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Amag ve Kapsam: Egitimde Yeni Yaklagtmlar
Dergisinin amact okuldncesi, ilkokul, ortaokul, lise,
yiksek 6grenim ve mesleki egitimdeki uygulamalara
yon veren bilglyi yaymaktir. Egitimde Yeni
Yaklagimlar Dergisi egitimdeki glincel aragtirma,
kuram ve uygulamalari yaymnlamayt amaclamaktadir.
Egitimde Yeni Yaklasimlar Dergisi, genel olarak
egitim ile ilgili giincel ve vyenilik¢i arastirma
makalelerini, incelemelerini ve detlemelerini sunmayi
amaglamaktadir.  Egitimde  Yeni  Yaklasimlar
Dergisi’nde yayinlanan makalelerin cesitli alanlarda
egitim ile ilgili konular1 glindeme getirmesi, bu
konularla ilgili tartisma baslatmasi, bu sorunlar ele
almast veya ilgili sorunlari ¢6zmesi beklenmektedir.
Ayrica, yaymnlanan calismalarin, egitimin gesitli
alanlarina  iliskin  glincel  tartismalara  temel
olusturmasi ve yenilik¢i arastirma ve uygulamalara
yon vermesi de beklenmektedir.

Etik Ilkeler ve Yayin Politikasi: Egitimde Yeni
Yaklagimlar Dergisi’nin  yayin siireci, bilimsel
yonteme uygun, nesnel ve tarafsiz sekilde yirttilir.
Bu dogrultuda bilimsel bilginin  Gretilmesi,
gelistirilmesi ve paylasimast amaglanmaktadir. Bu
hedefe ulasilmasi icin tim paydaslarin (yayinci,
editorler, hakemler, yazarlar ve okuyucular vb.) etik
ilkelere yonelik standartlara uymalart gerekmektedir.
Tarafsizlik standard: icin cift tarafli kér hakem
degerlendirme politikast uygulanmaktadir. Egitimde
Yeni Yaklagimlar Dergisi, kir amact olmayan ve
kamu yararim amaglayan bir dergidir. Derginin web
sayfasinda elektronik olarak, tcretsiz ve agik erisimi
saglar.

Telif Hakk:t ve Lisanslama: Egitimde Yeni
Yaklagimlar ~ Dergisi, arastirma  makalelerinin
serbestce ¢evrimici erisime sunulmasin tesvik eden
actk erisim yayincih@mna baghdir. Yazarlarin haklarint
korumak ve genis capta erisim saglamak amactyla,
dergide yayimlanan tim calismalar  Creative
Commons Auf-Gayriticari-Ttretilemez 4.0
Uluslararast Lisanst (CC BY-NC-ND 4.0) altnda
sunulmaktadir.
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guides practices in preschool, primary school,
secondary school, high school, higher education, and
vocational school. The Journal of New Approaches
in Education aims to publish current research,
theory, and practices in education. The Journal of
New Approaches in Education aims to present
current and innovative research articles, reviews, and
compilations related to education in general. Articles
published in the Journal of New Approaches in
Education are expected to raise issues related to
education in various fields, initiate discussions on
these issues, address these problems, or solve related
problems. It is also expected that the published
studies will form the basis for current discussions on
various fields of education and guide innovative
research and practices.

Ethical Principles and Publication Policy: The
publication process of the Journal of New
Approaches in Education is carried out in an
objective and unbiased manner, in accordance with
the scientific method. In this direction, it is aimed at
producing, developing, and sharing scientific
knowledge. To achieve this goal, all stakeholders
(publisher, editors, reviewers, authors, readers, etc.)
must comply with standards for ethical principles. A
double-blind peer review policy is implemented to
ensure impartiality. The Journal of New Approaches
in Education is a non-profit journal aimed at the
public interest. It provides free and open access
electronically on the journal's website.

Copyright and Licensing: The Journal of New
Approaches in Education is committed to open-
access publishing, allowing unrestricted online access
to research. To protect the rights of authors and
ensure broad dissemination, the journal applies the
Creative Commons Attribution-NonCommercial-
NoDerivatives 4.0 International License (CC BY-
NC-ND 4.0) to all published works.


https://creativecommons.org/licenses/by-nc-nd/4.0/deed.tr
https://creativecommons.org/licenses/by-nc-nd/4.0/deed.tr
https://creativecommons.org/licenses/by-nc-nd/4.0/deed.tr
https://creativecommons.org/licenses/by-nc-nd/4.0/deed.en
https://creativecommons.org/licenses/by-nc-nd/4.0/deed.en

EGITIMDE YENI YAKLASIMLAR DERGISI

THE JOURNAL OF NEW APPROACHES IN
EDUCATION

EDITOR-IN-CHIEF/BAS EDITOR
Asst. Prof. Dr. Samet TASCI

EDITOR/EDITOR
Prof. Dr. Hasan Hiiseyin KILIC

11l



SECTION EDITORS/ALAN EDITORLERI

EDUCATIONAL SCIENCES/EGITIiM BiLIMLERI
Prof. Dr. Mehmet Nuri GOMLEKSIZ

FINE ARTS EDUCATION/GUZEL SANATLAR EGITiMi
Prof. Dr. Emin Erdem KAYA

FOREIGN LANGUAGE EDUCATION/YABANCI DIiL EGITIiMI
Prof. Dr. Arif SARICOBAN

PRIMARY EDUCATION/TEMEL EGITIiM
Prof. Dr. Muhammet BASTUG

PSYCHOLOGICAL COUNSELING AND GUIDANCE/PDR
Prof. Dr. Baki DUY

SCIENCE EDUCATION/FEN BILGISI EGITIMI
Prof. Dr. Oktay BEKTAS

LANGUAGE EDITORS
Dr. Hiilsem KORKMAZ (ENGLISH/INGILIZCE)
Assoc. Prof. Dr. Ahmet DEMIREL (TURKISH/TURKCE)

v



DANISMA KURULU/ADVISORY BOARD

Prof. Dr. Michael Shaughnessy

Prof. Dr. Michail Kalogiannakis

Prof. Dr. Naglaa Elbadry Nour Eldeen
Prof. Dr. Tim Brusseau

Assoc. Prof. Dr. Blagii Oleksandra
Assoc. Prof. Dr. Xelilov Taleh

Dr. Alexandru OPREAN

Dr. Milan Kubiatko

Eastern New Mexico University
University of Thessaly
Helwan University Cairo

The University of UTAH

National University of Physical
Education and Sport of Ukraine

Nakhchivan State University
Alexandru Ioan Cuza University of Iasi

University of Jan Evangelista




EGITIMDE YENI YAKLASIMLAR DERGISI
THE JOURNAL OF NEW APPROACHES IN EDUCATION
Web: https://dergipark.org.tr/tr/pub/eyvad E-Mail:
2025-HAZIRAN (JUNE) CILT:8 SAYI:1 (VOL:8 ISSUE:1) HAKEM
LiSTESI (REVIEWERS)

Unvan-Ad- Soyad

(Title-Name-Surname)

Gorev Yaptigr Kurum
(Affiliation)

Prof. Dr. Mehmet Ali Celikel

Assoc. Prof. Dr. Dilsah Kalay
Assoc. Prof. Dr. Emine Zehra Turan
Assoc. Prof. Dr. Engin Meydan
Assoc. Prof. Dr. Mehmet Ozcan
Assoc. Prof. Dt. Miicahit Kése
Assoc. Prof. Dr. Oktay Kizkapan

Asst. Prof. Dr. Ayse Zeynep Sen
Asst. Prof. Dr. Ismail Serdar Altac
Asst. Prof. Dr. Mehmet Tunaz

Asst. Prof. Dr. Ozge Bayraktar Ozer
Asst. Prof. Dr. Sabahattin Yesilcinar

Marmara Universitesi

Kiitahya Dumlupinar Universitesi
Nevsehir Hact Bektas Veli Universitesi
Canakkale Onsekiz Mart Universitesi
Nevsehir Hact Bektas Veli Universitesi
Alanya Alaaddin Keykubat Universitesi
Nevsehir Hact Bektas Veli Universitesi

Balikesir Universitesi

Nevsehir Hact Bektas Veli Universitesi
Nevsehir Hact Bektas Veli Universitesi
Atilim Universitesi

Mus Alparslan Universitesi

vi


https://dergipark.org.tr/tr/pub/eyyad

ICINDEKILER (CONTENT)

Sayfa/Pages: .
Research Type Baglik/Title
OKULLARDA DIJiTAL ILETISIM: OGRETMEN GORUSLERINE YONELIK NiTEL BiR
1-16 ARASTIRMA
‘ DIGITAL COMMUNICATION IN SCHOOLS: A QUALITATIVE STUDY OF TEACHERS’
Arastirma Makalesi
R ; OPINIONS
esearch Article
Abdiilhamit AKSEL & Dr. Ogr. Uyesi Ayse KAZANCI TINMAZ
3 EXAMINING EFL LEARNERS' NOTIONS OF LEARNING ENGLISH IDIOMS
INGILIZCEYI YABANCI DIL OLARAK OGRENENLERIN INGILIZCE DEYIM
Arastirma Makalesi OGRENME ALGILARININ INCELENMESI
Research Article
Dr. Ogretim Uyesi Fatma KIMSESIZ
FOSTERING ACADEMIC INTRINSIC MOTIVATION THROUGH PDEODE-BASED
33-48 CHEMISTRY LABORATORY ACTIVITIES
Avastirma Makalesi. TATGA DESTEKLI KIMYA LABORATUVARI ETKINLIKLERT YOLUYLA AKADEMIK
R Antile ICSEL MOTIVASYONUN GUCLENDIRILMESI
esearch Article
Nehir OZBULUT & Prof. Dr. Melis Arzu UYULGAN
THE DYNAMIC NATURE OF TRANSLATION COMPETENCE: A COMPREHENSIVE
49-63 APPROACH TO TRANSLATOR TRAINING
_ CEVIRI YETERLILIGININ DINAMIK YAPISI: CEVIRMEN EGITIMINE KAPSAMLI
Detleme Makalesi ;
: ) BIR YAKLASIM
Review Atticle
Dr. Ogretim Uyesi Haldun VURAL
FEN EGITIMINDE ISBIRLIKLI OGRENMEYE DAYALI TERS-YUZ SINIF VE
64-82 KARINCA KOLONISI MODELLERININ KAVRAMSAL OGRENMEYE ETKISI
, EFFECTS OF COLLABORATIVE LEARNING-BASED FLIP CLASSROOM AND ANT
Arastirma Makalesi

Research Atrticle

COLONY MODELS ON CONCEPTUAL LEARNING IN SCIENCE EDUCATION
Aynur CEVIK & Prof. Dr. Hasan KAYA

vil



@ @ @@ his article is licensed under a Creative Commons Attribution-NonCommercial 4.0 International License (CC BY-NC ND 4.0)
BY NC ND

EGITIMDE YENI YAKLASIMLAR DERGISI

JOURNAL OF NEW APPROACHES IN EDUCATION

Cilt/Volume: 8 . Yil/Year: 2025
S Research Article ISSN: 2667-5390

OKULLARDA DIiJiTAL ILETiSIM: OGRETMEN GORUSLERINE YONELIK
NITEL BIR ARASTIRMA!

Abdiilhamit AKSEL
abdu]hamltaksel@gma]l.com
Milli Egitim Bakanligt
Samsun 11 Milli Egitim Midiirligii

Dr. Ogr. Uyesi Ayse KAZANCI TINMAZ 2
ayse.tinmaz@omu.edu.tr
Ondokuz May1s Universitesi
Egitim Fakultesi
Egitim Bilimleri Bélumt

Makale Bilgisi (Article Info): Gelis (Received): 22.10.2024, Kabul (Accepted): 12.02.2025, Yayin (Published): 30.06.2025

Oz

Bu calismanin amaci okul yoneticilerinin 6rgiit ici iletisimde kullandiklart dijital iletisim uygulamalarina yonelik
ogretmen gorislerinin incelenmesidir. Temel nitel arastirma deseninde yiriitilen arastirmanin ¢alisma grubunda 60
Ogretmen bulunmaktadir. Aragtirma verisi yart yapilandirilmis gérisme formu ile toplanmus, veri analizinde betimsel
kodlama kullamlmistir. Ulasilan bulgulara gore; okul yoneticileri okul ici iletisimde WhatsApp dijital iletisim
uygulamasini kullanmaktadir. WhatsApp’ta kurulan gruplarin bir kismu sadece yoneticilerin paylasim yaptigt tek yonla
iletisime agikken digetlerinde 6gretmenlerin de paylasim yapabildigi cift yonli iletisim gézlenmistir. Katihimeilarin, okul
ici iletisimde Whats App uygulamasint kullanmayi tercih etmelerinin nedenleri; zaman tasarrufu saglamasi, kagit israfint
Onlemesi, is takibini kolaylastirmasidir. Okul yoneticilerinin bu araglart; duyuru yapma, bilgilendirmenin yaninda okul
ici bicimsel olmayan iletisimde kullandig1 belitlenmistir. Calismada bu uygulamalarda kullanilan dilin actk, net ve resmi
oldugu, saygili ve kibar bir dil kullanildig1, bu durumun 6gretmenler tarafindan olumlu karsilandig tespit edilmistir.
Orgiit ici iletisimde dijital araglarin kullanmilmasinda &gretmenler; paylasim yapmanin herkese agtk olmasini, mesai
saatleri icinde paylasim yapilmasini, mesajlarda saygilt bir dilin kullanilmasini, icerigin kisa ve 6z olmasini, yazim
kurallarina uyulmasini 6nermektedirler. Sonug olarak okullarda Whats App uygulamasinin bigimsel ve bi¢imsel olmayan
iletisim amacl kullanldig1 ve 6gretmenlerin bu iletisim bi¢imini etkili buldugu s6ylenebilir. Bu sonuglar okullarda
iletisim stireglerinin dijital araglarla yénetilmesi konusunda 6gretmenlerin olumlu yaklagimlarina vurgu yapmakla birlikte
etkili bir iletisim igin bazt 6nerileri dikkate almanin énemini géstermektedir.

Anahtar Kelimeler: Orgiitsel iletisim, dijital iletisim, WhatsApp.

Digital Communication in Schools: A Qualitative Study of Teachers’ Opinions

ABSTRACT

This study examined the teachers' opinions on digital communication applications used by school administrators for
intra-organizational communication. The research is a basic qualitative study, and the research group includes 60
teachers. The research data was collected through a semi-structured interview form, and descriptive coding was used
to analyze the data. According to the findings, school administrators commonly used WhatsApp for intra-school
communication. Some WhatsApp groups allowed one-way communication whetre only administrators shared

! Caligma birinci yazarin ikinci yazar danigsmanliginda tamamladigy tezsiz yiiksek lisans projesinde kullanidan veriden
tretilmistir. Calismanin bir kism1 2024 yilinda dizenlenen ASES VII. Uluslararas: Egitim Bilimleri Kongresi’nde sézli
bildiri olarak sunulmustut.
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information, while others supported two-way interactions, enabling teacher participation. The participants preferred
WhatsApp due to its efficiency, paper-saving advantages, and convenience in work tracking. School administrators
primarily used these tools for announcements, information sharing, and informal interactions within the school. The
language used in these applications was clear, concise, official, respectful, and polite, and teachers received it positively.
Teachers suggested that digital communication should involve sharing openly, adhering to working hours, maintaining
respectfulness, using concise content, and following spelling rules. As a result, WhatsApp was a practical tool for both
formal and informal communication in schools, and teachers found it effective. These results emphasize teachers'
positive perceptions regarding the use of digital tools in communication management and underscore the importance
of implementing recommendations for improved communication practices.

Key words: Organizational communication, digital communication, whatsApp.
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GIRIS
Tletisim teknolojilerinin her gecen giin gelismesiyle bireylerin hem sosyal hayatinda hem de is hayatinda
iletisim kurma bicimleri hizli bir degisim gostermistir. Bu degisime uyum saglayan Orgiitler, 6rgltsel
iletisimde gelencksel iletisim araclariyla birlikte dijital araclart kullanmaya baslamistir. Egitim Orgltleri de
kacinilmaz olarak bu degisimden etkilenmis, 6rgiitsel iletisim stireclerine dijital araglart dahil etmistir.

Tletisim, insanlarin birbirleriyle yaptigi her tiirli bilgi, duygu ve diisiince alisverisi olarak ifade edilmektedir
(Istk, 2016). Orgiitler insanlardan olustugu icin 6rgiit tiirii ne olursa olsun iletisim hayati bir 6neme sahiptir
(Tutar vd., 2013). Orgiitsel iletisim, 6rgiitsel yaptda bulunan i¢ ve dis cevre unsurlariyla gerceklesen her tiirlii
iletisim stirecini kapsar (Aziz ve Dicle, 2017). Diger bir ifadeyle 6rgiitsel iletisim; “6rgiit mensubu bireylerin
orglitsel faaliyetleri kolaylastirmak, hedeflerin gerceklesmesini hizlandirmak ve kolaylagtirmak icin kendi
aralarinda gelistirdikleri gesitli iletisim bigimleri, sembol ve yorumlaridir.” (Ak, 2020, 5.59). Orgiitsel iletisim,
amaglarin gerceklesmesi icin karar almada ve bu kararlarin uygulanmasinda énemli bir etkiye sahiptir (Giigld,
2017). Orgiitsel iletisim; calisanlarin érgiitsel amag ve politikalart bilmesini, érgiitsel sorunlar hakkinda
paylasim yapilmasini, Orgitteki Onemli olaylarin, kararlarin paylasimasint saglar (Kocabas, 2005).
Calisanlarin karara katiimlarinin saglanmast, sorumluluk duygularinin gelisimi, ise bagliliklarinin artmast,
orglt tyeleri arasinda dayanismanin saglanmast da yine Orgiitsel iletisimle mimkindir (Aytekin, 2007).
Tletisim calisanlar acisindan bakildiginda bir haktir ve ayni zamanda cagdas ve demokratik yonetim anlayist
ve katilimet yOnetimin temel prensibi olarak goriilmektedir. Dolayistyla cagdas isletmelerin kurum ici iletisimi
bir y6netim felsefesi olarak benimsemeleri gerekir (Peltekoglu ve Askeroglu, 2020). Bu ¢ercevede 6rgiitlerde
bitiin stireclerin temelinde gliclii ve saglikli bir iletisim bulundugu séylenebilir.

Orgiitsel iletisim, genel olarak bicimsel ve bicimsel olmayan sekilde iki tiirde gerceklesmektedir. Bigimsel
(resmi, formal) iletisim, Orgiitte 6ngoriilen ¢alisma diizeni icinde gerceklesen, ast ile uist arasinda Orgiitsel
amaglarin gerceklesmesi i¢in kurulan, emir ve talimatlarin iletilmesini saglayan iletisimdir. Bigimsel olmayan
iletisim is ortaminda Orglitsel hiyerarsiden bagimsiz olarak bireylerin sosyal etkilesim ihtiyaglarinin
karsilanmasi amactyla ortaya cikan iletisim seklidir. Bigimsel olmayan iletisim, Orgiitin her yerinde
calisanlarin beserl miinasebetleri sonucunda olusmakta ve calisanlar arasinda iliskileri gelistirmektedir
(Robbins ve Coulter, 2010).

Orgiitsel ve yonetsel tiim faaliyetlerin etkin ve verimli bir sekilde yerine getirilmesi icin yoneticilerin nasil bir
iletisim sistemi kuracaklarint ve bu iletisim sisteminde ne tiir araclar kullanacaklarint 6nceden belirlemesi
gerekmektedir (Tutar vd., 2013). Orgiitsel iletisim igin; yazili iletisim araclari, s6zlii iletisim araglart ve gérsel-
isitsel iletisim araglart kullanilmaktadir. Orgiit iiyelerine verilmek istenen mesajin kalict olmas, niteliginin ve
iceriginin degismeden iletilmesi istendiginde yazili iletisim araglart kullanilirken (Gillioglu, 2012), gbriisme,
toplanti, konferans veya seminer gibi ylz ylze iletisime ihtiyac duyulan durumlarda sézIi iletisim
kullanilmaktadir (Goéger, 2010). Bunlarin yaninda &rgiitsel iletisimde elektronik posta adresleri, bloglar,
intranet, video konferanslar, sosyal medya ve sosyal aglar da artik kullanllmaya baglanmistir (Calik, 2013).

