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Letter from the Chief Editor/Bas Editorden Mektup
-

Dear Readers,

In Tiirkiye, the month of November witnesses two significant commemorative days. The first is 10 November,
Atatiirk Memorial Day, and the second is 24 November, Teachers’ Day. 10 November marks the anniversary of
the passing of Gazi Mustafa Kemal Atatiirk, the founder of the Republic of Tiirkiye, whose leadership reshaped
the destiny of the Turkish nation in Anatolia. Every year on 10 November, at five past nine, life comes to a
momentary standstill across Tiirkiye; sirens sound, and people, wherever they may be, observe a moment of
silence, expressing their deep gratitude to Atatiirk quietly yet wholeheartedly.

10 November is not solely a day of mourning but also a day devoted to understanding Atatiirk. To truly
comprehend Atatiirk, one must journey through time, engage in extensive reading, and cultivate a profound
depth of understanding. Atatiirk’s Address to the Youth, which concludes with the words, “O child of the Turkish
future! Even in such circumstances and conditions, your duty is to save the Turkish independence and the
Republic. The strength you need exists in the noble blood within your veins,” may serve as a roadmap for those
who seek to begin understanding him.

The second significant day in November is dedicated to teachers. 24 November is celebrated as Teachers’ Day.
The reason Teachers’ Day is observed on 24 November in Tirkiye is that, following the establishment of the
Nation’s Schools on 24 November 1928, Atatiirk was granted the title of “Headteacher.” At its 20th General
Conference held in Paris on 27 November 1978, UNESCO decided to commemorate the year 1981 as the Year of
Atatiirk. The year 1981 was likewise recognized and proclaimed as the Atatiirk Year in Tiirkiye, and various
state-sponsored events were organized accordingly. In 1981, the year was officially designated and declared as
the “Atatlirk Year” in Tirkiye, and various state-sponsored events were organized accordingly. November 24,
the day on which Atatiirk assumed the title of “Head Teacher,” was celebrated as Teachers’ Day, and subsequent
November 24s have continued to be observed as “Teachers’ Day.”

Aristotle, who is regarded as the first teacher in the world, emphasized the importance of teachers with the
words: “Good teachers play a significant role in shaping who we are and do something no one else can: they
change our worldview and move us to a better place than we were before.” Al-Farabi, who is regarded as the
second teacher in the world, identified three qualities that teachers should possess:

1) They should be a person of good character, free from prejudice, and committed to seeking the truth.
2) They should be someone who enjoys teaching, is dedicated, and holds an idealistic outlook.
3) They should be specialized in their profession and possess pedagogical knowledge.

Therefore, being a teacher primarily entails being a good human being and serving as an enlightened guide. The
TAY Journal declares that it will give priority to studies related to Atatiirk and teachers.

The third issue of TAY Journal in 2025 features articles on topics such as the flipped learning model, historical
thinking skills, curriculum evaluation, the use of comics, social media, and solfege education. not spare their help
in every step of the articles, Asst. Prof. Dr. Murat Bas (Editor), who meticulously prepared the articles for
publication, Res. Asst. Eylem Coban (Copy Editing Editor) and Res. Asst. Esra Nihlenur Sen (Copy Editing Editor).
We hope that our journal will contribute to scientific accumulation and we look forward to your comments and
suggestions.



Letter from the Chief Editor/Bas Editorden Mektup
-

Degerli Okuyucularimiz,

Tiirkiye’de kasim ayi iki biiyiik giine taniklik eder. ilki 10 Kasim Atatiirk’ii Anma Giinii, ikincisi ise 24 Kasim 0
Ogretmenler Giini’diir. 10 Kasim, Tiirk ulusunun Anadolu’daki kaderini degistiren, Tiirkiye Cumhuriyeti’nin
kurucusu Gazi Mustafa Kemal Atatiirk’lin aramizdan ayrilisinin yil doniimiidiir. Her yi1l 10 Kasim giinii saat
dokuzu bes gece tiim Tiirkiye’de yasam bir anligina durur, sirenler c¢alar, insanlar her nerede olursa olsun saygi
durusunda bulunur ve Atatiirk’e olan minnet duygularini sessizce fakat kalpten ifade eder.

10 Kasim sadece bir matem degil ayni zamanda Atatiirk’i anlama giinlidiir. Atatiirk’ii anlamak i¢in zamanda
yolculuk yapmaya, genis bir okumaya, derin bir anlayisa sahip olmak gerekir. “Ey Tiirk istikbalinin evladi! Iste,
bu ahval ve serait icinde dahi vazifen, Tiirk istiklal ve cumhuriyetini kurtarmaktir. Muhta¢ oldugun kudret,
damarlarindaki asil kanda mevcuttur.” sézleri ile biten Atatiirk’iin genglige hitab1 onu anlamaya baslayacaklar
icin bir yol haritasi olabilir.

Kasim ayinin ikinci 6nemli giinii 68retmenler icindir. 24 Kasim, 6gretmenler giinii olarak kutlanmaktadir.
Turkiye’de ogretmenler giinliniin 24 Kasim’da kutlanmasinin nedeni 24 Kasim 1928 tarihinde Millet
Mektepleri'nin acilmasinin ardindan Atatiirk’e “Baségretmenlik” unvanin verilmesidir. UNESCO’nun 27 Kasim
1978’de Paris’'te diizenledigi 20. Genel Kurul toplantisinda 1981 yilinin Atatiirk Yili olarak kutlanmasina karar
verilmistir. 1981 yili Tiirkiye’de de Atatiirk Yili olarak kabul ve ilan edilerek devlet eliyle cesitli etkinlikler
diizenlenmistir. Atatiirk’iin baségretmen oldugu 24 Kasim giinii de “Ogretmenler Giinii” olarak kutlanmis ve
bundan sonraki 24 Kasim giinleri “Ogretmenler Giinii” olarak kutlanmaya devam etmistir. Diinyada ilk 6gretmen
olarak kabul edilen Aristoteles, “Iyi 6gretmenler bizi biz yapmada énemli bir rol oynarlar ve baska hic kimsenin
yapamayacagl bir sey yaparlar: Diinya goriistimiizii degistirmek ve bizi daha 6nce oldugumuzdan daha iyi bir
yere tasimak.” sozleriyle 6gretmenin 6nemini isaret etmistir. Diinyada ikinci 6gretmen olarak kabul edilen
Farabi ise 6gretmenlerin sahip olmasi gereken ti¢ 6zellikten s6z etmistir:

1) lyi karakterli, 6n yargisiz, gercegi arayan biri olmalidir.
2) Ogretmeyi seven, goniillii ve idealist biri olmaldir.
3) Meslegi ile ilgili uzmanlasmis olmali, 6gretme bilgisine sahip olmalidir.

Dolayisiyla 6gretmen olmak her seyden dnce iyi bir insan olmay1 ve aydin olup yol gostermeyi icermektedir.
Tirk Akademik Yayinlar Dergisi (TAY Journal), Atatiirk ve 6gretmenler ile ilgili calismalar1 6ncelikli kabul
edecegini beyan eder.

TAY Journal 2025 yilinin {liglincii sayisinda; ters yiiz 6grenme modeli, tarihsel diisiinme becerileri, 6gretim
programlarini degerlendirme, ¢izgi roman kullanimi, sosyal medya, solfej egitimi konularini iceren makaleler yer
almaktadir. Ozgiin eserlerini dergimize gdnderen yazarlarimiza, detayh incelemeleri ve raporlar icin
hakemlerimize, editor ve yayin danisma kurullarimizda yer alan ve makalelerin her bir adiminda yardimlarini
esirgemeyen akademisyenlere, makaleleri titizlikle yayina hazirlayan Dr. Ogretim Uyesi Murat Bas’a (Editér),
Aras. Gor. Eylem Coban’a (Dizgi ve Mizanpaj Editorii) ve Aras. Gor. Esra Nihlenur Sen’e (Dizgi ve Mizanpaj
Editorii) tesekkir ederiz. Dergimizin bilimsel birikime katki saglamasini diler, goriis ve onerilerinizi bekleriz.

Prof. Dr. Bayram TAY
Chief Editor/Bas Editor
bayramtay@tayjournal.com
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A study on students’ opinions... Gokge, C., & Erdem, E.

Abstract

This study aims to examine students’ views on the flipped learning model [FLM] in chemistry teaching
using an experiential learning approach. The study employs a qualitative research method, and a case
study design has been selected. The research was conducted with a sample group consisting of 11th
grade students, and the selection of the study group was made by using purposeful sampling. A semi-
structured interview form was used as the data collection tool. The form includes 15 questions
regarding the effects of the FLM on the teaching process, its benefits, technological advantages, its
impact on students’ success in chemistry, a comparison with existing learning methods and opinions
on the use of the model in chemistry instruction. The collected data were analyzed by using content
analysis method. In the content analysis, each theme was explained in detail by the participants’ views
which were supported. The findings indicate that students’ views on the FLM changed positively and
their perceptions of the speed in chemical reactions, when the model was applied, were also positively
affected. The results of the study reveal that the application of the FLM in chemistry lessons is an
effective method for increasing students’ attitudes and achievements in the subject. These findings
suggest that the FLM, as a student-centered approach, is effective in enhancing students’ interest in
and success in the subject. The research offers recommendations for the widespread implementation
of the model in chemistry instruction.

Keywords: Chemistry education, flipped learning model, student opinion.

Introduction

Chemistry is a branch of science that studies the structure, properties, composition,
transformations of substances, and the energy aspects of these transformations. Providing
insight into the natural world, chemistry helps us develop scientifically based solutions (Atkins
& Friedman, 2021). Furthermore, chemistry plays a crucial role in industrial applications,
including pharmaceutical production, energy generation, and environmental engineering
(Chang, 2016). The goal of chemistry is to analyze the behavior of substances at the atomic and
molecular levels, to explain the results of these behaviors, and, particularly, the regularities in
their reactions (McMurry & Fay, 2022). Chemistry has a critical role in addressing
environmental issues and fostering innovations in health and technology (Baird & Markus,
2021; Zhang, 2020). Chemistry education aims to teach students the fundamental principles
of this discipline while also helping them develop analytical thinking, problem-solving, and
scientific research skills (Gabel, 2020; Taber, 2013). In addition to providing knowledge and
skills to help students understand natural phenomena and technological advancements,
chemistry education also guides them toward finding solutions to environmental and societal
issues (Cooper & Klymkowsky, 2013; Gabel, 2020). In this context, chemistry teaching adopts
student-centered and experimental learning approaches, ensuring active student participation
and enabling deep learning (Bodner, 2014; Johnson et al., 2021). Moreover, the FLM has been
increasingly integrated into chemistry education, where students engage with instructional
materials outside of class, freeing classroom time for interactive activities and deeper
exploration of concepts (Bergmann & Sams, 2012; Lage et al., 2000). Studies have shown that
flipped learning enhances student engagement, improves conceptual understanding, and
promotes higher-order thinking skills in chemistry courses (Chen et al., 2014; Mason et al.,
2013).
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In chemistry education, digital tools such as virtual laboratories, simulations, and
online resources are increasingly utilized. These tools allow students to visualize various
chemical processes and reactions, while also overcoming the limitations of physical
laboratories, thereby providing broader access (Atarés-Huerta & Leiva-Brondo, 2022;
Harrison & Treagust, 2000; Martinez & Singh, 2025; Yang & Li, 2020). The effective use of
technology in education not only enhances students’ learning experiences but also prepares
them to solve future scientific and engineering problems (Puentedura, 2014). In recent years,
the importance of active learning methods and student-centered approaches in chemistry
education has been steadily increasing (Freeman & Quaglia, 2020; Lee & Park, 2024; Miller &
Schuster, 2022). These methods increase students’ engagement with the subject and help them
develop a deeper understanding (Freeman et al., 2014; Michaelsen et al., 2014). In a critical
discipline like chemistry education, the use of contemporary and technological approaches,
such as the flipped classroom model, is of great significance in enhancing educational
efficiency (Akdeniz, 2011; Kim et al., 2021; Kocak & Simsek, 2023; Ozdemir & Yilmaz, 2017;
Seery, 2015). This model allows students to develop their conceptual understanding
(O’Flaherty & Phillips, 2015; Stes et al., 2012; Wu & Hsieh, 2018).

The FLM reverses traditional teaching methods, ensuring that students come prepared
to class. Prior to the lesson, students engage with video and reading materials to familiarize
themselves with the topic. The classroom is then used for interactive activities and
experiments, deepening the learning process and providing more opportunities for group work
and discussions. This approach enhances students’ collaboration skills (Bishop & Verleger,
2013; Cabi, 2018).

Among the advantages of the FLM are students coming to class prepared, utilizing class
time for interactive activities, and increasing student engagement (Galindo-Dominguez, 2021).
This model allows students to learn at their own pace, contributing to the development of deep
understanding and critical thinking skills (Bishop & Verleger, 2013; O’Flaherty & Phillips,
2015). However, like all teaching models, the flipped learning model [FLM] also has some
disadvantages. These include limited access to lesson materials for some students at home and
students’ unfamiliarity with learning independently. Such challenges can lead to difficulties for
students and require teachers to spend more time on lesson planning (Gannod, 2008;
Hamdan, 2013). Therefore, for the FLM to be implemented effectively, it is critical that both
teachers and students adapt to this model.

The FLM is based on constructivist approaches and blended learning theory. According
to these theories, students are active participants in the learning process. Additionally, the
model is grounded in various theoretical foundations, such as Bloom’s Taxonomy, social
learning theory, and learning styles. By encouraging students to review lesson materials at
home and engage in hands-on activities in the classroom, the model facilitates the development
of critical thinking and problem-solving skills. When integrated with constructivist approaches
and blended learning, the FLM combines online and face-to-face learning opportunities,
allowing each student to learn at their own pace and in their preferred style (Bergmann & Sams,
2012; Kim et al., 2021; O’Flaherty & Phillips, 2015).
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The FLM emerged in the early 2000s and gained significant popularity, particularly in
higher education programs. The foundations of this model are attributed to faculty members
Jonathan Bergmann and Aaron Sams from the University of Colorado. In 2007, Bergmann and
Sams created video lectures for chemistry courses to allow students to use their class time more
efficiently. Through these videos, students could learn the lesson content at home, while in-
class time was devoted to more interactive activities (Bergmann & Sams, 2012). Over time, the
model has been adopted and developed in a broader educational context (Bergmann & Sams,
2012; O’Flaherty & Phillips, 2015). Bergmann and Sams supported the application of concepts

and collaborative learning with this approach (Gannod, 2008; McFadden & O’Connor, 2016).

Various terms have been used to describe the FLM, such as “inverted classrooms”
“flipped classrooms” “inverted learning” “home study, school assignments” “flipped teaching”
and “blended learning” (Bergmann & Sams, 2012; Hayirsever & Orhan, 2018). Initially, the
term “classroom” was more commonly used, but over time, the term “learning” became
preferred, and the model began to be referred to as the FLM (Bergmann & Sams, 2012;

Hayirsever & Orhan, 2018; Johnson & Hughes, 2025; O’Flaherty & Phillips, 2015).

The key components of the FLM are represented by the acronym FLIP. For the effective
implementation of flipped learning, these components must be provided:

1. Flexible Environment: Students must have access to a flexible environment to
complete pre-class tasks. They can use this environment at any time and in any place they
choose. This offers opportunities for both individual and group work.

2, Learning Culture: The FLM is student-centered. In this model, students actively
engage in research and application, leading to deep learning.

3. Intentional Content: Educators design appropriate programs and tasks for
students. They plan suitable lesson content and activities aligned with students’ learning
outcomes and goals.

4. Professional Educators: Instructors observe and guide students throughout the
course. They provide guidance and feedback during activities and practical applications.

The FLM has been developed in various ways with different themes. Among the
significant works on this model, the contributions of Chen et al. (2014) hold an important
place. Chen et al. (2014) took a more comprehensive approach to the FLM, particularly
proposing a new structure developed for higher education. This structure is called “FLIPPED,”
where each letter represents a subdimension of the model. In developing this comprehensive
model, Chen et al. (2014) were inspired by the traditional FLM of Khan Academy, Bergmann
& Sams’s (2012) “Mastery-Based FLM,” Gerstein’s (2011) “Flipped Classroom Model” and the
works of Staker and Horn (2012). These themes define the different dimensions of the FLM
more clearly, expanding its contribution to the learning process.

F-Flexible Learning Environments: Providing a flexible environment for students to
access learning resources and engage with content at their own pace and in their preferred
context.
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L-Learner-Centered Approach: Focusing on students as active participants in their
learning process, promoting autonomy, and encouraging independent learning.

I-Intentional Content: Educators provide carefully planned and appropriate content,
ensuring that students engage with meaningful materials that align with their learning
objectives.

P-Professional Educators: Instructors take on the role of facilitators, offering guidance,
observation, and feedback throughout the learning process.

P-Progressive Networking Learning Activities: Gradually introducing learning
activities that encourage collaboration, networking, and the development of skills through
structured tasks.

E-Engaging and Effective Learning Experiences: Ensuring that students have
interactive and effective learning experiences that promote engagement and foster deep
understanding.

D-Diversified and Seamless Learning Platforms: Using various, interconnected
learning platforms to provide students with seamless access to learning materials across
different environments (e.g., online, face-to-face).

The FLM has gained significant importance in chemistry education, and research on
how this model is effective in teaching chemistry continues to grow (Bergmann & Sams, 2012;
Hayirsever & Orhan, 2018; Johnson & Hughes, 2025; Martinez & Zhang, 2025; O’Flaherty &
Phillips, 2015). O’Flaherty and Phillips (2015) explain that flipped learning enhances students’
problem-solving and critical thinking skills in chemistry courses. Similarly, Bishop and
Verleger (2013) note that when enriched with hands-on experiments, the FLM deepens
learning in the complex nature of chemistry education. Gannod et al. (2008) demonstrate that
flipped learning provides students with more interactive learning opportunities, thus allowing
for more efficient use of class time. These studies highlight the importance of implementing
the FLM as an effective teaching method in chemistry education (Keskin et al., 2020).

There is a limited amount of research in the literature regarding the use of the FLM in
chemistry education (Carter & Stewart, 2023; Mortimer, 1989; Smith & Williams, 2022; Taber,
2013). Specifically, it is emphasized that there is a lack of experimental studies in the field of
chemistry (Keskin, 2020; Tekin, 2021). Although chemistry courses and the FLM have gained
significant attention in recent years, there is insufficient research on the application of this
model in chemistry teaching. This situation indicates that further research is needed to explore
the contributions of the FLM to chemistry education.

Studies examining the effects of the FLM generally address many different variables,
but often focus on only one or two of these variables. The existing studies primarily concentrate
on variables such as academic achievement, student attitudes, motivation, self-efficacy, mental
effort, student engagement, problem-solving skills, writing skills, technology usage skills, and
preparedness levels, with only a few of these factors being examined in detail (Abeysekera &
Dawson, 2015; Kay, 2012). In Tiirkiye, it has been observed that there are limited studies on
the use of the FLM in chemistry courses, and there is a lack of sufficient research that
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comprehensively investigates its effects in chemistry education (Abraham & Renner, 1986;
Carter & Stewart, 2023; Eichler & Peeples, 2016; Flynn, 2015; Gabel, 1998; Hofstein & Kesner,
2012; Johnstone, 2006; Keskin, 2020; Kozma & Russell, 2005; Mason et al., 2013; Mortimer,
1989; Nakhleh, 1992; Seery, 2015; Smith & Williams, 2022; Taber, 2013; Tekin, 2021;).

In this context, it is important for future research to adopt a broader perspective to
better understand the effectiveness of the FLM in chemistry education. This will allow for a
more comprehensive evaluation of the model’s effects in chemistry courses and the
identification of its potential benefits in education.

The FLM allows students to learn chemical concepts, reactions, and experiments
beforehand through videos, readings, or other resources in chemistry courses. In the
classroom, under the guidance of the teacher, students reinforce what they have learned
through interactive activities such as group work, experiments, and discussions. This model
aims to provide students with a deeper conceptual understanding and increase their interest
in chemistry. The aim of this study is to examine students’ perspectives on the FLM in
chemistry teaching using a classroom-based, hands-on learning approach.

In this study, the question “What are students’ views on the FLM in chemistry
instruction conducted through the in-class applied learning approach?” is defined as the main
research problem. In line with the main problem of the study, the sub-problems are as follows:

1. What are students’ views on the FLM?

2. What are students’ opinions regarding the benefits provided by the FLM?

3. What are students’ perspectives on the technological components of the FLM?

4. What are students’ views on the implementation of the FLM in chemistry courses?

5. What are students’ perceptions of the impact of the FLM on academic achievement
in chemistry?

6. What are students’ opinions on the FLM compared to traditional learning methods?

7. What are students’ views on the use of the FLM in chemistry instruction?

Method
Research Model

In this study, a qualitative research design was used. Qualitative research methods are
employed by researchers to conduct in-depth investigations into social phenomena,
individuals’ experiences, and the meanings of these experiences. In qualitative research, verbal
or written data are typically analyzed rather than numerical data. Qualitative research designs
enable the collection of in-depth information aimed at understanding complex social processes
and human behaviors (Creswell, 2013; Denzin & Lincoln, 2011; Patton, 2015; Stake, 2010). In
this study, a case study, which is a qualitative research design, was chosen. A case study is used
to conduct an in-depth examination of a specific phenomenon or event. Typically focusing on
an individual, group, community, or situation, this type of study aims to analyze an event that
occurs in a particular context in detail (Baxter & Jack, 2022; Merriam & Tisdell, 2019; Yin,
2023).
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Study Group

Table 1 presents the demographic characteristics of the students in the sample group.
Table 1.
Gender Data of the Sample

Gender n %
Female 4 40
Male 6 60

A total of 186 students participated in the implementation phase of this study during
the spring semester of the 2023-2024 academic year. However, for the qualitative component
of the study, 10 students from the 11t grade were selected through purposeful sampling to
provide rich, in-depth information relevant to the research question. Purposeful sampling is a
strategic sampling method used in qualitative research that involves selecting participants
based on predefined criteria to ensure they possess the knowledge and experience necessary to
address the research problem (Biiyiikoztiirk, 2018; Patton, 2015). The selection criteria
included active participation in the implementation of the FLM and ensuring demographic
representation. Students were initially ordered by their school registration numbers; however,
the final selection was made according to established eligibility criteria and the relevance of
their experiences. This process reflects a strategic, rather than random, sampling approach
aligned with the research objectives. The sample consisted of 40% female and 60% male
students, reflecting the existing gender distribution within the school population. This
demographic composition has been considered among the study’s limitations, and the gender
imbalance was carefully taken into account during data analysis and interpretation, given that
the study prioritized participants’ depth of knowledge and experiential richness.

Data Collection Tools

In this study, a student interview form was used as the data collection tool. Semi-
structured interviews were conducted with the selected students as the qualitative data
collection method. During the preparation phase of the interview questions, previous studies
related to the topic in the literature were utilized (Akcayir & Akcayir, 2018; Cakir, 2019;
Demirci, 2017; Ozdemir & Demirtas, 2020; Yilmaz & Giiler, 2016). The interview questions
were designed to evaluate different aspects of the FLM. The questions covered a wide range of
topics, from the overall effects of the model to students’ use of technology and success in
specific subjects. The questions were formulated to serve the primary purpose of the research.
The language of the questions was carefully designed to be clear and appropriate for the
educational level of the participants, taking into account that the target group consisted of 11t
grade students. Moreover, the questions were designed to address the participants’ knowledge
levels, particularly regarding their experiences with the FLM and how they used technological
tools. To allow participants to freely express their opinions, open-ended questions were used.
Open-ended questions enable students to describe their experiences in detail, thus providing
deeper insights and richer data.

The interview questions have been organized around key themes that align with the
research objectives. These main themes include the general effects of the FLM, students’ views
on technology, the applicability of the model in specific subjects (e.g., chemistry), and the
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advantages the model provides compared to traditional learning methods. The interview
questions were reviewed and evaluated by the researcher and three experts in the field.
Additionally, the questions were tested through a pilot implementation. During the pilot phase,
factors such as the clarity, sequence, and impact of the questions on the participants were
observed, and necessary adjustments were made.

The interview questions were developed in accordance with ethical guidelines.
Participants’ anonymity and confidentiality were prioritized, and they were informed about the
purpose, process, and potential risks of the study. It was ensured that participants could freely
decide whether or not to take part in the study, based on their own will. In the final phase,
seven core questions and fifteen sub-questions relevant to the FLM were formulated.

The students (coded as S5, S17, S18, S22, S36, S39, S45, S47, S64, S69) were selected
and subsequently interviewed using semi-structured interviews. Prior to the interviews,
necessary permissions for the interviews and audio recordings were obtained from the
students, school administration, and their families. The interviews were recorded and
transcribed into written documents. The interviews were conducted under seven main themes
and fifteen sub-themes. To ensure the reliability of the interview data, the interviews were
recorded and analyzed. Observations were documented through videos, photographs, and
audio recordings. The interviews were conducted based on the identified seven main themes.
These main themes are as follows:

Students’ views on the FLM

Students’ views on the benefits provided by the FLM

Students’ technological perspectives on the FLM

Students’ views on the use of the FLM in chemistry classes
Students’ views on the success of the FLM in chemistry classes
Students’ views on the FLM compared to existing learning methods
Students’ views on the use of the FLM in chemistry instruction.

Validity and Reliability

w e oae TP

Validity and reliability were addressed in accordance with the trustworthiness criteria
proposed by Lincoln and Guba (1985). These criteria include credibility, transferability,
dependability, and confirmability. Each phase of the research process was meticulously
designed and implemented in alignment with these principles.

To enhance the internal validity of the study, the interview questions were reviewed by
an expert panel. This panel comprised two chemistry teachers, one Turkish language teacher,
two field researchers, and two academics specializing in qualitative research and the subject
matter. The experts assessed the extent to which the questions aligned with the research
objectives, scope, and theoretical framework. The agreement among the experts was high,
indicating that the questions were well-aligned with the research goals.

Additionally, a pilot study was conducted with four students to evaluate the
comprehensibility of the interview questions and the overall flow of the data collection process.
Feedback obtained from the pilot study led to final revisions of the interview form. The data
collection process was carried out systematically, and all methodological decisions were
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documented in detail. All interviews were recorded using audio devices to prevent data loss,
and the transcriptions were analyzed without interpretive bias. Coding and theme
development were conducted in alignment with the predefined sub-problems of the study, and
methodological transparency was maintained throughout the analysis.

To minimize researcher bias, data were analyzed based strictly on participants’ original
statements. Interpretations were supported by direct quotations, ensuring that the findings
were grounded in the data. All analytic procedures and results were documented thoroughly,
thereby enhancing the objectivity and auditability of the study. Comprehensive descriptions of
the research context, participant characteristics, sampling procedures, and data collection
methods were provided to facilitate the transferability of the findings to similar educational
contexts. By detailing the implementation environment and participant selection criteria, the
study offers sufficient contextual information for researchers seeking to apply or adapt the
findings in comparable settings.

In conclusion, all methodological procedures were carefully planned and executed to
ensure the trustworthiness of the study. The interview form was validated both in terms of
content and structure, and the data collection and analysis processes were conducted in a
systematic, transparent, and coherent manner. As such, the study meets the scientific
standards required in qualitative research and provides reliable and credible findings.

Application Process

The research was conducted with 186 students from the 11t grade during the 2023-
2024 spring semester. The study was carried out over a 12-week period, in alignment with the
students’ course schedules. The FLM was applied in the teaching of a topic included in the
chemistry curriculum.

In line with the requirements of this model, students were assigned daily homework for
one week prior to the lessons to prepare for the subject. These out-of-school activities, along
with visual materials, in-school experiments, and student activities, are detailed in Table 2
under the section “Application Categories.” Following their theoretical preparation, three
classroom experiments related to reaction rates in chemical reactions were conducted.
Additionally, six student activities focusing on the topic of reaction rates were organized.

During the implementation of the FLM, students were assigned to watch animations
and videos related to the chemistry course at home. These visual materials supported the
students’ learning process. At the end of the educational process, student opinions were
collected to evaluate the effectiveness of the FLM.
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Table 2.
Application Categories

Category Activity Description
Out-of-school Day 1: Molecular v Study the concept of the molecular perspective in
activities perspective chemical reactions.
(homework) v Solve 5 questions related to the topic and write the
solutions.
Provide 1 real-life example related to the topic
Study the topics of reaction rates and average rate.
Solve 5 questions related to the topics and write
down the solutions.
Provide 1 real-life example related to the topics.
Day 3: Homogeneous Study the topic of homogeneous and heterogeneous
and heterogeneous phase reactions.
phase reactions v' Solve 5 questions related to the topic and write
down the solutions.
Provide 1 real-life example related to the topic.
Study the topic of reaction rate equations.
Solve 10 questions related to the topic and write
down the solutions.
v Provide 1 real-life example related to the topic.
Day 5: Factors v Study the factors affecting reaction rate.
affecting reaction v' Solve 15 questions related to the topic and write
rate down the solutions.
v' Provide 3 real-life examples related to the topic.
Visual materials Animations and The animations and videos used in the chemistry class
videos helped students to visually understand the topic. These
materials were shown at home to support the theoretical
part of the lesson.
In school Experiments 1. The reaction of sodium metal with water (Explosion).
activities 2. The reaction of magnesium particles with
hydrochloric acid.
The color change between lead (II) nitrate and
potassium iodide solution.
Writing the rate relationship in chemical reactions.
Constructing rate equations using experimental data.
Showing concentration changes through graphs.
Demonstrating microscopic interactions within the
framework of the effective collision theory.
Discussing the differences between rusting and gas
explosions.
6. Graphically interpreting the energy concepts in
reaction rates.
Evaluation and Student opinions At the end of the course, student opinions were collected
feedback to evaluate the effectiveness of the FLM. The students’
thoughts on the course content, hands-on learning
processes, and the impact of the model were assessed.

Day 2: Reaction rates
and average rate

AN

AN

Day 4: Reaction rate
equations

ANANEN

w

Student activities

M

o

Analysis of Data

In this study, semi-structured interviews were conducted to gain an in-depth
understanding of students’ perspectives regarding the FLM and reaction rates. Following
obtaining the necessary permissions, the interviews were audio-recorded using a mobile
device. The recorded data were transcribed verbatim to prepare for analysis.

Content analysis, a qualitative data analysis method that facilitates systematic and
structured examination of textual data, was employed (Krippendorff, 2018; Yildirim & Simsek,
2013). This approach enables the identification of meaning units within the transcripts and
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their categorization, allowing for an in-depth interpretation of the data. The data analysis
proceeded through a three-stage coding process: open coding, axial coding, and selective
coding (Glaser & Strauss, 1967). Open coding; in the first stage, the transcripts were read line
by line, and meaningful segments were labeled with descriptive codes that were derived
inductively from the raw data. Each code was carefully documented with reference to the
participant's original expression to maintain data fidelity. Axial coding; in the second stage,
similar and related codes were grouped together to form sub-themes. Relationships among
codes were explored, and conceptual links were established to organize the data into coherent
categories. Selective coding; in the final stage, the sub-themes were further analyzed and
integrated into overarching core themes that reflected the theoretical framework of the study.
These central themes captured the essence of the participants’ perspectives and structured the
study’s key findings.

Throughout the coding process, inter-coder reliability was ensured by involving a
second researcher to cross-check coding decisions, enhancing the trustworthiness and
objectivity of the analysis (Yildirim & Simsek, 2013).

Example of the Coding Process

To exemplify the coding process, consider the question: “What do you understand by
the FLM?” The following excerpts were collected:

S5 and 47: “When I hear flipped, I think of breaking something down and rebuilding
it. It makes me think of redoing.”

S64: “I understand this model as coming prepared to class.”

S36: “I understand it as an education system supported by experiments and
activities.”

S69: “I see it as a model that supports students. A model that will benefit us. A model

that will reduce our school workload.”

S45: “I think the FLM is a working method that will reduce the students’ school
workload and balance it with their home responsibilities. That would probably be good for

”»

us.
1. Open Coding:
Structural transformation / reconstruction
Preparedness for class
Activity and experiment-based learning
Student support and benefit
Balancing school and home workload
2. Axial Coding:
Structural and procedural change of the model
Student preparedness and engagement
Active learning strategies

Student workload reduction and support
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3. Selective Coding:

Impact of the FLM on the educational process

This example demonstrates how codes are directly derived from raw data, then grouped
into categories, and finally synthesized into core themes that represent the broader meanings
in the data. The identified themes were supported by direct participant quotations to ensure
data transparency and trustworthiness. The research context, participant characteristics,
sampling method, and data collection procedures are described in detail to enhance the
transferability of the findings to similar educational settings. This systematic, transparent, and
theoretically grounded approach to data analysis ensures the reliability, validity, and
objectivity of the study’s findings, providing robust and meaningful insights into students’
perceptions of the FLM.

Ethical Permits of Research:

In this study, all the rules specified to be followed within the scope of “Higher Education
Institutions Scientific Research and Publication Ethics Directive” were complied with. None of
the actions specified under the heading “Actions Contrary to Scientific Research and
Publication Ethics”, which is the second part of the directive, have been taken.

Ethics Committee Permission Information:

Name of the committee that made the ethical evaluation = Hacettepe University Ethics
Committee

Date of ethical review decision= September 26, 2023
Ethics assessment document issue number= E-66777842-300-00003098228
Findings

Semi-structured interviews were conducted with 10 students to determine their views
on the FLM. These students were selected using purposive sampling. In this context, interviews
were conducted with students numbered S5, S17, S18, S22, S36, S39, S45, S47, S64 and S69.
The interview questions were organized under 7 main headings and consist of a total of 15
subheadings. The findings from the analysis of the interview questions with the students are
presented in the tables below.

The students’ responses to the question “Have you encountered this model before?”
during the interviews are presented in Table 3, according to the themes and codes.

Table 3.
The Findings regarding the Students’ Previous Encounters with This Model
Theme Code Participant no f %
No (f=9, 90%) We have not encountered it before I S47, S17, S22, S39, S36, 9 90
am hearing about it for the first time  S45, S69, S64, S5
Yes (f=1, 10%) I had heard of it by name before S18 1 10

When Table 3 is examined, the students’ responses regarding their prior encounters
with this model are categorized into two themes: Yes (f=9, 90%) and No (f=1, 10%).

In response to the question, “Have you encountered this model before?” the following
statements were made:
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S36: “No, I haven'’t. I am hearing about it for the first time from you.”

S18: “T had heard of the FLM before, but only by name. I came across it in a book, in
the textbook.”

S17: “No, we have never encountered this model in any way. Nothing has been done
regarding this model, so I have never heard of it.”

When the student responses are grouped according to the frequency of their
statements, two main categories are identified: “No, I am hearing about it for the first time”
and “Yes, I had only heard of it by name before.” Participants S47, S17, S22, S39, S36, S45, S69,
S64, and S5 used the expression, “No, I have never heard of it before, I am hearing about it
for the first time,” while only S18 used the expression, “I had only heard of it by name before.”
The expression “I am hearing about it for the first time” was used by f=9 participants,
accounting for 90% of the responses. This indicates that the FLM is generally not well-known
or is minimally recognized among the participants. The expression “I had only heard of it by
name before” was used by only 10% of the participants, suggesting that the FLM may have
been heard of, but the participants did not have a detailed understanding or full knowledge of
it. These responses indicate that the FLM is not widely known.

The students’ responses to the question “What do you understand by the FLM?” during
the interviews are presented in Table 4, according to the themes and codes.

Table 4.
The Findings regarding What the Students Understood from the FLM
Theme Code Participant no f %
Construction and Doing something again S5 1 10
reinforcement Changing some things again S47 1 10
(f=2, 20%)
Pre-class preparation Coming prepared for class S64 1 10
(f=4, 40%) Studying at home S17 1 10
Reducing the workload of school S69 1 10
Reducing and balancing the S45 1 10
workload
Effective learning Conducting experiments and S36 1 10
(f=3, 30%) activities
Learning through animation S39 1 10
Learning visually S22 1 10
Lack of knowledge I have no knowledge S18 1 10
(f=1, 10%)

When Table 4 is examined, the students’ views on what they understood by the FLM
are categorized into four themes: effective learning (f=3, 30%), pre-class preparation (f=4,
40%), construction and reinforcement (f=2, 20%), and lack of knowledge (f=1, 10%).

In response to the question, “What do you understand by the FLM?”, the following
statements were made:

S5: “When I think of flipped learning, I think of something being broken down and
rebuilt. Rebuilding comes to my mind.”

S64: “I understand this model as coming prepared for class.”
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S36: “I understand it as an educational system supported by experiments and
activities.”

S69: “I understand it as a model that supports students. I think it will be beneficial for
us. It is a model that will reduce our school workload.”

S45: “Hmm, I understand flipped learning as a model that will reduce the school
workload and balance it with the homework load. This will be a good thing for us.”

Table 4 shows that the FLM is perceived differently among participants, with various
aspects of the model being emphasized. Some participants focused on features such as doing
things again (S5), coming prepared for class (S64), reducing school workload (S69), and using
visuals and animation (S39), while others highlighted aspects such as conducting experiments
and activities (S36) or encouraging studying at home (S17). This demonstrates that the various
components of the FLM stand out in different ways in student experiences, and each student
interprets the model according to their own learning style and needs.

The students’ responses to the question “What benefits has the FLM provided you?”
during the interviews are presented in Table 5, according to the themes and codes.

Table 5.
The Students’ Findings regarding the Benefits of the FLM
Theme Code Participant no f %
Permanent and Learning the topic better S18 1 10
effective learning Using information-rich animations S22 1 10
(f=6, 60%) Preparing for class S64 1 10
Facilitating visual learning S39 1 10
Ensuring permanent learning S36 1 10
Providing  permanent learning S69 1 10
through experimental methods
Experimental and Providing experimental and visual S47 1 10
collaborative learning learning
(f=2, 20%) Providing experimental learning S17 1 10
Ease of application Providing more advantageous S5 1 10
(f=1, 10%) learning
Lack of knowledge Lack of knowledge S45 1 10
(f=1, 10%)

When Table 5 is examined, the students’ views on the benefits of the FLM are
categorized into four themes; permanent and effective learning (f=6, 60%), experimental and
collaborative learning (f=2, 20%), ease of application (f=1, 10%), and lack of knowledge (f=1,
10%).

In response to the question, “What benefits has the FLM provided you?” the following
statements were made:

S5: “I think it is more advantageous compared to other methods.”

S45: “Since we haven'’t applied it continuously, I don’t really know its benefits. I can’t
think of anything right now.”

S64: “It has been beneficial. It helps us come prepared for class. It allows us to respond
more easily to the questions asked by the teacher.”
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S36: “It provides visual memory. The lessons we cover, the writings we make, and the
formulas we memorize make the topics more permanent. We gain more permanent
knowledge.”

In the table, participants (S18, S39, S36, S22, S64, S69) mentioned that they learned
the topic better, experimentally and visually. Participants S17 and S47 indicated that it was
useful in experimental and visual learning. Participant S5 mentioned that it provides ease of
application. Participant S45 did not provide any views on the benefits of the model. Sixty
percent of participants stated that the FLM helped them learn the topic more permanently and
effectively. This indicates the level of satisfaction with the model among the participants.
Additionally, the model’s usefulness for students has been emphasized.

The students’ responses to the question “What do you think about the contribution of
the FLM to your understanding of chemistry concepts?” during the interviews are presented
in Table 6, according to the themes and codes.

Table 6.

The Findings regarding the Contributions of the FLM to Students’ Understanding of Chemistry
Concepts

Theme Code Participant no f %
Reinforcement Better reinforcement of chemistry topics S5 1 10
and Better understanding of chemistry topics S36 1 10
understanding Easily answering questions S18 1 10
(f=4, 40%) Coming prepared for class S64 1 10
Effective learning  Providing experimental, visual, and 36
. . 9 1 10

(f=5, 50%) enjoyable learning

Ensuring permanent knowledge S45 1 10

Facilitating visual learning S39, S22 2 10

Contribution of visuals and animations S47 1 10
Method and Providing variety and diversity in the class S17 1 10
application
(f=1, 10%)

When Table 6 is examined, students’ thoughts on the contributions of the FLM to
chemistry are grouped under three themes: effective learning (f=4, 40%), reinforcement and
understanding (f=5, 50%), and method and application (f=1, 10%).

In response to the question, “What do you think about the contribution of the FLM to
your understanding of chemistry concepts?” the following statements were made:

S5: “It helps reinforce the topics we don’t understand in chemistry. Also, as far as I
know, flipped learning prepares us to learn the topic beforehand and come to class prepared.
It helps reinforce what we’ve learned in class. I think this is beneficial.”

S64: “It helps us come prepared for class. It allows us to answer the teacher’s questions
more easily. It’'s a good method for chemistry, a useful model. But it would be better if it
benefits everyone equally.”

S69: “Yes, it has been very helpful to us. Especially in chemistry, it helped us learn the
material permanently through experimental and visual methods. And most importantly, it
created a fun learning environment.”
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S17: “We have just started using this model. It brings variety to the class, and in the
future, if students study at home, they will have established discipline at home as well.
Teachers tell us to do something, but it doesn'’t settle well later. But, does it add variety to the
class?”

In Table 6, participants S5, S36, S18, and S64 (f=4, 40%) stated that the FLM helped
reinforce chemistry topics. The model was also said to improve their ability to answer questions
easily. Participants S39, S69, S22, S47, and S45 (f=5, 50%) mentioned that the FLM made the
learning process more enjoyable. Additionally, they stated that it led to permanent learning.
Furthermore, they emphasized that the FLM facilitated visual learning and provided diversity
in the learning process. Participant S17 (f=1, 10%) noted that the FLM added variety to the
class. This suggests that the model contributed to long-term knowledge acquisition and
retention.

The students’ responses to the question “Are there technological benefits of the FLM
compared to the current method in chemistry teaching?” during the interviews are presented
in Table 7, according to the themes and codes.

Table 7.
The Students’ Findings regarding the Technological Benefits of the Model
Theme Code Participantno  f %
Technology- Visually useful S18 1 10
supported learning Software programs and visual animations S39 1 10
(t=7, 70%) are beneficial
Watching animations and videos S22 1 10
Being supported by videos and animations S69 1 10
Useful for molecule representations S64 1 10
Beneficial with videos S17 1 10
Facilitating visual learning S36 1 10
Effective Helping to reinforce topics better S5 1 10
learning (f=2, 20%) Ensuring permanent learning S47 1 10
Lack of knowledge Lack of knowledge S45 1 10
(f=1,10%)

When Table 7 is examined, student opinions are categorized into three different
themes: technology-supported learning (f=7, 70%), effective learning (f=2, 20%), and lack of
information (f=1, 10%).

In response to the question, “Does the FLM have technological benefits compared to
the current methods in chemistry education?” The following opinions were expressed:

S17: “T haven’t encountered this before, but it could have some benefits. Topics are
better reinforced through videos. The topic is not forgotten and stays in the student’s mind
longer.”

S47: “I haven't used it in chemistry or other subjects, but for example, I encountered
flipped learning today and will now use it as I believe it will allow me to understand the
material more effectively and retain it for a longer period.”

S64: “I believe it can be beneficial. When we see something visually, it tends to be more
memorable. I think it’s particularly useful for molecular representations. We previously
created slides from programs, for example.”
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According to Table 7, participants mentioned that visual materials (S18) helped
reinforce learning in chemistry lessons. Software programs and visual animations (S39) were
found to enhance the effectiveness of the lesson and improve students’ understanding of topics.
Furthermore, watching animations and videos (S22) contributed to the learning process, and
being video and animation-supported (S69) attracted the students’ attention. Molecule
representations (S64) were highlighted as especially useful in chemistry topics, while learning
through videos (S17) was noted as effective. Visual learning (S36) and better reinforcement of
topics (S5) were among the elements that participants identified as contributing to the
improvement of their learning process. Participants also stated that the FLM promoted
permanent learning (S47) and addressed knowledge gaps (S45). The participants indicated
that 70% of them benefited from technology-supported learning, 20% found it to promote
effective learning, and 10% did not know about the technological benefits of the model. These
findings suggest that visual and video-supported teaching methods offer students a more
permanent and effective learning experience.

The students’ responses to the question “Do you find the use of technological software
and programs beneficial in the FLM compared to the current method in chemistry teaching?”
during the interviews are presented in Table 8, according to the themes and codes.

Table 8.
The Students’ Findings regarding the Use of Technological Software and Programs

Theme Code Participant no f %
Positive Useful for video programs S5 1 10
(f=8, 80%) Video-supported learning S17 1 10
Useful for molecule representations S64 1 10
and slides
Technological and practical benefits S36 1 10
Visual benefits S39 1 10
Useful for animations S22 1 10
Enables better understanding and S47 1 10
more effective learning
Promotes permanent learning S18 1 10
Negative - - - -
Neutral Haven’t used it S69 1 10
(f=2, 20%) Don’t know its benefits S45 1 10

When Table 8 is examined, the students’ views on the use of technological software and
programs are grouped into three distinct themes: positive (f=8, 80%), neutral (f=2, 20%), and
negative (f=0, 0%).

In response to the question, “Do you find the use of technological software and
programs beneficial in the FLM compared to the current method in chemistry teaching?”, the
students provided the following responses:

S64: “I think it is beneficial. When we see something visually, it becomes more
permanent. It is particularly useful for molecule representations. We used to create slides
from programs before.”

S5: “I find it beneficial because chemistry is a subject that involves mathematical and
numerical methods, so it can be difficult. That’s why I think the model will be technologically
beneficial, especially for videos and programs... especially for reinforcing the topics.”

384



A study on students’ opinions... Gokge, C., & Erdem, E.

S36: “I think that practical technology always provides easier and more permanent
knowledge. That’s why I think it is beneficial.”

According to Table 8, participants mentioned the usefulness of video programs (S5),
noting that video-supported learning (S17) improved their learning processes. The use of
molecule representations and slides (S64) was particularly emphasized for helping students
better understand chemistry topics. Technological and practical benefits (S36) were noted for
aiding in the more effective delivery of course content. Visual benefits (S39) were highlighted
as contributing to learning, and animations (S22) were mentioned as making the lessons more
engaging. Participants also mentioned that these methods helped them understand the
material better (S47) and promoted permanent learning (S18). However, some participants
(S69 and S45) stated that they had not used these technologies and were unaware of their
benefits. Overall, 80% of participants expressed a positive view regarding the use of
technological software and programs, while 20% remained neutral and did not express an
opinion on whether the tools were beneficial or not. These findings suggest that technological
and visual learning tools play a significant role in improving students’ understanding and
promoting lasting learning. However, some students have not yet used these tools or have not
yet recognized their benefits.

The responses to the question “How has the FLM affected your attitude towards the
chemistry course?” provided by the students during the interviews are presented in Table 9,
based on the themes and codes.

Table 9.

The Students’ Findings regarding Students’ Attitudes towards the Model in the Chemistry Course
Theme Code Participantno  f %
Positive attitude Increasing interest in the course S64,S36,S39 3 30
(f=8, 80%) Permanent learning

Reinforcing topics through experiments
and activities
Preparation at home before class S18 1 10
Visual learning and animation-supported S47 1 10
learning
Increased course interest due to rich S17 1 10
content
Providing enjoyable learning S22 1 10
Reduction in prejudice towards chemistry S45 1 10
Negative - - - -
attitude
Lack of Chemistry being a difficult subject S69 1 10
knowledge Alarge number of formulas
(f=2, 20%) Too many lessons
Attitude impact is unknown S5 1 10

When Table 9 is examined, the students’ responses are categorized into three themes:
positive attitude change (f=8, 80%), negative attitude change (f=0, 0%), and lack of
information (f=2, 20%).

In response to the question, “How has the FLM affected your attitude towards the
chemistry course?”, the following statements were made:
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S69: “Chemistry is a difficult subject for me, especially since there are a lot of
formulas. The FLM positively affected my attitude, but still not completely.” Why not
completely? “Because there are many subjects, and I don’t have enough time for all of them.
Idon’t know.”

S45: “I think it has reduced my prejudice towards chemistry. “S17: In general, we
started with alchemy at the beginning, and I was interested at that time. Later, I lost interest.
However, due to the rich content, Flipped Learning has increased my interest a bit more.”

S36: “I'm not really someone who understands and excels at chemistry. But if it’s
supported with experiments, it could be better. In my opinion, my attitude has been positively
affected.”

According to Table 9, participants emphasized the important role of permanent
learning in increasing interest in the course. Experimental activities and various activities
(S64, S36, S39) help reinforce topics. It was emphasized that preparation before class (S18)
enables students to participate in the class more prepared. Visual learning and animation-
supported learning methods (S47) were stated to make the learning process more effective,
while also increasing interest in the course. The rich content (S17) was noted to enhance the
course’s appeal, and enjoyable learning (S22) strengthened students’ interest in the lessons.
Participants also expressed positive developments in terms of reducing prejudice towards
chemistry (S45). A total of 80% of participants indicated a positive attitude towards the
chemistry course, while 20% did not express an opinion.

On the other hand, some participants mentioned that chemistry is a difficult subject,
with too many formulas and a large number of lessons (S69). Additionally, (S5) stated that the
effect on attitude was unknown. These findings highlight the importance of various strategies
used to make the course more engaging and effective, as well as the potential for reducing some
of the negative attitudes students have towards chemistry.

In the interviews conducted with the students, the responses to the question “What do
you think about the effect of the FLM on your attitude towards chemistry?” are presented in
Table 10, based on the themes and codes.

Table 10.

The Students’ Findings regarding Their Opinions about the Effects of FLM in the Chemistry Lessons
Theme Code Participantno  f %
Visual Learning Providing visual enrichment S18 1 10
(f=2, 20%) Visual learning of chemistry concepts S5 1 10
Learning Increased willingness to learn S47 1 10
Motivation Simplifying chemistry S45 1 10
(f=5, 50%) Making chemistry enjoyable through S22 1 10

various activities

Offering richer content S69 1 10

Increasing interest in chemistry lessons S64 1 10
Collaborative and  Assisting in the understanding of chemistry S39 1 10
Experimental concepts
Learning Effectiveness through experiments and S36 1 10
(=3, 30%) activities

Promoting experimental learning S17 1 10
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Table 10 shows that the responses are categorized into three themes: visual learning
(f=2, 20%), learning motivation (f=5, 50%), and collaborative and experimental learning (f=3,
30%).

In response to the question, ‘What is your opinion on the effect of the FLM on your
attitude towards chemistry?’, the following statements were made:

S36: “I am not really someone who understands and excels in chemistry, but if it is
supported by experiments, it could be better. It becomes more effective when it is
experimental.”

S45: “Hmm... I think it makes chemistry easier. Chemistry always seems hard, but
this model could make it easier. This would increase my interest more.”

S39: “It has positively affected me. I understand more with experiments and
activities.”

According to Table 10, participants indicated that providing visual enrichment (S18)
made the learning process in chemistry more effective. It was emphasized that visual learning
of chemistry concepts (S5) helped students develop a deeper understanding of the subject.
Additionally, participants stated that the increase in learning motivation (S47) and the
simplification of chemistry (S45) improved their attitudes towards the subject. Engaging in
different activities and making chemistry fun (S22) increased students’ interest in the course,
while making the course more content-rich (S69) was seen as significant in enhancing
students’ interest in chemistry. Participants also highlighted that helping in the understanding
of chemistry concepts (S64) played a significant role in the learning process, and experiments
and activities (S39) contributed to the effectiveness of the course. The provision of
experimental learning (S36) was noted to help ensure the retention of knowledge in students’
learning processes. Moreover, the implementation of visual, experimental, activity-based, and
diverse applications (S17) was noted to make the course more efficient. Participants mentioned
that visual learning (20%) methods contributed to students’ better understanding of chemistry
topics. They also expressed that increasing students’ learning motivation (50%) significantly
influenced the efficiency of the course. Collaborative and experimental learning (30%)
methods were described as facilitating interaction between students and reinforcing topics
through experimental activities. The findings reveal that various teaching methods (visual,
experimental, activity-based) are crucial tools for enhancing students’ understanding of
chemistry and reinforcing their interest in the course

In the interviews with students, their responses to the question “How has the FLM your
success in chemistry?” are presented in Table 11, categorized according to themes and codes
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Table 11.
Findings Regarding How the Model Affected Student’s Success
Theme Code Participant no f %
Positive Providing visual learning S5, S39 2 20
impact Achieving more lasting learning S64 1 10
(f=9, 90%) Lasting learning through experiments S17, S22 2 20
Increased interest in chemistry S18 1 10
Achievement improvement S36 1 10
Long-term use leading to increased S69 1 10
achievement
Providing experimental application S47 1 10
Negative impact - - 1 10
Lack of Lack of knowledge S45 1 10
knowledge
(f=1, 10%)

When examining Table 11, the student opinions on the impact of the model on student
success are categorized into three themes: positive impact (f=9, 90%), no impact (f=0, 0%),
and lack of knowledge (f=1, 10%).

In response to the question, “How has the FLM affected your success in chemistry?”,
students provided the following responses:

S47: “For example, I'm no longer afraid of formulas in chemistry, I become more
enthusiastic. Because the information doesn’t stay theoretical, we can understand it through
teacher support and experiments.”

S18: “Actually, if it were used in other subjects as well, I would like it even more. With
the flipped model, I became more interested in chemistry. My level improved.”

S36: “It increased my success, but... as I said, if the use is extended over a longer
period, we will see the effects better.”

According to Table 11, participants have expressed that providing visual learning (S5,
S39) supports lasting learning in chemistry. Experimental applications and experiments (S17,
S22, S69) were mentioned as contributing to enduring learning. Additionally, an increase in
interest in chemistry and achievement (S18) was observed, and extended use (S36) resulted in
a significant improvement in achievement levels. Increased motivation to learn (S47) and more
lasting learning (S64) demonstrate the effectiveness of the model. However, some participants
have noted a lack of knowledge (S45). Students indicated that 90% of them reported positive
effects of the model, while only 10% expressed a lack of knowledge regarding the model’s
function. Overall, it is understood that visual and experimental learning methods play a
significant role in enhancing student success in chemistry, reinforcing student engagement,
and facilitating lasting learning.

In the interviews conducted with students, their responses to the question “How do you
think the FLM has affected your success in chemistry?” are presented in Table 12, according
to themes and codes.
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Table 12.
Findings regarding Students’ Thoughts of the Impact of the Model on Their Success
Theme Code Participant no f %
Knowledge and I believe it provides visual learning and S5, S22, S39 3 30
comprehension increases success.
(f=5, 50%) It helps us see the chemistry concepts. S64 1 10
I think its long-term use would be more S36 1 10
beneficial.
Skill acquisition It ensures learning through S69 1 10
(f=1, 10%) experiments.
Interest and It is better in terms of visual aspects. S18 1 10
motivation I think it's a modern model that S47 1 10
(f=3, 30%) increases my interest in chemistry.
The increase in interest in the course S17 1 10
through activities and the rapid learning
of the topic.
Lack of knowledge  Lack of knowledge S45 1 10
(f=1, 10%)

When examining Table 12, student responses are categorized into four themes:
knowledge and comprehension (f=5, 50%), skill acquisition (f=1, 10%), interest and motivation
(f=3, 30%), and insufficient knowledge (f=1, 10%).

In response to the question, “How do you think the FLM affected your success in
chemistry?”, the following statements were made:

S47: “I believe it had a positive effect. This was exactly what we, as students, wanted;
it just didn’t have a name. I also think it increased my interest in chemistry. It’s a modern
model.”

S22: “I think it had a positive effect. I believe it provided visual richness. I think it
increased my success. It has become more permanent.”

S18: “Especially in terms of visual aspects, it’s very good. I read in a book that 60% of
learning occurs through seeing.”

According to Table 12, participants expressed that visual learning methods increased
success in chemistry and that visual learning had been effectively implemented (S5, S22, S39).
Additionally, it was emphasized that presenting chemistry concepts visually (S64) made it
easier for students to understand. Views were also expressed that long-term usage (S36) would
contribute more to the learning process. Participants indicated that learning through
experiments (S69) helped students develop a more permanent understanding. Rich visual
content (S18) was noted to make learning more effective. It was also mentioned that a modern
model increases interest in chemistry (S47) and that activities (S17) enhanced interest in the
course, while enabling faster learning of the topics. However, some participants reported
difficulties due to insufficient knowledge (S45). Participants indicated that the process of
knowledge and comprehension (50%) is significant, skill acquisition (10%) contributes to the
learning process, and interest and motivation (30%) enhance success. However, some
participants also reported insufficient knowledge (10%). The findings suggest that visual and
experimental learning methods are effective tools in increasing success in chemistry,
enhancing student interest, and ensuring permanent learning.
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In the interviews conducted with students, the responses to the question “What do you
think are the differences between chemistry instruction using the FLM and chemistry
instruction using the Current Method?” are presented in Table 13, categorized based on
themes and codes.

Table 13.

Findings Regarding the Differences Between Chemistry Instruction Using the FLM and Chemistry
Instruction Using the Current Method

Theme Code Participant  f %
no

Visual and lasting ~ The FLIP model is more visual. S5, S18, S39 3 30

learning The FLIP model is more lasting. S18,S5,S64 3 30

(f=6, 60%)

Application-based  The FLIP model is more experimental and more S45 1 10

learning up-to-date.

(f=2, 20%) The FLIP model is experimental and makes S17 1 10
chemistry more enjoyable.

Rich content The FLIP model has more animations and S47 1 10

learning experiments.

(f=4, 40%) The FLIP model is more understandable and S36 1 10
reduces prejudice.
The FLIP model has richer content. S69 1 10
The FLIP model is more fun and easier with S22 1 10
activities.

When Table 13 is examined, student responses are categorized into three themes: visual
and lasting learning (f=6, 60%), application-based learning (f=2, 20%), and content-rich
learning (f=4, 40%). In response to the question, “What differences do you think exist between
chemistry teaching using the FLM and the traditional teaching method?”, students stated the
following:

S5: “The FLIP model is more visual. Hmm, actually, chemistry is based on logic (since
it is mathematical), and I think it would be better understood through this model compared
to the traditional method. As students, we are not very successful in these subjects. I think this
model will be successful.”

S39: “There is a big difference. For example, I don’t understand much when I just
listen, but I understand better with the FLIP model because it is more visual.”

S69: “The FLIP model is much better compared to the traditional learning model, in
my opinion. One is a very old method, very classical, and doesn’t seem modern at all. The
FLIP model, however, has much richer content.”

S22: “The current method is a bit more boring. It feels harder. But with activities, it
becomes simpler and more enjoyable. It teaches more easily. I think it is a model that appeals
more to young people and children.”

According to Table 13, participants expressed that the FLM is more visual (S5, S18,
S39), and that these visual elements reinforce learning. They also indicated that the FLM
provides more lasting learning (S18, S5, S64). Participants emphasized that the FLM is more
experimental and up-to-date (S45), and that it is a model that makes chemistry more enjoyable
and includes experimental elements (S17). They noted that the FLM includes more animations
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and experiments (S47) and that it is more understandable (S36) and has a reducing effect on
prejudices. Lastly, participants stated that the FLM is more content-rich (S69) and becomes
more enjoyable and easier through activities (S22). Participants expressed that visual and
lasting learning (60%) plays a crucial role in the learning process, application-based learning
(20%) makes learning more effective, and content-rich learning (40%) increases students’
interest in the subject and helps them better understand the topics. These findings indicate
that when the FLM is enriched with visual, experimental, and interactive elements, it
contributes positively to the learning process.

