
2013). Uluslararasi literatiirde evde ve okul dncesi siniflarinda bulunan kitap sayisi okuryazarlik ortaminin ve
okuma kiiltiiriiniin 6nemli bir géstergesi olarak kabul edilmektedir (Evans, Kelley, & Sikora, 2014; Evans, Kelley,
Sikora, & Treiman, 2010; Smith, Brady, & Anastasopoulos, 2008). Bu nedenle, ¢ocuklara sunulacak zengin
icerikte, kaliteli cocuk kitaplar1 ¢ocuklarin gelisimlerini desteklemek adina biiyiik nem tasimaktadir.

Resimli Cocuk Kitaplari

Resimli ¢ocuk kitab1 ¢ocuklarin gelisim diizeylerine uygun, onlarim ilgilerini ¢ekecek farkli igerik ve formatta
hazirlanmig kitaplart tanimlayan genis kapsamli “semsiye” bir terimdir (Kiefer, Hepler & Hickman, 2007).
Oyuncak kitaplar, ABC kitaplari, kavram Kitaplari, etkinlik kitaplari, say1 kitaplari, yazisiz kitaplar, tahmin
kitaplar1 ve resimli hikdye kitaplar1 resimli ¢ocuk kitaplarinin baslica ¢esitleridir (Kiefer vd., 2007; Ural, 2015).
Resimli hikaye kitaplari, yazili hikaye metninin gorseller ile desteklenerek hem ¢ocuklarin gorsel okuma yoluyla
hikayeyi takip etmelerini kolaylastirmakta hem de onlarin ilgilerini ¢ekmek suretiyle eglenerek dgrenmelerini
saglamaktadir. Resimli hikéaye kitaplar1 sadece yazilt metin aracilifiyla degil ayn1 zamanda gorseller araciligiyla
da c¢ocuklarin anlam kurma ve aktif 6grenmelerine olanak saglamaktadir. Painter, Martin ve Unsworth (2013)
resimli ¢ocuk kitaplarinda yer alan gorsellerin anlam kurma siirecindeki roliine odaklanarak;—¢ocuk kitaplarinda
yer alan gorsellerin (metin i¢i ve metin ¢evresi: 6n ve arka kapak, ilk sayfa) semiyotik /gostergebilim baglaminda
cocuklar tarafindan nasil anlamlandirildigini ele almislardir. Cocuklarin hikayeler ile ilgili gorsel anlatimlarin
inceleyen ¢alismalar ¢ocuklarin hem okuma sirasinda metni anlama siirecinde hem de okuma sonrasi metni
anlatma stirecinde gorsellerden yararlandiklarim gostermektedir (Arizpe & Styles, 2004; Ulusoy & Altun, 2016;
2017).

Guijarro (2014) ¢ocuklarin resimli hikaye kitaplar1 ile olan etkilesimlerini artirmak i¢in seviyelerine uygun
kitap se¢ilmesi gerektigini belirtmektedir. Resimli hikaye kitaplar1 cocuklarin gelisim seviyelerine uygun konu ve
anlatima sahip olmalidir. Ayrica, kitaplar fiziksel 6zellikleri, tasarim ve resimleme 6zellikleri agilarindan da
cocuklarin gelisim seviyelerine uygun olarak hazirlanmalidir. Guijarro (2014) okul 6ncesi dénem ¢ocuklarina
yonelik ¢ocuk kitaplarini Piaget’in Bilissel Gelisim Asamalarina gore iki baslik altinda ele almistir. Bunlar;
duyusal- motor dénem g¢ocuklar1 igin hazirlanmasi gereken kitaplar ve islem Oncesi dénem cocuklart igin
hazirlanmasi gereken kitaplardir. Kiefer vd. (2007) ise ¢ocuklarin yas ve gelisim diizeylerine gére kitaplar alt1
baslik altinda ele almislardir. Bu basamaklar: a) Bebeklik Dénemi (0-3 yas), b) Okul Oncesi (3-5 yas), ¢) Ilkokulun
Ik Kademesi (6-7 yas), d) Tlkdgretimin Orta Kademesi (8-9 yas), ) Tlkdgretimin Son Kademesi (10-11 yas) ve )
Ortaokul (12-14 yas). Kiefer vd.’nin (2007) siiflamasina gére erken ¢ocukluk donemi kitaplar1 0-3 yas ve 3-5
yas olmak iizere iki doneme ayrilmaktadir. Gonen, Uludag, Findik-Tanribuyurdu ve Tiifek¢i (2014) okul 6ncesi
donem ¢ocuk kitaplarinin 0-3 yas ve 3-6 yas olarak iki grup altinda incelenebilecegini belirtmislerdir. Benzer
sekilde Yiikselen (2017) ¢ocuk kitaplarini 0-3 yas, 4-6 yas ve 7-9 yas olmak iizere ii¢ baslikta ele almistir. Okul
oncesi 0-3 yas ¢ocuklar i¢in hazirlanacak kitaplarin ¢ocuklarin dikkat siiresi kisa oldugu i¢in az sayfali, bol resimli
ve kisa metinli yazilmasi 6nerilmektedir (Kiefer vd., 2007). Kitaplarda ¢cocuklarin gevrelerinde gordiigii nesneler,
eylemler (beslenme, giyinme vb.), canlilar ve aile bireylerine yer verilebilecegi belirtilmektedir. Ayrica ¢ocuklarin
aile bireyleri ve diger insanlarla iligkilerinde giiven insa edecek sefkat, sevgi ve arkadaglik gibi konularin 6nemli
oldugu ifade edilmektedir. Kitaplarda yer verilecek kisa diyaloglarin ve kafiyeli s6z oyunlarinin hem gocuklarin
dikkatlerini ¢cekme hem de ¢ocuklarin dil gelisimini desteklemek i¢in tercih edilmelidir Cocuklarin kitaplari
manipiile edebilmeleri igin kolayca kaldirip tutabilecekleri hafiflikte, sayfalar1 g¢evirebilecekleri kalinlikta ve



Predictors of Competence in Selecting lllustrated Storybooks

dokunma duyularina hitap edecek 6zellikte olmalar1 6nerilmektedir (Gonen vd., 2014; Gonen, Burgak, Uysal, &
Bediz, 2017; Kiefer vd., 2007; Yiikselen, 2017).