Diinyada 5.04 milyar kullanicist (Kemp, 2024) olan sosyal aglar bireysel kullanimin diginda, Orgiitsel
iletisimde de kullanilmaktadir. Béylece 6rglit ici iletisimde iletilerin hizlt génderilmesine, anlik olarak déntitler
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alinmasina, génderilen iletilerin ses, gérsel, video vb. materyallerle desteklenmesine imkan taninmigtir. Bu
uygulamalar arasinda yer alan WhatsApp, hem bire bir iletisim hem de grup iletisimi saglayan, eszamanlt
iletisimi destekleyen, kurum ici ve dist bilgi paylasiminda kolaylik saglayan bir aractir (Uzun ve Ulugay, 2017).
Tirkiye Istatistik Kurumunun Hanehalki Bilisim Teknolojileri Kullanim Arastirmast’na (TUIK, 2024) gore
tlkemizde bireylerin %86,2’lik oranla en yaygin kullandiklar1 sosyal medya aract olan WhatsApp, kisilerin
sosyallesme ihtiyaglarim karsilayan, genis gruplara ulasmaya imkan veren, hiz ve pratiklik saglayan, 6zellikle
multimedya paylasiminda kolaylik sunan, orgiitsel iletisim amagl kullamilabilen bir djjital iletisim aracidir
(Gonci, 2018).

Teknolojinin ilerlemesiyle Srgiitlerde etkili iletisim teknoloji yoluyla zaman ve mekandan bagimsiz olarak
gerceklesebilmekte ve bu sayede orgiitlerin maliyetleri azalmaktadir (Calik, 2013). Ozellikle biiyiik
isletmelerde yiz yiize iletisimin artan maliyetlerine karsin dijital iletisim yayginlasmustir (Peltekoglu ve
Askeroglu, 2020). Milli Egitim Bakanlig1 da okul, personel ve hitap ettigi 6grenci sayilarina bakildiginda
oldukg¢a yogun ve karmagik bir kurumdur. MEB biinyesinde 75.467 okul ve bu okullarda 1.168.896 6gretmen
gbrev yapmaktadir (MEB, 2024). Bakanlik merkez teskilatinda karar alict birgok birim bulunmaktadir. Bu
birimlerin aldiklari kararlar cesitli kanallar vasitasiyla ve ivedilikle okullara iletilmektedir. Bu karatlarin daha
hizl iletilmesi, biitiin personelin bu kararlardan haberdar olmasi, bu kararlarin sahada uygulanmast agisindan
son derece 6nemlidir. Bu baglamda Milli Egitim Bakanligi 2015 yilinda Dokiiman Yénetim Sistemi (DYS)
uygulamasini aktif etmistir. Bu sistem sayesinde resmi yazilar, kararlar ve gorevler en ticra okullara kadar
hizlt bir sekilde iletilebilmektedir. Okullara gelen bu kararlarin 6gretmenlere hizli bir sekilde ulastirilabilmesi
icin ise okul icinde dijital iletisim uygulamalart kullamlmaktadir. Yalnizca bakanliktan ve milli egitim
midurliiklerinden gelen kararlar degil, okul icinde gesitli konularda kurulacak cift yonlii iletisim i¢in de bu
uygulamalardan yararlanilmaktadur.

Tlgili literatiirde 6rgiit icinde kullanilan dijital araglara yonelik bazt aragtirmalara rastlanmaktadir. Peltekoglu
ve Askeroglu (2020) isletmelerde yaptiklart calismada, Srgiitsel iletisimde dijital ortamlarin 6nemli bir haber
kaynagi olarak goriilmesiyle birlikte geleneksel yontemlerin de kullaniddigini, kurumun buytkliginin
kullanilan dijital yontemleri etkiledigini, dijital uygulamalarin bilgi, belge, fotograf, etkinlik paylagimi gibi
amaclar icin kullanildigini, biyiik isletmelerde yiiz ylze iletisimin artan maliyetlerine karsin dijital iletisimin
yayginlastigint ifade etmislerdir. Sosyal medyanin 6rgtit ici iletisimdeki rolini tniversite personellerinin
bakistyla ele alan Ozdemir ve Erdem (2016), sosyal medyanin calisanlar tarafindan bigimsel iletisim ve sanal
iletisim aract olarak algilandigi sonucuna ulasmustir. Bu ¢alismalarin yaninda egitim &rgiitlerinde yapilan
calismalar incelendiginde okul yoneticilerinin (Habib vd., 2024; Neiroukh vd., 2024; Tasdan vd., 2024;
Yildirim ve Kilig, 2021) ve 6gretmenlerin (Cantiirk, 2021; Cetintiirk ve Balyer, 2021; Gildas, 2021; Toker-
Gokce ve Balci, 2023) gorislerinin arastrildigi calismalar oldugu gorilmektedir. Neiroukh ve digerleri
(2024), WhatsApp'in ortaokullarda bir iletisim aract olarak kullanilmasinin, iletisim motivasyonu, iletigim
bilgisi ve iletisim becerileri gibi yonleri kapsayan iletisim yeterliliginin gelistirilmesine katkisini okul
miudirlerinin gériislerine gbre arastirmis ve iletisim yeterliliginin gostergelerinin Whats App kullanimiyla elde
edildigini tespit etmistir. Habib ve digerlerinin (2024) ortaokul mudtrleri arasindaki iletisimin verimliligi
tzerinde e-posta ve WhatsApp gibi dijital iletisim araclarinin etkisini arastirdiklari calismada okul
miuddurlerinin iletisim uygulamalarini optimize etmek icin bu araglari kullanirken dengeli bir yaklagim
benimsemeleri gerektigini Onerilmistir. Bir diger arastirmada yonetim siireclerinde sosyal medya araclarinin
kullanimina yénelik okul mudirlerinin goriisleri arastirilmis ve yonetim siireglerinde egitim ve 6gretim
streglerine gore daha etkili kullanddig, okul yonetimine karara katllim, isbirligi gibi konularda faydalar
saglamakla birlikte dijital bagimhlik, 6grenme iklimine zarar gibi olumsuz yonler oldugu da ortaya ¢ikmistir
(Yddirim ve Kilig, 2021). Benzer amagcla yapilan bir baska calismada da okul yoneticilerinin sosyal medya
araclarini yonetim siireclerinde kullanmalarinin birtakim  sinurliklar ile avantajlarin oldugu sonucuna
ulagtlmistir (Tasdan vd., 2024). Okul mudiitlerinin bilgi yayma siireclerinin 6gretmen ve yOnetici goriislerine
gbre arastirlldigr bir calismada, midirlerin sosyal medya kullaniminin olumlu sonuglar sagladigi ve
ortaokullarda iletisim becerilerini gelistirdigi tespit edilmistir (Olowo vd., 2020). Benzer 6rneklemde Srgiitsel
iletisimde sosyal medya kullanimini arastiran bir ¢alismada da sosyal medyanin, okullarda; iletisim aract olarak
gorildigi, gerekli oldugu diusunildigi, farklt amaglarla kullanilabilecegi, olumlu ve olumsuz etkileri
konusunda sonuglar elde edilmistir (Dogan ve Cevik, 2021).

Cantiirk (2021), orgitsel iletisimde kullanilan dijital iletisim uygulamalarinin, yoneticiler ve gretmenler
tarafindan metaforlar yoluyla degerlendirdigi calismasinda, yoneticilerin WhatsApp’t resmi iletisim igin
kullandigini, bu uygulamalardan talimatlar verilmesinin bir gereksinim oldugunu, uygulamalarin iletisimde
hiz sagladigimi ortaya koymustur. Gildas (2021), ortaokul 6gretmenlerinin, sosyal medya uygulamalarinin



okul yénetiminde kullanimini nasil degerlendirdiklerini farkli degiskenlere gére analiz ettigi ¢alismasinda, bu
uygulamalarin hizli, glincel, ekonomik, giivenilir oldugunu, cift yonlii ve es zamanl iletisime imkan verdigini,
uygulamalarin egitim orgiitlerinde aktif bir sekilde kullandlmasi gerektigini, gelisen teknoloji ile birlikte
kullanllmaya baslanan bu uygulamalar sayesinde okul yoneticilerinin karar verme agamasinda 6gretmenlerle
fikir alis verisinde bulunabildigini, okul yonetiminde dijital iletisim uygulamalarinin kullanidmasinin
ogretmenler tarafindan olumlu karsilandigi sonuglarina ulasmistir. Toker-Gokge ve Baler (2023) tarafindan
yapilan ¢alismada 6gretmen goriislerine gére WhatsApp gruplart ile saglanan iletisimin 6gretmenlere etkileri
arastirilmis ve hem mesleki hem de 6zel yasama bazt olumsuz etkileri oldugu belitlenerek birtakim 6neriler
sunulmustur. Cetintiirk ve Balyer (2021), okullarda yonetsel iletisim siireclerinde okul yoneticilerinin sosyal
medya araglarint nasil kullandigini 6gretmen gorislerine gore incelemis ve sosyal medya araclarinin; okulda
ve okul disinda kullanimi, giivenirlili§i ve teknolojik bagimlilig1 temalarinda sonuglar elde etmislerdir.

Okullarda amaclarin gerceklestirilebilmesi, hedefe isbirligi ile odaklanilabilmesi icin yoneticiler ve
Ogretmenler arasinda saglikli bir iletisimin kurulmasi gerekmektedir. Bursalioglu’nun (2005) vurguladigt
Uzere Orglitte yapt saglam, planlama iyi yapilmis olsa bile iletisim yetersiz oldugunda Grgiitiin amaglarinin
gerceklesmesi zorlagacaktir. Bu amacla okullarda iletisim, ortak amaclara ulasilmast icin diger yonetici ve
6gretmenleri organize etme ve senkronizasyonu saglamada énemli bir gii¢ olarak yoneticiler tarafindan
kullanilmaktadir. Iletisimde etkililigi artirmak igin de artik giinimiizde dijital iletisim uygulamalari okul
yonetimleri tarafindan kullandmaktadir (Ahmad, 2018; Cetintiirk ve Balyer, 2021; Giildas, 2021; Saraih vd.,
2022; Yildirim ve Kilig, 2021). Literatiirde 6rgiitlerde sosyal medya araglarinin gesitli kullanimlarina yonelik
calismalar bir hayli yapilmis olsa da okul ici iletisimde dijital araglarin kullanimina yonelik 6gretmen
goriislerinin incelendigi ¢alismalar sturlidir (Cantiirk, 2021; Cetintiirk ve Balyer, 2021; Gildas, 2021; Toker-
Gokee, & Balct, 2023). Bu calismada okullarda Orgiit ici dijital iletisim siireclerine odaklanilarak dijital
araclardan nasil yararlamldigi ve yararlanilmasi gerektigine yonelik 6gretmen gorislerinin temel nitel
arastirma deseni ile incelenmesi amaclanmistir. Calismanin gerek ilgili literatiire gerek okullarda iletisim
streclerinin gelistirilmesi konusunda okul yéneticilerine ve 6gretmenlere katki sunacagt diisintlmektedir.
Arastirma sorulari sunlardir:

¢ Ogretmenlerin, 6rgiit ici iletisimde kullanilan dijital araglara yénelik goriisleri nelerdir?

«  Ogretmenlerin, 6rgiit ici iletisimde dijital araclarin kullantlmast konusunda 6nerileri nelerdir?

YONTEM
Aragtirmanin Modeli

Bu calisma, temel nitel arastirma deseninde ylritilmistir. Temel nitel arastirmalar, bireylerin edindikleri
deneyimleri nasil yorumladiklarina odaklanan bir desendir (Merriam, 2014). Bu aragtirmada farkli okul
diizeylerinde 6rgiit ici iletisimde kullamlan dijital araclar konusunda Ogretmen goriislerinin incelenmesi
amaclandigindan temel nitel aragtirma tasarimi benimsenmistir.

Calisma Grubu

Bu arastirmanin ¢aligma grubunu belitlemede maksimum gesitlilik 6rnekleme yontemi kullandmustir ve
calisma grubu, 2023-2024 egitim 6gretim yili gliz doneminde Samsun ili Milli Egitim Mudurligi'ne bagh
resmi ilkokul, ortaokul ve liselerde calisan gonilli 60 6gretmeden olusmaktadir. Calisma grubunun
maksimum cesitlilik 6rnekleme yontemi ile belirlenmesinde katiimeilarin yas, okul tiiri, egitim durumu gibi
Ozellikleri dikkate alinarak arastirma sorularina kapsamli cevap aranmast amaglanmustir.

Katilimcilarin cinsiyet, yas, okul tiirii, kidem yili, brang ve egitim diizeyi bilgileri asagida yer alan Tablo 1’de
verilmistir. Katitimeilarin ¢ogu kadindir. 51 yas ve tizeri 11 katiimer bulunurken 41-50 araliginda 31, 31-40
yas araliginda 18 6gretmen bulunmaktadir. En ¢ok ortaokul (#=31) olmak tizere ilkokul (#=18) ve liselerde
(n=11) gorev yapan Ogretmenler de vardirr. Katihmcilarn kidem yii araligt 11-30 yil araliginda
yogunlasmaktadir. Bununla birlikte on yildan az ve 30 yildan fazla kidemi olan dérder Ogretmen
bulunmaktadir. Bransa gére yogunlugu siuf Ogretmenleri olustururken cesitli branslarda 6gretmenler
calisma grubuna dahil edilmistir. Ayrica katiimcilarin gogunlugu lisans mezunudut.



Tablo 1. Arastirmaya Katilan Ogretmenlerin Kisisel Ozellikleri

Degiskenler Alt Kategoriler Frekans (1)
Cinsiyet Kadin 56
Erkek 24
31-40 yas aras1 18
Yas 41-50 yas aras1 31
51 yas ve st 11
Tlkokul 18
Calisislan Okul Turi Ortaokul 31
Lise 11
10 yil ve altt 4
11-20 yil arast 27
Kidem Yih 21-30 ;11 arast 25
30 yil ve tzeri 4
Sinif Ogretmeni 14
Din kaltiri ve Ahlak Bilgisi 6
Turkee- Turk Dili ve Edebiyati 6
Ingilizce 5
Brang Rehber Ogretmen 5
Matematik 6
Sosyal Bilgiler-Tarih 7
Fen Bilimleri 5
Teknoloji ve Tasarim 4
Olkul Oncesi 2
‘.. W Lisans 40
Egitim Dizeyi Yiiksek Lisans 20
Veri Toplama ve Analizi

Bu arastirmada veri toplamada gériisme teknigi kullamlmistir. Karatas (2017) goriismeyi, “insanlarin bakis
actlarini, 6znel deneyimlerini, duygularini, degerlerini ve algilarint ortaya koymada kullanilan oldukea giicli
bir yontemdir” seklinde tanimlamaktadir. Bu teknikte kullanilacak olan gériisme formu ve katilimctya
sorulacak sorularin 6nceden hazirlanmast (Akman Dombekei ve Erisen, 2022) gerektigi icin Oncelikle
gbriisme formu taslagt hazirlanmistir. Verilerin toplanmasinda nitel veri toplama araclarindan biri olan yart
yapiandirilmis gérisme formu kullandmustir. Yart yapilandiridmis gériisme formu, 6nceden belirlenen
sorulara baglt kalmay: ve aynt zamanda gériisme strecinde ek sorular sormaya uygun bir form (Yildirim ve
Simsek, 2021) olmast sebebiyle tercih edilmistir. Yari yapilandirilmis gériisme formunun hazirlanan taslak
haline yonelik Egitim Yonetimi alaninda iki uzmanmn goriisi alindiktan sonra uygulamaya gecilmistir.
Goriisme formunda bulunan ilk altt soru kisisel bilgiler ile ilgili iken sonraki sekiz soru arastirmanin amact
dogrultusunda hazirlanmis acik uglu sorulardan olugmaktadir. Gériisme formunda yer alan sorular sunlardur:
(1) Okul ici dijital iletisim aract olarak hangi uygulamalari kullaniyorsunuz? (2) Okul yoneticileriniz okulda
kullandiginiz dijital iletisim uygulamast tizerinden ne siklikla duyuru yayinlamaktadir? (3) Kullandiginiz okul
ici dijital iletisim uygulamasinda kimler paylagim yapabiliyor? (4) Yoneticileriniz dijital iletisim uygulamalarint
daha ¢ok hangi amaclarla kullanmaktadir? Orneklerle aciklar misiniz? (5) Sizce yoneticilerinizin dijital yollarla
yaptiklart duyurular ne derecede etkili olmaktadir? (6) Dijital uygulamalardan yapilan duyurularda kullanian
dili nasil buluyorsunuz? Kullanilan dilde olumlu buldugunuz hususlar nelerdir? Bu dilde sizi rahatsiz eden
hususlar var m1? Actklar misiniz? (7) Okul ici iletisimde sizinle nasil iletisim kurulmasint tercih edersiniz?
Nedenlerini agtklar misiniz? (8) Sizce okul ici dijital iletisim siireci nasil olmal, nasil yénetilmeli? Onerileriniz
nelerdir?

Verilerin toplanmast icin 6ncelikle Samsun Ondokuz Mayis Universitesi Sosyal ve Beseri Bilimler
Arastirmalari Etik Kurul Komisyonu’ndan etik kurul izni (Tarih: 27/10/2023 No: 2023-858) alinmustir.
Gortismede gonilli katthmerlar tarafindan verilen cevaplar yazili olarak kayit altuna alinmustir. 60
katiimcidan elde edilen verinin analizinde timdengelimci bir yaklasimla betimsel kodlama (Saldana, 2013)
kullanilmistir. Onceden belirlenen kategoriler altinda veri ¢éziimlenmis, kodlama siireci 6n kodlama ve
yeniden kodlama (Miles ve Huberman, 1994) bi¢iminde iki asamada yurttilmustiir. Ulagilan kodlar tablolar
halinde gosterilmistir. Katilimet sayist fazla oldugu icin katilimer kodlari yerine, kodlara yonelik frekanslar



verilerek cevaplarda 6ne ¢ikan egilimler sunulmugtur. Her bir katilimciya gizliligi korumak adina “K1”den
baslanarak “K60”a kadar numaralar verilmistir (K1, K2, K3, ..., K59, K60).

Gegerlik ve Guivenirlik

Nitel arastirmalarda ¢alismanin gegerligi ve glivenirligi konusunda alinmasi gereken 6nlemler bulunmaktadir.
Bu kapsamda literatirde Onerilen bazi hususlar dikkate alinmistir (Miles ve Huberman, 1994; Miles,
Huberman & Saldana, 2014). Calismada i¢ gegerlik icin bulgularin kendi i¢inde tutarligina dikkat edilmis, dis
gegerlik icin calisma grubu hakkinda yontem béliminde ayrintili bilgi verilmistir. Dis giivenirlik icin
arastirmada izlenen adimlar aktarilmis ve ham veriler saklanmistir. I¢ giivenirlik icin de arastirma sorulart
actk bir sekilde belirtilmis ve veriler bu sorular cergevesinde amaca uygun olarak toplanmistir. Ayrica
kodlamalar her iki arastirmaci tarafindan yapilmistir.

BULGULAR

Ogretmenlerin Orgiit Igi Iletisimde Kullanilan Dijital Araglara Yénelik Goriigleri Kapsaminda Elde
Edilen Bulgular

Katiimcilara okul ici dijital iletisim aract olarak hangi uygulamay: kullandiklari sorulmus, verilen yanitlar
Tablo 2°’de gosterilmistir. Katidimeilarin ¢ogu (51 kisi) okul i¢i dijital iletisim uygulamasi olarak yalnizca
“WhatsApp” uygulamasint kullandiklarint belirtmistir. Dokuz katilimer ise iletisim icin “WhatsApp” ve
“Telegram” uygulamalarini birlikte kullandiklarin sGylemistir.

Tablo 2. Orgiit I¢i Iletisimde Kullanilan Dijital Uygulamalar

Kategori Kod f

Kullanilan araclar WhatsApp, 51
WhatsApp ve Telegram 9
bitlikte,

Kullanim sikhig1 (Gunde) 5’ten az, 35
5-10 arast, 22
10’dan fazla, 3

Paylagim yapabilenler Sadece yoneticilet, 31
Her zaman tim paydaslar, 29

Duruma gére tim paydaslar, 7
1ki farklt grup. 10

Tablo 2’de, 6gretmenlerin, okul yoneticilerinin dijital iletisim uygulamalari tizerinden génderdigi mesajlarin
sikligr soruldugunda verdikleri yamitlar goériilmektedir. 35 katilimel, okul yoneticilerinin dijital iletisim
uygulamasint kullanarak, glinde 5 adetten daha az mesaj génderdigini sGylemistir. 22 katihmer 5-10 arasi, 3
katilimci ise 10 mesajdan fazla goénderildigini ifade etmistir.

Okul i¢i iletisim icin kullamlan dijital uygulamada kimlerin paylasim yapabildigi soruldugunda, sadece
yoneticilerin paylasim yapabildigini belirten 31 katilimet olmustur. Bu katilimcilarin bir kismi (K9, K11, K14,
K19, K20, K21, K23, K33, K35, K42) sadece yoneticilerin paylasim yapabildigi iletisim grubunun haricinde,
herkesin paylasim yapabildigi ikinci bir iletisim grubunun da var oldugunu belirtmislerdir. Ayrica baz
katihmailar (K15, K16, K17, K18, K22, K24, K43) sadece yoneticiler tarafindan paylagim yapilan dijital
iletisim gruplartnin bazi zamanlarda (sinav zamanlari, tebrik, vefat, bayram vb.) tim paydaslarin paylasim
yapabilecegi duruma getirildigini vurgulamuglardir. Tim paydaslarin, yani okulda bulunan tiim yoneticiler ve
ogretmenlerin paylagim yapabildigini ifade eden 29 katiimct bulunmaktadir.