The responses from students to the question, “What differences do you think exist
between the FLM and the traditional method?” are presented in Table 14, categorized
according to themes and codes

Table 14.
Findings regarding the Differences Between the FLM and the Traditional Method
Theme Sub-theme Code ParticipantNo  f %
FLM Effective The FLM provides more effective S5 1 10
learning (f=4, learning.
40%) The FLM is more visual. S36, S64 2 20
The FLM is more lasting. S17 1 10
Rich content The FLM makes chemistry more S69 1 10
(f=4, 40%) enjoyable.
The FLM makes teaching easier. S45, S47 2 20
The FLM contains richer content. S39 1 10
Interdisciplinary  The FLM is more experimental. S18 1 10
use (f=1, 10%)
Active The FLM has more enriched S18 1 10
participation content.
(f=3, 30%) The FLM is more fun. S47 1 10
The FLM is more visual. S22 1 10
Current Passive learning  In traditional methods, the student S47 1 10
teaching and lack of remains passive Traditional
method motivation methods are more boring
(f=1,10%) In traditional methods, the teacher
remains more active In traditional
methods, only the topic is explained
Visual Traditional methods involve more S18 1 10
application memorization
(f=1,10%) Literature lessons cannot be
conducted with visuals

Upon examining Table 14, the differences between the FLM and the traditional method
are categorized into two themes: the FLM and the traditional model. The sub-themes for the
FLM are effective learning (f=4, 40%), rich content (f=4, 40%), interdisciplinary use (f=1,
10%), and active participation (f=3, 30%). The sub-themes for the traditional learning model
are passive learning and lack of motivation (f=1, 10%) and challenges with visual application
(f=1, 10%).

When asked, “What differences do you think exist between the FLM and the traditional
method?” students responded as follows:

S36: “The FLM is more visual, which makes the learning more lasting. The traditional
method teaches in a very superficial way.”
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S47: “The FLM includes more experiments and offers richer learning methods.
Traditional methods are boring, but the FLM is more enjoyable. In the traditional method,
the teacher explains the topic more, while in the FLM, the students are more involved. In the
traditional method, after a while, you get bored, but with the FLM, there are experiments,
activities, animations, etc., which make you more curious. Also, I don't feel sleepy in class
with the flipped model.”

S18: “I definitely think there is a big difference. The FLM should be used in physics,
chemistry, and biology lessons. For example, literature cannot be taught with visuals, but in
mathematics and chemistry, students need to see the concepts. The flipped classroom offers
hands-on learning. In the traditional method, students are made to memorize everything.
After two or three years, students are tested with a memorization-based logic. Visual
learning means retention. The FLM brings the student more to the forefront.”

According to Table 14, the FLM provides effective learning (S5), offers a more visual
(S39), lasting (S36, S64), and experimental learning process (S45, S47). Participants
emphasized that the FLM makes chemistry more enjoyable and easier to teach (S17). They also
noted that the flipped learning offers richer content (S69) and is more enjoyable (S22).
Students are more actively engaged in the learning process (S47), and opportunities for hands-
on learning are provided (S18). Participants stated that the FLM could be used not only in
chemistry but also in other subjects like physics and biology (S18). On the other hand, it was
pointed out that the traditional teaching method leads to passive student participation (S47),
is more boring (S47), and keeps the teacher more active (S47). The traditional method relies
solely on lecturing, which directs students towards memorization (S47). Furthermore, some
participants noted that visual materials cannot be used in literature lessons (S18). It can be
concluded that the flipped classroom model, with its visual, experimental learning, and rich
content, facilitates more active student participation in the learning process and offers a more
effective learning environment compared to traditional methods. In contrast, traditional
methods provide a more passive, teacher-centered learning experience

In the interviews conducted with students, their responses to the question “Which do
you find more beneficial when comparing chemistry instruction using the FLM and
chemistry instruction using the current method?” are presented in Table 15, based on the
themes and codes.
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Table 15.
The Findings regarding which Teaching Model is More Beneficial for Students
Theme Sub-theme Code Participantno f %
FLM Visual and interactive  The FLM provides S5 1 10
learning repetition and  visual
(f=3, 30%) learning.
It includes animations and S47 1 10
videos, making it more
enjoyable.
The FLM is more visual, S39 1 10
which helps me
understand better.
Facilitating effect The FLM makes chemistry S45 1 10
(f=2, 20%) easier.
The subject is clearer in S36 1 10
the FLM.
Suitability for The TYO is visual, and the S18 1 10
students student progresses better.
(f=2, 20%) I think it’s a model that S22 1 10
appeals more to young
people and children.
Developmental In my opinion, it’s S17 1 10
impact beneficial not only in
(f=2, 20%) chemistry but in every
subject, and it needs to be
developed.
The FLM is more S69 1 10
beneficial  because it
includes experiments,
activities, and animations.
Effective learning The FLM provides more S64 1 10
(f=1, 10%) effective learning
Current teaching - - - - -
method

When examining Table 15, it is observed that the findings related to which chemistry
teaching method, the FLM or the traditional method, is more beneficial are grouped under a
single theme. The student opinions are combined into five sub-themes; visual and interactive
learning (f=3, 30%), facilitating effect (f=2, 20%), suitability for students (f=2, 20%),
developmental impact (f=2, 20%), and effective learning (f=1, 10%).

In response to the question, “Which method do you find more beneficial: FLM or the
traditional method in chemistry teaching?”, the following statements were made:

S17: “The FLM is more beneficial compared to traditional teaching methods. Because
the student is actively involved in the process. In my opinion, it is not only more beneficial in
chemistry but in every subject, and it needs to be developed. Because when taught in a
straightforward way, no one understands anything. If this model progresses, it would be
great.”

S22: “I think flipped learning is better. It is much better and more beneficial than the
traditional method... Why? Because I find the education we do with flipped learning, the
activities, and the lessons we see in school a bit more qualitative.”

393



Tiirk Akademik Yaywnlar Dergisi (TAY Journal), 2025, 9(3), 368-424

S39: “There is a big difference between them. For example, I don’t understand much
when I listen, but with flipped learning, I understand better because it is more visual... So,
which one do you find more beneficial?”

S39: “Flipped learning is more beneficial, teacher.”

In Table 15, participants stated that the FLM provides repetition and visual learning
(S5) and that these visual elements make the lessons more enjoyable and understandable (S47,
S39). Animations and videos were emphasized, particularly in challenging subjects like
chemistry, as they facilitate learning (S45) and make the topics clearer (S36). Participants also
highlighted that the FLM offers more opportunities for students to progress (S18) and is a
model that appeals more to young people and children (S22). It was further noted that the FLM
is beneficial not only in chemistry but also in other subjects (S17) and that its inclusion of
experiments, activities, and animations makes it more useful (S69). Finally, participants
expressed that the FLM provides more effective learning (S64). The findings suggest that the
FLM, by presenting visual and interactive elements, makes learning more enjoyable,
understandable, and effective, while also being a model that appeals to different age groups
and can be applied across disciplines

In the interviews conducted with students, their responses to the question “Should the
FLM be used during chemistry teaching?” are presented in Table 16, in accordance with the
themes and codes

Table 16.
The Students’ Findings regarding the Using of Model in Chemistry Lesson
Theme Code Participantno f %
Application effect Experimental methods lead to more lasting S39 1 10
(f=1, 10%) memory
In-depth learning Visual elements make learning more lasting S18 1 10
(f=4, 40%) Contains rich content S69 1 10
Effective for numerical sections S5 1 10
Preparation for class and effective learning S64 1 10
Impact on success and Increases success in chemistry lessons S47 1 10
motivation Includes experiments for chemistry S45 1 10
(f=4, 40%) Reduced my bias towards chemistry S36 1 10
Topics are more clearly understood
Helped us understand chemistry better S17 1 10
Different learning Provides a different learning environment S22 1 10
environments outside the classroom
(f=1, 10%)

When examining Table 16, the student views on whether the FLM should be used
during chemistry teaching are grouped under a single theme, its usability (Yes, it should be
used). Additionally, it consists of four sub-themes; application effect (f=1, 10%), in-depth
learning (f=4, 40%), impact on success and motivation (f=4, 40%), and different learning
environments (f=1, 10%).

In response to the question, “Should the FLM be used during chemistry teaching?” the
following answers were given:

S39: “I think it should be used. What suggestions do you have? How should it be used?”
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S39: “Experimentally, it stays in our memory better. I think it should be done in every
lesson. For example, in the biology class, bringing a skeleton in the human physiology lesson
is visually effective.”

S69: “Yes, it should definitely be used.”

S64: “If the FLM is used in lessons, it would be very beneficial. But this will work if all
students benefit equally. ...What kind of benefits has it provided?”

S64: “It helps students come to class more prepared, which makes the lesson more
effective. It makes students more active.”

According to Table 16, all participants who answered “Yes, it should be used” (S18, S47,
S17, S22, S39, S36, S45, S69, S64, S5) supported the FLM. Participants stated that the FLM
provides experimental learning that helps information stay in memory (S39), and that visual
elements make learning more lasting (S18). It was also expressed that the model provides rich
content (S69) and is particularly effective for numerical sections (S5). The FLM was noted to
support class preparation and effective learning processes (S64), increase success in chemistry
lessons (S47), and provide experiments for chemistry (S45). Furthermore, participants
emphasized that the FLM reduces bias towards chemistry (S22), makes topics clearer (S36),
and helps students understand chemistry better (S17). They also noted that the FLM provides
different learning environments outside the classroom (S22). The model’s usage was supported
under the following sub-themes: Application effect (10%), in-depth learning (40%), impact on
success and motivation (40%), and different learning environments (10%). The findings
indicate that the FLM, by using both experimental and visual elements, increases the retention
of information, enhances student engagement with rich content and activities, and facilitates
learning in subjects like chemistry, thereby boosting success. Additionally, the model provides
learning opportunities outside the classroom and helps students understand the material more
clearly

In the interviews conducted with students, their responses to the question “Do you
have any suggestions for using the FLM in chemistry teaching?” are presented in Table 17, in
accordance with the themes and codes.
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Table 17.
The Findings regarding Students’ Suggestions on the Use of the Model
Theme Code Participant no f %
Equal opportunities = Equal opportunities should be provided to S5 1 10
(f=1, 10%) every student
Visual learning Visuals can be used in orbital learning S18 1 10
(f=2,20%) Visual elements should be used in everyday S36 1 10
life contexts
It is a model that increases success and S69 1 10

should be integrated into the lessons.
The model can be used for drawing in
chemistry lessons in computer labs

Interdisciplinary It should be used in biology and other S39 1 10
application subjects as well.
(f=1,10%) It should be integrated into the lessons. S5 1 10
Enjoyable It can make learning more enjoyable. S47 1 10
learning It could be beneficial in terms of general
(f=1, 10%) knowledge.

It can increase success in chemistry
Experimental It can be used more for experimental S22, 1 10
learning learning.
(f=1,10%) Lessons can be taught in different

environments
Active It can make students more active in class. S64 1 10
participation It ensures students come to class prepared.
(f=1, 10%) It makes the lesson more lasting.

It increases students’ self-confidence
Conscious awareness No suggestions S17, S45 1 10
(f=2, 20%)

When examining Table 17, the participants’ views on the use of the FLM in chemistry
teaching (S18, S47, S17, S22, S39, S36, S45, S69, S64, S5) point to the model’s application in
chemistry lessons. The suggestions for its use are categorized into seven sub-themes: equal
opportunities (f=1, 10%), visual learning (f=2, 20%), interdisciplinary application (f=1, 10%),
enjoyable learning (f=1, 10%), experimental learning (f=1, 10%), active participation (f=1,
10%), and conscious awareness (f=2, 20%).

In response to the question, “Do you have any suggestions for using the FLM in
chemistry teaching?” the following responses were given:

S69: “I think this model, which increases the success of all students, should be
integrated into the program. I believe it helps students learn in a visual and enjoyable way.
For example, chemistry lessons could be taught in computer labs for model drawings.”

S64: “If the FLM is used in lessons, it would be very beneficial. However, this would
be effective if all students benefit equally. It helps students come more prepared for class,
which makes the lesson more effective and enhances understanding. It also makes students
more active.”

S5: “I think equal opportunities should be provided to every student to use it in the
same way. This is important because not every student has the same amount of time at home
or school. A student might be more active in class at a suitable time.”
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S36: “As I mentioned, I think using visuals in chemistry lessons, especially for
formulas, would be highly beneficial. I believe it would help students understand various
concepts in daily life as well as in the classroom.”

S47: “I think overall, it would increase chemistry success in our country. We would
distance ourselves from a boring system, and it could lead to a more enjoyable way of
learning. At least, it would make us more interested in university, and it could be beneficial
for our general knowledge as well.”

According to Table 17, participants stated that visuals could be particularly useful for
orbital learning (S18) and that visuals should be incorporated into everyday life topics (S36).
They also noted that the FLM is an approach that increases success and should be integrated
into lessons (S5). The model could be used for drawing in chemistry lessons in computer labs
(S69) and could also be applied in other subjects like biology (S39). Participants emphasized
that the model should be integrated into lessons (S5), provide more enjoyable learning
experiences (S22), and could be beneficial for general knowledge (S22). Additionally, the
model could enhance chemistry success (S47), be used more for experimental learning (S22),
and allow lessons to be taught in different environments (S22). It was noted that the FLM could
increase student participation in lessons (S64), ensure students come prepared (S64), and
make the lessons more lasting (S64). Finally, some participants indicated that they had no
suggestions (S17, S45).

Students provided various suggestions for the use of the FLM, including equal
opportunities (10%), visual learning (20%), interdisciplinary application (10%), enjoyable
learning (10%), experimental learning (10%), active participation (10%), and conscious
awareness (20%). The findings suggest that the FLM, with its visual and experimental
components, can enhance student success and motivation. Additionally, it strengthens their
participation in lessons and makes learning more enjoyable and lasting, while being applicable
across various subjects, environments, and activities.

Discussion and Conclusion

In this study, the findings regarding students’ views on the use and general applicability
of the FLM in chemistry lessons were systematically presented under various themes. These
findings were compared and linked with relevant literature. Consistent with the studies of
Mason et al. (2013) and Johnson et al. (2021), it was observed that the FLM increases student
engagement and facilitates a deeper understanding of complex chemistry concepts.
Additionally, Bishop and Verleger’s (2013) work highlights the positive contribution of flipped
learning to the development of students’ problem-solving and critical thinking skills. However,
some students initially showed resistance to the implementation of the model and experienced
challenges related to time management, which aligns with the findings of Smith and Lee
(2019). Teacher guidance and the provision of appropriate instructional materials played a
critical role in overcoming these challenges, consistent with the conclusions of O’Flaherty and
Phillips (2015). In conclusion, this study makes a significant contribution to the literature by
supporting the effectiveness of the FLM in enhancing student motivation, active participation,
and academic achievement in chemistry education.
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Nevertheless, this study is a case study based on the in-depth views of 10 students. Due
to the limited sample size and scope, the generalizability of the findings is constrained. The
results are valid only within the context of the single school where the study was conducted
and the specific chemistry topic (reaction rates) addressed. Therefore, it is necessary to
investigate whether similar results can be obtained with different student groups, school
environments, and chemistry topics.

Furthermore, certain disadvantages, such as technology access issues raised by one of
the students, should be considered from a pedagogical perspective. These technological
infrastructure problems may limit the effective implementation of the FLM and require
important pedagogical considerations for the educational process. In this regard, improving
and supporting technological access in educational settings is of critical importance for
enhancing the success of the model.

The Meaning of the Model and Student Reflection

According to the research results, the majority of students (f=9, 90%) have not
previously experienced the FLM. Only one student (f=1, 10%) had heard of the name of this
model. A significant portion of the participants indicated that they had no prior experience or
knowledge of the model. A large percentage of students (40%) emphasized the importance of
the preparation phase before the lesson, highlighting aspects such as coming prepared to class,
studying at home, and reducing the academic workload of the school. Additionally, it was
stated that they valued the structuring and reinforcement stages in the learning processes
(20%). In the effective learning category, some students (30%) expressed a preference for
learning through experiments and activities, animations, and visual learning. Sixty percent of
the participants stated that the FLM ensures lasting and effective learning. Among the benefits
of the model, students mentioned better understanding of topics, using content-rich
animations, providing visual learning, and preparing before lessons. Furthermore, it was
emphasized that lasting learning is reinforced through experimental methods. Positive
feedback was also received regarding experimental and collaborative learning (20%), with
students indicating that the model offers opportunities for experimental and visual learning.
The ease of application of the model (10%) was also considered an advantageous feature by
some students. However, 10% of the participants reported a lack of knowledge regarding the
FLM.

Effects of the Model on Student Opinions

Forty percent of students stated that the model made significant contributions to the
reinforcement and understanding process. Additionally, 50% emphasized that the model
provides effective learning, particularly through experimental, visual, and enjoyable learning
methods that lead to lasting knowledge and visual learning. The contributions of visuals and
animations were also positively evaluated by the students. Only 10% of the participants noted
that the model provided variety and diversity in terms of methods and application. Visual
learning and animations contributed to students’ better understanding of chemistry concepts.
70% of students stated that the model was highly beneficial in the technology-assisted learning
process. Students expressed that technological tools such as visual learning, software
programs, animations, videos, and molecular displays supported their learning. Furthermore,
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20% of the participants indicated that technology enabled effective learning, particularly in
reinforcing topics and ensuring lasting learning. However, 10% of students stated that they
experienced a lack of knowledge regarding the technological benefits of the model.

Role of the Model in Technological Software

Eighty percent of students indicated that technological software and programs
provided positive benefits. Students expressed that video programs, video-assisted learning,
molecular displays, slides, animations, and visual tools made significant contributions to the
learning process. They noted that technological software enhanced their learning experiences,
making them more effective. On the other hand, 20% of the participants adopted a neutral
approach, stating that they had never used technological software or were unaware of its
benefits.

Contribution of the Model to Achievement Improvement

Eighty percent of students indicated that the model had positive effects, such as
increasing class engagement, promoting lasting learning, supporting experimental activities,
and reinforcing the topics. In particular, students noted that elements such as preparing at
home before class, visual learning, and animation-supported learning contributed to their
learning. Additionally, some students mentioned that the model made the lessons more
enjoyable due to its rich content and reduced their biases toward chemistry. Only 20% of the
participants expressed that they could not fully grasp the model’s impact or had not yet formed
an opinion, citing reasons such as chemistry being a difficult subject, the presence of numerous
formulas, and the large number of lessons.

Effect of the Model on Visual Learning and Learning Motivation

Twenty percent of students stated that the model was beneficial in terms of visual
learning. They indicated that learning chemistry concepts visually helped them better
understand the topics. In terms of learning motivation, 50% emphasized that the model
increased their willingness to learn, made chemistry easier, made different activities fun, and
enriched the content of the lesson, thereby increasing interest. Furthermore, 30% of students
reported that the model was effective in providing collaborative and experimental learning.
Experiments, activities, and various applications allowed students to learn more effectively.

Contribution of the Model to Lasting Learning

Ninety percent of students indicated that the model had a positive impact on improving
student achievement. Key aspects of these positive effects included visual learning and
experiments, which contributed to lasting learning. Students noted that visual learning and
experimental applications increased the durability of the lesson content. Additionally, it was
mentioned that the model increased interest in chemistry, boosted achievement, enhanced
motivation to learn, and reinforced success through long-term use. However, 10% of students
stated that they experienced negative effects from the model or lacked sufficient knowledge
about it.
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Core Potential of the Model

A significant portion of students expressed that the FLM was more effective than the
current methods in terms of visual and lasting learning. This emerged from students
emphasizing the greater use of visual learning tools in chemistry lessons and how the
knowledge they gained became more permanent. Moreover, the FLM was seen as stronger in
terms of experimental learning and practical activities, making the subject more enjoyable for
students. Participants noted that the FLM was more up-to-date and rich in content,
particularly with the inclusion of more animations and experiments, making the lessons more
comprehensible and reducing biases toward the subject.

Future Perspective of the Model

Students have provided various suggestions regarding the use of the FLM. Participants
stated that equal opportunities should be provided to every student so that all students can
benefit from the model’s advantages in the same way. It was emphasized that visuals could be
particularly useful in topics such as orbital learning and that visual materials should be
incorporated into education in daily life contexts. Additionally, it was suggested that chemistry
lessons could be conducted in computer laboratories, which would help enhance visual
learning. It was also proposed that the FLM could be used not only in chemistry lessons but
also in biology and other subjects, and that integrating the lessons with one another would be
beneficial. The model’s potential to encourage more enjoyable learning, its usefulness for
general culture, and its ability to increase chemistry achievement were also highlighted.
Furthermore, it was suggested that the model could be used more for experimental learning
and that lessons could be conducted in different environments. As a result, it was concluded
that the FLM has had significant positive effects on students’ learning processes, and it was
emphasized that using this model in more lessons in the future would be beneficial. The
model’s potential to make students more active in class, help them come to class better
prepared, and increase their self-confidence was also underscored.

Many academic studies on the FLM have shown that this teaching method positively
affects students’ learning processes. Studies by (Akgiin & Atici, 2017; Beris, 2023; Cabi, 2018;
Choi & Choi, 2021; Cueva & Inga, 2022; Dominguez, 2021; Duman, 2019; Fautch, 2015; Garcia,
Garcia, & Touron, 2018; Huerta & Brondo, 2022; Kesharwani & Kesharwani, 2022; Keskin,
Karagolge, & Ceyhun, 2020; Kirmizioglu & Adigiizel, 2018; Ryan & Reid, 2016; Singh &
Boisselle, 2018; Unliitiirk, 2022; Weaver & Sturtevant, 2015) have found that the FLM
increases students’ active participation, helps them develop a deeper understanding of
learning, and is particularly effective in understanding abstract concepts. These studies
emphasize that the FLM enhances student motivation, improves classroom interaction and
problem-solving skills, and makes the learning process more efficient. Additionally, it has been
observed that this model offers students opportunities for out-of-class learning, allowing them
to shape their learning at their own pace and giving them more responsibility. As a result, the
FLM stands out as an effective teaching strategy, especially in conceptual subjects such as
chemistry, making the learning process more interactive and durable.
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Recommendations

The students’ opinions regarding the use of the FLM in chemistry lessons and other
disciplines are presented under various headings.

Introduction and Training of the Model

Considering that the FLM is a method that students have not encountered before, it
should be included in educational programs. The model should be introduced
comprehensively, and training sessions should be provided to increase students’ knowledge
levels. Awareness-raising seminars, workshops, and information-sharing events can be
organized. These activities will help students better understand the model and gain insight into
its areas of application. By collecting student feedback, the gaps in the application of the model
can be identified, and areas where additional support is needed to improve understanding of
the model can be determined.

Advanced Training and Resources

Advanced training content and practical lessons should be provided for students who
have learned the basics of the model. Students should be provided with more resources and
materials to support their research and learning processes.

Comprehensive Introduction of the Model

To ensure a clearer understanding of the model, it should be supported with examples.
Special educational materials should be prepared to address knowledge gaps. Guidance and
various resources should be provided to help students better prepare before lessons. Programs
can be created to support study habits at home.

Use of Activities, Experiments, and Visuals

Integrating activities, experiments, animations, and visuals into the educational
processes will increase students’ learning motivation and provide a more effective learning
experience. Increasing experimental learning opportunities will encourage active student
participation.

Collecting Student Feedback

Regular feedback should be gathered to assess the impact of the model. Additional
training and guidance should be provided in areas where students have difficulty
understanding, to enhance student participation and success rates.

Use of Visual and Experimental Learning Materials
It is recommended to use more visual and experimental materials in the process of

learning chemistry concepts. These types of materials will help students better understand the
concepts and make their learning more permanent.

Preparation for Lessons and Interactive Methods
Preparatory activities should be strengthened to ensure students come to class well-
prepared. The integration of more visual and animated content can make the learning process

more enjoyable. A variety of teaching methods and application techniques should be included
in the classroom.
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Use of Technological Tools in Education

Technological tools (visual learning, animations, videos, software programs) should be
more extensively incorporated into the educational process. The use of visual tools such as
molecule representations will facilitate learning abstract topics like chemistry. Guidance and
training materials should be provided to students on how to use these tools. Digital
environments and devices suitable for chemistry lessons and student levels should be included.

Technological Integration in Chemistry Lessons

Teachers should guide the more effective use of video-assisted learning, animations,
and visual tools in chemistry lessons. To help students use these technological tools more
effectively, teachers should clearly explain the practical benefits of these software programs in
education.

Activities and Group Work

Methods that allow students to interact more with the lesson should be developed.
Group work, activities, and collaborative learning opportunities can be provided to facilitate
knowledge sharing and more effective hands-on learning.

Continuity and Sustainability of the Model

To ensure the long-term applicability of the model, teachers should guide students and
teach them how to use the model effectively. Students should be made aware of all the
advantages of the model.

Enhancing Visual and Experimental Learning

Diversifying visual learning tools and further integrating experimental activities will
help students understand topics more deeply. The use of such materials will increase students’
interest in chemistry lessons.

Widening the Use of the FLM

The FLM, enriched with visual and experimental elements, should be further
incorporated into educational processes. To encourage active student participation and
enhance their learning motivation, the FLM should be applied in more subjects.

Use of the FLM in Other Subjects
The FLM should be used not only in chemistry but also in other subjects such as biology

and physics. Activities can be organized to enable students to learn in a more fun and active
manner using the model.

Providing Equal Opportunities

Equal opportunities should be offered to all students, ensuring the model is accessible
and applicable to everyone. Materials with real-life examples should be prepared and used.
Visual materials can be created for topics like orbital learning to enhance understanding.
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Kimya Dersinde Ters Yiiz Ogrenme
Modeline Iliskin Ogrencilerin Goriisleri
Uzerine Bir Calisma

Ozet

Bu calisma, siif ici uygulamali 6grenme yaklasimi ile yapilan kimya 6gretiminde 6grencilerin ters yiiz
ogrenme modeline [TYOM] iliskin goriislerinin incelenmesini amaclamaktadir. Calismada nitel
arastirma yontemi kullanilarak durum ¢alismasi deseni secilmistir. Aragtirma, 11. sinif 6grencilerinden
olusan bir 6rneklem grubuyla gerceklestirilmistir ve amacl 6rnekleme yontemi ile ¢calisma grubunun
secimi yapilmustir. Veri toplama araci olarak yar1 yapilandirilmis goriisme formu kullanilmigtir.
Formda, TYOM'nin 6gretim siirecindeki etkileri, sagladig1 yararlar, teknolojik faydalar, grencilerin
kimya dersindeki basarilarina etkisi, mevcut 6grenme yontemleriyle karsilagtirilmasi ve modelin kimya
ogretiminde kullanimina yonelik goriigleri iceren 15 soru bulunmaktadir. Elde edilen veriler igerik
analizi yontemiyle analiz edilmistir. Icerik analizinde, her tema, katihimecilarin goriisleriyle
desteklenerek detayl bir sekilde aciklanmistir. Bulgular, 6grencilerin TYOM’ye yonelik goriislerinin
olumlu yonde degistigini ve modelin uygulandig1 kimyasal tepkimelerde hiz konusuna dair algilarinin
da olumlu yonde etkilendigini gostermektedir. Calismanin sonuclari, TYOM'nin kimya derslerinde
uygulanmasinin, 6grencilerin dersle ilgili tutumlarini ve basarilarimi arttirmada etkili bir yontem
oldugunu ortaya koymaktadir. Bu bulgular, TYOM'nin 6grenci merkezli bir yaklasim olarak,
ogrencilerin derse olan ilgilerini ve basarisim1 artirmada etkili oldugunu gostermektedir. Arastirma,
modelin kimya 6gretiminde yayginlastirilmasi gerektigine dair 6neriler sunmaktadir.

Anahtar Kelimeler: Kimya egitimi, ters yiiz 6grenme modeli, 6grenci goriisti.

Giris

Ters yiiz 6grenme modeli [TYOM], yapilandirmaci yaklasim ve harmanlanmis 6grenme
teorisine dayanmaktadir. Bu teorilere gore, 6grenciler 6grenme siirecinde aktif katihmcidirlar.
Ayrica model, Bloom’un Taksonomisi, sosyal 6grenme teorisi ve 6grenme stilleri gibi ¢esitli
kuramsal temellere dayanmaktadir. Model, oOgrencilerin evde ders materyallerini
incelemelerini ve sinifta uygulamali etkinliklerle etkilesimde bulunmalarini saglayarak,
elestirel diisiinme ve problem cozme becerilerinin gelisimine olanak tanimaktadir. TYOM,
yapilandirmaci yaklasim ve harmanlanmis 6grenme ile entegre edildiginde, ¢evrimigci ve yiiz
yiize 6grenme firsatlarinmi birlestirerek her 6grencinin kendi hizinda ve tarzinda 6grenmesini
saglamaktadir (Bergmann & Sams, 2012; Kim et al., 2021; O’Flaherty & Phillips, 2015).

TYOM kimya derslerinde, 6grencilerin kimyasal kavramlari, tepkimeleri ve deneyleri
onceden videolar, okumalar veya diger kaynaklar araciligiyla o6grenmelerine olanak
tanimaktadir. Simif icinde ise, 6gretmen rehberliginde grup calismalari, deneyler ve tartismalar
gibi etkilesimli etkinlikler ile Ogrendikleri bilgileri daha iyi pekistirmektedir. Bu model,
ogrencilere daha derin bir kavramsal anlayis kazandirmay1 ve kimya dersine olan ilgilerini
artirmay1 hedeflemektedir. Bu arastirmada sinif i¢i uygulamali 6grenme yaklagimi ile yapilan
kimya dgretiminde 6grencilerin TYOM iliskin goriislerinin incelenmesi amaclanmaktadir.
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Bu calismada, “Simif i¢i uygulamali 6grenme yaklasimiyla yiiriitilen kimya
ogretiminde, dgrencilerin TYOM iligkin goriisleri nelerdir?” sorusu temel problem olarak
tanimlanmaktadir. Calismanin temel problemi dogrultusunda, calismanin alt problemleri ise
su sekildedir:

1. Ogrencilerin TYOM iliskin goriisleri nelerdir?

2. Ogrencilerin, TYOM nin sagladig1 faydalara yonelik goriisleri nelerdir?

3. Ogrencilerin, TYOM iligkin teknolojik unsurlar hakkindaki goriisleri nelerdir?

4. Ogrencilerin, TYOM nin kimya dersinde uygulanmasina yonelik goriisleri nelerdir?

5. Ogrencilerin, TYOM'nin kimya dersindeki akademik basariya etkisine iligkin
goriigleri nelerdir?

6. Ogrencilerin, TYOM ile mevcut 6grenme yontemlerine iliskin goriisleri nelerdir?

7. Ogrencilerin, kimya o6gretiminde TYOM’nin kullamlmasina yonelik goriisleri
nelerdir?

Yontem

Arastirma Deseni

Bu calismada nitel arastirma yontemi kullanilmistir. Nitel arastirma yontemleri,
aragtirmacilarin sosyal olgulari, bireylerin deneyimlerini ve bu deneyimlerin anlamlarim
derinlemesine incelemek amaciyla kullandiklar1 bir arastirma yontemidir (Creswell, 2013;
Merriam, 2009). Nitel arastirmalarda, genellikle sayisal verilerden ziyade sozlii veya yazili
verilerle calisiimaktadir (Patton, 2015; Yildirnm & Simsek, 2013). Nitel arastirma desenleri
karmasik sosyal siiregleri ve insan davraniglarim anlamaya yonelik derinlemesine bilgilerin
elde edilmesini saglamaktadir (Creswell, 2013; Denzin & Lincoln, 2011; Patton, 2015; Stake,
2010). Arastirmada nitel arastirma deseni olan Durum c¢alismasi se¢ilmistir. Durum calismasi,
belirli bir fenomenin veya olayin derinlemesine incelenmesi amaciyla kullanilan nitel
aragtirma desenidir (Merriam, 2009; Yin, 2018). Genellikle bir birey, grup, topluluk veya bir
durum iizerinde yapilan bu ¢alisma, belirli bir baglamda meydana gelen bir olay1 detayli olarak
analiz etmeyi hedeflemektedir (Baxter & Jack, 2022; Merriam & Tisdell, 2019; Yin, 2023).

Katilimcilar

Bu calismanin uygulama asamasina, 2023-2024 akademik yii bahar doneminde
toplam 186 6grenci katilmigtir. Ancak ¢alismanin nitel boyutu icin, arastirma sorusuna iligkin
derinlemesine ve zengin bilgi saglayabilecek 11. smiftan 10 oOgrenci, amach oOrnekleme
yontemiyle secilmistir. Amacli ornekleme, nitel arastirmalarda kullanilan stratejik bir
ornekleme yontemidir ve katihmeilarin arastirma problemiyle ilgili bilgi ve deneyime sahip
olmalarim saglayacak onceden belirlenmis olciitlere gore secilmesini icerir (Biiyiikoztiirk,
2018; Patton, 2015). Secim kriterleri arasinda, 6grencilerin TYOM'nin uygulamasina aktif
katihm gostermeleri ve demografik temsiliyet saglamalar1 yer almistir. Ogrenciler ilk olarak
okul kayit numaralarina gore siralanmis; ancak son sec¢im, belirlenen uygunluk kriterleri ve
deneyimlerinin arastirma acisindan tasidigi onem dikkate alinarak yapilmistir. Bu siirec,
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aragtirma hedefleriyle uyumlu olarak rastgele degil, stratejik bir ornekleme yaklasimini
yansitmaktadir.

Orneklem grubunun %40’ kiz, %601 erkek 6grencilerden olusmustur. Bu demografik
yapi, okul genelindeki mevcut cinsiyet dagilimini yansitmaktadir. Cinsiyet dengesizligi,
calismanin smirhiliklar1 arasinda degerlendirilmis; veri analizi ve yorumlama siirecinde
katihmcilarin bilgi derinligi ve deneyim zenginligi 6nceliklendirildigi icin bu durum o6zellikle
goz oniinde bulundurulmustur. Bu ¢alismada ornekleme alinan katilimeilarin cinsiyetlerine
iliskin dagilim, Tablo 1'de gosterilmistir.

Tablo 1.
Ornekleme Ait Cinsiyet Verileri

Cinsiyet n %

Kiz 4 40

Erkek 6 60
Veri Toplama Araclar:

Bu calismada veri toplama araci olarak 6grenci goriisme formu kullanilmistir. Nitel veri
toplama yontemi olarak, secilen Ogrencilerle yar1 yapilandirilmig goriismeler
gerceklestirilmistir. Goriisme sorularinin hazirlanma siirecinde, konuyla ilgili alan yazinindaki
onceki calismalardan yararlamilmistir (Akcayir & Akcayir, 2018; Cakir, 2019; Demirci, 2017;
Ozdemir & Demirtas, 2020; Yilmaz & Giiler, 2016). Sorular, TYOMnin farkli yonlerini
degerlendirmeyi amaclayacak sekilde tasarlanmistir. Bu sorular, modelin genel etkilerinden,
ogrencilerin teknoloji kullamimlarina ve belirli derslerdeki basarilarima kadar genis bir
yelpazeyi kapsamigtir. Sorular, arastirmanin temel amacina hizmet edecek sekilde
yapilandirilmistir.

Katihme1 grubunun 11. simif 6grencilerinden olustugu goz oniinde bulundurularak,
sorularin dili acik, anlasilir ve 6grencilerin egitim seviyelerine uygun bi¢cimde hazirlanmigtir.
Ayrica, sorular 6grencilerin bilgi diizeyleri ve 6zellikle TYOM ile kimya dersinde kullanimina
iliskin deneyimlerini ortaya koyacak sekilde diizenlenmistir. Ogrencilerin diisiincelerini
ozgiirce ifade edebilmeleri amaciyla acik uclu sorular tercih edilmistir. Acik uclu sorular,
ogrencilerin deneyimlerini detayh olarak aktarmalarina olanak taniyarak daha derinlemesine
analiz yapilmasim ve zengin veriler elde edilmesini saglamaktadir (Creswell, 2013; Patton,
2002; Yildirnm & Simsek, 2013).

Goriisme sorulari, arastirma hedefleriyle uyumlu temel temalar etrafinda
yapilandirilmistir. Bu temalar; TYOM'nin genel etkileri, 6grencilerin teknolojiye yonelik
goriisleri, modelin kimya derslerdeki uygulanabilirligi ve geleneksel yontemlerle
karsilastirildiginda sagladigi avantajlar kapsamaktadir. Gorlisme sorular: arastirmaci ve alan
uzmani ii¢ akademisyen tarafindan incelenmis ve degerlendirilmistir. Ayrica, pilot uygulama
yoluyla sorularin gecerliligi test edilmistir. Pilot uygulama siirecinde, sorularin anlasilirlig,
siralamasi ve katihmcilar iizerindeki etkisi gozlemlenmis; gerekli diizenlemeler yapilmistir.

Goriisme sorulan etik ilkeler dogrultusunda gelistirilmistir. Katihmecilarin anonimligi
ve gizliligi gozetilmis; calismanin amaci, siireci ve olasi riskleri hakkinda 6grenciler
bilgilendirilmis, calismaya katihm tamamen gonitllillik esasmma dayandirilmistir. Sonuc

410



A study on students’ opinions... Gokge, C., & Erdem, E.

olarak, TYOM ile ilgili yedi ana tema ve on bes alt temay iceren yedi temel soru ve bu sorulara
bagh alt sorular olusturulmustur.

Ogrenciler (05, O17, 018, 022, 036, 039, 045, 047, 064, 069) secilerek yar
yapilandirilmig goriismeler gerceklestirilmistir. Gorlismelerden Once ogrencilerden, okul
yonetiminden ve ailelerden gerekli izinler alinmigtir. Yapilan goriismeler sesli olarak
kaydedilmis ve yazili metne doniistiiriilmiistiir. Goriismeler, belirlenen yedi ana tema ve on
bes alt tema kapsaminda yiiriitiilmiistiir. Goriisme verilerinin giivenirligini saglamak amaciyla,
tim goriismeler kayit altina alinmis ve analiz edilmistir. Ayrica, gozlemler video, fotograf ve
ses kayitlar1 yoluyla belgelenmistir. Gortisme formunda yer alan bu temel bagliklar sunlardir:

TYOM’ye yonelik 6grenci goriisleri

TYOM’nin sagladig1 faydalara yonelik 6grenci goriisleri

TYOM’ye yonelik 6grencilerin teknolojik goriisleri

TYOM’nin kimya dersinde kullanimina yonelik 6grenci goriisleri
TYOM nin kimya dersindeki basarilaria yonelik 6grenci goriisleri
TYOM ve mevcut 6grenme yontemine yonelik 6grenci goriisleri

@ e e T

TYOM’nin kimya 6gretiminde kullanilmasina yonelik 6grenci goriisleri seklindedir.

Gecerlilik ve Giivenilirlik

Aragtirmanin gecerliligini artirmak amaciyla, hazirlanan goriisme sorular1 konu
uzmanlaria sunulmus ve uzman goriisleri dogrultusunda gerekli diizenlemeler yapilmistir.
Aragtirma siirecinin her asamasi, bu ilkelerle uyumlu olacak sekilde titizlikle planlanmis ve
yiriitiillmiistiir. Calismanin i¢sel gecerligini artirmak amaciyla, gortisme formundaki sorular
bir uzman kurulu tarafindan degerlendirilmistir. Bu kurul; iki kimya 6gretmeni, bir Tiirk dili
ogretmeni, iki alan arastirmacisi ve nitel arastirma ile konu alaninda uzman iki
akademisyenden olusmustur. Uzmanlar, sorularin arastirma amaclari, kapsami ve kuramsal
cerceve ile uyumunu degerlendirmistir. Uzmanlar arasinda yiiksek diizeyde goriis birligi
saglanmis ve sorularin aragtirma hedefleriyle yeterince ortiistiigii sonucuna ulagilmistir.

Ayrica, goriisme sorularimin anlasilabilirligini ve veri toplama siirecinin genel isleyisini
degerlendirmek amaciyla dort 6grenciyle pilot ¢alisma yapilmistir. Pilot uygulamadan elde
edilen geri bildirimler dogrultusunda goriisme formunda son diizenlemeler
gerceklestirilmigtir.

Veri toplama siireci sistematik bir sekilde yiiriitiilmiis; alinan tiim yontemsel kararlar
ayrintili olarak belgelenmistir. Gortismeler veri kaybini1 6nlemek amaciyla ses kayit cihazlariyla
kaydedilmis, elde edilen veriler herhangi bir yoruma yer verilmeden dogrudan transkript
edilerek analiz edilmistir. Kodlama ve tema olusturma siireci, arastirmanin oOnceden
belirlenmis alt problemleriyle uyumlu bicimde gerceklestirilmis ve analiz boyunca yontemsel
seffaflik korunmustur.

Aragtirmaci yanliligimi en aza indirmek icin veriler katihmeilarin orijinal ifadelerine
dayal olarak analiz edilmistir. Yorumlamalar dogrudan alintilarla desteklenmis, boylece elde
edilen bulgularin veriye dayali olmasi saglanmistir. Yapilan tiim analiz siirecleri ve sonuglar
ayrintih bicimde raporlanarak calismanin nesnelligi ve denetlenebilirligi giiclendirilmistir.
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Aragtirma baglami, katilimer 6zellikleri, 6rnekleme siireci ve veri toplama yontemleri
ayrintih sekilde agiklanmistir. Bu durum, ¢alismanin bulgularinin benzer egitim baglamlarina
aktarilabilirligini artirmaktadir. Uygulama ortami ve katilimc1 se¢im Olgiitlerinin agik bir
sekilde sunulmasi, elde edilen sonuglarin benzer calismalarda kullanmilmasina olanak
saglamaktadir.

Calismanin giivenilirligini saglamak adina tiim yontemsel siirecler dikkatle planlanmis
ve oOzenle uygulanmistir. Goriisme formu hem igerik hem de yapi acisindan gecerlik
testlerinden gecirilmis; veri toplama ve analiz siirecleri sistematik, seffaf ve tutarh bir sekilde
yiriitiilmiistiir. Bu baglamda, calisma nitel arastirmalarda beklenen bilimsel standartlara
uygun giivenilir ve gecerli bulgular sunmaktadir.

Uygulama Siireci

Aragtirma, 2023-2024 bahar doneminde 11. simifta okuyan 186 ile yiiriitiilmiistiir.
Arastirma 6grencilerin ders programina uygun olacak sekilde 12 haftalik bir zaman diliminde
gerceklestirilmistir. Kimya dersinde miifredatta yer alan bir konunun 6gretiminde TYOM
uygulanmistir. Bu modelin gereklilikleri dogrultusunda, 6grencilere ders oncesi hazirhk
yapmalar1 icin bir hafta boyunca giinliik ev 6devleri verilmistir. Ogrencilerin bu teorik
hazirhiklarimin  ardindan, kimyasal tepkimelerde hiz konusuyla ilgili 3 ders deneyi
gerceklestirilmistir Ayrica, kimyasal tepkimelerde hiz konusu iizerine 6 adet 6grenci etkinligi
diizenlenmistir. TYOM nin uygulanmas: siiresince, 6grencilere evde kimya dersi ile ilgili
animasyonlar ve videolar izletilmistir. Bu gorsel materyallerle 6grencilerin 6grenme stireci
desteklenmistir. Egitimlerin sonunda ise, TYOM'nin etkinligini degerlendirmek amaciyla
ogrenci goriislerine bagvurulmustur. Tablo 2’ de arastirmanin uygulama siireci, etkinlikler,
video, animasyonlar ve deneyler belirtilmistir.
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Tablo 2.
Arastirmanmn Uygulama Siireci
Kategori Etkinlik Aciklama
Okul dis1 1. Glin: Molekiiller v° Kimyasal tepkimelerde molekiiler bakis agis1 konusunu
etkinlikler bakis agis1 caligmak.
(ev 6devleri) v" Konu ile ilgili 5 soru ¢oziiliip ¢6ziimlerinin yazilmasi.
v" Gercek hayatla iligkili 1 6rnek verilmesi.
2. Giin: Tepkime v' Tepkime hizlar1 ve ortalama hiz konularimi ¢aligmak.
hizlar1 ve ortalama v° Konular ile ilgili 5 soru ¢o6ziiliip ¢oziimlerinin yazilmasi.
hiz v Gergek hayatla iligkili 1 6rnek verilmesi.
3.Giin: Homojen v Homojen ve heterojen faz tepkimeleri konusunu
ve heterojen faz caligmak.
tepkimeleri v" Konu ile ilgili 5 soru ¢oziiliip ¢6ziimlerinin yazilmasi
v" Gergek hayatla iligkili 1 6rnek vermek.
4. Giin: Tepkime v' Tepkime hiz denklemleri konusunu ¢aligmak.
hiz denklemleri v" Konu ile ilgili 10 soru ¢oziiliip ¢bziimlerinin yazilmasi.
v" Gergek hayatla iligkili 1 6rnek verilmesi.
5. Glin: Tepkime v Tepkime hizina etki eden faktorler konusunu galigmak.
hizina etki eden v' Konu ile ilgili 15 soru ¢oziiliip ¢ozlimlerinin yazilmasi
faktorler v Gercek hayatla iligkili 3 6rnek verilmesi.
Gorsel Animasyon ve Kimya dersinde kullanilan animasyonlar ve videolarla
materyaller videolar ogrencilerin gorsel olarak konuyu kavramalarina yardimel
olunmugtur. Bu materyaller, dersin teorik kismini
desteklemek amaciyla hem okulda hem evde izletilmistir.
Okul Ici Deneyler 1. Sodyum metalinin su ile tepkimesi (Patlama).
etkinlikler 2. Magnezyum parcaciklarinin hidroklorik asit ile tepkimesi.
3. Kursun (II) nitrat ile potasyum iyodiir ¢ozeltisi arasindaki
renk degisimi.
Ogrenci 1. Kimyasal tepkimede hiz baglantisinin yazilmas.
etkinlikleri 2. Deney verileriyle hiz denklemi olusturulmasi.
3. Derisim degisimlerinin grafiklerle gosterilmesi.
4. Etkin carpisma teorisi c¢ercevesinde mikroskobik
etkilesimlerin gosterilmesi.
5. Paslanma ve grizu farklarinin tartisilmasi.
6. Tepkime hizindaki enerji kavramlarinin grafiksel olarak
yorumlanmasi.
Degerlendirme  Ogrenci goriigleri  Egitim sonunda TYOM’nin etkinligini degerlendirmek
ve amaciyla 6grenci goriisleri toplanmistir. Ogrencilerin dersin
geri bildirim igerigi, uygulamali 6grenme siirecleri ve modelin etkisi
hakkindaki diisiinceleri degerlendirilmigtir.
Verilerin Analizi

TYOM’ye ve tepkime hizlarina iliskin bakis acilarim
derinlemesine anlamak amaciyla yar1 yapilandirilmig goriismeler gerceklestirilmistir. Gerekli

Bu calismada, Ogrencilerin

izinler alindiktan sonra goriismeler, bir mobil cihaz araciligiyla sesli olarak kaydedilmistir.
Kayit altina alinan veriler kelimesi kelimesine yaziya dokiilerek analiz siirecine hazirlanmistir.
Veri analizinde, metinsel verilerin sistematik ve yapilandirilmis sekilde incelenmesine olanak
taniyan nitel bir analiz yontemi olan igerik analizi kullanilmistir (Krippendorff, 2018; Yildirim
& Simsek, 2013). Bu yaklasim, goriisme dokiimlerindeki anlam birimlerinin belirlenmesi ve
kategorilere ayrilmasi yoluyla verilerin derinlemesine yorumlanmasimi saglamaktadir. Veri
analizi siireci, lic asamali bir kodlama yontemi ile yiiriitiilmiistiir: Acik kodlama, eksensel
kodlama ve secici kodlama (Glaser & Strauss, 1967). Acik kodlama (open coding); Ik asamada
goriisme dokiimleri satir satir okunmus, ham verilerden tiiretilen betimleyici kodlarla anlamli
ifadeler etiketlenmistir. Her bir kod, katilimcinin 6zgiin ifadesine sadik kaliarak detayh
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bicimde belgelenmistir. Eksensel kodlama (axial coding); ikinci asamada, benzer ve iligkili
kodlar gruplandirilarak alt temalar olusturulmus, kodlar arasi iligkiler analiz edilerek
kavramsal baglantilar kurulmustur. Secici kodlama (selective coding); son asamada, elde
edilen alt temalar daha genis analiz siirecine tabi tutularak ¢alismanin kuramsal ¢ercevesini
yansitan ana temalar ortaya ¢ikarilmistir. Bu ana temalar, katihmcilarin goriislerinin 6ziini
yansitan merkezi temalar olarak yapilandirilmistir. Kodlama siireci boyunca, ikinci bir
aragtirmaci ile karsilagstirmali analiz yapilmis ve kodlayicilar arasi tutarlhilik saglanarak analiz
siirecinin giivenilirligi ve nesnelligi artirllmistir (Yildirim & Simsek, 2013).

Goriisme siireci, gerekli izinlerin alinmasinin ardindan ses kayit cihazi (telefon)
kullanilarak kaydedilmistir. Ogrencilerle gerceklestirilen goriismeler, TYOM ve Kimyasal
Tepkimeler Hiz konularini kapsamaktadir. Goriismeler sirasinda 6grencilerin goriisleri ses
kayitlar1 araciligiyla toplanmis ve bu veriler veri transkripsiyonu yontemiyle yazili hale
getirilmistir. Ardindan, ogrencilere ait goriisme verileri kodlanarak belirli temalar veya
kategoriler altinda gruplanmistir.

Kodlama Siirecine Ornek
“TYOM den ne anlhyorsunuz?” Katihme ifadeleri:

05 ve 047: “Ters yiiz deyince bir seylerin yikilp yeniden yapilmast geliyor akhima.
Yeniden yapmak geliyor.”

064: “Bu modelden derse hazirhkh gelmeyi anhyorum.”
036: “Deney ve etkinliklerle desteklenen bir egitim sistemini anlyorum.”

069: “Ogrenciyi destekleyen bir model olarak anhyorum. Bizim faydamiza olacak bir
model. Okul yiikiimiizii azaltacak bir model.”

O45: “Himm... Ters yiiz 6grenme modelinden 6grencilerin okul yiikiinii azaltacak ve ev
ytikiiyle dengeleyecek bir calisma modeli anliyorum. Bu bizim acumizdan giizel bir sey
olur herhalde.”

1. A¢ik Kodlama:

Yapisal doniisiim / yeniden yapilandirma
Derse hazirlikl gelme

Deney ve etkinlik temelli 6grenme
Ogrenciyi destekleme ve fayda saglama
Okul ve ev yiikii dengesi

2. Eksensel Kodlama:

Ogrenci hazirhg ve katilimi

Etkin 6grenme stratejileri

Ogrenci yiikiiniin azalmasi ve desteklenmesi

3. Secici Kodlama:

TYOM nin egitim siirecine etkisi
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Bu oOrnek, kodlarin ham veriden nasil tiiretildigini, ardindan nasil gruplandirilarak
temalara donitstiiriildiigiinii gostermektedir. Belirlenen temalar, veriye dayali seffafhik ve
giivenilirlik ilkeleri dogrultusunda dogrudan katihme1 alintilariyla desteklenmistir.
Aragtirmanin yuriitilldiigii baglam, katihmecilarin ozellikleri, 6rnekleme yontemi ve veri
toplama siireci ayrintih sekilde acgiklanmistir Boylece elde edilen bulgularin benzer egitim
ortamlarina aktarilabilirligi giiclendirilmistir. Bu sistematik, seffaf ve kuramsal temele dayali
analiz yaklasimi, calismanmin gecerlik, giivenirlik ve nesnellik Olgiitlerini karsilayarak
ogrencilerin TYOM ye iligkin algilarina dair saglam ve anlamh sonuclar sunmaktadir.

Arastirmanin Etik izinleri:

Bu calismada “Yiiksekogretim Kurumlari Bilimsel Arastirma ve Yayin Etigi Yonergesi”
kapsaminda uyulmasi gerektigi belirtilen tiim kurallara uyulmustur. Yonergenin ikinci boliimii
olan “Bilimsel Arastirma ve Yayin Etigine Aykir1 Eylemler” baghg: altinda belirtilen eylemlerin
higbiri gerceklestirilmemistir.

Etik Kurul izin Bilgileri:

Etik degerlendirmeyi yapan kurulun ad1 =Hacettepe Universitesi Etik Kurulu

Etik Kurul Etik inceleme karar tarihi=26 Eyliil 2023

Etik degerlendirme belgesi konu numarasi= E-66777842-300-00003098228

Bulgular

Ogrencilerin TYOM’ ye yonelik goriislerini belirlemek icin secilen 10 dgrenciyle yar1
yapilandirilmig goriismeler gerceklestirilmistir. Bu 6grenciler, amagh ornekleme yontemi ile
secilmistir. Bu cercevede, O5, O17, 018, 022, 036, 039, 045, 047, 064 ve 069 numarah
ogrenciler ile yar1 yapilandirilmis goriismeler gerceklestirilmistir. Goriisme sorulari, 7 temel
baslik altinda diizenlenmis olup, toplamda 15 alt baghktan olusmaktadir. Ogrencilerle yapilan
goriisme sorularina ait bulgularin analizi, asagida tablolar halinde sunulmustur.

Ogrencilerle yapilan goriismelerde, 6grencilerin “Daha dnce bu model ile karsilastiniz
m1?” sorusuna verdikleri yanitlar, Tablo 3’te tema ve kodlar dogrultusunda sunulmustur.

Tablo 3.
Ogrencilerin Daha Once Bu Model ile Karsilasmalarina Iliskin Bulgular
Tema Kod Katihmeino f %
Hayir Daha 6nce karsilasmadik 047, O17, 022, 039, 9 90
(f=9, %90) Ik kez duyuyorum 036, 045, 069, 064,
0]
Evet (f=1, %10)  Daha 6nce isim olarak duymustum 0?8 1 10

Tablo 3 incelendiginde, 6grencilerin daha 6nce bu model ile karsilasmalarina iligkin
goriisleri Evet (f=9, %=90) ve Hayir (f=1, %=10) olmak {izere 2 farkl temada incelenmistir.

Ogrencilerle yapilan goriismelerde, ogrencilerin “TYOM'den ne anhyorsunuz?”
sorusuna verdikleri yanitlar, Tablo 4’te tema ve kodlar dogrultusunda sunulmustur.
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Tablo 4.
Ogrencilerin TYOM'den Ne Anladiklarina Iliskin Bulgular
Tema Kod Katilimei no f %
Yapilandirma ve Bir seyleri yeniden yapmak O5 1 10
pekistirme (f=2, %20) Bazi seyleri yeniden degistirmek 047 1 10
Ders oncesi hazirlik Derse hazirlikh gelmek 064 1 10
(f=4, %40) Evde ders calismak 017 1 10
Okulun ders yiikiinii azaltmak 069 1 10
Okul yiikiinii azaltmak ve 045 1 10
yiikiinii dengelemek
Etkili 6grenme Deney ve etkinlik yapmak 036 1 10
(f=3, %30) Animasyonla 6grenmek 039 1 10
Gorsel 6grenmek 022 1 10
Bilgi yetersizligi Bilgim yok 018 1 10
(f=1, %10)

Tablo 4 incelendiginde, 6grencilerin TYOM den ne anladiklarina iligkin goriisleri etkili
ogrenme (f=3, %30), ders oncesi hazirlik (f=4, %40), yapilandirma ve pekistirme (f=2, %20)
ile bilgi yetersizligi (f=1, %10) olmak iizere 4 temada incelenmistir.

Ogrencilerle yapilan goriismelerde, 6grencilerin “TYOM nin size ne faydast oldu?”
sorusuna verdikleri yanmitlar, Tablo 5'te tema ve kodlar dogrultusunda sunulmustur.

Tablo 5.
Ogrencilerin TYOM nin Faydalarina Iliskin Bulgular

Tema Kod Katillmeino  f %

Kalic1 ve etkili 6grenme Konuyu daha iyi 6grenmek 018 1 10

(f=6, %60) Bilgi icerikli animasyonlar kullanmak 022 1 10
Derse 6n hazirlik yapmak 064 1 10
Gorsel 6grenme saglamak 039 1 10
Kalic1 6grenme saglamak 036 1 10
Deneysel olarak kalic1 6grenme 069 1 10
saglamak

Deneysel ve is birlikli Deneysel ve gorsel 6grenme saglamak O47 1 10

O0grenme Deneysel 6grenme saglamak 017 1 10

(f=2, %20)

Uygulama kolayhigi Daha avantajli 6grenme saglamak O5 1 10

(f=1, %10)

Bilgi yetersizligi (f=1, %10) Bilgi eksikligi 045 1 10

Tablo 5 incelendiginde, TYOM nin faydalarina yonelik 6grencilerin goriisleri kalici ve
etkili 6grenme (f=6, %60), deneysel ve igbirlikli 6grenme (f=2, %20), uygulama kolayhig (f=1,
%10) ve bilgi yetersizligi (f=1, %10) olmak iizere 4 temada incelenmistir.

Ogrencilerle yapilan goriismelerde, 6grencilerin “TYOM’nin kimya kavramlarim
ogrenmenize katkis1 hakkinda ne diistintiyorsunuz?” sorusuna verdikleri yanitlar, Tablo 6’da
tema ve kodlar dogrultusunda sunulmustur.
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Tablo 6.
Ogrencilerin Kimya Kavramlarim Ogrenmelerine Sagladigi Katkilara Iliskin Bulgular
Tema Kod Katilimei no f %
Pekistirme ve anlama Kimya konularini daha iyi pekistirme O5 1 10
(f=4, %40) Kimya konularini daha iyi anlama 036 1 10
Sorulari rahatlikla cevaplama 018 1 10
Derse hazirlikli gelme 064 1 10
Etkili 6grenme Deneysel, gorsel ve eglenceli 6grenme 069 1 10
(f=5, %50) saglama
Kalic1 bilgiler saglama 045 1 10
Gorsel 6grenmeyi saglama 039, O22 2 10
Gorsel ve animasyon katkisi 047 1 10
Yontem ve uygulama Derse farklilik ve cesitlilik saglama 017 1 10
(f=1, %10)

Tablo 6 incelendiginde, 6grencilerin kimya dersine katkis1 hakkindaki diistinceleri
etkili 6grenme (f=4, %40) pekistirme ve anlam (f=5, %50), yontem ve uygulama (f=1, %10)
olmak iizere 3 tema altinda gruplandirilmigtir.

Ogrencilerle yapilan goriismelerde, 6grencilerin “Kimya 6gretiminde mevcut yéntem
ile karsilastirildiginda tyom’nin teknolojik faydalar: var nudir?” sorusuna verdikleri yanitlar,
Tablo 7’de tema ve kodlar dogrultusunda sunulmustur.

Tablo 7.
Ogrencilerin Modelin Teknolojik Faydalarina Iliskin Bulgular
Tema Kod Katilimeino  f %
Teknoloji destekli Gorsel olarak faydal 018 1 10
O0grenme Yazilm programlar1 ve gorsel animasyon 039 1 10
(f=7, %70) faydah
Animasyon ve videolarin izlenmesi O22 1 10
Video ve animasyon destekli olmasi 069 1 10
Molekiil gosterimleri icin faydali 064 1 10
Videolar ile faydal 017 1 10
Gorsel 6grenme saglama 036 1 10
Etkili 6grenme Konularin daha iyi pekismesini sagliyor 05 1 10
(f=2, %20) Kalic1 6grenme sagladi 047 1 10
Bilgi yetersizligi Bilgi eksikligi 045 1 10
(f=1, %10)

Tablo 7 incelendiginde, 6grenci gortisleri teknoloji destekli 6grenme (f=7, %70), etkili
ogrenme (f=2, %20) ve bilgi yetersizligi (f=1, %10) olmak tizere 3 farkl temada incelenmistir.

Ogrencilerle yapilan goriismelerde, 6grencilerin “Kimya égretiminde mevcut yéntemle
karsilastrmldiginda TYOM nin teknolojik yazihm ve programlarin kullamilmas: acisindan
faydali buluyor musunuz?” sorusuna verdikleri yanitlar, Tablo 8'de tema ve kodlar
dogrultusunda sunulmustur.
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Tablo 8.
Ogrencilerin Teknolojik Yazilim ve Programlarin Kullamlmasina Iliskin Bulgular
Tema Kod Katillmeino f %
Olumlu Video programlari icin faydal O5 1 10
(f=8, %80) Video destekli 6grenme O17 1 10
Molekiil gosterimi ve slayt faydal 064 1 10
Teknolojik ve pratik fayda 036 1 10
Gorsel fayda 039 1 10
Animasyon faydali O22 1 10
Daha saglikli ve daha iyi anlayabilme 047 1 10
Kalic1 6grenme saglama 018 1 10
Olumsuz - - - -
Notr Hig kullanmadim 069 1 10
(f=2, %20) Faydasini bilmiyorum 045 1 10

Tablo 8 incelendiginde, 6grencilerin teknolojik yazilim ve programlarin kullanilmasina
iligkin gortisleri olumlu (f=8, %80), olumsuz (f=0, %0) ve notr (f=2, %20) olarak 3 farkh
temada gruplandirilmistir.