Artan yas ile birlikte cocuklarin dil, psikomotor, sosyo-duygusal ve bilissel alanlarinda go6zlenen gelisimlere
bagli olarak 3-6 yas grubuna yonelik hazirlanacak kitaplarin 0-3 yas grubu kitaplarindan farkli 6zellikler tagimast
gerekmektedir (Guijarro, 2014; Kiefer vd., 2007). Kitaplarda igerik agisindan ¢ocuklarin artan hayal giiglerini
destekleyecek, yeni konu ve kavramlari 6grenmesine olanak saglayacak konulara yer verilmelidir. Ayrica,
cocuklarin hikayeler araciligiyla duygularini yansitabilecekleri (mutlu, iizgiin, karanlik- anneden yarilma korkusu,
yeni kardes vb.) farkli konulara yer verilmesi 6nerilmektedir (Kiefer vd., 2007; Yiikselen, 2017). Cocuklarin artan
bilissel beceriler ile olay 6rgiisiinii siralayabilecegi dnce-simdi- sonra gibi zaman kavramlarina da kitaplarda yer
verilebilir (Yiikselen, 2015). Cocuklarda bu dénemde egosentrik diisiince hakim oldugu i¢in kendileri ile 6zdesim
kurabilecekleri hikaye karakterlerine yer verilmesi 6nemlidir. Kiefer vd. (2007) ¢ocuklarin hafizalarinda yer
edinecek etkileyici ve giiglii hikaye karakterlerinin olusturulmasiin 6nemli oldugunu belirtmektedirler. Ayrica,
hikayenin igerigi ve karakterleri araciligiyla cocuklarda irk ve toplumsal cinsiyet rolleri gibi gesitli stereotipler
olusturmalarina neden olacak kitaplardan kaginilmasi gerektigi vurgulanmaktadir (Catalcali Soyer, 2009; Kiefer
vd., 2007).

Cocuklarin gelisim diizeylerine uygun kitaplarin tasimasi gereken 6zellikler ilgili alanyazinda vurgulanmasina
ragmen yapilan ¢alismalar yaymlanan ¢ocuk kitaplarinin igerik ve format &zellikleri agisindan sikintilar tagidigini
gostermektedir (Catalcali-Soyer, 2009; Daglioglu & Camlibel-Cakmak, 2009; Veziroglu & Gonen, 2012).
Daglioglu ve Camlibel-Cakmak (2009) okul 6ncesi donem 174 hikaye kitabini siddet ve korku dgeleri agisindan
incelemislerdir. Caliyma sonuglarma goére kitaplarda %8 siddet ve %11 korku 6gesine yer verildigini tespit
etmiglerdir. Catalcali Soyer (2009) 50 adet ¢ocuk kitabini inceleyerek hikayelerde yer verilen stereotipleri
toplumsal cinsiyet, aile (modern-geleneksel) ve toplum yapisi (kent-kir) ortaya koymustur. Veziroglu ve Gonen
(2012) 250 adet resimli cocuk kitabmi 2006 Okul Oncesi Egitim Programi’nda yer verilen kazanimlara uygunlugu
acisindan ele almigladir. Calisma kapsaminda incelenen resimli gocuk kitaplar1 2006 programinda yer verilen 264
kazanimin sadece %18.5’ini kargilamaktadir. Bu nedenle, okul Oncesi Ogretmenlerinin piyasada yayinlanan
kitaplar arasindan ¢ocuklarin gelisim diizeylerine uygun kitaplar1 segmeleri 6nem tasimaktadir. Cocuk edebiyati
dersi kapsaminda 6gretmen adaylarina teorik olarak ¢ocuk kitaplart hakkinda bilgiler verilmekte ve ¢ocuklarin
gelisim seviyelerine uygun 6rnek kitaplar paylasilmaktadir. Cocuk edebiyati dersi kapsaminda aldiklar1 egitimin
yaninda, &gretmen adaylarinin kigisel okuma aligkanliklari, deneyimleri ve tutumlarinin okuma kiltiirii
olusturmada ve uygun kitap segmede etkili olabilecegi diisiiniilmektedir.

Ogretmen Adaylarimin Okumaya iliskin Tutumlar1 ve Okuma Ahskanliklar:

Yapilan ¢aligmalar, 6gretmen adaylarimin diisitk okuma aligkanhigina (Giir, 2014; Odabas, Odabas & Polat,
2008; Saglam, Suna & Cengelci, 2007; Saragoglu, Karasakaloglu & Aslantiirk, 2010) ve okuma tutumuna
(Dedeoglu & Ulusoy, 2013; Saragoglu vd., 2010) sahip oldugunu géstermektedir. Ogretmen, 6gretmen adayi, aile
ve 0grenci gibi ¢esitli katilimc1 gruplar ile yapilan ¢ok sayida calisma (Bayram, 2001; Karasahin, 2009; Konan,
2013; Kus & Tiirkyillmaz, 2010; Mavi & Cetin, 2009; Sengiil Bircan, 2017; Yilmaz, 2002) iilkemizde okumayan
okuryazarlar (illiterate literates) (Huck, 1973) olgusunun yaygin oldugunu géstermektedir.

McKenna’nin (1994) okuma tutum modeline goére, bireylerin okumaya kars1 tutumlari kiiltiirel baglamdan ve
sosyal ¢evreden etkilenmektedir. (Mckenna, Kear & Elisworth, 1995). Okul 6ncesi donemde ¢ocuklarin ev-igi
okuryazarlik ortamlari ile okuma tutumlari arasinda iliski bulunmaktadir (Altun, 2013). Yapilan ¢aligmalar bireyin
okumaya kars1 tutumu ile okuma aliskanligi ve okudugunu anlama diizeyleri arasinda iligki bulundugunu
gostermektedir (Baccus, 2004; Kirmizi, 2011; Petscher, 2010; PIRLS, 2011; Sallabas, 2008; Sonleitner, 2005).
Birey okumaya iligskin deneyimlerine bagli olarak okumaya kars1 bir tutum olusturmakta ve olusturdugu tutuma
gbre de okuma yasantilarim diizenlemektedir. Ogretmen adaylarmin okuma tutumlar1 ve aliskanliklarina bagl
olarak kitaplar hakkinda kazandiklar1 deneyimlerin resimli ¢ocuk kitaplar1 segcme yeterlilikleri tlizerine etkisi
olabilecegi diistiniilmektedir. Bu ¢aligma kapsaminda O6gretmen adaylarinin kisisel okuma kiiltiir ve
deneyimlerinin resimli ¢cocuk kitab1 se¢me yeterlilikleri olan iliskisinin incelemesi hedeflenmistir. Bu hedefle
calismada asagidaki sorulara cevap aranmustir.
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1) Okul 6ncesi 6gretmen adaylarinin ¢gocuk edebiyati dersini alip almama durumlarina gore resimli hikdye
kitab1 se¢me yeterlilik diizeyleri arasinda anlamli fark var midir?

2) Okul 6ncesi 6gretmen adaylarinin ¢ocukluklarinda ailelerinin kendilerine kitap okuma sikligina gore
resimli hikaye kitab1 segme yeterlilik diizeyleri arasinda anlamli fark var midir?