Katiimcilara, duyurularin kendileriyle nasil paylasilmasini istedikleri sorulmustur. Arastirmaya katidan
katiimcilarin ¢ogunlugu, duyurularin dijital olarak paylasilmasint istediklerini belirtmislerdir. Bu tercihin
sebepleri djjital iletisim uygulamasinin; zaman tasarrufu saglamasi, kagit israfini Onlemesi, is takibini



kolaylastirmasi ve formaliteden uzak olmasidir. Elde edilen bulgular Tablo 3’te sunulmustur.

Tablo 3. Katilimcilarin Tercih Ettikleri Iletisim Kanallart ve Sebepleri

Arag Kod f
Zaman tasarrufu saglar. 42
e Is takibinin kolay yapilmasini saglar. 28
Dijital iletisim uygulamast Kagt israfint énler. 38
Formaliteden uzaktir. 15

. Igerik ciddiye alinr. 9
Yazili sekilde Go6zden kagma riskini azaltir. 12
d Amaca gore tercih yapilmalidir. 11
Her ikisi birlikre Teknolojinin aksadigt durumlarda alternatif saglar. 10

Duyurularin dijital olarak paylasiimasint isteyen katihmeilardan K14 gériistng; “...Cinkd aminda hizli bir
sekilde duyurulardan ve gorevlerden haberdar olmak zaman tasarrufu kazandirdigini ve kagit israfint 6nledigi
dustincesindeyim.” seklinde ifade etmistir. Bu goristeki diger katlimcilardan K19, “Herkes tarafindan
kullanilan dijital iletisim uygulamasindan yapilmasint istiyorum. Ctnki hizl, kullanimi kolay, cabuk ulagiliyor,
gereksiz formalitelerden uzak.” ve K3 ise “Dijital iletisim uygulamalarini tercih ederim. Cagimizin
vazgecilmez bir pargasi dijital uygulamalardir. O yiizden bu alanda da kullanilmamas: diistintilemez fiziksel
paylagimlar hem kagit israfidir hem de gézden kagar ve gerektiginde ulasimast zordur. WhatsApp yoluyla
gelen duyurular her zaman elimizin altndadir.” gseklinde ifade etmislerdir. Duyurularin yazili olarak
kendileriyle paylasiimasini istediklerini belirtenlerden K1 ise, “Resmi yazilarin fiziksel yani kagitta
paylasilmasi daha dogrudur. Bu haliyle konunun daha ciddiye alindigini distiniiyorum...” ifadesini
kullanmistir. Ozellikle kendisiyle ilgili yazinin fiziki olarak paylagilmasint isteyen bir katilimer (K43) ise
“Sahsimu ilgilendiren konularda resmi yazinin fiziksel olarak paylasilmasini istiyorum.” seklinde goriistint
belirtmistir. Kendileriyle ilgili ya da genele hitap eden paylasimlari dijitalde géremediklerini ifade eden bir
katihmer (K37) disiincesini, “... Cok sayida duyuru yapilmast bazt duyurularin gézden kagmasina neden
olmaktadir.” olarak ifade etmistir. Hem dijital olarak hem de fiziksel olarak kendileriyle iletisim kurulmasim
isteyenler ise 11 kisidir. Iletisim hizindan dolay1 dijital paylagimin, 6nemli yazilarin amacina ulagmasi igin ise
ciktr (fiziksel) olarak paylagilmasinin dogru olacagini ifade eden bir katdlimer (K32) goriisiini; “Bence her
ikisi de olmalidir. Acil bir durumda dijital uygulamadan iletisim kurulmas: bir gerekliliktir. Ama 6nemli
yazilarin da fiziksel olarak paylasilmasi, yazinin amaca ulasmast icin daha dogru olanidir.” seklinde ifade
etmistir. Teknolojide aksakliklar olabilecegini belirten bir katilimer (K60) ise, “Bir duyurudan dijital iletisim
uygulamalari ile ve resmi yazinin fiziksel olarak paylagilmastyla haberdar olmak isterim. Clnkd teknolojide
bazen aksakliklar olabiliyor, haberdar olunmasi gerekir.” seklinde actklama yapmistir.

Yoneticilerin dijital iletisim uygulamalarini daha ¢ok hangi amaclarla kullandiklart konusunda Tablo 4’te
gosterilen kodlar ortaya ¢itkmistir. Bunlar; genel duyurular, bilgilendirmeler, etkinlik materyalleri paylasimi,
gorevlendirme ve okul ici iletisimdir. Yoéneticilerinin, dijital iletisim uygulamalarinda genel duyurulart
paylastigint séyleyen bir katilimer (K28), “Ogretmenlere duyurulmast gereken evrak ve bilgilerle ilgili ve
6grencileri, velileri ilgilendiren yazt ve duyurularla ilgili iletisim kuruyorlar.” seklinde ifade etmistir. Bazt
katthmeiar (K14, K26, K36, K42) bu uygulamalarin ayni zamanda okulda yapilacak etkinliklerin
duyurulmasi, yapilan etkinliklerin goérsel ve metin paylasimlart igin de kullanildigindan bahsetmistir. Bu
baglamda, dijital iletisim uygulamalarinin okuldaki duyuru ve faaliyetler icin temel iletisim arac1 oldugu ortaya
ctkmaktadir.

Tablo 4. Ogretmenlere Gore Okul Yéneticilerinin Dijital Tletisim Uygulamalarint Kullantm Amaglar

Kod f
Duyuru, 47
Bilgilendirme, 35
Okul i¢i informal iletigim, 29
Gorevlendirme, 18
Uyart 5
Etkinlik materyalleri paylagimu. 4




Okul 6rgutinin is ve isleyisinde dijital iletisim uygulamalarinin etkisi gériilmektedir. Okul icindeki her tir
gbrevin bu uygulamalar sayesinde kisilere iletildigi, verilen gérevin takibinin (rapor vb.) yine bu
uygulamalardan yapildigi ortaya ¢ikmaktadir. Bu durumu bir katiimer (K18), “Egitim 6gretim yili icin
yapilacak calismalarda gérevlendirmeleri bildirmek, duyurularda bulunmak, bilgilendirme yapmak i¢in.”,
seklinde belirtmistir. Bazi katiimcilar ise verilen gbrevlerin yaninda az da olsa zaman zaman gorevlerle ilgili
uyariarin da yapildigini belirtmislerdir. Katthmea K1 bu konuyu séyle ifade etmistir: “Genel olarak
bilgilendirme, gérevlendirme ve seyrek olarak uyari amach kullamlmaktadir.”. Okul ici iletisim siireci de
dijital iletisim uygulamalariyla saglanmaktadir. Okul i¢i informal iletisimi; tebrik, hastalik, haberlesme, egitim-
Ogretim ile ilgili soru ve sorunlar vb. gibi konular olusturmaktadir. Bu konuda K43: “Gorevlendirmeler,
kutlamalar, MEB'e bagli duyurular, vefat habetleri, yarigmalar, proje calismalar.” ve K49 “Okulun
yonetiminde iletisimi canli tutmak, aninda bildirim saglamak, mevcut islerin kolayca ve ¢cabucak yapilabilmesi
amaciyla bu iletisim uygulamasi kullamlmaktadir.” seklinde gorislerini ifade etmislerdir.

Okul y6neticilerinin, okul ici dijital iletisim ve etkilesim uygulamalarinda kullandiklar dil konusunda ulasilan

bulgular asagidaki Tablo 5te gosterilmistir. Bu kapsamda veriler; “Mesaj igerigi”, “Olumlu iletisim
davraniglar’” ve “Olumsuz iletisim davranislart” kategorilerinde sunulmustur.

Tablo 5. Ogretmenlerin, Okul Yéneticilerinin Dijital Tletisim Uygulamalarinda Kullandigi Dile Yénelik
Algilart

Kategori Kod f
Resmi yazi dili, 23
Mesaj Icerigi Actk ve anlagilir, 21
Kisa ve 6z, 7
Saygili ve kibar, 26
Olumlu Iletisim Davraniglart &?;u;dﬁszplsfgla?fifa’ ?
Yapict yaklagim, 4
Emir verici, 15
Olumsuz Tletisim Davranislari Yazim hatalari, 6
Belirsizlik. 8

Mesaj igerigi kategorisinde, yoneticilerin dijital iletisim uygulamasinda kullandiklart dilin yapisal 6zellikleri
ortaya ¢tkmistir. Bunlar arasinda 6ne cikanlar; resmi yazt dili ile actk ve anlagilir kodlaridir. Katithimeilar, okul
ici dijital iletisim uygulamalarindan génderilen mesajlarda resmi yazi dili kullanildigint belirtmislerdir. K44
bu durumu, “Resmi bir dil kullanilmaktadir. Ben de bilgilendirme amach oldugundan resmi saygilt bir dil
kullanilmasi taraftarryim.” seklinde ifade etmistir. Dijital iletisim uygulamalarinda kullandan dilin acik ve
anlagilir oldugunu belirten K46; “Acik, net ve sade olmast, kibar bir dil kullanilmasint gayet dogru buluyorum
ve bu dilin etkinligimize olumlu yonde pekistireg sagladigint diistiniiyorum.” sézleriyle goriistint belirtmistir.

Olumlu iletisim davranslari altinda ortaya ¢ikan kodlar sunlardir: saygilt ve kibar, rica eden, uygun hitap,
yapict yaklagim. Okullarda kullamilan dijital iletisim uygulamalarinda kullamilan dilin “Saygili ve kibar”
oldugunu ifade eden bir katdimer (K1), “Kullanidan dil gayet kibar ve uygun. Bence olmast gereken de bu.
Aksi takdirde okuyucular yani bizler tarafindan ters tepkiye yol acabilir. Okulumuzda kullanilan dilin kibar
ve seviyeli olmasi duyurularin 6nemsenmesini sagltyor.” sézleriyle aciklama yapmistir. Bir baska katilimct
(K17) ise bu durumu “Okulumuz 6zelinde kullanilan dili olumlu ve nezaket kurallarina uygun buluyorum.”
seklinde ifade etmistir. Katilimcilarin, kullanilan dilde dikkat ¢ektigi bir diger dnemli husus ise hitap etme
seklidir. Bu durumu katiimcilardan K36, “ ‘Degerli arkadaglar’ ile baslayip “Tesekkiir ederim’ ile biten
ifadeleri olumlu buluyorum.” biciminde agiklamistir. Okul ici dijital iletisim uygulamalarinda kullanilan dilde
olumlu bulunan bir diger davranss ise katilimeilar tarafindan “Yapici yaklasim™ koduyla ifade edilmistir.

Dijital iletisim uygulamalarinda kullanilan dilde katilimcilar tarafindan ifade edilen olumlu iletisim
davranslart oldugu gibi olumsuz iletisim davranglart da bulunmaktadir. Bu kategoride ortaya ¢tkan kodlar
sunlardir: emir verici Gslup, yazim hatalari, saygisiz ve belirsiz mesaj. Okullarda kullanilan djjital iletisim
uygulamasi aracihigiyla génderilen mesajlarda emir kipi igeren ifadeler oldugunu belirten bir katthmar (K24),
“Dil genellikle emir seklinde olmakta. Bu nedenle ¢ok dogru bulmamaktayim. Insanlara yapilan duyurularin
olumlu olmast gerekir. Motive edici bir dil kullanilmali.” seklinde ifade etmistir. Ayrica K8 kodlu katilimet



da “Emir ve elestirici olan, uyart niteligi tastyan.” sézleriyle bu durumu olumsuz buldugunu belirtmistir.
Emrivaki seklindeki bir mesajin kendisini rahatsiz edebilecegini ifade eden K39 ise bu durumu “Emrivaki ya
da gobzdagr verici actklamalar olursa ciddi anlamda rahatsiz olurum...” seklinde ifade etmistir.
Katilimecilardan bazilart kendilerini rahatsiz eden hususlardan birinin de yapilan “Yazim hatalar” oldugunu
sOylemistir. K37 kodlu katilimct bu durumu, “Noktalama isaretlerine dikkat edilmiyor, mesajlar tam olarak
anlagilmiyor, yeterli aciklama yapidmiyor.” seklinde aciklamigstir. Dijital iletisim uygulamalarinda kullanilan
dilin bazen “Saygisiz” oldugunu belirten K15, “Kaba, gayri resmi, emrivaki.” ifadelerini kullanmistir. Bu
kategorideki son kod ise “Belirsiz mesaj”dir. Kime hitap ettigi belli olmayan, bir kisiye gdnderilmesi gereken
ama butiin iletisim grubuna gonderilen, sadece idarecileri ilgilendiren vb. mesajlarin génderilmesi de
“Olumsuz iletisim davranglar’” kapsaminda degerlendirilmistir. Bu sekilde génderilen mesajlardan rahatsiz
oldugunu dile getiren K1, “Zaman zaman belli muhatap ya da muhataplari olan paylagimlar yapiliyor. Ancak
genele hitap edebiliyor. Ozellikle kendimle ilgili olmayan uyart mesajlarini okumak rahatsiz edici olabiliyor.”
sOzleriyle bu rahatsizligt ifade etmistir. Ayrica K51 kisisel mesajlarin, sohbet havasinda iletisim grubunda
paylasilmasindan rahatsiz oldugunu séylemistir.

Ogretmenlerin Orgiit Ici Iletisimde Dijital Araglarin Kullanimi Konusunda Onerileri

Aragtirmada son olarak dijital iletisim uygulamalarinin kullamminda 6gretmenlerin Snerileri aragtirilmistir.
Elde edilen bulgular Tablo 6’da sunulmustur.

Tablo 6. Ogretmenlerin, Okulda Dijital Iletisim Uygulamalarinin Kullanimia Yénelik Onerileri

Kod f

Tim paydaslarin katiimiyla olmali. 19

Mesai saatleri i¢inde paylasim yapilmalr. 37

Saygilt dil kullanilmal. 27

Kisa ve anlagilir olunmalt. 26
Oneriler Yazim kurallarina uyulmal. 22

Gereksiz paylasim yapilmamali.

Pozitif dil kullandmalr. 12

Tletisim destegi saglanmals.

Tlgili kisiye paylasim yapilmals. 9

Tablo 6’da gorilldiigi tizere paylasimlarin mesai saatleri icinde olmast sunulan 6nemli bir 6neridir. K31 bunu
“Dijital iletisim araclari, resmi duyuru ve bilgilendirme amaciyla, mesai saatleri icerisinde kullanilmalidsr...”
sOzleriyle ifade etmistir. Bu g6riiste olan bir bagka katiimer (K40) ise “Mesai saatleri ve 6zel yasam sinirlari
gozetilmeli.” seklinde distincesini belirtmigtir. Saygilt dil kullamlmasi gerektigini belirten katiimcilardan
K26, “En 6nemli seyin saygt oldugunu diisiniyorum. Sayginin azaldigi her tirld iletisimin eksik ve amagsiz
oldugu fikrindeyim.” ifadesiyle gériisiinii ortaya koymustur. K43 bu durumu, “Acik ve net olmali, empatiden
yoksun olmamali, saygi cercevesi icinde olmali, zorunlu olmadik¢a paylasimlar mesai saati disinda
olmamalidir.” seklinde actklamustir. Verilecek bir gérevin rica edilerek verilmesini olumlu bir davranis olarak
belirten katiimeilardan K27, “Detayli bir bilgi akisindan sonra “rica ederim” seklinde bir ifade ile bitirilmesi
olumlu bir husustur.”, K51 ise “Rica cimlelerinin bulunmasi, acik ve anlagilir climlelerin olmasi, ima
sozciiklerinden uzak olunmast.” seklinde yanit vermistir. K3 ise ““‘Arkadaslar’ ya da ‘Degerli 6gretmenler’
seklinde hitap edilmesi glizel olur. Kurum kultiiriinii destekleyici bir araya getirici sekilde iletisim
kurulmahdir. Idarecilerimizin hususlara dikkat ettigini distiniiyorum ve olumlu buluyorum.” sozleriyle
vurgulamistir. Onerilerden bir digeri giinaydin, gecmis olsun ve benzeri igerikli kisisel gereksiz paylagimlarin
yapilmamasidir. Bu konuda K34 goriisiini “Gereksiz konusmalarin ve paylasimlarin olmamasi gerekir...”
seklinde ifade etmistir. Katihimeilarin bir kismi “TUm paydaslarin katilimiyla” gbriistinii belirterek, bu
uygulamalarda, tim paydaslarin paylasim yapabilmesine olanak saglanmasini istemektedir. K44 kodlu
katiimer bu durumu “Herkesin saygili bir sekilde hem fikirlerini sunabilecegi hem de bilgilendirmenin
yapilabilecegi bir ortam olmalidir.” seklinde ifade etmistir. Icerigin kisa ve anlastlir olmasi da 6neriler
arasindadir. K19 bu duruma, “Cok sik olmasa da bazen anlagilir olma durumunda sikinti yasanmakta.
Herkesin anlayacagi, kolay, kisaltmalt ve daha sade bir dil kullanilirsa gereksiz yazismalar da ortadan kalkar.
Tletisim de daha hizli olur.” seklinde cevap vermistir. K29, “... kisa ciimlelerle anlatilmali, uzun metinler



olmamalt.”, K49 ise “Acik, yalin, 6zenli bir dil, yonetim islerinin, egitim-6gretim faaliyetlerinin, cabucak,
istenildigi gibi yerine getirilmesini saglayacaktir.” seklinde gériislerini ifade etmiglerdir. Okul ici dijital iletisim
uygulamalarinda kullanilacak dil i¢in katiime1 6gretmen Snerilerinden bir digeri ise yazim kurallarina dikkat
edilmesidir. Katithmeilardan K16 bu disiincesini “Yazim kurallarina 6zellikle dikkat edilmesi gerektigini
distiniiyorum. Konustugumuz gibi yaziya dokiilmemesi gerekir... Kisacast iletisim dilimize dikkat etmeliyiz.”
seklinde aciklamustir. Bu uygulamalari kullanirken “Destek” verilmesini isteyen katiimcilardan K49 bu
durumu “Okul ici dijital iletisim arag-gere¢ ve uygulama destegi verilmelidir. Destegi bakanlik vermelidir.
Kisisel araclar, kisisel gayretler amat6r bir gériintii olusmasina neden olmaktadir. Profesyonel bir sekilde
davranilmalidir.” sézleriyle actklamistir. Dijital iletisim uygulamalarindan paylagilacak mesajlarin “Tlgiliye
paylasim” seklinde olmasint isteyen bir kattlimer (K1), “Dijital iletisimde sekli ne olursa olsun en uygun dil
kullanilmalidir. Geneli ilgilendirmeyen paylasimlar sadece ilgili kisilere yapilmalidir...” seklinde gériistini
belirtmistir.

TARTISMA

Okul yoneticilerinin 6rgilitsel iletisimde kullandiklart dijital iletisim uygulamalarinin 6gretmen goruslerine
gore incelenmesini amaclayan bu ¢alismada dijital araglarin okul igi iletisimde tercih edildigi gorilmistir.
Arastirmaya gore, okul ici iletisim icin en fazla kullanilan dijital iletisim uygulamasi WhatsApp’ur.
Katiimcilarin tamamina yakini okullarinda bu aract kullandiklarint belirtmistir. Bunun birlikte az sayida
katiimcr Telegram’in da WhatsApp uygulamasi ile birlikte iletisim i¢in kullanildigint ifade etmislerdir. Okul
yoneticilerinin glinlik mesaj génderme sikligina bakildiginda, katiimeilarin yarisindan fazlasi glinde 5’ten az
cevabini vermistir. Giinde 10 ve tizeri mesaj gonderildigini ifade edenlerin orant diisiikken, neredeyse her iig
katiimcidan birisi 5-10 arasi mesaj paylasildigim belirtmistir. WhatsApp ve Telegram disinda belirtilen farkl
bir araca rastlanmamistir. Bu sonugta WhatsApp uygulamasimnin 6rgiit ici iletisimde sundugu kolayligin etkisi
olabilir. Whats App uygulamas, bilgi yaymak ve paylasmak icin etkili bir iletisim aract olarak kullanilmaktadir
(Ariffin & Omar, 2018). Uzun ve Ulucay’in (2017) belirttigi gibi uygulamanin ticretsiz olmasi, baska bir
servise kaydolmaya ihtiyac olmamasi, basit mesajlasma, fotograf, video gondermeye olanak tanimasi
WhatsApp’in iletisim  siireglerinde tercih edilirligini artrmaktadir. Peltekoglu ve Askeroglu (2020)
calismalarinda, WhatsApp uygulamasinin, isletmelerdeki ¢aliganlar tarafindan en fazla kullanilan iletisim
uygulamast oldugundan bahsetmekte, bu durum arastirma bulgulariyla 6rtismektedir. Cantiitk (2021),
yoneticilerin ' WhatsApp uygulamasint resmi iletisim i¢in kullandigim, bu uygulamalardan talimatlar
verilmesinin bir gereksinim oldugu sonucuna ulasmustir. Nijeryada (Olowo vd., 2020), Malezya’da (Saraih
vd., 2022) ve Turkiye’de (Tasdan vd., 2024) yapilan ¢alismalarda da okul miidiirlerinin sosyal medya araglar
arasinda en ¢ok WhatsApp’t kullandiklar1 gériilmiistiir. Benzer sekilde ilgili calismalarda okul mtdurlerinin
WhatsApp’t aninda yanit verme ve is birligine imkan vermesi nedeniyle tercih ettigi (Habib vd., 2024),
okullarda bilgi paylasimini kolaylastirdigt (Neiroukh vd., 2024), okul yénetiminde faydali ve etkili oldugu
(Ahmad, 2018; Cetintiirk ve Balyer, 2021; Yidirim ve Kilig, 2021) yéninde ulasilan sonuglar aragtirma
sonuclarint desteklemektedit.