Ogrencilerle yapilan goriismelerde, ogrencilerin “TYOM kimya dersine yénelik
tutumunuzu nasil etkilemistir?” sorusuna verdikleri yanitlar, Tablo 9’da tema ve kodlar
dogrultusunda sunulmustur.

Tablo 9.
Ogrencilerin Modele Yonelik Kimya Dersindeki Tutumlarina Iliskin Bulgular
Tema Kod Katthmeino f %
Olumlu tutum Ders ilgisini arttirma 064,036,039 3 30
(f=8, %80) Kalic1 6grenme
Deneysel ve  etkinlikler = konular
pekistirme
Ders oncesi evde hazirlik yapma 018 1 10
Gorsel O0grenme ve animasyon destekli 047 1 10
ogrenme
Zengin icerikten kaynakli ders ilgisi 017 1 10
arttirma
Eglenceli 6grenme saglama O22 1 10
Kimyaya kars1 6nyarginin azalmasi 045 1 10
Olumsuz tutum - - - -
Bilgi yetersizligi Kimyanin zor bir ders olmasi 069 1 10
(f=2, %20) Cok formiil olmast
Ders sayisinin fazla olmasi
Tutum etkisi bilinmiyor (o) 1 10

Tablo 9 incelendiginde, Ogrencilerin goriisleri olumlu tutum degisimi (f=8, %80) ve
olumsuz tutum degisimi (f=0, %0) ve bilgi yetersizligi (f=2, %20) olmak lizere 3 temada
kategorize edilmistir.

Ogrencilerle yapilan goriismelerde, ogrencilerin “TYOM kimya dersine yénelik
tutumunuza etkisi hakkinda ne diisiiniiyorsunuz?” sorusuna verdikleri yanitlar, Tablo 10’da
tema ve kodlar dogrultusunda sunulmustur.
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Ogrencilerin TYOM nin Kimya Dersindeki Etkilerine Iliskin Diisiincelerine Iliskin Bulgular

Tema Kod Katthmcino f %
Gorsel 6grenme Gorsel zenginlik saglama 018 1 10
(f=2, %20) Kimya kavramlarinin gorsel 6grenilmesi 05 1 10
Ogrenme motivasyonu Ogrenme isteginin artmasi O47 1 10
(f=5, %50) Kimyay1 kolay hale getirme Oa5 1 10
Farkl etkinlikler ve kimyay: eglenceli hale O22 1 10
getirme
Daha zengin igerikli olmasi ve 069 1 10
Kimya dersine ilgiyi arttirma
Kimya kavramlarinin  anlagilmasina 064 1 10
yardimci olma
Is birlikli ve deneysel Deneyler ve etkinlikler ile etkili olmasi 039 10
O0grenme Deneysel 6grenmeyi saglama 036 10
(f=3, %30) Gorsel, deneysel, etkinlik ve farkli O17 10

uygulamalarin yapilmasi

Tablo 10 incelendiginde, gorsel 6grenme (f=2, %20), 6grenme motivasyonu (f=5, %50),

is birlikli ve deneysel 6grenme (f=3, %30) olmak lizere 3 temada kategorize edilmistir.

Ogrencilerle yapilan goriismelerde, 6grencilerin “TYOM kimya dersindeki basarimz

nasil etkiledi?” sorusuna verdikleri yamtlar, Tablo 11’de tema ve kodlar dogrultusunda

sunulmustur.
Tablo 11.
Modelin Ogrenci Basarisim Nasil Etkiledigine Iliskin Bulgular
Tema Kod Katilimel no f %
Olumlu etki Gorsel 6grenme saglama 05, 039 2 20
(f=9, %90) Daha kalic1 6grenme 064 1 10
Deneyler ile kalic1 6grenme 017, O22 2 20
Kimya dersine ilgi artis1 018 1 10
Basari artig1 saglama
Uzun siireli kullanimin basar1 artigini 036 1 10
saglamasi
Deneysel uygulama saglamasi 0609, 1 10
Ogrenme istegini artirmasi 047 1 10
Olumsuz etki - -
Bilgi yetersizligi (f=1, Bilgi eksikligi 045 1 10

%10)

Tablo 11 incelendiginde, modelin 6grenci basarisina etkisine yonelik 6grenci goriisleri
olumlu etki (f=9, %90), olumsuz etki (f=0, %0) ve bilgi yetersizligi (f=1, %10) olmak iizere 3

temada kategorize edilmistir.

Ogrencilerle yapilan goriismelerde, 6grencilerin “TYOM kimya dersindeki basarimz
nasil etkiledigini diistintiyorsunuz?” sorusuna verdikleri yanitlar, Tablo 12’de tema ve kodlar

dogrultusunda sunulmustur.
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Tablo 12.

Modelin Ogrencilerin Basarisina Etkisine Iliskin Diisiincelere Ait Bulgular

Tema Kod Katilime1 no f %
Bilgi ve kavrama Gorsel 6grenme sagladigimi ve basariyi 05, 022, 039 3 30
(f=5, %50) arttirdigimi diisiinliyorum
Kimya  kavramlarim1  gérmemizi 064 1 10
sagliyor
Uzun siire kullanilmasinin daha iyi 036 1 10
olacagim diisiiniiyorum
Beceri kazanma Deneylerle 6grenmeyi sagliyor 069 1 10
(f=1, %10)
Ilgi ve motivasyon Gorsel agidan daha iyi olmasi 018 1 10
(f=3, %30) Giincel bir model kimyaya ilgimi 047 1 10
arttirdiginmi diisiiniiyorum
Etkinlikler ile derse ilginin artmasi ve 017 1 10
konunun hizli 6grenilmesi
Yetersiz bilgi Bilgi eksikligi 045 1 10
(f=1, %10)

Tablo 12 incelendiginde, 6grenci goriisleri bilgi ve kavrama (f=5, %50), beceri kazanma

(f=, %10) ilgi ve motivasyon (f=3, %30) yetersiz bilgi (f=1, %10) olmak lizere 4 tema altinda

kategorize edilmistir.

Ogrencilerle yapilan goriismelerde, 6grencilerin “TYOM ile yapilan kimya 6gretimi ve

mevcut ogretim yontemi ile yapian kimya ogretimi arasindaki farklar icin ne

diistintiyorsunuz?” sorusuna verdikleri yanitlar, Tablo 13’te tema ve kodlar dogrultusunda

sunulmustur.

Tablo 13.

TYOM ile Yapilan Kimya Ogretimi ve Mevcut Yontemi ile Yapilan Kimya Ogretimi Arasindaki

Farkhhklara Iliskin Bulgular

Tema Kod Katilmcino f %
Gorsel ve kalic1 6grenme TYOM daha gorsel 05.018,039 3 30
(f=6, %60) TYOM daha kalic1 018.05,064 3 30
Uygulamaya dayali TYOM daha deneysel ve daha giincel 045 1 10
O0grenme TYOM deneysel ve kimyay1 sevdiriyor. 017 1 10
(f=2, %20)
Zengin icerikli 6grenme TYOM’de daha ¢ok animasyon ve deney 047 1 10
(f=4, %40) mevcut.
TYOM daha anlasilir ve 6n yargiy1 azaltiyor. 036 1 10
TYOM daha zengin icerikli 069 1 10
TYOM etkinlikler ile daha eglenceli ve daha O22 1 10
kolay

Tablo 13 incelendiginde, 6grenci goriisleri gorsel ve kalict 6grenme (f=6, %60),
uygulamaya dayali 6grenme (f=2, %20) ve zengin igerikli 6grenme (f=4, %40) olmak tizere 3

temada kategorize edilmistir.

Ogrencilerle yapilan goriismelerde, 6grencilerin “TYOM ile mevcut yontem arasinda
ne tiir farkhlklar oldugunu diisiiniiyorsunuz?” sorusuna verdikleri yanitlar, Tablo 14’te tema

ve kodlar dogrultusunda sunulmustur.
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Tema Alt tema Kod Katilmcino f %
TYOM Etkili 6grenme TYOM daha etkili o6grenme O5 1 10
(f=4, %40) sagliyor
TYOM daha gorsel 036,064 2 20
TYOM daha kalict
TYOM kimyay sevdiriyor 017 1 10
TYOM daha rahat 6gretiyor
Zengin icerik TYOM daha zengin icerik 069 1 10
(f=4, %40) barindiriyor
TYOM daha deneysel 045,047 2 20
TYOM daha zengin icerikli
TYOM daha eglenceli
TYOM daha gorsel 039 1 10
Disiplinler aras1 TYOM Fizik-Kimya-Biyoloji 018 1 10
kullanim derslerinde de kullanilmal
(f=1, %10)
Aktif katilim TYOM’de yaparak 6grenme var. 018 1 10
(f=3, %30) TYOM’de 6grenci daha aktif O47 1 10
TYOM daha eglenceli O22 1 10
Mevcut Pasif 6grenme ve Gelenekselde  Ogrenci  pasif 047 1 10
Ogretim motivasyon eksikligi ~ kaliyor
yontemi (f=1, %10) Geleneksel daha sikici
Gelenekselde 6gretmen daha
aktif kaliyor
Gelenekselde  sadece  konu
anlatiliyor
Gorsel uygulama Geleneksel daha ¢ok ezber var 018 1 10
(f=1, %10) Edebiyat dersi gorsel ile
yapilamaz

Tablo 14 incelendiginde, TYOM ile mevcut yontem arasindaki farklar1 TYOM ve meveut
model olmak iizere 2 temada kategorize edilmistir. TYOM alt temalar ise etkili 6grenme (f=4,
%40), zengin icerikler (f=4, %40), disiplinler arasi1 kullamim (f=1, %10) ve aktif katihm (f=3,
%30) olmak lizere 4 alt tema olusturulmustur. Mevcut 6grenme modelinin alt temalar ise pasif
ogrenme ve motivasyon eksikligi (f=1, %10) ile gorsel uygulama zorluklarindan (f=1, %10)

olusmustur.

Ogrencilerle yapilan goriismelerde, 6grencilerin “T'YOM ile yapilan kimya 6gretimi ve

mevcut yontemle yapilan kimya ogretimi karsilastirildiginda hangisini daha faydal

buluyorsunuz?” sorusuna verdikleri yamtlar, Tablo 15’te tema ve kodlar dogrultusunda

sunulmustur.
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Tablo 15.
Ogrencilerin Hangi Ogretim Modelinin Daha Faydah Olduguna Iliskin Bulgular
Tema Alt tema Kod Katilime1 no f %
TYOM Gorsel ve etkilesimli TYOM tekrar ve gorsel O5 1 10
O0grenme O0grenme sagliyor
(f=3, %30) Animasyon ve videolar var O47 1 10
daha eglenceli
TYOM daha gorsel bu 039 1 10
yiizden daha iyi anliyorum
Kolaylastiric etki TYOM kimyay1 daha kolay 045 1 10
(f=2, %20) hale getiriyor
TYOM konu daha net 036 1 10
anlagiliyor
Ogrenciler i¢in TYOM gorsel ve ogrenci 018 1 10
uygunluk daha iyi ilerliyor
(f=2, %20) Bence genclere ve O22 1 10
cocuklara daha cok hitap
eden bir model
Gelisim etkisi Bana  kalirsa sadece O17 1 10

(f=2, %20) kimyada degil her derste
daha faydal ve
gelistirilmesi gerekiyor
TYOM daha faydal ciinkii 069 1 10
deney, etkinlik ve
animasyon barmdiriyor
Etkili 6grenme TYOM daha etkili 064 1 10
(f=1, %10) O0grenme sagliyor.
Mevcut yontem - - - - -

Tablo 15 incelendiginde, TYOM’ ile yapilan kimya 6gretimi ve mevcut yontem ile
yapilan kimya ogretimi karsilastirildiginda hangisini daha faydali oldugu 1 tema altinda
toplanmistir. Ogrenci goriisleri gorsel ve etkilesimli 6grenme (f=3, %30), kolaylastiricr etki
(f=2, %20), 6grenciler icin uygunluk (f=2, %20), gelisim etkisi (f=2, %20) etkili 6grenme (f=1,
%10) olmak iizere 5 alt temada birlesmistir.

Ogrencilerle yapilan goriismelerde, dgrencilerin “TYOM kimya Ogretimi siiresince
derslerde kullamlsin mi?” sorusuna verdikleri yanitlar, Tablo 16’da tema ve kodlar
dogrultusunda sunulmustur.

Tablo 16.
Ogrencilerin Modelin Kimya Derslerinde Kullamlmasna iliskin Bulgular

Tema Kod Katillmeino f %
Uygulama etkisi (f=1) Deneysel olarak hafizada kalic1 olmasi 039 1 10
Derinlemesine 6grenme Gorsel olarak daha kalic1 6gretiyor 018 1 10
(f=4, %40) Zengin icerikler barindiriyor 069 1 10
Sayisal boliimler igin etkili 05 1 10
Derse hazirlik ve etkili 6grenme 064 1 10
Basar1 ve motivasyon etkisi Kimya dersinde basariy1 arttirtyor O47 1 10
(f=4, %40) Kimya icin deneyler var 045 1 10
Kimyaya onyargimi azaltti 036 1 10
Konular daha net anlasildi
Kimyay1 daha iyi anlamamiz1 sagladi O17 1 10
Farkl 6grenme ortamlari Smif disinda farkli 6grenme ortami O22 1 10
(f=1, %10) sagliyor

Tablo 16 incelendiginde, kimya 6gretimi sirasmnda TYOM'nin derslerde kullanilip
kullanilmamasina yonelik 6grenci goriisler modelin kullanilabilirligi (Evet Kullanilsin) olarak
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1 temada toplanmistir. Ayrica uygulama etkisi (f=1, %10), derinlemesine 6grenme (f=4, %40),
basar1 ve motivasyon etkisi (f=4, %40), farkl1 6grenme ortamlar (f=1, %10) olmak iizere 4 alt
temadan olugsmustur.

Ogrencilerle yapilan goriismelerde, 6grencilerin “TYOMnin kimya égretiminde
kullanmilmasina yonelik onerileriniz var mi?” sorusuna verdikleri yanitlar, Tablo 17’de tema ve

kodlar dogrultusunda sunulmustur.

Tablo 17.

Ogrencilerin Modelin Kullammuna Iliskin Oneri Bulgular

Tema Kod Katilimei no f %
Firsat esitligi Her 6grenciye esit imkan saglanmali O5 1 10
(f=, %10)
Gorsel 6grenme Gorseller orbital 6grenmede kullanmilabilir 018 10
(f=2, %20) Gorsellik i¢in giinliik hayattaki konularda 036 10

kullamilmal

Basarmy1 arttiran bir model derse entegre 069 1 10

edilsin.

Model c¢izimler icin kimya dersleri

bilgisayar laboratuvarlarinda islenebilir.
Disiplinler aras1 Biyoloji ve diger derslerde de kullanilmali 039 10
uygulama Derslere entegre edilmeli 05 10
(f=1, %10)
Eglenceli 6grenme  Daha eglenceli 6grenme saglanabilir 047 1 10
(f=1, %10) Genel kiiltiir acisindan faydali olabilir

Kimya basarisim arttirabilir
Deneysel 6grenme  Deneysel o6grenme icin daha fazla 022, 1 10
(f=1, %10) kullanilabilir

Dersler farkli ortamlarda islenebilir
Aktif katilim Ogrenciyi derste daha aktif kilabilir 064 1 10
(f=1, %10) Derse hazirlikh gelmeyi sagliyor.

Dersi kalic1 hale getiriyor

Ogrencinin ézgiiveni artiyor
Bilincli farkindallk ~ Onerim yok 017, 045 1 10
(f=2, %20)

Tablo 17 incelendiginde, TYOM'nin kimya ogretiminde kullammmina yonelik
katilmeilarin goriisleri (018, 047, O17, 022, 039, 036, 045, 069, 064, O5) modelin kimya
dersinde kullanilmasidir. Kullanilmasina yonelik onerilerde ise firsat esitligi (f=1, %10), gorsel
ogrenme (f=2, %20), disiplinler aras1 uygulama (f=1, %10), eglenceli 6grenme (f=1, %10),
deneysel 6grenme (f=1, %10), aktif katilim (f=1, %10) ve bilincli farkindahk (f=2, %20) olmak
tizere 7 alt temadan olusmaktadir.

Tartisma ve Sonuc¢

Aragtirma sonuclari, 6grencilerin biiyiik cogunlugunun (%90) TYOM nin daha énce
deneyimlemedigini, ancak modelin etkili ve kahc1 6grenme sagladigini diistindiiklerini
gostermistir. Ogrenciler, ders 6ncesi hazirlik, gorsel 6grenme, animasyonlar ve deneysel
etkinliklerin O0grenmeye katki sagladigini belirtmislerdir. Teknoloji destekli araglarin
(videolar, molekiil gosterimleri, yazilimlar) 6grenmeye biiyiik katk: sagladig: ifade edilmistir.
Modelin ozellikle deneysel ve gorsel 6grenmeyi desteklemesi, 6grencilerin motivasyonunu
artirmis ve kimya dersine olan ilgilerini yiikseltmistir. Ogrencilerin cogu (%80) modelin ders
ilgisini artirdigim ve kalic1 6grenmeye katki sagladigim belirtmistir. Ancak, baz1 6grenciler
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(%20) modelin etkilerini tam olarak anlayamamis veya bilgi eksikligi yasamistir. TYOM nin
olarak 6grenme siirecini daha etkilesimli kildig1 vurgulanmstir. Ogrenciler, modelin gelecekte
diger derslerde de kullanilmasini ve daha genis bir sekilde uygulanmasini 6nermektedir. Sonug
olarak, TYOM, ozellikle kimya gibi soyut derslerde 6grenmeyi derinlestiren ve kalici hale
getiren etkili bir 6gretim stratejisi olarak one ¢ikmaktadir.

Oneriler

TYOM nin kimya derslerinde ve diger disiplinlerde daha etkili kullanilabilmesi icin
cesitli onerilerde bulunulmustur. Modelin tanitimi i¢in seminerler, atolye calismalar1 ve
rehberlik  etkinlikleri diizenlenmeli, Ogrencilere egitimler verilerek farkindahk
olusturulmahdir. Tleri diizey egitim icerikleri ve uygulamali derslerle 6grencilere daha fazla
kaynak saglanmali, gorsel ve deneysel materyallerin kullanimi artirilmalidir. Ayrica,
ogrencilerin derse hazirlikli gelmesi icin etkinlikler giliclendirilip animasyonlu igerikler
entegrasyonuyla Ogrenme siireci eglenceli hale getirilebilir. Teknolojik araglarin, video,
animasyon ve gorsellerin egitimde daha fazla yer almasi gerektigi vurgulanmis, grup
calismalari ve ig birlikli 6grenme firsatlar: sunulmalidir. Modelin siirdiiriilebilirligini saglamak
icin Ogretmenler rehberlik etmeli ve oOgrencilere modelin avantajlar1 hakkinda biling
kazandirilmahdir. TYOM'nin diger derslerde de uygulanmasi ve 6grencilerin aktif katilimin
tesvik etmek icin etkinlikler diizenlenmesi 6nerilmistir. Son olarak, tiim 6grenciler icin esit
firsatlar sunulmasi1 ve giinlilk yasamdan o6rneklerle materyaller hazirlanarak modelin
erisilebilir hale getirilmesi gerekmektedir.
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Abstract

It is impossible to interpret the present and shape the future without understanding the past.
Individuals who comprehend past social, political, and cultural events can evaluate today’s problems
from a historical perspective. Therefore, fostering historical thinking skills is indispensable for
creating a conscious society. This study aims to analyze the questions related to the history of the
Tiirkiye Republic revolution history and Kemalism course in the high school entrance exams
administered between 2018 and 2024 in terms of historical thinking skills. The research was
conducted using the document analysis method within the qualitative research framework. The data
source comprises 70 questions from the Tiirkiye Republic revolution history and Kemalism section of
the high school entrance exams held between 2018 and 2024. The analysis revealed that most
questions were associated with historical comprehension and chronological thinking skills. In
contrast, the number of questions related to historical analysis and interpretation, as well as historical
problem analysis and decision-making skills, was significantly lower. Furthermore, no questions were
found to be associated with historical research skills. In Tiirkiye, where a curriculum that aims to
teach skills is implemented, measurement and evaluation methods, techniques, and materials should
also be geared towards measuring skills. Based on the results of the research, it was suggested that
the questions to be asked in the entrance exams to secondary education should include items that can
measure skills such as historical analysis and interpretation, historical problem analysis and decision-
making, and historical research.

Keywords: Tiirkiye Republic revolution history and Kemalism course, high school entrance exam,
historical thinking skills.

Introduction

The discipline of history helps individuals understand the past and present by teaching
human experiences and shedding light on the future (Demircioglu, 2015). It examines past
events by considering their location, time, and key figures, using evidence-based cause-and-
effect relationships (Kostiiklii, 2004). Additionally, history enables societies to transmit and
explain their thoughts and traditions from generation to generation (Giiven et al., 2014).
History serves as the collective memory of a nation; the ability of societies or nations to sustain
their existence depends on learning history, which functions as memory (Kostiiklii, 2004).

Due to the goal of developing and sustaining civic awareness, history has always been
regarded as one of the most important subjects in education systems. Two fundamental
approaches form the basis of history instruction. The first approach, which focuses on
citizenship and identity transmission, aims to cultivate citizens who recognize and embrace
their history, society, values, and culture by providing them with knowledge of the past. The
second approach prioritizes equipping students with a scientific perspective and higher-order
thinking skills, emphasizing the importance of enabling students to access historical
information by applying the methods used by historians (Demircioglu, 2015). In contemporary
history education, there is a shift away from the one-dimensional transmission of a series of
historical facts and information in a strictly chronological and absolute manner. Instead, the
focus is on fostering students’ historical thinking and comprehension skills (Dilek & Alabas,
2016).

Historical thinking is the act of interpreting and evaluating evidence from the past, as
well as the narratives historians construct based on this evidence (Denos & Case, 2006). It
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encompasses a set of cognitive processes specific to the discipline of history, which rely on the
conscious reading and analysis of historical sources (Wineburg, 2001, as cited in Claravall &
Irey, 2022). Additionally, historical thinking involves the analysis of the chronological,
conceptual, and technical characteristics of all materials presented as historical knowledge
(Yali & Simsek, 2020). Successfully engaging in historical thinking requires evaluating the
meaning of historical events, understanding the changes these events have brought about, and
assessing the roles of individuals from a broad perspective (Miki et al., 2015). In this sense,
individuals need to develop specific skills to achieve it. Britt and Rouet (2012) describe
historical thinking skills as including the ability to ask questions about the past, connect past
events to the present and future, and critically assess the credibility of historical narratives and
sources when interpreting their content (as cited in Merkt et al., 2017).

Historical thinking skills are higher-order cognitive abilities that enable individuals to
analyse and interpret historical information in a contextualized manner, much like a historian.
These skills facilitate an understanding of historical realities by considering different
perspectives and contexts (Puteh et al., 2010). The National Center for History [NCHS] (1996)
has outlined the core historical thinking skills for students aged 5-12, categorizing them as
chronological thinking, historical comprehension, historical analysis and interpretation,
historical research capabilities, and historical issues-analysis and decision-making. Although
these skills are presented as distinct categories, they are interrelated and mutually reinforcing,
which underlines the significance that students must utilize all of them when conducting
historical research.

In Tiirkiye, historical thinking skills were first explicitly included in the 2005 history
curriculum and, to some extent, in the social studies curriculum (Yal & Simsek, 2020). In the
history curricula in Tiirkiye, historical thinking skills have been considered discipline-specific
competencies. In the 2018 and 2023 Secondary Education History Curriculum for grades 9,
10, and 11 (Ministry of National Education [MoNE], 2023, p. 12; MoNE, 2018a, p. 13-17), these
skills are categorized as chronological thinking, historical comprehension, the ability to
establish cause-and-effect relationships, perceiving change and continuity, research based
on historical inquiry, historical analysis and interpretation, historical analysis and decision-
making, and the ability to view the past from the perspective of historical actors, also referred
to as historical empathy. The 2018 the Tiirkiye Republic Revolution History and Kemalism
[TRRHK] Course Curriculum for 8t grade mentions the goal of developing historical thinking
skills (MoNE, 2018b); however, it does not provide a detailed classification or extensive
information about these skills. In this study, the historical thinking skills used to analyse High
School Entrance Exam [LGS] questions are explained below.

Chronological Thinking

Chronology helps students establish connections over time, facilitating their
understanding of the past, present, and future by organizing historical events in sequence
(Samsudin et al., 2017). To develop historical thinking, students must learn how significant
events are temporally related to one another. They should also be able to measure and interpret
periods such as years, decades, centuries, and millennia, as well as integrate different dating
systems, including calendar systems, into their time calculations (Giiven et al., 2014).
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Historical Comprehension & Historical Empathy

Historical comprehension refers to a deep and multidimensional understanding of past
concepts and phenomena, as well as evaluating historical events following the specific time and
place in which they occurred (MoNE, 2023). Accordingly, students are expected to put
themselves in the position of historical figures or those affected by historical events,
interpreting these events by considering the conditions of the time and place in which they
took place—essentially fostering historical empathy. According to Christopher Portal (1987),
empathy is a form of creative thinking that must be used alongside other skills to recognize
significant human values in history (as cited in Fillpot, 2012).

Historical Analysis and Interpretation

Historical analysis and interpretation skills enable historians to understand the reasons
behind differing interpretations of the past. When students, like historians, engage their
cognitive skills to examine historical facts and events and interpret evidence, they recognize
that the past and history are distinct (Yelkenci, 2020). Additionally, they develop the ability to
identify historical facts and generalizations within historical texts, as well as to distinguish
between objective and subjective narratives (MoNE, 2023). According to Samsudin et al.
(2017), these skills help students gain a deeper understanding of the relationship between
historical facts and historical interpretation.

Inquiry-Based Historical Research Capabilities

Historical research capabilities encompass identifying a historical problem,
formulating hypotheses related to the problem, testing these hypotheses, and drawing
conclusions (Demircioglu, 2015). History is, in essence, an inquiry process (Dilek & Alabas,
2016), while historical thinking refers to the cognitive processes in which a historian engages
during an investigation (Jong, 2022). Within this skill set, students are encouraged to explore
and collect available historical evidence to uncover the past (Talin, 2015). According to Viator
(2012), historical inquiry should also involve teaching students the types of questions
historians consider when analysing a primary document.

Historical Analysis and Decision-Making

The past is composed of decisions made by humankind and the events that resulted
from these decisions. According to Miki et al. (2015), historical thinking involves identifying
problem-solving knowledge within historical events and applying it to contemporary issues.
Therefore, to learn history effectively, it is essential to evaluate past problems, the decisions
made, the factors influencing these decisions, and their consequences (MoNE, 2023).

Assessment and evaluation activities, implemented to determine the extent to which
the knowledge, skills, and values intended to be imparted in each course have been effectively
taught, are indispensable components of the education system. To measure the success of the
teaching process, regular assessment and evaluation practices are conducted. In Tiirkiye,
nationwide/centralized exams are held to determine the secondary education institutions
students will attend after completing primary education. The transition between educational
levels based on exams and selection, which began with the Maarif Colleges in 1955 (Atilgan,
2018), has continued under different names and practices. The transition exam to secondary
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education has been conducted under various titles and abbreviations, including LGS (1997-
2004), Transition to Secondary Education Exam [OKS] (2004-2008), Placement Exam [SBS]
(2008-2013), and Transition from Primary to Secondary Education Exam [TEOG] (2014-
2018). Following a reform introduced by the MoNE in 2017, the exam was renamed the LGS.
The most significant distinction of the LGS from previous exams is its emphasis on new-
generation/skill-based questions, designed to assess students’ higher-order thinking skills.
This type of question was first introduced in the 2018 administration of the LGS.

A literature review on the research topic reveals that various studies have been
conducted on skill-based questions in the LGS. These studies predominantly focus on
questions related to science courses (Arduc et al., 2024; Berber & Anilan, 2018; Karabulut et
al., 2022; Kizkapan & Nacaroglu, 2019; Yiizliak & Arslan, 2021). Additionally, some studies
have analysed exam questions based on Bloom’s Taxonomy (Polat & Bilen, 2022; Sanca et al.,
2021) and Programme for International Student Assessment [PISA] reading criteria (Cicek &
Dilekg¢i, 2022). Some studies examine teachers’ and students’ perspectives on the centralized
placement exam system and the exams themselves (Ceylan & Orhan, 2023; Kuzu et al., 2019;
Ozdas, 2019). Regarding the TRRHK course, most studies were conducted before 2018
(Demirkaya & Karacan, 2016; Erol, 2016; Karadeniz et al., 2015), and research on this subject
following the 2017 LGS reform remains limited. For example, Cakmak and Yigen (2023) and
Igci (2023) examined the impact of the number of questions related to this course in the LGS
on students’ attitudes toward the subject. Atay (2021), Binekei and Kirpik (2023) and Giiven
and Akdag (2023) explored teachers’ opinions on the exam and the questions related to this
course. Additionally, Hancer and Ozmen (2022) analysed the distribution of questions from
this course according to the Revised Bloom’s Taxonomy.

A review of the existing literature reveals that while there are studies evaluating
questions in secondary school entrance exams and analysing teachers’ perspectives, no study
has been found that directly examines TRRHK course questions in terms of historical thinking
skills. The findings of this research will provide valuable insights for future studies and
assessment and evaluation activities related to this course. Accordingly, this study analyses the
TRRHK course questions in the LGS from 2018 to 2024 in terms of historical thinking skills.
Within this scope, the following research questions are addressed:

1. What is the distribution of TRRHK course questions related to historical thinking
skills in LGS over the years?

2. What are the types of historical thinking skills associated with TRRHK course
questions in LGS, and how are they distributed over the years?

Method

Research Design

This study, which aims to examine TRRHK course questions in LGS from 2018 to 2024
in terms of historical thinking skills, is conducted within the scope of qualitative research and
is based on document analysis. Yildirim and Simsek (2016) stated that in qualitative studies,
written and visual materials can be examined in situations where interviews and observations
are not possible. Since this study examined LGS questions in terms of historical thinking skills,

429



An analysis of the Tiirkiye... Karagozoglu, N.

the document analysis method was used. Document analysis involves the analysis of written
materials containing information about the events or phenomena being investigated.
Document analysis can serve as an independent research design or be used alongside other
designs as an additional data source (Yildirim & Simsek, 2016).

Data Source

The data source comprises the TRRHK course questions from LGS conducted between
2018 and 2024. In the LGS, 10 questions are related to the TRRHK course. A total of 70
questions from 2018 to 2024 were examined within the scope of this research. The data source
was accessed from exam booklets published on the official website of the MoNE.

Data Analysis Process

In this study, the data collected through document analysis were analyzed employing a
descriptive analysis technique. The purpose of descriptive analysis is to present the obtained
findings in an organized and interpreted manner (Yildirnm & Simsek, 2016, p. 239). Before
conducting descriptive analysis, a criteria table was developed by reviewing relevant literature
on historical thinking skills. This table was refined based on expert opinions from two
specialists in history and social studies education. The finalized criteria table was then used to
analyse TRRHK questions from LGS, identifying which historical thinking skills were assessed
in each question. During the analysis, these historical thinking skills were used as themes:
Chronological thinking, historical comprehension, historical analysis and interpretation,
inquiry-based historical research, and historical analysis and decision-making. Since the
criteria for historical empathy and the related questions are also part of the skill of historical
comprehension, historical empathy is addressed under the theme of “Historical
Comprehension”. For reliability, two researchers independently coded the questions to figure
out their association with specific historical thinking skills based on the criteria table. The
inter-coder agreement was calculated using Miles and Huberman’s (1994) formula, yielding a
reliability coefficient of .88, indicating a high level of consistency. According to Maxwell (1992),
in order to ensure the descriptive validity of a study, the data obtained must be supported
statistically. For this reason, in the research, while describing the relationship between the
questions and historical thinking skills, the data were presented in tables with percentages (%)
and frequencies (f). In addition, to clarify how the question—skill relationship was established,
a question—skill relationship table (Table 3) was prepared and presented to the reader.

Ethical Permits of Research:
In this study, all the rules specified to be followed within the scope of “Higher Education
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Findings

In this section, the analysis results of TRRHK course questions from LGS (2018-2024)
in terms of historical thinking skills are presented in tables. Table 1 displays the distribution of
questions assessing historical thinking skills in LGS over the years.

Table 1.

Distribution of the Questions Associated with Historical Thinking Skills by Year
Year 2018 2019 2020 2021 2022 2023 2024 Total
Number of questions associated with 7 5 6 8 7 7 6 46
historical thinking skills
Number of questions not associated 3 5 4 2 3 3 4 24
with historical thinking skills
Total 10 10 10 10 10 10 10 70

According to Table 1, out of the 70 TRRHK course questions in the LGS from 2018 to
2024, 46 questions were associated with historical thinking skills, while 24 questions were not
linked to any specific historical thinking skill. In 2021, 8 questions were related to historical
thinking skills. In 2018, 2022, and 2023, 7 questions were categorized under historical
thinking skills. In 2020 and 2024, 6 questions were associated with these skills. The
distribution of these questions across the years suggests that a similar number of questions
were linked to historical thinking skills each year, indicating a balanced trend in the
assessment of historical thinking skills in LGS.
Table 2.

The Type of Skills Measured by Questions Associated with Historical Thinking Skills and Their
Distribution by Year

Skill 2018 2019 2020 2021 2022 2023 2024 f %
Historical Q2, Q1, Q4, Q2, Q4,

. Q7,  Q1,Qs5, Q2, Q6, Q2,Q4,
comprehension Q% 87, Q8 Q7.Q9 gé'): 817(3 Q10 QE(SI%@ Q7.Qo 28 40
ol gy % e oa0s B uos Quos 14 20
Historical
analysis and 811 (’) Q2 3 4.28
interpretation
Historical
analysis and Q1 1 1.42
decision-making
Historical
research ) ) ) ) ) ) ) 0 0
Questions  not 82, 0.0
associated with 3, 3, Q4,
historical 0ohs Q4 Q8 Q6Qo Wit QL7 BN ny g0
thinking skills Q9, Qo

Q10
Total 10 10 10 10 10 10 10 70 100

“The questions are coded as Q1, Q2, Q3... according to their numbers in the exam booklet.

Between 2018 and 2024, a total of 70 history-related questions were asked in the LGS.
Of these, 24 questions (34.28%) were not associated with any historical thinking skill, while 46
questions (65.71%) were linked to specific historical thinking skills. According to Table 2, the
distribution of historical thinking skills assessed in the questions is as follows: 28 questions
(40%) were related to Historical Comprehension; 14 questions (20%) measured Chronological
Thinking; 3 questions (4.28%) were categorized under Historical Analysis and Interpretation;
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1 question (1.42%) was linked to historical analysis and decision-making. No questions were

found to assess historical research capabilities.

Examples of the correlation between historical thinking skills and LGS questions are

presented in Table 3.

Table 3.

Examples of Question-Skill Associations

Skills Measure Example questions
2022-3-) During World War I, the Tiirkiye army’s victory at the Gallipoli
Campaign prevented Russia from receiving aid from its allies, leading to
the Bolshevik Revolution. Following this revolution, Russia withdrew
Interprets from the war, allowing the Ottoman Empire to reclaim Kars, Ardahan, and

Chronological thinking

historical data
and sources

Batum, which had been lost in the 1877-1878 War. Additionally,
Germany’s Eastern Front was successfully closed with a victory.
Based on this information, which of the following can be inferred?

g:?ltu de é\; Tllle Ottoman Empire emerged as the most successful state of World
arl.
chronology. B) The Allied Powers were forced to withdraw from other fronts.
C) Tiirkiye’s eastern borders were definitively established as a result of the
Gallipoli Victory.
D) The Gallipoli Campaign had international consequences.
2020-5-) Rebellions broke out in various parts of Anatolia against the
Grand National Assembly. These uprisings were influenced by the
disruptive actions of the Istanbul government and the Allied Powers.
Lasting throughout 1920, their goal was to neutralize the Kuva-y1 Milliye
(National Forces) and suppress the independence movement. The
uprisings occupied the Grand National Assembly for a long time, resulting
Draws in human and material losses. Enemy forces, particularly the Greeks, were
conclusions able to operate more freely. However, despite these challenges, the
within the rebellions were eventually suppressed, and the Assembly’s authority was
context of maintained.
cause-and-effect Based on this information, which of the following conclusions can be
relationships drawn regarding the consequences of the uprisings against the Grand
by analysing National Assembly?
a historical I. They prolonged the process of the National Struggle.
text or IL. They led to the unnecessary depletion of some military resources.

visual source.

ITI. The Grand National Assembly was forced to suspend its activities.
IV. All occupations in Anatolia came to an end.

Which of these statements are supported by the given information?
A)Tand II

B) I and III

C)Iland IV

D) III and IV

Historical comprehension

Considers what
a historical text
reveals about
the goals,
tendencies,
value
judgments,
ideas, hopes,
fears, strengths,
and weaknesses
of individuals or
societies.

2021-5-) You can hear the voice of the National Struggle in Inénii,
Sakarya, and Kocatepe, as well as in the pages of a novel that blends love
and rebellion. Some joined this struggle with weapons in hand, while
others fought with their pens. Novels, paintings, poems, sculptures etc.
They all express both the passion and the defiance of our nation.
Sometimes, the outstretched hands of a wounded soldier grasp the clay-
covered hands of a sculptor. At other times, the suffering of those who set
out for their homeland turns into tears on the pages of a storyteller’s pen,
finding its way to the heart.

According to this passage, in which fields have the National Struggle been
reflected?

A) Cultural — Economic

B) Political — Educational

C) Legal — Diplomatic

D) Art — Literature
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Continue to Table 3

2018-1-) One of the events that most influenced Mustafa Kemal during his

:% Draws years at the Manastir Military High School was the 1897 Greco- Tiirkiye
8 g conclusions War. Although the Tiirkiye army achieved victory on the battlefield, it
=B about the failed to secure its desired outcomes at the peace table.
E £  opportunities This situation led Mustafa Kemal to believe which of the following was not
T.CZ é and limitations  well-managed in the Ottoman Empire.
28 resulting from A) National cultural efforts
S-& historical B) National Education
-é events. C) Economy

D) Foreign policy

2019-1-) The Erzurum Congress was regional in terms of its purpose and
representation, but national in terms of the decisions it made.

Based on this, which of the following serves as evidence that the Erzurum
Congress was regional?

Supports claims A) Tt was convened with the participation of delegates from the eastern

about historical Covinces

events with P s . . . .
historical B) Establishing the dominance of the National Forces and national will
evidence was adopted as a fundamental principle.

C) The principle that mandate and protection cannot be accepted was
embraced.

D) The decision that the homeland is an indivisible whole within national
borders was made.

Historical analysis and
decision-making

Discussion and Conclusion

In the 215t century, individuals are no longer expected to merely memorize information
but rather to structure and generate knowledge. Thus, they must possess certain essential skills
to achieve this. One such skill set includes historical thinking skills, which are expected to be
cultivated in social studies and history courses.

This study aimed to analyse the questions related to the TRRHK course in secondary
school entrance exams in terms of historical thinking skills. In the LGS, students must be able
to solve skill-based questions encountered across all subject areas to achieve success (Arduc et
al., 2024). Skill-based questions assess students’ ability to employ reasoning skills through
visuals, comprehend texts by understanding logical relationships, and draw inferences from
various pieces of information to reach a solution or conclusion. These questions also measure
students’ capacity for analysis and synthesis (Bayburtlu, 2021).

The study revealed that the most frequently encountered skill in LGS questions from
2018 to 2024 was historical comprehension. This finding aligns with the results of other
studies in the literature. For instance, in their research, Hancer and Ozmen (2022) found that
the questions related to the TRRHK course in LGS between 2018 and 2021 were primarily
concentrated at the conceptual knowledge and understanding levels, which corresponds to the
historical comprehension skill within historical thinking skills. Similarly, Akinc1 (2019)
highlighted that LGS questions related to the TRRHK course were not merely based on
memorization but rather focused on understanding, interpretation, and comprehension. This
approach was noted as a positive aspect of the LGS by teachers.

The study found that 14 of the analysed questions were related to chronological
thinking skills. According to a study by Diiz and Akpinar (2022), the ability to perceive time
and chronology is one of the least assessed skills in exams. The difference between their
findings and the present study may be attributed to the fact that Diiz and Akpinar (2022)
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examined social studies questions from state boarding and scholarship exams, whereas this
study specifically focused on the TRRHK course questions in LGS. Chronological thinking is a
fundamental step in learning history, as it provides the foundation for demonstrating other
historical thinking skills. According to Talin (2015), understanding chronology involves
activities that encourage students to learn and comprehend the sequence of past events based
on history, place, actors, and the order of occurrences, ultimately helping them acquire
historical facts.

The analysis of LGS revealed that historical analysis and interpretation skills and
historical analysis and decision-making skills were among the least frequently assessed
competencies. Similarly, in a study by Hancer and Ozmen (2022), among 40 TRRHK course
questions, only six questions targeted higher-order cognitive skills, all of which were classified
under the analysis level. Since historical analysis and interpretation require analytical
processes, the findings of these two studies can be considered complementary. According to
Atay (2021), based on teachers’ perspectives on the TRRHK course and the LGS, new-
generation skill-based questions focus more on reading, comprehension, and interpretation
skills rather than mere factual knowledge. These questions increased students’ interest in the
subject and helped them recognize the importance of reading, comprehension, and
interpretation skills in achieving success in the TRRHK course.

According to the results of the research conducted by Arduc et al. (2024), the LGS
includes questions that require students to employ higher-order thinking skills such as
analytical thinking, critical thinking, and graph interpretation. However, the same level of
complexity and skill diversity appears to be more limited in TRRHK questions. Historical
analysis and interpretation involve assigning meaning to historically verified facts based on
evidence (Talin, 2015). Understanding and reasoning about the past is a crucial prerequisite
for interpreting the historical significance of current political and social conditions and
developments. Understanding past events, particularly in a historical context, requires
knowledge of the methods historians use to gather historical evidence (Merkt et al., 2017). In
this regard, it can be inferred that LGS questions are limited in assessing historical analysis
and interpretation skills, as well as historical analysis and decision-making skills.

A study by Oztiirk and Mutlu (2017) found that the majority of teachers believe
standardized tests primarily assess knowledge levels. Multiple-choice questions, by their
nature, do not allow students to construct their answers; instead, they require students to select
an answer from a limited set of choices, which already includes the correct option. As a result,
assessing higher-order thinking skills through multiple-choice questions becomes challenging.
Similarly, in a study by Binekci and Kirpik (2023) examining social studies teachers’
perspectives on TRRHK questions in LGS, teachers expressed that the questions in the exam
are based on knowledge, interpretation, and memorization. They also noted that the questions
focus on attention and reading comprehension, while multiple-choice questions are
insufficient in assessing high-level skills, interests, and abilities, often leading students to rely
on rote memorization. However, Tekindal (2020) argues that when examining large-scale
national exams, it is possible to assess higher-order skills such as application and analysis,
using multiple-choice question formats. According to Tekindal (2020), the inability of
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multiple-choice questions to measure higher-order skills is often not due to the question
format itself but rather the way the questions are designed by the test writers.

Among the examined questions, no questions were associated with historical research
skills. Since 2005, research skills have been included in curricula as a competency that should
be developed across all subjects. In the 2024 Tiirkiye Century Education Model, historical
research skills are classified under the social sciences field skills as “Evidence-Based Inquiry
and Research Skills”. This skill is defined as follows: “It involves introducing students to the
research, inquiry, analysis, and interpretation processes used by historians and helping them
develop related experiences and skills. It also emphasizes the connection between these
processes and the use of historical sources. Evidence-based inquiry and research skills consist
of integrated sub-skills, including ‘curiosity-driven questioning,’ ‘gathering information from
sources,” ‘examining sources,’ ‘questioning sources,” ‘interpreting sources,” and ‘creating and
sharing evidence-based products.” (MoNE, 2024, p. 35).

According to Bal and Bozkurt (2020), multiple-choice or fill-in-the-blank questions are
insufficient for measuring the fundamental cognitive skills children use to understand history.
In their study, they attempted to assess the historical research skills of pre-service teachers by
having them prepare research assignments on different historical topics. The absence of
questions related to historical research capabilities in LGS can be attributed to the inability of
multiple-choice questions to effectively assess this skill. Evaluating historical research skills
requires students to engage in a process where they select and analyse historical sources and
evidence, gather information, and critically analyse the collected data to reach conclusions.
This level of inquiry is difficult to measure through a standard multiple-choice format.

Recommendations

The LGS is a standardized test administered in Tiirkiye to assess the knowledge and
skills of students completing primary education and to facilitate their placement in secondary
education institutions. As a nationally centralized exam, it is expected to align with the
knowledge, skills, and values targeted in the curriculum. While the LGS questions were found
to be linked to historical thinking skills, the limited number of questions related to historical
analysis and interpretation, as well as historical analysis and decision-making skills, and the
absence of questions assessing historical research capabilities indicate a gap in evaluating
these competencies. Therefore, it is recommended that future exams include a greater variety
of question types that effectively measure these skills and integrate questions designed to
assess historical research capabilities.

The 2024 Tiirkiye Century Education Model reflects an increasing emphasis on skill-
based learning in curriculum reforms. Within this framework, historical thinking skills have
been incorporated under social sciences field skills, aiming to develop students’ historical
awareness and historical literacy through history and social studies courses. In line with the
revised curriculum, it is suggested that future national exams adopt diverse question formats
and introduce innovative assessment methods to more effectively evaluate students’ historical
thinking skills.
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Liselere Gecis Smnavlarindaki T.C. inkilap
Tarihi ve Atatiirkciiliik Sorularinin
Tarihsel Diisiinme Becerileri Acisindan
Incelenmesi

Ozet

Gegmisi anlamadan bugilinii yorumlamak ve gelecege yon vermek miimkiin degildir. Gegmiste
yasanmis toplumsal, siyasal ve kiiltiirel olaylar1 anlayabilen bireyler, giiniimiizde karsilastiklar:
sorunlar1 tarihsel bir bakis acisiyla degerlendirme imkéni bulurlar. Bu nedenle tarihsel diigtinme
becerilerinin bireylere kazandirilmasi, bilingli bir toplumun olusturulmas: agisindan vazgecilmezdir.
Bu arastirmada 2018-2024 yillar1 arasinda yapilan liselere gecis sistemi sinavlarinda Tiirkiye
Cumbhuriyeti inkilap tarihi ve Atatiirkeiiliik dersine ait sorularin tarihsel diisiinme becerileri acisindan
incelenmesi amaclanmigtir. Arastirma, nitel aragtirma kapsaminda dokiiman analizine dayali olarak
yapilmistir. 2018-2024 yillar1 arasinda yapilmis ortaégretime gecis sinavlarinda Tiirkiye Cumhuriyeti
inkilap tarihi ve Atatiirkeiiliik dersi kapsaminda sorulan toplam 70 soru arastirmanin veri kaynagini
olusturmustur. Arastirma kapsaminda incelenen sorularin siklikla tarihsel anlama/kavrama ve
kronolojik diisiinme becerileri ile iligkili oldugu, tarihsel analiz ve yorum becerisi ve tarihsel sorun
analizi ve karar verme becerisi ile iligkilendirilen soru sayisinin ¢ok az oldugu, tarihsel arastirma
becerisi ile iligkili herhangi bir soru bulunmadig: belirlenmistir. Beceri kazandirmay: hedefleyen bir
miifredatin uygulandig1 Tiirkiye’de 6lgme ve degerlendirme yontem, teknik ve materyallerinin de
becerileri 6l¢meye yonelik olmasi1 gerekmektedir. Aragtirma sonuglarindan hareketle ortadgretime
gecis sinavlarinda tarihsel analiz ve yorumlama, tarihsel sorun analizi ve karar verme, tarihsel
arastirma gibi becerileri 6lgebilecek sorulara da yer verilmesi 6nerilmistir.

Anahtar Kelimeler: Tiirkiye Cumhuriyeti inkilap tarihi ve Atatiirkeiiliik dersi, liselere gecis sinav,
tarihsel diisiinme becerileri.

Giris

Tarih, insan deneyimlerinin bireylere 6gretilerek ge¢misin ve bugiiniin anlasilmasina
yardim eden, gelecege 151k tutan (Demircioglu, 2015), ge¢misteki olaylar ile yer, zaman ve
kisileri kanita dayali olarak sebep-sonug iligkisi dogrultusunda inceleyen (Kostiiklii, 2004) bir
bilim daldir. Giintimiiz tarih egitiminde ogrencilere bir dizi tarihsel olgunun/bilginin
kronolojik olarak mutlak dogrular seklinde tek yonlii aktarimi yerine, 6grencilerde tarihsel
diisiinme ve anlama becerilerini gelistirme hedefine yonelim s6z konusudur (Dilek & Alabas,
2016).

Tarihsel diisiinme, ge¢mise dair kanitlar1 ve tarihgilerin bu kamtlardan hareketle
olusturduklar: anlatilar1 yorumlama ve degerlendirme eylemi (Denos & Case, 2006), tarihsel
kaynaklarin bilingli bir sekilde okunmasina dayanan belirli bir disipline 6zgii biligsel siirecler
biitiinii (Wineburg, 2001, akt. Claravall & Irey, 2022) olarak tamimlanmaktadir. Tarihsel
diistinmeyi basarabilmek i¢in kisinin sahip olmasi gereken baz1 beceriler bulunmaktadir. Britt
ve Rouet (2012), tarihsel diisiinmeyi iceren becerileri; gecmis hakkinda soru sorma, gecmis
olaylar1 bugiine ve gelecege baglama, ayrica tarihsel bir kaynagin icerigini yorumlarken kimlik
bilgileri veya tarihsel anlatilarin kabul edilebilirligi konusunda elestirel diistinme gibi islemlere
dayanan beceriler (akt. Merkt vd., 2017) seklinde ifade etmislerdir.
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Tiirkiye'de tarihsel diisinme becerileri dogrudan ilk kez 2005 tarih dersi 6gretim
programinda, kismen de sosyal bilgiler 6gretim programinda yer almistir (Yali & Simsek, 2020,
s. 3). Tiirkiye’de tarih derslerinin 6gretim programlarinda alana 6zgii beceriler olarak ele
alian tarihsel diisiinme becerileri, 2018 ve 2023 tarihli Ortaogretim Tarih Dersi 9, 10 ve 11.
Smiflar Ogretim Programlarinda (Milli Egitim Bakanhg [MEB], 2023, s. 12; MEB, 2018a, ss.
13-17) “Kronolojik diistinme, tarthsel kavrama, neden-sonug iliskisi kurma becerisi, degisim
ve stirekliligi algilama, tarihsel sorgulamaya dayal arastirma tarthsel analiz ve yorum,
tarthsel sorun analizi ve karar verme, ge¢mise gecmisteki insanlarin bakis acisiyla
bakabilme becerisi veya tarihsel empati” olarak yer almistir.

Ogretim programlar1 kapsaminda her derste kazandirilacak bilgi, beceri ve degerlerin
ne diizeyde ogretilebildiginin belirlenmesi i¢in uygulanan 6l¢gme degerlendirme faaliyetleri
egitim sisteminin vazgecilmez 06gesidir. Tiirkiye’de ilkogretim kademesini tamamlayan
ogrencilerin devam edecekleri ortaggretim kurumlarinin belirlenmesi igin genel/merkezi
smavlar yapilmaktadir. Liselere Gegis Sistemi Sinavi [LGS] (1997-2004), Ortadgretim
Kurumlar1 Se¢cme ve Yerlestirme Sinavi [OKS] (2004-2008), Seviye Belirleme Sinavi [SBS]
(2008-2013), Temel Egitimden Ortadgretime Gecis Smavi [TEOG] (2014-2018)
adlari/kisaltmalari ile yapilan ortadgretime gecis sitnavi MEB tarafindan 2017 yilinda yapilan
diizenleme ile Liselere Gegis Sistemi olarak degistirilmistir. LGS nin onceki sinavlardan en
onemli farki, yeni nesil/beceri temelli soru olarak adlandirilan soru tiirleri ile 6grencilerin iist
diizey diisiinme becerilerinin oOlciilmeye ¢alisilmasidir. Tiirkiye’de beceri temelli soru tipi ilk
kez 2018 yilinda yapilan LGS’de yer almistir.

Literatiirde yer alan calismalar incelendiginde ortadgretime gecis sinavlarindaki
sorularin degerlendirildigi, 6gretmenlerinin goriislerinin incelendigi calismalar olsa da
dogrudan Tiirkiye Cumhuriyeti inkildp tarihi ve Atatiirkciilik [TCITA] dersine yonelik
sorularin tarihsel diisiinme becerileri agisindan incelendigi bir ¢alismaya rastlanmamigtir.
Aragtirma sonuclarinin bu derse yonelik yapilacak arastirmalar ile 6l¢gme ve degerlendirme
faaliyetlerine 1s1k tutacagi diisiiniilmektedir. Bu arastirmada 2018-2024 yillar1 arasinda
LGS’de sorulmus TCITA dersi sorulari tarihsel diisiinme becerileri acisindan incelenmis ve bu
kapsamda asagidaki sorulara cevap aranmistir:

1. LGSde tarihsel diisiinme becerileri ile iliskilendirilen TCITA dersi soru sayisinin
yillara gore dagilimi nasildir?

2. LGS’de sorulan TCITA dersi sorularinin iliskili oldugu tarihsel diisiinme beceri tiirii
ve yillara gore dagilimi nasildir?

Yontem

2018-2024 yillar1 arasinda yapilan LGS deki TCITA dersi sorularinin tarihsel diisiinme
becerileri acisindan incelemenin amaclandigi bu c¢alisma, nitel arastirma kapsaminda
dokiiman analizine dayali olarak yapilmistir. Arastirmanin veri kaynagini 2018-2024 yillar
arasinda yapilan LGS’de ¢cikmis sorular olusturmustur. LGS’de TCITA dersiyle ilgili her yil 10
soru sorulmaktadir. Arastirma kapsamindan incelenen toplam soru sayis1 70’tir. Calismada
dokiiman analizi ile toplanan veriler betimsel analiz teknigi ile ¢6ziimlenmistir. Arastirmada
betimsel analize baglamadan 6nce tarihsel diisiinme becerilerinin gostergelerini/kriterlerini
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olusturmak {tizere literatiirdeki calismalar incelenerek olciit tablosu olusturulmustur. Tarih
ogretimi ve sosyal bilgiler 6gretimi ile ilgili iki uzmandan konuya iligkin goriis alinarak olciit
tablosu diizenlenmistir. LGS’de yer alan TCITA dersi sorularinda hangi tarihsel diisiinme
becerilerinin ol¢iildiigiinii belirlemek iizere, hazirlanan tablo dogrultusunda sorularin betimsel
analizi gerceklestirilmistir. Analiz siirecinde belirlenen temalar, tarihsel diisiinme becerileri
olan “Kronolojik diisiinme, tarihsel kavrama, tarihsel analiz ve yorum, tarthsel sorgulamaya
dayali arastirma, tarihsel sorun analizi ve karar verme”dir. Analiz icin hazirlanan oOlciit
tablosunu esas alarak iki arastirmaci birbirinden bagimsiz bir sekilde hangi sorunun hangi
tarihsel beceri ile iligkili olduguna dair kodlamalar yapmiglardir. Kodlayicilar arasindaki Miles
ve Huberman (1994) formiilii ile hesaplanan uyum .88’dir. Arastirmanin betimsel gecerliginin
saglanabilmesi i¢in yiizde (%) ve frekans (f) degerleri tablo halinde verilmistir. Ayrica soru-
beceri iliskisinin nasil kuruldugunu agiklhiga kavusturmak iizere 6rnek bir tablo sunulmustur.

Arastirmanin Etik izinleri:

Bu calismada “Yiiksekogretim Kurumlar: Bilimsel Arastirma ve Yayin Etigi Yonergesi”
kapsaminda uyulmasi gerektigi belirtilen tiim kurallara uyulmustur. Yonergenin ikinci boliimii
olan “Bilimsel Arastirma ve Yayin Etigine Aykir1 Eylemler” bashg: altinda belirtilen eylemlerin
higbiri gerceklestirilmemistir.

Etik Kurul izin Bilgileri:

Aragtirma, kamuya acik dokiimanlarla gergeklestirildigi igin etik kurul izni
gerektirmemektedir.

Bulgular

2018-2024 yillar arasinda yapilan LGS’de toplam 770 adet tarih sorusu sorulmustur.
2018’den 2024 yilina kadar sorulan 70 sorudan 46’sinin tarihsel diistinme becerileri ile
iligkilendirildigi goriilmektedir. 24 soru tarihsel diisiinme becerilerinden herhangi biri ile
iligkilendirilememistir. 2021 yilinda 8 soru; 2022, 2023, 2018 yillarinda 7 soru; 2020 ve 2024
yillarinda ise 6 soru tarihsel diisiinme becerileri ile iligkili bulunmustur. Sorulan soru sayisi
dagilimi incelendiginde her y1l ortalama benzer sayida sorunun tarihsel diistinme becerileri ile
iligkili oldugu sonucundan hareketle yillara gore tarihsel diisiinme becerileri ile iligkili soru
dagiliminin dengeli oldugu soylenebilir.

2018-2024 yillar arasinda yapilan LGS’de sorulan toplam 70 adet tarih sorusundan
higbir tarihsel diisiinme becerisi ile iliskilendirilemeyen soru sayisi 24 (%34.28); iliskili soru
sayis1 46°dir (%65.71). Bu sorularin 28 tanesinin (%40) tarihsel anlama (kavrama) becerisi ile
iligkili oldugu tespit edilmistir. 14 soru (%20) kronolojik diisiinme becerisi, 3 soru (%4.28)
tarihsel analiz ve yorum becerisi, 1 soru (%1.42) tarihsel sorun analizi ve karar verme becerisi
ile iligkilendirilmistir. Tarihsel aragtirma becerisine yonelik soru bulunmadig tespit edilmistir.

Tartisma ve Sonuc¢

Yapilan bu arastirmada, 2018-2024 yillar1 arasinda yapilan LGS sorularinda en sik
karsilagilan becerinin tarihsel anlama (kavrama) becerisi oldugu goriilmiistiir. Aragtirmanin
bu sonucu literatiirdeki diger calismalarin sonuclar ile értiismektedir. Ornegin, Hancer ve
Ozmen’in (2022) arastirmasinda, 2018-2021 yillar1 arasinda uygulanan LGS’de sorulan TCITA
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dersine ait sorularin bilgi birikimi boyutunda kavramsal bilgi seviyesinde yogunlastigy, biligsel
siire¢ boyutunda ise anlama seviyesinde yogunlastig1 goriilmiistiir. Bu seviyedeki sorular
tarihsel diisiinme becerilerinden tarihsel anlama (kavrama) becerisi ile Ortiismektedir.
Akiernin (2019) cahsmasinda, LGS’ nin TCITA testinde sorularin ezber bilgi sormanin
otesinde anlamaya, yorum yapmaya ve kavramaya dayali tarzda olmasinin LGS’nin
ogretmenler tarafindan begenilen yonii oldugu ifade edilmistir.

Aragtirmada incelenen sorulardan 14’iiniin kronolojik diisiinme becerisiyle iligkili
oldugu belirlenmistir. Diiz ve Akpmarin (2022) caligmalarina gore smavlarda en az
sorgulanan becerilerden biri zaman ve kronolojiyi algilama becerisidir. Kronolojik diisiinme
becerisinin tarihin oOgrenilmesinde temel basamak oldugu, diger tarihsel diislinme
becerilerinin sergilenebilmesinde temel tegkil etmesi bakimindan oOnemli goriildigi
sOylenebilir. Talin’e (2015) gore kronolojiyi anlamak; Ogrencileri tarih, yer, aktorler ve
olaylarin diizenine dayali ge¢mis olaylarin olus sirasin1 6grenmeye ve anlamaya tesvik eden
etkinlikleri icerir ve 6grencilere tarihi gercekleri edindirir.