3) Okul 6ncesi 6gretmen adaylarinin ¢ocukluklarinda ailelerinin kendilerine kitap okuma sikligina gore
okuma tutum puanlari arasinda anlamli fark var midir?

4)  Okul Oncesi 6gretmen adaylarmin kisisel okuma aliskanlik, tutum ve deneyimleri resimli hikaye kitab1
secme yeterliliklerini ne 6l¢lide yordamaktadir?

Yontem
Arastirma Modeli

Okul 6ncesi 6gretmen adaylarinin resimli hikaye kitab1 se¢gme yeterlilikleri ile kigisel okuma aliskanligi,
tutum ve deneyimleri arasindaki iligkiyi aragtiran bu ¢aligmada iligkisel tarama modeli kullanilmusgtir.

Calisma Grubu

Aragtirmanin katilimeilart 2017-2018 egitim-6gretim yili giiz doneminde bir devlet iniversitesinin Okul
Oncesi Egitimi Anabilim Dalinda 6grenim goren 213 (Kadm: 172, Erkek: 41) 6gretmen adayidir. Calismanin
katilimcilar1 uygun 6rnekleme yontemi ile secilmistir. Calismaya katilan 6gretmen adaylarina iliskin detayl bilgi
Tablo 1.’de sunulmustur.

Tablo 1. Ogretmen Adaylarina Iliskin Demografik Bilgiler

f %
Cinsiyet
Kiz 172 80.8
Erkek 41 19.2
Toplam 213 100
Swnif
1 59 21.7
2 46 21.6
3 57 26.8
4 51 23.9
Toplam 213 100
Cocuk Edebiyati Dersi
Alan 122 57.3
Almayan 91 42.7
Toplam 213 100
Cocukluklarinda ailelerinin kendilerine kitap
okuma siklhigt
Higbir zaman 111 52.1
Ayda bir 41 19.2
Haftada bir 39 18.3
Her giin 22 10.3
Toplam 213 100

Arastirma grubunu olusturan 6gretmen adaylarinin %27.7’si birinci sinif, %21.6’s1 ikinci sinif, %26.8’1 iglincii
stif ve %23.9’u dordiincii simif dgrencileridir. Ogretmen adaylarinin %57.3’{i ¢ocuk edebiyati dersini almuglardar.
Cocuk edebiyati dersi 2. sinif bahar doneminde verilen zorunlu bir derstir. Ogretmen adaylarinda 17’si ikinci
{iniversitesini okumakta ya da dikey gecis 6grencisidir. Intibaklar1 1. veya 2. smifa yapilan bu dgrenciler cocuk
edebiyat1 dersini geldikleri iiniversitede daha 6nceden almislardir. Bunedenle cocuk edebiyati dersini alan 6grenci
oraninda artig meydana gelmistir.
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Ogretmen adaylarinin cevaplarina gore cocukluklarinda %52.1 nin aileleri kendilerine hig kitap okumamustir.
Ogretmen adaylarinin %10.3’ii ise ailelerinin kendilerine giinliik diizenli olarak kitap okudugunu belirtmislerdir.

Veri Toplama Araglari

Calismanin verileri Okul Oncesi Ogretmen Adaylarinin Resimli Oykii Kitaplarini Secme Konusunda Yeterlik
Diizeyleri ve Kendi Yeterliklerine Iliskin Algilarim Belirleme Formu (Turan, Gonen, & Aydos, 2017), Mikulecky
Davranissal Okuma Tutum Olgegi (Dedeoglu & Ulusoy, 2013) ve demografik bilgi formu kullanilarak
toplanmustir.

Okul Oncesi Ogretmen Adaylarinin Resimli Oykii Kitaplarini Segme Konusunda Yeterlik Diizeyleri ve Kendi
Yeterliklerine Iliskin Algilarini Belirleme Formu

Form Ogretmen adaylarmin resimli hikdye kitabi segme konusunda 6z yeterliliklerini 6lgmek amaciyla
hazirlanmistir. Form igerik, resimleme ve fiziksel 6zellikler olmak iizere ii¢ béliimden olugmaktadir (Turan vd.,
2017), Formda 5°li likert tipinde (yetersiz — ¢ok iyi) toplam 59 madde bulunmaktadir. Fiziksel 6zellikler baslig
altinda 10 madde, icerik baslig1 altinda 28 madde ve resimleme baslig1 altinda 21 madde bulunmaktadir (Turan
vd., 2017). Bu ¢aligma kapsaminda form 213 6gretmen adayina uygulandiktan sonra formun her bir alt boyutu i¢in
Cronbach alfa degerleri hesaplanmistir. Fiziksel 6zellikler alt boyutu i¢in Cronbach alfa degeri.84, igerik alt
boyutunun Cronbach alfa degeri.91 ve resimleme alt boyutunun Cronbach alfa degeri ise.82 bulunmustur.

Mikulecky Davranissal Okuma Tutum Olgegi

Mikulecky (1976) tarafindan yetiskinlerin okumaya iliskin tutumlarin1 8lgmek amaciyla hazirlanmistir. Olgek
5°li likert tipinde (Hig bana gore degil - tam bana gore) 20 maddeden olusmaktadir. Olgekteki maddeler
Krathwohl’un Duyussal Alan Taksonomisinin bes basamagina uygun olarak hazirlanmistir. Bu basamaklar: a)
okumanm farkinda olma, b) okumaya iliskin olumlu yaklasim, c)okumay1 6nemli bir deger olarak gérme, d)
organize etkinlik olarak okuma ve e) kisiligin pargas: olarak okumadir (Dedeoglu & Ulusoy, 2013, s.82;
Richardson, Morgan, & Fleener, 2009, s.477). Tiirk¢eye uyarlama ¢alismasi Dedeoglu ve Ulusoy (2013) tarafindan
yapilmistir. Warmack (2007) 6gretmen adaylari ile yiiriittiigii ¢aligmasinda dlgegin Cronbach alfa degerini. 92
olarak hesaplamistir. Olgegin Tiirkceye uyarlanmasi asamasinda 120 smif 6gretmeni adayi ile yapilan pilot
calismada ise Cronbach alfa degeri.86 olarak bulunmustur (Dedeoglu & Ulusoy, 2013). Bu ¢alisma kapsaminda
6l¢egin Cronbach alfa degeri.88 olarak bulunmustur.

Demografik Bilgi Formu

Form aracilifiyla 6gretmen adaylar1 hakkinda cesitli demografik bilgiler toplanmistir. Bu bilgiler cinsiyet,
siif, cocuk edebiyat1 dersi alip almama durumlari, ¢ocukluklarinda ailelerinin kendilerine kitap okuma sikliklari,
haftalik okuma siireleri, son bir yi1lda okuduklar1 kitap sayisidir.