Arastirmada ulasilan sonuclara gore, okul ici dijital iletisim uygulamasinda, sadece yoneticilerin paylasim
yaptigint belirtenlerle 6gretmen ve yoneticilerin bitlikte paylasim yaptigini belirtenlerin sayist birbirine cok
yakindir. Buna gére tek yonli iletisim veya cift yonli iletisimin tercih edilmesi okuldan okula degismektedir.
Toker-Gokee ve Baler'nin (2023) calismasinda da okul miditlerinin 6gretmenlerle istedikleri her seyi
WhatsApp araciligt ile paylastiklart fakat 6gretmenlerin bu gruplar icinde herhangi bir seyi paylagsmaya erisim
haklarinin olmadig tespit edilmistir. Sadece yoneticilerin paylasim yapmasina izin verilmesinin sebebi mesaj
yogunlugunu azaltarak 6nemli yonetsel mesajlarin gbzden kagirilmasinin 6nlenmesi olabilir. Fakat bu durum
iletisimin tek yonli yliritildigi gercegini degistirmemektedir. Bu sebeple bazt katilimcilar tarafindan ifade
edildigi Gzere okul ici iletisim icin birinde sadece yoneticilerin, digerinde ise biitiin 6gretmen ve yoneticilerin
paylasim yapabildigi iki grup kuruldugu gérilmektedir. Okul yoneticileri, dijital iletisim uygulamalarint
gereksiz paylasimlardan korumak, aynt zamanda da ¢ift yonli iletisimi gerceklestirmek icin iki farkli paylasim
grubu olusturabilir. Sadece yoneticilerin  paylasim yapabildigi tek yonli iletisim grubu, duyuru,
gorevlendirme, etkinlik vb. gibi yonetsel bilgileri paylasmak icin kullanilirken, tim paydaglarin paylasim
yapabildigi ¢ift yonli iletisim grubu, tebrik, taziye, sorun, éneri vb. gibi konularin konugulabildigi bir ortam
saglamaktadir. Béylece 6rglitlerin ihtiyag duydugu informal iletisimin gelismesi icin de bir ortam saglanmast
s6z konusu olabilir.
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Ulagilan bir baska sonuca gére katithmetlarin ¢cogunlugu okul ici iletisimde dijital araclarin kullanilmasint
tercih etmektedir. Bununla bitlikte az sayida katilimet sadece yazili olarak ve yine az sayida katilimer her
ikisini birlikte tercih etmektedir. Cogunlugun dijital uygulamalari tercih etmesinin sebepleri; zaman tasarrufu
saglamast, kagit israfint 6nlemesi, is takibini kolaylastirmast ve formaliteden uzak olmasidir. Yazil iletisimi
tercih edenler ise bu sekilde igerigin daha ciddiye alinacagini ve paylasimlarin gézden kagma riskinin
azalacagint diistinmektedir. Ogretmenlerin ¢cogunlugunun érgiit ici iletisimde dijital araglari tercih etmesine
yonelik ulasilan bu sonu¢ Onceki arastirmalarca desteklenmektedir. Bu uygulamalarin kullanilmasinin
iletisimde hiz sagladigi (Baliket vd., 2022; Cantiirk, 2021; Habib vd., 2024; Neiroukh vd., 2024; Tasdan vd.,
2024; Toker-Gokee & Balcy, 2023), 6gretmenler tarafindan dogru, etik ve etkili bulundugu (Gtildas, 2021),
is hayatinda yonetim ve iletisim icin son derece 6nemli oldugu (Goénct, 2018) cesitli arastirmalarda ortaya
konulmugtur. Ogretmenlerin velilerle iletisimini konu alan bir ¢alismada da 6grenci velileriyle iletisimde
WhatsApp kullanan 6gretmenler, uygulamanin hizli ve kolay iletisim saglamast, toplu bilgilendirme yapmaya
imkan tanimasi gibi sebepler ortaya koymuslardir (Balct ve Tezel-Sahin, 2018). Universite personelleri ile
yapilan bir arastirmada da katiimcilarin %61,3"intin WhatsApp kullanimindan memnun oldugu tespit
edilmistir (Attalla vd., 2020). Kamu sektériinde yapilan bir arastirmada benzer olarak WhatsApp'in hizli ve
kolay kullanim avantajlari nedeniyle yaygin olarak kullamldigini ve performans iyilestirmeleri sagladigt
bulunmustur (Issa & Makubi, 2024). Dolayistyla WhatsApp’in sadece okullarda degil farklt 6rgiitlerde de
tercih edildigi sOylenebilir.

Arastirma bulgularina gore yoneticiler, dijital iletisim uygulamalarini genel duyurular, bilgilendirmeler,
gorevlendirmeler, etkinlik materyalleri (resim, video, medya vb.) paylasimi ve okul i¢i informal iletisim
amactyla kullanmaktadir. Yoneticiler ve calisanlar arasinda her tiirli genel iletisim faaliyeti bu uygulamalar
tzerinden gerceklesmektedir. Yoneticiler, calisanlarin kurum hedeflerine uygun sekilde yapmast gereken
gorevlerini iletmekte, tebrik, hastalik durumlar, egitim-6gretim ile ilgili soru ve sorunlar da bu platform
aractligiyla konusulabilmekte ve okul i¢ci haberlesme saglanabilmektedir. Buna gére okullarda dijital araclarin
bicimsel ve bicimsel olmayan iletisim amaclt kullanildig1 sGylenebilir. Dijital iletisim uygulamalart sayesinde
yoneticiler her tirli duyuru, gérevlendirme ve bilgilendirmeyi zaman ve mekandan bagimsiz olarak
yapmaktadir. Ulasilan bu sonug 6nceki arastirmalarla desteklenmektedir (Canttrk, 2021; Calik, 2013; Dogan
ve Cevik, 2021; Toker-Gokee & Balci, 2023). Peltekoglu ve Askeroglu (2020) tarafindan yapilan ¢alismada
dijital uygulamalarin 6rgutlerde; bilgi, belge, fotograf, etkinlik paylasimi gibi amagclar icin kullaniddigt
belirtilmektedir. Toker-Gokee ve Baler’'nin (2023) calismasinda da okul miidiirlerinin yénetme ve paylasma
amagclt Whats App’t kullandiklart gérilmustir. Whats App gruplarinda; okul aktiviteleriyle ilgili gtincellemeler,
Ogretmeni olmayan sinifa bagka bir 6gretmen atama, miifredat, velilere duyurulmasi gereken bilgiler ve nébet
listeleri gibi konularda yonetsel amacli paylasim yapildigi sonucuna ulagilmistir. Paylasma temast altinda ise
isle ilgili olmayan konularda paylasim yapidigt belirlenmistir. Neiroukh ve digerlerinin (2024) sonuglart da
okul muditlerinin; geri bildirim verme ve alma, sosyal iliskileri gelistirme, olumlu iletisimi stirdiirmek i¢in
WhatsApp uygulamasint kullandiklarini g&stermektedir. Benzer sekilde okul toplulugunun karara katilimi,
cevreyle isbirligi, etkili iletisim ve koordinasyon sosyal medya araglarinin okul yonetimindeki faydalart
arasindadir (Yildirim ve Kilig, 2021; Tasdan vd., 2024). Orgiitlerde sosyal medyanin kullanimi ile ilgili calisma
yapan Ozdemir ve Erdem (2016) de calisanlarin sosyal medya tizerinden iletisim kurduklarini, terfi, dogum
giinii gibi 6zel durumlarin da bu sekilde 6grenilerek Orgiitte hizlt bir sekilde yayildigint ortaya koymustur.

Yoneticiler ve 6gretmenler arasinda kullanilan iletisim dilinin; taraflarin birbirini anlamasi, catismalarin
6nlenmesi, sorunlarin ¢6zilmesi bakimindan son derece dikkatli olusturulmast gerekir. Aragtirmada
Ogretmenlere gore, iletisim uygulamalarindan gonderilen mesajlar; resmi, agitk ve anlagilir olarak
paylagilmaktadir. Yoneticiler ve 6gretmenler arasindaki iletisim durumlarini inceledigi arastirmasinda Ekici
(2020), 6gretmenlere yapilan tebliglerin resmi bir dille yapildigini belirtmekte ve bu durum arastirmanin
bulgulariyla  6rtiismektedir. Arastirma bulgularinda ortaya kondugu gibi Ozan- Boydak’in (2006)
arastirmasinda da okul yoneticilerinin iletisim stirecinde acik ve net ifadeler kullandigr ifade edilmistir.
Gonderilen mesajin yanlis anlagilmalara sebebiyet vermemesi icin agtk ifade edilmesi gerekmektedir (Ekici,
2020). Okul y6neticilerinin dijital iletisim uygulamalarinda kullandiklar1 dilde olumlu ve olumsuz yonlerin
olmast ulagilan sonuglar arasindadir. Kullanilan dilde olumlu algilanan isaretlerin mesajlarda; saygili ve kibar
olunmasi, rica cimlelerinin ve uygun hitaplarin kullanilmasi, yapict bir yaklagimla sunulmast oldugu
belirlenmistir. Boyactoglu ve Giineyli (2022) de, okul yoneticilerinin, 6gretmenlerle konusma dilini konu
edindigi ¢alismada, yoneticilerin calisanlatla yaptigt konusmalarda anlasilir, kibar ve motivasyon saglayan bir
dil kullandigini tespit etmistir. Aragtirmada 6gretmenlerin bir kismu yoneticilerin kullandigi dilin olumsuz
taraflarindan da bahsetmistir. Bunlar arasinda; emir verici ifadeler oldugu gibi yazim hatalarinin yapilmast da
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bazi katilimcilar tarafindan elestirilmektedir. Giincel bir ¢alismada da otokratik liderlik tarzina sahip bazi
okul mudirlerinin WhatsApp't uygun olmayan sekilde kullandigt ve astlarina gereksiz baski yaptigt sonucuna
ulasmustir (Toker-Gokee & Balci, 2023). Boyacioglu ve Giineyli'nin (2022) ¢alismasinda okul yéneticilerinin
sozel iletisimlerinde emir verici ve kirict Gslubu olumsuzluklar arasinda ortaya ¢ikmustir. Bu sekilde yazilan
mesajlar kurum ici iletisime negatif yanstyabilir. Tasdan ve Gungor’iin (2016) ¢alismalarinda belirttikleri gibi
okul yoneticilerinin saglikli ve etkili iletisim becerisine sahip olmamast okul atmosferini olumsuz
etkilemektedir. Yazim hatalart ise mesajlarin anlagilmasini zorlagtirmakta, iletisimde anlamsiz bir gerilim
olusturmaktadir.

Arastirmada son olarak okullarda dijital iletisim uygulamasin kullanimina yonelik bazi Oneriler ortaya
ctkmistir. Bu sonuglara gore, paylasimlarin mesai saatleri iginde yapilmast bast cekmektedir. Iletisim
uygulamast kullanilirken mesai saatlerine dikkat edilmesi, mesai saatleri disinda yonetsel mesajlarin
gonderilmemesi  gerektigi  disinilmektedir. Bu sonu¢ o6nceki aragtirma sonuglart tarafindan
desteklenmektedir (Cantiitk, 2021; Cetintiitk ve Balyer, 2021; Toker-Goékee & Balci, 2023). Yzytize
iletisimde uyulmast gereken birtakim gérgti kurallart oldugu gibi sosyal medyanin da netiket olarak anian
4dab-1 muasereti bulunmaktadir (Aktas ve Arik, 2023). Ogretmenlerin sundugu diger bir 6nemli 6neri tim
paydaslarin katddigi cift yonld bir iletisim kurulmasidir. Yoéneticilerin 6gretmenlerle kurdugu iletisimin ¢ift
yonli ve demokratik olmast 6nemlidir (Boyacioglu ve Gineyli, 2022; Ekici, 2020). Kirag (2012)
arastirmasinda, calisanlarin cift yonlt iletisim sayesinde kurumun amag¢ ve etkinliklerinden haberdar
oldugunu ve bunlara iliskin diistincelerini yoneticilerle paylasabildigi icin kuruma gliven ve bagliliklarinin
arttigint ortaya koymustur. Bu durum, arastrmada ifade edilen, tim paydaslarin katiimi ve paylagim
yapabilmesi istegiyle bagdasmaktadir. Ogretmenlerin dikkat cektigi bir diger husus, yoneticilerin dijital
iletisim uygulamalarinda kullandiklart dilde saygt cercevesinin digina ¢ikilmamast gerektigidir. Her tiir
iletisimin temelinde saygt 6nemli oldugu gibi formal bir Srgiitte okul amaglart icin bir araya gelmis yonetici
ve Ogretmenler arasindaki iletisimde de saygt son derece 6nemlidir. Sahin’in (2017) belirttigi gibi saglikli ve
etkili bir iletisim kurulabilmesi icin kisinin hem kendisine hem de iletisim kurdugu kisiye saygt duymast
gerekir. Arslan ve Gl (2022), bir kurumda calisanlarin saygin ve resmi bir tslup kullanmalart gerektigini
sOylemistir. Boyacioglu ve Guneyli (2022), etkili iletisim icin okul yoneticilerinin acik, anlasilir ve motive
edici cumleler kullanmasinin, empati yapabilmesinin, cift yonli iletisime actk olmasinin gerektigi, hitap
sekillerinin ¢ok 6nemli oldugu sonucuna varmustir. Paylagimlarin kisa ve anlasilir olmast katilimecilar
tarafindan tercih edilmektedir. Eger geneli ilgilendirmiyorsa paylasimlarin sadece ilgili kisi ve gruplatla
yapilmasi, gereksiz sekilde paylasimlarin (giinaydin, ge¢mis olsun, tebrikler vb. mesajlar) yapilmamasi da
Oneriler arasindadir. Bu tarz mesajlar iletisim uygulamasini gereksiz mesgul ederek akist bozabilir, 6nemli
mesajlarin gézden kagmasina sebep olabilir. Toker-Gokge & Balcrnin (2023) calismasinda da anhk
mesajlasmanin 6gretmenlerin mesleki ve 6zel yasamina etkilerine yonelik ulagilan sonuglar cercevesinde bu
etkinin dikkate alinmasi gerektigi ortaya konulmus, mesleki ve 6zel yasam dengesinin korunmast 6nerilmistir.
Calismada ayrica 6gretmenlerin Whats App gruplarinin resmi iletisim ve okulun isleyisiyle ilgili duyurular igin
kullanilmasini 6nerdikleri gorilmustiir. Cantirk’in (2021) de calismasinda belirttigi gibi genel mesajlarin,
direkt gruplara aktarilmast iletisim niteligini, etkililigini ve siireci sekteye ugratmaktadir. Bir bagka calismada
da WhatsApp ile iletisimin etkililigi i¢in resmi gruplarin olusturulmasi ve érgiitte mesajlarin icerigi ve zamant
ile ilgili kurallarin olmasi gerektigi sonucuna ulagilmistir (Attalla vd., 2020). Arastirmaya katilan 6gretmenlerin
gorislerine gore, Milli Egitim Bakanligi’'nin hem yoneticilere hem de 6gretmenlere dijital yollarla iletisim
hakkinda destek vermesi gerekmektedir.

SONUC ve ONERILER

Calismada elde edilen bulgular cercevesinde WhatsApp uygulamasinin okullarda bigimsel ve bigimsel
olmayan iletisim amagclt kullanildig1, 6gretmenlerin okullarda iletisimde bu tiir dijital araglart faydali bulduklari
sonucuna ulastlmistir. Orgiitsel iletisimde anlik mesajlasmaya imkan veren bu araglarin kullanimi konusunda
ise mesaj icerigi ve uslubu ile mesai saatlerine dikkat edilmesi gerektigi 6gretmenler tarafindan 6nerilmistir.
Ulagilan bu sonuglar okullarda iletisim streclerinin dijital araclarla yonetilmesi konusunda gretmenlerin
olumlu yaklasimlarina vurgu yapmakla birlikte etkili bir iletisim icin bazi 6nerileri dikkate almanin 6nemini
gostermektedir. Arastirmada ulasilan sonuclara gore asagidaki 6neriler siralanmugtir:

e {letisimin ift yonlii olmasint saglamak icin dijital araglarda formal-informal iletisim icin farkli gruplar
kurulabilir.
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e Yoneticiler gbnderecekleri mesajin; agik, net, kisa olmasina dikkat etmeli ve saygt temel alinmalidir.

e Gruplarda gereksiz paylasimlarin dniine gecilmesi ve dikkat edilecek hususlarla ilgili okullarda “dijital
iletisim uygulamasi kullanim kurallar” olusturulabilir.

e Paylagimlarda Tirkce yazim kurallarina 6zen gosterilmelidir.

e Yonetici ve 6gretmenlere dijital iletisim uygulamalart ve bu uygulamalari kullanirken dikkat edilmesi
gerekenlerle ilgili seminer ve hizmet ici egitimler diizenlenebilir.

e Mesajlar mesai saatleri icinde génderilmeli, doniitler de mesai saatleri icinde istenmelidir.

e Mesajlar genele hitap etmiyorsa ilgili kisiye génderilmeli, iletisim grubu meggul edilmemelidir.

e Bu calisma Samsun ilinde Milli Egitim Bakanlig'na bagli resmi okullarda calisan 6gretmenlerle
yapilmustir, 6zel okul 6gretmenleri ile de benzer ¢alismalar yapilabilir.

Etik Beyan

Bu calismada etik dist herhangi bir husus bulunmadigini, arastirma ve yayin etigi ilkelerine titizlikle
uyuldugunu beyan ederiz. Calismanin etik izinleri 27.10.2023 tarihli 2023-858 numarali Ondokuz Mayis
Universitesi Sosyal ve Beseri Bilimler Arastirmalart Etik Kurul Komisyonu tarafindan verilmistir. Bu
aragtirmanin yiritiilmesi ve yayimlanmasi icin herhangi bir kurum, kurulus veya fon saglayicidan mali destek
alinmamustir. Bu aragtirmada yer alan her iki yazar, calismanin planlanmasi, yiritilmesi, verilerin analizi ve
makalenin yazimu siirecinde herhangi bir kurum, kurulus veya kisi ile ¢cikar ¢atismast bulunmadigint beyan
eder. Aragtirma siirecinde, calismanin sonuglarint veya yorumlarini etkileyebilecek herhangi bir finansal veya
kisisel baglant: bulunmamaktadir.
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EXTENDED SUMMARY

With the development of communication technologies every passing day, the ways in which individuals
communicate in both their social and business lives have undergone rapid changes. This transformation has
inevitably affected educational organizations, leading them to incorporate digital tools into their
organizational communication processes. Social networks, which have 5.04 billion users in the world
(Kemp, 2024), are used in organizational communication as well as individual use. In the relevant literature,
there are some studies examining teachers' views on digital tools used within organizations (Cantiirk, 2021;
Cetintirk ve Balyer, 2021; Giildas, 2021; Toker-Gokee & Balct, 2023). This study aims to investigate
teachers' views on how digital tools ate used and should be used in organizational communication processes
in schools, employing a qualitative research design. It is thought that the study will contribute to both the
relevant literature and to school administrators and teachers in improving communication processes in
schools. The objectives of the research ate as follows:

* What are the teachers' views on digital tools used in intra-organizational communication?

* What are the teachers' suggestions for the use of digital tools in intra-organizational
communication?

The research is a basic qualitative study. The study group comprises 60 teachers from different branches
working in primary, secondary, and high schools. Data were collected using a semi-structured interview
form, a widely used qualitative data collection technique. After obtaining ethics committee permission, data
were collected from volunteer participants, and descriptive coding was used to analyze the collected data.