Arastirmada, LGS’de iliskilendirilen soru sayisi en az olan becerilerin tarihsel analiz ve
yorum ile tarihsel sorun analizi ve karar verme becerileri oldugu goriilmiistiir. Hancer ve
Ozmen (2022) tarafindan yapilan calismada 40 tane TCITA dersi sorusu icerisinde iist diizey
bilissel basamaklara yonelik 6 soru bulundugu ve bu sorularin ¢6ziimleme basamaginda
oldugu belirlenmistir. Tarihsel analiz ve yorum becerisi ¢oziimleme basamaginda islemler
gerektirdiginden calisma sonuclarinin birbirini destekledigi soylenebilir. Atay (2021)
tarafindan yapilan arastirmada TCITA dersi ile LGS’ ye iliskin 6gretmen goriislerine gore yeni
nesil beceri temelli sorularin bilgiden ¢cok okuma, anlama ve yorum becerisini 6l¢tiigii, derse
kars: ilgiyi artirdig, 6grencinin TCITA dersi ile ilgili sorularda basarili olabilmek icin kitap
okumanin, okudugunu anlamanin, yorumlamanin onemini fark etmesine katki sagladigi
belirlenmistir. Ardu¢ vd. (2024) tarafindan yapilan arastirma sonuglarina gore LGS’de
ogrencilerin analitik diislinme, elestirel diisiinme ve grafik yorumlama gibi iist diizey diisiinme
becerilerini kullanmalarmi gerektiren sorular yer almaktadir. Ancak aym durumun TCITA
dersi sorulari i¢in sinirh oldugu soylenebilir. Tarihsel analiz ve yorumlama yapmak, kanitlarla
dogrulugu kanitlanmis tarihi gerceklere anlam sunmaya calisan bir beceridir (Talin, 2015).
Gecmisi anlamak ve hakkinda akil yiiriitmek, mevcut siyasi ve toplumsal kosullarin ve
gelismelerin tarihsel anlamim ¢ikarmak icin 6nemli bir 6n kosuldur. Ozellikle gecmis olaylar:
anlamak, tarihgilerin tarihsel kanit toplamak i¢in kullandiklar1 yontemler hakkinda bilgi sahibi
olmay1 gerektirir (Merkt vd., 2017). Bu kapsamda tarihsel analiz ve yorum ile tarihsel sorun
analizi ve karar verme becerilerinin Olciilmesi bakimindan LGS sorularinin sinirli oldugu
soylenebilir. Oztiirk ve Mutlu (2017) tarafindan yapilan cahismada dgretmenlerin biiyiik bir
cogunlugunda standart testlerin bilgi diizeyini ol¢tiigii goriisli one ¢ikmistir. Coktan se¢cmeli
sorular, 6grencilerin cevaplarini kendilerinin olusturmasina olanak vermemekle birlikte onlar1
icerisinde dogru cevabin da yer aldigi simirh sayida secenegin iizerinde tercih yapmaya
yoneltmektedir. Bu nedenle coktan secmeli sorularla ogrencilerin iist diizey diisiinme
becerilerinin 6lciilmesi zorlasmaktadir. Binekei ve Kirpik (2023) tarafindan TCITA dersi LGS
sorular1 hakkinda sosyal bilgiler 6gretmenlerinin goriislerinin incelendigi arastirmada
O0gretmenlerin ortak sinavdaki sorularin bilgiye, yoruma ve ezbere dayal oldugu; dikkat ve
okudugunu anlamaya yonelik oldugu; coktan se¢cmeli sorularin iist diizey becerileri, ilgi ve
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yetenekleri olgmede yetersiz oldugu ve Ogrencileri ezbere yonelttigi goriisiinde olduklar
belirlenmistir. Tekindal (2020), ashinda ulusal diizeyde uygulanan genis olgekli sinavlar
incelendiginde coktan secmeli madde tiiriiyle uygulama, analiz gibi iist diizey becerilerin
olctilebildigini, coktan se¢meli sorularin iist diizey becerileri 6lcememesi durumunun, soru
tiiriinden degil cogu zaman soru yazarindan kaynaklandigini ifade etmektedir.

Incelenen sorular arasinda tarihsel arastirma becerisiyle iliskilendirilebilecek soruya
rastlanmamigtir. Bu beceri 2005 yilindan bugiine hazirlanan programlarda biitiin derslerde
kazandirilmasi gereken bir beceri olarak yer almistir. Tarihsel arastirma becerisi, 2024 Tiirkiye
Yiizyili Maarif Modeli'ne gore hazirlanan programlarda sosyal bilimler alan becerilerinden biri
olarak “Kanita dayali sorgulama ve arastirma becerisi” adiyla yer almigtir. Bal ve Bozkurt’a
(2020) gore coktan se¢meli veya bosluk doldurma anketleri ¢cocuklarin tarihi anlamak i¢in
kullandiklar1 temel zihinsel becerilerin olciilmesinde yetersiz kalmaktadir. Bu kapsamda
yaptiklar1 arastirmada 6gretmen adaylarinin farkli konularda arastirma 6devi hazirlamalarini
saglayarak Ogretmen adaylarmin tarihsel arastirma becerileri diizeylerini belirlemeye
calismiglardir. Mevcut calismada LGS’de tarihsel arastirma becerisi ile iligkili soru
olmamasinin nedeni de ¢oktan secmeli sorularla bu becerinin 6l¢iilemeyecegi, bu becerinin
gozlemlenebilmesi icin 6grencilerin tarih konular: ile ilgili kaynak ve kamtlar1 secerek
incelemeleri, bilgi toplamalar1 ve topladiklar1 bilgileri analiz ederek sonuca ulagmalarini
saglayacak bir siire¢ icinde olmalariin gerektigi sdylenebilir.

Oneriler

LGS, Tiirkiye’de ilkogretimi tamamlayan oOgrencilerin ortadgretim kurumlarina
yerlestirilmek tizere bilgi ve beceri diizeylerini 6l¢cmek amaciyla uygulanan bir sinavdir. Ulusal
diizeyde merkezi olarak yapilan bu sinavlarin programda kazandirilmasi1 hedeflenen bilgi,
beceri ve degerleri icermesi beklenir. LGS’de yer alan sorularin tarihsel diistinme becerileri ile
iligkilendirildigi goriilmiistiir ancak tarihsel analiz ve yorum ile tarihsel sorun analizi ve karar
verme becerileri ile iligkilendirilebilecek ¢ok az sorunun olmasi, tarihsel arastirma becerisine
yonelik soru bulunmamasindan hareketle so6z konusu becerilerle iligkili sorularin da sinavda
yer almasi ve bu becerilerin 6l¢iilebilecegi sekilde soru tiirlerinde ¢esitlilige gidilmesine iligkin
diizenlemelerin yapilmasi onerilebilir.

2024 yihinda Tiirkiye Yiizyih Maarif Modeli kapsaminda yapilan program
degisikliklerinde de beceri 0gretimine verilen onemin artarak devam ettigi goriilmektedir.
Tarih ve sosyal bilgiler dersleri araciligiyla 6grencilerin tarih bilincini ve tarih okuryazarlik
becerilerini gelistirmeyi hedefleyen modelde, sosyal bilimler alan becerileri adiyla tarihsel
diisiinme becerilerine yer verilmistir. Yenilenen programlar dogrultusunda yapilacak merkezi
sinavlarin uygulama ve degerlendirme yaklasiminda da farklilasmaya gidilmesi, becerilerin
daha etkili bir sekilde olciilebilecegi farkh soru tiirlerinden olusan sinavlarin hazirlanarak
uygulanmasi onerilebilir.
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Abstract

One of the measurement tools that enables the collection of data from diverse and large groups in the
curriculum evaluation process is questionnaires. Within this scope, the study aimed to develop a
questionnaire to evaluate curricula based on the Tiirkiye Century Education Model [TCEM], aligning
with teachers’ opinions. During the development process, the concepts within the curricula and their
meanings were organized according to the curriculum development literature. It was decided to
include seven core dimensions that explain the concept of the holistic education approach in the
questionnaire; learning outcomes, learning-teaching experiences, learning evidence, differentiated
instruction, teacher reflections, school-based planning, and extracurricular activities. Next, an item
pool was created based on the study’s objectives, scope, and the characteristics the questionnaire aims
to measure. The content validity of the draft questionnaire was then reviewed by experts. In the final
stage, the draft questionnaire form was administered to a group of teachers who shared characteristics
similar to the study’s target population in order to examine the clarity, answerability, appropriateness
to purpose, and average completion time of the items. Based on the feedback received from the
teachers, the necessary revisions were made, and the final version of the questionnaire was developed.
As a conclusion, a questionnaire with 23 items across seven core dimensions, designed to gather
teachers’ opinions on overall evaluation and suggestions, was developed. It is recommended that the
questionnaire form be adapted to the themes in the curriculum of any course intended to be evaluated
based on teacher opinions.

Keywords: Tiirkiye Century Education Model, curriculum, curriculum evaluation, questionnaire
development.

Introduction

Social, economic, and technological developments impact education systems and shape
the knowledge, skills, and values they aim to develop. In line with global trends, the targeted
21t century skills include critical thinking, creative thinking, problem-solving,
communication, collaboration, information literacy, media literacy, information and
communication technology literacy, and life and career skills (Gelen, 2017). The values that
individuals are expected to learn consist of cultural and universal traits such as respect,
honesty, justice, equality, generosity, patriotism, and thriftiness (Sarigoz, 2024; Tiirel et al.,
2023). The key aspect to consider in the process of acquiring skills and values is the
fundamental factors that support their development. Developing individuals with these
qualities requires effective implementation of the curriculum designed based on individual and
societal needs. While teachers’ competencies, who play a crucial role in curriculum
implementation, influence the process, the structure and quality of curricula serve as essential
tools guiding teachers (Varis, 1996).

In the curriculum development process, dynamic relationships must be established
between the curriculum’s elements, namely objectives, content, teaching-learning, and
measurement and evaluation dimensions (Demirel, 2007; Oliva, 2005). Within the scope of
curriculum development studies, these elements are planned, implemented, and evaluated in
an interactive structure (Booyse & Du Plessis, 2014; Oliva, 2005; Wiles & Bondi, 2007). In the
first stage of the process, curriculum elements are designed in line with existing needs (Booyse
& Du Plessis, 2014). The stage where the planned curriculum is tested in the field covers
implementation studies (Skilbeck, 1984), while in evaluation studies, the consistency between
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curriculum elements is examined, and decisions regarding the curriculum’s effectiveness are
made (Henson, 2015). Evaluation studies are at the center of the curriculum development
process, and decisions made based on the evaluation results are reflected in the planning and
implementation stages (Booyse & Du Plessis, 2014).

The dynamic nature of the curriculum development process requires consideration of
the changing needs of individuals and society in light of social and technological developments.
Many factors influence the emergence of these needs, including teacher characteristics,
student characteristics, social dynamics, and educational policies (Johnson, 2009; Lewy, 1991,
Ringwalt et al., 2004; Tutkun & Aksoyalp, 2010). In order for curriculum development
processes based on scientific foundations to be more functional and adaptable, curricula must

be continuously monitored, evaluated, and improved in line with the dynamic nature of the
field.

In line with current developments in Tiirkiye, curricula based on the Tiirkiye Century
Education Model [TCEM] have been implemented in the 2024-2025 academic year at the
preschool level and in the first grades of elementary, middle, and high school, following the
published guidelines (Ministry of National Education [MoNE], 2024a). Curriculum
development relies on a holistic educational approach that aims to promote individual, social,
intellectual, and moral growth. Curriculum structures designed to develop knowledge, skills,
and values include specific objectives for each course, learning outcomes, and the process
components that shape these outcomes. The virtue-value-action model used in the curricula,
along with systems literacy and social and emotional learning skills, is viewed as a cross-
curricular element that plays an important role across all courses. Additional innovations in
the curricula include the integration of conceptual skills and literacy skills into the learning
outcomes, enrichment and deepening activities within differentiated instruction,
extracurricular activities, school-based planning, and teacher reflections (MoNE, 2024b).

Curricula that aim for the multidimensional development of individuals in cognitive,
affective, social, and moral areas include detailed learning outcomes and process components.
They emphasize the importance of individual differences, focus on skill acquisition, explain
implementation principles with guidelines and examples, incorporate technology integration,
and give teachers flexibility and initiative in the implementation process, which are seen as
strengths (Akpinar et al., 2024; Banaz, 2024; Berk & Ozer, 2025; Koseoglu, 2025; Uredi, 2024;
Yurdakal, 2024). However, criticisms of the curriculum include the absence of clear needs
analysis studies and underlying philosophy, the dominance of community-centered ideological
elements, and the limited focus on creative thinking and reading skills (Akpinar et al., 2024;
Turan & Naziroglu, 2024; Yasar, 2024; Yurdakal, 2024).

While it is clear that the curricula have many strengths and some areas need
improvement, it is emphasized that evaluations of the curricula should mainly take place
during and after their implementation (Akpinar et al., 2024). In this context, it is important to
assess how well the developed or revised curricula align with the objectives and their
effectiveness in improving student knowledge and skills, as well as to evaluate the overall
effectiveness of the education system. This process is vital for identifying weaknesses and
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making necessary revisions to the curricula (Yurdakal, 2024). Successful evaluation requires a
comprehensive review of curriculum-related practices (Ornstein & Hunkins, 2014).

When reviewing the literature, it was found that the primary and secondary curricula
developed based on the TCEM were examined through document review, focusing on various
curriculum elements. In this context, curricula such as mathematics (Kuzu et al., 2025),
Turkish (Banaz, 2024; Siiglimlii & Bahsi, 2025; Yurdakal, 2024), life sciences (Cakir, 2025),
social studies (Aslan, 2025; Seker, 2024), science (Bilir, 2025), and religious culture and moral
knowledge (Koseoglu, 2025; Turan & Naziroglu, 2024; Yasar, 2024) have been reviewed.
Although these document-based studies contribute to curriculum evaluation, involving
stakeholders responsible for implementation in shaping the curriculum and identifying needs
is essential for curriculum development and assessment (Macdonald, 2003). In this context,
beyond document analysis, Uredi’s (2024) study evaluated measurement and evaluation
practices in science and mathematics teaching curricula by incorporating teachers’ opinions.
Similarly, Arslan’s (2025) study evaluated the overall structure and functioning of the life
science teaching curriculum based on teachers’ feedback. In these studies, which drew on
teachers' opinions, the interview method was used to collect data.

One of the measurement tools that can reach diverse and large groups through methods
such as observation, interviews, and document review is questionnaires (Biiylikoztiirk, 2005).
A review of the relevant literature showed no questionnaire development studies available for
evaluating the curriculum. This situation highlights the need for research. Therefore, the study
aims to develop a questionnaire to evaluate curricula based on the TCEM, aligned with
teachers’ opinions. It is believed that the measurement tool developed as part of the research,
which can be adapted to all course curricula, will significantly assist in identifying issues
encountered during implementation and in enhancing curricula throughout the process. The
fact that the measurement tool can be used to evaluate different curricula based on teachers’
opinions is considered important for the scientific evaluation of the curricula.

Method

This section provides information on the development process of the data collection
tool (questionnaire form) aimed at evaluating the new curricula titled “TCEM” implemented
by the MoNE in 2024.

Development of the Questionnaire Form

To develop the Curriculum Evaluation Questionnaire as a valid and reliable data
collection tool, four basic stages specified by Biiyiikoztiirk (2005) were used as a reference:

b N34

“definition of problem,” “item writing,
Definition of Problem

» «

expert opinion,” and “preliminary implementation.”

In this stage, which is the first step in the questionnaire development process, the
research problem has been clearly defined. The research was structured based on the need for
a data collection tool that would enable the evaluation of the TCEM curriculum according to
teachers’ opinions within the framework of the “holistic education approach” on which it is
based. In this regard, the document titled “TCEM Curricula Common Text” prepared by the
MoNE (MoNE, 2024c) for the purpose of introducing the curricula was reviewed by four

449



Tiirk Akademik Yaywinlar Dergisi (TAY Journal), 2025, 9(3), 446-478

curriculum development experts. The concepts included in the curriculum and their meanings
have been organized in accordance with the terminology of curriculum development literature.
The questionnaire form explains the concept of the “holistic educational approach” claimed by
the curriculum through seven fundamental dimensions: “learning outcomes, learning-
teaching experiences, learning evidence, differentiated instruction, teacher reflections, school-
based planning, and extracurricular activities.” The process of defining the problem and
identifying the relevant dimensions was also supported by a literature review on the concept
of curriculum literacy. The purpose of the research and the scope and characteristics that the
questionnaire aims to measure were clarified, and the type and scope of the data to be collected
were determined. This formed the basis for developing the questions to be included in the
questionnaire.

Item Writing (Draft Form Development)

Items have been written to collect the necessary data, taking into account the purpose
of the research and the scope and characteristics that the questionnaire aims to measure.
During this process, a pool of items consisting of quantitative and qualitative questions was
created for each dimension decided to be included in the questionnaire, using the TCEM
curriculum documents and relevant literature. The questionnaire contains questions aimed at
determining teachers’ demographic characteristics and their views on seven dimensions of the
curriculum: “learning outcomes, learning-teaching experiences, learning evidence
(measurement and evaluation), differentiated instruction, teacher reflections, school-based
planning, and extracurricular activities.” The items have been prepared in both open-ended
(unstructured) and closed-ended (structured) question formats. Closed-ended questions in the
questionnaire enable participants to express their opinions quickly and easily, while open-
ended questions allow teachers to provide detailed responses based on their experiences
implementing the curriculum, aiming to gather in-depth information about the curriculum’s
implementation. Some closed-ended questions in the questionnaire use a 5-point Likert type
while others are yes-no questions.

Expert Opinion

The Draft Questionnaire Form [DQF] was submitted for review to faculty members in
the fields of curriculum and instruction, measurement and evaluation, primary education,
Turkish language education, mathematics education, science education, social studies
education, and experienced teachers. In this study, experts evaluated the draft form in terms
of content validity, clarity of items, and appropriateness of language and expression. Experts
were requested to review the items using the Expert Evaluation Form provided to them and to
indicate the suitability of the items as “suitable” or “not suitable—reason.” The opinions of the
experts indicate that all dimensions and questions under the dimensions are appropriate in
terms of content validity. However, some revisions have been made to two questions in the
questionnaire for clarity.

Feedback from experts was reviewed by researchers, and necessary revisions were
made to the questionnaire form. Finally, some revisions were made to the questionnaire’s page
layout, question order, text format, and other usability features and instructions, resulting in
the creation of the “Preliminary Implementation Form [PIF].”
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Preliminary Implementation

The PIF was performed on a group of teachers with similar characteristics to the target
group of the research in order to examine the comprehensibility, suitability for purpose, and
average response time of the questions included in the questionnaire. This group consists of
six classroom teachers and four branch teachers. Feedback was collected from teachers
regarding questions that were unclear or deemed inappropriate, and the necessary revisions
were made. The feedback provided by teachers generally relates to the curriculum being quite
comprehensive in terms of terminology, the inclusion of concepts in the curriculum that they
were not familiar with from previous curricula, their inability to sufficiently grasp these
concepts through in-service training, and the lengthy duration of the questionnaire. Based on
this feedback, explanations regarding the meaning and function of concepts reflecting each
dimension have been included in the introduction section of each dimension in the
questionnaire. Concepts included in the curriculum that were unclear to teachers (e.g.,
learning evidence) have been explained using concepts familiar to them (e.g., the measurement
and evaluation process). Based on the data obtained from the pre-implementation phase and
the feedback received from teachers, the final version of the questionnaire was prepared.

The questionnaire consists of two main sections. The first section contains 15 questions
about teachers’ personal information; the second section contains items that evaluate the seven
dimensions of the curriculum and include open-ended and closed-ended questions for each
dimension. The final questionnaire form is structured to evaluate the curricula of different
courses based on themes. In this context, the questionnaire should be adapted to one or more
themes included in the curriculum of any course intended for evaluation.

Ethical Permits of Research:

In this study, all the rules specified to be followed within the scope of “Higher Education
Institutions Scientific Research and Publication Ethics Directive” were complied with. None of
the actions specified under the heading “Actions Contrary to Scientific Research and
Publication Ethics”, which is the second part of the directive, have been taken.

Ethics Committee Permission Information:

Since the study was conducted using publicly available documents and, within the
questionnaire development process, the opinions of six primary school teachers and four
branch teachers-who shared characteristics similar to the target population-were consulted
solely to examine the clarity, answerability, appropriateness to purpose, and average
completion time of the items, ethics committee approval was not required.

Findings

In this section, the open-ended and closed-ended question types included in the seven
fundamental dimensions of the “Curriculum Evaluation Questionnaire” are explained under
subheadings.

Learning Outcomes

The first dimension of the questionnaire consists of questions aimed at evaluating
learning outcomes. The TCEM adopts a holistic approach that aims to nurture students as
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individuals who possess knowledge, skills, dispositions, and values, who can utilize the
knowledge they have acquired, who can think critically, and who are socially and emotionally
developed. In this context, in order for individuals to acquire the desired characteristics, the
curricula integrate four fundamental components -conceptual skills, disciplinary skills,
dispositions, and cross-curricular components- with learning outcomes (MoNE, 2024c¢). For
this reason, this section of the questionnaire includes a question that allows teachers to express
their opinions on the extent to which they have achieved the four components specified in the
curriculum’s learning outcomes within the framework of the theme they have covered. An
open-ended question was included to allow them to explain the reasons behind their answers.
The conceptual explanations and question types included in the learning outcomes dimension
of the questionnaire are presented in Table 1.

Table 1.
Conceptual Descriptions and Question Types in the Learning Outcomes Dimension

EXPLANATION: The 2024 curriculum emphasizes that learning outcomes consist of the following
four components:

a. Conceptual skills (1. Integrated skills: Conflict resolution skills, observation skills,
summarization skills, analysis skills, classification skills, information gathering skills,
comparison skills, questioning skills, generalization skills, inference skills, observation-
based prediction skills, prediction skills based on existing information/data, structuring
skills, etc. 2. Higher-Level Thinking Skills: Decision-making skills, problem-solving skills,
critical thinking skills 3. Basic skills: Counting, reading, writing, drawing, finding,
selecting, identifying, marking, measuring, presenting, translating, recording, etc.)

b. Disciplinary skills (Turkish, social sciences, mathematics, science skills)

c. Dispositions (Self-esteem, social, intellectual dispositions)

d. Cross-curricular components (Social-emotional learning skills, values, literacy
skills, interdisciplinary skills, skills-based relationships)

1. While implementing the outcomes of Theme! A, indicate your status in achieving
the following four components.

1 2 3 4 5

Conceptual Skills
Disciplinary Skills
Dispositions
Cross-curricular components
2. Please explain the reasons for your responses (scores: 1-2-3-4-5) regarding the
four components.

Learning-Teaching Experiences

The new curricula aim to structure the learning-teaching process within the framework
of experiential learning, context-based learning, project-based learning, inquiry-based
learning, and collaborative learning approaches. These approaches aim to encourage students’
active participation, interaction, and deep learning. Additionally, the learning-teaching
process is expected to be structured, taking into account holistic learning environments
(traditional physical environments, online environments, social learning environments,
open/out-of-classroom environments, and virtual/augmented reality environments) (MoNE,
2024c). Within this scope, in the learning experiences dimension of the questionnaire, there is

! The phrase “Theme A” appearing in this and subsequent sections stems from the questionnaire being structured
to evaluate the curricula of different courses based on themes. Therefore, the questionnaire should be adapted to
one or more themes included in the curriculum of any course intended for evaluation.

452



Teacher questionnaire for the evaluation... Demir, M. et al.

a question that allows teachers to express their opinions regarding their ability to use teaching
methods and techniques appropriate to their learning approaches. Then, two open-ended
questions were included to allow teachers to explain the reasons behind their answers and
indicate the other teaching methods and techniques they used. Other types of questions in this
dimension relate to teachers’ ability to reflect on holistic learning environments in the
learning-teaching process. In this context, the questionnaire includes two questions that allow
teachers to express their views on their ability to reflect on holistic learning environments and
to explain the holistic learning environments they use and their reasons for utilizing them. The
conceptual explanations and question types included in the learning experiences dimension of
the questionnaire are presented in Table 2.

Table 2.

Conceptual Descriptions and Question Types in the Learning Experiences Dimension

EXPLANATION: The 2024 curriculum envisions structuring the learning-teaching process within
the framework of experience-based learning, context-based learning, project-based learning, inquiry-
based learning, and collaborative learning approaches.

1. When implementing the learning-teaching process for Theme A, indicate your
ability to use interactive teaching methods and techniques (such as stations,
brainstorming, discussion circles, the six thinking hats technique, etc.) that are
appropriate for the learning approaches mentioned above.

1 2 3 4 5

Interactive teaching methods and techniques appropriate to
learning approaches

2. Please explain the rationale for your response (score: 1-2-3-4-5) regarding your
ability to use teaching methods and techniques.

EXPLANATION: The 2024 curriculum envisions structuring the learning-teaching process with
consideration for holistic learning environments.
4. Please indicate your ability to reflect the holistic learning environments provided
below in the learning-teaching process of Theme A.

Yes No

Traditional physical learning environments (classrooms, laboratories,

libraries, workshops, etc.)

Online learning environments (virtual classrooms, online platforms, web-

based or mobile learning applications, webinars, etc.)

Social learning environments (community-based learning environments,

clubs and organizations, etc.)

Outdoor/classroom-based learning environments (natural environments,

museums, science centers, sports centers, etc.)

Virtual reality and augmented reality-based learning environments

5. If your answer is yes regarding your ability to use holistic learning
environments, please specify which environment you have benefited from.

Evidence of Learning (Measurement and Evaluation)

The measurement and evaluation process of teaching curriculum (evidence of learning)
emphasizes the need to continuously monitor students using various techniques and to
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incorporate skill-based outcome assessment practices. The curricula also recommend that at
least one performance task be assigned and implemented in each unit/theme/learning area
and that digital technologies be used for measurement and evaluation purposes (MoNE,
2024c). This means that the evaluation should cover not only the learning product but also the
learning process and be supported by various evidence. In this context, the questionnaire
includes five questions where teachers can express their opinions on their ability to use the
suggested measurement and evaluation tools/techniques and explain the other measurement
and evaluation tools/techniques they use and their reasons for using them. The conceptual
explanations and question types included in the learning evidence dimension of the
questionnaire are specified in Table 3.

Table 3.
Conceptual Explanations and Question Types in the Learning Evidence Dimension

EXPLANATION: The 2024 curriculum emphasizes that the measurement and evaluation process
(evidence of learning) should include skill-focused summative evaluation practices by continuously
monitoring students using various techniques.
1. When conducting the measurement and evaluation process for A Theme, indicate
your ability to use the techniques/tools mentioned below.
1 2 3 4 5
Student portfolios, assignments, projects, performance tasks,
presentations, checklists, exams, observation and interview
forms, student questionnaires, role-playing, group work,
scales, graduate questionnaires, classroom discussions,
self/peer/group evaluations, and reflective writing.
2. Please explain the rationale for your response (score: 1-2-3-4-5) regarding
measurement and evaluation tools/techniques.

EXPLANATION: In the 2024 curriculum, it is recommended that at least one performance task be
assigned for each unit/theme/learning area within the context of the measurement and evaluation
process. Furthermore, it is recommended that digital technologies be used for measurement and
evaluation purposes.
4. Please indicate your ability to use the following techniques/tools for assessing
student performance in the A Theme.

Yes No

Assigning performance tasks
Using digital technologies in performance-based measurement
and evaluation activities (simulation, scenario creation,
educational games, etc.)

5. If your answer is no, please explain why you cannot use it.

Differentiated Instruction

New curricula, within the context of inclusive education, aim to meet the interests,
abilities, and needs of students who are more advanced than their peers (enrichment) and
students who require more time and repetition in the learning process (support), by allowing
teachers to individualize instruction by complicating or simplifying the content, learning
process, environment, and measurement and evaluation process (MoNE, 2024c¢). This means
that teaching must be diversified so that every student can reach their full potential. In this
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context, the questionnaire included four questions that allowed teachers to explain their views
on whether they incorporated enrichment and support practices, the types of practices they
incorporated, and their reasons for doing so. The conceptual explanations and question types
included in the differentiated instruction section of the questionnaire are presented in Table 4.

Table 4.
Conceptual Explanations and Question Types in the Differentiated Instruction Dimension

EXPLANATION: In the 2024 curriculum, within the context of inclusive education, the aim is to
meet the interests, abilities, and needs of students who are more advanced than their peers
(enrichment) and students who need more time and repetition in the learning process (support). In
this context, it is recommended that teachers incorporate individualized instruction by either
simplifying or complexifying the content, learning process, learning environment, and measurement
and evaluation.
1. In the A theme, indicate whether you provide differentiated instruction
(enrichment) for students who are at a more advanced level than their peers in the
class.

Yes No

Expanding and deepening the subject matter (content, theme) (e.g., covering
topics outside the curriculum, establishing interdisciplinary connections,
focusing on higher-order skills, etc.)
Incorporating additional methods and techniques that enrich different ways
of thinking in learning processes (e.g., incorporating discovery-based
learning activities such as observation, experimentation, and data collection
to develop research skills, etc.)
Incorporating different tools and materials into learning environments (e.g.,
providing virtual, social, and out-of-class learning environments where
students can produce original and creative products according to their own
interests, etc.)
Providing feedback appropriate to the level of development, incorporating
different tools for measurement and evaluation. (For example, using
assessment tools/methods based on a process that assesses students’ original
and creative products according to their own interests, etc.)
2. If your answer to differentiated instruction is yes, please explain your practices
with examples.

If your answer is no, please explain why you are unable to incorporate
differentiated instruction.

3. In the A theme, indicate your situation regarding providing different approaches
(support) for students who need more time and repetition than their peers in the
classroom.

Yes No

Concretizing and simplifying the subject matter (content, theme) (e.g.,
breaking down topics in the curriculum into smaller parts and explaining
each one step by step in a simplified manner, etc.)

Incorporating methods and techniques that facilitate students’
understanding of fundamental concepts and principles in learning processes
(e.g., providing students with structured learning activities using step-by-
step instructions and checKlists, etc.)

Providing students with different tools and materials to address their
learning gaps (e.g., offering out-of-class learning environments where
students can address their learning gaps at their own pace, etc.)

Providing feedback appropriate to the level of development, incorporating
different tools for measurement and evaluation. (For example, using
assessment tools/methods that assess students’ achievement of each
simplified and segmented learning outcome, etc.)
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Continue to Table 2
4. If your answer to differentiated instruction is yes, please explain your practices
with examples.

If your answer is no, please explain why you are unable to incorporate
differentiated instruction.

Teacher Reflections

In the curriculum, teachers are expected to evaluate both their own strengths and
weaknesses as well as those of the curriculum. During this process, teachers can draw on
feedback from stakeholders such as “school administrators, other teachers, parents, and
academics” and utilize data from sources including “interview forms, self-assessment forms,
anecdotal records, journals, discussions, department and branch teacher council reports,
teacher council reports, development files, microteaching evaluations, and lesson reports”
(MoNE, 2024c). This situation is an important factor that supports teachers’ continuous
professional development and increases the effectiveness of the curriculum. In this context,
the questionnaire included two questions aimed at identifying the stakeholder groups teachers
used when reflecting, the data sources they used when reflecting, and their reasons for doing
so. The conceptual explanations and question types included in the teacher reflection section
of the questionnaire are presented in Table 5.

Table 5.

Conceptual Explanations and Question Types in the Teacher Reflections Dimension

EXPLANATION: In the 2024 curricula, teachers are expected to evaluate both their own strengths
and weaknesses as well as those of the curriculum. In this context, it is emphasized that teachers can
draw on feedback from stakeholders such as “school administrators, other teachers, parents, and
academics” when reflecting, and that they can use data sources such as “interview forms, self-
assessment forms, anecdotal records, diaries, debates, department and branch teacher council
reports, teacher council reports, portfolios, microteaching evaluations, and lesson reports.”

1. Please indicate your status regarding collaborating with the stakeholders listed

below and utilizing data sources for teacher reflection.

Yes No

School administrators,
Stakeholders were utilized during Other teachers
reflection Parents
Academics
Interview forms
Self-assessment forms
Anecdotal records
Journals
Discussions
Data sources used during reflection Department and branch teacher
council reports
Teacher council reports
Portfolios
Microteaching evaluations
Lesson reports
2. If your answer is no, please explain the reason for this answer.
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School-Based Planning

The new curricula expect teachers to organize school-based activities. School-based
planning refers to the time allocated for activities such as research and observation, social
activities, project work, local studies, and reading activities, which are decided upon by the
departmental teachers’ council to be carried out within the scope of the course. This approach
aims to provide flexibility by allowing teachers to adapt the curriculum (MoNE, 2024c¢). This
enables the curriculum to be adapted to local needs and conditions. In this context, the
questionnaire included two questions aimed at determining teachers’ views on planning
school-based activities, the types of school-based activities they planned, and their reasons for
not being able to plan school-based activities. The conceptual explanations and question types
included in the school-based planning dimension of the questionnaire are presented in Table
6.

Table 6.
Conceptual Descriptions and Question Types in the School-Based Planning Dimension

EXPLANATION: In the 2024 curriculum, teachers are expected to organize school-based activities.

School-based planning refers to the time allocated for activities such as research and observation,

social activities, project work, local studies, and reading activities, which are decided upon by the

teachers’ council to be carried out within the scope of the course. Within this scope, the aim is to
provide flexibility by allowing teachers the opportunity to adapt the curriculum.

1. Please indicate your status regarding planning school-based activities to be
carried out within the scope of the course in the teacher council.

Yes No

Status of planning school-based activities
2. If your answer is yes, please list examples of activities.

Extracurricular Activities

In the curriculum, teachers are expected to support students’ mental, social-emotional,
physical, and moral development through extracurricular activities; enable the
implementation of acquired skills in real life; and enrich academic work carried out in schools
(MoNE, 2024c). These activities aim to contribute to students’ holistic development and
extend learning beyond the school environment. In this context, the questionnaire included
two questions aimed at determining teachers’ views on their inclusion of extracurricular
activities, asking them to provide examples of such activities they included, and to explain the
reasons for not including extracurricular activities. The conceptual explanations and question
types included in the curriculum-related extracurricular activities dimension of the
questionnaire are presented in Table 7.
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Table 7.
Conceptual Explanations and Question Types in the Dimension of Extracurricular Activities

EXPLANATION: In the 2024 curriculum, teachers are expected to support students’ intellectual,
social-emotional, physical, and moral development through extracurricular activities; enable the
implementation of acquired skills in real life; and enrich academic work carried out in schools.
1. Please indicate whether you will be including extracurricular activities.
Yes No

Social responsibility activities
Lifelong learning activities
2. If your answer is yes, please list examples of activities.

General Evaluation and Suggestions

At the end of the questionnaire, the following open-ended question was asked to gather
teachers’ overall experiences regarding the implementation of the curriculum, the problems
they encountered, their criticisms, and their suggestions:

“Dear teacher, as an implementer of the curriculum, based on your classroom experiences,
could you explain the problems you have encountered, your criticisms, or your suggestions regarding
Theme A in the Curriculum?”

Discussion and Conclusion

The study aimed to develop a questionnaire that could be used to evaluate curricula
developed based on the TCEM in line with teachers’ opinions. During the development of the
questionnaire, the stages outlined by Biiyiikoztiirk (2005) were followed: definition of
problem, item writing, expert opinion, and preliminary implementation. These stages,
including definition of problem and item writing, require a comprehensive review of the
literature. Therefore, these stages are considered crucial in ensuring the content validity of the
survey.

In the literature review, no questionnaire studies were found regarding the evaluation
of curricula based on the TCEM. However, various studies evaluating curricula implemented
between 2005 and 2023 were identified. It has been determined that the structure of the
questionnaires and scales used in these studies includes items related to objectives, content
structures such as learning areas, topics, and units, learning experiences and measurement-
evaluation processes (Adigiizel & Oziidogru, 2014; Balikc1 vd., 2021; Baras1 & Erdamar, 2021;
Bas, 2016; Bayrak & Erden, 2007; Bedir Yoney & Aydin, 2021; Celik, 2021; Epcacan & Erzen,
2008; Giin, 2023; Sentiirk & Berk, 2019). In the structure of measurement tools in the
literature, it is generally seen that evaluations of curriculum elements are taken as a basis. The
inclusion of learning outcomes, learning experiences, and learning evidence dimensions in the
questionnaire developed in the study shows that the questionnaire is consistent with the
structure of measurement tools in the literature and the elements of the curriculum. In
addition, the questionnaire developed in the study includes different types of criteria related
to the quality of the curriculum with the dimensions of differentiated instruction, teacher
reflections, school-based planning, and extracurricular activities. This is because in the TCEM
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curricula, students achieve the targeted learning outcomes through holistic learning
experiences that include differentiated teaching practices and extracurricular activities. It is
recommended that this process be supported by teachers’ school-based planning activities and
reflection practices (MoNE, 2024c). Therefore, it is seen that the dimensions developed for the
questionnaire in the study cover the basic elements of the curriculum and the characteristics
of the TCEM curricula.

Other studies in the field of educational sciences have examined teachers’ views on
differentiated teaching practices (Giilay & Altun, 2024; Tepetas Cengiz et al., 2021), reflective
practices (Alp & Sahin Taskin, 2010), extracurricular activities (Kocayigit & Ekinci, 2020), and
school-based professional development environments (Deniz et al., 2017). It has been
determined that the structure of the measurement tools used in these studies is similar to the
aims of the questionnaire items developed in the study. When the characteristics of the data
collection tools used in the literature are evaluated in a comprehensive manner, it is seen that
the curriculum evaluation questionnaire developed in this study is a measurement tool with
high content validity and consistency with the curriculum elements.

The TCEM curricula are quite comprehensive in terms of terminology and contain
concepts that teachers may not be familiar with from previous curricula. These characteristics
are seen as a factor limiting curriculum evaluation studies based on teacher opinions. Sahin
Ipek et al. (2023) suggest that the complexity of the curriculum being evaluated should be
taken into account and emphasize the need for planning that supports a deep understanding.
In this context, the questionnaire developed for the study included explanations of the meaning
and function of concepts reflecting each dimension in the introduction section. In addition to
10 closed-ended questions, 13 open-ended questions were used to allow teachers to provide
detailed answers based on their experiences in implementing the curriculum. The fact that the
questionnaire contains conceptual explanations and different types of questions is considered
a factor that supports curriculum evaluation studies with different types of data and increases
the applicability of the measurement tool. In addition, the questions in the questionnaire were
developed in line with the TCEM Curricula Common Text and structured to evaluate the
curricula of different courses based on themes. Therefore, the questionnaire form can be
adapted to different themes for the evaluation of elementary, middle school, or high school
level curricula. The fact that the curriculum evaluation questionnaire can be used to evaluate
curricula at different grade levels demonstrates the high level of its widespread impact. As a
conclusion, a questionnaire form with a total of 23 items was developed covering the
dimensions of learning outcomes, learning experiences, evidence of learning, differentiated
instruction, teacher reflections, school-based planning, and extracurricular activities. It was
determined that the Curriculum Evaluation Questionnaire is a valid measurement tool that can
be used in the theme-based evaluation of different curricula.

Recommendations

The usage of the questionnaire developed in the study is limited to the evaluation of
implemented curricula based on teachers' opinions. It is recommended that the questionnaire
form be adapted to the themes in the curriculum of any course intended to be evaluated based
on teacher opinions.
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Tiirkiye Yiizyili Maarif Modeli
Kapsaminda Gelistirilen Ogretlm

Programlarini Degerlendirme Ogretmen
Anketi

Ozet

Program degerlendirme siirecinde farkli ve biiyiik gruplardan veri toplamayr saglayan olgme
araclarindan biri anketlerdir. Bu kapsamda arastirmada; Tiirkiye Yiizyil1 Maarif Modeline [TYMM]
dayali gelistirilen 6gretim programlarinin 6gretmen goriisleri dogrultusunda degerlendirilmesinde
kullanilabilecek bir anket gelistirilmesi amacglanmistir. Anketin gelistirilmesi asamasinda oncelikle
programlarda yer alan kavramlar ve ifade ettikleri anlamlar, program gelistirme alan yazinina uygun
olarak diizenlenmistir. Bu ¢alisma sonucunda anket formunda biitiinciil egitim yaklagimi kavramini
aciklayan “6grenme ¢iktilari, 6grenme-6gretme yasantilari, 6grenme kanitlari, farklilagtirilmis 6gretim,
o0gretmen yansitmalari, okul temelli planlama ve program dis1 etkinlikler” olmak iizere yedi temel
boyutun yer almasina karar verilmistir. Sonraki asamada arastirmanin genel amaci ve anketin 6l¢gmeyi
amagladigi kapsam ve oOzellikler dikkate alinarak madde havuzu olusturulmustur. Sonrasinda
hazirlanan anket taslak formunun kapsam gecerligi uzman goriisiine sunulmustur. Son asamada ise
taslak anket formu, aragtirmanin hedef kitlesiyle benzer ozellikler tasiyan bir 6gretmen grubuna
sorularin anlagilirligl, yanitlanabilirligi, amaca uygunlugu ve ortalama yanitlama siiresi acisindan
incelenmesi amaciyla uygulanmistir. Ogretmenlerden alinan geri bildirimler dogrultusunda gerekli
diizeltmeler yapilarak nihai anket formuna ulagilmistir. Sonuc olarak arastirmada; yedi temel boyutta
toplanan ve 6gretmenlerin genel degerlendirme ve 6nerilerine iligkin goriislerini belirlemeyi amaclayan
toplam 23 maddelik anket formu gelistirilmistir. Anket formunun, 6gretmen goriisleri dogrultusunda
degerlendirilmesi amaclanan herhangi bir dersin G6gretim programindaki temalara uyarlanarak
kullanilmasi 6nerilmektedir.

Anahtar Kelimeler: Tiirkiye Yiizyih Maarif Modeli, 6gretim programi, program degerlendirme,
anket gelistirme.

Giris

Tiirkiye Yiizyilh Maarif Modeline [TYMM] dayali gelistirilen programlar; yayimlanan
yonerge dogrultusunda okul oncesi diizeyde ve ilkokul, ortaokul ve lise diizeyinin ilk
siniflarinda 2024-2025 egitim Ogretim yilinda uygulanmaya baglamistir (Milli Egitim
Bakanhigi [MEB], 2024a). Programlarin gelistirilmesinde bireysel, sosyal, entelektiiel ve ahlaki
gelisimi amaclayan biitiinciil bir egitim anlayis1 temel alinmistir. Bilgi, beceri ve deger
kazanmimimi hedefleyen program yapilarinda ders bazinda belirlenen 6zel amaclara, 6grenme
ciktilarina, 6grenme c¢iktilarini olusturan siire¢ bilesenlerine yer verilmistir. Programlarda
benimsenen erdem-deger-eylem modeli, sistem okuryazarhig: ve sosyal ve duygusal 6grenme
becerileri programlar aras1 bilesenler olarak tiim derslerin 6nemli bir parcas1 olarak
goriilmektedir. Gelistirilen programlardaki diger yenilikler arasinda 6grenme ciktilar
bileseninde yer alan kavramsal beceriler ve okuryazarlik becerileri, farkhilastirilmis 6gretim
kapsaminda yer alan zenginlestirme ve derinlestirme uygulamalari, program disi etkinlikler,
okul temelli planlama ve 6gretmen yansitmalari bilesenleri yer almaktadir (MEB, 2024b).
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Programlarin bireylerin biligsel, duyussal, sosyal ve ahlaki acidan c¢ok yonli
gelisimlerini amaclamasi, detayll bir yapida aciklanan ogrenme ciktilarina ve siirec
bilesenlerine yer vermesi, bireysel farkliliklarin 6nemine vurgu yapmasi, beceri kazanimim
esas almasi, uygulama esaslarini kilavuz ve 6rneklerle agiklamasi, teknoloji entegrasyonunu
icermesi, 0gretmenlere uygulama siirecinde esneklik ve inisiyatif alma firsat1 sunmasi gibi
ozellikleri giiclii yonler arasinda degerlendirilmektedir (Akpinar vd., 2024; Banaz, 2024; Berk
& Ozer, 2025; Késeoglu, 2025; Uredi, 2024; Yurdakal, 2024). Bununla birlikte programlarda
ihtiyac analizi ¢calismalarinin ve bu dogrultuda benimsenen felsefenin belirgin olmamasi,
toplum merkezli ideolojik unsurlarin baskin olmasi, yaratict diisiinme ve yaratici okuma
becerilerinin sinirli bir yapida ele alinmasi programlara getirilen elestirel arasindadir (Akpinar
vd., 2024; Turan & Naziroglu, 2024; Yasar, 2024; Yurdakal, 2024).

Programlarin yapisal olarak giiclii ve gelistirilmesi gereken yonleri oldugu goriilmekle
birlikte; programlara iligkin asil degerlendirmelerin uygulama siirecinde ve sonrasinda
yapilmas: gerektigi belirtilmektedir (Akpmar vd., 2024). Bu kapsamda gelistirilen ya da
giincellenen Ogretim programlarimin amaclara uygunluk diizeyinin, 6grenci bilgi ve
becerilerini gelistirmedeki yeterliginin incelenmesi ile egitim sisteminin etkililiginin
degerlendirilmesi gerekmektedir. Bu siirec, eksikliklerin belirlenmesine ve programlarin
gerekli durumlarda giincellenmesine katki saglamasi acisindan oldukga 6nemli goriilmektedir
(Yurdakal, 2024).

Ilgili alan yazim1 degerlendirildiginde; TYMM'ye dayal gelistirilen ilkdgretim ve
ortadgretim programlarinin dokiiman incelenmesi yontemi kullanmilarak farkl program 6geleri
acisindan incelendigi belirlenmistir. Bu kapsamda matematik (Kuzu vd., 2025) Tiirkce (Banaz,
2024; Stgimlii & Bahsi, 2025; Yurdakal, 2024), hayat bilgisi (Cakir, 2025), sosyal bilgiler
(Aslan, 2025; Seker, 2024), fen bilimleri (Bilir, 2025) ve din kiiltiirii ve ahlak bilgisi (Koseoglu,
2025; Turan & Naziroglu, 2024; Yasar, 2024) derslerine yonelik 6gretim programlarinin
inceleme kapsamina alindig1 goriilmektedir. Dokiiman incelemesine dayali bu caligmalar
programlarin degerlendirilmesine katki saglamakla birlikte, uygulamadan sorumlu
paydaslarin programin yapisi ve isleyisine yonelik katilimlari ile gereksinimlerin belirlenmesi
program gelistirme ve degerlendirme caligmalarinda 6nemli bir yere sahiptir (Macdonald,
2003). Bu kapsamda Uredi’nin (2024) arastirmasinda dokiiman incelemesine ek olarak fen
bilimleri ve matematik dersi 6gretim programlarindaki 6l¢gme-degerlendirme uygulamalar
Oogretmen goriislerine basvurularak degerlendirilmistir. Arslan (2025) tarafindan
gerceklestirilen aragtirmada ise hayat bilgisi dersi 6gretim programinin genel yapisi ve isleyisi
ogretmen goriisleri dogrultusunda degerlendirilmistir. Ogretmen goriislerine basvurulan bu
arastirmalarda verilerin toplanmasinda goriisme yontemi kullanmilmigtir.

Gozlem, goriisme ve dokiiman incelemesi gibi yontemlere gore farkh ve biiyiik gruplara
ulasmayi saglayan 6l¢cme araclarindan biri de anketlerdir (Biiyiikoztiirk, 2005). Ilgili alan yazin
taramasinda 6gretim programlarinin degerlendirilmesinde kullanilabilecek kapsamli bir
Olcme araci olan herhangi bir anket gelistirme calismasina rastlanmamis olmasi arastirmaya
duyulan gereksinimi ortaya cikarmistir. Bu kapsamda arastirmada, TYMM'ye dayal
gelistirilen 6gretim programlarinin 6gretmen goriisleri dogrultusunda degerlendirilmesinde
kullanilabilecek bir anket gelistirilmesi amacglanmistir.
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Yontem

Anket Formunun Gelistirilmesi

Ogretim Programlarim Degerlendirme Anketi'nin gecerli ve giivenilir bir veri toplama
araci olarak gelistirilmesi amaciyla Biiyiikoztiirk (2005) tarafindan belirtilen “problemin

tanimlanmas1”, “madde yazma”, “uzman goriisii alma” ve “6n uygulama yapma” olmak tizere
dort temel agsama referans alinmistir.

Problemin Tanmimlanmast

Bu asamada, programin tanitilmasi amaciyla MEB (2024c¢) tarafindan hazirlanan
“Tiirkiye Yiizyih Maarif Modeli Ogretim Programlar1 Ortak Metni” bashkh dokiiman dort
program gelistirme uzmani tarafindan incelenmistir. Programda yer alan kavramlar ve ifade
ettikleri anlamlar, program gelistirme alan yazini1 terminolojisine uygun olarak diizenlenmis
ve anket formunda programin iddia ettigi “biitiinciil egitim yaklasimi” kavramini agiklayan
“ogrenme ciktilari, 6grenme-ogretme yasantilari, 6grenme kanitlari, farklilagtirilmis 6gretim,
ogretmen yansitmalari, okul temelli planlama ve program dis1 etkinlikler” olmak iizere yedi
temel boyutun yer almasina karar verilmistir. Problemin tanimlanmasi ve ilgili boyutlarin
belirlenme siireci program okuryazarligi kavramina iligkin alan yazin taramasiyla da
desteklenmistir. Arastirmanin genel amaci ve anketin 6l¢gmeyi amacladigi kapsam ve 6zellikler
netlestirilerek, toplanacak verilerin tiirii ve kapsami belirlenmistir. Béylece anket formunda
yer alacak sorularin gelistirilmesine temel olusturmustur.

Madde Yazma (Taslak Form Olusturma)

Bu siirecte, ankette yer almasina karar verilen her bir boyuta iliskin TYMM program
dokiimanlar ve ilgili alan yazinindan yararlanilarak nicel ve nitel sorulardan olusan bir madde
havuzu olusturulmustur. Anket, 6gretmenlerin demografik 6zelliklerini belirlemeye yonelik
kisisel bilgileri ve programin “6grenme ciktilari, 6grenme-6gretme yasantilari, 6grenme
kanitlari, farklilagtirilmig 6gretim, 6gretmen yansitmalari, okul temelli planlama ve program
dis1 etkinlikler” olmak {izere yedi boyutuna iliskin ogretmenlerin goriislerini belirlemeye
yonelik sorulari igermektedir. Maddeler, hem agik uglu (yapilandirilmamis) hem de kapali uglu
(vapilandirilmig) soru formlarinda hazirlanmigtir. Ankette yer alan kapali uclu sorular,
katilimeilarin goriislerini hizli ve kolay bir bicimde yansitabilmelerine olanak saglarken agik
uclu sorular, 6gretmenlerin programi uygulama deneyimleri dogrultusunda ayrintil yanitlar
vermelerine olanak taniyarak programin uygulanabilirligine iliskin derinlemesine bilgi
toplamay1 amaclamaktadir. Kapali uglu sorularin bazilarinda 5°1i Likert tipi derecelendirme
Olgekleri kullanihirken bazilarindaysa yaniti evet-hayir olan sorular yer almaktadir. Bu
asamanin sonunda, “Anket Taslak Formu [ATF]” olusturulmustur.

Uzman Goriisii Alma

Hazirlanan ATF, kapsam gegerligi, maddelerin anlasilirhg, dil ve anlatim uygunlugu
ve Olc¢lilmek istenen ozellikleri yansitma derecesi acisindan degerlendirilmek iizere egitim
programlar1 ve 6gretim, olgme ve degerlendirme, simif egitimi, Tiirkce egitimi, matematik
egitimi, fen bilimleri egitimi ve sosyal bilgiler egitimi alanlarindaki 6gretim iiyelerinin ve
deneyimli 6gretmenlerin goriisiine sunulmustur. Uzmanlardan, kendilerine sunulan Uzman
Degerlendirme Formu araciligiyla maddeleri, kapsam gecerligi, maddelerin anlasilirhig, dil ve
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anlatim uygunlugu ve o6lgiilmek istenen ozellikleri yansitma olgiitleri agisindan inceleyerek
maddelerin uygunlugunu “uygun “ve “uygun degil-gerekce” biciminde yansitmalar:
istenmistir. Uzmanlardan gelen goriisler, tiim boyutlarin ve boyutlar altindaki sorularin
kapsam gecerligi agisindan uygun oldugu seklindedir. Ancak anketteki iki soru maddesinde
anlasilirlik agisindan birtakim diizeltmeler gerceklestirilmistir. Uzmanlardan gelen doniitler
aragtirmacilar tarafindan incelenerek anket formu tizerinde gerekli diizeltmeler yapilmistir.
Son olarak anketin sayfa yapisi, sorularin siralanisi, yazi formati gibi kullamighlhik 6zelliklerine
ve yonergesine iliskin de diizenlemeler yapilarak anketin “On Uygulama Formu [OUF]”
olusturulmustur.

On Uygulama Yapma

Ankette yer alan sorularin anlagilirligl, yanitlanabilirligi, amaca uygunlugu ve ortalama
yanitlama siiresi acisindan incelenmesi amaciyla OUF, arastirmanin hedef kitlesiyle benzer
ozellikler tasiyan bir 6gretmen grubuna uygulanmistir. Bu grup, alti sinif 6gretmeninden ve
dort brans 6gretmeninden olusmaktadir. Ogretmenlerin sunduklar: geri bildirimler genellikle
programin terminolojik acidan oldukca kapsamli olmasi, programda daha oOnceki
programlardan asina olmadiklar1 kavramlarin yer almasi, bu kavramlara hizmet ici egitimler
araciligiyla yeterince anlam yiikleyememeleri ve anketin uygulanma siiresinin uzun olmasi ile
ilgilidir. Bu geri bildirimlere bagl olarak anketteki her bir boyutun giris kismina ilgili boyutu
yansitan kavramlarin anlam ve islevine iligkin aciklamalara yer verilmis; programda yer alan
ve Ogretmenler icin acik olmayan kavramlar (6rnegin 6grenme ciktilari, 6grenme kanitlari),
kendilerine tamidik olan kavramlarla (6rnegin kazanimlar, 6lgme ve degerlendirme siireci)
aciklanmaya cahisilmistir. On uygulama sonucunda elde edilen veriler ve 6gretmenlerden
alian geri bildirimler 15181nda anket formuna son sekli verilmistir.

Anket formu, iki ana boliimden olusmaktadir. Birinci boliimde 6gretmenlerin kisisel
bilgilerine yonelik 15 soru; ikinci boliimde ise programin yedi boyutunu degerlendiren ve her
bir boyut icin agik ve kapali uglu sorular: iceren maddeler yer almaktadir. Nihai anket formu
farkli derslerin 6gretim programlarini tema bazinda degerlendirmek iizere yapilandirilmigtir.
Bu kapsamda anket; degerlendirilmesi amaclanan herhangi bir dersin 6gretim programinda
yer alan bir ya da birden fazla temaya uyarlanarak kullanilmalidir.

Arastirmanin Etik izinleri:

Bu calismada “Yiiksekogretim Kurumlar: Bilimsel Arastirma ve Yayin Etigi Yonergesi”
kapsaminda uyulmasi gerektigi belirtilen tiim kurallara uyulmustur. Yonergenin ikinci boliimii
olan “Bilimsel Arastirma ve Yayin Etigine Aykir1 Eylemler” baghg: altinda belirtilen eylemlerin
higbiri gerceklestirilmemistir.

Etik Kurul izin Bilgileri:

Arastirma, kamuya acgik dokiimanlarla gerceklestirildigi ve anket gelistirme siireci
dahilinde arastirmanin hedef kitlesiyle benzer 6zellikler tasiyan alti simif 6gretmeni ve dort
brang 6gretmeninden sorularin anlasilirligi, yanitlanabilirligi, amaca uygunlugu ve ortalama
yanitlama siiresi agisindan incelenmesi amaciyla gortislerine basvuruldugundan etik kurul izni
gerektirmemektedir.
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Bulgular

Bu béliimde, “Ogretim Programlarim1 Degerlendirme Anketi'nde yer alan yedi temel
boyutta yer alan agik-kapali uclu soru tiirleri alt baghiklar sunularak agiklanmistir.

Ogrenme Ciktilar1 (Kazanimlar)

Anketin ilk boyutu oOgrenme ¢iktilarin1 degerlendirmeye yonelik sorulardan
olusmaktadir. Bireylerin istenilen ozellikleri kazanmalar igin Ogretim programlarinda,
ogrenme ciktilar1 ile “kavramsal beceriler, alan becerileri, egilimler, programlar arasi
bilesenler” olmak {izere dort temel bilesen biitiinlestirilerek sunulmustur (MEB, 2024c). Bu
nedenle anketin bu boyutunda oOncelikle biitiinciil yaklagimin yapisi dikkate alinarak
ogretmenlerden isledikleri tema cercevesinde programda oOgrenme ciktilariyla birlikte
belirtilen dort bilesene ne o6lciide ulastiklarina iliskin goriislerini belirletebilecekleri bir soru
yer almaktadir. Ardindan verdikleri yanitlarin gerekgelerini agiklamalarina olanak saglayacak
acik uclu soruya yer verilmistir.

Ogrenme-Ogretme Yasantilar:

Yeni programlar, 6grenme-0gretme siirecinin yasant1 temelli 6grenme, baglam temelli
ogrenme, proje temelli 0grenme, sorgulamaya dayali 6grenme ve is birlikli 6grenme
yaklasimlar1 cercevesinde yapilandirilmasini ongormektedir. Ayrica, O0grenme-6gretme
siirecinin biitlinciil 6grenme ortamlar1 dikkate alinarak yapilandirilmasi beklenmektedir
(MEB, 2024c¢). Bu kapsamda anketin 6grenme yasantilar1 boyutunda; ilk olarak 6gretmenlerin
ogrenme yaklasimlarina uygun 6gretim yontem ve teknikleri kullanabilme durumuna iliskin
bir goriislerini belirletebilecekleri bir soru yer almaktadir. Ardindan 6gretmenlerin verdikleri
yanitlarin gerekcelerini agiklamalarina ve kullandiklar1 diger ogretim yontem ve teknikleri
belirtmelerine olanak saglayacak iki acik uclu soruya yer verilmistir. Ayrica, 6gretmenlerin
biitiinciil 6grenme ortamlarini yansitabilme durumlarina iligkin goriislerini belirtebilecekleri,
yararlanilan biitlinciil 6grenme ortamlarini ve gerekeelerini aciklayabilecekleri iki soru
bulunmaktadir.

Ogrenme Kanitlar1 (Olcme ve Degerlendirme)

Ogretim programlarimin 6leme ve degerlendirme siirecinde (6grenme kanitlar);
ogrencilerin siirekli olarak ve cesitli tekniklerle izlenmesi, beceri odakli sonug¢ degerlendirme
uygulamalarina yer verilmesi gerektigini vurgulamaktadir. Programlar ayrica, her
iinite/tema/6grenme alaninda en az bir tane performans gorevinin verilmesi ve uygulanmasi
ile dijital teknolojilerin 6lcme ve degerlendirme amaciyla kullanilmasini onermektedir (MEB,
2024c¢). Bu kapsamda ankette; Ogretmenlerin  Onerilen  Ol¢me-degerlendirme
araclarini/teknikleri kullanabilme durumlarina iligkin goriislerini belirtebilecekleri, kullanilan
diger 6l¢me-degerlendirme araclarini/tekniklerini ve gerekcelerini agiklayabilecekleri bes soru
bulunmaktadir.