Verilerin Toplanmasi

Ogretmen adaylarina 2017-2018 egitim dgretim yili giiz doneminde ilgili veri toplama araglari siif
ortaminda dagitilip 6gretmen adaylarindan sorular dikkatlice okuyarak higbir soruyu bos birakmadan
doldurmalar1 istenmistir. Veri toplama araglarinin uygulanma siiresi ortalama 35 dakika stirmiistiir.

Verilerin Analizi

Caligsma kapsaminda elde edilen veriler IBM SPSS 22.00 paket programina aktarilarak betimsel ve ¢ikarimsal
istatistik yontemleri (bagimsiz orneklem t-testi, tek yonlii ANOVA, Pearson korelasyon, ¢oklu regresyon)
kullanilarak analiz edilmistir.
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Bulgular

Ogretmen adaylarinin, caligma kapsaminda uygulanan veri toplama araglarindan aldiklar1 puanlar ve bu
puanlarin dagilimina iliskin detayli bilgi Tablo 2.’de sunulmustur. Veri setlerine iliskin Skewness ve Kurtosis
degerleri incelediginde, degerlerin (-2, +2) aralifinda oldugu i¢in normal dagilimi sagladigim gostermektedir
(Tabachnick & Fidell, 2007). Ayrica, histogram grafikleri de puanlarin normal dagilim gosterdigini
desteklemektedir.

Tablo 2. Ogretmen Adaylarinin Veri Toplama Araclarindan Aldiklar1 Puanlar ve Dagilimi
Degiskenler n Min Max M SD Skewness Kurtosis

Resimli Cocuk Kitaplari
Se¢me Yeterlilikleri

Fiziksel Ozellikler 213 30 50 4503 4.26 -73 .180
Igerik Ozellikleri 213 78 140 123.78 9.90 -1.12 1.26
Resimleme Ozellikleri 213 75 105 9766 7.74 -1.05 .20
Okuma Tutum 213 33 100 77.84 1247 -.612 .25
Haftalik Kitap Okuma Siire 213 0 250 117.10 17.85 1.145 40
(dakika)

Universite egitimi boyunca 213 0 25 851 392 1.60 1.72
okunan ¢ocuk kitap sayisi

Son bir yilda okunan kitap 213 0 20 6.21 2.90 1.74 1.87
sayisl

Ogretmen adaylarmin haftalik kitap okuma siireleri 0 ile 250 dakika arasinda degismektedir. Ogretmen
adaylarindan 19 tanesi hig kitap okumadiklarini belirtmislerdir. Ogretmen adaylarinin haftalik kitap okuma siireleri
ortalamas1 117.10 (SD = 17.85) dakikadir. Ogretmen adaylarinin {iniversite egitimleri boyunca okuduklar:
ortalama ¢ocuk kitap sayisi 8.51°dir (SD = 3.92). Son bir yilda 6gretmen adaylarinin okuduklart ortalama kitap
sayis1 6.21°dir (SD = 2.90).

Ogretmen adaylarinin ¢cocuk edebiyati dersini alip almama durumuna gore resimli hikdye kitabr segme yeterlilik
diizeyleri

Ogretmen adaylarmin resimli ¢ocuk kitaplar1 segme konusunda yeterlilikleri formundan aldiklar1 puanlarin
cocuk edebiyati dersi alip almama degiskenine gore anlamli bir farklilagsma gosterip gdstermedigini incelemek
amactyla bagimsiz 6rneklem t-testi uygulanmistir. Levene varyans testi sonuglarina gére ¢ocuk edebiyati alan ve

almayan gruplar aras: fiziksel 6zellikler, igerik ve resimleme puanlarina iliskin varyanslar (p>.05) homojendir
(Pallant, 2010).

Ogretmen adaylarinin resimli hikaye kitaplarim fiziksel 6zellikler agisindan segme yeterlilik puanlari arasinda
cocuk edebiyati dersi alanlar lehine anlaml1 bir fark bulunmustur (t(211) =3.441, p<.05). Cocuk edebiyat1 dersini
alan (M = 45.88, SD = 4.12) ve almayan gruplarin (M = 43.10, SD = 4.34) puanlar arasinda bulunan anlaml
farkin etki degeri (n2) hesaplanmistir. Hesaplanan eta kare degeri incelendiginde (n2 =.05) gruplar arasinda
bulunan farka iliskin etki degerinin kiigiik oldugu gériilmektedir.
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Tablo 3. Cocuk Edebiyati Dersini Alip Almama Durumuna Gére Ogretmen Adaylarinin Resimli Hikaye Kitabi
Segme Yeterlilik Puanlarmin Bagimsiz Orneklem t-Testi Sonuglari

n M SD t p n2
Resimli Cocuk Kitaplart Segme
Yeterlilik
Fiziksel Ozellikler Alan 122 45.88 4.12 3.441 .001 .053
Almayan 91 43.10 4.34
Igerik Ozellikleri Alan 122 126.10 9.56 3.010 .003 .041
Almayan 91 120.69 10.24
Resimleme Alan 122 99.40 9.90 3.715 .000 .061
Ozellikleri Almayan 91 95.45 8.85

Ogretmen adaylarinin resimli hikdye kitaplarin1 igerik acisindan segme yeterlilik puanlar1 arasinda cocuk
edebiyat1 dersi alanlar lehine anlamli bir fark bulunmustur ( t(211) = 3.010, p<.05). Cocuk edebiyat1 dersini alan
(M =126.10, SD = 9.56) ve almayan (M = 120.69, SD =10.24) gruplarin puanlari arasinda bulunan anlamli farkin
etki degeri (n2) hesaplanmistir. Hesaplanan eta kare degeri incelendiginde (n2 =.04) bulunan farka iligkin etki
degerinin kiigiik oldugu gorilmektedir.

Cocuk edebiyat1 dersi alan ve almayan gruplarin resimleme 6zellikleri formundan aldiklar1 puanlar arasinda
anlaml bir fark bulunmaktadir (t(211) = 3.715, p<.05). Cocuk edebiyati dersini alanlarin lehine bulunan anlamli
farkin etki degeri (n2) hesaplanmistir. Hesaplanan eta kare degeri incelendiginde (n2 = .06) gruplar arasinda
bulunan farkin orta etki degerinde oldugu goriilmektedir. Detayli bilgi Tablo 3’de sunulmustur.