According to the research results, WhatsApp is the most used digital communication application for in-
school communication. Schools use two types of groups: those where only administrators can share
information and others where both teachers and administrators can participate in sharing. The majority of
participants expressed a preference for digital tools in in-school communication, citing reasons such as
saving time, reducing paper waste, facilitating task management, and being less formal. The findings reveal
that administrators use digital communication applications for various purposes, including general
announcements, sharing informational materials, assigning tasks, and engaging in informal communication
within the school. These platforms are also used to convey tasks aligned with institutional goals and to
discuss congratulations, illnesses, or educational challenges, ensuring effective intra-school communication.
Most teachers in the study found that messages sent through communication applications were generally
clear, official, and easy to understand. Positive attributes noted in the language included respectfulness,
politeness, use of polite request forms, appropriate addressing, and a constructive tone. However, some
teachers highlighted negative aspects, such as the use of commanding language, and spelling mistakes, which
drew criticism from certain participants. The study also identified several recommendations for using digital
communication applications in schools. One key suggestion is to limit message sharing to working hours,
as teachers emphasized the importance of respecting this boundary. Another crucial recommendation is
establishing two-way communication channels involving all stakeholders. Teachers also stressed that
administrators should maintain a respectful tone in their messages and that shared content should be concise
and easy to understand. These findings underscore the positive attitudes of teachers toward using digital
tools to manage communication processes in schools. They also highlight the importance of considering
specific suggestions to enhance the effectiveness of digital communication in educational settings.
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ABSTRACT

Idioms function as single units in semantically and syntactically restricted word sequences. Considered among
deceptive transparent words, idioms in an L2 can be challenging to learn and retain due to a variety of reasons, such
as their figurative nature of usage, inadequacy in understanding their sense that stems from their literal meaning,
discourse features, and cultural background. This study aimed to investigate EFL learners' notions of learning English
idioms. A total of eighty EFL learners with Turkish L1 background participated in the study. Based on a mixed method
design, a 27-item questionnaire was applied and statistical analysis for quantitative data and thematic analysis for
qualitative responses were utilized in the study. The results showed that learning idioms is regarded as a crucial part of
understanding the figurative language in English. To accomplish this, it was appointed that learners needed a variety
of activities supported by contextual and authentic use of language. The results also showed that the congruence of
idioms across two languages, the visual aids, specific learning strategies may help them retain idioms in English. The
study also offers related implications to eliminate challenges in learning idiomatic phrases in an L2.

Keywords: English, figurative language, idioms, Turkish.

Ingilizceyi Yabanci Dil Olarak Ogrenenlerin Ingilizce Deyim Ogrenme Algilarinin Incelenmesi

oz

Deyimler, anlamsal ve sézdizimsel olarak kisitlanmis kelime dizilerinde tek birimler olarak islev gorir. Yanultict seffaf
kelimeler arasinda kabul edilen deyimler, yaniltict olan ifadeler arasinda yer alan deyimler, mecazi kullanim dogast,
gercek anlamlarindan kaynaklanan anlamlarinin anlagilmasindaki yetersizlik, séylem 6zellikleri ve kiiltiirel gegmis gibi
cesitli nedenlerle ikinci dilde (I.2) 6grenilmesi ve hatirda tutulmast zor olabilir. Bu calisma, Ingilizce deyim 6grenimine
iliskin olarak Ingilizceyi yabanci dil olarak 6grenen égrencilerin goriislerini arastirmayt amaglamustir. Calismaya anadili
Tiirkge olan toplam seksen Ingilizce Ggrencisi katilmistir, Karma yontem desenine dayalt olarak, calismada 27 maddelik
bir anket uygulanmis; nicel veriler igin istatistiksel analiz, nitel veriler i¢in ise tematik analiz kullanilmistir. Bulgular,
deyim 6grenmenin Ingilizce mecazi dili anlamanin 6nemli bir pargast olarak gorilldiigiinii ortaya koymustur. Bunu
bagarmak icin Sgrencilerin baglamsal ve otantik dil kullanimiyla desteklenen cesitli etkinliklere ihtiyaglart duydugu
belirlenmistir. Ayrica, iki dil arasinda deyimsel 6rtiisme, gorsel destekler ve belitli 6grenme stratejilerinin, Ingilizce
deyimleri akilda tutmalarina yardimer olabilecegi sonucuna ulasilmustir. Calisma, ikinci dilde deyimsel ifadelerin
ogreniminde karstlasilan zotluklarin gidetilmesine yonelik ilgili ¢tkarimlar da sunmaktadir.
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INTRODUCTION

Idioms instruction has been an integral part of language teaching and learning for the comprehension of the
figurative language and the cultural aspects in a target language (Apridayani et al., 2023). As idiomatic
expressions frequently emerge in both spoken and written discourse in daily language (Miller, 2020), their
level of comprehension influences the process of language mastery (Cooper, 1999). The definitions of
idioms commonly emphasize the inextricable hallmark that does not permit the variations of words in an
idiom (Baker, 1992). Alexander (1987) defined them as "multi-word units which have to be learned as a
whole, along with associated sociolinguistic, cultural and pragmatics rules of use" (p. 178). According to
Baker (1992), idioms are "frozen patterns of language which allow little or no variation in form" (p. 63).
Crystal (1991) identified an idiom as "a term used in grammar and lexicology to refer to a sequence of words
which ate semantically or syntactically restricted so that they function as a single unit" (p. 170). Semantically,
the meaning of an idiom exerts more than the meaning of the individual words in the idiom, yet syntactically,
the usual variability of these words is not permitted in other contexts (Crystal, 1991). According to the
definition provided by Liu (2017), idioms are multiword expressions that are invaried or variance restricted
in structure and often non- or semi-literal in meaning (p.14). As addressed by Simpson and Mendis (2003),
the word idiom is echoed with the "entertaining, engaging, casual, charming, colorful, and memorable"
forms of language which sound satisfactory grounds for learning idioms in a target language (p.419).

Several researchers addressed the importance of idioms in a second/foreign language (I.2) in terms of
competence in using the formulaic language (Simpson & Mendis, 2003) and the authentic language
(Vasiljevic, 2015), in improving communication (Ta'amneh, 2021), enhancing vocabulary (Cooper, 1999),
and practicing cultural knowledge to understand the gist in a conversation (Nguyen et al., 2022). On the
other hand, idioms instruction may bring out some challenges both for learners and teachers in an L2 (Asri
& Rochmawati, 2017; Vasiljevic, 2015). These challenges result from several features that can be attributed
to the idiosyncratic nature of idioms. Furthermore, lacking appropriate knowledge of idioms may cause
misunderstandings (Cooper, 1999) and failure in communication (Rizq, 2015). It is remarkable to underline
that lacking the awareness of the sense carried by the figurative meaning of the idiomatic expressions, the
lexical items, and the cultural inference that lies behind each idiom or expression in a certain context may
also cause communication barrier (Charteris-Black, 2002; Rizq, 2015; Straksiene, 2009; Ta'amneh, 2021;
Vasiljevic, 2015). Based on these premises, it is worthwhile to consider the importance of teaching and
learning idioms in a foreign language to bolster learners with advanced usage of the figurative language for
fluent communication and for inferable conversational interaction in a native language context (Cooper,
1999; Gibbs, 2011). Although prior research examined various instructional strategies for teaching idioms
(Aydin, 2017; Nguyen et al., 2022; Sambursky, 2020; Vasiljevic, 2015), relatively little attention has been
devoted to learners' perceptions on learning English idioms (Liontas, 2002; Turker, 2019). Exploring
learners’ perspectives can unveil cognitive and cultural barriers and help bridge the gap between instructional
intent and actual learning outcomes (Apridayani et al., 2023). Furthermore, understanding learners’ notions
can provide insights into how idioms are internalized, processed, and retained in the classroom environment
(Liontas, 2002; Tirker, 2019). Based on these premises, the present study aims to explore Turkish learners’
petceptions regarding English idioms, particulatly the significance they attach to idiom learning and their
perspectives on learning English idioms in instructional settings. Reviewing the importance of idioms in
enhancing cultural and communicative competence in an L2, this study will contribute to the field by
examining notions of Turkish EFL learners about learning English idioms.

Hence, this study was directed to seek answers to the research questions below:

1- What are learners' notions of

a. the classroom implementation for learning idioms
b. the use of visuals for idioms instruction
c. the contribution of idioms in daily language

2- What is learners' evaluation of the importance of learning idioms in English and what are the reasons
behind their evaluation?

18



REVIEW OF LITERATURE

In L2 learning, idioms instruction is an embedded area that covers vocabulary learning, cultural background
of the expressions, and communication space (Tirker, 2019). One of the key benefits of learning idiomatic
expressions is that it is considered as an essential technique for improving communication (Ta'amneh, 2021).
Simpson and Mendis (2003) noted that learners' competence in understanding and using formulaic language
covering idioms is a sign of their native-like fluency in an L2. As addressed by Cooper (1999), idioms provide
learners with particular vocabulary to help them understand the target language effectively. Vasiljevic (2015)
emphasized that idioms with a high frequency are most likely to be retained in authentic language usage.
Yet, this situation may even cause problems, as people are liable to focus on meaning rather than form.
Hence, inferring an idiom correctly eradicates the communication breakdown, disregarding the exact
wording of the phrase (Vasiljevic, 2015). In addition, as directed by Nguyen et al. (2022), studying idioms
canenable students for cultural practices.

Based on the connection between the retention of information and the establishment of links between the
lexical items, Vasiljevic (2015) suggested that idioms need to be introduced in sets and presented as
"systematic linguistic realizations of specific conceptual metaphors" to promote learning (p. 7). As desctribed
by Vasiljevic (2015), the well-known principles of the retrieval of information from the long-term memory
such as noticing, encoding, storage and retrieval sustains the learning of idiomatic phrases. Firstly, learners
should be provided with multiple encounters with the target phrase to endorse their saliency and facilitate
the apprehension of the metaphorical sense behind the idioms (Nation, 2011; Vasiljevic, 2015). Secondly,
learners should be exposed to appropriate learning tasks and activities to direct their attention to the usage
of figurative expressions (Vasiljevic, 2015). After noticing, the idioms should be transcoded into the memory
for storage and later retrieval. Once effectively integrated into instruction, these stages can facilitate the
retentions of idiomatic expressions and help learners internalize the figurative meanings of idioms. In this
sense, teachers are responsible to provide suitable tasks and activities to accomplish these levels and
consolidate learners' knowledge on patticular issues. Asl (2013) suggested that context has a positive impact
on teaching English idioms and the positive long-term effect of idioms affect retention in L2 teaching.
Gibbs (2011) declared that when encountered in isolation, it can be hard to understand the metaphorical
meaning of the idioms, yet in a realistic discourse context, it will be easier to understand the figurative
speech.

There may be some distinctions in the way idioms are learnt in a native language and a foreign language.
Sambursky (2020) sketched that learning idioms may be problematic not for native speakers but for non-
native speakers as they have limited or no opportunity to experience the real context of idioms. As
interpreted by Vasiljevic (2015), learners acquire idioms through exposure and repetitive encounters with
idiomatic expressions and this helps them internalize the metaphorical sense of the idioms in their native
language. However, in an L2, the processing of idioms in daily language usage may decelerate due to a
number of factors. Primarily, learners may not be aware of the figurative usage of the phrases (Vasiljevic,
2015). Next, even if they are conscious of the figurative usage of idioms, they may lack vocabulary and
linguistic knowledge to decode the meaning of the figurative idioms. Besides, lacking vocabulary may hinder
learners to recognize the syntactic meanings of the idioms (Vasiljevic, 2015). As stated by Charteris-Black
(2002), understanding the grammatical and lexical elements of idioms may not be sufficient to comprehend
their figurative meaning. It is strained for most learners to comprehend the meaning of idioms since their
literal meaning may not always be associated with its literary meaning (Straksiene, 2009; Ta'amneh, 2021).
Furthermore, when idioms share a cultural background, it may also become more stringent for the learners
when they encounter metaphorical themes in idioms that are not represented in their culture (Boers &
Demecheleer, 2001; Vasiljevic, 2015). Although L2 learners can find it challenging to understand the
figurative expressions in the target language, they will encounter idioms in different forms of both spoken
and written discourse (Cooper, 1999).

As highlighted by Nguyen et al (2022), when EFL learners are exposed to idioms and their meanings, they
familiarize themselves with the English culture. Simpson and Mendis (2003) suggested the presentation of
idioms in authentic contexts instead of fictitious ones that appear in course books or introduced by teachers.
As described by Simpson and Mendis (2003), "Idioms can be taught from a discourse petspective rather
than as isolated lexical items with attention not only on their immediate context but also to their
sociopragmatic and interactional features" (p. 438). Nguyen et al. (2022) discusses that although idioms
instruction is refrained in language teaching, learning of idioms with their appropriate usage is highly
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significant for academic language, in everyday usage particulatly for students at the higher education level.
Translation of the idioms may also be problematic due to the fact that idioms can be perceived differently
in distinct contexts of language usage (Nguyen et al. 2022). Liontas (2002) found that L2 learners were eager
to learn idioms as a part of their language and culture training, their performances can be predicted by the
tasks that they engage, and they feel that learning idioms are important. Hence, he suggested a more regular
and systematic introduction of idioms, ignoring what approaches they follow for idiomatic learning.

Recent research underlines the importance of explicit instruction, contextual support, and memory-related
processes to maintain an effective process for learning and retention of English idioms in L2 classrooms.
The studies that focused on teaching L.2 idioms yielded promising results in terms of visuals (Aydin, 2017),
translation scores from the source language to the target language and the reverse (Elkilic, 2008), the impact
of culture (Rizq, 2015), and the challenges in learning idioms (Nguyen et al., 2022) used in the process of
teaching idioms. Some more recent studies highlight the use of technology in teaching 1.2 idioms including
tools such as YouTube videos (Vongpumivitch et al., 2023), computer-assisted language learning (CALL)
systems (Cucchiarini et al., 2023), and even the use of mobile assisted language learning (MALL) applications
for learning idioms and idiomatic expressions in a specific target language (Wu et al., 2023). What is reflected
through these studies is that instruction of L2 idioms covers multifaceted approach that combines explicit
instruction, cultural and contextual integration, and technology-enhanced tools.

In a quantitative study, Elkilic (2008) examined the translation performance of 71 learners of English in
three distinct categories of English idioms: transparent, opaque/ common, and opaque/ uncommon. The
results revealed that learners' understanding level of transparent and opaque/common idioms was higher
than their level in opaque/uncommon idioms. According to the findings, no significant difference was
reported to exist between intermediate and advanced learners in comprehending the idioms in all categories.
Yet, the study reported a significant difference between the subjects to all groups of idioms for the answers
from Turkish to English and English to Turkish. In a qualitative study in which 10 ESL teachers reflected
their perceptions through eight survey questions, Rizq (2015) found out that although teachers thought that
learners find it hard to learn idioms, they valued great importance on idioms in EFL instruction. Moreover,
they reflected that idioms and culture are closely related.

Aydin (2017) conducted an experimental study in 3 groups of 152 EFL learners enrolled in an English
Language Teaching Department. The participants' L1 background was Turkish. In the course of the study,
they were given the most frequently used 50 idioms. Learners were tested in three groups of strategies as
"context out" in which the target idioms were introduced explicitly, "context in", in which idioms were
introduced with their definitions and their context in sentences, and finally, "the mental imaging technique”
in which idioms were presented both visually and verbally. The results demonstrated that among these
techniques, mental imagery technique proved to be the most effective. Hence, it was concluded that literal
and figurative aspects of the selected idioms enhanced learning and recalling of idioms. Another notable
finding was that the results supported Dual Coding Theory (Paivio, 1986), which posits that combining
verbal and non-verbal information enhances memory and supports language acquisition. This principle also
applies to idiom learning, as pairing idioms with visual imagery has been shown to enhance retention (Boers
et al., 2008). Based on this, multimodal input—particulatly visual stimuli—can significantly facilitate idiom
learning. In a more recent study, Nguyen et al. (2022) investigated the challenges and strategies in learning
English idioms used by 150 Vietnamese undergraduate EFL learners enrolled in an English-medium
instruction program employing a mixed method design. Data were collected through an online survey and
interviews with the learners. The findings revealed that most of the students have difficulty learning and
noticing idioms resulting from inadequate knowledge of cultural background and the context of usage, lack
of opportunity for authentic usage, and limited knowledge from translation courses. These results did not
indicate any significant difference between the low and high proficiency learners in experiencing these
problems. Among the strategies used by the learners, guessing the meaning of the idiomatic phrases, learning
idioms through keywords, using a variety of sources proved to be the most frequently used strategies in
learning idioms. Similar to the results of this study, Apridayani et al. (2023) found that EFL learners at a
Thai University faced challenges such as limited cultural knowledge and difficulty understanding idioms out
of context. Hence, participants reported using memorization strategies to overcome the challenges they
faced in learning English idioms. From the perspective of these studies, the role of cultural competence,
contextual exposure, and using strategies for learning is once again emphasized for the effective acquisition
of idiomatic expressions in an 1.2.
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METHODOLOGY
Research Design

The study is based on a mixed-method design that incorporates both qualitative and quantitative research
(Dornyet, 2007). The quantitative process involves a questionnaire with 27 items and the qualitative process
engages the analysis of an open-ended question in the questionnaire.

Participants

The participants were 80 EFL learners (F=53; M=27) with native-Turkish language background. The
participants were all A2 level English learners. Their level was identified after they completed A1l English
level and took two standardized tests in their department in the previous term. The participants were
enrolled in three distinct disciplines in the Education Faculty at a state university in Turkiye. Their age
ranged between 19-24. They all consented to participate voluntarily in the study.

The instrument

In this study, a questionnaire that interrogates the notions of EFL learners on learning English idioms in
English classes was employed. The questionnaire was originally formed by Liontas (2002) with two sections.
For this study, only part IT was adapted to examine learners' ideas about learning English idioms. Part IT in
the original questionnaire involved 44 items, yet 21 of the total items were included in this study as others
were about performing idioms and the assessment process of learning idioms. This study did not involve
an assessment procedure, hence the questionnaire in this study involved 24 items. The first three items asked
for the demographic information of the respondents regarding their age, gender, and native language. The
items 4-23 covered the questions for learners' notions about learning English idioms. These items were
prepared using a 5-point Likert scale format. This form asked participants to rate the relevant question types
on a scale from 1 to 5. The last item (I24) was asked learners to make an evaluation of the process of learning
English idioms to investigate their notions in an open-ended question form. A pilot study was conducted
with five EFL learners to get feedback on the clarity, language, and relevance of these items. The
questionnaire, which is originally in English, was translated into Turkish language by the researcher to
eliminate any meaning deficiency in English version. In the pilot study, the translated items were validated
to improve item clarity. The value for Cronbach's Alpha was found « = .90 indicating a highly reliable internal
consistency for the questionnaire items.

Data Collection

The data were collected through a questionnaire that was generated on an online survey program and the
questionnaire was shared with the participants through the online link supplemented by the program. Data
collection process was completed in the classroom environment after participants received feedback based
on the meaning and usage of the idioms under task. Learners could participate in the questionnaire by
clicking on the survey link that was shared with them through an online communication platform. The
whole process of data collection was administered in the Spring Semester in 2023.

Data Analysis

For the data analysis, both qualitative and quantitative procedures were followed. For the quantitative
analysis, the mean values, standard deviation, and the percentage values were measured through a statistical
package program, SPSS 21. For the qualitative analysis, thematic analysis was applied consisting of six stages
(Braun & Clarke, 2000). The researcher and a colleague coded the themes based on the qualitative findings
for the inter-coder reliability. Using the percent agreement method, the inter-coder reliability was estimated
90%.

The procedure

Initially, the idioms were randomly selected from Penguin Reader Idioms Book. The random selection
ensured that the items represented a diverse and unbiased sample of idiomatic language and were not
influenced by learners' prior exposure ot curriculum-based familiarity. This approach aligns with the study's
aim of exploring learners’ perceptions of idiom learning rather than focusing on specific frequency or
thematic categories. After that, students were given a multiple-choice test (Fuhrman, 1996), involving 24
selected idioms to assess their knowledge of the meanings and usage of each idiom. This test covered four
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multiple choice options, all provided in Turkish language while the final option indicating 'T don’t know'.
Based on the results, nine of the idioms were extracted from the list and 15 idioms that proved to be
unfamiliar to the students were selected for inclusion in the instructional phase of the study. Later, the
students were given activities with 15 English idioms through a task-based design (Ellis, 2003) during two
following English courses.

in "pre-task", the target idioms were introduced to the students with their Turkish equivalents and their
usage in specific situations. The literal meanings of the Turkish equivalents of the proverbs were checked
through the official website of Turkish language dictionary at https://sozluk.gov.tr/. After that, in "during
task" process, the students were given 15 sentences involving target idioms to be translated into Turkish.
Each of these sentences are written to showcase how idioms function within sentences, mirroring their
figurative meanings in specific contexts. For the completion of the translation tasks, participants were given
seven days. The procedure of the tasks was designated through a remote learning program operated by an
online education system called AYDEP that was used by the university in which the students were
registered. Learners were asked to upload their translation tasks in the program. At the end of the translation
procedure, the tasks were examined by the researcher. Finally, in the "post-task" process, participants were
given feedback about the proper translations of the sentences with English idioms into Turkish and also
their usage in specific contexts. The list of the English idioms translation test is available in Appendix A.
Later, participants were asked to participate in the questionnaite that examined learners' notions about
learning English idioms through a task-based design. It is important to note, however, that the aim of this
study was not to measure performance of participants in learning idioms, but rather to explore learners’
notions about the process of idiom learning following instructional exposure. The procedure of the research
is illustrated in the figure 1 below.