Farklilastirilmis Ogretim

Yeni programlar, kapsayici egitim baglaminda, akranlarina gore daha ileri diizeyde olan
ogrencilerin (zenginlestirme) ve 6grenme siirecinde daha fazla zamana, tekrara ihtiya¢ duyan
ogrencilerin (destekleme) ilgi, yetenek ve ihtiyaclarinin karsilanmasi amaciyla, 6gretmenlerin
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basitlestirerek bireysellestirilmis 6gretime yer vermelerini ongormektedir (MEB, 2024c¢). Bu
kapsamda ankette; 6gretmenlerin zenginlestirme ve destekleme uygulamalarina yer verme
durumlarma iligkin goriislerini, yer verdikleri uygulama tiirlerini ve gerekcelerini
aciklayabilecekleri dort soruya yer verilmistir.

Ogretmen Yansitmalar:

Ogretim programlarinda, Ogretmenlerden hem kendilerinin hem de 6gretim
programlarinin giiclii ve zayif yonlerini degerlendirmeleri beklenmektedir. Bu siirecte
ogretmenlerin “okul yoOneticileri, diger oOgretmenler, veliler ve akademisyenler” gibi
paydaslardan aldiklar1 geri bildirimlerden beslenebilecekleri ve “goriisme formlari, 0z
degerlendirme formlari, anekdot kayitlari, giinliikler, miinazara, ziimre ve sube 6gretmenler
kurulu raporlari, ogretmenler kurulu raporlar,, gelisim dosyalar, mikro Ogretim
degerlendirmeleri ve ders raporlari”” gibi veri kaynaklarinm1 kullanabilecekleri
vurgulanmaktadir (MEB, 2024c). Bu kapsamda ankette; 0gretmenlerin yansitma yaparken
yararlandiklar1 paydas gruplarini, yansitma yaparken yararlandiklar1 veri kaynaklarini
belirtmelerini ve gerekgelerini agiklamalarim1 amaglayan iki soruya yer verilmistir.

Okul Temelli Planlama

Yeni programlar, oOgretmenlerden okul temelli etkinlikler diizenlemelerini
beklemektedir. Okul temelli planlama; ziimre 6gretmenler kurulu tarafindan ders kapsaminda
gerceklestirilmesi kararlagtirllan arastirma ve gozlem, sosyal etkinlikler, proje calismalari,
yerel calismalar, okuma etkinlikleri gibi calismalara ayrilan siireyi ifade etmektedir. Bu yolla
ogretmenlere Ogretim programini uyarlama olanag1 taninarak esneklik saglanmasi
amaclanmistir (MEB, 2024c). Bu kapsamda ankette; 6gretmenlerin okul temelli etkinlikleri
planlama durumlarina iligskin goriislerini ve planladiklar1 okul temelli etkinlik tiirlerini
belirtmelerini ve okul temelli etkinliklere yer verememe gerekeelerini aciklamalarini
amaclayan iki soruya yer verilmistir.

Program Dis1 Etkinlikler

Ogretim programlarinda, 6gretmenlerden program disi etkinlikler yoluyla 6grencilerin
zihinsel, sosyal-duygusal, fiziksel ve ahlaki gelisimini desteklemeleri; kazanilan becerilerin
gercek hayatta uygulanmasina olanak tanimalar1 ve okullarda yiiriitiilen akademik ¢calismalar1
zenginlestirmeleri beklenmektedir (MEB, 2024c). Bu kapsamda ankette; Ogretmenlerin
program dis1 etkinliklere yer verme durumlarina iligkin goriiglerini, yer verdikleri program dis1
etkinlik ornekleri belirtmelerini ve program dis1 etkinliklere yer verememe gerekcelerini
aciklamalarini amaclayan iki soruya yer verilmistir.

Genel Degerlendirme ve Oneriler

Anketin sonunda; oOgretmenlerin programimn uygulanmasia iligkin genel
deneyimlerini, karsilastiklar: sorunlari, elestirilerini ve 6nerilerini almak amaciyla bir acik u¢lu
soruya yer verilmistir.
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Tartisma ve Sonuc¢

Aragtirmada, TYMM’ye dayali gelistirilen 6gretim programlarinin 6gretmen goriisleri
dogrultusunda degerlendirilmesinde kullanilabilecek bir anket gelistirilmesi amaclanmistir.
Alan yazin1 taramasinda, 2005-2023 yillar1 arasinda uygulamada olan programlarin
degerlendirilmesine yonelik farkli caligmalarin oldugu goriilmektedir. Bu arastirmalarda
kullanilan anketlerin ve oOlgeklerin yapisinda; amaclara ve 6grenme alanlari, konular ve
tiniteler gibi icerik yapilarina, 6grenme yasantilarina ya da dl¢gme-degerlendirme siireclerine
yonelik maddelerin yer aldig1 belirlenmistir (Adigiizel & Oziidogru, 2014; Balike vd., 2021;
Baras1 & Erdamar, 2021; Bas, 2016; Bayrak & Erden, 2007; Bedir Yoney & Aydin, 2021; Celik,
2021; Epcacan & Erzen, 2008; Giin, 2023; Sentiirk & Berk, 2019).

Alan yazinindaki 6lgme araclarinin yapisinda, genel olarak program 6gelerine yonelik
degerlendirmelerin temel alindig1 goriilmektedir. Arastirmada gelistirilen ankette de 6grenme
ciktilar1, 6grenme yasantilar1 ve 6grenme kanitlar1 boyutlarinin yer almasi, anketin alan
yazinindaki Olgme araglarimin yapisiyla ve programin oOgeleriyle tutarhi oldugunu
gostermektedir. Buna ek olarak arastirmada gelistirilen anket; farklhilastirllmis ogretim,
Oogretmen yansitmalari, okul temelli planlama ve program dis1 etkinlikler boyutlariyla
programin niteligine iliskin farkhh tiirdeki Olgiitleri igermektedir. Ciinki TYMM
programlarinda, 6grencilerin hedeflenen O0grenme ciktilarina ulasmalari; farklhilastirilmis
ogretim uygulamalarim1 ve program dis1 etkinlikleri igeren biitiinciil 6grenme yasantilar
araciligiyla gerceklesmektedir. Bu siirecin, 0gretmenlerin okul temelli planlama ¢alismalariyla
ve yansitma uygulamalariyla desteklenmesi oOnerilmektedir (MEB, 2024c). Dolayisiyla,
aragtirmada gelistirilen ankete yonelik boyutlarin; egitim programinin temel 6gelerini ve
TYMM programlarinin 6zelliklerini kapsadig1 goriilmektedir.

TYMM programlari; terminolojik acidan olduk¢a kapsamli olup, 6gretmenlerin 6nceki
programlardan asina olmadiklar1 bazi kavramlar yapisinda barindirmaktadir. Sahin Ipek vd.
(2023) degerlendirme ¢alismalarinda; degerlendirilen programin karmasikliginin goz oniinde
bulundurulmasini 6nermekte, derinlemesine bir anlayis1 destekleyen planlamalara gereksinim
duyuldugunu belirtmektedir. Arastirma gelistirilen anketin kavramsal agiklamalar1 ve farkh
soru tiirlerini icermesi; program degerlendirme calismalarinin farkli veri tiirleriyle
desteklenmesini ve Ol¢gme aracinin uygulanabilirligini artiran bir faktor olarak
degerlendirilmektedir.

Sonuc olarak arastirmada; 6grenme ciktilarl, 6grenme yasantilari, 6grenme kanitlari,
farklilagtinlmig Ogretim, G6gretmen yansitmalarl, okul temelli planlama, program disi
etkinlikler boyutlarinda toplanan ve 6gretmenlerin genel degerlendirme ve Onerilerine iligkin
goriislerini belirlemeyi amaclayan toplam 23 maddelik anket formuna ulasilmistir. Ogretim
Programlarimi Degerlendirme Anketi'nin farkh o6gretim programlarinin tema bazh
degerlendirilmesinde kullamilabilecek, kapsam gecerligi yiiksek bir Olgme araci oldugu
belirlenmistir.
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Oneriler

Aragtirmada gelistirilen anketin kullanimi, uygulamadaki programlarin 6gretmen
goriiglerine dayali degerlendirilmesiyle simirhidir. Anket formunun; Ogretmen goriisleri
dogrultusunda degerlendirilmesi amagclanan herhangi bir dersin 6gretim programindaki
temalara uyarlanarak kullanilmasi 6nerilmektedir.
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EK-Tiirkiye Yiizyil1 Maarif Modeli Kapsaminda Gelistirilen Ogretim
Programlarimi Degerlendirme Anketi

1. BOLUM
KiSiSEL BIiLGILER
1. Cinsiyet
Kadin Erkek
() )
2. Mesleki Deneyiminiz
1-5 Y1l 6-10 Y1l 11-15 Yil 16-20 Yil 21-25 Yil 26 Yil +
¢ ) ) ¢ ) ) ¢ ) )
3. Ogrenim Durumunuz
On Lisans Lisans Yiiksek Lisans Doktora
) ) C ) C )
4. Gorev yaptiginiz okulun sosyo-ekonomik diizeyini nasil tanmimlarsimiz?
Diisiik Orta Yiiksek
) ) )
5. Gorev yaptiginiz okulun akademik basar1 diizeyini nasil tanimlarsimiz?
Diisiik Orta Yiiksek
C ) C ) C )
6. Ders verdiginiz siniflardaki ortalama 6grenci mevcudu nedir?
1-10 11-20 21-30 31+
() C ) () ()
7. Ders verdiginiz siniflarda yabanci uyruklu 6grenci bulunmakta midir?
Hayir Evet
() ()
8. Ders verdiginiz siniflardaki yabanci uyruklu 6grenci sayisi nedir?
1-5 6-10 11-15 16+
) ) ¢ ) )
9. Ders verdiginiz siniflarda dezavantajh 6grenci bulunmakta midir?
Hayir Evet
C ) C )
10. Ders verdiginiz simiflardaki dezavantajh 6grenci sayisi nedir?
1-5 6-10 11-15 16+
() () ) ()
11. Haftalik ders saati yiikiiniiz nedir?
1-15 16-20 21-25 26-30 31+
) ) ) ¢ ) ¢ )
12. Okulunuzun bulundugu boélgeyi cografi acidan nasil tamimlarsiniz?
Kentsel Yari1-Kentsel Kirsal
) () ()
13. Son ii¢ y1l icerisinde alaninizla ilgili mesleki gelisim etkinliklerine katildiniz mi1?
Hayir Evet
) )
14. Egitim politikalarinda gerceklestirilen degisikliklere ne diizeyde giiveniyorsunuz?
Diisiik Orta Yiiksek
C ) C ) C )
15. Egitim teknolojilerine yatkinliginizi nasil nitelendirirsiniz?
Diisiik Orta Yiiksek
) ) C )
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2. BOLUM
ANKET

OGRENME CIKTILARI (KAZANIMLAR)
ACIKLAMA: 2024 6gretim programlarinda 6grenme ciktilarinin (kazanmimlarinin) asagidaki dort
bilesenden olustugu vurgulanmaktadir:

e. Kavramsal beceriler (1. Biitiinlesik beceriler: Celigki giderme becerisi, gézlemleme
becerisi, 6zetleme becerisi, ¢6ziimleme becerisi, siniflandirma becerisi, bilgi toplama
becerisi, karsilagtirma becerisi, sorgulama becerisi, genelleme becerisi, ¢ikarim yapma
becerisi, gozleme dayali tahmin etme becerisi, mevcut bilgiye/veriye dayal tahmin etme
becerisi, yapilandirma becerisi vb. 2. Ust Diizey Diisiinme Becerileri: Karar verme
becerisi, problem ¢6zme becerisi, elestirel diisiinme becerisi 3. Temel beceriler: Saymak,
okumak, yazmak, ¢izmek, bulmak, secmek, belirlemek, isaret etmek, 6lgmek, sunmak,
cevirmek, kaydetmek vb.)

f. Alan becerileri (Tiirkce, sosyal bilimler, matematik, fen bilimleri becerileri)

g. [Egilimler (Benlik, sosyal, entelektiiel egilimler)

h. Programlar aras1 bilesenler (Sosyal-duygusal oOgrenme becerileri, degerler,
okuryazarlik becerileri, disiplinler arasi iligkiler, beceriler arasi iligkiler)

1. A temasinmin kazamimlarmm gerceklestirirken asagidaki dort bilesene ulasma
durumunuzu isaretleyiniz.

1 |2 [3 [4 |5

Kavramsal Beceriler

Alan becerileri

Egilimler

Programlar arasi bilesenler

2. Dort bilesene iliskin vermis oldugunuz yanitlarin (puanlarin: 1-2-3-4-5)
gerekcelerini aciklayiniz.

OGRENME-OGRETME YASANTILARI
ACIKLAMA: 2024 6gretim programlarinda 6grenme-6gretme siirecinin, yasanti temelli 6grenme,
baglam temelli 6grenme, proje temelli 6grenme, sorgulamaya dayali 6grenme, isbirlikli 6grenme
yaklagimlar: cercevesinde yapilandirilmasi 6ngoriilmektedir.

3. A temasmin o6grenme-ogretme siirecini gerceklestirirken yukarida sozii edilen
ogrenme yaklasimlarima uygun etkilesimli 6gretim yontem-tekniklerini (istasyon,
beyin firtinasi, konusma halkasi, alt1 sapkal1 diisiinme teknigi vb.) kullanabilme
durumunuzu isaretleyiniz.

1 2 3 |14 5

Ogrenme yaklasimlarina uygun etkilesimli 6gretim yontem
teknikleri

4. Ogretim yontem tekniklerini kullanabilme durumunuza iliskin vermis oldugunuz
yanitin (puanin: 1-2-3-4-5) gerekcesini aciklaymiz.

ACIKLAMA: 2024 06gretim programlarinda Ogrenme-6gretme siirecinin biitlinctil 6grenme
ortamlar1 dikkate alinarak yapilandirilmasi 6ngoriilmektedir.
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6. Asagida verilen biitiinciil 6grenme ortamlarimi A temasmin 6grenme-ogretme
siirecine yansitabilme durumunuzu isaretleyiniz.

Evet | Hayir

Geleneksel fiziksel 6grenme ortamlar: (sinif, laboratuvar, kiitiiphane, atolye
vb.)

Cevrim igi 6grenme ortamlar1 (sanal smiflar, ¢evrimici platformlar, web
tabanlh veya mobil 6grenme uygulamalari, web seminerleri vb.)

Sosyal O0grenme ortamlar1 (topluluk tabanli 6grenme ortamlari, kuliip ve
organizasyonlar vb.)

Acik alan/simif dis1 6grenme ortamlari (dogal gevreler, miize, bilim merkezi,
spor merkez vb. alanlar)

Sanal gerceklik ve artirilmis gergeklik tabanl 6grenme ortamlari

7. Biitiinciil O0grenme ortamlarmmi kullanabilme durumunuza iliskin vermis
oldugunuz yamit evet ise hangi ortamdan yararlandigimizi belirtiniz.

Yanitiniz hayir ise kullanamama gerekcenizi aciklayiniz.

OGRENME KANITLARI (OLCME VE DEGERLENDIRME)

ACIKLAMA: 2024 6gretim programlarinda 6lgme ve degerlendirme siireci (6grenme kanitlari),
ogrencilerin siirekli olarak ve cesitli tekniklerle izlenilerek beceri odakli sonu¢ degerlendirme
uygulamalarina yer verilmesi gerektigini vurgulamaktadir.

8. A temasinin 6l¢cme ve degerlendirme siirecini gerceklestirirken asagida sozii edilen
teknikleri/araclari kullanabilme durumunuzu isaretleyiniz.

1 |2 |3 (4 |5

Ogrenci portfolyolari, 6devler, projeler, performans gorevleri,
sunumlar, kontrol listeleri, sinavlar, gozlem ve goriisme
formlari, 6grenci anketleri, rol yapma, grup calismasi,
oOlcekler, mezun anketleri, sinif i¢i tartismalar, 6z/akran/grup
degerlendirmeleri ve yansitma yazilari

9. Olcme ve degerlendirme araclarma/tekniklerine iliskin vermis oldugunuz yanitin
(puanin: 1-2-3-4-5) gerekcesini aciklayimiz.

10. A temasinda sizin kullandiginiz diger 6lcme ve degerlendirme araclari/ teknikleri
nelerdir?

ACIKLAMA: 2024 0Ogretim programlarinda olgme ve degerlendirme siireci baglaminda her
iinite/tema/6grenme alaninda en az bir tane performans gorevinin verilmesi ve uygulanmasi
ongoriilmiistiir. Ayrica dijital teknolojilerin Olgme ve degerlendirme amaciyla kullanilmasi
Onerilmistir.
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11. A temasinda ogrenci performansmin degerlendirilmesine iliskin asagidaki
teknikleri/araclari kullanabilme durumunuzu isaretleyiniz.
Evet Hayir

Performans gorevi verme

Performansa dayali 6lgme ve degerlendirme etkinliklerinde
dijital teknolojileri kullanma (Simiilasyon, senaryo olusturma,
egitsel oyun vb.)

12. Yanitimiz hayir ise kullanamama gerekcenizi aciklayiniz.

FARKLILASTIRILMIS OGRETIM
ACIKLAMA: 2024 6gretim programlarinda, kapsayici egitim baglaminda, akranlarina gore daha
ileri diizeyde olan 6grencilerin (zenginlestirme) ve 6grenme siirecinde daha fazla zamana ve tekrara
ihtiya¢ duyan oOgrencilerin (destekleme) ilgi, yetenek ve ihtiyaclarinin karsilanmas1 amaciyla,
Ogretmenlerin  icerigi, Ogrenme siirecini ve ortamini, Olcme degerlendirme siirecini
karmasiklastirarak ya da basitlestirerek bireysellestirilmis 6gretime yer vermeleri 6ngoriilmektedir.

13. A temasinda, sinifta akranlarina gore daha ileri diizeyde olan 6grenciler icin farklh
uygulamalara yer verme (zenginlestirme) durumunuzu isaretleyiniz.
Evet Hayir

Konuyu (icerigi, temay1) genisletme, derinlestirme (Ornegin,
ogretim programinin disindaki konulara yer verme, disiplinler
arasi aglantilar kurma, {ist diizey becerilere odaklanma vb.)
Ogrenme  siireclerinde farkli  diislinme  bicimlerini
zenginlestirecek ek yontem-tekniklere yer verme (Ornegin,
arastirma becerilerini kazandirmak amaciyla gézlem, deney,
veri toplama gibi kesfe dayali 6grenme etkinliklerine yer
verme vb.)

Ogrenme ortamlarinda farkh arac-gereg, materyallere yer
verme (Ornegin, 6grencilerin kendi ilgilerine gore 6zgiin ve
yaratic1 tiriinler ortaya koyabilecekleri sanal, sosyal, sinif dis1
O0grenme ortamlar1 sunma vb.)

Gelisim diizeyine uygun geri bildirim verme, farkli 6l¢gme-
degerlendirme arac gereclerine yer verme. (Ornegin,
ogrencilerin kendi ilgilerine gore 6zgiin ve yaratici tirtinlerinin
degerlendirildigi siirece dayali Olcme araclari/yontemleri
kullanma vb.)

14. Farklhilastirilmis 6gretime iliskin vermis oldugunuz yanit evet ise uygulamalarinizi
orneklerle aciklayiniz.

15. A temasinda, sinifta akranlarma gore daha fazla zaman ve tekrara ihtiyac duyan
ogrenciler icin farkli uygulamalara yer verme (destekleme) durumunuzu
isaretleyiniz.
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Evet Hayir

Konuyu (icerigi, temayl) somutlastirma, basitlestirme
(Ornegin, oOgretim programindaki konular1 daha kiiciik
parcalara bolerek, her birini adim adim basitlestirerek
aciklama vb.)

Ogrenme siireclerinde 6grencilerin temel kavram ve ilkeleri
kavramalarim1 kolaylastiracak yontem-tekniklere yer verme
(Ornegin, basamaklandirilmis yonergeler ve kontrol listeleri
kullanarak oOgrencilere yapilandirilmis 6grenme etkinlikleri
sunma vb.)

Ogrencilerin 6grenme eksiklerini giderebilecekleri farkli arac-
gerec, materyallere yer verme (Ornegin, 6grencilerin 6grenme
eksikliklerini kendi hizlarinda giderebilecekleri smif disi
O0grenme ortamlar1 sunma vb.)

Gelisim diizeyine uygun geri bildirim verme, farkh ol¢gme-
degerlendirme ara¢ gereclerine yer verme. (Ornegin,
ogrencilerin parcalara boliinmiis ve basitlestirilmis her bir
kazanima ulasma durumunun degerlendirildigi o6lgme
araclari/yontemleri kullanma vb.)

16. Farklhilastirilmis ogretime iliskin vermis oldugunuz yanit evet ise uygulamalarinizi
orneklerle aciklayiniz.

OGRETMEN YANSITMALARI

ACIKLAMA: 2024 0gretim programlarinda, 6gretmenlerden hem kendilerinin hem de 6gretim
programlarinin giiclii ve zayif yonlerini degerlendirmeleri beklenmektedir. Bu kapsamda
ogretmenlerin yansitma yaparken “okul yoneticileri, diger 6gretmenler, veliler ve akademisyenler”
gibi paydaslardan aldiklar1 geri bildirimlerden beslenebilecekleri ve “goriisme formlari, 6z
degerlendirme formlari, anekdot kayitlari, giinliikler, miinazara, ziimre ve sube 6gretmenler kurulu
raporlari, 6gretmenler kurulu raporlari, gelisim dosyalari, mikro 6gretim degerlendirmeleri ve ders
raporlar1” gibi veri kaynaklarini kullanabilecekleri vurgulanmaktadir.

17. Ogretmen yansitmasi yapmak amaciyla asagida verilen paydaslarla is birligi yapma
ve veri kaynaklarindan yararlanma durumunuzu isaretleyiniz.

Evet Hayir
Okul yoneticileri,
Yansitma yaparken | Diger 6gretmenler
yararlanilan paydaslar Veliler
Akademisyenler

Gorilisme formlar:
Oz degerlendirme formlari

Anekdot kayitlar
Giinliikler
Yansitma yaparken =
. | Munazara
yararlanilan veri T
kaynaklari Ziimre ve sube 0gretmenler kurulu raporlar

Ogretmenler kurulu raporlar
Gelisim dosyalar1

Mikro 6gretim degerlendirmeleri
Ders raporlari

477



Tiirk Akademik Yaywinlar Dergisi (TAY Journal), 2025, 9(3), 446-478

18. Yanitiniz hayir ise nedeninizi aciklayiniz.

OKUL TEMELLI PLANLAMA
ACIKLAMA: 2024 6gretim programlarinda, 6gretmenlerden okul temelli etkinlikler diizenlemeleri
beklenmektedir. Okul temelli planlama; ziimre 6gretmenler kurulu tarafindan ders kapsaminda
gerceklestirilmesi kararlastirilan arastirma ve gozlem, sosyal etkinlikler, proje calismalari, yerel
calismalar, okuma etkinlikleri gibi calismalara ayrilan siireyi ifade etmektedir. Bu kapsamda
ogretmenlere 0gretim programini uyarlama olanag taninarak esneklik saglanmasi amaglanmstir.

19. Ziimre ogretmenler kurulunda ders kapsaminda gerceklestirilecek olan okul
temelli etkinlikleri planlama durumunuzu isaretleyiniz.

Evet Hayir

Okul temelli etkinlikleri planlama durumu

20. Yanitiniz evet ise etkinlik orneklerini yaziniz.

PROGRAM DISI ETKINLIKLER

ACIKLAMA: 2024 0Ogretim programlarinda, 6gretmenlerden program disi etkinlikler yoluyla
ogrencilerin zihinsel, sosyal-duygusal, fiziksel ve ahlaki gelisimini desteklemeleri; kazanilan
becerilerin gercek hayatta uygulanmasina olanak tanmimalari, okullarda yiiriitillen akademik
calismalar1 zenginlestirmeleri beklenmektedir.

21. Program disi etkinliklere yer verme durumunuzu isaretleyiniz.

Evet Hayir
Sosyal sorumluluk etkinlikleri
Hayat boyu 6grenme etkinlikleri
22, Yanitiniz evet ise etkinlik orneklerini yaziniz.

23. Degerli 6gretmenim, programin uygulayicisi1 olarak smif ici deneyimlerinizden
hareketle Ogretim Programindaki A temasmna iliskin karsilastigimiz sorunlari,
elestirilerinizi ya da onerilerinizi aciklayabilir misiniz?
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Abstract

Phonetic phenomena are one of the most challenging topics for students in Turkish language classes.
Comic books are considered a genre that captures students’ attention with their illustrations and
humorous language. Therefore, this study aimed to examine the effect of comic books designed and
published by researchers on the teaching of phonetic phenomena. The research was conducted using
a mixed-methods approach with an explanatory sequential design. A quasi-experimental design was
adopted for the quantitative dimension and a phenomenological design for the qualitative dimension.
The study group consisted of 76 sth-grade students. The quantitative data were obtained using a
phonetic phenomena achievement test developed by the researchers, while the qualitative data were
collected through a semi-structured interview form conducted with 10 volunteers in the experimental
group. In the analysis of quantitative data, an independent groups t-test was performed using the
SPSS program. Qualitative data were analyzed through content analysis with the MAXQDA 24
program. According to the pre-test data, no significant difference was found between the experimental
and control groups, while the post-test data showed a significant difference in favor of the
experimental group. Students found the comics enjoyable and helpful for reading and
comprehension. They frequently expressed opinions stating that the use of comics designed by
researchers in Turkish lessons was positive and effective in teaching phonics, highlighting elements
such as cover design, character drawing, and plot as appealing. Based on the research findings, it is
recommended that comic books be used in teaching phonics.

Keywords: Comic books, phonological phenomena, secondary school students.

Introduction

One of the most important characteristics of human beings is that they are social beings.
Various elements of communication play a role in the process of socialization, and among
these, verbal communication takes place through language. Language is the primary means by
which individuals convey their feelings, thoughts, and impressions. The relevant literature
contains many definitions of language. In short, language can be defined as a natural means
for expressing desires, wishes, feelings, and thoughts; it is a system of written or spoken signs
that enables individuals to understand each other and is governed by various rules (Aksan,
2000; Banguoglu, 1986; Ergin, 2002). Language, described as a system of signs, facilitates
individuals’ lives, allows them to share their experiences, and constitutes a predominantly
intellectual form of production that deepens relationships between individuals (Bilgin, 2006).
According to Ciftci (1998), language teaching involves transmitting a nation’s culture, teaching
how to think, expanding vocabulary, and developing these skills. The most important
component of language teaching is mother tongue education. Therefore, in the Turkish
Language Curriculum, language teaching is structured around the four core skills of reading,
listening, speaking, and writing (Ministry of National Education [MoNE], 2019). Balc1 (2012)
emphasizes that teaching grammar is another key factor in acquiring these four skills.
Similarly, Temizkan (2012) notes that grammar plays a crucial role in instructional activities
targeting these four core competencies. According to Ozbay (2006), grammar is a field of
science that examines the various aspects of sounds, words, and sentences. It plays a vital role
in language use and its systematic acquisition. Erdem and Celik (2011) define grammar as the
scientific discipline that studies a language’s sounds, word types, the structural features of
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these words, their arrangement and functions within a sentence, as well as their inflectional
forms.

One of the sub-branches of this discipline is phonology. Okur and Yilmaz (2006)
describe it as a subfield that investigates the phonological phenomena of a language, the
characteristics of these sounds, and their conditions in every aspect. Phonological phenomena
are generally the field that analyzes the smallest units of language. Because they deal with these
minimal sound units, phonological phenomena are one of the subfields that require the most
attention in linguistics. However, as studies on this subject are often addressed superficially, it
remains one of the areas in which students most frequently make errors (Efendioglu & iscan,
2010).

Various studies can be conducted when teaching phonological phenomena to students
at a basic level. A review of the literature reveals different approaches to grammar instruction.
Derman (2008) argues that grammar should be taught integrated with language skills such as
speaking, writing, listening, and reading. When grammar instruction is separated from these
skills, it becomes less functional and artificial, causing learners to merely memorize rules. A
crucial consideration in grammar teaching is that it should occur within the context of natural
communication and using language patterns that students encounter in their daily lives
(Larsen-Freeman, 2011; Nunan, 1991). According to Yenen Avci (2014), the teaching of
phonology, a sub-branch of grammar, is often addressed in textbooks and other grammar
resources without proper classification. It is typically presented with cursory information,
failing to account for whether sound phenomena occur simultaneously or sequentially. Onan
(2012) states that grammar instruction in Turkish language textbooks is approached in various
ways, such as directly presenting grammar rules, conducting awareness-raising activities,
implementing exercises to reinforce the topic, integrating grammar within different skill areas,
and addressing it through end-of-unit assessment questions. However, employing diverse
teaching materials and incorporating elements that capture students’ interest can lead to more
effective outcomes in grammar instruction.

Advancements in technology, individuals’ engagement with diverse fields, and the
development of children’s literature products in terms of both quantity and quality have a
positive impact on educational and instructional processes. Comic books, sometimes
considered a form of children’s literature, can also be utilized in educational settings. McCloud
(1994) defines comics as juxtaposed pictorial and other images in deliberate sequence,
intended to convey information and/or to produce an aesthetic response in the viewer.

According to Drucker (2008), comics blend the language of cinema, the sensitivity of
contemporary literature, and the appeal of mass media, presenting these to the reader with an
emphasis on their artistic and technical qualities. Mulligan (2014) describes comics as a
medium or a distinct form of visual storytelling; while some strive to depict reality as faithfully
as possible, most blend reality with imagination. Baetens and Frey (2015) argue that even a
previously told story can be reimagined in comics under different conditions and through
different narrative approaches. This is because comics constitute a distinct narrative form in
which the creative potential of literature can be fully realized. It can be argued that comic books
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are a genre that combines reality with fiction, possessing an aesthetic concern that is often
expressed through images and text in speech bubbles.

In their early stages, comic books were not classified as a literary genre and remained
in the shadow of text-based novels and other forms. According to Lo et al. (2018), for many
years there was a tendency among educators and parents to believe that comic books were
produced solely for entertainment and recreational purposes, lacking genuine educational and
literary value. Stephens (2014) notes that many educators and librarians resisted including
graphic narratives or comic books in school libraries and dismissed the reading habits of
students who preferred visual texts. Similarly, Jacobs (2007) states that comic books have long
been devalued as a low-quality, second-rate literary form. However, this genre carries both
educational and aesthetic value due to its diverse characteristics. According to Miller (2005),
the use of comic books in educational environments supports students’ language development,
enhances their visual literacy and critical thinking skills, improves their reading ability, and
enables students who struggle with reading to make progress. Furthermore, the recent
adaptation of comic books into major motion pictures has increased public interest in this
medium. Therefore, using comic books as educational materials is also considered highly
beneficial.

A review of the relevant literature reveals numerous studies examining the effect of
comic books on reading motivation and tendencies (Edwards, 2009; Faza, 2020; Kennedy &
Chinokul, 2020; Schwertner, 2008; Wong et al., 2023), on students’ reading comprehension
skills (Aldahash & Altalhab, 2020; Bosma et al., 2013; Cook, 2016; Faza, 2020; Jennings et al.,
2014; Kennedy & Chinokul, 2020; Sabbah et al., 2013; Smetana, 2010; Wong et al., 2016; Wong
et al., 2023), on students’ academic achievement and motivation in various subjects (ilhan &
Oruc, 2019; Topkaya, 2014; Unal & Demirkaya, 2019), on attitudes toward books and libraries
(Stephens, 2014), on their application in instructional settings (Clark, 2013; Lapp et al., 2012;
Mathews, 2011), and on the inclusion of comic books in libraries and students’ demand for
them (Lo et al., 2018; Schneider, 2014; Simmons & O’Bryant, 2009). A further review of the
literature indicates that comic books have been used across various disciplines, with most
studies focusing on reading comprehension and perceptual outcomes. In this study, the effects
of using comic books in teaching phonological phenomena in Turkish language lessons were
explored. The study sought answers to the following questions:

1. What is the effect of using comic books in Turkish language teaching on the teaching
of phonetic phenomena?

2. What are middle school students’ views on their experiences reading comic books?
3. What are middle school students’ views on the functionality of comic books?
4. What are middle school students’ views on the appealing aspects of comic books?

5. What are middle school students’ views on the use of comic books in Turkish
language classes?

6. According to middle school students’ views, what are the effects of comic books on
teaching phonics?
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Method
Research Model

The research was conducted using a mixed-methods approach with an explanatory
sequential design. According to Maxwell (2016), mixed-methods research allows for the
systematic integration of quantitative and qualitative approaches. A quasi-experimental design
was adopted for the quantitative dimension, and a phenomenological design for the qualitative
dimension. Quasi-experimental designs include both control and experimental groups, and the
data are analyzed based on the differences between pre-test and post-test results (Trochim &
Donnelly, 2008). To obtain students’ opinions about comic books and the learning process,
interviews were conducted, and their responses to the questions in the semi-structured
interview form were analyzed.

Study Groups

The study groups consisted of 76 fifth-grade students attending a middle school in
Kirsehir. In this study, the groups could not be assigned as matched pairs; instead, they were
randomly assigned as experimental and control groups. Information regarding the study
groups is presented in Table 1.

Table 1.
Study Sample
Group Gender n %
Male 18 47.36
Experimental group Female 20 52.74
Total 38 100
Male 17 44.73
Control group Female 21 55.27
Total 38 100

Table 1 shows the statistical data for the study sample. The study included a total of 76
students: 18 male (47.36%) and 20 female (52.74%) in the experimental group, and 17 male
(44.73%) and 21 female (55.27%) in the control group. In addition, focus group interviews were
conducted with a group of 10 volunteer students from the experimental group.

Before conducting the instructional intervention on the teaching of phonological
phenomena using comic books, an independent samples t-test was applied to the experimental
and control groups to determine whether there was a significant difference between them. The
analysis of the independent samples t-test data is presented in Table 2.

Table 2.

Analysis of Pre-test Data for the Experimental and Control Groups
Group N M SD df t p
Experimental 38 6.87 2.66 74 -1.410 162
Control 38 7.69 2.37

An examination of the data in Table 2 indicated that there was no significant difference
between the experimental and control groups (t=-1.410, p>.05). This situation indicates that
the experimental and control groups were equivalent prior to the study.
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Data Collection Tools

In this study, two instruments developed by the researchers were used for data
collection: a Phonological Phenomena Achievement Test and a Semi-Structured Interview
Form. The achievement test, prepared by the researchers, consisted of 25 multiple-choice
items. The test was first piloted with 111 sixth-grade students, and the items were subsequently
analyzed. The item analysis results for the achievement test are presented in Table 3.

Table 3.
Item Analysis of the Achievement Test

Ttems Item discrimination  Item difficulty Ttems Item discrimination Item
index (rjx) (pj) index (rjx) difficulty (pj)

1 91 .73 14 .35 33
2 .82 .68 15 .09 .82
3 .59 .82 16 71 .61
4 .97 .69 17 .65 47
5 .68 .64 18 .65 .58
6 12 .61 19 .79 .63
7 .94 .63 20 .01 .61
8 .47 .34 21 12 .25
9 44 .37 22 .71 .68
10 .76 .56 23 71 .55
11 .59 .78 24 .68 .57
12 .74 71 25 .56 .66
13 .76 .55

Based on the item statistics in Table 3, three items (6, 15, and 21) were removed from
the original 25-item test. According to Biiyiikoztiirk et al. (2017), any item with a
discrimination index below 0.20 should be excluded from a test. After removing these items,
the final version of the achievement test used in the study consisted of 22 multiple-choice
questions.

In addition to measuring students’ learning outcomes, the study also aimed to explore
their views on the comic books and the learning process. For this purpose, semi-structured
interviews were conducted. Semi-structured interviews are among the most commonly used
data collection techniques in qualitative research (Patten & Newhart, 2018). The questions for
the semi-structured interview form were developed by the researchers after reviewing the
relevant literature. To ensure clarity of meaning and to prevent ambiguity, the form was
reviewed by three Turkish language teachers who are experts in the field. The final version of
the interview form contained five questions. The interview form questions are listed in Table
4.

Table 4.
Semi-Structured Interview Form Questions

No. Question

1. Have you ever had prior experience reading comic books? How would you evaluate this
experience?

Do you think comic books make reading and comprehension easier? Why?

Which elements in the comics capture your attention the most?

How would you evaluate the comic books used in Turkish language lessons overall?

What are your views on the contribution of the instructional comics to learning about
phonological phenomena?

AP
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Data Collection

The researchers first contacted the designated school and the classroom teacher, shared
the necessary permissions with the relevant stakeholders, and provided information about the
study. Subsequently, meetings were held with students from different classes, during which
the importance and purpose of the study were explained. It was emphasized that participation
was entirely voluntary. After obtaining consent forms from students who wished to participate
in the research, the study was initiated.

Once the data collection process began, during the section of the Turkish language
course covering the teaching of phonological phenomena (specifically consonant softening and
consonant hardening), comic books designed by the researchers using Adobe InDesign and
Adobe Illustrator were distributed to each participant in the experimental group. Visuals of the
designed comic books are presented in Figure 1.

Figure 1.
Visuals of the Designed Comic Book

Data Analysis

In this study, which employed a mixed-methods research design, the quantitative data
were analyzed using the SPSS program, while the qualitative data were analyzed using
MAXQDA 24. Before analyzing the quantitative data obtained from the participating students,
the normality of the data distribution was examined. To determine whether the data followed
a normal distribution, the Kolmogorov-Smirnov test was applied. According to Mertler et al.
(2016), the Kolmogorov-Smirnov test provides evidence regarding whether a dataset is
normally distributed. After analyzing the collected data, it was determined that the dataset
exhibited a normal distribution (p=.051). Following this finding, an independent samples t-
test was applied to the data, and the results were analyzed. In the qualitative part of the
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research, that is, in the interpretation of the semi-structured interview data, content analysis
was employed. According to Biiyiikoztiirk et al. (2017), codes generated during content analysis
can be grouped into certain categories, and these categories can then be organized under
various themes. In this study, similar concepts and words were first identified and coded; from
these codes, categories and broader themes were then established.

To ensure the reliability of the qualitative analysis, the formula proposed by Miles and
Huberman (1994) was used. According to this formula, the percentage of agreement is
calculated as Agreement / (Agreement + Disagreement) x 100. The inter-coder agreement for
the codes, themes, and categories determined in this study was calculated as 82%. This value
is considered reliable, as Miles and Huberman (1994) state that at least 80% agreement
between coders should be achieved.

Additionally, a code map was created for the qualitative data, and the frequencies of the
codes, themes, and categories were reported. Selected student responses are presented in the
relevant section, with pseudonyms (S1, S2, S3, S4, etc.) assigned to protect participant
identities.

Ethical Permits of Research:

In this study, all the rules specified to be followed within the scope of “Higher Education
Institutions Scientific Research and Publication Ethics Directive” were complied with. None of
the actions specified under the heading “Actions Contrary to Scientific Research and
Publication Ethics”, which is the second part of the directive, have been taken.

Ethics Committee Permission Information:

Name of the committee that made the ethical evaluation = Kirgehir Ahi Evran
University Social Sciences and Humanities Scientific Research and Publication Ethics
Committee

Date of ethical review decision = 16.10.2024

Ethics assessment document issue number = 204/11/13
Findings

Findings of Quantitative Research

To determine whether there was a significant difference between the experimental and
control groups based on the students’ scores from the achievement test administered after the
instruction of phonological phenomena using comic books, independent samples t-test was
conducted. The findings from this analysis are presented in Table 5.

Table 5.

Analysis of Post-test Data for the Experimental and Control Groups
Group N M SD df t p
Experimental 38 14.08 3.77317 74 2.596 .011
Control 38 12.13 2.67290

An examination of the data in Table 5 revealed a statistically significant difference
between the experimental and control groups (t=2.596, p<.05). According to the results of the
achievement test, the mean score of the students in the experimental group (M=14.08) was
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higher than that of the students in the control group (M=12.13). In other words, teaching
phonological concepts using comic books has a positive effect on students' academic
achievement.

Findings of Qualitative Research

The data obtained from the semi-structured interviews conducted with middle school
students regarding the impact of comics on their reading experiences are presented in Figure
2,

Figure 2.
Middle School Students’ Perspectives on Their Comic Book Reading Experiences
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According to the analyses presented in Figure 2, middle school students’ opinions about
their comic book reading experiences were grouped under two categories. The “Positive”
category contained 10 codes, while the “Negative” category contained 1 code. The most
frequently mentioned code in the “Positive” category was “Entertaining” (f=4). The “Negative”
category included only one code: “Suitable for lower levels” (f=1). Some of the middle school
students’ opinions regarding their comic book reading experiences are presented below:

“Teacher, I've read books with various characters like these before. Actually, it’s more
entertaining than reading regular books. Because long texts sometimes get boring and tiring.
But it’s not like that with comics. So, I think reading comics is quite nice.” (S1)

“T had read them before, in primary school. These books are more attractive. In other
books, the long texts and pictureless sections start to become boring. I like books that have
plenty of pictures much more.” (S2)

“T have experience reading comic books. I especially read some series. There was a
series called Kerem and the Little Monsters. I really enjoyed reading it. Things like that seem
quite interesting to me.” (S4)

“I don’t really like reading comics. They seem childish to me. Instead, I prefer reading
storybooks.” (S7)
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Figure 3.
Middle School Students’ Perspectives on the Functionality of Comic Books
Effective use of time(1) Abundance of visuals(4)

] @]

Attention-grabbing (3) \\Large font size(1)

@ \ Makes events concrete(4)
@ Abundance of humorous elements (1) % ///’ @
Lack of information and detail(2) b @ Captivating nature (1)

<
) Facilitates reading and comprehension(15)
Diminishes the value of reading activities(2)

A

@]

Functionality (17)

According to the analyses presented in Figure 3, middle school students’ opinions
regarding the functionality of comic books were grouped under two categories. The “Facilitates
Reading and Comprehension” category contained 15 codes, while the “Diminishes the Value of
Reading Activities” category contained 2 codes. The most frequently mentioned codes in the
“Facilitates Reading and Comprehension” category were “Makes Events Concrete” and
“Abundance of Visuals” (f=4). The “Diminishes the Value of Reading Activities” category
included only one code: “Lack of Information and Detail” (f=2). Some of the middle school
students’ opinions regarding the functionality of comic books are presented below:

“The abundance of pictures helps me understand everything more easily. The
drawings also capture my attention. If the text in the speech bubbles were written larger, 1
could read even more easily. In short, it makes both reading and comprehension easier.” (S1)

“It grabs my interest and makes comprehension easier because there are so many
drawings. But is this really reading? Here, there’s little text and many pictures. In other
books, there are few pictures and much text. I think it’s different.” (S3)

“It makes my comprehension and reading easier because there are visuals and
cartoons everywhere.” (S6)

The data obtained from semi-structured interviews with middle school students
regarding the notable aspects of comic books are presented in Figure 4.

Figure 4.
Middle School Students’ Views on the Notable Aspects of Comic Books
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According to the analyses presented in Figure 4, middle school students’ opinions
regarding the notable aspects of comic books were grouped under two categories. The “Form”
category contained 27 codes, while the “Content” category contained 10 codes. The most
frequently mentioned codes in the “Form” category were “Cover Design” (f=7) and “Character
Drawings” (f=5). In the “Content” category, the most frequently mentioned code was
“Characteristics of Characters” (f=7). Some of the middle school students’ opinions regarding

the notable aspects of comic books are presented below:

“The characters really catch my attention. Especially fantastic characters and the
events they experience can be very appealing. Also, I think the colors and paper quality are
important too. I prefer the ones printed on glossy paper rather than regular paper.” (S5)

“The covers attract my attention. I immediately flip through the pages, and if I find
the characters appealing, I'll choose that book.” (S8)

“First, I look at the cover of the book I'm going to read. Then I browse through it and
check the characters and how the pages look. These aspects draw my attention.” (S10)

The data obtained from semi-structured interviews with middle school students
regarding the use of comic books designed for this study and other comic book types in Turkish
language courses are presented in Figure 5.

Figure 5.
Middle School Students’ Views on the Use of Comic Books in Turkish Language Lessons
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According to the analyses presented in Figure 5, middle school students’ opinions
regarding the use of comic books in Turkish lessons were grouped under two categories. The
“Positive” category contained 14 codes, while the “Negative” category contained 2 codes. The
most frequently mentioned codes in the “Positive” category were “Entertaining” (f=5) and
“Attention-Grabbing” (f=3). In the “Negative” category, the most common codes were “The
Educational Purpose Overshadows the Story” and “Insufficient Paper Quality” (f=1). Some of
the middle school students’ opinions regarding the use of comic books in Turkish lessons are
presented below:

“Such things attract my attention. As I read, I become more curious. And I also enjoy
it. Other storybooks usually have long texts, and the textbooks dont contain many
entertaining texts.” (S2)
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“It wasn’t bad, but the pages could have been made of a different kind of paper. The
number of characters could have been increased as well. My interest in the lesson improved.
Maybe different elements could have been added, but this is fine-it’s enough.” (S6)

“I thought it was nice. Such books should be used more often in lessons and reading
hours. They capture my interest.” (S7)

The data obtained from semi-structured interviews with middle school students
regarding the effect of comic books on teaching phonological phenomena are presented in
Figure 6.

Figure 6.
Middle School Students’ Views on the Effect of Comic Books on Teaching Phonological Phenomena
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According to the analyses presented in Figure 6, middle school students’ opinions
regarding the effectiveness of comic books in teaching phonological phenomena were grouped
under two categories. The “Effective” category contained 17 codes, while the “Ineffective”
category contained 1 code. The most frequently mentioned codes in the “Effective” category
were “Exemplifying” (f=8) and “Attention-Grabbing” (f=4). The single code in the “Ineffective”
category was “Lacking Detail” (f=1). Some of the middle school students’ opinions regarding
the effectiveness of comic books in teaching phonological phenomena are presented below:

“I think it’s good that some pages include information and that there’s a section where
the characters help each other. I especially noticed the inclusion of commonly confused words

»

in the consonant softening and assimilation sections. It increased my interest in the topic.
(S1)

“T could have learned more detailed information from different books. The content
here was quite limited.” (S3)

“I found it effective because there were many examples, and the characters
demonstrated the rules in different ways.” (S8)

A comprehensive map of the codes, categories, and themes obtained from the semi-
structured interviews with middle school students is presented in Figure 7.
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Figure 7.
Code Map of Students’ Views on Comic Books and Their Use in Turkish Language Lessons
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An examination of the code map presented in Figure 7 shows that the theme on which
students expressed the most opinions was “Notable Aspects of Comic Books” (f=37). The theme
with the fewest codes and opinions was “Based on Reading Experience” (f=11).

Discussion and Conclusion

An analysis of the quantitative data revealed significant differences between the
experimental group, which received instruction on phonological phenomena using comic
books, and the control group, which followed the standard curriculum. This finding aligns with
the results of other studies in the literature showing that the use of comic books positively
affects students’ comprehension skills and academic achievement across various subjects
(Aldahash & Altalhab, 2020; Bosma et al., 2013; Cook, 2016; Faza, 2020; ilhan & Orug, 2019;
Jennings et al., 2014; Kennedy & Chinokul, 2020; Sabbah et al., 2013; Smetana, 2010;
Topkaya, 2014; Unal & Demirkaya, 2019; Wong et al., 2016; Wong et al., 2023).

An examination of students’ opinions about comic books revealed that they frequently
stated that comic books positively affected their reading experiences, increased their interest
in reading, and facilitated comprehension. A review of the related literature also supports these
findings. For example, Edwards (2009) found that middle school students’ reading motivation
increased after reading comics. Similarly, Jennings et al. (2014) determined that comic books
were more engaging than traditional novels, motivating students and improving their reading
comprehension skills, which in turn led to greater interaction among students regarding their
reading experiences. Smetana (2010) also reported that because comic books contain less
written text, readers tend to construct semantic connections based on inferences from visuals,
thereby facilitating comprehension of events.
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According to students’ views, comic books should be used more frequently in Turkish
lessons, as their entertaining and attention-grabbing nature increases students’ interest in
reading. In a study by Schwertner (2008), comic books were introduced to students with low
reading motivation; their interest in visual reading was supported, and activities such as
literature circles were implemented. The study concluded that students’ interest in reading
increased. Students also stated that using comic books in other subjects would be beneficial. A
review of the literature shows that comic books have been found to be highly effective in
improving students’ academic achievement in other studies as well (Topkaya, 2014; Unal &
Demirkaya, 2019).

The interviews with students further revealed that comic books were particularly
effective in teaching phonological phenomena and that they contained memorable examples.
Similarly, Bosma et al. (2013) found in their study with fifth-grade students that a complex and
difficult-to-learn topic such as the “American Revolution” became more memorable when
taught using comic books.

Considering all these findings, it is also important to address other student opinions
about comic books. For example, when examining the notable aspects of comic books, students
initially focused more on the “form” category. Elements such as cover design, character
drawings, and page quality were highlighted, while in the “content” category, the
characteristics of characters and the plot attracted attention. Teachers have important
responsibilities in ensuring that students are exposed to appropriate comic books. According
to Stephens (2014), the inclusion of comic books in homes and school libraries played a positive
role in changing students’ overall perspectives toward books and libraries. Additionally, other
studies have shown that while some teachers express concerns about how to use comic books
in lessons, they also believe that comic books can be beneficial in the educational process
(Clark, 2013; Lapp et al., 2012; Mathews, 2011).

Recommendations

It is considered beneficial to use comic books more frequently in educational settings
and teaching phonics. However, teachers should also be provided with opportunities to design
their own comic books. They should be informed about how to create comics in both digital
and printed formats. Support can be provided on how to use various comic-book-creation
programs that utilize Web 2.0 tools. The humorous language of comic books can be used to
make the learning process more enjoyable, particularly in developing reading skills. In addition
to phonological phenomena, comic books can also be utilized for teaching other grammar rules
in Turkish lessons.
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Tiirk¢e Dersinde Cizgi Roman
Kullaniminin Ses Olaylarinin Ogretimine
Etkisi

Ozet

Tiirkce dersinde ses olaylar1 6grenciler icin 6grenilmesi zor konulardan birisidir. Cizgi romanlarin
¢izimleri ve esprili dilleriyle 6grencilerin dikkatini ¢eken bir tiir oldugu diisiiniilmektedir. Bu nedenle
calismada aragtirmacilar tarafindan tasarlanan ve basilan ¢izgi romanlarin ses olaylarinin 6gretimine
etkisi incelenmek istenmistir. Arastirma karma yontemlerden acimlayici sirali desen ile
gerceklestirilmistir. Nicel boyutta yar1 deneysel desen, nitel boyutta olgubilim deseni benimsenmistir.
Aragtirmanin c¢aligma grubu 5. smifta 6grenimlerini silirdiiren 76 o6grenciden olusmaktadir.
Aragtirmanin nicel verileri arastirmacilar tarafindan gelistirilen ses olaylar1 basari testi ile, nitel verileri
ise deney grubunda yer alan goniillii 10 kisiyle gerceklestirilen yar1 yapilandirilmig goriisme formu
araciligiyla elde edilmistir Nicel kisimdaki verilerin analizinde SPSS programindan destek alinarak
bagimsiz gruplar t testi yapilmigtir. Nitel kisimdaki veriler MAXQDA 24 programindan yararlanilarak
icerik analizi ile ¢oziimlenmistir. Calismanin 6n test verilerine gore deney ve kontrol grubu arasinda
anlaml bir farklilik bulunmazken ¢aligmanin son test verilerinde deney ve kontrol gruplar1 arasinda
deney grubu lehine anlaml bir farklilik tespit edilmistir. Ogrenciler, cizgi romanlar eglenceli, okumay1
ve anlamayi kolaylagtiric1 bulmuglardir. Kapak tasarimi, karakter ¢izimi, olay 6rgiisii gibi unsurlarinin
dikkat cekici, Tiirkce dersinde arastirmacilar tarafindan tasarlanan ¢izgi romanlarin kullanilmasinin
olumlu oldugunu ve ses olaylarinin 6gretiminde ise etkili oldugunu belirten cesitli goriisleri daha sik
dile getirmislerdir. Arastirma sonuglarindan hareketle ¢izgi romanlarin ses olaylarinin 6gretiminde
kullanilmasi 6nerilmektedir.

Anahtar Kelimeler: Cizgi romanlar, ortaokul 6grencileri, ses olaylari.

Giris

Insanlari en 6nemli &zelliklerinden biri, sosyal bir varlik olmalaridir. Sosyallesme
siirecinde ise iletisim 6gelerinden yararlanilir. Bu iletisim 6geleri igerisinde sozel iletisim, dille
gerceklestirir. Dil, bireylerin duygu, diislince ve izlenimlerini aktarmak i¢in kullandiklar1 en
onemli vasitadir. Dil; istek, arzu, duygu ve diisiincelerin ifade edilmesinde 6nemli bir rol
iistlenen dogal bir aracg, bireylerin anlagsmalarim1 saglayan ve cesitli kurallara bagh olan
gostergeler dizisi olarak tanimlanabilir (Aksan, 2000; Banguoglu, 1986; Ergin, 2002).

Ses olaylarinin temel diizeyde Ogrencilere 6gretilmesi asamasinda cegitli ¢alismalar
yapilabilir. Alan yazini tarandiginda da dil bilgisi 6gretiminde farkli anlayislarin oldugu
goriilmektedir. Ancak Derman’a (2008) gore dil bilgisi, dilin igerisinde konusma, yazma,
dinleme ve okuma gibi becerilerle birlikte gerceklestirilmelidir. Dil bilgisi 6gretimi bu
becerilerden soyutlanirsa islevsellikten ve dogalliktan da uzaklasir. Dil bilgisi 6gretiminde
dikkat edilmesi gereken hususlardan biri de bu 6gretimin dogal iletisim i¢inde yer almasi ve
ogrencilerin giinliik hayatta kullandiklar1 dil oriintiilerini icermesine 0zen gosterilmesi
gerektigidir (Larsen-Freeman, 2011; Nunan, 1991). Dil bilgisinin alt kollarindan olan ses bilgisi
Ogretiminde Yenen Avcrya (2014) gore siniflandirma yapilmadan, ylizeysel bilgilerle ve ses
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olaylarinin es zaman veya art zamanl oluslar1 dahi dikkate alinmadan ders kitaplarinda veya
dil bilgisine iliskin kaynaklarda yer verildigi goriilmektedir.

Ilgili alan yazin da incelendiginde cizgi romanlarin farkh disiplinlerde kullanildig,
daha ¢ok okudugunu anlamaya ve algilara yonelik calismalar yapildig: tespit edilmistir. Bu
calismada Tiirkge dersinde ses olaylar1 6gretiminde ¢izgi romanlarin kullanilmasinin sonuclari
merak edilmektedir. Arastirmada su problemlere cevap aranmigtir:

1. Tiirkce 6gretiminde ¢izgi romanlarin kullaniminin ses olaylarinin 6gretimine etkisi
nedir?

2. Ortaokul Ogrencilerinin ¢izgi romanlar1 okuma deneyimlerine iligkin goriisleri
nelerdir?

3. Ortaokul 6grencilerinin ¢izgi romanlarin iglevselligine iliskin goriisleri nelerdir?

4. Ortaokul 6grencilerinin ¢izgi romanlarin dikkat ¢eken yonlerine iligkin goriisleri
nelerdir?

5. Ortaokul 6grencilerinin ¢izgi romanlarin Tiirkge derslerinde kullanilma durumlarina
iliskin goriisleri nelerdir?

6. Ortaokul 6grencilerinin goriislerine gore ¢izgi romanlarin ses olaylarinin 6gretimine
etkileri nelerdir?

Yontem

Arastirmanin Modeli

Aragtirma karma yontemlerden agimlayici sirali desen ile gerceklestirilmistir. Nicel
boyutta yar1 deneysel desen, nitel boyutta olgubilim deseni benimsenmistir.

Calisma Gruplar:

Aragtirmanin ¢alisma grubunu Kirsehir’de bir ortaokulun 5. siniflarinda okuyan deney
grubundan 18 erkek, 20 kiz; kontrol grubundan ise 17 erkek, 21 kiz olmak {izere toplamda 76
ogrenci olusturmaktadir. Basari testi deney ve kontrol gruplarina on test olarak uygulanmis ve
gruplarin denk oldugu goriilmiistiir. Deney grubundaki 10 kisilik bir grupla odak grup
goriismeleri gerceklestirilmistir.

Veri Toplama Araclar:

Bu calismada veri toplama araci olarak arastirmacilar tarafindan gelistirilen ses olaylar
basar testi ve yar1 yapilandirilmis gortisme formu kullanilmistir. Basar testi sorular1 25 soru
ve dort secenekli olarak hazirlanmigtir. Yar1 yapilandirilmig goriisme formu bes sorudan
olusmaktadir.

Verilerin Analizi

Nicel kisma iligkin verilerin analizinde SPSS, nitel verilerin analizinde ise MAXQDA 24
programindan yararlanilmistir. Nicel verilerin normal dagilim gosterdigi sonucuna
ulagildiktan sonra verilere bagimsiz gruplar t testi uygulanmis ve sonuclar analiz edilmistir.
Aragtirmanin nitel kisminda yar1 yapilandirilmig goriisme verilerinin analizinde igerik
analizinden yararlanilmistir.
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Bulgular
Nicel Arastirmaya Iliskin Bulgular

Cizgi romanlarla ses olaylarinin 6gretiminde Ogrencilerin basar1 testinden aldiklar:
puanlara gore deney grubu ile kontrol grubu arasinda anlamh farkliligin olup olmadigini tespit
etmek amaciyla gerceklestirilen bagimsiz gruplar t-testi sonuclarina gore deney grubu ile
kontrol grubu arasinda anlaml bir farklihigin oldugu tespit edilmistir (t=2.596, p<.05). Basar1
testinin sonuclarina bakildiginda deney grubundaki ogrencilerin puan ortalamasinin
(M=14.08), kontrol grubundaki 6grenci grubunun puan ortalamasindan (M=12.13) yiiksek
oldugu belirlenmistir.

Nitel Arastirmaya Iliskin Bulgular

Ortaokul oOgrencileriyle gerceklestirilen yar1 yapilandirilmig goriismelerde cizgi
romanlarin okuma deneyimlerine etkilerine yonelik elde edilen veriler, Sekil 1’de sunulmustur.
Sekil 1.

Ortaokul Ogrencilerinin Cizgi Romanlar Okuma Deneyimlerine Iliskin Gériisleri

@)
@ @ Farkli (1) @

Vakit Kazandirici (2) llging (1)

Alt Seviyeye Uygun (1)
Egitici (1) C l
@ J= @]

Eglenceli @) © J ¥ o 10) Olumsuz (1)
- M

ilgi Gekici (1)

Okuma Deneyimlerine Gore (11)

Sekil 1’deki analizlere gore ortaokul ogrencilerinin ¢izgi romanlar1 okuma
deneyimlerine gore goriisleri 2 kategori altinda toplanmistir. Olumlu kategorisinde en sik
belirtilen kod ise “Eglenceli” ifadesi olmustur. Olumsuz kategorisinde ise tek kod
bulunmaktadir. Bu da “alt seviyeye uygun” ifadesidir. Ortaokul 6grencilerinin ¢izgi roman
okuma deneyimlerine iliskin goriislerinden 6rnek da asagida yer almaktadir.

499



The effect of using comic... Giizelkiiciik, D. M., & Can, R.

“Hocam, daha once de boyle cesitli karakterlerin oldugu kitaplardan okuduk. Aslinda
normal kitap okumaktan daha eglenceli. Ciinkii uzun metinler bazen sikict oluyor, insam
yoruyor. Ama cizgi romanda Oyle degil. Yan, ¢izgi roman okumak bence olukca giizel. (01)”

Ortaokul oOgrencileriyle gerceklestirilen yar1 yapilandirilmis goriismelerde cizgi
romanlarin iglevselligine iligskin goriislerinden elde edilen veriler, Sekil 2’de sunulmustur.