Olkul Oncesi Ogretmen Adaylarinmin Cocukluklarinda Ailelerinin Kendilerine Kitap Okuma Sikliklarina Gére
Resimli Hikaye Kitabt Se¢me Yeterlilik Diizeyleri

Ogretmen adaylarmin resimli ¢ocuk kitaplar1 secme yeterlilikleri formundan aldiklar1 puanlarin
cocukluklarinda ailelerinin kendilerine kitap okuma sikliklar1 degiskenine gore anlamli bir farklilasma gdsterip
gostermedigini incelemek amaciyla tek yonlii varyans analizi uygulanmistir. Levene varyans testi sonuglari resimli
hikaye kitaplar1 se¢me yeterlilikleri alt formlar1 igin incelenmis ve gruplar arasinda varyanslar (p>.05) homojen
bulunmustur (Pallant, 2010).

Tek yonlii varyans analizi sonuglarina gore okul 6ncesi 6gretmen adaylarinin resimli ¢ocuk kitaplarini fiziksel
Ozellikler agisindan se¢me yeterlilikleri formundan aldiklart puanlarinda, ¢ocukluk déneminde ailelerinin
kendilerine kitap okuma sikliklarma gore anlamli bir farklilagma bulunmamaktadir (F [3,209] =2.112, p >.05, 12
=.03).

Tablo 4. Ogretmen Adaylarimin Cocukluklarinda Ailelerinin Kendilerine Kitap Okuma Sikliklarina Gére
Resimli Cocuk Kitaplarmi Fiziksel Ozellikleri A¢isindan Se¢me Yeterlilik Diizeyleri

Fiziksel Kareler sd Kareler F p 32
Ozellikler Toplami Ortalamas

Gruplar arast 113.610 3 37.870 251 A0 .029
Grup ici 3748.089 209 17.933

Toplam 3861.700 212

Tablo 5’de goriildigii gibi okul Oncesi 6gretmen adaylarimin resimli ¢ocuk kitaplarini igerik ozellikleri
acisindan segme yeterlilikleri formundan aldiklar1 puanlarinda, ailelerinin ¢ocuklukta kendilerine kitap okuma
sikliklar1 gore anlaml bir farklilagma bulunmaktadir (F [3,209] = 7.283, p <.05, 2 =.09).

Gruplar arasinda tespit edilen anlamli farkin aragtirilmas: amaciyla Scheffe testi uygulanmstir. Scheffe testi
sonucuna gore ¢ocukluklarinda ailelerinin kendilerine hig kitap okumadigini belirten grup (M = 121.02,
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SD =10.04 ) ile hafta bir giin (M = 128.25, SD = 9.17) ve her giin (M =132.77, SD = 8.91) kendilerine kitap
okundugunu belirten gruplar arasinda anlamli fark bulunmaktadir.

Tablo 5. Ogretmen Adaylarimin Cocukluklarinda Ailelerinin Kendilerine Kitap Okuma Sikliklarina Gore
Resimli Cocuk Kitaplarim Icerik Ozellikleri Puanlarina Iliskin Tek Yonlii Varyans Analizi Sonuglari

icerik Kareler sd Kareler F p n2
Ozellikleri Toplami Ortalamasi

Gruplar aras1 3504.835 3 1168.278 7.283 .000 .09
Grup i¢i 33524.657 209 160.405

Toplam 37029.493 212

Tek yonlii varyans analizi testi sonuglarina gore okul Oncesi Ogretmen adaylarinin ¢ocuk kitaplarinda
resimleme Ozellikleri agisindan se¢me yeterlilikleri formundan aldiklar1 puanlarinda, ¢ocukluk déneminde
ailelerinin kendilerine kitap okuma sikliklarina gore anlamli bir farklilik bulunmaktadir (F [3,209] = 4.68, p <.05,
N2 = .06). Gruplar arasinda tespit edilen anlaml farkin arastirilmasi amaciyla Scheffe testi yapilmistir. Scheffe
testi sonucuna gore ¢ocukluklarinda ailelerinin kendilerine hig kitap okumadigini belirten grup (M = 96.36, SD =
8.11) ile kendilerine her giin (M = 101.72, SD = 7.07) kitap okundugunu belirten gruplar arasinda anlaml fark
bulunmaktadir.

Tablo 6. Ogretmen Adaylarinin Cocukluklarinda Ailelerinin Kendilerine Kitap Okuma Sikliklarina Gore
Resimli Cocuk Kitaplarini Resimleme Ozellikleri Puanlarina Iligkin Tek Yonlii Varyans Analizi Sonuglari

Resimleme Kareler sd Kareler F p 32
Ozellikleri Toplanu Ortalamas

Gruplar arasi 801.385 3 267.128 4.68 .003 .063
Grup ici 11909.948 209 56.985

Toplam 12711.333 212

Okul Oncesi Ogretmen Adaylarinin Cocukluklarinda Ailelerinin Kendilerine Kitap Okuma Sikliklarina Gére
Okuma Tutumlar

Ogretmen adaylarinin okuma tutum puanlarinda, ailelerinin kendilerine ¢ocukluk déneminde kitap okuma
sikligina gore anlamli bir farklilasma gosterip gostermedigini incelemek amaciyla tek yonlii varyans analizi
uygulanmistir. Levene varyans testine gore 6gretmen adaylarinin okuma tutum puanlarinda gruplar arasinda
varyanslar (p>.05) homojendir (Pallant, 2010).

Tablo 7. Ogretmen Adaylarinin Cocukluklarinda Ailelerinin Kendilerine Kitap Okuma Sikliklarina Gore
Ogretmen Adaylarinin Okuma Tutum Puanlarina iliskin Tek Yonlii Varyans Analizi Sonuglari

Resimleme Kareler sd Kareler F p 32
Ozellikleri Toplanu Ortalamas

Gruplar arasi 4700.595 3 1566.865 11.574 .000 142
Grup ici 28293.977 209 135.378

Toplam 32994.573 212

Tek yonlii varyans analizi sonuglarina gore okul Oncesi 6gretmen adaylarinin okuma tutumlar 6lgeginden
aldiklar1 puanlarinda, ¢cocukluk déneminde ailelerinin kendilerine kitap okuma sikliklarina gére anlamli bir fark
bulunmaktadir (F [3,209] = 11.57, p <.05, n2 =.14). Gruplar arasinda tespit edilen anlamli farkin arastirilmasi
amaciyla Scheffe testi uygulanmigtir. Scheffe testi sonucuna gore ailelerinin kendilerine ¢ocukluklarinda hig kitap
okumadigini belirten grup (M =74.018, SD =11.79) ile kendilerine hafta bir giin (M=83.74, SD=12.07) ve her giin
(M =86.68, SD=11.19) kitap okundugunu belirten gruplar arasinda anlamli fark bulunmaktadir.