[ = ] =

*The e The * Feedback about * Examination « Analysis of
introduction of translation of the equivalent of the learnes' both qualitative
the target idioms th; sentences meanings of notion about and quantitative

with idioms idioms in the learning data

sentences

Figure 1. The procedure of the research design in the study
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FINDINGS

1a- What are learners' notions of classroom implementation for learning idioms?

Table 1. Learners' notions of classroom implementation in learning idioms

Items Completely  Agree Neutral  Disagree Completely X
agree Disagree
f % f % f % f % f %

14- Idioms should be included in the foreign 23 28.75 47 5875 9 1125 1 1.25 - - 415

language curriculum.

15- Idioms should be used for classtoom 25 3125 47 5875 7 875 1 125 - - 4.18
practice and testing.

16- Idioms study should progress from the 33 4125 29 3625 13 1625 5 6.25 - - 412
most frequent ones to the less frequent ones.

17- When learning idioms, presentation style 27 33.75 42 525 9 1125 2 25 - - 4.17
and activity format should be varied.

18- I learn idioms best when they are 28 35 43 5375 9 1125 - - - - 4.23
accompanied by a variety of activities.

19- Idiom activities should make sense to me. 19 2375 52 65 6 75 3 375 - - 4.08
110- When learning idioms, one should start 29 3625 39 4875 10 125 2 25 - - 4.18
with the most useful ones.

111- T can often figure out an idiom from an 14 17.5 43 53775 18 225 4 5 1 1.25 3.81
equivalent one in my language.

112- It is useful to me to predict the meaning 13 16.25 56 70 9 1125 2 25 - - 4
of idioms.

113- I like to know what other strategies I can 26 32.5 46 575 7 875 1 125 - - 4.21
use to make sense of better sense of idioms.

114- T like to be taught specific strategies in 26 325 45 5625 6 75 2 25 1 1.25 4.16
learning idioms in foreign languages.

115- I like to be taught the skills and processes 28 35 43 5375 9 1125 - - - - 4.23
necessary to create meaning from idiomatic

texts.

The majority of the participants (M=4.15) were in favour of integrating idioms instruction in the foreign
language curriculum. A great deal of the participants showed agreement on the ideas that idioms should be
used for classroom practice and testing (M=4.18) and when learning idioms, the learners should start with
the most useful ones (M=4.18) and should progress from the most frequent ones to the less frequent ones
(M=4.12). The participants also agreed that when learning idioms, presentation style and activity format
should be varied (M=4.17), these activities should be meaningful (M=4.08), and they learn best when these
activities are varied (M=4.23). Regarding the meaning of the idioms, more than half of the participants
revealed that they can figure out an idiom when it has equivalent in their .1 (M=3.81) and it is also useful
for them to predict the meaning (M=4). The majority of the participants also stated that they would like to
be informed about effectivestrategies that assist them to figure out the meaning of an idiom (M=4.21), as
well as the skills and processes that help them understand the texts with idiomatic expressions (M=4.10).
They also expressed interest to specific strategies for learning English idioms (M=4.16), and being taught
the necessary skills and processes to construct meaning from idiomatic texts (M=4.23).
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1b- What are learners' notions of the use of visuals for idioms instruction?

Regarding learners' notion of the use of visuals for learning idioms, the results were examined. Table 2
below shows the frequency, percentage, and mean values for each item.

Table 2. Learners' notions of the use of visuals in learning idioms

Items Completely  Agree Neutr  Disagree Completely x
agree Disagree
f % f % f % f % f %
116- Verbal (textual or audio) and visual 40 547 37 4625 3375 - - - - 4,46
information (graphic, photographic, or
video-graphic) help activate my knowledge
of idioms.
117- Tllustrations and graphics support the 44 55 32 40 45 - - - - 4.5
study of idioms.
I18- Incorporation of idiom graphics and 40 547 37 4625 3375 - - - - 4.46

illustrations should be a main part of
instructional activities.

The findings relating to learners’ ideas on the use of visuals for the instruction of idioms, nearly all ofthe
participants agreed that verbal and visual information help them activate their knowledge of idioms
(M=4.46), illustrations and graphics support their study of idioms (M=4.5), and these illustrations and
graphics should be a main part of the instructional activities (M=4.40).

1c- What are learners' notions of the contribution of idioms in authentic language?

Regarding learners' notion of the contribution of idioms in authentic language, the results were analysed.
Table 3 below shows the frequency, percentage, and mean values for each item.

Table 3. Learners' notions of the contribution of idioms in authentic language

Items Completely Agree Neutral Disagree Completely x
agree Disagree
f % f % f % f % f %
119- Idioms should be current, 32 40 45 5625 2 25 1 1.25 - - 4,35
interesting, and useful in real-life
situations.
120- T like to learn idioms along with the 32 40 43 5375 5 625 - - - - 4.33
texts and contexts that support their use.
121- Idioms should be presented in a 37 4635 38 475 4 5 1 125 - - 4.37
manner that mirrors real-life language use.
122- Authentic audio video recordings 30 37.5 41 5125 6 75 3 375 - - 4.22
and real texts should accompany the study
of idioms.
123- 1 think idioms are useful in everyday 33 4125 38 475 8 10 1 175 - - 4.28

communication.
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In reference to findings relating to learners' ideas of the contribution of idioms in authentic language, the
majority of the participants agreed that idioms should be current, interesting, and useful in real-life situations
(M=4.35) and they like learning idioms along with texts and contexts that support their use (M=4.33). Most
of the learners also supported the idea that idioms should be presented in a manner that reflects real-life
language use (M=4.37), idioms are useful in everyday communication (M=4.28), and that authentic audio-
video recordings and real texts should accompany idioms instruction (M=4.22).

2- What is learners' evaluation of the importance of learning idioms in English and what are the
reasons behind their evaluation?

Regarding item 24 that interrogated learners' evaluation of the importance of learning idioms in English,
using a scale of 1-5 (with 1 indicating the least importance and 5 the most importance), the majority of the
learners (=67; %91.7) rated it between 3 and 5, with an average of 4.11 in English.

With reference to the reasons for attaching importance to learning English idioms in EFL learning, the
qualitative data was analysed. The findings of the thematic analysis brought up 10 themes that revolved
around the importance and benefits of learning idioms. The results are shown in the graphic 1 below.
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B The results of the thematic analysis

Graphic 1. The results of the thematic analysis

For the importance of the idioms, participants noted different aspects about the role of idioms in learning
a foreign language. Focusing on the necessity of idioms, P2 wrote that:

"Idioms are the backbone of a language. I don't think some words can be fully understood without idioms".

Some participants compared the role of idioms in their native language with their role in the target language.
In this issue, learners revealed that "Just as we use idioms to strengthen the meaning or facilitate the expression when
speaking Turkish, I think it is the same in English" (P4).

"Because while saying some words in Turkish, idions become more useful and meaningful. Using it when speaking in English
and learning idioms in langnage instruction shows that you have a command over the langnage, and it becomes more useful and

meaningful”" (P23).
Proverbs and idioms, as in Turkish, are important for making the narration effective and easy to understand, ete. (P32).

In daily conversations, embellishing sentences with varions rbetoric in other languages as well as in Turkish is remarkable,
reinforcing and helpful in terms of expression. For this reason, knowing the idioms in English and using them effectively allows



you to express yourself more eastly (P47).

Just as we use Turkish idioms in sentences in daily life, the same things are applicable for English. They are important for
reinforcing thought and sentences in English conversation (P706).

Some participants emphasized the role of idioms in improving speaking skills of the learners. They noted
that

"When speaking in English, it is important to use an idiom that sums it up when we can't explain things properly” (P15).

"It is important to learn and use idioms, not only to speak ignorant English, but to excpress yourself better and to exalt yourself
in the eyes of other people, even by speaking at a cultural level and excpressing yourself better’" (P25).

"Because idioms show the wealth of the langnage. I think that knowing the idioms helps to speak the language more accurately
and fluently" (P20).

Some of the participants also addressed the ambiguity meaning when they cannot make sense of the idioms
and when they come across with them in a sentence or a text. Upon this issue, they wrote that:

"Becanse when we write it in the translation, the meaning is not understood, and it causes semantic confusion. When we know
the idioms, we can easily solve this problem. We don't feel confused” (P9).

"I'm undecided because I haven't come across idioms much yet, of course, too much information doesn't hurt, but 1 haven't been
able to learn English yet, it still seems very difficult to me, so I have such a hard time with idioms, for example, while Gold
corvesponds to gold for me, the golden in the idiom (a golden handshatke) is completely work-related, that is, difficnlt’ (P59).

DISCUSSION

Regarding learners' notions of classtoom implementation for learning idioms, the data suggested that most
of the respondents supported the idea that idioms instruction should be integrated in the foreign language
curriculum, classroom practice and testing should involve idioms with a variety of engaging and meaningful
activities, and the instruction should begin with the most useful and frequent idioms. Moreover, as indicated
by the results, they reinforced the view that when an idiom has an equivalent in their native language, they
can figure out or predict the meaning of target idioms. The majority of the respondents also reassured that
they would like to be informed about the meaningful and specific strategies, and skills and processes that
help them attribute meaning, understand, and learn the usage of idiomatic expressions in English. These
results should be taken into account when organising activities based on idioms instruction. As promoted
by Vasiljevic (2015) high frequency idioms should be premised. Moreover, the instruction process should
make sense to the learners in terms of understanding the figurative and cultural aspects of idiomatic
expressions (Straksiene, 2009; Ta'amneh, 2021; Vasiljevic, 2015). As governed by Nguyen et al. (2022),
studying idioms enable learners for cultural practices. Similarly, as directed by Kramsch (1993), the
instruction of an 1.2 should reflect the culture of both the target language and the source language. As stated
by Byram (2013), the intercultural ability of the learners develops as they gain insight into understanding
connections and distinctions in both languages. Hence, the connection between the L1 and L2 is vital for
promoting learning and performance in the target language (Byram, 1991).

Regarding the learners' notions of the use of visuals for learning idioms, the results demonstrated that nearly
all of the participants directed that verbal and visual information help them activate their knowledge of
idioms, illustrations and graphics support learning of idioms. They also favoured the idea that once learning
idioms in English, these illustrations and graphics should be a main part of the instructional activities. On
account of these results, The Dual Coding Theory points to the importance of introducing information in
visual forms. Initially formulated by Paivio in 1971, the Dual Coding Theory postulated that retention of
information is enhanced by the visual and verbal codes. Although these two functions seem independent,
they are truly interconnected as input is operated at both visual and verbal levels. This aspect is also
applicable to learning the idiomatic phrases as shown by several studies (Boers et al., 2008; Boers et al.,
2009). Upon the same issue, Sambursky (2020) stated that introducing idioms provided with their literal
aspects of the figurative meaning may enhance particularly low level of learners' metaphorical competence.
His study proved that a combination of the literal and figurative sense was helpful for learners. Hence, the
integration of literal and figurative elements of idiomatic expressions through visualization facilitates
learners to establish a conceptual connection between both, thereby enhancing the comprehensive
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understanding of the accurate figurative interpretation (Sambursky, 2020).

The findings relating to learners' ideas of the contribution of idioms in authentic language, most of the
respondents pointed to an instruction maintained by contemporaty, interesting, and useful idioms in real-
life situations and usage. The findings also confirmed that the participants prefer learning of idioms along
with texts and contexts that support usage in everyday communication accompanied by authentic instruction
materials. These results build on existing evidence on the effectiveness of exposure to authentic language in
the process of foreign language education (Gilmore, 2007). As framed by Gilmore (2007), "presenting
learners with catefully selected authentic language to work with in the classtoom" will help learners to
distinguish from natural and non-idiomatic phrases (p.10). In line with the descriptions in the literature, the
presentation of idioms in an authentic context through a prism of discourse for everyday usage will help
learners to retain their sense and use them propetly (Liontas, 2002; Nguyen et al., 2022; Simpson & Mendis,
2003; Vasiljevic, 2015). It was also specified that idioms locate a practical way for improving the interactional
and communication skills of L2 learners (Coopet, 1999; Gibbs, 2011; Ta'amneh, 2021).

With reference to the rating of the importance of learning English idioms, the results signified that learners
attach great importance to learning idioms. Concerning the undetlying reasons for the rate of importance,
the results of the thematic analysis depicted that, ten interrelating themes emerged labelled as "entertaining",
“yocabulary growth”, “support accuracy and fluency”, “important for the aesthetic use of the language”,
“important for culture”, “help understand the whole sentence”, support the core meaning”, “frequently
used in daily communication”, “required in language learning”. These emerging themes reinforce the
importance of idioms in building vocabulary (Charteris-Black, 2002; Cooper, 1999; Vasiljevic, 2015),
consolidating meaning (Cooper, 1999; Crystal, 1991) and cultural information (Nguyen et al. 2022), and

upgrading communication skills (Ta’amneh, 2021) in language learning.

In association with the justifications of the importance of learning idioms, respondents implicated manifold
points. It was noted that idioms are like the backbone of a language, and they are required for understanding
the expressions in the target language. Some of the participants compared the role of idioms both in their
native language and the target language and noted that idioms are useful, reinforces the sense of the
expressions and narrations, and they embellish the expressions in daily conversation both in an L1 and L.2.
Some of the participants emphasized the role of idioms in boosting speaking skills, to express themselves
better, and to speak the target language more accurately and fluently. Once run across in a discourse style,
the ambiguity in meaning of the unfamiliar idioms was also addressed. In this issue, some of the respondents
pointed out that if they are not much familiar with the exact meaning of idioms, they may feel confused due
to the implicated sense of the figurative and metaphoric forms of the idioms to grasp their correspondence.
Linked to these results, respondents draw attention to the importance of idioms in learning a foreign
language, reviewing the role of the figurative language in improving oral skills, inferencing meaning from a
written or spoken discourse in daily language use, oral skills, and building cultural bridges between their
native language and the target language. Given these points, an important aspect highlighted by these results
is that learning idioms is not without its challenges. Hence, it is essential to consider the challenging areas
such as lack of vocabulary knowledge on the literal meanings of the idioms, cultural background of the
metaphorical themes, the context, and the figurative sense of the idioms being learnt (Boers & Demecheleer,
2001; Charteris-Black, 2002; Vasiljevic, 2015).

CONCLUSION

This study was directed to examine the notions of EFL learners on learning idioms in the target language.
The results indicated that learners consider learning idioms as an important part of understanding figurative
language and improving vocabulary and communication skills. The findings also demonstrated that learners
need a variety of activities supported by authentic and contextualized exposure to idioms in English. As
reflected by the findings, an equivalency in the meaning of idioms across L1 and L2 helps learners retain
the meaning and usage of the idioms. Moreover, it was also displayed that it is much easier to learn idioms
when accompanied by visual aids. The data showed that learners were in favour of being informed about
the specific and useful strategies in learning idioms in the target language.
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Limitations and Further Research

This study was limited to investigating the perceptions of 80 EFL learners on learning a restricted number
of idioms through a translation task in a task-based design. Conducting a study with more participants and
focusing on a larger number of idioms may yield more comprehensive results. Furthermore, this study
implicated learners’ notions about learning idioms in short span. Implementing longer instruction process
would direct further aspects of learning idioms in a target language. In addition, researchers can consider
using different approaches and methods to obtain a more comprehensive and objective understanding of
learners’ experiences with learning English idioms. In this regard, as evidenced by the results, benefitting
from the visualization techniques, along with the facilitative role of learners’ L1, can enhance the
effectiveness and retention of idioms in a target language.
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Appendix A
English Idioms for Turkish Translation Test

No SENTENCES

1 The Managing Director of the company was given a golden handshake of $200.000 when he
left the company.

2 Psycho was one of the most hair-raising films I’ve ever seen. I was really terrified most of the
time.

3 My father flew off the handle when I told him that I had damaged his car. I don’t think I've
ever seen him so angry.

4 When I was young, I always had to mind my Ps and Qs when visiting my Aunt Matilda.

5 Although the CD player I bought was second-hand it was in very good nick. In fact, it looked
almost new.

6 Most of the students were on tenterhooks waiting for their exam results to be pinned up on the
notice board.

7 Your father is a bit long in the tooth isn’t he to be still going to discos!

8 There were several gate crashers at Peter’s party on Saturday.

9 Whenever Robert gets the blame for something, he always tries to pass the buck.

10 I must have a kip for half an hour. I'm feeling really tired after my flight.

11 My father had to pull a lot of strings to get me a summer job working at the local hospital.

12 The comedian was really funny and had the audience in stitches all night.

13 Don’t ask James to do the washing-up. He’s all fingers and thumbs and is bound to break or
drop something.

14 Don’t listen to him. — He always talks through his hat!

15 The painter spent busman's holiday painting his own house.

GENISLETILMIS OZET

Deyimler, genellikle birden fazla kelimeden olusan ve bu kelimelerin tek tek anlamlarindan farkli, mecazi bir
anlam tagtyan kaliplagmis ifadelerdir. Deyimlerin tanimlari, genellikle bu yapilarin icinde yer alan kelimelerde
degisime izin vermeyen, ayrimaz Ozelliklerine vurgu yapar (Baker, 1992). Genel hatlariyla deyimler,
kaliplagsmis ifadeler olmalari nedeniyle bir bitiin olarak 6grenilmesi gereken, bicimsel olarak sabitlik gdsteren
ve s6zdizimsel ile anlamsal acidan sinirh, ¢ok sézcukli dil birimleri olarak tanimlamuslardir (Alexander, 1987,
Baker, 1992; Crystal, 1991). Deyimler genellikle ait olduklar: dilin kultiirel yoniinii yansitirlar. Bir dilde
kullanilan deyimlerdeki s6zctiklerin yerleri ya da bigimleri kolayca degistirilemez. Gerek anadil 6gretiminde
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gerekse yabanct dil 6gretiminde; deyimler genellikle edebi ve kiltiirel ifadeler olarak karsimiza cikar. Bu
nedenle deyim 6gretimi, deyimlerin kullanimindaki mecaz anlamlarin ve kilttirel unsurlarin anlagiimasint
saglamak amaciyla dil 6gretimi ve 6greniminin ayrilmaz bir parcast haline gelmistir (Apridayani vd., 2023).
Deyimsel ifadeler giinlik dilde hem s6zlii hem yazilt séylemlerde siklikla ortaya ¢iktigt icin (Miller, 2020), bu
ifadelerin anlasilma diizeyi, dil yeterliligi siirecini dogrudan etkilemektedir (Cooper, 1999). Ikinci dil (I.2)
olarak Ihgﬂizce ogreniminde deyimler, sadece kelime bilgisini degil ayni zamanda mecazi anlami, kilttrel
farkindaligi ve iletisim becerilerini kapsayan ¢ok boyutlu bir dilsel yapilardir (Ttrker, 2019). Deyimlerin hem
yazili hem sézIi dilde siklikla kullamlmasi, onlarin 6grenimini dnemli kilmakta; ancak anlamlarinin bire bir
kelime diizeyinde ¢6ziimlenememesi, kiilttirel referanslar icermesi ve baglamdan bagimsiz diistiniilememesi
nedeniyle 6grenilmesini giiclestirmektedir (Sambursky, 2020; Vasiljevic, 2015). Deyimlerin bu 6zellikleri,
onlarin bagka bir dilde kullanimint ve 6grenilmesini de etkilemektedir. Bu baglamda, bu ¢alisma, anadili
Tiirkce olan Ingilizceyi yabanct dil olarak égrenen 6grencilerin Ingilizce deyim 6grenimine iliskin algilarini,
sinif i¢i uygulamalara dair degerlendirmelerini ve deyimlerin dilsel ve kiltiirel katkilarina yonelik gériislerini
incelemeyi amaclamaktadir.