Sekil 2.
Ortaokul Ogrencilerinin Cizgi Romanlarin Islevselligine Iliskin Gériisleri
Zamani Etkili Kullanma Olanagi (‘l)Gérsellerinin Bol Olmast (4)

)

Olaylari Somutlastirici (4

@ Mizahi Unsurlannln Yogun Olma:>\} f//'
Bilgi ve Detay AZIi§i (2) @) Siriikleyici (1)
@ Okuma ve Anlamay! Kolaylastirici (15)

Okuma Faaliyetini Degersizlestirici (2) /
@

Islevsellige Gore (17)

D|kkat Cekici (3) \Buyuk Puntoly(1)

Sekil 2’deki analizlere gore ortaokul 6grencilerinin ¢izgi romanlari iglevselligine iliskin
goriigleri 2 kategori altinda toplanmigtir. “Okuma ve anlamay1 kolaylastiric1” kategorisinde en
sik belirtilen kod ise “olaylar1 somutlastiric1” ve “gorsellerinin bol olmas1” ifadeleri olmustur.
“Okuma faaliyetlerini degersizlestirici” kategorisinde ise tek kod bulunmaktadir. Bu da “bilgi
ve detay azlig1” ifadesidir. Ortaokul 6grencilerinin cizgi romanlarin islevselligine iliskin
goriislerinden ornek asagida yer almaktadir.

“Resimlerinin cok olmasi her seyi daha kolay anlamami saghyor. Bu resimlerin
cizimleri, dikkatimi de cekiyor. Karakterlerin konustuklar: boliimlerin bulundugu boliimde
yazilar daha biiyiik yazilirsa daha da kolay okuyabilirim. Kisaca okumay: da anlamay: da
kolaylastirwyor. (01)”

Ortaokul oOgrencileriyle gerceklestirilen yar1 yapilandirilmis goriismelerde cizgi
romanlarin dikkat ceken yonlerine iligkin goriislerinden elde edilen veriler, Sekil 3’te
sunulmustur.

Sekil 3.
Ortaokul Ogrencilerinin Cizgi Romanlarin Dikkat Ceken Yonlerine Iliskin Goriisleri

Cl
Renk Segcimleri (2) @

Yazi Puntosu (3)
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Sayfa Kalitesi (5) Olay Orgiisii (3)

Gorsellenn Fazlal|g| (3) 4 Karakterlerin Ozellikleri (7)
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Sekil 3’teki analizlere gore ortaokul Ogrencilerinin ¢izgi romanlarin dikkat ceken
yonlerine iliskin goriisleri 2 kategori altinda toplanmistir. “Bicim” kategorisinde en sik
belirtilen kod ise “kapak tasarimi” ve “karakterlerin ¢izimleri” ifadeleri olmustur. “igerik”
kategorisinde ise “karakterlerin oOzellikleri” ifadesi en sik yer alan koddur. Ortaokul
ogrencilerinin ¢izgi romanlarin dikkat ceken yonlerine iligskin goriislerinden o6rnek asagida yer
almaktadir.

“Karakterler cok dikkatimi ceker. Ozellikle fantastik karakterler ve onlarin yasadigi
olaylar ¢ok giizel olabiliyor. Bir de renkler ve kagidin 6zelligi de 6nemli bence. Normal kagit
degil de parlak kagitlarda olanlar: daha cok seviyorum. (05)”

Ortaokul 6grencileriyle gerceklestirilen yar: yapilandirilmis goriismelerde bu ¢alisma
icin tasarlanan cizgi romanlarin ve diger ¢izgi roman tiirlerinin Tiirk¢e dersinde kullanimina
iliskin goriislerinden elde edilen veriler, Sekil 4’te sunulmustur.

Sekil 4.

Ortaokul Ogrencilerinin Cizgi Romanlarin Tiirkce Derslerinde Kullamilma Durumlarna Iliskin
Goriisleri

@ Strikleyici (1)
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@ @ Kagit Kalitesinin Yetersizligi (1)

@ Farkl (1)

. Eglenceli (5)
Okuma Motivasyonunu Arttirici (1)

Ogretici (2) @ Olumsuz (2)
Olumlu (14)

Ogretici Amacinin Hikayeyi Gélgelemesi (1)

@)

Tirkce Dersinde Kullaniima Durumuna Gore (16)

Sekil 4’teki analizlere gore ortaokul 6grencilerinin ¢izgi romanlarin Tiirkge derslerinde
kullanilma durumlarina iliskin goriigleri 2 kategori altinda toplanmistir. “Olumlu”
kategorisinde en sik belirtilen kodlar ise “eglenceli” ve “dikkat ¢ekici” ifadeleri olmustur.
“Olumsuz” kategorisinde ise “Ogretici amacinin hikayeyi golgelemesi” ve “kagit kalitesinin
yetersizligi” ifadeleri en sik yer alan kodlardir. Ortaokul 6grencilerinin ¢izgi romanlarin Tiirkce
derslerinde kullanilma durumlarina iligkin goriislerinden 6rnek asagida yer almaktadir.

“Bu tiir seyler dikkatimi cekiyor. Merak ediyorum okudukca. Bir de egleniyorum.
Obiir hikaye kitaplar: falan hep uzun metinler var. Ders kitaplarinda ise eglenceli metin pek
yok. (02)”

Ortaokul oOgrencileriyle gercgeklestirilen yar1 yapilandirilmig goriismelerde cizgi
romanin ses olaylarinin 6gretimine etkisine iliskin goriislerinden elde edilen veriler, Sekil 5'te
sunulmustur.
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Sekil 5.
Ortaokul Ogrencilerinin Goriislerine Gére Cizgi Romanlarin Ses Olaylarimin Ogretimine Etkisi

Etkinlik Temelli (2) . Somutlastirici (2)  Dikkat Cekici (4) @
\ Ayrintisiz (1)

Akilda Kallcr(ﬂ\ /Or;klendirici (8) /
Etkili (17) @

Etkisiz (1)

Ses Olaylarinin Ogretimine Etkisine Gére (18)

Sekil 5’teki analizlere gore ortaokul Ogrencilerinin ¢izgi romanlarin ses olaylarinin
ogretimine etkisine iligkin goriisleri 2 kategori altinda toplanmigtir. “Etkili” kategorisinde en
sik belirtilen kodlar ise “Orneklendirici” ve “dikkat cekici” ifadeleri olmustur. “Olumsuz”
kategorisinde ise yer alan tek kod “ayrintisiz”dir. Ortaokul 6grencilerinin ¢izgi romanlarin ses
olaylariin 6gretimine iligkin goriislerinden 6rnek asagida yer almaktadir.

“Baz1 sayfalarinda bilgilerin olmasi, karakterlere yardim boliimii gibi boliimiin de
bulunmas: giizel bence. Ozellikle baz sayfalarda iinsiiz yumusamasinda ve iinsiiz
benzesmesinde karistirilan kelimelerin verilmesi de dikkatimi cekti. Konuya tlgimi artirdi.
(Ol)”

Ortaokul 6grencileriyle gerceklestirilen yar1 yapilandirilmis gortismelerde elde edilen
kodlar, kategoriler ve temalara iligkin genel bir harita Sekil 6’da sunulmustur.
Sekil 6.

Ogrencilerin Cizgi Romanlara ve Cizgi Romanlarn Tiirkce Dersinde Kullammna Iliskin Goriislerine
Dair Kod Haritast

ligng () Farkh (1) Etkinlik Temelli (2) . Somutlagtinici (2)  Dikkat Cekici (4)
Vakit Kazandiric (2) ging \\ /
: Akilda Kahcl'ﬁ)\- ﬁklsnd\ﬁm @) @
Egitici (1) @ -
@ @ Etkili (17) Ayrintisiz (1)
] ; " Etkisiz (1)
Eglenceli (4) @ Olumlu (10) /
Iigi Gekici (1) *
Ok Dy iml Gore (11 Ogretimi isi d
P uma Deneyimlerine Gore (11) Ses Olaylarinin Ogdretimine Etkisine Gore (18) Oigretici Amacinin Hikayeyi Golgelemesi (1)
«—CJ
Olumsuz (1)
Alt Seviyaye Uygun (1) _— Gizgi Romanlar (99) P Kagit Kalitesinin Yetersizlgi (1)
\ /;umsuz 2)
@ <\_\ T Islevsellige Gore (17) @
Bilgi ve Detay Azlifh (2) @ Turkge Dersinde Kullanilma Durumuna Gére (16) @
Okuma Faaliyetini Degersizlestirici (2) @ \ Ogretici (2 @
Dikkat Ceken Yonlerine Gore (37) S @ Motivasyonunu Arttirict (1)

Mizahi Unsurlarinin Yogun Qlmas @ 2 ) Olumlu U;Jemm\
@/éMmayl Kolaylastirici (15) g ‘/Eenk(m) 4 A\ @
o / el \) @ Somutlagtirici (2)
= Olay Orgiisii (3 "~ . ;
SRRl ) Eglenceli (5}  pikkat'Cokici (3) @
Karakterlerin Ozellikleri (7) Farkh (1)

]

Bigi (27)\‘\..

Siiriikleyici (1) @ Kapak Tasarimi (7) J \R Q @
enk Secinte e

@ Zamani Etkili Kullanma Olanagi (1) @ @ @ @

Olaylar Somutlastirici (4) Kitabin Boyutu (2) ~ Sayfa Kalitesi (5)  Yazi Puntosu (3) Gorsellerin Fazlalig (3)

Gorsellerinin Bol Qlmas: (4)

SUriikleyici (1)

502



Tiirk Akademik Yayinlar Dergisi (TAY Journal), 2025, 9(3), 479-504

Sekil 6’daki kod haritas1 incelendiginde oOgrencilerin en fazla goriis bildirdikleri
temanin ¢izgi romanlarin dikkat ¢eken yonleri oldugu goriilmektedir. En az kodun ve goriisiin
bulundugu tema ise “okuma deneyimine gore” oldugu belirlenmistir.

Tartisma ve Sonuc¢

Aragtirmanin nicel kismindaki veriler incelendiginde ¢izgi romanlarla gerceklestirilen
ses olaylar1 6gretiminin uygulandig1 deney grubu ve 6gretim programina uygun bir sekilde
devam edilen kontrol grubunun basari testinden aldiklar1 puanlar arasinda anlaml farkhiliklar
tespit edilmistir. Alan yazin incelendiginde ¢izgi romanlarla gergeklestirilen ¢aligmalarda
ogrencilerin anlama becerilerinin ve herhangi bir dersteki bagarilarinin arttig1 bulgusu da diger
calismalarin bulgulariyla ortiismektedir (Aldahash & Altalhab, 2020; Bosma vd., 2013; Cook,
2016; Faza, 2020; ilhan & Orug, 2019; Jennings vd., 2014; Kennedy & Chinokul, 2020; Sabbah
vd., 2013; Smetana, 2010; Topkaya, 2014; Unal & Demirkaya, 2019; Wong vd., 2016; Wong
vd., 2023).

Ogrencilerin ¢izgi romanlara iligskin goriisleri incelendiginde c¢izgi romanlarin
ogrencilerin okuma deneyimlerini olumlu bir sekilde etkiledigi, okumaya yonelik ilgilerini
arttirdigl, anlamalarim kolaylastirdig1 gibi goriislerin daha sik dile getirildigi goriilmiistiir.
flgili alan yazin incelendiginde de benzer sonuclara ulasilan cesitli calismalarin bulundugu
tespit edilmistir. Ornegin Edwards’ i (2009) calismasinda ortaokuldaki 6grencilerin cizgi
romanlar1 okuduktan sonra okumaya yonelik motivasyonlarinin arttig1, Jennings vd. (2014)
de benzer sekilde, ¢izgi romanlarin geleneksel romanlara gore daha ilgi cekici oldugunu ve
ogrencileri daha cok motive ettigini, hatta 6grencilerin okuma anlama yeteneklerini arttirarak
birbirleriyle okuma deneyimleri hakkinda daha cok etkilesime girdiklerini tespit etmistir.
Ayrica Smetana (2010) ¢alismasina gore de ¢izgi romanlarda yazili metinlerin daha az olmasi
nedeniyle okuyucularin gorsellerden elde ettikleri ¢ikarimlara gore anlamsal baglantilar
olusturduklar: ve bunun da olaylar1 anlamalarin kolaylastirdigini tespit etmistir.

Ogrenci goriislerine gore Tiirkce dersinde cizgi romanlarin daha sik kullanilmasinin
istendigi, ¢izgi romanlarin eglenceli ve dikkat c¢ekici olmasindan dolay1 okumaya yonelik ilgiyi
arttirdig1 bildirilmistir. Schwertner (2008) tarafindan gerceklestirilen calismada okuma
istekliligi diisiik olan 6grencilere cizgi romanlari tanitilmis, onlarin gorsel okumaya olan ilgileri
desteklenmis ve edebiyat cemberi gibi uygulamalar yaptirilmistir. Calisma sonunda
ogrencilerin okumaya yonelik ilgilerinin arttig1 belirlenmistir. Ogrenciler diger derslerde de
cizgi romanlarin kullanilmasinin faydali olacagim1 dile getirmislerdir. Alan yazin
incelendiginde 6grencilerin dogrudan akademik basarisina yonelik diger calismalarda da c¢izgi
romanlarim oldukea etkili oldugu belirlenmistir (Unal & Demirkaya, 2019; Topkaya, 2014).

Ogrencilerle yapilan goriismede 6zellikle ses olaylarinin 6gretiminde cizgi romanlarin
etkili oldugu belirlenmis ¢izgi romanda akilda kalic1 6rneklerin yer aldigi dile getirilmistir. Alan
yazin incelendiginde Bosma vd. (2013) tarafindan beginci sinif diizeyinde gerceklestirilen
calismada “Amerikan Devrimi” gibi karisik ve 6grenilmesi zor olan konunun ¢izgi romanlarla
ogretildiginde daha akilda kalici oldugu belirlenmistir.

Biitlin bunlar g6z 6niinde bulunduruldugunda 6grencilerin ¢izgi romanlara iliskin diger
goriisleri de ele almmalidir. Ornegin cizgi romanlarin dikkat ceken yonleri incelendiginde
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ogrenciler, ilk olarak bicim kategorisine daha ¢ok yonelmislerdir. Burada, kapak tasarimi,
karakter cizimi, sayfa kalitesi gibi unsurlar 6n plandayken icerik kategorisinde karakterlerin
ozellikleri ve olay orgiisii kisimlar1 dikkat cekmektedir. Ogrencilerin uygun cizgi romanlarla
bulusturulmasi agisindan 6gretmenlere cesitli sorumluluklar diigsmektedir. Stephens’in (2014)
calismasina gore oOgrencilerin genel olarak kitaplara ve kiitiiphanelere bakis acilarinin
degismesinde evlerinde ve okul kiitiiphanelerinde ¢izgi romanlarin bulunmasinin olumlu rol
oynadig1 tespit edilmistir.

Oneriler

Cizgi romanlarin egitim-6gretim ortamlarinda daha sik kullanilmasinin yararh olacag:
diistintilmektedir. Ancak 6gretmenlere de kendi ¢izgi romanlarini tasarlayabilmeleri i¢in cesitli
firsatlar sunulmalidir. Ogretmenler, cizgi romanlar1 hem dijital ortamda hem de basil ortamda
nasil olusturabilecekleri konusunda bilgilendirilmelidirler. Web 2.0 araclarindan
yararlanmilarak cesitli ¢izgi roman olusturma programlarinin nasil kullanilacagi konusunda
destek verilebilir. Ozellikle okuma becerilerinin gelistirilmesinde, siirecin daha eglenceli bir
hale getirilmesinde ¢izgi romanlarin esprili dillerinden yararlanilabilir. Tiirkce dersinde ses
olaylar1 disinda diger dil bilgisi kurallarinin 6gretiminde de ¢izgi romanlara bagvurulabilir.
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Abstract

Understanding how young students engage with digital platforms is essential for addressing both the
opportunities and risks embedded in online environments. This study examines lower secondary
school students’ social media practices and their perceptions of its academic, social, psychological,
and behavioural effects. The study group consisted of 20 seventh- and eighth-grade students. Using a
qualitative phenomenological design, data were collected through a semi-structured interview form
developed by the researchers and analysed through content analysis. The analysis yielded nine
overarching themes: purposes of social media use, positive effects, negative effects, impacts on family
relationships, peer interactions, academic responsibilities, psychological well-being, privacy and
security concerns, and life without social media. The findings indicate that students primarily used
social media for entertainment, information seeking, communication, and sharing content. Positive
experiences included academic support, development of social skills, and enhanced creativity.
However, students also reported negative outcomes related to distraction, disrupted time
management, sleep problems, addictive tendencies, and exposure to cyberbullying. Social media was
further found to influence family communication patterns, emotional well-being, and students’
perceptions of safety online. Overall, the study demonstrates that social media exerts a multifaceted
influence on middle school students, providing both meaningful opportunities and notable risks. The
findings underscore the need to strengthen students’ media literacy, promote digital self-regulation
skills, and increase awareness of online privacy and safety. It is recommended that families adopt
supportive rather than restrictive approaches to digital guidance, and that educators incorporate
structured classroom activities highlighting constructive, ethical, and prosocial dimensions of social
media use.

Keywords: Social media, social media use, secondary school students.

Introduction

Technological advancements continue to shape and transform individuals’ lives in
profound ways. From economic production to daily communication patterns, many aspects of
contemporary social life are reshaped by digital innovations. For example, employees can
complete tasks rapidly through computer-based systems, consumers can purchase products
from any part of the world, and individuals can instantly interact with others through social
networking platforms (Destebasi, 2016). The rapid development of computer and internet
technologies has accelerated the emergence of new digital tools and environments. Among
these, social media—encompassing diverse platforms, networks, and technologies—has
become one of the most prominent communication and collaboration arenas of the twenty-
first century (Tezci & icen, 2017).

Cohen (2020) defines social media as a global platform that connects users within
interactive networks, enabling them to create, share, and circulate content. Social media
facilitates real-time communication, commenting, sharing, and collaboration; it allows
individuals to express opinions, disseminate photographs and videos, and instantly access
information. These features generate opportunities for enriching learning and teaching
experiences (Oztiirk & Talas, 2015). In Tiirkiye, increased internet accessibility has led
individuals to spend significant amounts of time on social networks-following news,
consuming digital entertainment, and interacting socially. However, particularly among
children and adolescents, intensive and unregulated use may also introduce risks, including
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problematic use, exposure to harmful content, and technology-related dependency (Deniz &
Giirtlti, 2018).

According to data from the Turkish Statistical Institute [TURKSTAT] (2024), internet
use among children aged 6-15 has reached 91.3%. Of these students, 83.9% use the internet to
watch videos, 74.0% for homework and learning activities, 72.7% for gaming, and 72.6% for
social media use. Social media usage stands at 66.1%, with boys (68.1%) engaging slightly more
than girls (64.0%). The most frequently used platforms include YouTube (96.3%), Instagram
(41.5%), TikTok (26.2%), Snapchat (21.4%), Pinterest (13.6%), Facebook (9.5%), and X (4.9%).

Children growing up in the digital age encounter technology from an early age, which
significantly influences their socialisation processes. Consequently, families play a crucial role
in guiding children’s digital experiences. The integration of the internet into everyday life has
reshaped communication styles, cultural interactions, and social expectations (Biricik, 2021).
Postman (1982/1995) previously argued that electronic media diminish the boundaries
between childhood and adulthood, creating “little adults” (as cited in Gokgearslan Ciftci, 2012).
With the expansion of digital technologies, new concepts such as digital citizenship, cyber
ethics, and online safety have gained importance, alongside challenges including
cyberbullying, identity theft, misinformation, and privacy violations (MoNE, 2018).
Developing skills such as media literacy, critical thinking, and ethical awareness has therefore
become essential for safe and responsible participation in digital environments (Bastiirk Akca
et al., 2014; Destebasi, 2016).

Alongside these social shifts, recent empirical research has illustrated that social media
use affects students’ academic performance and psychological development in complex ways.
Several studies indicate that moderate, guided social media use may support collaborative
learning, information access, and academic motivation (Al-Qaysi et al., 2020; Azizi et al.,
2019). However, excessive or unregulated use has been linked to lower academic achievement,
disrupted attention, and difficulties in completing school tasks (Alabdulkareem, 2021; Salari
et al., 2025). Similarly, while social media can enhance social connectedness and emotional
expression, research also highlights associations with anxiety, depressive symptoms,
loneliness, and reduced life satisfaction among adolescents (Khalaf et al., 2025; Keles et al.,
2020). These findings demonstrate the necessity of examining both the opportunities and risks
that social media presents for students. In light of this evidence, the growing influence of social
media on children and adolescents requires systematic investigation. Understanding how
lower secondary school students use social media is essential for identifying the opportunities
and challenges they encounter in digital environments. This research is significant in
identifying the ways in which lower secondary school students use social media. Determining
both the positive and negative effects of social media ranging from family and social
relationships, schoolwork and responsibilities, and psychological well being to issues of
privacy, security, addiction, and perceptions of life without social media will provide valuable
insights for families as well as educators. Enhancing awareness of social media use, particularly
among younger children, is expected to help prevent potential risks and foster more informed
and responsible media consumption. Within this framework, the present study aims to
examine students’ experiences of social media use from multiple perspectives.
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In line with the conceptual framework and the thematic areas identified during the
development of the interview form, the study was guided by the following nine research
questions:

1. For what purposes do lower secondary school students use social media?

2. What positive effects does social media have on students?

3. What negative effects does social media have on students?

4. How does social media influence students’ family and community relationships?
5. How does social media affect students’ coursework and academic responsibilities?
6. What psychological effects does social media have on students?

7. How do students perceive issues related to privacy and security on social media?
8. How do students experience and describe social media addiction?

9. How do students perceive a life without social media?

Method

Research Design

This study employed a qualitative research design grounded in a phenomenological
approach. Phenomenology seeks to understand how individuals interpret and make meaning
of their lived experiences, allowing researchers to explore subjective perceptions in depth
(Creswell, 2018; Moustakas, 1994). As the purpose of the present research was to examine
lower secondary school students’ experiences and perceptions regarding social media use,
phenomenology provided an appropriate methodological framework.

Study Group

In determining the study group (sample selection), the researcher must have
knowledge of and be familiar with the field from which data are collected. In qualitative
research, due to the small size of groups and samples, data quality can be ensured and
enhanced by repeating detailed examinations within the same sample group at certain times
(Neuman & Robson, 2014; as cited in Baltaci, 2019).

The study group was determined using criterion sampling, a type of purposive sampling
widely used in qualitative research. Criterion sampling involves selecting participants who
meet predefined characteristics essential to the research focus (Patton, 2015). In this study,
two criteria were applied:

1. being an active social media user, and;
2. willingness to share personal experiences and views regarding social media use.

This sampling strategy was chosen to ensure that participants had direct, relevant, and
meaningful experiences with the phenomenon under investigation, thereby enabling an in-
depth examination of students’ perspectives. The study group consists of 20 students (10 girls,
10 boys) studying in the 7th and 8th grades of a public middle school in the Zeytinburnu district
of Istanbul during the spring semester of the 2024—2025 academic year. The participants’ ages
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range between 12 and 14. Regarding the parents’ educational background, it was observed that
the majority of mothers and fathers were primary or secondary school graduates, while four
mothers and three fathers had completed university. Most students live with both parents. All
students have social media accounts and internet access, with weekly internet usage ranging
between 9 and 42 hours. Their academic achievement averages fall between 70-84 and 85-100
points. The duration of the interviews varied between 11 and 35 minutes, and students’
personal information was kept confidential by using code names instead of real names.

Data Collection Tool

Semi-structured interviews served as the primary data collection tool, enabling access
to participants’ personal narratives, feelings, and interpretations of the phenomenon. The first
part of the interview form elicited demographic information about the pupils, while the second
part contained semi-structured questions designed to determine the purposes of their social
media use. The questions were prepared with input from both an academic and a teacher. The
form comprised 11 items concerning social media use.

Data Collection Process

Data were collected face-to-face using a semi-structured interview form, developed by
the researchers, consisting of open-ended questions. The interviews were conducted
individually in school settings such as the science laboratory, study classrooms, and the
conference hall. Participants’ responses were recorded and subsequently transcribed. The
interviews were conducted in quiet areas within the school so as not to disrupt pupils’ learning
and teaching processes. Confidentiality was maintained throughout the research, and the data
obtained were used exclusively for scientific purposes.

Data Analysis

The qualitative data obtained from the semi-structured interviews were analysed using
content analysis. After the audio recordings were transcribed verbatim into written form, the
researchers carefully read the transcripts several times to gain familiarity with the students’
expressions and experiences. During the initial stage of analysis, meaningful statements were
identified and coded, after which similar codes were brought together to form broader
categories. These categories were then organised into themes that reflected the patterns,
meanings, and recurring ideas within the students’ accounts. The themes were subsequently
presented and interpreted in tabular form. Throughout this process, participants’ anonymity
was maintained through the use of pseudonyms.

To ensure the quality and credibility of the analysis, the development and validation of
the interview form were carried out systematically. The initial pool of questions was created
based on a comprehensive review of the literature on students’ social media use, digital
behaviours, and related psychological and academic effects. The draft form was then reviewed
by two experts-one in educational sciences and one in psychological counselling-who evaluated
the clarity, relevance, and age-appropriateness of the items. Their feedback informed several
revisions. The form was also piloted with two students outside the study group to confirm the
comprehensibility and effectiveness of the questions; minor adjustments were made
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accordingly. This multi-step process enhanced the content and face validity of the interview
form.

Reliability in the coding and theme development was strengthened through
collaborative and systematic procedures. Two independent researchers coded 20% of the
interview transcripts, and the inter-coder agreement rate was calculated as 87%, which is
considered satisfactory for qualitative research. Any discrepancies in coding were resolved
through discussion until consensus was reached. Following this reliability check, the primary
researcher proceeded with the remaining analyses. To increase transparency, an audit trail
documenting coding decisions, analytic reflections, and theme development steps was
maintained throughout the study.

The trustworthiness of the analysis was further supported through several strategies
recommended by Lincoln and Guba (1985). Credibility was enhanced through member
checking, in which preliminary themes were shared with four participants to verify whether
the interpretations accurately reflected their experiences. Peer debriefing was conducted with
a qualitative research expert who reviewed the coding structure and thematic framework.
Transferability was ensured by providing detailed descriptions of the research setting,
participant characteristics, and data collection procedures. Dependability was established by
documenting each step of the research process, and confirmability was reinforced through the
researcher’s reflective notes, which helped minimise bias and ensure that interpretations were
grounded in the actual data. Through these rigorous procedures, the data analysis process
yielded robust and trustworthy findings regarding students’ experiences with social media.

Ethical Permits of Research:

In this study, all the rules specified to be followed within the scope of “Higher Education
Institutions Scientific Research and Publication Ethics Directive” were complied with. None of
the actions specified under the heading “Actions Contrary to Scientific Research and
Publication Ethics”, which is the second part of the directive, have been taken.

Ethics Committee Permission Information:

Name of the committee that made the ethical evaluation = Yildiz Technical University
Social and Humanities Research Ethics Committee

Date of ethical review decision = 02.05.2025
Ethics assessment document issue number = 2025.05
Findings

In this section of the study, the interview data were first coded, themes were generated,
and pupils’ views were presented and interpreted in tabular form. Analysis of the data revealed
nine distinct main themes. These were: purposes of social media use, positive effects of social
media, negative effects of social media, family and environmental relations, impact of social
media on schoolwork and responsibilities, psychological effects of social media, social media
and privacy-security, social media addiction, and perception of life without social media. These
main themes were further divided into sub-themes and are presented in detail in Table 1.
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Table 1.

Social Media Usage Main Themes and Sub-Themes
Main themes Sub-themes
Purposes of using social media Entertainment

Acquiring knowledge and learning
Social communication
Do not share

Positive effects of social media Academic contributions
Development of social skills
Supporting creativity

Negative effects of social media Attention deficit and academic performance
Time management and sleep patterns
Social media addiction

Family and environmental relations Supervision of families
Family communication

The lessons and practices of social media impact on Disruption of classes

responsibilities Effects of planned use
Psychological effects of social media Self-confidence and self-perception
Anxiety and stress
Cyberbullying
Social media and privacy-security Sharing of personal information

Password security and account protection
Scams and dangerous content
Social media addiction Desire to use continuously
Time management problems
Physical and mental effects
Perception of life without social media Negative perceptions
Alternative activities
Effects on access to information and
communication

The qualitative analysis yielded nine main themes corresponding to the nine research
questions. Each theme is presented with its sub-themes, frequencies, participant codes
including gender, narrative interpretation, and key illustrative quotations. The findings reflect
students’ lived experiences and perceptions of social media use.

RQ1. For what purposes do lower secondary school students use social
media?

Table 2.
Purposes of Social Media Use
Sub-theme Participant codes
Entertainment Nihat (M), Sude (F), Mirac (M), Sema (F), Beyza (F)

Kibra (F), Sude (F), Irmak (F), Emre (M), Ahmet (M)
Nihat (M), Inci (F), Melis (F), Onur (M)
Azra (F), Nihat (M), Rana (F), Kaan (M), Sema (F)

Information & learning
Social communication
Sharing

NS IS N N

Student responses indicate that social media serves multiple functions in their daily
routines, reflecting both recreational and educational dimensions. The analysis of the
interviews showed that students primarily use social media for entertainment, learning, social
communication, and sharing content, each functioning as a distinct yet interconnected aspect
of their digital engagement. To begin with, entertainment emerged as the most frequently
expressed purpose. Students described social media as an accessible environment where they
could momentarily disconnect from daily stress, relax, and occupy their free time. Humorous
short videos, playful content, and light-hearted visual media were repeatedly emphasised as
the elements that make social media enjoyable. As one student noted, “When I'm bored, social
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media helps me relax and distract myself after a difficult day” (Nihat, M). This illustrates how
many students perceive social media as a convenient and immediate source of emotional relief.
Beyond entertainment, students also reported using social media as an informal learning tool,
particularly when they needed clarification or supplementary explanations in their school
subjects. Platforms such as YouTube and Google were commonly referenced as essential
resources for studying. For example, one student stated, “If I don’t understand something in
my lessons, I watch explanations on YouTube” (Sude, F), highlighting how digital content
supports autonomous and self-paced learning. These findings demonstrate that social media
is not only a recreational space but also a meaningful extension of the academic environment.

Another significant purpose was social communication. Students used messaging
applications to maintain emotional connection with their peers and family members, forming
a continuous line of interaction that extends beyond school hours. These platforms help
preserve friendships, foster a sense of belonging, and support interpersonal relationships.
Reflecting this, Melis (F) articulated, “Texting or video chatting makes me feel close to my
friends even when I'm home.” Such accounts show that social media plays a central role in
sustaining peer networks during early adolescence.

Finally, many students used social media as a platform for sharing personal interests
and creative expressions. Whether posting about sports, hobbies, literature, or daily
experiences, students viewed sharing as an opportunity to express themselves and engage with
wider audiences. For instance, one student shared, “I run a literature page where I write
poems and share them” (Kaan, M). These examples indicate that social media functions as a
digital space in which students construct and present aspects of their identities. Taken
together, these findings reveal that lower secondary school students use social media in
multifaceted ways that blend entertainment, learning, communication, and self-expression.
Their engagement is not random or unstructured; rather, it reflects meaningful patterns
shaped by personal needs, academic demands, and social contexts.

RQ2. What positive effects does social media have on students?

Table 3.

Positive Effects of Social Media
Sub-theme f Participant codes
Academic contributions 3 Gil (F), Irmak (F), Emre (M)
Development of social skills 3 Gil (F), Ahmet (M), Sude (F)
Supporting creativity 3 Azra (F), Ahmet (M), Kaan (M)

The findings indicate that students perceive social media as offering several positive
contributions to their academic, social, and creative development. Rather than viewing digital
platforms solely as recreational spaces, students identified meaningful ways in which social
media enhances their learning processes, communication abilities, and opportunities self-
expression. To begin with, academic contributions emerged as an important dimension of
students’ experiences. Many students reported that social media supports their understanding
of school subjects by providing access to educational videos, documentaries, and explanatory
content. YouTube in particular was frequently cited as a valuable tool for reinforcing classroom
learning. For example, Giil (F) noted, “T watch lectures on YouTube; it helps me a lot during
my exam year,” illustrating how digital content serves as supplementary instructional
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material. Similarly, Emre (M) explained that certain teachers recommended high-quality
online content, enabling him to deepen his understanding of topics such as history and science.
These accounts demonstrate that social media plays an increasingly important pedagogical role
in students’ daily academic routines. Beyond academic support, students emphasised the role
of social media in the development of social skills. Online environments provided
opportunities for interaction with peers, exposure to diverse viewpoints, and engagement in
collaborative activities. For instance, Giil (F) described how communicating with international
players during online games helped improve her English language skills. In the same vein,
Sude (F) stated, “We have group chats with my friends on social media, which strengthens
our communication,” highlighting the platform’s role in fostering interpersonal connection.
These examples suggest that social media functions not only as a communication tool but also
as a space that facilitates social learning and interaction.

Additionally, social media was viewed as a catalyst for supporting creativity. Several
students described engaging in creative activities such as video editing, digital design, and
content production. Azra (F) explained that she regularly edits videos using CapCut, while
Ahmet (M) shared that he was working on a WordPress website to support his father’s
business. Kaan (M) further noted that Pinterest inspired him to create his own graphic designs.
These expressions illustrate how social media platforms provide students with accessible tools
and environments that nurture imagination, design skills, and digital creativity. Taken
together, the findings indicate that students experience social media not merely as
entertainment but also as a multidimensional environment that contributes positively to their
academic performance, enhances their social competencies, and fosters creativity. These
perspectives highlight the constructive potential of digital engagement when used intentionally
and purposefully.

RQ3. What negative effects does social media have on students?

Table 4.
Negative Effects of Social Media
Sub-theme
Attention deficit & reduced academic performance

Time management & disrupted sleep patterns
Addictive tendencies (compulsion to check)

Participant codes
Mirac¢ (M), Beyza (F)
Inci (F), Emre (M)
Sude (F), Nihat (M)

NN [

The analysis of student experiences reveals that social media also produces several
negative outcomes, particularly in areas related to concentration, time regulation, sleep
quality, and emerging dependency behaviours. These effects illustrate how excessive or
unregulated digital engagement can interfere with both academic responsibilities and overall
well-being.

To begin with, students frequently highlighted the impact of social media on attention
and academic performance. Extended periods spent scrolling, watching videos, or engaging
with notifications made it difficult for them to sustain focus during study sessions. For
example, Mirac (M) stated, “When I spend a long time on social media, it becomes difficult for
me to focus on my studies,” which reflects the distracting nature of constant visual and auditory
stimuli. Similarly, Beyza (F) reported that notifications disrupted her concentration even when
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she attempted to study, suggesting that digital interruptions fragment cognitive attention and
reduce academic efficiency.

A second challenge expressed by students concerns time management and sleep
patterns. Many described unintentional time loss while engaging with social media, often
spending considerably more time online than planned. Inci (F) shared, “I look at my phone
before going to bed, and sometimes I stay up watching videos until very late,” emphasising
how nighttime usage disrupts healthy sleep routines. Emre (M) added that even a short
intention such as watching a single video frequently extended into hours, demonstrating how
algorithm-driven content feeds encourage prolonged engagement. These patterns not only
reduce sleep duration but also impair students’ daily functioning and readiness for academic
tasks.

Students reported behaviours indicative of an emerging tendency toward addictive use.
Some expressed compulsive urges to check their phones or difficulties disengaging even when
they recognised negative effects. Sude (F) explained, “Sometimes I feel as if I am searching
with my hand even when I do not have my phone,” illustrating a habitual response akin to
dependency. Likewise, Nihat (M) remarked, “I want to be on social media all day; I feel
incomplete when I stop,” signalling emotional reliance on digital environments. Taken
together, these findings indicate that social media can adversely affect students by diminishing
concentration, disrupting time management and sleep quality, and fostering patterns
associated with addictive behaviour. These negative effects highlight the importance of
conscious digital habits and structured guidance to mitigate potential harm.

RQ4. How does social media influence students’ family and community
relationships?
Table 5.
Family and Community Relations

Parental control and supervision Giil (F), Melis (F)

Sub-theme f Participant codes
2
Intra-family communication issues 2 Kaan (M), Sude (F)

The findings reveal that social media plays a notable role in shaping students’
relationships within the family environment. Two main dynamics emerge in this context:
parental supervision practices and the influence of social media on everyday family
communication patterns. Collectively, the data suggest that while parents attempt to regulate
their children's digital engagement, social media can simultaneously hinder face-to-face
interaction and contribute to communication gaps within the household.

First, parental supervision was a recurring feature in the students’ experiences. Some
students explained that their parents actively monitored or limited their social media use,
aiming to protect them from excessive screen time or harmful online content. For instance, Giil
(F) noted, “My mother does not want me to spend too much time on social media; she
sometimes takes my phone,” indicating a protective and restrictive approach. Similarly, Melis
(F) stated that her mother occasionally checked her online activities. These accounts show that
parents employ varying degrees of oversight to manage their children’s digital behaviour,
reflecting wider concerns about online safety and developmental impacts.
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In contrast, the theme of intra-family communication highlights how social media can
disrupt the quality of interactions among family members. Students described situations in
which digital engagement created conflicts, reduced shared time, or led to emotional distance
within the family. Kaan (M) reported, “Even when I am having dinner with my family, I am
always on my phone, so we sometimes argue,” illustrating how persistent device use can
interfere with family routines. Likewise, Sude (F) observed that “Everyone at home is looking
at their phones; sometimes we do not spend time together,” pointing to a mutual
disengagement dynamic in which all family members are absorbed in their own digital worlds.

Overall, these findings suggest that social media has a dual influence on family
relationships. While parents attempt to regulate their children’s social media use, the
prevalence of digital engagement by both children and adults can reduce the frequency and
depth of interpersonal communication within the household. The study underscores the need
for balanced digital habits and conscious family interaction practices to ensure that social
media does not replace meaningful face-to-face connection.

RQ5. How does social media affect students’ coursework and academic
responsibilities?

Table 6.

Impact of Social Media on Coursework and Responsibilities
Sub-theme f Participant codes
Disruption of studying, homework, and exam preparation 2 Kaan (M), Beyza (F)
Planned and controlled use that supports responsibility fulfilment 2 Azra (F), Emre (M)

The findings demonstrate that social media exerts a dual influence on students’
academic responsibilities, functioning both as a source of distraction and, when used
purposefully, as a manageable aspect of their daily routines. Students’ accounts reveal two
contrasting patterns: unregulated use that hinders schoolwork, and planned engagement that
allows students to balance digital activities with their academic obligations. Some students
reported that unconscious or excessive social media use disrupts their focus on academic tasks
and leads to procrastination. The constant availability of stimulating content diverts attention
away from school responsibilities and reduces the time allocated for studying. Kaan (M)
explained, “T postpone studying when I get caught up in social media,” highlighting how
digital engagement can unintentionally displace academic priorities. Similarly, Beyza (F) noted
difficulties in managing device use during critical academic periods, stating, “I don’t want to
look at my phone too much during exam week, but I cannot stop.” These accounts illustrate
how the immersive nature of social media can undermine students’ ability to prepare
effectively for examinations and maintain sustained concentration.

Despite these challenges, some students described adopting planned and structured
approaches to their social media use, which allowed them to fulfil academic duties without
significant disruption. This indicates that conscious regulation and self-discipline can mitigate
potential negative effects. For example, Azra (F) stated, “First I finish my studies, then I go on
social media,” demonstrating a deliberate sequencing strategy. Likewise, Emre (M)
implemented a self-imposed schedule, describing, “I set a specific time for myself-first study,
then social media.” These practices show students’ capacity to integrate social media use into
their routines in a balanced manner when appropriate boundaries are established. Taken
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together, the findings suggest that the impact of social media on schoolwork is largely
determined by students’ usage patterns. While unregulated, impulsive engagement can hinder
academic performance, planned and intentional use can help students maintain control over
their responsibilities. The results highlight the importance of developing digital self-regulation
and time-management skills to ensure that social media does not compromise academic
success.

RQ6. What psychological effects does social media have on students?

Table 7.

Psychological Effects of Social Media
Sub-theme
Self-confidence and self-perception

Anxiety and stress
Cyberbullying experiences or exposure

Participant Codes

Melis (F), Sude (F)
Nihat (M), inci (F)
Ahmet (M), Giil (F)

NN [

The findings demonstrate that social media has notable psychological effects on
students, particularly shaping how they perceive themselves, how they experience anxiety, and
how they encounter harmful online interactions such as cyberbullying. These effects highlight
the emotional vulnerabilities of early adolescents within digital environments and point to the
complex interplay between online feedback, social comparison, and emotional well-being.
Several students reported that social media influences their self-confidence and self-
perception, often in negative ways. The abundance of idealised images, curated lifestyles, and
popularity indicators such as likes and followers prompted some students to compare
themselves to others. Melis (F) described feeling inadequate after viewing the highly polished
photos of her peers, stating, “I feel bad when I look at some girls’ photos on Instagram; they
always look so beautiful.” Similarly, Sude (F) expressed that receiving fewer likes than
expected made her feel “worthless” and demoralised. These examples illustrate how social
media may distort adolescents’ self-image by amplifying social comparison and external
validation. In addition, students frequently referenced feelings of anxiety and stress associated
with social media use. These emotional responses were often linked to concerns about how
others might evaluate their posts or the fear of missing out on social activities. Nihat (M)
shared that posting content caused him significant worry, explaining, “Sometimes when I post
something on social media, it stresses me out to think about what comments I will get.”
Likewise, Inci (F) described the emotional discomfort she experienced when she saw her
friends socialising without her, stating, “I feel bad if I see my friends having fun outside while
I am at home.” These accounts show that online visibility and peer dynamics can heighten
adolescents’ sensitivity to social evaluation and exclusion.

A third psychological concern that emerged was exposure to cyberbullying. Several
students recounted direct or indirect experiences with hostile comments, anonymous
messages, or online harassment. Ahmet (M) mentioned that a friend had received malicious
messages from an unknown account, an event that deeply upset him. Similarly, Giil (F)
explained, “Sometimes when I post something, I get unpleasant comments and it bothers me.”
These incidents highlight the potential emotional harm caused by cyberbullying, which can
create distress, insecurity, and fear among young users. Taken together, the findings indicate
that social media can adversely influence students’ psychological well-being by undermining
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their self-confidence, increasing anxiety, and exposing them to cyberbullying. While social
media can be a space for connection and expression, these results underscore the need for
awareness, digital resilience, and protective strategies to support students' mental health in
online environments.

RQ7. How do students perceive issues related to privacy and security on
social media?
Table 8.

Privacy and Security Concerns

Sub-theme

Caution about sharing personal information
Password security and account protection
Awareness of scams and dangerous content

Participant codes
Inci (F), Sude (F)
Ahmet (M), Kaan (M)
Mirac (M), Beyza (F)

NN N[

The findings reveal that students are increasingly aware of the risks associated with
privacy and security on social media platforms. Their experiences highlight three
interconnected areas of concern: managing personal information, protecting account security,
and recognising fraudulent or harmful online content. Overall, students demonstrate a
growing but still developing digital literacy regarding online safety. To begin with, several
students expressed heightened caution regarding the sharing of personal information online.
Their statements reflected a basic awareness of privacy risks and a desire to avoid exposure to
potentially harmful individuals. Inci (F) explained, “I never share my phone number on social
media because there might be people with bad intentions,” demonstrating sensitivity to the
dangers of sharing sensitive details. Similarly, Sude (F) noted that parental guidance played a
role in shaping her online behaviour, stating that her mother warned her not to disclose her
address or school information. These findings indicate that both personal awareness and
family influence contribute to more careful digital practices among students.

A second area of concern involved password security and account protection. Students
described taking various precautions to safeguard their social media accounts, such as not
sharing passwords and enabling additional security features. Ahmet (M) emphasised the
importance of not disclosing login information, explaining, “I do not share my Instagram
password with anyone. Sometimes my friends share their passwords and regret it.” Likewise,
Kaan (M) noted that he activated two-factor authentication to prevent unauthorised access.
These examples suggest that students recognise the value of strong security practices and are
beginning to adopt protective strategies to prevent account breaches.

Finally, students discussed their encounters with fraudulent messages and dangerous
content online. Some described receiving suspicious messages that promised rewards or
requested personal information. Mirag¢ (M) shared that he once received a message claiming
he had “won an award” but chose not to open it due to concerns about authenticity. Beyza (F)
noted that unknown individuals sometimes contacted her with malicious intent, prompting
her to avoid interaction. These accounts reflect a foundational understanding of digital risks,
particularly those involving scams and harmful links, though students’ responses also suggest
the need for formalised instruction on recognising and responding to such threats. Taken
together, these findings indicate that students are moderately aware of privacy and security
issues in digital environments. They demonstrate caution in sharing personal information,
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show increasing competence in maintaining account security, and display emerging critical
judgment when encountering fraudulent content. Nonetheless, the data underscore the
importance of equipping young users with more comprehensive digital literacy skills to ensure
safe and responsible social media use.

RQ8. How do students experience and describe social media addiction?

Table 9.
Social Media Addiction

Sub-theme

Constant or compulsive use
Time management difficulties
Physical and mental effects

Participant codes
Melis (F), Beyza (F)
Ahmet (M), Giil (F)
Inci (F), Emre (M)

[CI I SN

The findings show that students’ descriptions of their social media habits reflect
behavioural patterns associated with emerging digital addiction. These experiences cluster
around three main areas: compulsive or uncontrolled use, difficulties in managing time, and
physical or psychological consequences. Together, they illustrate how the design of digital
platforms—particularly their constant notifications and algorithm driven content shapes
habitual behaviours that become difficult for young users to regulate. To begin with, students
frequently referenced constant or compulsive use, describing situations in which they reached
for their phones automatically or felt uneasy when disconnected. Melis (F) explained this urge
as an almost reflexive action, stating, “Sometimes I can’t stop reaching for my phone; I feel
the need to constantly check something.” Similarly, Beyza (F) reported experiencing
restlessness when unable to access social media, which indicates the early stages of
dependency-like behaviour. These accounts demonstrate that the psychological pull of social
media encourages repeated checking and habitual engagement, even in the absence of a clear

purpose.

Another common difficulty concerned time management. Students described losing
track of time while browsing feeds, watching videos, or engaging in online activities. Ahmet
(M) remarked, “I lose track of time when I am on social media, and suddenly I realise hours
have passed,” illustrating how the immersive nature of digital content contributes to
unintentional overuse. Giil (F) shared similar experiences, noting that even brief intentions
such as checking a message often extended into lengthy, unplanned browsing sessions. These
patterns show how social media can interfere with students’ daily routines, homework
schedules, and sleep patterns. In addition to psychological and behavioural concerns, students
reported physical and mental effects resulting from excessive use. Some described discomfort
such as headaches or fatigue, while others reported disruptions in sleep quality. Inci (F) noted,
“I get a headache when I hold my phone too long, but I still don’t want to put it down,”
reflecting the tension between physical strain and emotional attachment. Emre (M) added,
“When I spend time on my phone at night, my sleep pattern is disrupted, and it becomes
difficult to wake up,” highlighting the connection between nighttime scrolling and poor sleep
hygiene. Taken together, the findings indicate that students exhibit multiple indicators of
developing social media addiction, including compulsive behaviours, difficulty regulating time,
and negative physical and psychological outcomes. These results underscore the need for
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digital self-regulation strategies and educational interventions that help adolescents establish
healthier boundaries around technology use.

RQ9. How do students perceive a life without social media?

Table 10.

Perception of Life Without Social Media
Sub-theme
Negative perceptions

Alternative activities
Impacts on access to information and communication

Participant codes
Kaan (M), Nihat (M)
Sude (F), Mirag¢ (M)
Emre (M), Ahmet (M)

NN N[

The data reveal that students’ perceptions of a life without social media are
predominantly negative, shaped by concerns about social disconnection, limited access to
information, and disruption of daily routines. At the same time, some students acknowledged
that the absence of social media could allow them to engage more in alternative activities. Their
reflections illustrate the central role social media plays in their social, academic, and personal
lives. To begin with, several students expressed negative perceptions of a life without social
media, associating it with boredom, social isolation, and the loss of a familiar communication
channel. Kaan (M) described such a scenario as monotonous, stating, “It would be so boring
without social media; I would not know what to do.” Similarly, Nihat (M) voiced concerns
about social disconnection, explaining, “I could not keep in touch with my friends; it would be
difficult to go out.” These perspectives indicate that students view social media as an essential
component of their social participation and everyday routines.

Despite these concerns, some students acknowledged that the absence of social media
might create space for alternative activities. They reflected on the possibility of engaging more
in offline hobbies, spending time with family, or participating in physical activities. Sude (F)
stated, “If I did not have a phone, I would read more books or spend more time with my
family,” suggesting that social media sometimes displaces other meaningful pursuits.
Likewise, Mira¢ (M) noted that he would likely spend more time outdoors, explaining, “If there
were no social media, I would exercise and play more outside.” These reflections reveal
students’ awareness of the trade-offs between online and offline activities.

Finally, students highlighted the potential challenges in accessing information and
maintaining communication without social media. They described social media as a practical
tool for obtaining information quickly and facilitating communication in their daily lives. Emre
(M) explained, “It would be very difficult to obtain information. Even while studying, I find
everything on the internet.” Ahmet (M) similarly emphasised the importance of digital tools,
stating, “T don’t know how we would live without phones and the internet; everything would
be very difficult.” These accounts underscore the extent to which students rely on digital
platforms for academic support and everyday communication. Taken together, these findings
illustrate that students view social media as an integral part of their lives, shaping how they
learn, interact, and access information. While some recognise the potential benefits of reduced
digital engagement, the majority associate a life without social media with significant
limitations and challenges.
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Discussion and Conclusion

The findings of this study reveal that social media occupies a central and multifaceted
place in the lives of middle school students and influences their academic practices, social
relationships, emotional experiences and daily routines. Students’ motivations for using social
media reflect a combination of recreational, communicative, informational and expressive
needs. Their use of platforms for entertainment aligns with uses and gratifications theory,
which suggests that individuals actively choose media to satisfy emotional and psychological
needs (Katz et al., 1973; Rubin, 2009). The preference for short videos, humorous content and
playful interactions supports earlier findings that adolescents use social media primarily for
fun, relaxation and diversion (Bostanci, 2010; Solmaz et al., 2013). At the same time, students
frequently used social media to support their academic learning, especially through YouTube,
Google and educational content pages. This supports prior research demonstrating that digital
platforms increasingly function as hybrid learning environments that complement school-
based instruction (Alican & Saban, 2013; McLoughlin & Lee, 2007; Tartari, 2015). Such use
illustrates how social media has become both a leisure space and an informal educational tool,
allowing students to engage in self-paced learning outside classroom boundaries.

The study also highlights the constructive role of social media in developing social
competencies and creativity. Students described participating in gaming communities, peer
group chats and collaborative online activities, which provided opportunities to practise
communication skills and engage with diverse viewpoints. These experiences align with
sociocultural learning theories that frame learning as socially mediated (Vygotsky, 1978) and
with studies showing that digital media environments enhance adolescents’ creative
expression (Hancer & Mise, 2019). Activities such as video editing, graphic design and content
creation further underscore the creative potential of digital platforms.

Despite these benefits, students also identified a number of risks. Difficulties in
concentration, delays in academic tasks and the tendency to spend prolonged periods online
reflect the cognitive challenges associated with media multitasking and constant digital
stimulation (Rosen et al., 2011). The sense of compulsion described by students is consistent
with reinforcement-based models of behavioural addiction, in which intermittent rewards and
constant notifications increase engagement (Alter, 2017). These findings mirror research
reporting that excessive social media use negatively affects academic achievement and
positions young people primarily as passive consumers (Bayzan et al.,, 2023; Twenge &
Campbell, 2018).

Psychological effects emerged as another significant dimension. Many students
reported comparing themselves with peers and influencers, experiencing feelings of
inadequacy and linking their self-worth to online feedback. This finding aligns strongly with
social comparison theory (Festinger, 1954) and with empirical work demonstrating that online
comparison processes undermine adolescents’ self-esteem and increase anxiety (Appel et al.,
2016; Feinstein et al., 2013; Vogel et al., 2014). Reports of cyberbullying further reinforce
existing international evidence on the detrimental mental health impacts of online harassment
(Aydin & Celik, 2016; Livingstone & Smith, 2014).
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Family relationships were also shaped by students’ social media use. Although some
parents attempted to supervise or restrict online activity, students frequently noted that social
media disrupted daily communication within the household. This phenomenon reflects the
broader concept of technoference, which refers to digital interruptions that reduce the quality
of family interactions (McDaniel & Coyne, 2016). Prior research similarly emphasises the need
for parents to adopt balanced, guiding approaches rather than restrictive or punitive ones
(Biricik, 2021; Goodwin, 2018; Sirin, 2006). Students’ academic responsibilities were
influenced by their patterns of technology use. Those with limited self-regulation struggled to
stay focused and often postponed their homework. In contrast, students who used social media
only after completing their studies and followed structured routines reported fewer academic
disruptions. This distinction highlights the role of self-regulation skills and executive
functioning in moderating digital engagement during early adolescence. Regarding privacy
and security, students exhibited partial awareness of online risks and attempted to avoid
sharing personal details, yet still encountered fraudulent messages or harmful content. Such
experiences support earlier findings that young people possess incomplete digital literacy and
require more structured training in online safety (Bayzan et al., 2023; G6ldag & Kanat, 2018).

Finally, students' reflections on a life without social media revealed two contrasting
perspectives. Many viewed such a scenario as socially isolating and monotonous, reflecting the
strong role of digital connectivity in adolescents’ sense of belonging. Others believed that being
offline would create opportunities for healthier activities such as reading, outdoor play or
spending time with family. This dual perception aligns with research suggesting that social
media is simultaneously indispensable and a substitute for deeper offline engagement (Solmaz
et al., 2013). Overall, the findings illustrate that social media exerts complex and
multidimensional effects on middle school students. It provides opportunities for academic
support, social connection and creative engagement while also presenting risks related to
attention, psychological well-being, family communication and online safety. These
intertwined experiences highlight the need for balanced and developmentally informed
approaches to social media use in schools and families, strengthening students' digital
citizenship, media literacy and self-regulation skills to foster healthier and more responsible
engagement with digital platforms.

Recommendations

Based on the findings of this study, several targeted recommendations can be made to
support healthier and more conscious social media use among middle school students. First,
because students frequently use social media for both entertainment and academic purposes,
schools should incorporate structured media literacy education that helps students distinguish
between productive and distracting online behaviours. Instruction should explicitly address
how to evaluate online information, how to balance recreational and academic use, and how to
recognise algorithm-driven content that may contribute to distraction. Given that many
students experienced difficulties with time management, procrastination and sleep disruption,
it is essential to provide training in self-regulation strategies. Schools can integrate short,
developmentally appropriate modules on digital self-discipline, while families can help
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students establish clear routines in which academic responsibilities are completed before
recreational screen use.

The findings also showed that students experienced psychological challenges such as
anxiety, stress and lowered self-esteem related to social comparison. Therefore, guidance
counsellors and teachers should include discussions on online comparison, unrealistic digital
portrayals and emotional responses to feedback on social media. Activities that promote
healthy self-perception and critical reflection on social media content should be embedded into
school programmes. Because cyberbullying emerged as a concern, schools should strengthen
their digital citizenship programmes by explicitly teaching pupils how to recognise, report and
cope with cyberbullying incidents. Collaborations between school administrators, counsellors
and families are needed to create safe reporting channels and promote a zero-tolerance culture
regarding digital harassment. Findings related to family communication disruptions and
inconsistent parental supervision highlight the importance of equipping parents with practical
strategies. Rather than relying solely on restrictive measures, families should adopt guiding
approaches that include open communication, co-use practices and setting shared
expectations for technology use. Parent workshops or information sessions could support
families in implementing balanced and developmentally appropriate monitoring. Privacy and
security concerns indicate a need for comprehensive instruction on protecting personal
information, strengthening passwords, avoiding fraudulent messages and understanding risks
associated with online interactions. Both schools and families should provide clear guidance
on safe digital behaviour.

Finally, because students expressed that life without social media could both reduce
social connection and create opportunities for healthier offline activities, schools and
community organisations should actively promote extracurricular programmes such as sports,
arts and reading clubs that provide alternative avenues for socialisation, creativity and
emotional regulation. Increasing access to such activities may help reduce overreliance on
social media while supporting students’ psychosocial well-being.

522



Tiirk Akademik Yaywnlar Dergisi (TAY Journal), 2025, 9(3), 505-535

References

Alabdulkareem, A. (2021). Exploring the impact of social media on students’ academic performance: A
case study. Education and Information Technologies, 26(5), 6407-6425.
https://doi.org/10.1007/s10639-021-10591-2

Alican, C., & Saban, A. (2013). Ortaokul ve lisede 6grenim goren 6grencilerin sosyal medya kullanimina
iliskin tutumlar: Urgiip 6rnegi [Secondary and high school students’ attitudes in terms of social
media usage: Urgiip sampling]. Erciyes University Social Sciences Institute Journal, 1(35), 1-
14.

Al-Qaysi, N., Mohamad-Nordin, N., & Al-Emran, M. (2020). A systematic review of social media
acceptance from the perspective of educational and information systems theories and models.
Journal of Educational Computing, 57(8), 2085-2109.
https://doi.org/10.1177/073563311881787

Alter, A. (2017). Irresistible: The rise of addictive technology and the business of keeping us hooked.
Penguin Press.

Appel, H., Gerlach, A. L., & Crusius, J. (2016). The interplay between Facebook use, social comparison,
envy, and depression. Current  Opinion in  Psychology, 9, 44-49.
https://doi.org/10.1016/j.copsyc.2015.10.006

Aydim, M., & Celik, T. (2016, April 28-30). Ogrencilerin gbzlinden sosyal medyanin yarar ve riskleri
iizerine bir inceleme [An investigation into the benefits and risks of social media from the
perspective of students]. In USBES V International Symposium on Social Studies (pp. 743-754).
Pamukkale University.

Azizi, S. M., Soroush, A., & Khatony, A. (2019). The relationship between social networking addiction
and academic performance in Iranian students of medical sciences: a cross-sectional study,
BMC Psychology, 7(28), 1-8. https://doi.org/10.1186/s40359-019-0305-0

Baltaci, A. (2019). Nitel aragtirma siireci: Nitel bir aragtirma nasil yapilir? [Qualitative research process:
How to conduct qualitative research?]. Ahi Evran University Journal of Social Sciences
Institute, 5(2), 368-388.

Bastiirk Akea, E., Sayimer, 1., Balaban Saly, J., & Basak, B. E. (2014). Okulda siber zorbaligin nedenleri,
tlirleri ve medya okuryazarligi egitiminin Onleyici calismalardaki yeri [Causes and types of
cyberbullying in schools and the role of media literacy education in preventive efforts].
Electronic Journal of Professional Development and Research (EJOIR), 2(2), 17-30.

Bayzan, S., Yildirim, O., Karakus Yilmaz, T., Kursun, E., Turgut, Y. E., & Aslan, A. (2023). Tiirkiye’deki
¢ocuklarin internet kullanim aligkanliklar1 ve dijital okuryazarlk becerileri iizerine bir aragtirma
[A Study on internet usage habits and digital literacy skills of children’s in Turkey]. Korkut Ata
Journal of Turkish Studies, (13), 1331-1364.
https://doi.org/10.51531/korkutataturkiyat.1376739

Bilgin, M. (2018). Ergenlerde sosyal medya bagimlilig1 ve psikolojik bozukluklar arasindaki iligki [The
relationship between social media addiction and psychological disorders in adolescents]. The
Journal of International Scientific Researches, 3(3), 237-247.
https://doi.org/10.23834/isrjournal.452045

Biricik, Z. (2021). Cocuklarin oynadig dijital oyunlara iligkin dijital ebeveynlerinin farkindaliklar:
iizerine bir inceleme [An investigation on digital parent awareness on digital games played by
children]. Journal of Erciyes Communication, 8(2), 575-597.
https://doi.org/10.17680/erciyesiletisim.785287

Bostanci, M. (2010). Sosyal medyamin gelisimi ve iletisim fakiiltesi dgrencilerinin sosyal medya
kullamim aliskanliklar:1 [Development of social media and social media usage habits of
communication faculty students] (Publication No. 258186) [Master thesis, Erciyes University].
National Thesis Center.