Okul Oncesi Ogretmen Adaylarimin Kisisel Okuma Aliskanlik, Tutum ve Deneyimleri Resimli Hikdye Kitaby
Se¢me Yeterliliklerini Arasindaki Iliskinin Incelenmesi
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Okul 6ncesi 6gretmen adaylarinin resimli hikaye kitabi secme yeterlilikleri ile kisisel okuma aligskanlik, tutum
ve deneyimlerinin arasindaki iliskiyi incelemek amaciyla Pearson Korelasyon analizi uygulanmustir. flgili analiz
uygulanmadan 6nce veri setinde ug deger olup olmadigi dagilim grafikleri (scatterplot) kontrol edilmis ve ug deger
bulunmadig tespit edilmistir. Pearson Korelasyon analiz sonuglarina gére 6gretmen adaylarinin okuma tutum
puanlart ile resimli hikaye kitaplarinin igerik agisindan se¢gme yeterlilikleri arasinda pozitif yonli giiglii bir iligki
bulunmaktadir (r =.51, p<.01). Ogretmen adaylarmnin okuma tutumlari ile resimli hikaye kitaplar1 segme yeterlilik
formunun resimleme (r =.45, p<.01) ve fiziksel 6zellikler (r =.32, p<.01) boyutlariyla pozitif yonlii orta diizeyde
bir iliski bulunmaktadir. Ogretmen adaylarinin haftalik kitap okuma siireleri ile resimli hikdye kitaplarmin igerik
acisindan se¢cme yeterlilikleri arasinda pozitif yonlii orta diizeyde bir iliski bulunmaktadir

(r=.33, p<.01).

Tablo 8. Ogretmen Adaylariin Resimli Hikaye Kitab: Secme Yeterlilikleri ile Kisisel Okuma Aliskanlik,
Tutum ve Deneyimlerine Iliskin Pearson Korelasyon Analiz Sonuglari
1 2 3 4 5 6 7

1. Haftalik kitap okuma siiresi -

2. Son bir yilda okunan kitap sayist ~ .59** -

3. Universite egitimi boyunca .26%* 27** -
okunan ¢ocuk kitap sayisi

4. Resimli Hikdye Kitabi- Igcerik .33**  .30**  25** -
Ozellikleri

5. Resimli  Hikdye Kitabi- .10 .18** 24%* 63** -
Resimleme

6. Resimli Hikdye Kitabi- Fiziksel .19**  23** 23*%* S50**  54**
Ozellikler

7. Okuma Tutum S2xx 48**F  18%* SI*E 45 32%* -

*p< .05, **p <.01

Ogretmen adaylarmin iiniversite egitimleri boyunca okuduklari ¢ocuk kitabr sayisi ile resimli ¢ocuk kitabi
segme yeterlilik boyutlari; igerik (r =.25, p<.01) fiziksel 6zellik (r =.23, p<.01) ve resimle (r =.24, p<.01) arasinda
pozitif yonlii diigiik diizeyde bir iligki bulunmaktadir. Tablo 8’de detayl1 bilgi sunulmustur.

Ogretmen Adaylarinin Kigisel Okuma Aliskanlik, Tutum ve Deneyimlerinin Resimli Hikdye Kitabi Se¢me
Yeterliliklerini Yordama Diizeylerinin Incelenmesi

Coklu regresyon analizi uygulanmadan dnce testin varsayimlari tic model i¢in de ayr1 ayr1 kontrol edilmistir.
Coklu regresyon analizinin varsayimlari olan drneklem biiyiikligi (N> 50 +8m, m = yordayicisi sayisi) , ¢oklu
bagmti (multicolinearity), esvaryanslilik (homoscedasticity), u¢ degerler ve dogrusallik (linearity) veri setleri
tarafindan karsilanmaktadir. Ogretmen adaylarinin ¢ocuk edebiyati dersini alip almama durumlar ikili
(dichotomous/dummy) degisken olarak analize dahil edilmistir.
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Tablo 9. Resimli Hikaye Kitaplarmn Igerik Ozellikleri Puanlarimin Yordanmasina iliskin Coklu Regresyon
Analizi Sonuglari
Yordayicilar B p t p Tolerans Varyans artis
degeri (VIF)

Sabit

81.293 14.808 .000
Universite egitimi boyunca
okunan cocuk kitap sayist 392 204 3020 003 687 1.456
Okuma Tutum 415 391 582 000  .700 1.429
Haftalik kitap okuma
iresi 006 057 836 404 674 1483
Cocuk edebiyat1 dersini
2hip almama 4478 168 2600 010 748 1.337

R 2 = .35, Diizeltilmis R2 = .35, F (3, 207) = 27.82, p=.000

Coklu regresyon analiz sonuglarina goére 6gretmen adaylarinin resimli hikaye kitaplarini igerik 6zellikleri
acisindan segme yeterlilik puanlari ile tiniversitede okunan ¢ocuk kitap sayisi, okuma tutum ve g¢ocuk edebiyati
dersi alma degiskenleri arasinda anlamli bir iliski bulunmaktadir (F = 27.82, p<.05). Modele gore ilgili
yordayicilar igerik ozellikleri yeterlilik puanlarinin toplam varyansinin %35’ini agiklamaktadir. Modele iliskin
standardize edilmis beta () katsayilart incelendiginde okuma tutum (B = .415, p<.05) degiskeninin diger
degiskenlere oranla gii¢lii bir yordayict oldugu goriilmektedir. Haftalik kitap okuma siiresi (B = .006, p>.05)
degiskeni modelin anlamli bir yordayicist degildir. Tablo 9’da detayli bilgi sunulmustur.

Tablo 10. Resimli Hikaye Kitaplariin Resimleme Ozellikleri Puanlarinin Yordanmasina iliskin Coklu
Regresyon Analiz Sonuglari

Yordayicilar B p t p Tolerans  Varyans artis
degeri (VIF)

Sabit 71.560 21663 .00

Universite egitimi

boyunca okunan ¢ocuk 212 .188 2.716 007 687 1.456

kitap sayisi

Okuma Tutum 277 447 6500 000 700 1.429

Haftalik kitap okuma

siiresi -.010 -152 2177 031 674 1.483

Cocuk edebiyati dersini
alip almama 2.801 .180 2.702 .007 748 1.337

R 2 = .31, Diizeltilmis R2 = .31, F (5, 207) = 23.67, p<.05

Hikaye kitaplarin1 resimleme Ozellikleri agisindan segme yeterlilik puanlarinin yordayicilarini incelemek
amactyla ¢oklu regresyon analizi yapilmistir. Analiz sonuglarina gore iiniversitede okunan g¢ocuk kitap sayisi,
okuma tutum, haftalik kitap okuma siiresi ve ¢ocuk edebiyat1 dersi alma degiskenleri arasinda anlamli bir iliski
bulunmaktadir (F=23.67, p<.05). Modele gore ilgili yordayicilar resimleme ozellikleri yeterlilik puanlarinin
toplam varyansinin %31’ini agiklamaktadir. Modele iligkin standardize edilmis beta (B) katsayilar1 incelendiginde
okuma tutum (B= .447, p<.05) degiskeninin diger degiskenlere oranla giiclii bir yordayici oldugu goriilmektedir.
Detayl1 bilgi Tablo 10°da sunulmustur.