Aragtirma, karma yontem desenine dayanmaktadir (Dérnyei, 2007). Nicel veriler, Liontas (2002) tarafindan
gelistirilen ve bu caligmaya uyarlanan 24 maddelik bir anket araciligiyla toplanmistir. Anketin 21 maddesi
besli Likert 6lgegi ile hazirlanmus olup, son madde acik uglu bir soru olarak diizenlenmistir. Nitel veriler ise
bu a¢ik uglu soruya verilen yanitlarin tematik analizi ile degerlendirilmistir (Braun & Clarke, 2006). Anketin
i¢ tutarhhik katsayist Cronbach Alpha degeri o = .90 olarak hesaplanmis, bu da yitksek diizeyde giivenilirlik
gostermektedir.

Calismaya, yaslart 19-24 arasinda degisen, anadili Tiirke olan ve A2 diizeyinde Ingilizce bilgisine sahip 80
Ingilizce 6grencisi (Kadin = 53; Erkek = 27) katlmustir. Katilimeilar, Tiirkiye’de bir devlet iiniversitesinin
Egitim Fakiltesi bunyesindeki t¢ farkli bolimde 6grenim gérmektedir. Veriler, cevrim ici bir anket
platformu araciligiyla, sinuf ici uygulama sonrasinda toplanmustir.

Arastirma  siireci, deyimlerin 6gretimini iceren U¢ asamali gbrev temelli bir Ogretim tasarimiyla
gerceklestirilmistir. Ilk olarak, Penguin Reader Idioms Book’tan rastgele secilen 24 deyimi iceren coktan
se¢cmeli bir test uygulanmis ve Ogrencilerin tantmadigt 15 deyim belirlenmistir. Bu deyimler, iki haftalik
Ingilizce dersi kapsaminda gorev temelli etkinliklerle Ggretilmistir. "Gorev 6ncesi" asamasinda deyimler,
Turkce karsiliklariyla ve belirli baglamlarda kullanimlariyla tamtilmugtir. "Gérev stireci” asamasinda ise
6grenciler, hedef deyimleri iceren 15 cumleyi Turkceye cevirmis ve bu ceviri gérevlerini Giniversitenin
kullandig1 cevrim i¢i 6grenme sistemi olan AYDEP tzerinden yuklemislerdir. Gorevler bir hafta icinde
tamamlanmustir. "Go6rev sonrast” asamasinda ise, 6grencilere dogru ceviriler ve deyimlerin baglamsal
kullanimi hakkinda geri bildirim verilmistir.

Arastirmanin  sonunda uygulanan anket ile Ogrencilerin deyim &grenme siirecine iligkin goriisleri
toplanmustir. Bulgular, 6grencilerin deyimlerin anlamint daha iyi kavradiklarini, baglam icinde gorsel destekli
6grenmenin kalictigy artirdigini ve kiltiirel boyutun deyim 6greniminde énemli bir unsur oldugunu
dustindiiklerini ortaya koymustur. Ayrica, 6grenciler deyimlerin iletisimsel yeterlilik kazanmada ve gercek
yasam diliyle bag kurmada 6nemli oldugunu ifade etmistir. Katilimeilarin ¢cogu, yabanct dil mifredatinda
deyim 6gretiminin yer almasint desteklemis ve deyimlerin sinif icinde anlaml, gesitli etkinliklerle 6gretilmesi
gerektigini belirtmistir. Stk kullanilan deyimlerden baslanarak ilerlenmesi gerektigi vurgulanmis, deyimlerin
ana dillerinde kargiliklarinin olmasinin anlamayt kolaylastirdigi ifade edilmistir. Ayrica, katilimcilar deyim
anlamint ¢6zmede etkili stratejiler ve gerekli beceriler konusunda bilgilendirilmek istediklerini dile
getirmislerdir. Ilaveten, katiimcilarin bilyiik ¢ogunlugu, deyim 6gretiminde gorsellerin etkili oldugunu
belirtmistir. Sozel ve gorsel bilgilerin deyim bilgisini harekete gecirdigini, goérsel ve grafiklerin 6grenmeyi
destekledigini ve bu materyallerin 6gretim siirecinin ayrilmaz bir parcast olmast gerektigini ifade etmislerdir.
Katilimcilarin ¢ogu, deyimlerin glincel, ilgi ¢ekici ve gercek yasamda ise yarar olmasi gerektigini belirtmistir.
Deyimleri baglam icinde ve metinlerle birlikte Ggrenmeyi tercih ettiklerini ifade etmislerdir. Ayrica,
deyimlerin gercek yasam dilini yansitacak sekilde sunulmasi, glinliik iletisimde faydali olmast ve 6gretiminin
Ozglin ses—gorunti kayitlart ile desteklenmesti gerektigi goriistinde birlesmislerdir.

Bu calisma, deyim 6gretiminde gbrev temelli yaklagim, gorsellerle desteklenmis ¢ok modelli 6grenme ve
kiltiirel iceriklerin butiinlestirilmesinin 6grencilerin 6grenme siireglerini olumlu yonde etkileyebilecegini
gostermektedir. Bu calisma, Ingilizceyi yabanci dil olarak 6grenen 6grencilerin hedef dilde deyim 6grenimine
yonelik goriislerini incelemeyi amaglamistir. Sonuclar, 6grencilerin deyim 6grenimini mecaz anlami kavrama,
kelime dagaragini gelistirme ve iletisim becerilerini artirma agisindan 6nemli bir unsur olarak gérdiklerini
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ortaya koymustur. Bulgular ayrica, dgrencilerin Ingilizce deyimlere 6zgiin ve belirli baglam temalari
araciligiyla sunulan cesitli etkinliklere ihtiya¢ duyduklarini gbstermistir. Elde edilen verilere gére, ana dil (I.1)
ile hedef dil (I.2) arasinda deyim anlami acisindan bir egdegerligin bulunmasi, égrencilerin deyimlerin
anlamint ve kullammint daha kolay hatirlamalarina yardimer olmaktadir. Ayrica, deyimlerin gorsel
materyallerle desteklenerek &gretilmesinin Ggrenme  siirecini 6nemli Olctide kolaylastirdigt da ortaya
konmustur. Veriler, 6grencilerin hedef dilde deyim 6grenimine yoénelik 6zel ve faydalt stratejiler hakkinda
bilgilendirilmeye istekli olduklarini da gostermistir. Tiim bu bulgular tizerinde yola ¢ikarak, arastirmacilara
ve dil 6gretmenlerine, égrencilerin Ingilizce deyim 6grenme deneyimlerini daha kapsamli ve nesnel bir
sekilde anlayabilmek icin farkli yaklastim ve yontemler kullanmalari Onerilmektedir. Bu baglamda,
gorsellestirme tekniklerinden yararlanmak ve 6grencilerin ana dilinin (L1) kolaylastirict rolind kullanmak,
hedef dilde deyim 6greniminin etkinligini ve kaliciligint artirabilir.
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ABSTRACT

This study examines the impact of the PDEODE (Predict-Discuss-Explain-Observe-Discuss-Explain) method on
academic intrinsic motivation in science education. The PDEODE method fosters a meaningful and engaging learning
environment through enhancing students' interactions with science. The research was conducted with 38 pre-service
science teachers at a public university in Turkiye. Over six weeks, students participated in chemistry laboratory activities
based on the PDEODE method, and their motivation levels were assessed before and after implementation using the
Academic Intrinsic Motivation Scale (AIM). The findings indicated that PDEODE activities significantly enhance
students' academic intrinsic motivation. Statistically significant improvements were detected in the motivational
dimensions of need for achievement, perceived expertise, and social acceptance. Additionally, laboratory activities
facilitated the improvement of students’ experimental skills, reinforced their self-confidence, and encouraged a more
positive attitude toward failure. The discussion stages were found to encourage students to express their thoughts more
confidently, thereby strengthening their motivation. In conclusion, the PDEODE method emerges as an effective
instructional model that not only enhances students’ scientific thinking skills but also increases their motivation. This
study highlights PDEODE as an innovative method to science education and offers insights into developing teaching
strategies that enhance students' engagement with scientific concepts.

Keywords: Academic intrinsic motivation, chemistry laboratory activities, PDEODE method, science education,
university students.

TaTGA Destekli Kimya Laboratuvari Etkinlikleri Yoluyla Akademik I¢sel Motivasyonun
Giiglendirilmesi

oz

Bu calisma, TaTGA (Tahmin Et-Tartig-Acikla-G6zlemle-Tartis-Acikla) yonteminin fen egitiminde akademik igsel
motivasyon uzerindeki etkisini incelemektedir. TaTGA yontemi, 6grencilerin fen bilimleriyle etkilesimini artirarak
anlamlt ve etkili bir 6grenme ortamu olusturmaktadir. Arastirma, Turkiye'deki bir devlet Giniversitesinde 6grenim géren
38 fen bilgisi 6gretmen adayi ile gerceklestirilmistir. Altt hafta stiresince 6grenciler, TaTGA yo6ntemine dayali kimya
laboratuvar etkinliklerine katilmis ve motivasyon seviyeleri uygulama éncesinde ve sonrasinda Akademik TIgsel

1 This study is based on the mastet's thesis entitled Evaluation of Academic Achievement Performance and Academic Intrinsic
Motivation of University Students Through PDEODE Tasks, submitted under the supervision of Prof. Dr. Melis Arzu
Uyulgan on January 31, 2023.
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Motivasyon Olcegi (AIM) kullanilarak degerlendirilmistir. Bulgular, TATGA etkinliklerinin égrencilerin akademik igsel
motivasyonunu &nemli élciide artirdigint géstermektedir. Ozellikle bagart ihtiyaci, uzmanlik algist ve sosyal kabul
boyutlarinda istatistiksel olarak anlamli gelismeler tespit edilmistir. Ayrica, laboratuvar etkinliklerinin 6grencilerin
deneysel becerilerini gelistirdigi, 6z giivenlerini pekistirdigi ve bagarisizliga karst daha olumlu bir tutum gelistirmelerini
tesvik ettigi belirlenmistir. Tartisma agamalarinin, 6grencilerin distincelerini daha 6zgtivenli bir sekilde ifade etmelerini
sagladigt ve boylece motivasyonlarint giiglendirdigi tespit edilmistir. Sonug¢ olarak, TaTGA yoéntemi, 6grencilerin
bilimsel diiginme becerilerini gelistiren ve motivasyonlarint artiran etkili bir 6gretim modeli olarak 6ne ¢tkmaktadir. Bu
calisma, TaTGA yontemini fen egitiminde yenilik¢i bir ydntem olarak vurgulamakta ve 6grencilerin bilimsel kavramlatla
etkilesimini giiclendiren yenilik¢i 6gretim stratejilerinin gelistirilmesine yonelik 6nemli ¢tkarimlar sunmaktadir.

Anahtar Kelimeler: Akademik i¢sel motivasyon, kimya laboratuvar uygulamalari, TaTGA yéntemi, fen egitimi,
Universite 6grencileri.
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INTRODUCTION

Achieving success becomes challenging when emotional factors are overlooked, as there is a strong interplay
between cognitive and emotional dimensions in learning (Duit & Treagust, 2003). Contemporary
educational approaches that recognize this relationship have increasingly focused on enhancing learners'
cognitive outcomes and positively influencing their emotional outcomes. Motivation, an essential emotional
dimension, is defined as the driving force that initiates and directs behavior (Di Serio, Ibafiez, & Kloos,
2013). Research has shown a positive correlation between students' motivation and their academic
achievement (Napier & Riley, 1985; Tuan, Chin, & Shieh, 2005). Students who are motivated to learn science
are generally expected to perform better than those who lack such motivation. In this context, the learning
environment plays a crucial role in shaping students' motivation towards science learning (Tuan, Chin, &
Shieh, 2005; Wang & Reeves, 2007). Recent studies have emphasized the importance of interactive and
student-centered learning environments for enhancing students' science learning motivation. For example,
inquiry-based learning environments in science laboratories have been shown to promote student
motivation by engaging learners both hands-on and minds-on activities (Hofstein & Lunetta, 2004; Lord,
2001). Laboratory experiences allow students to actively construct their knowledge, develop scientific skills,
and experience the process of scientific inquiry firsthand. This practical engagement fosters a deeper
understanding of scientific concepts and helps to maintain interest and motivation in science learning
(Hofstein & Mamlok-Naaman, 2007).

Furthermore, one of the recent researches suggests that laboratory-based science education can significantly
impact students' affective outcomes, including motivation, interest, and attitudes toward science (Abrahams
& Reiss, 2012). A well-designed laboratory learning environment not only provides cognitive benefits but
also positively influences students’ emotional experiences by making learning more meaningful and
enjoyable. When students are given opportunities to explore scientific phenomena through experiments,
they tend to exhibit higher levels of engagement and intrinsic motivation, which contribute to greater
learning success (Bennett, Lubben, & Hogarth, 2007).

In addition, the affective benefits of laboratory-based instruction can be enhanced by incorporating
elements such as collaborative learning and real-life problem-solving tasks. Studies have indicated that when
students collaborate in laboratory settings, they are more likely to develop positive attitudes towards science
and demonstrate increased motivation (Hofstein & Lunetta, 2004). In particular, connecting laboratory
experiments to real-world issues can make the learning experience more relevant and motivating for
students, thus increasing their willingness to persist in science-related tasks (Abrahams, Reiss, & Sharpe,
2013). These findings underscore the need for science educators to create laboratory learning environments
that prioritize not only cognitive outcomes but also affective dimensions. By fostering students’ motivation
through engaging laboratory activities, educators can help students develop a more positive attitude towards
science, leading to sustained interest and improved academic performance in the subject.

The Prediction-Observation-Explanation (POE) is a powerful instructional method designed to deepen
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students' understanding of scientific concepts by actively engaging them in a three-step learning process:
prediction, observation, and explanation. In this method, students ate first encouraged to predict the
outcome of an event or experiment based on their prior knowledge and experiences, justifying their
predictions to make their thought processes explicit. They then observe the actual results, allowing them to
compare these with their initial predictions, and finally, they reconcile any difference by developing
explanations that account for these outcomes. Through this structured method, students may have the
opportunity to learn independently at first, and over time, they can perceive the ideas or understandings that
may be agreed upon by the entire class. The POE method not only promotes independent thinking but also
increases cognitive engagement and motivation by encouraging active participation and critical reflection
(Cirakoglu, Toksoy, & Reisoglu, 2022). By engaging students through a structured process of prediction,
observation, and explanation, POE encourages an intrinsic curiosity that is essential for meaningful learning
experiences. Through this method, students are not merely passive recipients of information; instead, they
become active participants in their own learning, which inherently boosts motivation as they see themselves
contributing to the discovery of knowledge (Nalkiran & Karamustafaoglu, 2020). As students work through
the cycle of prediction, observation, and explanation, they strengthen their critical thinking skills, which can
have a positive impact on their achievement and attitudes towards science (Gernale, Duad, & Arafies, 2015).

The POE method begins with the prediction phase, where students are prompted to make educated guesses
about the outcome of a given problem or experiment. This phase is particularly effective in sparking interest
and motivation, as it requires students to actively engage with their prior knowledge and assumptions.
Making predictions offers students a sense of ownership and personal investment in the learning process,
which is often associated with higher levels of intrinsic motivation. Additionally, the prediction phase allows
students to express their individual ideas and perspectives, reinforcing a personalized learning experience
that is motivating and empowering.

In the observation phase, students test their predictions through practical experiments or hands-on
activities, which make abstract concepts more comprehensible and concrete. This active involvement not
only enhances their understanding but also fosters a sense of achievement and satisfaction, as students
witness the outcomes of their predictions unfold in real time. The opportunity to verify or modify their
initial assumptions based on observed results enhances students’ sense of competence and capability,
thereby supporting self-efficacy, a key component of motivation.

The final stage, explanation, prompts students to analyse and interpret their observations in the context of
science concepts. This reflective process solidifies their learning and encourages critical thinking, while also
reinforcing a deeper understanding of the subject matter. The opportunity to explain their observations
provides students with a sense of accomplishment and contributes to sustained motivation, as they see the
direct impact of their efforts on their understanding of complex topics.

This study extends this model with an additional “discussion” component, resulting in the PDEODE
(Predict-Discuss-Explain-Observe-Discuss-Explain) framework. This extended method aims to further
support student motivation and curiosity by allowing students to discuss the consequences of observed
events in more depth. By integrating hands-on activities, laboratory experiments and real-world problem-
solving tasks, POE and PDEODE foster a learning environment that is both meaningful and stimulating,
increasing students' intrinsic motivation and engagement with science. According to Self-Determination
Theory (Deci & Ryan, 1985), the fulfilment of the need for autonomy can significantly enhance intrinsic
motivation, particularly when students feel a sense of volition and control over their learning process. In
parallel, the theory of need for achievement posits that individuals are naturally driven to seek out new
challenges, which enhances their sense of competence. The PDEODE method aligns with these theoretical
frameworks by allowing students to make predictions, observe scientific phenomena, and construct
explanations based on their own reasoning. This approach fosters autonomy, promotes cognitive
engagement, and develops competence—three critical elements that enhance academic intrinsic motivation,
particularly in the context of science education.

This research contributes to the field of science education by introducing an innovative method that
leverages the PDEODE (Predict-Discuss-Explain-Obsetrve-Discuss-Explain) model to enhance students'
intrinsic motivation and comprehension of complex scientific concepts. By employing PDEODE-based
student worksheets, the study aims to foster an engaging learning environment that encourages active
participation, critical thinking, and collaborative exploration of scientific phenomena. Unlike traditional
methods, which may not fully address students' emotional and cognitive needs, this method integrates
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interactive, student-centered activities designed to promote both cognitive and affective outcomes, making
science learning more meaningful and motivating for students.

The novelty of this research lies in combining established POE principles with additional discussion
components, forming the PDEODE model to better support students' curiosity and sustained engagement.
Recognizing that intrinsic motivation and an interest in science are essential for academic success, this study
provides both a theoretical framework and practical guidance for educators in designing effective,
motivation-enhancing learning experiences. It also aims to explore the underlying mechanisms through
which PDEODE-based worksheets can improve students' motivation and science achievement, thus
offering valuable insights for the development of more effective and efficient science teaching strategies.
Notably, PDEODE-based activities encourage students to communicate and justify their ideas, creating an
interactive environment that promotes motivation through peer discussions and collaborative learning
(Dipalaya & Corebima, 2016; Lathifa, 2018). Additionally, PDEODE's constructivist design is shown to
increase student motivation by actively involving them in each step of the learning process, where they
predict outcomes, discuss these with peers, and revise their understanding based on observations and further
discussion (Kolati, Savander-Ranne, & Tiili, 2005).

In this context, the study's primary aim is to elucidate the impact of PDEODE activities on science students'
intrinsic academic motivation and related factors and to uncover the mechanisms and reasons behind these
changes. By investigating how this method influences students' intrinsic motivation and engagement with
scientific content, this study aspires to make a meaningful contribution to the advancement of innovative
and effective science teaching practices, alighing with modern educational and pedagogical trends to
improve science education quality comprehensively. This study aims to address the following research
questions:

e To what extent do PDEODE activities foster science students’ academic intrinsic motivation
within the context of chemistry experiments?

e  What are the students’ opinions regarding the impact of the PDEODE activities, as implemented
in chemistry experiments, on their academic intrinsic motivation?

METHOD
Research Design

In this study, both qualitative and quantitative data collection instruments were employed to examine
changes in the academic intrinsic motivation of the students. The aim was to accurately convey the
knowledge expected to be learned in the chemistry laboratory experiments, and an explanatory case study
design was chosen. Explanatory case studies are particularly suitable for investigating causal relationships
and for exploring complex processes that cannot be adequately explained by experimental or survey
methods (Yin, 2003). In such studies, researchers seek to answer "why" and "how" questions, offering
explanations about various variables related to individuals or groups, providing detailed information
regarding potential scenarios, and in educational research, also examining the process and its impact on the
research group, with case studies being used when research questions focus on the process, allowing for a
context-dependent analysis (Rose, Spinks, & Canhoto, 2015).

Participants

The study was conducted with 38 first-year students enrolled in a Chemistry 2 course at the Science
Education Department of a public university in west part of Ttrkiye, during the Spring semester of 2020-
2021. The sample was purposively selected. Of these students, 7 were male and 31 were female. Purposeful
sampling allows for the selection of individuals or groups believed to have in-depth knowledge of the subject
matter, enabling a thorough examination of the phenomenon (Cresswell & Plano Clark, 2011).

Participants were introduced to the PDEODE method for the first time in this study. Additionally, the
chemistry subjects and experiments covered in this research were being learned by them for the first time
as part of the Chemistry 2 course. As first-year students, they had only completed the Chemistry 1 course,
which did not include any of the subjects or experiments addressed in this study.
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Research Procedure

The research process was conducted over a total of nine weeks. The activities carried out during this period
and the data collection instruments used are presented in Figure 1. Between the 2nd and 7th weeks of the
study, a specific experimental activity was conducted each week. In the first week, students completed the
pre-test of the Academic Intrinsic Motivation Scale and were introduced to the PDEODE method. An
introductory session was held to explain the stages of the PDEODE method, supported by a sample
experimental activity that was not included in the actual data collection process. This sample experiment
was implemented using the PDEODE method and designed worksheets, allowing students to become
familiar with the instructional method through active participation. From the second to the seventh weeks,
a different chemistry experiment aligned with the PDEODE method was conducted each week. These
experiments covered fundamental chemistry concepts such as solubility, heat exchange, crystallization,
titration, water hardness determination, and electrolysis. Each experimental activity was carried out with
active student participation and in accordance with the stages of the PDEODE method.