Biiyiikoztiirk, S., Kilic-Cakmak, E., Akgiin, O. E., Karadeniz, S., & Demirel, F. (2011). Bilimsel arastirma
yontemleri [Scientific research methods] (8thed.). Pegem.

Cohen, H. (2020). Social media definitions. Actionable Marketing 101. Retrieved 25 May, 2025, from
https://heidicohen.com/social-media-definition/

523


https://doi.org/10.1007/s10639-021-10591-2
https://doi.org/10.1177/0735633118817879
https://doi.org/10.1016/j.copsyc.2015.10.006
https://doi.org/10.1186/s40359-019-0305-0
https://doi.org/10.51531/korkutataturkiyat.1376739
https://doi.org/10.23834/isrjournal.452045
https://doi.org/10.17680/erciyesiletisim.785287
https://heidicohen.com/social-media-definition/

Social media usage status of... Belen, E., & Icen, M.

Creswell, J. W. (2018). Qualitative inquiry and research design: Choosing among five approaches (4t
ed.). Sage.

Deniz, L., & Giiriiltii, E. (2018). Lise 6grencilerinin sosyal medya bagimliliklar1 [High school students’
social media addiction]. Kastamonu  Education Journal, 26(2), 355-367.
https://doi.org/10.24106/kefdergi.389780

Destebasi, F. (2016). Yeni okuryazarhiklar: Tanimi, kapsamai ve teorik ilkeleri [New literacies: Definition,
scope, and theoretical principles]. Turkish Studies- International Periodical for the Languages,
Literature and History of Turkish or Turkic, 11(3), 895-910.
http://dx.doi.org/10.7827/TurkishStudies.9398

Feinstein, B. A., Hershenberg, R., Bhatia, V., Latack, J. A., Meuwly, N., & Davila, J. (2013). Negative
social comparison on Facebook and depressive symptoms: Rumination as a mechanism.
Psychology of Popular Media Culture, 2(3), 161-170. https://doi.org/10.1037/a0033111

Festinger, L. (1954). A theory of social comparison processes. Human Relations, 7(2), 117-140.
https://doi.org/10.1177/001872675400700202

Gokeearslan Ciftci, E. (2012). Cocukluk tarihi [History of childhood]. In Y. Oz (Ed.), Insan davramsi ve
sosyal cevre I [Human behavior and social environment I] (pp. 54-77). Atatiirk University.

Goldag, B., & Kanat, S. (2018). Giizel sanatlar egitimi alan 6grencilerin dijital okuryazarlik durumlari
[Digital literacy status of students receiving fine arts education]. International Journal of Social
Science, 70, 77-92. http://dx.doi.org/10.9761/JASSS7736

Goodwin, K. (2018). Dijital diinyada ¢ocuk biiyiitmek [Raising children in the digital world] (T. Er,
Trans.). Aganta Kitap.

Giiler, A., Halicioglu, M. B., & Tasgin, S. (2015). Sosyal bilimlerde nitel arastirma [Qualitative research
in the social sciences] (2nd ed.). Seckin.

Hanger, A. H., & Mise, H. (2019). Ortaokul 6grencilerinin sosyal medyay1 egitsel amagh kullanma
durumlar1 ve sosyal medyaya yonelik tutumlar1 [Use of social media for educational purposes
by secondary school students and attitudes towards social media]. Folklore/Literature, 25(97),
18-30. https://doi.org/10.22559/folklor.923

Katz, E., Blumler, J. G., & Gurevitch, M. (1973). Uses and gratifications research. Public Opinion
Quarterly, 37(4), 509-523. https://doi.org/10.1086/268109

Keles, B., McCrae, N., & Grealish, A. (2020). A systematic review: The influence of social media on
depression, anxiety and psychological distress in adolescents. International Journal of
Adolescence and Youth, 25(1), 79-93. https://doi.org/10.1080/02673843.2019.1590851

Khalaf, A. M., Alubied, A. A., Khalaf A.M., & Rifaey, A. A. (2025). The impact of social media on the
mental health of adolescents and young adults: A systematic review, National Library of
Medicine, 15(5), €42990. https://doi.org/10.7759/cureus.42990

Kirik, A. M., & Karakus, M. K. (2013). Sosyal medya ve internet teknolojisi ile yondesen televizyon
yayinciligi: Sosyal TV [Converged with social media and internet technology television
broadcasting: Social Tv]. Online Academic Journal of Information Technology, 4(12), 61-73.
https://doi.org/10.5824/1309-1581.2013.2.003.X

Konuk, N., & Giintas, S. (2018). Sosyal medya kullanimi egitimi ve bir egitim araci olarak sosyal medya
kullanimi [Training in social media usage and using social media as an education tool].
International Journal of Entrepreneurship and Management Inquiries, 3(4), 1-25.

Lincoln, Y. S., & Guba, E. G. (1985). Naturalistic inquiry. Sage.

Livingstone, S., & Smith, P. K. (2014). Annual research review: Harms experienced by child users of
online and mobile technologies: the nature, prevalence and management of sexual and
aggressive risks in the digital age. The Journal of Child Psychology and Psychiatry, 55(6), 635-
654. https://doi.org/10.1111/jcpp.12197

McDaniel, B. T., & Coyne, S. M. (2016). Technoference: The interference of technology in couple
relationships and implications for well-being. Psychology of Popular Media Culture, 5(1), 85-
98. https://doi.org/10.1037/ppmo0000065

McLoughlin, C., & Lee, M. J. (2007). Social software and participatory learning: Pedagogical choices
with technology affordances in the Web 2.0 era. In ICT: Providing choices for learners and
learning. Proceedings of ASCILITE Singapore 2007 (pp. 664—675).

524


https://doi.org/10.24106/kefdergi.389780
http://dx.doi.org/10.7827/TurkishStudies.9398
https://doi.org/10.1037/a0033111
https://doi.org/10.1177/001872675400700202
http://dx.doi.org/10.9761/JASSS7736
https://doi.org/10.22559/folklor.923
https://doi.org/10.1086/268109
https://doi.org/10.1080/02673843.2019.1590851
https://doi.org/10.7759/cureus.42990
https://doi.org/10.5824/1309-1581.2013.2.003.x
https://doi.org/10.1111/jcpp.12197
https://doi.org/10.1037/ppm0000065

Tiirk Akademik Yaywnlar Dergisi (TAY Journal), 2025, 9(3), 505-535

Ministry of National Education (MoNE). Sosyal bilgiler dersi 6gretim program (ilkokul ve ortaokul 4,
5, 6 ve 7. siniflar) [Social studies course curriculum (primary and secondary school 4th, 5th, 6th
and 7th grades)]. MEB.

Moustakas, C. (1994). Phenomenological research methods. Sage.

Oztiirk, M. F., & Talas, M. (2015). Sosyal medya ve egitim etkilesimi [Interaction of social media and
education]. Journal of World of Turks, 7(1), 101-120.

Patton, M. Q. (2015). Qualitative research & evaluation methods (4t ed.). Sage.

Rosen, L., Lim, A., Carrier, M., & Cheever, N. A. (2011). An empirical examination of the educational
impact of text message-induced task switching in the classroom: Educational implications and
strategies to enhance learning. Psicologi a  Educativa, 172), 163-177.
https://doi.org/10.5093/ed2011v17n2a4

Rubin, A. M. (2009). Uses and gratifications perspective on media effects. In J. Bryant & M. B. Oliver
(Eds.), Media effects (pp. 165-184). Routledge.

Salari N., Zarei, H., Rasaulpoor, S., Ghasemi, H., Hosseinian-Far, A., & Mohammadi, M. (2025). The
impact of social networking addiction on the academic achievement of university students
globally: A meta-analysis. Public Health in Practice, 13(9), 1-8.
https://doi.org/10.1016/j.puhip.2025.100584

Sirin, M. R. (2006). Gosteri cadi cocuklar: [Children of the show age] (27 Ed.). Iz.

Solmaz, B., Tekin, G., Herzem, Z., & Demir, M. (2013). Internet ve sosyal medya kullanimi tizerine bir
uygulama [An application on the use of internet and social media]. Journal of Selcuk
Communication, 7(4), 23-32.

Tartari, E. (2015). The use of social media for academic purposes in students’ learning process.
Academic Journal of Interdisciplinary Studies, 4(2), 393-398.
https://doi.org/10.5901/ajis.2015.v4n2p393

Tezci, E., & icen, M. (2017). High school students’ social media usage habits. Journal of Education and
Practice, 8(27), 99-108.

Turkish Statistical Institute. (2024). Information technologies usage among children research.
Retrieved 25 May, 2025, from https://data.tuik.gov.tr

Twenge, J. M., & Campbell, W. K. (2018). Associations between screen time and lower psychological
well-being among children and adolescents: Evidence from a population-based study.
Preventive Medicine Reports, 12, 271-283. https://doi.org/10.1016/j.pmedr.2018.10.003

Vogel, E. A., Rose, J. P., Roberts, L. R., & Eckles, K. (2014). Social comparison, social media, and self-
esteem. Psychology of Popular Media Culture, 3(4), 206-222.
https://doi.org/10.1037/ppmo000047

Vygotsky, L. S. (1978). Mind in society. Harvard University.

525


https://doi.org/10.5093/ed2011v17n2a4
https://doi.org/10.1016/j.puhip.2025.100584
https://doi.org/10.5901/ajis.2015.v4n2p393
https://data.tuik.gov.tr/
https://doi.org/10.1016/j.pmedr.2018.10.003
https://doi.org/10.1037/ppm0000047

Social media usage status of... Belen, E., & Icen, M.

BIOGRAPHICAL NOTES

Contribution Rate of Researchers

Author 1: 50%

Author 2: 50%

Conflict Statement

There is no conflict of interest that the author will declare in the research.
Notice of Use of Artificial Intelligence

The authors have utilised an artificial intelligence tool to locate references for the
literature review in this article.

526



Tiirk Akademik Yayinlar Dergisi (TAY Journal), 2025, 9(3), 505-535

Ortaokul Ogrencilerinin Sosyal Medya
Kullanim Durumlari

Ozet

Dijital ortamlarin sundugu firsatlar kadar barindirdig: risklerin de artmasi, 6grencilerin sosyal medya
kullanim bigimlerini ¢ok boyutlu olarak incelemeyi gerekli kilmaktadir. Bu caligma, ortaokul
ogrencilerinin sosyal medya kullamim pratiklerini ve sosyal medyanin akademik, sosyal, psikolojik ve
davranmigsal etkilerine iligkin algilarini ortaya koymay1 amacglamaktadir. Arastirmanin ¢alisma grubunu,
20 ortaokul Ogrencisi (7. ve 8. sinif) olusturmaktadir. Fenomenolojik desenle yiiriitiilen nitel
aragtirmada veriler, arastirmacilar tarafindan gelistirilen yar1 yapilandirilmig goriisme formu
aracihigiyla toplanmis ve igerik analiziyle c¢ozliimlenmistir. Analiz sonucunda dokuz ana tema
belirlenmistir: sosyal medya kullanim amaclari, olumlu etkiler, olumsuz etkiler, aile iligkileri, akran
etkilesimleri, akademik sorumluluklar, psikolojik iyi olus, mahremiyet ve giivenlik, sosyal medyasiz
yasam algis1. Bulgular, 6grencilerin sosyal medyay1 agirlikli olarak eglence, bilgi edinme, iletisim kurma
ve icerik paylasma amaclariyla kullandiklarimi gostermektedir. Ogrenciler, sosyal medyanin ders
calismalarina destek oldugunu, sosyal becerilerini gelistirdigini ve yaraticiliklarimi artirdigini ifade
etmistir. Ote yandan dikkat dagmiklhg, zaman yonetimi sorunlari, uyku diizensizligi, bagimhlik
egilimleri ve siber zorbaliga maruz kalma gibi olumsuz etkiler de rapor edilmistir. Ayrica sosyal
medyanin aile ici iletisimi zayiflatabildigi ve Ogrencilerin mahremiyet giivenligine yonelik kaygilar
tagidig1 goriilmiistiir. Genel olarak calisma, sosyal medyanin ortaokul 6grencilerinin yagsaminda hem
onemli firsatlar hem de kayda deger riskler barindirdigin1 gostermektedir. Bulgular, 6grencilerin
medya okuryazarhgi, dijital 6z-diizenleme ve g¢evrimigi giivenlik farkindaliklarinin giiclendirilmesi
gerektigine isaret etmektedir. Ailelerin kisitlayic1 degil rehberlik edici yaklagimlar benimsemesi;
ogretmenlerin ise sosyal medyanin yapici ve etik kullanimini destekleyen etkinliklere derslerinde yer
vermesi 6nerilmektedir.

Anahtar Kelimeler: Sosyal medya, sosyal medya kullanimi, ortaokul 6grencileri.

Giris

Teknolojik gelismeler, bireylerin yasamlarim1 derin bicimde sekillendirmeye ve
doniistiirmeye devam etmektedir. Ekonomik iiretimden giinliik iletisim bigimlerine kadar
cagdas toplumsal yasamin bircok yonii dijital yenilikler tarafindan yeniden
bicimlendirilmektedir. Ornegin, calisanlar bilgisayar tabanh sistemler aracihgiyla gorevlerini
hizli bir sekilde tamamlayabilmekte, tiiketiciler diinyanin herhangi bir yerinden iiriin satin
alabilmekte ve bireyler sosyal ag platformlari iizerinden anlik olarak iletisim kurabilmektedir
(Destebasi, 2016). Bilgisayar ve internet teknolojilerinin hizh gelisimi, yeni dijital araclarin ve
ortamlarin ortaya ¢ikisimi hizlandirmistir. Bunlar arasinda cesitli platformlari, aglar1 ve
teknolojileri kapsayan sosyal medya, yirmi birinci yiizyilin en belirgin iletisim ve is birligi
alanlarindan biri haline gelmistir (Tezci & Icen, 2017).

Cohen (2020), sosyal medyay1 kullanicilar etkilesimli aglar icinde birbirine baglayan,
icerik liretme, paylasma ve dolasima sokma olanagi saglayan kiiresel bir platform olarak

tanimlamaktadir. Sosyal medya; gercek zamanh iletisimi, yorum yapmayi, paylasimi ve is
birligini kolaylastirmakta; bireylerin goriislerini ifade etmelerine, fotograf ve video
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yaymalarina ve bilgiye aninda erigsmelerine imkan tamimaktadir. Bu o6zellikler, 6grenme ve
ogretme deneyimlerini zenginlestirme yoniinde firsatlar sunmaktadir (Oztiirk & Talas, 2015).

Dijital cagda biiyiiyen ¢ocuklar erken yaglardan itibaren teknolojiyle karsilasmakta ve
bu durum onlarin sosyallesme siireclerini 6nemli olciide etkilemektedir. Bu nedenle aileler,
cocuklarin dijital deneyimlerini yonlendirmede 6nemli bir role sahiptir. Dijital teknolojilerin
genislemesiyle birlikte dijital vatandaglik, siber etik ve ¢evrim ici giivenlik gibi kavramlar 6nem
kazanmus; siber zorbalik, kimlik hirsizlig1, yanhs bilgi ve mahremiyet ihlalleri gibi sorunlar da
ortaya cikmistir (MEB, 2018). Bu nedenle medya okuryazarlig, elestirel diisiinme ve etik
farkindalik gibi becerilerin gelistirilmesi, dijital ortamlarda giivenli ve sorumlu katihm icin
zorunlu hale gelmistir (Bastiirk Ak¢a vd., 2014; Destebasi, 2016).

Bu toplumsal doniisiimlere paralel olarak, son donem ampirik arastirmalar sosyal
medya kullaniminin 6grencilerin akademik performanslarimi ve psikolojik gelisimlerini
karmasik bicimlerde etkiledigini gostermektedir. Bazi ¢alismalar, ol¢iilii ve rehberlik edilen
sosyal medya kullammminin is birligine dayali 6grenmeyi, bilgiye erisimi ve akademik
motivasyonu destekleyebilecegini ortaya koymaktadir (Al-Qaysi vd., 2020; Azizi vd., 2019).
Ancak asir1 veya kontrolsiiz kullamim; diisiik akademik basari, dikkat dagimikhigi ve okul
gorevlerini tamamlama giicliikleriyle iliskilendirilmistir (Alabdulkareem, 2021; Salari vd.,
2025). Benzer sekilde sosyal medya sosyal baglilik ve duygusal ifade icin firsatlar sunsa da
aragtirmalar ergenlerde kaygi, depresif belirtiler, yalmzlik ve yasam doyumunda azalma ile
iligkili oldugunu gostermektedir (Keles vd., 2020; Khalaf vd., 2025). Bu durum, sosyal
medyanin Ogrenciler icin sundugu firsatlarin ve risklerin incelenmesi gerekliligine isaret
etmektedir. Bu kanitlar 15181nda, sosyal medyanin cocuklar ve ergenler tizerindeki artan etkisi
sistematik bir bicimde arastirilmay: gerektirmektedir. Ortaokul 6grencilerinin sosyal medyay
nasil kullandiklarmmi anlamak, dijital ortamlarda karsilastiklar1 firsatlarin ve zorluklarin
belirlenmesi acisindan 6nemlidir. Bu ¢ercevede mevcut calisma, 6grencilerin sosyal medya
kullanim deneyimlerini ¢esitli agilardan incelemeyi amaclamaktadir.

Gorlisme formunun gelistirilmesi siirecinde belirlenen kuramsal cerceve ve tematik
alanlarla uyumlu olarak calisma asagidaki dokuz arastirma sorusu tarafindan
yonlendirilmigtir:

1. Ortaokul ogrencileri sosyal medyay1 hangi amaclarla kullanmaktadir?
2. Sosyal medyanin 6grenciler lizerindeki olumlu etkileri nelerdir?

3. Sosyal medyanin 6grenciler lizerindeki olumsuz etkileri nelerdir?

4. Sosyal medya 6grencilerin aile ve cevre iliskilerini nasil etkilemektedir?

5. Sosyal medya oOgrencilerin dersleri ve akademik sorumluluklarin1i nasil
etkilemektedir?

6. Sosyal medyanin ogrenciler tizerindeki psikolojik etkileri nelerdir?
7. Ogrenciler sosyal medyada mahremiyet ve giivenlik konularini nasil algilamaktadir?
8. Ogrenciler sosyal medya bagimlihigini nasil deneyimlemekte ve tanimlamaktadir?

9. Ogrenciler sosyal medyasiz bir yasami nasil algilamaktadir?
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Yontem

Arastirmanin Deseni

Bu arastirmada fenomenolojik yaklasima dayalh nitel bir arastirma deseni
kullanilmigtir. Ortaokul 6grencilerinin sosyal medya kullanimina iliskin deneyimlerini ve
algilarin1 ortaya koymak bu arastirmanin temel amacinmi olusturdugundan, fenomenoloji
uygun bir yontemsel cerceve saglamistir.

Calisma Grubu

Aragtirmanin calisma grubu, nitel arastirmalarda yaygin olarak kullamilan amach
ornekleme tiirlerinden 6lciit 5rnekleme ile belirlenmistir. Olciit 6rnekleme, arastirmanin odag:
icin gerekli olan belirlenmis o6zelliklere sahip katihmecilarin secilmesini icerir (Patton, 2015).
Bu calismada iki ol¢iit benimsenmigtir:

1. aktif bir sosyal medya kullanicis1 olmak ve

2. sosyal medya kullanimiyla ilgili kisisel deneyim ve goriislerini paylasmaya istekli
olmak.

Calisma grubu, 2024-2025 egitim-Ogretim yili bahar déneminde Istanbul'un
Zeytinburnu ilcesindeki bir devlet ortaokulunda 6grenim goren 7. ve 8. siniftan 20 6grenciden
(10 kiz, 10 erkek) olusmaktadir. Katilimeilarin yaslar1 12-14 arasinda degismektedir. Anne ve
babalarin egitim diizeylerinin cogunlukla ilkokul veya ortaokul mezunu oldugu; dért annenin
ve iic babann ise iiniversite mezunu oldugu gériilmiistiir. Ogrencilerin biiyiik boliimii anne ve
babalariyla birlikte yagamaktadir.

Tiim 6grencilerin sosyal medya hesab1 ve internet erisimi bulunmaktadir. Haftalik
internet kullanim siireleri 9 ile 42 saat arasinda degismektedir. Akademik basarilari ise 70-84
ve 85-100 araliklarinda yogunlasmaktadir. Ogrencilerin kimlik bilgileri gizli tutulmus, gercek
isimler yerine kod adlar kullamilmigtir.

Veri Toplama Araci

Veri toplama araci olarak yar1 yapilandirilmis goriismeler kullanilmis; boylelikle
katihmcilarin kisisel anlatilarina, duygularina ve olguyu nasil yorumladiklarina dogrudan
erisim miimkiin olmustur. Goériisme formunun ilk boliimiinde 6grencilerin demografik
bilgileri yer almis; ikinci boliimde ise sosyal medya kullanim amaclarim ve deneyimlerini
ortaya cikarmaya yonelik yar1 yapilandirilmis sorular yer almistir. Sorularin hazirlanmasinda
bir akademisyen ve bir Ogretmenden uzman goriisi alinmistir. Form 11 maddeden
olusmaktadir.

Veri Toplama Siireci

Veriler, arastirmacilar tarafindan gelistirilen acik uclu sorulardan olusan yari
yapilandirilmig goriisme formu araciligiyla yiiz yiize toplanmistir. Goriismeler okulun sessiz
alanlarinda bireysel olarak yapilmis, siireleri 11 ile 35 dakika arasinda degismistir.
Katihmecilarin yanitlar1 kayit altina alinmis ve goriismeler sonrasinda yazili dokiime
aktarilmigtir. Tlim siire¢ boyunca gizlilik ilkesi korunmus ve elde edilen veriler sadece bilimsel
amagclarla kullamlmigtir.

529



Social media usage status of... Belen, E., & Icen, M.

Verilerin Analizi

Bu arastirmada veri toplama aracinin gelistirilmesi ve analiz siirecinin giivenilirliginin
saglanmasi amaciyla gecerlik ve giivenirlik calismalar1 ¢ok agsamali ve sistematik bir bicimde
yiiriitiilmiigtiir. Goriisme formu hazirlanirken 6ncelikle 6grencilerin sosyal medya kullanima,
dijital davramslari ve bu kullanimlara iliskin psikolojik ve akademik etkiler tizerine kapsamlh
bir literatiir taramas1 yapilmis ve bu dogrultuda bir madde havuzu olusturulmustur.
Hazirlanan taslak form, bir egitim bilimleri uzmam ile bir psikolojik danigma uzmam
tarafindan degerlendirilmis; uzmanlarin oOnerileri dogrultusunda gerekli diizenlemeler
gerceklestirilmigtir. Diizenlenen form, calisma grubuna dahil olmayan iki 6grenci {izerinde
pilotlanmis, 6grencilerin sorulari anlama bicimleri gozlemlenmis ve anlamay: kolaylastiracak
kiiciik diizeltmeler yapilmistir. Bu ¢cok asamali siire¢ goriisme formunun kapsam ve goriiniis
gecerligini gliclendirmistir.

Veri analizi kapsaminda, iki bagimsiz arastirmaci goriisme dokiimlerinin yiizde
yirmilik bir boliimiinii ayr1 ayr1 kodlamis ve elde edilen kodlar karsilagtirilarak arastirmacilar
arasi uyum orani hesaplanmistir. Uyum oraninin .87 olmasi, nitel arastirmalar i¢in kabul
goren bir diizey olarak degerlendirilmistir. Kodlamalar arasindaki farkliliklar tartisilarak ortak
karara baglanmig, ardindan kalan verilerin analizi birinci arasgtirmaci tarafindan
yiiriitiilmiistiir. Analiz stirecinin seffafligini saglamak adina kodlama kararlarinin, analitik
notlarin ve tema gelistirme asamalarimin ayrintih bigimde kaydedildigi bir denetim izi
tutulmustur. Arastirmanin biitiinciil giivenirligini artirmak amaciyla Lincoln ve Guba’nin
(1985) Onerdigi stratejiler uygulanmistir. Inandirciign artirmak icin 6n bulgular dort
katihmciyla paylasilmis ve ortaya cikan temalarin onlarin yasantilarim dogru yansitip
yansitmadigl kontrol edilmistir. Akran degerlendirmesi icin, bir nitel arastirma uzmamn
kodlama semasim1 ve tematik yapiyr inceleyerek geri bildirim saglamistir. Arastirmanin
aktarilabilirligini artirmak amaciyla ¢alisma ortami, katihmei 6zellikleri ve veri toplama stireci
ayrintili bicimde betimlenmigtir. Tutarlilik, arastirma siirecinin tiim asamalarinin sistematik
bicimde belgelenmesiyle saglanmis; dogrulanabilirlik ise aragtirmacinin tarafsizligini giivence
altina almak icin tuttugu yansitici notlarla desteklenmistir.

Arastirmanin Etik izinleri:

Bu ¢alismada “Yiiksekogretim Kurumlar: Bilimsel Arastirma ve Yayin Etigi Yonergesi”
kapsaminda uyulmasi gerektigi belirtilen tiim kurallara uyulmustur. Yonergenin ikinci boliimii
olan “Bilimsel Arastirma ve Yayin Etigine Aykir1 Eylemler” bashg: altinda belirtilen eylemlerin
higbiri gerceklestirilmemistir.

Etik Kurul izin Bilgileri:

Etik degerlendirmeyi yapan kurulun adi = Yildiz Teknik Universitesi Sosyal ve Beseri
Bilimler Arastirmalar1 Etik Kurulu

Etik Kurul Etik inceleme karar tarihi = 02.05.2025

Etik degerlendirme belgesi konu numarasi = 2025.05
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Bulgular

Aragtirmanin bu boliimiinde goriisme verileri oncelikle kodlar haline getirilmis,
temalar olusturulmus ve ogrenci goriisleri tablo seklinde gosterilerek yorumlanmistir.
Arastirmada elde edilen veriler ¢oziimlendiginde dokuz ayr1 ana tema ortaya ¢ikmistir. Bu

» « Y«

temalar sirasi ile “sosyal medya kullanim amaclar1”, “sosyal medyanin olumlu etkileri”, “sosyal

Y« 2«

medyanin olumsuz etkileri”, “aile ve cevre iligkileri”, “sosyal medyanin ders ve sorumluluklara
etkisi”, “sosyal medyanin psikolojik etkileri”, “sosyal medya ve mahremiyet-giivenlik”, “sosyal
medya bagimlilig1” ve “sosyal medyasiz hayat algis1” seklindedir. Bu temalar kendi icinde alt
temalara ayrilarak Tablo 1’ de ayrintili olarak verilmektedir.

Tablo 1.

Sosyal Medya Kullamim Ana Temalar ve Alt Temalar

Ana temalar Alt temalar

Sosyal medya kullanim amaclar1 Eglence
Bilgi edinme ve 6grenme
Sosyal iletisim
Paylasim yapma

Sosyal medyanin olumlu etkileri Akademik katkilar
Sosyal becerilerin gelisimi
Yaraticilig1 destekleme

Sosyal medyanin olumsuz etkileri Dikkat dagiiklig1 ve akademik performans
Zaman yonetimi ve uyku diizeni
Sosyal medya bagimlilig

Aile ve cevre iligkileri Ailelerin denetimi
Aile ici iletisim
Sosyal medyanin ders ve sorumluluklara etkisi Derslerin aksamasi
Planh kullanimin etkileri
Sosyal medyanin psikolojik etkileri Ozgiiven ve benlik algis1
Kayg: ve stres
Siber zorbalik
Sosyal medya ve mahremiyet-giivenlik Kisisel bilgilerin paylasimi

Sifre giivenligi ve hesap koruma

Dolandiricilik ve tehlikeli igerikler
Sosyal medya bagimlilig Siirekli kullanma istegi

Zaman yonetimi problemleri

Fiziksel ve ruhsal etkileri
Sosyal medyasiz hayat algisi Olumsuz algilar

Alternatif aktiviteler

Bilgiye erigim ve iletisim {izerine etkileri

Bu arastirmanin bulgulari, ortaokul 6grencilerinin sosyal medyay1 ¢cok boyutlu bir
sekilde deneyimlediklerini gostermektedir. Ogrencilerin sosyal medya kullanimlari; eglence,
ogrenme, iletisim, paylasim, yaraticilik, akademik destek, ailesel iliskiler, psikolojik etkiler,
giivenlik ve bagimlilik belirtileri gibi bircok alanda etkisini gostermektedir. Bulgular dokuz
aragtirma sorusu cercevesinde ele alinmis, her bir tema altinda 6grencilerin deneyimleri
ayrintil bicimde analiz edilmigtir.

Ogrenciler sosyal medyay1 oncelikle eglence amaciyla kullanmakta, kisa videolar
izlemek, oyun igeriklerini takip etmek ve hos vakit gecirmek i¢in bu ortam tercih etmektedir.
Ancak sosyal medya ayn1 zamanda 6grencilerin 6grenme siireclerini destekleyen 6nemli bir
kaynak haline gelmistir. YouTube, Google ve ders icerikli sayfalar; 6grencilerin anlamadiklar
konular1 tekrar etmelerine, arastirma yapmalarina ve derslere hazirlanmalarina katki
saglamakta; boylece sosyal medya hem eglence hem de akademik destek sunan hibrit bir
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ogrenme ortami olarak kullanmilmaktadir. Sosyal medyanin 6grenciler i¢in giiclii bir iletisim
araci oldugunu gostermistir. Ozellikle arkadaslarla iletisimi siirdiirmek, duygusal bag kurmak
ve akrabalarla temas halinde kalmak, oOgrencilerin sosyal medya kullaniminin temel
unsurlaridir. Bununla birlikte 6grencilerin bir kismi sosyal medyay1 kendilerini ifade etmek,
hobilerini paylasmak, siir veya video icerikleri iiretmek gibi yaratic1 faaliyetler i¢in aktif
bicimde kullanmaktadir. Diger taraftan, sosyal medyanin olumsuz etkileri de Ogrenciler
tarafindan siklikla dile getirilmistir. Uzun siireli kullanimin dikkat daginikhigina, derslerde
odaklanma giicliigline ve akademik performansin diismesine yol actig1 ifade edilmistir. Ayrica
ogrenciler, zaman yonetimi sorunlar1 yasadiklarini, planladiklarindan ¢ok daha uzun siire
cevrim ici kaldiklarim1 ve ozellikle gece kullanimlarinin uyku diizenlerini bozdugunu
belirtmislerdir.

Ogrencilerin ifadeleri, sosyal medya kullamminda bagmlihk egilimlerinin de
gorildiiglinii ortaya koymaktadir. Cihaz1 kontrol etme isteginin otomatik bir davranisa
doniismesi, ¢evrim i¢i olmadiginda rahatsiz hissetme, uzun siire kullanim sonrasi fiziksel
sikayetler (bas agrisi vb.) ve gece gec saatlere kadar ekran basinda kalma gibi belirtiler, erken
yaslarda dijital bagimhiligin gelisebilecegini diisiindiirmektedir. Arastirmada sosyal medyanin
psikolojik etkileri de 6nemli bir tema olarak éne cikmistir. Ogrencilerin bir kismi sosyal
medyada gordiikleri fotograflar, popiiler icerikler veya arkadaslarinin paylasimlarindan
olumsuz etkilenmekte; kendilerini baskalariyla karsilastirdiklarinda yetersiz hissetmekte;
begeni sayisinin az olmasi gibi durumlarda degersizlik duygular1 yasamaktadir. Ayrica sosyal
medyada maruz kalinan yorumlar, beklenti kaygis1 ve “dislanmighk hissi”, kaygi ve stres
diizeylerinin artmasina katkida bulunmaktadir. Baz 6grenciler ise siber zorbaliga dogrudan ya
da dolayh bicimde maruz kaldiklarini ifade etmis ve bu durumun duygusal agidan rahatsizhik
yarattigini belirtmistir. Sosyal medyanin 6grencilerin aile iligkileri iizerinde de belirgin etkileri
vardir. Baz1 ebeveynler cocuklarinin sosyal medya kullanimini kontrol etmeye calismakta,
telefonlar1 belirli siirelerle alarak kullanim smirlandirmalar1 uygulamakta veya igerikleri
denetlemektedir. Ancak Ogrencilerin cogu, aile icinde herkesin kendi telefonu ile mesgul
olmas1 nedeniyle yiiz yiize iletisimin azaldigini, aile ici paylasimlarin zamanla zayifladigin
belirtmistir. Ogrencilerin biiyiik boliimiiniin sosyal medya hakkinda mahremiyet ve giivenlik
farkindaligy gelistirdigi goriilmektedir. Telefon numarasi, adres veya okul bilgisi gibi kisisel
verileri paylagsmaktan kaginmakta; sifre paylagiminin riskli oldugunun farkinda olmakta ve iki
asamali dogrulama gibi giivenlik 6nlemlerini kullananlar bulunmaktadir. Bununla birlikte,
ogrencilerin bir kismi dolandiricilik amagh mesajlarla veya kotii niyetli hesaplarla
karsilastigim1 ifade etmis; bu da giivenlik farkindaliginin 6nemli oldugunu gostermistir.
Ogrencilerin “sosyal medya olmadan bir yasam”a iliskin goriisleri incelendiginde, biiyiik
cogunlugun bu durumu sikicy, izole edici ve iletisim acisindan zorlayicr buldugu goriilmiistiir.
Sosyal medya olmadan bilgiye ulasmanin giiclesecegi, arkadaslarla iletisimin kopacag: veya
giinliik yasamin sekteye ugrayacag diisiiniilmektedir. Bununla birlikte bazi1 6grenciler, sosyal
medya olmadiginda daha fazla kitap okuyabileceklerini, aileleriyle daha c¢ok wvakit
gecirebileceklerini veya disarida daha aktif olabileceklerini ifade etmistir.
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Tartisma ve Sonuc¢

Bu arastirma sosyal medyanin ortaokul 6grencilerinin giindelik yasamlarinda merkezi
ve ¢ok yonlii bir konuma sahip oldugunu; akademik pratiklerini, sosyal iligkilerini, duygusal
deneyimlerini ve rutinlerini 6nemli 6lciide etkiledigini ortaya koymaktadir. Ogrencilerin sosyal
medya kullamm motivasyonlarinin eglence, iletisim, bilgi edinme ve kendini ifade etme gibi
cesitli gereksinimlere dayandig: goriilmiistiir. Eglence amaclhi kullanim, bireylerin duygusal ve
psikolojik ihtiyaglarini karsilamak iizere medyayr bilincli bigcimde sectiklerini ileri siiren
“kullanimlar ve doyumlar kurami1” ile uyumludur (Katz vd., 1973; Rubin, 2009). Kisa videolar,
mizahi icerikler ve eglendirici gorsellerin tercih edilmesi, ergenlerin sosyal medyay1 cogunlukla
rahatlama ve keyif alma amaciyla kullandiklarini gosteren 6nceki calismalar: desteklemektedir
(Bostanci, 2010; Solmaz vd., 2013). Ogrencilerin sosyal medyay siklikla akademik 6grenme
siireclerini desteklemek amaciyla kullanmalar1 da dikkat ¢ekicidir. YouTube ve Google basta
olmak tizere dijital platformlarin ders tekrari, konu pekistirme ve ek aciklama saglama
amaciyla kullanilmasi; sosyal medyanin okul temelli 6grenmeyi tamamlayan hibrit bir ortam
olarak iglev gordiigiinii gosteren arastirmalarla tutarhdir (Alican & Saban, 2013; McLoughlin
& Lee, 2007; Tartari, 2015).

Aragtirma, sosyal medyanin Ogrencilerde sosyal becerilerin gelisimi ve yaraticiligin
desteklenmesi acisindan da 6nemli bir rol oynadigimi gostermektedir. Oyun topluluklarina
katilim, arkadas gruplariyla kurulan cevrim ici iletisim ve ortak etkinliklere katilim;
ogrencilerin iletisim becerilerini gelistirmekte ve farkli bakis acilariyla karsilagsmalarim
saglamaktadir. Bu siirecler, 6grenmenin toplumsal etkilesimlerle sekillendigini vurgulayan
sosyokiiltiirel kuramlarla (Vygotsky, 1978) ve dijital ortamlarin ergenlerin yaratici iiretimlerini
tesvik ettigini gosteren arastirmalarla uyumludur (Hancer & Mise, 2019). Video diizenleme,
grafik tasarim ve icerik liretimi gibi faaliyetler, sosyal medyanin 6grencilerin yaraticiliklarini
ortaya koyabilecekleri bir mecra sundugunu gostermektedir. Bununla birlikte 6grenciler sosyal
medyanin cesitli riskleri de beraberinde getirdigini ifade etmislerdir. Dikkat daginikhgi,
akademik gorevleri erteleme ve ¢evrim ici ortamda gecirilen uzun siireler; dijital uyaranlarin
yogunlugunun ve coklu gorev yiikiiniin bilissel siirecleri olumsuz etkileyebilecegini ortaya
koyan calismalarla uyumludur (Rosen vd., 2011). Ogrencilerin “siirekli kontrol etme istegi” ve
cevrim i¢i kalma yoniindeki giicli egilimleri, bildirimler ve kesintili odiillendirme
mekanizmalariyla pekisen davranigsal bagimlilik modellerine isaret etmektedir (Alter, 2017).

Sosyal medyanin psikolojik etkileri de 6nemli bir bulgu alam olarak one ¢ikmigtir.
Ogrencilerin akranlarinin veya fenomenlerin idealize edilmis icerikleriyle kendilerini
karsilagtirmalari; 6zgiiven kaybi, yetersizlik hissi ve begeni lizerinden deger gérme gibi
sorunlara yol agmaktadir. Bu durum, sosyal karsilastirma kurami (Festinger, 1954) ile ve
cevrim ici kargilastirmalarin ergenlerde benlik saygisini diisiirdiigiinii ve kaygiy1 artirdigin
gosteren arastirmalarla uyumludur (Appel vd., 2016; Feinstein vd., 2013; Vogel vd., 2014).
Ayrica 6grencilerin bazilari siber zorbaliga maruz kaldigin belirtmis, bu durumun ¢evrim ici
tacizin ruh saghigi iizerindeki olumsuz etkilerine dikkat ¢ceken uluslararasi bulgularla ortiistiigii
goriilmiistiir (Aydin & Celik, 2016; Livingstone & Smith, 2014). Aile iligkileri de sosyal medya
kullannomindan etkilenmektedir. Baz1 ebeveynler cocuklarini korumak amaciyla denetim
stratejileri uygulasa da Ogrenciler, sosyal medyanin aile ici iletisimi azalttigini ve yiiz yiize
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etkilesimleri zayiflattigin1 vurgulamistir. Bu bulgu, dijital cihazlarin aile ici iletisimi kesintiye
ugratmasimi ifade eden “teknofeferans” kavramiyla iligkilidir (McDaniel & Coyne, 2016).
Aragtirmalar, ebeveynlerin cezalandirict degil, yonlendirici ve dengeli bir yaklasim
benimsemeleri gerektigini gostermektedir (Biricik, 2021; Goodwin, 2018; Sirin, 2006).

Akademik sorumluluklar baglaminda, 6z diizenleme becerisi zayif olan 6grenciler ders
calismay1 ertelemekte ve dikkatlerini siirdiirmekte zorlanmaktadir. Buna karsilik, sosyal
medyay1 derslerden sonra kullanmay1 tercih eden ve planh davranan 6grenciler daha az
akademik sorun yasamistir. Bu durum, erken ergenlik doneminde yiiriitiicii islevlerin ve 6z
diizenleme becerilerinin dijital etkilesimleri belirleyici oldugunu ortaya koymaktadir. Gizlilik
ve giivenlik baglaminda 6grenciler temel diizeyde bir farkindalik sergilemis; kisisel bilgilerini
paylasmaktan kacinmis ve hesap giivenligi i¢in ¢esitli onlemler aldiklarimi ifade etmistir.
Bununla birlikte oOgrencilerin hald dolandiricilik girisimleriyle ve zararh iceriklerle
karsilagtiklar1 goriilmiis, bu da cevrim ic¢i giivenlik egitiminin gliclendirilmesine ihtiyac
oldugunu gostermektedir (Bayzan vd., 2023; Goldag & Kanat, 2018). Ogrencilerin sosyal
medya olmaksizin bir yasami nasil algiladiklari incelendiginde iki farkli egilim ortaya ¢ikmistir.
Ogrencilerin cogu bdyle bir yasami sikic1 ve izole edici bulurken, bir kismi bunun aileyle daha
fazla zaman gecirme, kitap okuma veya fiziksel aktivitelere yonelme gibi firsatlar
dogurabilecegini belirtmistir. Bu ikili algi, sosyal medyanin ergenler icin hem vazgecilmez hem
de zaman zaman ylizeysel bir baglanma bi¢imi sundugunu gosteren arastirmalarla paraleldir
(Solmaz vd., 2013).

Genel olarak bulgular, sosyal medyanin 6grenciler iizerinde ¢ok boyutlu ve karmasik
etkiler yarattigini ortaya koymaktadir. Sosyal medya; akademik destek, sosyal baghlk ve
yaraticilik icin onemli firsatlar sunarken; dikkat dagimikhigi, psikolojik kirilganlik, aile ici
iletisim sorunlar1 ve ¢evrim ici giivenlik riskleri gibi cesitli sorunlara da neden olabilmektedir.
Bu nedenle hem okullarda hem de ailelerde 6grencileri bilingli, dengeli ve giivenli sosyal medya
kullanimina yonlendirecek egitimsel ve rehberlik temelli stratejilerin gelistirilmesi son derece
onemlidir.

Oneriler

Bu arastirmanin bulgularindan hareketle 6grencilerin sosyal medyay1 hem eglence hem
de akademik amaclarla kullandiklar1 dikkate alinarak, okullarda yapilandirilmis medya
okuryazarhg: egitiminin giiclendirilmesi gerekmektedir. Bu egitim; verimli ve dikkat dagitici
cevrim i¢i davraniglarin ayirt edilmesi, cevrim ig¢i bilginin dogrulugunun degerlendirilmesi ve
dikkat dagitic algoritmik iceriklere yonelik farkindalik kazanilmasi gibi becerileri icermelidir.
Zaman yoOnetimi, erteleme ve uyku diizensizligi gibi sorunlar dikkate alindiginda 6grencilerin
0z diizenleme becerilerinin gelistirilmesi biiyiik 6nem tasimaktadir. Okullar dijital 6z disiplin
odakl kisa egitimler verebilir; aileler ise o6grencilerin ders sorumluluklarin1 tamamlamadan
sosyal medya kullannmina yonelmemelerini saglayacak net giinliik rutinler olusturabilir.
Aragtirma bulgularinda 6grencilerin sosyal karsilagtirma nedeniyle kaygi, stres ve diisiik 6z
sayg1 yasadiklar1 goriilmiistiir. Bu nedenle, psikolojik danismanlar ile 6gretmenler dersler ve
rehberlik saatlerinde cevrim i¢i karsilagtirma, gercekci olmayan dijital imajlar ve sosyal
medyada begeni geri bildirimlerinin duygusal etkileri {izerine farkindahk calismalar:
yiirtitmelidir. Ayrica siber zorbaligin varhgi, okullarda dijital vatandashk egitimlerinin
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giiclendirilmesini zorunlu kilmaktadir. Aile ici iletisimde yasanan kopukluklar ve tutarsiz
ebeveyn denetimi, ebeveynlerin daha bilingli ve yonlendirici bir yaklasim benimsemeleri
gerektigini gostermektedir. Okullar tarafindan diizenlenecek bilgilendirme toplantilari,
ailelerin bu dengeyi kurmasina katki saglayabilir. Bunun yaninda, mahremiyet ve dijital
giivenlik konular1 ozellikle giiclendirilmelidir. Kisisel bilgilerin korunmasi, giicli sifre
kullanimi, sahte mesajlar1 tanima ve ¢evrim ici riskleri anlama gibi konularda hem okul hem
aile tarafindan rehberlik sunulmalidir. Ogrencilerin sosyal medya olmadan hem sosyal
baglarin zayiflayabilecegini hem de saghkli offline etkinliklere daha fazla zaman
ayrilabilecegini belirtmeleri, okullarin ve yerel kurumlarin spor, sanat ve okuma kuliipleri gibi
alternatif etkinlikleri daha goriiniir ve erisilebilir hale getirmesini 6nemli kilmaktadir.

535



Tiirk Akademik Yayinlar Dergisi (TAY Journal), 2025, 9(3), 536-564

"SSN; 2618-589"

¢ 2017 »

http://www.tayjournal.com

https://dergipark.org.tr/en/pub/tayjournal

The Problem of Inability to Select Appropriate Solfege
Pieces According to Alto, Baritone and Bass Voice
Types in Solfege Training: An Examination of
Lavignac’s Solfege des Solfeges Books

®Mehmet Sahin Akinci, Assoc. Prof. Dr., Corresponding Author
Zonguldak Biilent Ecevit University, Tiirkiye
mehmetsahinakinci@hotmail.com

Orcid ID: 0000-0002-2404-330X

Article Type: Research Article (|| Citation: Akinci, M. S. (2025). The problem of
Received Date: 21.08.2025 ||| inability to select appropriate solfege pieces
Accepted Date: 29.11.2025 |f| according to alto, baritone and bass voice types in
Published Date: 30.11.2025 || Solfege training: an examination of Lavignac’s Solfege

- . . . des Solfeges books. Tiirk Akademik Yayinlar Dergisi
pl : This article h t least 8 Y 9
agiarism: This article has been reviewed by at leas (TAY Journal), o(3), 536-564.

two referees and scanned via a plagiarism software
Doi: 10.29329/tayjournal.2025.1370.06

536


http://www.tayjournal.com/
https://dergipark.org.tr/tr/pub/tayjournal
https://orcid.org/0000-0002-2404-330X

Tiirk Akademik Yaywnlar Dergisi (TAY Journal), 2025, 9(3), 536-564

Abstract

The vocal ranges of music majors who perform solfege exercises and the preferences of solfege
instructors vary considerably. In solfege instruction, differences in students’ voice types, the collective
nature of solfege classes, and the fact that solfege instructors are not specialists in voice training may
lead to problems regarding whether instructors can select appropriate exercises that match individual
vocal characteristics and whether students can adequately perform the selected solfege pieces. This
study was based on the research question: “Which solfege pieces in the Solfege des Solféges books
numbered 1A, 1B, 1C, 1D, and 1E can be performed by first-year undergraduate students with alto,
baritone, and bass voice types?” and aimed to identify suitable pieces. A descriptive survey model was
employed, and document analysis was used as the research method. Total of 707 solfege pieces from
Albert Lavignac’s widely used Solfege des Solféges books (1A—1E) were examined by the researcher
according to various music-related variables. The data were analyzed in relation to the vocal range
chart prepared by the researcher for low-pitched voice first-year students and validated by experts in
voice training. The findings, presented in tables, show that books 1A, 1B, and 1C contain an equal
number of suitable pieces for alto, baritone, and bass voices; book 1D includes more pieces
appropriate for alto and baritone voices; and book 1E contains a greater number suitable for bass
voices. It is argued that selecting solfege pieces aligned with students’ voice types and vocal ranges
may enhance their overall solfege performance.

Keywords: Solfege, voice types, alto, baritone, bass, Lavignac solfege books.

Introduction

Students receiving vocational and professional music education take music courses of
various natures. The musical hearing—writing and reading course is one of these courses. As
stated by Sokezoglu Atilgan and Davulcu Oztiirk, the foundation of music education is based
on courses in musical hearing, reading, and writing. For individuals striving to specialise in the
field of music to understand and convey the art of music correctly throughout their education
and professional lives, their musical hearing, reading, and writing skills must be well trained

(2025, p. 1075).

In musical reading activities, also known as the “solfege” course, undergraduate
students continue their solfege reading studies over various numbers of instructional periods
in relation to the target achievements appropriate to their own musical level. (For the
examination of some sample programmes including the solfege course, see the following
sources: Dokuz Eyliil University State Conservatory, Performing Arts Opera Department,
2025; Gazi University Gazi Faculty of Education, Music Education Department, 2025; Chicago
Music Institute Conservatory preparatory programme course catalogue, 2025).

The solfege course is the course that enables the interaction between music theory and
the applied practices related to this knowledge to be increased, and that allows students to
learn rules related to music in depth (Kendiizler, 2025, p. 496). Solfege, one of the methods of
musical expression in which notes are used (Yuvaci, 2012, p. 1), can be defined as the
vocalisation of musical notation in accordance with various durations, pitch heights, and meter
forms (Yildiz, 2022, p. 10). These are forms of training in which musical hearing activities and
note-reading practices are conducted simultaneously (Ammer, 2004, p. 385). The soundness
of individuals’ basic musical behaviours is related to their ability to read notation. These
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fundamental musical behaviours can be gained through note-reading experience (Acilmis,
2015, p. 3).

In solfege training, students reinforce their music theory knowledge through various
applications (Korkmaz, 2019, p. 32). There are also instructional models used in solfege studies
on an international and national scale. These models show variations within themselves.
Kodaly, Curwen and Dalcroze are a few of the well-known examples of these models (Kendiizler
& Akkas, 2025, p. 5). In music classes where the Kodaly system is applied, students progress
in solfege through daily solfege practices and begin to “think” in solfege. The developing solfege
ability enables them to learn new songs quickly, decode melodies they have not encountered
before, listen analytically, memorise, add countermelodies, improvise, and even compose
(Bowyer, 2015, p. 71). In solfege studies using the Dalcroze method, vocal ranges, scales and
melodic structures, chords, harmony, and the relationship of tonality are studied, activating
musical hearing ability and awareness (Thomsen, 2011, p. 69). Within such internationally
oriented practices, it can be said that through the use of the whole body—and especially parts
such as the arms, legs and hands—in various rhythmic movements, dance and improvisation,
individuals can more easily concentrate on the durations of notes in melodies, the rhythmic
progression patterns of works, and the differences in sound arising from the high—low
characteristics of pitches.

In music education, musical writing, musical hearing, and musical reading are
fundamentally interrelated; grouped under the overarching concept of “musical hearing”, they
cannot be evaluated in isolation. They support each other (Atay Karhidag, 2024, p. 24; Ozdemir,
2012, p. 18). In solfege exercises, practices such as rhythmic reading, hearing chords and
intervals, melodic singing and dictation writing are conducted (Atay Karhdag, 2024, p. 25).
Applications in which only note values are considered for reading—without considering the
pitches of the melody and the intervals—are called rhythmic reading. These studies can be
conducted using syllables appropriate to note durations, by clapping with hands, striking an
object such as a stick on a surface, or snapping fingers (Hasar, 2016, pp. 3—4). For students
receiving education in the field of music to present musical works with correct performances,
the fundamental requirement is the work done in the musical hearing and musical reading—
namely, solfege—course (Kiiriin, 2024, p. 1). Regardless of whether in the instrumental or vocal
field, solfege courses are necessary for the musically adequate performance of musical works
(Yildiz, 2022, p. 8); it should not be forgotten that maintaining the theoretical and applied
studies in music-hearing theory courses in unity is important in voice and instrumental
training (Ozbek, 2003, p. 8).

Students who have received solfege training in a structured manner within solfege
education are also able to attain the competence to read and interpret music in the musical
field in which they are being trained (Kendiizler, 2023, p. 17). In the content of solfege
practices—initially conceived mentally and then expressed through different pitch levels—
there are conceptual frameworks that guide general knowledge in which all of the following
qualities coexist: identification of tonality, attention to the intervals shaped by the
characteristics of the tonality, the different auditory characteristics of scales formed by notes,
and the conceptual diagrams directing these qualities (Oztiirk, 2010, p. 1).
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In professional music education in Tiirkiye, solfege books by Muammer Sun, Ahmet
Adnan Saygun, Yalcin Iman, Aynur Elhankizi and Mine Mucur are used within the national
framework for solfege studies. Books and authors recognised internationally are Albert
Lavignac’s Solfege des Solfeges; No€l Gallon’s Cent Dictées musicales progressives a deux
parties; Ettore Pozzoli’s Cours Complet de Solfege; and Odetta Gratenlaub’s Lectures D’auteurs
A Chanter pour le (Erol, 2019).

Various books are used as course materials in solfege practices in music education. It is
known that the books used to develop sight-reading and hearing ability have essential
functions in musical reading, listening, and writing training. In this context, it is important
that the sight-reading and ear-training books used in institutions providing vocational music
education are systematic and effective in terms of content (Turabik, 2025, p. 251).

Among these books, it can be said that the series of solfege books titled Solfege des
Solfeges is one of the books frequently used in music education studies at both international
and national levels. They were written in large numbers and with musical content diversity by
the French music theory—harmony teacher and composer Albert Lavignac (1846—1916). It can
be stated that the Solfege des Solfeges books were written with the aim of presenting different
content and achievements for musical development and constitute one of the instructional
materials valued by music-theory and solfege teachers. In the Solfege des Solfeges books, the
contents of monophonic and polyphonic solfege pieces in different clefs, time signatures,
tonalities, and tempos can be observed. Today, depending on the curriculum and the number
of instructional periods in institutions providing music education at the secondary and
undergraduate levels, some of these solfege books may be used as course materials.

When Albert Lavignac’s methods are considered as a whole, it can be seen that they
provide learners with gains in various areas such as singing regularly and with correct pitches,
interpreting works correctly, sufficiently acquiring knowledge of music theory, and gaining
general cultural knowledge in the field of music (Ozmen, 2009, pp. 8-9). All thirty-four of
Lavignac’s solfege methods include piano accompaniment. At the beginning of the books, it is
stated that the solfege pieces were written for soprano voices. This situation may cause
comfortable-reading problems for other voice types attempting to read the solfege pieces in the
books. Solfege exercises can be sung, albeit strenuously, through the use of falsetto techniques
and head-tone production (Erol, 2019, p. 84). Solfege teachers must pay attention to vocal
ranges in the solfege pieces they plan to have students sing and must select solfege pieces
appropriate to each student’s vocal limits. Attention must be paid to voice types in solfege
lesson preparation (Otacioglu, 2017, p. 61).

In beginner-level solfege training, students must learn to breathe adequately and
correctly and to use that breath appropriately according to the pitch of the notes they will sing
(Kendiizler, 2025, p. 497). In direct proportion to this idea, a recommendation supporting the
same reasoning may be the necessity of paying attention to appropriate repertoire selection for
students taking the solfege course. It may also be stated that another crucial point for ensuring
adequate performance in terms of correct voice use and solfege success is that the solfege pieces
planned to be used in the studies are suitable for the students’ voice types and vocal limits.
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If there is a voice-training course in the institution’s curriculum, students perform
voice-development and warm-up exercises according to their voice types and attempt to
vocalise works in appropriate tonalities selected by their teachers with sufficiently correct
technique. In solfege classes taught collectively in music education institutions, however, due
to reasons such as the selection of solfege pieces according to voice types, the separation of
students into low- and high-voice groups for ease during solfege classes, and similar factors,
and due to the very low likelihood of being able to plan solfege instruction according to voice
types, students often have to read solfege pieces that do not correspond to their own voice
types. The degree to which such situations may occur varies from institution to institution.
However, it may be considered that, to achieve higher levels of success in music education
activities regardless of the field, providing students with effective and beneficial materials and
practices is one of the fundamental requirements. From this perspective, a significant gap
related to the problem of the study was identified in the literature, and the research was
conducted with greater care in light of this awareness.

One of the most important problems encountered in beginner-level solfege studies is
the inability to produce high and low pitches correctly, and therefore the inability to perform
solfege with accurate pitches. In solfege training, which is considered a fundamental course in
music education, it is necessary first to teach students how to use their voices to achieve the
intended success. A student who does not know how to use their voice encounters serious
difficulties in beginner-level solfege training and cannot achieve the expected success
(Kendiizler, 2023, p. 451). In addition, it is thought that first-year undergraduate students
beginning to sing solfege pieces without adequate voice training and without paying attention
to pitch ranges may create problems in the healthy execution of solfege training and in
achieving sufficient success.

It should not be overlooked that the vocal health and technical development related to
voice use of students who use their voices in solfege lessons—an instructional area outside the
control of voice-training lecturers in music education institutions—are important. In
collectively conducted solfege classes, it can be considered normal that the lecturers who teach
the course as solfege specialists, who are not experts in the field of voice training, who must
conduct the solfege course collectively, and who must maintain a predetermined instructional
programme flow, are unable to take students’ vocal ranges and voice types into account. One
of the solutions that may be proposed regarding this problem is the necessity of determining
solfege pieces appropriate to the vocal limits of beginner-level students in the low-voice group.

Based on the information presented regarding the need for students to use their voices
correctly, adequately and healthily in solfege lessons, the study was carried out with the
research problem: “Which solfege pieces can be used in the solfege training of first-year
undergraduate students with low-register voice characteristics?” Through the findings of the
research, it was aimed to present separate lists so that first-year undergraduate students with
alto, baritone and bass voice types could practise with solfege pieces suitable for their own
vocal characteristics in their solfege lessons. It is thought that if the presented lists are
considered, students’ solfege intonation and tonal thinking skills may improve, their success
may increase, any negative attitudes towards the course may change positively, and their vocal
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health may also progress positively. The research findings are considered important due to
their potential to make the necessary contribution to the gap identified in the related literature.

In relation to the main research problem of the article, the sub-problems can be stated
as follows:

1. Which solfege pieces in Albert Lavignac’s Solfége des Solfeges books numbered 1 are
suitable for the alto voice type at the first-year undergraduate level?

2. Which solfege pieces in Albert Lavignac’s Solfege des Solféges books numbered 1 are
suitable for the baritone voice type at the first-year undergraduate level?

3. Which solfege pieces in Albert Lavignac’s Solfege des Solféges books numbered 1 are
suitable for the bass voice type at the first-year undergraduate level?

Voice Types in Vocal Training

In the early stages of human history, individuals who could only hear their voices and
the natural sounds around them unconsciously started the musical journey through the human
voice. The world-renowned musicologist and historian Sachs (1965, p. 3), in his work A Short
History of World Music, expresses the following opinion on this issue: according to him,
melodic expression falls within the domain of singer; therefore, it never occurs to him to bring
instruments into this domain. The human voice came before musical instruments; it existed
even in the earliest stages of human life. Likewise, Selanik (1996, pp. 1-2) regards the human
voice as the first musical instrument and says: “The first instrument is the human voice. Later,
melodies were embellished by clapping hands and stomping feet”.

Human voices: According to pitch, the human voices used in vocal music are
categorized from the lowest to the highest as follows: bass, baritone, tenor, contralto (alto),
mezzo-soprano, and soprano (Sozer, 2005, p. 638). Among these six voice types categorized
by their depth and pitch, the first three are natural male voices, while the latter three belong to
females (Stainer & Barrett, 2009, p. 450). The voice types can be classified into subcategories,
which becomes evident through musical evaluations based on technical criteria. In this
classification process, the most determinant features of the voice are its range, volume, and
timbre (Cevik, 1999, p. 38).

Male Voice Types Other Than Tenor

Male voices are generally classified into three principal categories: tenor, baritone, and
bass, each of which can be further divided into subcategories (Omiir, 2004, p. 51). It can be
stated that determining a student’s specific voice type usually becomes clearer after a period of
systematic voice training and vocal development practice. During this process, the student’s
own observations regarding their voice may also play an important role. As training progresses,
students gradually become able to recognize the characteristics of their voice type, use their
voice more comfortably in performance settings, and, through an increasingly refined vocal—
musical awareness, understand whether their voice should develop toward the lower or higher
registers for optimal individual vocal growth. According to Helvaci (2012, p. 94), accurate voice
classification requires that the instructor work with the student through a sustained period of
voice training. During this instruction, the identification of voice type involves determining the
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student’s musically usable vocal range through pitch-based assessment, as well as examining
the timbral qualities and strength of the voice.