Coklu regresyon analiz sonuglarina gore resimli hikaye kitaplarini fiziksel 6zellikleri agisindan se¢me yeterlilik
puanlar ile liniversitede okunan ¢ocuk kitap sayisi, okuma tutum ve cocuk edebiyati dersi alma degiskenleri
arasinda anlamli bir iligki bulunmaktadir (F =13.82, p<.05). Modele gore ilgili yordayicilar icerik 6zellikleri
toplam varyansinin %21’ini agiklamaktadir. Modele iligkin standardize edilmis beta (B) katsayilar1 incelendiginde
iiniversitede okunan gocuk kitab1 sayis1 (B = .245, p<.05) degiskeninin diger degiskenlere oranla daha gii¢lii bir
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yordayici oldugu goriilmektedir. Haftalik kitap okuma siiresi (B = .033, p>.05) modelin anlamli bir yordayicist
degildir. Tablo 11°de detayli bilgi sunulmustur.

Tablo 11. Resimli Hikaye Kitaplarinin Fiziksel Ozellikleri Puanlarinin Yordanmasina iliskin Coklu Regresyon
Analiz Sonuglari

Yordayicilar B p t p Tolerans Varyans artis
degeri (VIF)

Sabit 36.367 18.628  .000

Universite egitimi boyunca

okunan cocuk kitap sayisi 152 245 3300 001 687 1.456

Okuma Tutum 071 208 2821  .005 700 1.429

Haftalik kitap okuma

siiresi 001 033 442 659 674 1.483

Cocuk edebiyat1 dersini

alip almama 1306 152 2132 034 748 1.337

R 2 = .21, Diizeltilmis R2 = .20, F (5, 207) = 13.82, p<.05

Tartisma ve Sonuc¢

Bu calismada, okul 6ncesi 6gretmen adaylarinin kisisel okuma aligkanliklari, tutum ve deneyimlerine goére
resimli ¢ocuk kitaplarint segme yeterliliklerinin incelenmesi amaglanmistir. Arastirma bulgulart incelendiginde,
dgretmen adaylarinin haftalik kitap okuma siireleri 0 ile 250 dakika arasinda degismektedir. Ogretmen
adaylarindan 19°u hig kitap okumadiklarmi belirtmislerdir. Ogretmen adaylarinin okuma aliskanliklarinm diisiik
oldugu goriilmektedir. Ogretmen adaylarinin okuma aligkanliklarini inceleyen dnceki galismalarda da bu calisma
sonuglarimi destekleyen sonuglara ulagilmigtir (Esgin & Karadag, 2000; Geggel & Burgul, 2009; Odabas vd., 2008;
Saragoglu vd., 2010; Yimaz, Kose, & Korkut, 2009). Ogretmen adaylarmin yillik okuduklar: kitap sayisi
ortalamasi ise 6.21 (SD= 2.90) adettir. Saragoglu vd. (2010) 6gretmen adaylarinin  %12.9’un hi¢ kitap
okumadiklarin1 ve ayda ortalama okunan kitap sayisinin iki oldugunu tespit etmislerdir. Yilmaz vd. (2009)
{iniversite dgrencilerinin %25 nin hig kitap okumadiklarini belirtmislerdir. Ogretmen adaylarinin okuma tutum
puan ortalamalar1 incelendiginde kriter olan 75 puanin sadece iki puan istiinde oldugu goriilmektedir. Saragoglu,
Yenice ve Karasakaloglu (2009) 6gretmen adaylarinin okuma ilgilerinin orta diizeyde oldugunu tespit etmiglerdir.
Dedeoglu ve Ulusoy (2013) calismalarinda 6gretmen adaylarinin okuma tutumlarmin diisiik-orta diizeyde
oldugunu belirtmislerdir.

Ogretmen adaylarmin %52.1°i ailelerinin kendilerine ¢ocukluklarinda hig kitap okumadigii belirtmislerdir.
Ailelerinin ¢ocukluklarinda kendilerine diizenli kitap okundugu belirten 6gretmen aday yiizdesi ise %10.3’diir.
Okul dncesi donemde ailelerin ¢ocuklarina kitap okuma aligkanliklarini inceleyen galigsmalar da bu ¢aligmaya
benzer sonuglara ulagsmiglardir (Altun, 2013; Altun & Tantekin Erden, 2015). Altun ve Tantekin Erden (2015)
yiriittiikleri ¢alisma sonuglarina gore okul 6ncesi donem ¢ocuklarinin %33 ’iline aileleri haftalik 0-60 dakika arasi
kitap okumaktadir. Annelerin %43’linlin ve babalarin %40’ 1inin haftalik kitap okuma siireleri 0 ile 60 dakika
arasindadir. Bu calisma ve onceki calismalarin bulgulari iilkemizde okuma kiiltiiriiniin zayif oldugunu
gostermektedir. Ulkemizde okuryazar oran1 %96.22’ye ulagmasina ragmen (Tiirkiye Istatistik Kurumu (TUIK),
2016) diizenli kitap okuma aligkanlig1 oraninin ¢ok diisiik oldugu dikkat gekmektedir. Okuma aligkanlig: ailede
kazanlmakta ve ebeveynler ¢ocuklarina bu konuda rol model olmaktadir (Reese, Sparks, & Leyva, 2010;
Sénéchal, Lefevre, Thomas, & Daley, 1998; Weigel, Martin, & Bennett, 2006). Ornegin Polonyo’da 2001 yilinda
baglatilan kampanya (Cafa Polska czyta dzieciom) ile iilke genelinde gocuklara kitap okuma seferberligi ilan
edilmistir. Popiiler sanatc¢ilar, {inlii kisiler kampanyaya katilarak anaokullarini ziyaret etmis ve ¢ocuklara kitap
okumuglardir. Ayrica, televizyon, radyo ve sosyal medya araciligtyla kampanya hakkinda halka bilgi verilmis ve
bu yolla kitap okumaya iliskin farkindalik yaratilmistir (Lewandowicz-Nosal, 2017). Kampanyanin basarih
sonuglarindan sonra bu uygulama 6nce Cek Cumhuriyeti’nde daha sonra da tiim Avrupa’da (All of Europe Reads
to Kids) yaygimlastirilmigtir (OECD, 2012). Ulkemizde goriilen okumaz-okuryazarlar olgusunun kirilmasinda ilk
gorev zincirin ilk halkast olan aileye diistiigii goriilmektedir. Cocugun okula baglamasi ile birlikte sinifta
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olusturulacak okuma kiiltiirii, 6gretmenin davranis ve tutumlari da ¢ocuklarin okuma aligkanligi kazanmalarinda
onemli oldugu diisliniilmektedir. Mevcut tablo degerlendirildiginde, iilkemizde gelecek nesillere okuma
aligkanliginin kazandirilmasi i¢in aile ve okul boyutlarini kapsayan sistematik ¢caligmalara ve kampanyalara ihtiyag
duyuldugu goriillmektedir.

Arastirma bulgular incelendiginde, 6gretmen adaylarinin kisisel okuma aligkanliklari, okuma tutumlari,
iiniversite egitimleri boyunca okuduklar1 ¢ocuk kitab1 sayist ve cocuk edebiyat1 dersi almalart ile resimli hikaye
kitab1 se¢me yeterlilikleri arasinda anlamli iliski bulunmaktadir. Turan vd. (2017) ¢aligmalarinda 3. simnifta okuyan
okul 6ncesi 6gretmen adaylarinin resimli hikaye kitab1 segme yeterlilikleri puanlarinin 2. ve 4. sinifta okuyan okul
Oncesi 6gretmen adaylarina gore daha yiiksek oldugunu tespit etmislerdir. Ergiin ve Giindiiz (2011) 3. ve 4. siuf
okul Oncesi Ogretmen adaylarmin g¢ocuk kitaplarint degerlendirme ile ilgili goriislerini karsilagtirdiklar
calismalarinda sinif diizeyine gore fark bulamamuslardir. Bu galisma kapsaminda tiim sinif diizeylerinden
dgretmen adaylar ile ¢alisgtimistir. Ogretmen adaylarinin ¢ocuk edebiyati dersi alip almama durumlarina gore
karsilagtirma yapilmig ve dersi alanlar lehine anlamli sonug bulunmustur. Cocuk edebiyat1 dersi alan gretmen
adaylarimin daha yiiksek resimli hikaye kitab1 segme yeterlilikleri puanlarina sahip olmalar1 beklendik bir sonugtur.
Ders kapsaminda 6gretmen adaylart resimli gocuk kitaplarinda bulunmasi gereken 6zellikler hakkinda teorik
bilgiler edinmekte ve uygulamalar ile deneyim kazanmaktadir. Bu c¢alismada odaklanilan asil kistm g¢ocuk
edebiyat1 dersi almanin yaninda 6gretmen adaylarinin kisisel okuma aligkanlik, tutum ve deneyimleri ile resimli
hikaye kitab1 se¢me yeterlilikleri arasinda iligkinin arastirilmasidir. Arastirma bulgularina gore okuma tutumu
yiiksek, okuma aligkanlig1 olan ve iiniversite egitimi boyunca daha ¢ok cocuk kitabi okuyan 6gretmen adaylari
daha yiiksek resimli hikdye kitab1 segme yeterlilikleri puanlarina sahiptir. Ogretmen adaylar1 okuduklar1 ¢ocuk
kitaplari ile hikayelerde kullanilan @islup ve anlatim yontemleri, ele alinan konular, resimleme teknikleri (suluboya,
pastel, yagli boya, dijital vb.), kitap dizayn ve tasarimi hakkinda deneyim kazanmaktadirlar. Cocuk kitaplari
hakkinda kazandiklar1 bu deneyimin resimli hikaye kitab1 segme yeterliliklerini destekledigi diigiiniilmektedir. Bu
nedenle 6gretmen adaylarmin gocuklarin gelisim seviyelerine uygun kitap se¢gmelerinde gocuk edebiyati alan
yazininda yayinlanan resimli hikdye takip etmeleri ve okumalarimin 6énemli oldugu sdylenebilir.

Ogretmen adaylarinin okuma aliskanlik ve tutumlari arasinda giiclii iliski bulunmaktadir. Bununla birlikte, yapilan
caligmalar kitap okuma aligkanligr ve okuma tutumu ile elestirel diisiinme becerileri arasinda iligki oldugunu
gostermektedir (Giindiiz, 2015; Karasakaloglu, Saracoglu, & Yilmaz-Ozelci, 2012; Kogak, Kurtlu, Ulas, &
Epcacan, 2015). Karasakaloglu vd. (2012) Tiirkce dgretmeni adaylarinin elestirel diigiinme ve iist bilis yeterlilik
puanlar1 kitap okuma aligkanliklarina gore farklilastigini tespit etmislerdir. Calisma bulgulari yilda 21 ve iistii kitap
okuyan 6gretmen adaylarinin, yilda 1-5 arasi ve 6- 20 aras1 kitap okuyanlara oranla daha yiiksek elestirel diisiinme
ve st bilis yeterlilik puanlarina sahip oldugunu gostermektedir. Gilindiiz (2015) tiniversite 1. Smif 6grencilerinin
kitap okuma aligkanliklar1 ile elestirel diisiinme becerileri arasinda pozitif yonde gii¢lii bir iliski oldugunu tespit
etmistir. Gliven ve Aktas (2014) 627 5. smif 6grencisi ile yurittiikleri ¢aligma sonucuna gore giinliik okuma
stireleri yliksek olan 6grencilerin gérsel okuma ve elestirel diisiinme beceri puanlar1 da yiiksektir. Gorsel okuma
becerisi ile elestirel diisiinme becerisi arasinda pozitif yonde orta diizeyde (anlamli bir iliski tespit etmislerdir. Bu
sonuclardan yola ¢ikarak, 6gretmen adaylarinin okuma aligkanliklar1 hem ¢ocuk kitaplari hakkinda deneyimlerini
artirarak dogrudan hem de elestirel diisiinme ve iist bilis gibi biligsel gelisimlerini destekleyerek dolayl olarak
resimli hikdye se¢me yeterliliklerine katk1 saglayabilecegi diisiiniilmektedir. Ileride yapilacak ¢alismalarda ilgili
degiskenlerin yapisal esitlik modellemesi kullanilarak degiskenler arasindaki iligkiler daha net bir sekilde tespit
edebilirler. Bu baglamda, yiiriitilen bu c¢alismanin 6gretmen adaylarinin resimli ¢ocuk kitab1 seg¢me
yeterlilikleriyle iligkili olabilecek farkli degigkenleri ele almasi bakimindan 6nemli oldugu diisiiniilmektedir.
Ogretmen adaylarmin ve 6gretmenlerin resimli cocuk kitab1 segme yeterliliklerini ve bu yeterlilikleri etkileyen
faktorleri belirlemeyi amaglayan arastirmalara alanda ihtiyag duyulmaktadir.
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