Baritone

In vocal music education, the baritone is the low male voice that lies between the tenor
and the bass. Its notes are in the bass clef (F clef on the fourth line), and the vocal range spans
two octaves (Say, 2002, p. 62). Compared to the tenor, it has a darker, smoother, and warmer
tone (Sabar, 2008, p. 115). This voice type began to enter vocal repertoires in the first half of
the 19th century, as the castrati progressively disappeared (Ozsan, 2010, p. 247). The baritone
voice is further subdivided into the following subcategories.

Dramatic baritone: In terms of timbre, it reminds a high bass. It is a powerful voice
with dramatic strength, well-suited for character roles and heroic operas (ikesus, 1965, p. 27).
It has a darker and fuller tone than the lyric baritone (Ozsan, 2010, p. 248).

Lyric baritone: The lyric baritone has a soft timbre with a bright upper register and
a more dynamic quality than the dramatic baritone (Kolcak, 1998, p. 38). It is a gentle and
noble voice type with excellent upper range (Sabar, 2008, pp. 115—116). In terms of timbre, it
is similar to dramatic tenor (ikesus, 1965, p. 27).

Light baritone: The light baritone is more dynamic, lighter, and more similar to the
tenor than the lyric baritone. It constantly appears in Italian operas that call for intense agility,
particularly in the works of Rossini and Donizetti (ikesus, 1965, p. 27).

Helden baritone: A deep, broad, and powerful voice type. It possesses both great
high notes and strong, resonant middle and low tones. It is also commonly referred to as a high
bass. Convenient for roles such as Jochanaan (Salome—R. Strauss) and the Dutchman (The
Flying Dutchman—Wagner) (Sabar, 2008, p. 116). This voice type mostly has a large, expansive,
and strong sound with a generally dark timbre (Ozsan, 2010, p. 249).

Bass

Derived from the Latin word basis, meaning “fundament” (Say, 2002, p. 63). A low-
pitched male voice (Ulug, 2006, p. 96). Generally, the lowest male voice, ranging from F2 to
Cs (Aktiize, 2003, p. 47). The bass voice, which can be classified into various timbral subtypes,
is described below.

Basso profundo: This voice type is regarded as the accurate bass due to its timbre
(Ozsan, 2010, p. 250). It has a very dark tone, high volume, and powerful low notes. Singers of
this type typically perform grave and dramatic roles (Ikesus, 1965, p. 26). It is a deep, full, and
noble-sounding voice (Sabar, 2008, p. 117).

Basso buffo: 1t is for performing arts, with a lively and dynamic atmosphere. It has
an easy upper range, graceful and flexible, paired with a strong sense of theatricality (Sabar,
2008, pp. 116—117). Singers with this voice type can perform opera parlando passages and
coloratura lines readily. It is always utilized in comic roles (ikesus, 1965, p. 26). It is also
referred to as comic bass, and has a bright and dynamic voice that is used in comic roles.
(Kolgak, 1998, p. 39).
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Female Voice Types Other Than Soprano
Alto

The lowest (bass) female voice (Aktiize, 2003, p. 19). A rich, warm, dark-toned voice
with resonant low notes, which is considerably scarce. Its vocal range spans from F3 to G5
(Sabar, 2008, p. 113). Also known as contralto, this voice type features a dark timbre and well-
developed chest resonance (Kolgak, 1998, p. 36).

Oratorio contralto: Avoice type used particularly in the performance of early music.
It is characterized by a rich tonal palette, great strength, and a deep sound (Ikesus, 1965, p.
28).

Stage contralto: This voice carries both timbre and strength, with a dramatic impact
(Ikesus, 1965, p. 28).

Dramatic alto: As the name implies, this voice possesses dramatic intensity, a strong
and full-bodied sound (Sabar, 2008, p. 113). It has a darker timbre than the mezzo-soprano.
In some operatic roles, dramatic altos must be capable of reaching high notes effectively
(Ozsan, 2010, p. 243).

Albert Lavignac (1846-1916) and His Solfege Books

Albert Lavignac is a music theorist, composer, and teacher who taught for many years
at the Paris Conservatory. He is recognized as a notable educator whose numerous solfege
books are still broadly used in professional music education institutions globally. In these
books, Lavignac not only provided exercises he composed himself, but also arranged
significant works from the Western classical music repertoire into vocal scores. He published
these with the intention of contributing to the field of music education. He organized his books
using sequential letters and codes such as 1A, 1B, 1C, 2A, and so on. The series also continues
into double-digit volumes. Certain solfeges in Lavignac's books, which were published both
with and without piano accompaniment, were arranged polyphonically. These offered students
opportunities to practice and develop their polyphonic solfege skills.

Method
Research Model

A literature review was conducted in the relevant field to establish the introduction
section of the research and the general structure of the conceptual framework. During the
literature review, the following search terms were entered into search sites presenting
academic publications such as these, articles, and books: voice training, voice development,
vocal problems, musical reading, Albert Lavignac, Solfege des Solfeges, note reading, solfege
training, solfege. Publications relevant to the research were obtained from websites presenting
academic sources.

Examining previously conducted academic publications and the data contained in these
publications related to the studies being worked on becomes a necessary situation. The reason
for this is that these publications provide content and informational support for the research
being conducted. In this process, known in general terms as a “literature review”, the
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publications reached by the researcher are scanned, examined, classified, and summarised,
and in this way a systematic process flow is conducted (Demirci, 2014, p. 73).

In this study, in which the descriptive survey model was used, a problem existing in the
relationship between solfege training and voice training was addressed. In studies conducted
using descriptive survey models, situations existing in current or past time periods are
examined. According to Karasar (2009, p. 77), in survey research, the aim is to present by
describing a situation that existed in the past or that still continues as it is. According to
Biiyiikoztiirk et al., (2009, p.25), descriptive research is a research model frequently applied in
studies related to education. It continues its work with data obtained from individuals or
groups of participants regarding attitudes, abilities, preferences, behaviours, and achievement
situations concerning school and educational environments.

Based on this information, it can be stated that this study, which was an examination
of a problem existing in the fields of voice training and solfege training—two important areas
of music education—focused on contributing to the establishment of an effective relationship
between voice and solfege training, creating opportunities so that they correctly support each
other in terms of “achievement”, and presenting suggestions regarding the solution of the
problem.

Data Collection Tools and Data Collection
First, Figure 1, which was used in every stage of the data collection process, was created.

In determining the vocal limits of first-year undergraduate students in the low-voice types
(alto, baritone, and bass), the labels in the figure were used.

Figure 1.
Naming of Notes on the Piano Keyboard with Internationally Accepted Letters

A0 C1¥D1F  F1FG1fA1®  C2fD2®  F2fG2fA2f  C3FD3*  F3fG3FA3F  C4fDaF  Faf GaFAe?  C5%DSF  FsPG5FAS®  CeFD6F  FefGeFAef  C7fD7F  F7fG7fA7f

A0|BO C2|D2|E2|F2|G2|A2|B2 C!l‘ F4|G4|A4|B4 C6|D6|E6|F6|G6|A6|BE6 ' v Cc8

C1 D1 E1 F1 G1 A1 B1 C3 D3 E3 F3 G3 A3 B3 C5 D5 E5 F5 G5 A5 BS C7 D7 E7 F7 G7 A7 B7

The collection of data consisted of two stages. The first stage can be explained as
follows: A large number of solfege books were written by Albert Lavignac. Each of these books
was named by assigning different numbers and letters. Due to the page-limit requirement of
the study, the fact that the solfege pieces in all books written by Lavignac are not at the first-
year undergraduate level in terms of musical content and musical notation, and the fact that
the solfege books in Lavignac’s series numbered 1 are also among the books used in first-year
undergraduate solfege training, only the solfege books suitable for the first-year (beginner)
level—books numbered 1A, 1B, 1C, 1D, and 1tE—were included in this study. The total of 707
solfege pieces contained in these books was examined in written form according to various
musical criteria. The criteria used in the musical examination carried out were determined as:
the clef of the solfege piece, the time signature, and the highest—lowest pitch range (using
Figure 1), and these data were recorded in different data tables by listing them separately
according to the books.
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The second stage in the data collection consisted of two parts within itself. First, based
on the sources obtained and analysed through the literature review conducted regarding the
vocal limits of low-voice types (Cevik, 2013; Giirel, 2023; Giivenir, 2004; Helvaci, 2012;
Kolcak, 1998; Ozsan, 2010; Sabar, 2008), the researcher created the first draft of the vocal
limits table of first-year undergraduate low voices. The vocal limits in this draft table were
named with the codes representing pitch heights on the piano keyboard given in Figure 1,
internationally. After this stage, because it was necessary to ensure content validity of the table
as a data collection tool, the stage of collaborating with experts in the field of voice training was
initiated.

The draft table of vocal limits for first-year undergraduate students in the low-voice
types prepared by the researcher was examined, for the purpose of establishing content
validity, by three voice-training lecturers who each had at least 10 years of experience in the
field of voice training. To indicate that consensus had been reached among the experts who
examined the table, Miles and Huberman’s (1994) formula for expert agreement was used.

The experts evaluated the vocal-limit data in the draft table created according to voice

» <«

types separately, in accordance with the criteria “appropriate”, “partially appropriate” and “not
appropriate”. To determine the consistency among the expert opinions, Miles and Huberman’s
(1994) expert-agreement formula was used:

Number of agreements 11
Agreement = Agreement = = .916 (91.6%)
Number of agreements + 11+1
Number of disagreements

Accordingly, when the expert opinions regarding the twelve items in the vocal-range
table (Table 1, definitions of vocal limits using letters and numbers) were examined, agreement
was found in eleven items and disagreement in one item. As a result of the calculation, the
agreement rate was found to be 91.6%. Since this rate was above the threshold value of 80%, it
was accepted that there was a prominent level of consistency among the expert opinions, and
the table was considered valid.

After the completion of the content-validity stage, Table 1 took its final form.

Table 1.
Vocal Range of First-Year Undergraduate Students in With Low-Pitched Voice Types

Timbre . Treble cl.ef ‘ ‘ Bass clef ‘
Lowest pitch Highest pitch Lowest pitch Highest pitch

Alto Bb3 D5 Bb2 D4

Baritone Bb3 D5 Bb2 D4

Bass A3 D5 A2 D4

In certain solfege pieces, in cases of excessive ascent towards the high register (for
example G5—Aj5) or excessive descent towards the low register (for example A3—G3-F3), in
order to prevent the vocal limits of those performing the solfege from being strained, Lavignac
wrote octave alternatives of the same pitch towards the lower or higher register (for example
A4 instead of As, or F4 instead of F3), or within these measures he provided different higher—
lower pitches that could be heard harmonically compatible within the tonality (for example,
instead of G5 in the C-major key/chord, E5; or instead of F3 in the F-major key/chord, A3). In
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the study, when analysing the highest or lowest pitches of the solfege pieces, in such measures
offering optional pitches, the low or high pitches (the pitches not presented as options) were
taken into account and these low or high pitches in those measures were recorded in the data.

Data Analysis

In the study, the solfege books named with different numbers and letters by Albert
Lavignac were treated as source-documents providing data in line with the research problem
and purpose. All of the solfege pieces in the five books in the series numbered 1 were analysed
using the document-review/document-analysis technique, and were examined in line with
certain categories—variables (the clef of the solfege piece, the time signature, the highest—
lowest pitch range); the data were entered into tables using Figure 1 (data collection, stage 1).

The analysis of written materials containing information about events and phenomena
related to the aims of research is called document analysis. Document analysis may be used as
a method on its own in research, but it may also be used together with other data-collection
methods (Yildirim & Simsek, 2021, pp. 189-190).

The data collected in Stage 1 were examined by making comparisons according to the
vocal-range table (Table 1) in terms of their suitability to the alto, baritone and bass vocal limits
(categorical analysis), and solfege pieces suitable for the vocal limits of these voice types were
identified. The identified solfege pieces were presented in the findings section in the relevant
tables according to voice types and books.

In certain solfege pieces, in cases of excessive ascent towards the high register (for
example G5—A5) or excessive descent towards the low register (for example A3—G3-F3), in
order to prevent the vocal limits of those performing the solfege from being strained, Lavignac
wrote octave alternatives of the same pitch towards the lower or higher register (for example
A4 instead of As, or F4 instead of F3), or within these measures he provided different higher—
lower pitches that could be heard harmonically compatible within the tonality (for example,
instead of G5 in the C-major key/chord, E5; or instead of F3 in the F-major key/chord, A3). In
the study, when analysing the highest or lowest pitches of the solfege pieces, in such measures
offering optional pitches, the low or high pitches (the pitches not presented as options) were
taken into account and these low or high pitches in those measures were recorded in the data.

In the categorical analysis, the clefs of the solfege pieces (treble clef or bass clefs), the
time signatures (2/4, 3/4, 4/4,6/8, 3/8,9/8,12/8, 2/2, 3/2, 9/4), and the highest and lowest
pitches were examined as different variables, tabulated, and presented in the findings. After
obtaining and tabulating the findings, descriptive analyses were conducted. The final analysis
tables and descriptive analyses obtained were re-examined by another expert informed about
the research, and approval of appropriateness was obtained.

Ethical Permits of Research:
In this study, all the rules specified to be followed within the scope of “Higher Education
Institutions Scientific Research and Publication Ethics Directive” were complied with. None of

the actions specified under the heading “Actions Contrary to Scientific Research and
Publication Ethics”, which is the second part of the directive, have been taken.
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Ethics Committee Permission Information:

This study, in terms of its purpose, research problem, methodology, and data collection
process, constitutes a type of research that does not require ethics committee approval.

Findings
Table 2.
Data on the Total Number of Solfege Pieces in Albert Lavignac’s Book Series Numbered 1
Book Solfege piece number
1A 195
1B 165
1C 195
1D 76
1E 76
Total 707

As seen in Table 2, the total number of solfege pieces was highest in books 1A and 1C,
and lowest in books 1D and 1E.

Table 3.
Data on the Clefs of the Solfege Pieces in Albert Lavignac’s Book Series Numbered 1

Number of solfege pieces in Number of solfege pieces in

Book Solfege piece number treble clef bass clef
1A 195 166 29
1B 165 138 27
1C 195 0 195
1D 76 o} 76
1E 76 76 0
Total 707 380 327

As seen in Table 3, books 1A and 1B contained solfege pieces in both clef systems. In
contrast, in books 1C and 1D the solfege pieces were written entirely in the bass clef, and in
book 1E they were written entirely in the treble clef.

Table 4.
Data on the Time Signatures of the Solfege Pieces in Albert Lavignac’s Book Series Numbered 1
- B(.)Ok 1A 1B 1C 1D 1E
Time signature

2/4 time 20 25 20 6 6
3/4 time 29 24 29 26 28

4/4 time 109 75 109 25 23

6/8 time 12 13 11 5 5

3/8 time 8 7 9 1 1

9/8 time o] 0] o] 2 2

12/8 time 0] o] 0] 1 1

2/2 time (half time) 17 21 17 8 8
3/2 time 0] o] 0] 1 1

9/4 time 0 0 0 1 1

6/4 time o] 0] o] o] 0]

9/16 time 0] o] 0] 0] o]

4/2 time o] 0] o] o] 0]

12/16 time 0 0 0 0 0

Total number of

195 165 195 76 76

solfege pieces

As seen in Table 4, the most frequently preferred time signature in books 1A, 1B and 1C
was 4/4, whereas in books 1D and 1E it was 3/4.
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Table 5.

Data on the Numbers and Total Quantities of Solfege Pieces in the Treble Clef Suitable for Alto—
Baritone Voice Types in Albert Lavignac’s Book Series Numbered 1

Book Solfege piece number Total
1A 2-10-12-16-17-20-24-25-27-28-209-30-173 pans-34-175 pans-35-37-41-48-53-59- 51
60-177-178-67-179-71-72-74-180-181-82-84-85-86-96-97-99-100-182-183-187-

113-119-123-126-128-129-134-137-144
1B 1-2-3-8-11-12-13-14-16-19-22-23-25-31-37-38-41-43-44-48-58-59-66-67-67-69- 40
74-75-78-81-82-95-108-109-110-115-122-146-147-148
1E 1-5-6-9-13-14-15-16-19-21-24-28-30-32-46-52-69-70 18
Total 109

As seen in Table 5, in A. Lavignac’s book series numbered 1, the total number of solfege
pieces in the treble clef suitable for the vocal limits of the alto—baritone voice types, from most
to least, was as follows: 1A (51), 1B (40), 1E (18). Since there were no solfege pieces in the treble
clef in books 1C and 1D, no data could be presented from these books.

Table 6.

Data on the Numbers and Total Quantities of Solfege Pieces in the Treble Clef Suitable for the Bass Voice Type in
Albert Lavignac’s Book Series Numbered 1

Book Solfege piece number Total
1A 2-10-12-16-17-20-24-25-27-28-29-30-173 pans-34-175 pans-35-37-41-48-53-59- 51
60-177-178-67-179-71-74-180-181-82-84-85-86-96-97-99-100-182-183-185-187-

113-119-190-123-126-128-129-137-144
1B 1-2-3-8-11-12-13-14-16-19-22-23-25-31-37-38-41-43-44-48-58-59-66-67-67-69- 40
74-75-78-81-82-95-108-109-110-115-122-146-147-148-149
1E 1-5-6-9-12-13-14-15-16-19-21-24-28-30-32-44-46-50-52-56-60-66-69-70 25
Total 116

As seen in Table 6, in A. Lavignac’s book series numbered 1, the total number of solfege
pieces in the treble clef suitable for the vocal limits of the bass voice type, from most to least,
was as follows: 1A (51), 1B (41), 1E (25). Since there were no solfege pieces in the treble clef in
books 1C and 1D, no data could be presented from these books.

Table 7.

Data on the Numbers and Total Quantities of Solfege Pieces in the Bass Clef Suitable for Alto—Baritone
Voice Types in Albert Lavignac’s Book Series Numbered 1

Book Solfege piece number Total
1A 147-148-149-150-151-153-192-154-156-158-160-163-164-193 14
1B 134-155-156 3
1C 2-10-11-12-16-17-20-24-25-28-29-30-34-35-37-41-48-53-50-60-67-71-74-82- 67

84-85-86-96-99-99-100-113-118-119-123-126-128-129-134-137-144-147-148-
149-150-151-153-154-156-158-160-163-164-173-175-177-178-179-180-181-182-
183-185-187-190-192-193
1D 1-2-5-6-7-9-13-15-16-18-19-21-24-28-30-32-33-46-52-69 21
Total 105

As seen in Table 7, in terms of the total number of solfege pieces in the bass clef suitable
for the alto—baritone voice types in Lavignac’s book series numbered 1, the ranking from most
to least was as follows: 1C (67), 1D (21), 1A (14) and 1B (3).
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Table 8.

Data on the Numbers and Total Quantities of Solfege Pieces in the Bass Clef Suitable for the Bass Voice
Type in Albert Lavignac’s Book Series Numbered 1

Book Solfege piece number Total
1A 147-148-149-150-151-153-192-154-156-158-160-163-164-193 14
1B 134-155-156 3
1C 2-10-11-12-16-17-20-24-25-27-28-29-30-34-35-37-41-48-53-59- 67

60-67-71-74-82-84-85-86-96-97-99-100-113-118-119-123-126-128-129-134-137-
144-147-148-149-150-151-153-154-156-158-160-163-164-173-175-177-178-179-
180-181-182-183-185-187-192-193
1D 1-2-5-6-7-9-12-13-15-16-19-21-24-28-29-30-32-33-46-50-52-56-60-66-69-70 27
Total 111

As seen in Table 8, in Lavignac’s books numbered 1, in terms of the total number of
solfege pieces in the bass clef suitable for the bass voice type, the ranking from most to least
was as follows: 1C (67), 1D (27), 1A (14) and 1B (3).

Table 9.

Data on the Total Numbers of Solfege Pieces in the Treble and Bass Clefs Suitable for Alto—Baritone
and Bass Voice Types in Albert Lavignac’s Book Series Numbered 1

Solfege Book Clef Alto-baritone Bass
1A G 51 51
F 14 14
B G 40 40
F 3 3
G No solfege pieces No solfege pieces
1C
F 67 67
D G No solfege pieces No solfege pieces
F 21 27
IE G 18 25
F No solfege pieces No solfege pieces

As seen in Table 9, in terms of the total number of solfege pieces written in the treble
and bass clefs suitable for the vocal limits of the alto—baritone and bass voice types, the ranking
from most to least was 1A and 1B. In terms of the total number of solfege pieces written only
in the bass clef, the ranking was 1C and 1D.

Discussion and Conclusion
Based on the findings obtained in the study:

It was determined that in Lavignac’s book series titled Solfege des Solfeges numbered
with the code “1”, there were monophonic solfege pieces written only in the treble clef and the
fourth-line bass clef.

It was concluded that the solfege pieces in the 1C and 1D solfege books were written
entirely in the bass clef, that the solfege pieces in the 1E book were written entirely in the treble
clef, and that the solfege pieces in the 1A and 1B books were written in both the treble and bass
clefs; and that among the solfege pieces included in the solfege books 1A, 1B, 1C, 1D and 1E, the
solfege pieces with the widest pitch range were those in the 1E book.

Based on the vocal limits specified in Table 1 for alto, baritone and bass individuals who
had the competence to use their voices at the first-year undergraduate level:
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It was concluded that in the solfege book numbered 1A, there was an equal number of
solfege pieces for altos, baritones and basses; that in the solfege book numbered 1B, the
numbers of solfege pieces suitable for the vocal limits of alto, baritone and bass voices were
almost equal to one another; that in the solfege book numbered 1C, the numbers of solfege
pieces suitable for the vocal limits of alto, baritone and bass voices were equal to one another;
that in the 1D solfege book, individuals in the bass voice type had more solfege pieces in terms
of vocal limits at the first-year level compared to students in the alto and baritone voice types;
and that in the solfege book numbered 1E, the number of solfege pieces suitable for the vocal
limits of bass voices was higher compared to alto—baritone voices.

In the academic literature, there are many completed studies in the fields of “solfege
training” and “voice training” as subject tendencies. It may be stated that what distinguishes
this study—in terms of its purpose, importance and findings—from other studies carried out in
the relationship between “voice training” and “solfege training—solfege pieces” is that it offers
voice trainers, solfege teachers and music education institutions a new understanding of
practice and application; that through the use of the findings, it provides students receiving
music education with the opportunity for healthy voice use; and that by performing the solfege
pieces identified in the findings, students are able to focus solely on solfege development, free
from the anxiety of ascending or descending to high or low pitches. Within the literature
accessible to the researcher, no studies or data related to solfege training created by paying
attention to the vocal limits of alto, baritone, bass, soprano, tenor, or other voices were
encountered. It was determined during the literature-review stages that studies in the field of
voice training have particularly concentrated on repertoire selection suitable for different voice
types and on investigating voice types [Example: The examination of the countertenor voice
type in the context of repertoire (Aladag, 2021); repertoire selection based on class and gender
in conservatory-level undergraduate opera departments (Aktakka, 2024); the usability of folk
songs arranged with piano accompaniment for bass-baritone voices in voice training (Ozdemir,
2010)]. Considering that the aim of music education at every stage is to ensure the best possible
individual development, it is thought that through this study and similar studies on closely
related topics, new initiatives may emerge for examining theories, practices, methods and
resources that may contribute to the success of students and educational activities.

It is thought that the solfege books created by Albert Lavignac, with “solfege pieces for
soprano voice” written on the cover, constitute a widely used book series within national and
international solfege training. Apart from the Lavignac solfege books, there also exist many
solfege books created by numerous national and international composers—theorists, as well as
studies examining these books from different perspectives. When these sources are considered
in terms of their general characteristics, it may be deduced that solfege book authors and
theorists assume that the solfege pieces in their books may be read by individuals who possess
a certain degree of vocal-usage ability/competence, and that they write their solfege pieces
accordingly. Together with these inferences, it may also be concluded that solfege book authors
planned to write solfege books compatible with the voice-training studies of students in the
music education programmes of their own countries; that they wrote their solfege books with
the aim of contributing to the music-instruction activities in their countries; that they wrote
their solfege pieces without considering the vocal competencies of students within national—
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international music education; and that many further inferences could be made. From these
perspectives, the importance of countries creating educational programmes shaped according
to their own music education curricula, in which solfege training and voice training are
included, comes to the fore.

In the national context, in relation to the findings given above and to this study, it is
thought that examining Kendiizler’s (2023) study on the relationship between solfege and
voice training is beneficial. According to Kendiizler’s research (2023); in professional music
education institutions there are students who begin solfege studies without having received
any voice training. These students attempt to perform solfege in the way they know (correct—
incorrect—insufficient) without having received the necessary knowledge for voice use. Since
the existing resources used for beginner-level solfege training do not contain exercises aimed
at teaching students “how to use their voices”, students may be negatively affected in terms of
adequate performance. In addition, when the literature is reviewed, it is also found that there
is no study aimed at solving the problem of students’ inability to use their voices in beginner-
level solfege training (Kendiizler, 2023, p. 452). It is thought that these two related studies—
planned and carried out on solfege training, the materials and related elements used in solfege
training, voice training, voice types, and correct voice use in various areas of music education—
may offer example ideas for studies planned/planned to be conducted in music education, and
may reveal other issues that should be considered. In such studies, it is considered important
to adopt orientations that can be used for the benefit of all related elements—such as solfege
training, voice training, the resources used in solfege training, solfege pieces, national-
international curricula, instructional time and other programme elements, teachers and
students—and that can contribute to ensuring multidirectional interaction among these
elements.

There are numerous institutions in our country that provide undergraduate-level music
education. Each of these institutions is known to offer music education within the framework
of its own distinct mission and vision. From the perspective of solfege instruction, the fact that
different solfege instructors work in each institution, that these instructors conduct their
courses in line with various institutional characteristics as well as their own academic
preferences, and that there is no nationally standardized solfege curriculum, makes it difficult
to achieve a uniform approach to solfege education. In this regard, when analyses and
inferences relating solfege practices to vocal training are required, it becomes necessary to take
into careful consideration all the characteristics of institutions that share similar or differing
qualities within the field of music education.

It may be a correct inference to say that it is impossible for the studies conducted on
educational activities and the existing field-specific resources and practices to survive, be used
and continue without being in relation to, or affected by, various developments existing in
contemporary life. It can be observed that electronic—acoustic performances presented in
music education, studies aimed at the transmission and teaching of traditional musical
knowledge, and the musical—cultural accumulation coming from the past are affected by
various contemporary developments. With the development of science and technology, it can
also be observed that artificial intelligence and similar algorithms, mobile—PC applications or
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autonomous systems (machines), which have become prominent in recent years, also engage
with the existing accumulation in music, solfege and voice training. In this context, it is thought
that in solfege training as well, professional applications and new innovations suitable for
various vocal—voice characteristics of individuals may come to the agenda more frequently in
the future.

Recommendations

It can be stated that two key areas working in unity and balance in musical
reading/solfege courses are musical hearing competence—perception and the ability to use the
voice. If one of these two areas remains insufficient, the balance in the healthy acquisition of
musical skills may be disrupted, and it may become difficult to acquire the learning outcomes
of the musical reading course adequately. It may be considered that one of the criteria
providing data for the instructor to evaluate the student’s musical reading skills is the student’s
voice. In this context, it is thought that if, prior to musical reading courses, students’ voice
types are determined according to their vocal limits by specialist educators in the field of voice
training and if attention is paid to the lists of solfege pieces prepared according to the voice
types indicated in this study, students’ musical reading success may increase further. If the lists
in the tables are followed, it is thought that students’ ability to read solfege pieces prepared
according to their own vocal limits and class levels more comfortably, their ability to avoid
potential negative situations in voice use, and their ability to focus more easily on musical
reading performance may increase.

In certain sections of the melodies in solfege pieces, the composer wrote, as optional
alternatives, the notes one octave lower or higher instead of the very high—very low pitches.
The writing of such additional notes—options can provide a certain degree of convenience for
those performing the solfege piece. It is thought that possible difficulties that may occur in
such note-change applications include: the challenges that may arise when students reading
the solfege piece must suddenly leap to much higher or lower pitches and give the pitch with
correct intonation, and the difficulties in maintaining healthy transitions—at that moment—
from real voice, falsetto, head voice, head register, chest register, etc. In order for such
situations to occur less frequently, it is considered that solfege composers, when composing
new solfege pieces, may provide convenience for students if they pay as much attention as
possible to the vocal limits of undergraduate students and, if possible, receive input from
specialists in voice training.

Another solution, which may require complex and long-term work, for enabling
students to read solfege pieces comfortably is as follows: If copyright issues will not arise and
if permission is obtained from the current rights holders/heirs of the books, all five solfege
books in the series numbered 1 written by Albert Lavignac could be rewritten in notation
software with technological support; solfege pieces that may cause difficulty in terms of
tonality for students during reading could be identified; and the tonalities of these solfege
pieces could be changed through modulations. Similarly, in this application, the pitches that
are too high or too low according to the vocal limits of voice types could be brought within vocal
limits through appropriate harmonic adjustments within the tonality. Completing these
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processes may take a long time; however, when considered realistically, it may be accepted as
one of the definitive solutions that can eliminate the problems.

If the working conditions of solfege teachers employed in institutions providing
professional music education permit, students in the solfege classes may be divided into two
groups according to whether they belong to the low-voice or high-voice groups. According to
this distinction, solfege teachers may select the solfege pieces to be studied in the course
according to voice types, and students’ solfege reading may become easier, thereby increasing
their success.

It is beneficial for students who will frequently use their voices in solfege—musical
reading lessons to perform vocal warm-up exercises at the beginning of the lessons with their
solfege teachers. Students whose voices are warmed and opened will be able to conduct solfege
practices more easily. If possible, the solfege and voice instructors working in the institution
could hold meetings at the beginning of semesters to share information about the students’
vocal limits and course contents, contributing to the course flow of solfege lessons and the
systematic progress of students.

If there is suitability in terms of the curriculum, objectives and teaching staff in
institutions providing music education, it may be a beneficial practice to begin solfege lessons
not from the first instructional term but from the second instructional term. If, in the first term
of music education, there is teaching staff in the institution in the field of voice training,
improving all students’ vocal-usage skills to a certain degree before they take the solfege course
may provide important gains. Students who have gained a certain degree of vocal-usage ability
may more easily achieve effective voice use in solfege lessons.

In accordance with the purposes of this study, data were collected only from the five
books in Lavignac’s series numbered 1, which are frequently used solfege books in beginner-
level solfege training. Other series of solfege books by Lavignac are also used in music
education. It is thought that conducting novel studies with different books to examine the
relationship between solfege and voice training with similar or different purposes and methods
may support the same and similar studies. Through these studies, it is thought that the
possibility of resolving existing or potential problems with contemporary approaches may
increase.
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Solfej Egitiminde Alto, Bariton ve Bas Ses
Tiirlerine Gore Uygun Solfej Parcalarinin
Secilememesi Problemi: Lavignac’in
Solfége des Solféges Kitaplarinin
Incelenmesi

Ozet

Solfej dersi 6gretmenlerinin se¢imleriyle solfej parcalarini seslendiren miizik boliimii 6grencilerin ses
tiirleri birbirlerinden farkhidir. Solfej egitiminde ses tiirii farkliliklari, solfej dersinin toplu bigimde
yapiliyor olmas1 ve solfej dersi 6gretmenlerinin ses egitimi alan1 uzmani olmamalarinin etkisiyle
ogrencilerin bireysel ses oOzelliklerine gore dogru solfej parcasi secimleri yapip-yapamama ve
ogrencilerin kendileri icin secilen solfej parcalarimi yeterli basariyla seslendirip-seslendirememe
problemleri ile kargilagilabilmektedir. Bu aragtirmada, “Miizik egitimi alan alto, bariton ve bas ses
tiirlerindeki lisans 1. sinif 6grencilerinin 1A, 1B, 1C, 1D ve 1E numarali “Solfége des Solfeges” isimli solfej
kitaplariyla yaptiklar1 solfej calismalarinda seslendirebilecekleri solfej parcalari hangileridir?”
aragtirma sorusundan yola cikilmis ve bu solfejlerin tespit edilmesi amaclanmistir. Aragtirmada
betimsel tarama modelinden faydalanilmis, dokiiman incelemesi yontemi kullanilmistir. Ulusal ve
uluslararasi1 kapsamda yaygin olarak kullanilan Albert Lavignacin 1A, 1B, 1C, 1D ve 1E numaral
“Solfege des Solfeges” kitaplarindaki toplam 707 solfej parcasi, arastirmaci tarafindan miizik ile iligkili
cesitli degiskenlere gore incelenmis ve verilere ulagilmistir. Veriler arastirmaci tarafindan hazirlanmig
ve ses egitimi alan uzmanlar tarafindan onaylanmis olan pes ses grubundaki lisans 1. simif
ogrencilerinin ses simrlari tablosuna gore incelenmistir. Inceleme sonrasinda solfej parcalari ve solfej
kitaplarmna iligkin cesitli veriler bulgularda tablolar halinde sunulmustur. 1A, 1B ve 1C solfej
kitaplarinda alto, bariton ve bas seslere uygun solfejlerin esit sayida oldugu, 1D kitabinda alto-bariton
seslere uygun ve 1E kitabinda ise bas seslere uygun daha fazla sayida solfej parcasinin oldugu tespit
edilmis olan sonuclardan bazlaridir. Solfej egitimi ve vokal egitim almakta olan miizik boliimii lisans
ogrencilerinin, ses tiirleri ve ses sinirlarina uygun solfej parcasi secimleri yapilmasi sayesinde, solfej
basarilarinin artabilecegi diisiiniilmektedir.

Anahtar Kelimeler: Solfej, ses tiirleri, alto, bariton, bas, Lavignac solfej kitaplari.

Giris

Mesleki ve profesyonel miizik egitimi alaninda egitim alan 6grenciler farkh niteliklerde
miizik dersleri almaktadirlar. Miiziksel isitme-yazma ve okuma dersi bu derslerden birisidir.
Miiziksel okuma dersi solfej dersi olarak da isimlendirilebilmektedir. Miizik egitimi alan lisans
seviyelerindeki 6grenciler, kendi miizikal seviyelerine uygun hedef kazanimlarla iliskili olarak
solfej dersi calismalarim gesitli sayilardaki egitim donemlerinde siirdiirmektedirler.

Notalarin kullanildig ifade yontemlerinden birisi olan solfej (Yuvaci, 2012, s. 1): Miizik
yazisinin, cesitli siireler, ses yiikseklikleri ve ol¢ii sekillerine uygun bicimde seslendirilmesi
olarak tamimlanabilir (Yildiz, 2022, s. 10). Miiziksel isitme calismalarinin ve nota okuma
pratiklerinin ayni1 anda yapildigi egitimdir (Ammer, 2004, s. 385). Ses ve calg1 egitiminde etkili
olan miiziksel isitme teori derslerindeki teorik/kuramsal ve uygulamali caligmalarin birliktelik
icinde devam ettirilmesi 6nemlidir (Ozbek, 2003, s. 8).

“Solfege des Solfeges” ismindeki solfej kitaplar1 serisinin, uluslararasi ve ulusal
kapsamda verilen miizik egitimi calismalarinda siklikla kullanilan kitaplardan birisi oldugu
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sOylenebilir. Albert Lavignac (1846-1916) isminde Fransiz miizik teorisi-armoni 6gretmeni ve
bestecisi tarafindan c¢ok sayida ve miizikal icerik cesitliliginde yazilmistir. “Solfege des
Solfeges” solfej kitaplarinin, miizikal gelisim acisindan farkh igerik ve kazamimlar1 sunma
amaciyla yazilmis oldugu ve miizik teorisi-solfej 6gretmenlerinin 6énem verdigi kaynaklardan
birisi oldugu soOylenebilir. “Solfege des Solfeges” kitaplarinda farkhh anahtarlarda, olcii
sistemlerinde, tonalitelerde, tempolarda tek sesli ve coksesli solfej parcalarimin icerikleri
goriilebilmektedir.

Lavignac solfej kitaplarinin basinda solfej parcalarinin soprano sesler icin yazildig:
belirtilmistir. Bu 6zel durum solfej kitaplarindaki solfej parcalarini okumaya calisacak olan
diger ses tiirleri i¢in rahat okuma problemleri yasatabilecektir. Solfej egzersizleri falset ses
kullanim teknigi ve kafa sesi tonlarinin kullanim ile yorucu da olsa okunabilmektedir (Erol,
2019, s. 84). Solfej dersi 6gretmenlerinin solfej calismalarinda séyletmeyi planladiklar: solfej
eserlerinin ses araliklarina dikkat etmeleri ve her Ogrencinin ses smirlarina uygun solfej
parcalar1 belirlemeleri gerekmektedir. Solfej dersi hazirhklarinda da ses tiirlerine dikkat
edilmelidir (Otacioglu, 2017, s. 61).

Bu diislince ile dogru orantili ve iligkili olarak diislinceyi destekleyen oOneri, solfej
dersini alan 6grenciler i¢in uygun repertuvar secimine dikkat edilmesinin gerekliligi olabilir.
Ayrica 6grencilerin dogru ses kullanimi ve solfej dersi basarisi agisindan yeterli performanslar
sunabilmesinde onemli olan diger noktanin ise ¢aligmalarda kullanilmas: planlanan solfej
parcalarinin, 6grencilerin ses tiirlerine ve ses sinirlarina uygunlugunun saglanabilmesi oldugu
soylenebilir.

Baslangi¢ seviyesindeki solfej calismalarinda karsilagilan en 6nemli problem: Tiz-pes
sesleri dogru verememe ve bundan dolay1 dogru seslerle solfej yapamama durumudur
(Kendiizler, 2023, s. 451). Ayrica 0grencilerin lisans 1. sinifta yeterli ses egitimi almadan solfej
parcalarini ses araliklarina dikkat etmeden soylemeye baslamalarimin da solfej egitiminin
saghkl yiritiilmesi ve yeterli basariya ulasilmasi konusunda problemler olusturabilecegi
diistiniilmektedir.

Toplu olarak gerceklestirilmekte olan solfej derslerinde, solfej dersi alan uzmani olarak
dersi yiiriiten 6gretim elemanlarinin ses egitimi alaninda uzman olmamasi, solfej dersini toplu
olarak yiiriitmek zorunlulugunda olmasi ve devam ettirilmesi gereken bir 6gretim programi
akis1 olmasi nedenleriyle, 6grencilerin ses sinirlarin ve ses tiirlerini dikkate alamamasi normal
bir durum olarak goriilebilir. Bu problemle iligkili olarak sunulabilecek ¢6ziimlerden birisinin,
baslangic-lisans 1. sinif seviyesinde olan pes ses grubundaki 6grencilerin ses sinirlarina uygun
solfej parcalarinin belirlenmesinin gerekliligi oldugu soylenebilir.

Solfej derslerinde oOgrencilerin seslerini dogru-yeterli-saghkli kullanabilmelerinin
geregine iliskin sunulmus bilgilerden yola cikilarak “Miizik egitimi almakta olan lisans 1. simif
seviyesindeki 6grencilerin solfej egitimlerinde kullanilan Lavignac 1A-B-C-D-E kitaplarindaki
solfej parcalarindan hangileri pes ses karakterindeki 6grencilerin ses sinirlarina uygundur?”
aragtirma problemi ile calisma siirdiiriilmiistiir. Aragtirmanin bulgular1 sayesinde: lisans 1.
sinif seviyesindeki alto, bariton ve bas ses tiiriinde olan 6grencilerin solfej derslerinde kendi
ses karakterlerine uygun olan solfej parcalariyla pratikler yapabilmeleri i¢in ayr1 ayr listeler
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sunulmasi amaclanmistir. Sunulan listelerin dikkate alinmasi durumunda 6grencilerin, solfej
entonasyonlarinin ve tonal diisiinme becerilerinin daha iyi olabilecegi, bu sayede basarilarinin
artabilecegi, varsa derse olan olumsuz tutumlarinin olumlu yonde degisebilecegi ve
ogrencilerin ses saghklarinin da olumlu yonde ilerleyebilecegi diisiiniilmektedir. Arastirma
bulgularinin ilgili literatiirde tespit edilmis olan eksilige gerekli katkilari sunabilmesi agisindan
onem tasidig: diisiiniilmektedir.

Makalenin ana arastirma problemi ile iligkili olarak alt problemler su sekilde
belirtilebilir:

1. Albert Lavignac’in 1 numarali Solfége des Solfeges solfej kitaplari icindeki hangi solfej
parcalari lisans 1. Sinif seviyesindeki alto ses tiirtine uygundur?

2. Albert Lavignac'in 1 numaral Solfége des Solféges solfej kitaplar: icindeki hangi
solfej parcalari lisans 1. Sinif seviyesindeki bariton ses tiiriine uygundur?

3. Albert Lavignac'in 1 numarali Solfége des Solféges solfej kitaplar: i¢cindeki hangi
solfej parcalari lisans 1. Sinif seviyesindeki bas ses tiiriine uygundur?

Ses Egitiminde Vokal Tiirler

Ses yiiksekliklerine gore, en kalindan en inceye dogru vokal miizikte kullanilan insan
sesleri su sirayi izler: Bas, bariton, tenor, konralto (alto), mezzo soprano, soprano (Sozer, 2005,
s. 638). Peslik ve tizlige gore alt1 simiflamaya ayrilan seslerden ilk ii¢ ses dogal erkek sesleridir
ve sayilan ikinci li¢ ses de kadinlarindir (Stainer & Barrett, 2009, s. 450).

Albert Lavignac (1846-1916) ve Solfej Kitaplar:

Miizik teorisyeni, besteci ve Paris Konservatuvarr’nda uzun yillar 6gretmenlik yapmis
olan Albert Lavignac, neredeyse biitliin diinya iilkelerindeki profesyonel miizik egitimi
kurumlarinda kullamilmakta olan ¢ok sayida solfej kitabi ile 6nemli bir miizik egitimcisidir.
Solfej kitaplarinda kendi besteledigi solfejlere yer vermekle birlikte, Klasik Bati Miizigi
repertuvarinin 6nemli 6rneklerini vokal partisyonlara diizenleyerek kitaplarina almis ve
kitaplarim1 miizik egitimi camiasina faydali olmas1 amaciyla sunmustur. 1A, 1B, 1C, 2A..... gibi
sirali sayilar ve harflerle kodladig: kitaplar1 10’lu rakamlar da dahil devam etmektedir. Piyano
eslikli ve esliksiz basimlar: olan solfej kitaplarinda baz solfejler ¢oksesli olarak diizenlenmis
ve ¢oksesli solfejlerin calisilmasina da imkanlar sunmustur.

Yontem

Arastirmanin Modeli

Betimsel tarama modeli kullanilmis olan bu arastirmada solfej egitimi ve ses egitimi
iligkisinde var olan bir sorunsal iizerinde durulmustur. Karasar’a (2009, s. 77) gore tarama
aragtirmalarinda ge¢cmiste var olan veya halen siirekliligi olan bir durumun oldugu haliyle
betimlenerek sunulmasi amaclanir. Biiyiikoztiirk vd. ne (2009) gore betimsel arastirma, egitim
ile ilgili arastirmalarda yogun bicimde uygulanan bir arastirma modelidir. Okul ve egitim
ortamlarim ilgilendiren tutum, yetenek, tercih, davranis ve basar1 durumlarini, bireysel veya
grup halindeki katilimcilardan edindigi verilerle calisarak siirdiiriir.
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Veri Toplama Araclar: ve Verilerin Toplanmasi

Oncelikle veri toplama asamalarinin her béliimiinde kullamlmis olan Sekil 1
olusturulmustur. Lisans-1 seviyesinde pes ses tiirlerinde olan (alto, bariton ve bas) 6grencilerin
ses sinirlarinin tespit edilmesinde sekildeki isimlendirmelerden yararlamilmistir.

Sekil 1.
Piyano Klavyesinde Notalarin Uluslararas: Kabul Géren Harflerle Isimlendirilmeleri

ADF  C1FD1F  FifG1fAl®  cofpaf  F2fGofA2®  c3fD3f  FafGafA3®  cafDaF  Fafcafae?  csfpDs®  Fsfosfas®  cefpef  Fefcefae®  crfprf  Frfcrfart

ool o

C1 D1 E1 F1 G1 A1 B1 C3 D3 E3 F3 G3 A3 B3 C5 D5 E5 F5 G5 A5 BS C7 D7 E7 F7 G7 A7 B7

Verilerin toplanmasi iki asamadan olusmaktadir. Ik asama su sekilde aciklanabilir:
Aragtirmada olmasi gereken sayfa sinirlamasi, Lavignac tarafindan yazilmig tiim kitaplardaki
solfej parcalarinin miizikal igerik ve miizik yazis1 agisindan lisans 1. sinif seviyesinde olmamasi
ve lisans 1. sinif seviyesinde solfej egitiminde kullanilan kitaplar arasinda Lavignacin yazmis
oldugu 1 numaral serideki solfej kitaplarinin da olmasi nedeniyle bu arastirmaya sadece lisans
1 seviyesine (baslangic) uygun solfej kitaplari olan 1A, 1B, 1C, 1D, 1E numarali solfej kitaplar
dahil edilmistir. Bu kitaplarda mevcut olan toplam 707 solfej, cesitli miizikal kriterler
acisindan yazili olarak incelenmistir. Yapilmis olan miizikal incelemedeki kriterler: Solfej
parcasinin anahtari, Olcii sistemi, en tiz-en pes ses sir1 (Sekil 1 kullanilarak) olarak
belirlenmis ve bu veriler kitaplara gore ayr1 ayri listelenerek farkli veri tablolarina
kaydedilmistir.

Verilerin toplanmasinda ikinci asama da kendi iginde iki bolimden olusmaktadir.
Oncelikle arastirmaci pes ses tiirlerinin ses sinirlar ile iligkili yapilmis literatiir taramas: ile
edindigi ve analiz ettigi kaynaklardan yola cikarak (Cevik, 2013; Giirel, 2023; Giivenir, 2004;
Helvaci, 2012; Kolcak, 1998; Ozsan, 2010; Sabar, 2008) lisans 1 seviyesindeki pes seslerin ses
sinirlar: tablosunun ilk taslagimi olusturmustur. Bu taslak tablodaki ses sinirlar1 Sekil 1’ de
verilmis olan piyano klavyesi tizerindeki uluslararasi kapsamda ses yiiksekliklerini temsil eden
kodlarla isimlendirilmistir.

Aragtirmacinin hazirlamis oldugu lisans 1 seviyesinde pes ses tiiriinde olan 6grencilerin
ses sinirlari taslak tablosu, kapsam gecerliginin saglanmasi icin ses egitimi alaninda en az 10
yillik caligma deneyimi olan ii¢ ses egitimi 6gretim eleman tarafindan incelenmistir. Tabloyu
inceleyen uzmanlar arasinda goriis birligine ulasildiginin agiklanmas1 i¢in Miles ve
Huberman’in (1994) uzman goriis birligi formiiliine bagvurulmustur (Goriis Birligi = Goriig
Birligi Sayis1 / (Goriis Birligi Sayis1 + Goriis Ayriligi Sayisi). Buna gore ses sinirlar: tablosunda
yer alan 12 maddeye (Tablo 1, ses siirlarinin harf ve rakamlarla yapilmis tanimlamalar)
iliskin uzman goriisleri incelendiginde 11 maddede goriis birligi, 1 maddede goriis ayrihigi
belirlenmistir. Hesaplama sonucunda goriis birligi oram1 %91.6 olarak bulunmustur. Bu oran,
%80 siir degerinin lizerinde oldugundan uzman goriisleri arasinda yiiksek diizeyde tutarhhk
oldugu kabul edilmis ve tablo gecerli sayilmistur.

Kapsam gecerligi asamasinin tamamlanmasindan sonra Tablo 1 son halini almistir.
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Tablo 1.
Lisans 1 Kademesinde Pes Ses Tiiriinde Olan Ogrencilerin Ses Simirlar
Ses renei Sol anahtar1 Fa anahtar1
5 En pes En tiz En pes En tiz
Alto Bb3 D5 Bb2 D4
Bariton Bb3 D5 Bb2 D4
Bas A3 D5 A2 D4
Verilerin Analizi

Aragtirmada Albert Lavignac tarafindan farkl rakam ve harflerle isimlendirilmis olan
solfej kitaplari, aragtirmanin problemi ve amaci dogrultusunda veri saglayan kaynak-dokiiman
olarak ele alinmigtir. Bu kitaplardan 1 numaral seride olan 5 kitaptaki solfej parcalarinin
tamami, dokiiman analizi teknigi ile analiz edilerek belirli kategoriler-degiskenler (solfej
parcasinin anahtari, 6lcii sistemi, en tiz-en pes ses sinir1) dogrultusunda incelenmis, veriler
gorsel 1 kullanilarak tablolara islenmistir (Verilerin toplanmasi 1. asama)

1. asamada toplanan veriler, ses siirlar1 tablosuna gore (Tablo 1) alto, bariton ve bas
ses sinirlarina uygunluklar: acisindan karsilastirmalar yapilarak incelenmis (kategorik analiz)
ve bu ses tiirlerinin ses siirlarina uygun solfej parcalar: tespit edilmistir. Tespit edilen solfej
parcalar1 bulgularda ses tiirleri ve kitaplara gore ilgili tablolarda sunulmustur.

Kategorik analizde solfej parcalarinin anahtarlar (sol anahtar1 ve fa anahtarlar), olcii
sistemleri, en tiz ve en pes ses sesleri farkl degiskenler olarak incelenmis ve tablolastirilarak
bulgularda sunulmustur. Bulgularin elde edilmesi ve tablolastirilmasi1 sonrasinda betimsel
olarak analizler yapilmistir. Elde edilen son analiz tablolar1 ve betimsel analizler arastirma
hakkinda bilgilendirilmis baska bir alan uzman tarafindan yeniden incelenmis ve uygunluk
onay1 alinmistir.

Arastirmanin Etik izinleri:

Bu calismada “Yiiksekogretim Kurumlar: Bilimsel Arastirma ve Yayin Etigi Yonergesi”
kapsaminda uyulmasi gerektigi belirtilen tiim kurallara uyulmustur. Yonergenin ikinci boliimii
olan “Bilimsel Arastirma ve Yayin Etigine Aykir1 Eylemler” baghg: altinda belirtilen eylemlerin
higbiri gerceklestirilmemistir.

Etik Kurul izin Bilgileri:

Bu arastirma amaci, problemi, yontemi ve verilere ulasilmasi acisindan etik kurul
iznine ihtiyac durulmadan yapilandirilmis ve tamamlanmaig bir arastirma o6zelligindedir.

Bulgular

Incelenen kitaplarda alto, bariton ve bas ses tiirlerine ve siirlarina uygun olan solfejler
tespit edilmistir. Bu ses tiirlerine uygun oldugu tespit edilen solfej numaralar 5, 6, 7, 8 ve 9
numarali tablolarda verilmistir. Bu tablolara gore Lavignac’in 1 numaral kitap serisinde:

Alto-bariton ses tiirlerinin ses sinirlarina uygun sol anahtarindaki solfej parcalarinin
toplam sayisinin fazladan aza dogru 1-A (51), 1-B (40), 1-E (18) seklinde siralandigi; bas ses
tliriiniin ses sinirlarina uygun sol anahtarindaki solfej parcalarinin toplam sayilari fazladan aza
dogru 1-A (51), 1-B (41), 1-E (25) seklinde siralandigi (1-C ve 1-D solfej kitaplarinda sol
anahtarinda solfej parcasi olmadigi icin bu kitaplardan veri sunulamamaistir) tespit edilmistir.
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Alto-bariton ses tiirlerine uygun fa anahtarindaki solfej parcalarinin toplam sayisi
bakimindan c¢oktan aza dogru 1-C (67), 1-D (21), 1-A (14) ve 1-B (3) seklinde siralandig; bas
ses tiirline uygun fa anahtarindaki solfej parcalarina iligskin toplam say1 bakimindan ¢oktan aza
dogru siralama 1-C (67), 1-D (27), 1-A (14) ve 1-B (3) seklinde oldugu (1-E solfej kitaplarinda fa
anahtarinda solfej parcasi olmadigi icin bu kitaptan veri sunulamamistir) tespit edilmistir.

Tartisma ve Sonuc¢

[ (PR

Lavignac'in “1” kodu ile numaralanmis “Solfege des Solfeges” isimli kitap serisinde
sadece sol anahtar1 ve dordiincii ¢izgi fa anahtan ile yazilmis tek sesli solfej parcalarinin
bulundugu; 1-C ve 1-D solfej kitaplarindaki solfej parcalarinin tamamen fa anahtarinda, 1-E
kitabindaki solfej parcalarinin tamamen sol anahtarinda ve 1-A ile 1-B kitaplarindaki solfej
parcalarinin da hem sol hem de fa anahtarlarinda olduklar: sonucuna 1-A, 1-B, 1-C, 1-D ve 1-E
solfej kitaplarinda verilmis olan solfej parcalar1 arasinda ses genisligi acisindan en genis
aralikh olan solfej parcalarinin 1-E kitabinda oldugu sonuglarina ulagilmistir.

Lisans 1. sinif seviyesinde ses kullanma yeterliginde olan alto, bariton ve bas bireylerin,
Tablo 1’de belirtilmis olan ses sinirlarindan yola ¢ikilarak, 1-A numaral solfej kitabinda alto,
bariton ve baslar i¢in esit sayida solfej parcasinin oldugu; 1-B numaral solfej kitabinda alto,
bariton ve bas seslerin ses sinirlarina uygun olan solfej parcasi sayisinin birbirleri ile neredeyse
esit oldugu; 1-C numaral solfej kitabinda alto, bariton ve bas seslerin ses sinirlarina uygun
olan solfej parcasi sayisinin birbirlerine esit oldugu; 1-D solfej kitabinda lisans 1 seviyesinde
ses sinirlar agisindan bas ses tiirlinde olan bireylerin alto ve bariton ses tiirlerindeki
ogrencilerden daha fazla solfej parcasi oldugu; 1-E numaral solfej kitabinda bas seslerin ses
sinirlaria uygun olan solfej parcasi sayisinin alto-bariton seslerine gore daha fazla oldugu
sonuglarina ulasilmigtir.

Albert Lavignac ve diger solfej kitab1 yazarlarinin kitaplarindaki solfej parcalarinin
belirli oranda ses kullanma becerisine-yeterligine sahip olan bireyler tarafindan
okunabilecegini diisiinmiis olduklar1 ve buna gore solfej parcalarmi yazmis olduklar
soylenebilir. Ayrica solfej kitab1 yazarlarinin kendi iilkelerinde verilmekte olan miizik egitimi
programlarinda bulunan 6grencilerin ses egitimi ¢caligmalarina uyumlu solfej kitaplar1 yazmay1
planlayip solfej kitaplarim yazdiklari; yazdiklarn solfej kitaplarimi kendi iilkelerindeki miizik
ogretim faaliyetlerine faydali olmasi amaciyla yazmis olduklari, ulusal-uluslararasi miizik
egitimi kapsamindaki oOgrencilerin ses yeterliklerini dikkate alma-almama diisiincesinde
olmadan solfej parcalarim yazmis olduklar1 da diisiiniilebilir. Bu acilardan bakildiginda
iilkelerin, icinde solfej egitimi ve ses egitimi de bulunan kendi miizik egitimi programlarina
gore sekillenecek egitim programlari olusturmalarinin 6nemliligi 6ne ¢ikmaktadir.

Ulusal kapsamda diisiiniildiigiinde yukarida verilmis olan tespitlerle ve bu arastirma
ile iligkili olarak Kendiizler'in (2023) yapmis oldugu solfej ve ses egitimi iligskisindeki
aragtirmanin incelenmesinde fayda oldugu disiiniilmektedir. Kendiizler'in (2023)
aragtirmasina gore; profesyonel miizik egitimi kurumlarinda 6grenci olup hi¢ ses egitimi
almadan solfej calismalarina baslayan 6grenciler de mevcuttur. Bu 6grenciler ses kullanimi
i¢in gerekli bilgileri almadan kendi bildikleri (dogru-yanhs-yetersiz) sekilde solfej ¢caligsmalar
yapmaya calismaktadirlar. Baglangic seviyesi solfej egitimine uygun kullanilan mevcut

563



Tiirk Akademik Yaywnlar Dergisi (TAY Journal), 2025, 9(3), 536-564

kaynaklarda 6grenciye “sesini kullanmay1” 6gretmeye yonelik egzersizler yer almadigindan,
ogrenciler yeterli performans agisindan olumsuz etkilenebilmektedirler. Ayrica literatiir
tarandiginda, baslangic diizeyi solfej egitiminde 6grencinin sesini kullanamama probleminin
coziimiine yonelik herhangi bir ¢calismanin olmadig: da tespit edilmistir (Kendiizler, 2023, s.

452).

Ulkemizde lisans seviyesinde miizik egitimi vermekte olan cok sayida kurum
bulunmaktadir. Bu kurumlarin her birisinin farkli misyon ve vizyonlar ile miizik egitimi
verdikleri bilinmektedir. Solfej dersleri agisindan bakildiginda her birisinde farkh solfej dersi
ogretmenlerinin gorev yapmasi, 6gretmenlerin derslerini kurumun cesitli 6zelliklerine ve
kendi akademik secimlerine bagh olarak siirdiirmesi ve ulusal diizeyde ortak bir solfej dersi
O0gretim programinin bulunmamasi nedeniyle solfej dersinde standartlastirilmis bir egitim
anlayisinda olunmasimin zor oldugu soylenebilir. Bu acidan bakildiginda solfej dersi
uygulamalarinin ses egitimi ile iligkilendirilerek incelemeler ve c¢ikarimlar yapilmasi
istendiginde miizik egitimi acisindan benzer ve farkhh niteliklerdeki kurumlarin tim
ozelliklerinin dikkatle alinmasi gerekliligi dogmaktadir.

Miizik egitiminde sunulan elektronik-akustik performanslarin, geleneksel ozellikte
miizikal birikimlerin aktarimi ve 6gretimine yonelik ¢caligmalarin, ge¢cmisten gelen miizikal-
kiiltiirel birikiminin cesitli glincel gelismelerden etkilendigi de goriilebilmektedir. Bilim ve
teknolojinin gelisimi ile son y1llarda 6ne ¢ikan yapay zeka ve benzeri algoritmalarin, mobil-PC
uygulamalarinin veya otonom sistemlerin (makinelerin) miizik, solfej-ses egitimi alanindaki
var olan birikimi de ele aldig1 goriilebilmektedir. Bu baglamda solfej egitiminde de insanlarin
cesitli vokal-ses ozelliklerine uygun profesyonel anlayista uygulama ve yeni buluslarin bundan
sonraki siireclerde daha fazla giindeme gelebilecegi diisiiniilmektedir.

Oneriler

Miiziksel okuma dersleri 6ncesinde ses egitimi alaninda uzman egitimciler tarafindan
ogrencilerin ses sinirlarina gore ses tiirlerinin belirlenmesi ve bu aragtirmada belirtilmis olan
ses tiirlerine gore hazirlanmis solfej parcasi listelerine dikkat edilmesi halinde, 6grencilerin
miiziksel okuma basarilarinin daha da yiikselebilecegi diisiiniilmektedir.

Aragtirmada sunulmus tablolardaki listelere uyulmasi halinde 6grencilerin kendi ses
sinirlarinda ve sinif seviyesine gore hazirlanmis olan solfej parcalarini rahathikla okuyabilme,
ses kullaniminda yasanma ihtimali olan olumsuzluklardan uzak kalabilme ve miiziksel okuma
performansina daha kolay odaklanabilme oranlarinin artabilecegi diisiiniilmektedir.

Solfej bestecilerinin yeni solfej parcalarini bestelerken lisans Ogrencilerinin ses
sinirlarina miimkiin oldugunca dikkat etmelerinin, miimkiinse besteleme siireclerinde ses
egitimi uzmanlarindan fikirler almalarinin, pes-orta-tiz ton secenekleri olan ¢ok tonlu solfej
parcalarina kitaplarinda yer vermelerinin o6grenciler igin kolayliklar saglayabilecegi
diisiiniilmektedir.
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