Due to the Covid-19 pandemic, the implementation phase of the study was conducted through distance
education. Lessons were delivered synchronously on an online education platform where all students were
registered with their student numbers and names. The activities took place within the scope of the Chemistry
II course, which, according to the curriculum, consists of two theoretical and two practical course hours per
week. The PDEODE activities were implemented during the two-hour practical sessions. In these sessions,
students actively participated in the activities and discussions by providing verbal contributions. A short
time (3-5 minutes) was allocated for students to complete each section of the worksheets, during which they
were encouraged to provide real-time feedback to the researchers. Since face-to-face laboratory work was
not possible during the pandemic, the experiments were recorded in advance by the researchers. These
video recordings were shown to students during the practical hours of the Chemistry II course. Using
screen-sharing tools, the researchers explained the stages of the PDEODE method and the overall research
process during live online sessions. In this context, the experimental activities were conducted virtually, and
students were guided step-by-step through the learning process using visual and interactive materials.

In the eighth week, the post-test of the Academic Intrinsic Motivation Scale was administered, followed by
a general evaluation of the process. In the ninth week, structured interview forms were used to collect
students' feedback on the research process. Changes in students’ academic intrinsic motivation were
examined using both quantitative and qualitative data. Perspectives on the research process were analysed
within the framework of themes and sub-themes and were supported by direct quotations.

Limitation of the study is that students participated in the learning process by watching recorded experiment
videos instead of conducting the experiments directly in the laboratory. This may have limited their practical
experience and interaction with the experiments. However, since the research focused on the impact of the
PDEODE method on students' academic intrinsic motivation, the contribution of the activities to
motivational changes was evaluated.
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1st Week: Pretest Application and Information
Academic Intrinsic Motivation Scale (Pretest)
2 class houts

Giving information about the research process and
PDEODE method

2nd Week - 7th Week : Experimental Applications
with TaTGA Method

12 class hours (Totally six weeks)

8th Week: DPosttest Application and General
Evaluation

Academic Intrinsic Motivation Scale (Posttest)
2 class hours

General evaluation of the research process

9th Week: Interview and Process Evaluation
Structured Opinion Form
2 class houts

Taking the opinions of students about the process

Figure 1. The Research Procedure

Data Collection Tools
Academic Intrinsic Motivation (AIM) Scale

To assess students' academic intrinsic motivation and analyse the factors influencing this motivation, the
Academic Intrinsic Motivation Scale developed by Uyulgan and Akkuzu (2014) was employed in the study.
This scale, consisting of 23 items, is rated on a 7-point Likert scale ranging from "1 = does not describe me
at all" to "7 = describes me completely." The scale comprises four sub-factors: social acceptance (SOA),
need for achievement (NFA), expertise (EXP), and fear of failure (FOF). Higher scores on these sub-factors
indicate higher levels of academic intrinsic motivation in students. The scale was administered to the sample
twice: at the beginning and end of the PDEODE activities. Motivation was chosen as a variable in the study
due to its sensitivity to short-term changes. The Cronbach's alpha («) reliability coefficient of the scale was
calculated as 0.769.

Structured Interview Form

A structured interview form developed by the researchers was used to evaluate the impact of PDEODE-
based chemistry laboratory activities on students' motivation. In developing the interview form, a question
pool was created considering the sub-factors of the AIM scale related to laboratory activities conducted
with the PDEODE. A structured interview form consisting of four open-ended questions was prepared
based on the opinions of experts and researchers.

Examples of the questions included: "How did the chemistry experiments conducted with the PDEODE instructional
method affect your need for achievement, in terms of accomplishing a task and aiming for better performance?” and "How did
the chemistyy experiments conducted with the PDEODE instructional method influence your individual efforts in terms of
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utilizing your own knowledge, strength, and abilities?"

All students in the sample answered the questions voluntarily on the form after completing the PDEODE
activities. Prior to data collection, ethical approval was obtained from the University Rectorate’s Legal
Consultancy Office. The qualitative data obtained from this interview form was used to support the
quantitative data obtained from the AIM scale.

Data Analysis
Analysis of the AIM Scale

Each item on the Academic Intrinsic Motivation (AIM) scale is scored on a scale from 1 to 7. Based on the
responses given by students to the scale items, their scores were calculated, and the total scale score was
determined. Since the scale consists of 23 items, the minimum possible score is 23, while the maximum
score is 161. Before analysing the data, the normality of the distribution was examined. For the normality
test, the Kolmogorov-Smirnov test was applied (since the sample size was greater than 30), and skewness
and kurtosis values were assessed (Buyikoztirk, 2013). The results of the pre-test and post-test skewness,
kurtosis, and normality tests for the AIM scale are presented in Table 1.

Table 1. Summary of the Skewness, Kurtosis, and Normality Tests

N Skewness Kurtosis Statistics df P
Pre-Test 38 .007 -0.924 .087 37 .200
Post-Test 38 -.841 1.124 115 37 185

Considering Table 1, it is observed that the pre-test statistical results for the AIM scale yielded p = .200
(p>.05), while the post-test statistical results yielded p = .185 (p>.05). Since the calculated p-values are
greater than .05, it indicates that the Kolmogorov-Smirnov test supports the assumption of normal
distribution. Additionally, the skewness and kurtosis values falling within the range of -2 to +2 further
confirm the normality of the distribution (George & Mallery, 2019).

To determine whether the chemistry laboratory experiment activities developed based on the PDEODE
method had a significant impact on students' academic intrinsic motivation throughout the process, the
SPSS (Statistical Package for Social Sciences) 21 software was used. The pre-test and post-test total scores
obtained from the AIM scale were analysed using the paired-samples t-test. The paired samples t-test is a
parametric technique used to compare the significance of the difference between the means of two related
samples.

Analysis of the Structured Interview Form

Following the implementation of the experimental activities developed based on the PDEODE method,
students' verbal responses to the questions in the structured interview form were transcribed. These
transcripts were examined in detail, and the data were analysed using a descriptive approach (Yildirim &
Simsek, 2016). In the descriptive analysis technique, all data were first read by the researcher and a field
expert. In the next stage, the analysts independently categorized the responses into themes and sub-themes.
Subsequently, consensus was reached through discussion, and the finalized themes and sub-themes were
presented under specific headings, accompanied by direct excerpts from student responses. Student excerpts
were coded as 81, S2, ..., S38. These excerpts were then interpreted.

To ensure the reliability of the analysis, the formula "Reliability = Agreement / (Agreement +
Disagreement) X 100" was applied (Miles & Huberman, 1994). The reliability between the researcher and
the field expert was calculated as 97%.

FINDINGS

Findings about the Effects of the PDEODE on the Academic Intrinsic Motivation

In order to assess the possible effects of the PDEODE activities on students' academic intrinsic motivation,
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the AIM scale was administered to the subjects both before and after the activities. Within-group
comparisons between pre-test and post-test scores, as well as comparisons based on the sub-factors of the
AIM scale, were analysed using a paired samples t-test. A p-value of 0.05 or less was considered statistically
significant.

Table 2. The Results of the Paired-Sample T-Test for the AIM Scale for the Science Education Students

Sources N M SD df t p*
NFA Pre-test 38 30.95 6.28 37 -6.25 .000
Post-test 38 37.26 3.65
EXP Pre-test 38 20.55 4.87 37 -3.88 .000
Sub-factors Post-test 38 23.92 2.88
SOA Pre-test 38 27.00 11.05 37 -4.31 .000
Post-test 38 35.47 5.66
FOF Pre-test 38 17.34 4.54 37 1.89 .066
Post-test 38 15.58 3.30
AIM Pre-test 38 97.95 15.11 37 -6.31 .000
Whole scale
Post-test 38 115.29 9.89
*p<0.05.

Table 2 presents the results of the paired-samples t-test for pre-, and post-test AIM scores. The total AIM
score significantly increased from a pre-intervention mean of 97.95 to a post-intervention mean of 115.29.
These results indicate a significant enhancement in students’ academic intrinsic motivation following the
implementation of PDEODE activities in chemistry laboratory experiments (#37) = —6.309, p<.05).
Therefore, it can be concluded that these activities had a substantial positive impact on students' motivation.

Furthermore, the post-test mean scores for NFA (M = 37.26, SD = 3.65), EXP (M = 23.92, §D = 2.88),
and SOA (M = 3547, §D = 5.66) were all higher than their respective pre-test mean scores—NFA (M =
30.95, SD = 6.28), EXP (M = 20.55, SD = 4.87),and SOA (M = 27.00, SD = 11.05). These differences were
statistically significant for NFA (#37) = —6.25, p<.05), EXP (#(37) = —3.88, p<.05), and SOA (#(37) = —4.31,
p<.05), turther supporting the positive impact of the PDEODE activities.

To assess the magnitude of this effect, Cohen's d was calculated, yielding a value of 1.024, which represents
a large effect size. According to Cohen’s (1992) classification, effect sizes of 0.2 are considered small, 0.5
medium, and 0.8 large. Thus, this result indicates that PDEODE activities have a strong effect on enhancing
students' academic intrinsic motivation.

Overall, these findings demonstrate that integrating PDEODE activities into chemistry laboratory
instruction not only significantly increases students' motivation but also has a meaningful and substantial
impact in practice.

Qualitative Findings on Students' Academic Intrinsic Motivation

In this study, the effects of the PDEODE instructional method on students' academic intrinsic motivation
were examined in depth using data obtained from the interview form. The results indicate that the method
has a significant impact on various themes of motivation and achievement. This instructional method, which
enhances students' deep thinking and understanding, may also lead to changes in emotional factors such as
the need for achievement and fear of failure.

In this study, the effects of the PDEODE on students' academic intrinsic motivation wete analysed under
four main themes: need for achievement, fear of failure, expertise, and social acceptance. Students’
statements reveal how these themes interact with the PDEODE method and contribute to their individual
development. The findings are presented by examining each sub-factor separately. Figure 2 illustrates the
distribution of themes, sub-themes, and codes obtained from qualitative data.
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Figure 2. Thematic Map: Major Themes and Sub-themes.

The Theme of Need for Achievement

This theme addresses the impact of the PDEODE on the sub-factor of need for achievement. Most students
reported that the PDEODE instilled self-confidence and happiness upon successfully completing a task
and fostered a desire to improve further. Some students expressed their thoughts as follows:

S4: “It helped me conduct more research and identify the most accurate and best solution. Since I
regularly completed my assignments through weekly research, I can say that it gave me a sense of
accomplishment. I started to examine the adequacy of the information I found more thoroughly.
The thought of 'there must be a better way' encouraged me to conduct more research and find
different sources.”

§32: “When I made correct predictions, it gave me confidence and happiness in the sense of 'I
accomplished this task.' When I made incorrect predictions, it instilled in me the feeling that 'T can
do bettet.' In this respect, it significantly benefited my achievement needs.”

The Theme of Fear of Failure

This theme explores the impact of the PDEODE on the fear of failure. In their responses, students generally
stated that they experienced a fear of failure before using this method; however, after experiencing it, their
fears were alleviated. PDEODE has increased students' motivation for conducting experiments, enhanced
their self-confidence, and helped them develop a more positive attitude toward failure. Initially anxious
about conducting experiments, students improved their scientific process skills through this method and
began to see failure as a learning opportunity. Some students shared the following thoughts on this matter:

S30: “Before the PDEODE, I experienced a lack of motivation, and I was unsure how to conduct
experiments and demonstrate them to my students without firsthand observation. Thanks to the
PDEODE, these concerns disappeared. I now possess the necessary experimental knowledge. 1
can find new experiments, implement them, and discuss them.”

S32: “Yes, I had fears, but after conducting the experiment and understanding the core concept, 1
motivated myself by thinking, 'Even if I failed, I learned something new today.' In this regard, this
method instilled the notion that 'failure is possible, but there is no need to fear it; simply strive to
improve.”
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The Theme of Expertise

This theme examines the impact of the PDEODE on expertise. Upon analysing the responses, students
mostly indicated that this method enhanced their subject mastery and increased their confidence in
individual studies. Some students expressed the following thoughts:

S1: “I was able to test my knowledge and make predictions using this strategy. I was able to assess
my own skills and knowledge, which strengthened my resolve to put in more effort. "I was
inspired to ask myself, "Why can't I do it?' and to work harder, especially when my peers made
predictions that were better and more accurate than mine.”

S30: “Initially, I learned how to apply my knowledge to experiments. I grasped how to interpret
experimental results. I realized that I could both conduct and analyse such experiments.”

The Theme of Social Acceptance

This theme addresses the impact of the PDEODE on social acceptance. Most responses indicated that
classtroom discussions conducted using the PDEODE positively influenced students' motivation and self-
confidence through the approval and appreciation of their ideas. Some students expressed their thoughts as
follows:

S3: “I felt quite good. After receiving my first approval, I felt more at ease when expressing my next
thought. My fear of judgment and making mistakes gradually diminished with each approval and
shared perspective, which relieved me.”

S34: “Since others shared my opinions, my self-confidence increased, and my motivation was
boosted. Therefore, the PDEODE had a positive impact on social acceptance.”

The findings of this study indicate that students experienced both academic and emotional growth through
the PDEODE by engaging in more research, achieving success, and overcoming their fear of failure.
Additionally, the method supported students' pursuit of social acceptance, enhancing their self-confidence
in classroom interactions. Overall, the PDEODE creates a transformative and supportive effect on intrinsic
academic motivation. The students' sense of achievement, ability to overcome fear of failure, and steps
toward developing expertise demonstrate that this method is an effective instructional method.

DISCUSSION and CONCLUSION

This study aimed to investigate the effect of chemistry laboratory experiments based on the PDEODE
method on students’ academic intrinsic motivation in the context of chemistry education. The findings
indicate that PDEODE activities enhance academic intrinsic motivation among first-year science teacher
education students. The results show a significant increase in students’ academic intrinsic motivation
following their participation in laboratory experiments conducted using the PDEODE method.

The statistical difference between students' academic intrinsic motivation scores before and after the
application of PDEODE activities was examined. The results of the study indicated that the use of
PDEODE activities in the six-week-long chemistry laboratory experiments positively and statistically
significantly affected students' academic intrinsic motivation. Academic motivation plays a ctucial role in
student success and retention. Research has shown that intrinsic motivation is positively correlated with
academic performance and peer teaching activities (Sobral, 2009). Student-centered approaches, by
encouraging active participation in the learning process, play an important role in enhancing academic
motivation. In this context, PDEODE emerges as an effective strategy in increasing students' interest and
motivation for learning while improving their cognitive and communication skills.

PDEODE, being based on the core principles of the POE method, offers students opportunities to freely
express their thoughts, interact with peers, and learn through observation. Numerous studies have shown
that this method increases students' motivation when applied in learning environments (Adebayo &
Olufunke, 2015; Akkilik, 2016; Astiti, Ibrahim, & Hariyono, 2020; Gernale, Duad, & Arafies, 2015; Kearney
& Treagust, 2001; Widyanigrum, Bintari, & Rahayuningsih, 2018). Methods like POE and PDEODE, with
their student-centered structure, not only support intrinsic motivation but also positively influence academic
achievement. These strategies, particularly in enhancing critical thinking, problem-solving, and
communication skills, increase student engagement in lessons and contribute to making the learning process
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more lasting. Astiti, Ibrahim, & Hariyono (2020) noted that laboratory activities conducted with the POE
method positively altered students' academic motivation. Similarly, Akkilik (2016) found that learning
activities using the POE method positively contributed to students' conceptual understanding and
motivation. Yildirim and Maseroglu (2016) also stated that the "Prediction" stage of the POE method
increased students' motivation towards the lesson. Since PDEODE is an enriched version of the POE
method with discussions, it parallels the POE method in terms of its application. The motivational benefits
of the POE method in learning environments can also be attributed to the PDEODE.

The integration of PDEODE with visualization and interaction positively impacts students' learning
outcomes and learning environment, boosts their motivation, enhances learning, fosters a deeper
understanding, and increases students' self-confidence (Kolati & Savander-Ranne, 2004). Wulandari et al.
(2017) suggest that the scoring/assessment and rewarding steps of the PDEODE method significantly
contribute to creating a positive and motivating classroom atmosphere. This, in turn, enhances students'
motivation, leading to greater success in their learning process. The rewards based on quiz results encourage
students to compete responsibly within their groups, fostering a sense of cooperation among group
members. As the spirit of competition grows, students are increasingly motivated to improve and surpass
their peers, which drives them to refine their critical thinking skills. This demonstrates the strong
relationship between the PDEODE method and student motivation. Additionally, PDEODE significantly
improves students' communication skills across different academic abilities (Dipalaya, Susilo, & Corebima,
2016). While not specifically addressing academic intrinsic motivation, the Predict-Observe-Explain
strategy, which is similar to PDEODE, has been found to motivate learners and enhance achievement in
chemistry among secondary school students (Sreerekha, Arun, & Swapna, 2016). These studies collectively
suggest that PDEODE is an effective instructional method that positively influences various cognitive and
communicative skills in students, potentially contributing to increased academic motivation.

When students' opinions were examined in the study, they expressed that duting the PDEODE activities,
they felt positive emotions such as self-confidence, the joy of achieving something, and self-discipline, while
also overcoming their fears of failure. In addition, during the discussion stages of the PDEODE activities,
students reported that they were able to express their thoughts freely, and their academic motivation was
positively influenced when their ideas were approved by their peers. In light of these student opinions, it is
understood that laboratory activities conducted with the PDEODE method have a positive impact on
academic intrinsic motivation. There are studies in the literature supporting this result (Chimmalee &
Anupan, 2024; Karaduman & Uyulgan, 2021; Samsudin et al., 2021; Widyastuti et al., 2019; Wulandari et al.,
2017). Wulandari et al. (2017) suggested that the decrease in social interaction during the discussion stages
of the PDEODE method could be addressed through collaborative group work, and they found that such
activities improved students' motivation and self-confidence. They also stated that academically motivated
students' academic achievements would be positively affected. Widyastuti et al. (2019) reported that learning
with the PDEODE method would lead to deeper and more lasting learning, improved learning abilities, and
increased learning motivation, as well as enhanced self-confidence. Additionally, some studies have reported
that students' academic intrinsic motivation reflects in their academic success (Uyulgan & Akkuzu, 2014;

2018).

The core features of the PDEODE model have been found to be highly effective in developing students'
conceptual understanding, acquiring scientific process skills, and increasing their interest in laboratory work.
Previous research also emphasizes the positive cognitive and sensory effects of laboratory experiences
(Abrahams & Reiss, 2012; Hofstein & Mamlok-Naaman, 2007). This study shows that the addition of
discussion components to the traditional POE model further enhances students' motivation. The discussion
components allow students to better express their thoughts and defend their opinions, making the learning
process more meaningful.

In addition, the findings of the study show that the PDEODE model leads to significant improvements in
students' social acceptance, achievement needs, and expertise. This is consistent with previous research
indicating that interactive and discussion-based learning environments, which support the constructivist
approach, support students' learning motivation (Dipalaya & Corebima, 2016; Lathifa, 2018).

Self-regulation is defined as students’ ability to effectively manage their own learning processes or tasks in
line with predetermined goals. According to the literature, when supported by cloud-based technologies,
the PDEODE method encourages students' engagement in lessons through more collaborative activities
(Chimmalee & Anupan, 2024). During this process, students exchange ideas, develop awareness and
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reflection on their own thoughts, collaborate in small groups, and are encouraged to participate in
discussions. Such interactive and collaborative learning environments may provide opportunities for
students to exercise their autonomy. According to the Self-Determination Theory (SDT), fulfilment of the
need for autonomy can significantly enhance intrinsic motivation, as it enables individuals to feel a sense of
volition and control over their learning processes (Dect & Ryan, 1985). Although a direct relationship
between the PDEODE method and Self-Determination Theory has not been clearly established in the
literature, this method has been reported to positively influence students’ self-regulation skills (Chimmalee
& Anupan, 2024). Elements such as students’ evaluation of their own and their peers’ work, and monitoring
their level of understanding, support the development of self-regulation. Therefore, even though a direct
link has not been identified, it can be suggested that the interactive and collaborative nature of the
PDEODE method contributes to the development of self-regulation skills and thereby indirectly supports
components associated with self-determination, such as autonomy. In this way, the PDEODE method may
enhance students’ motivation and engagement in learning processes by contributing to the fulfilment of one
of the core needs emphasized in Self-Determination Theory.

In this context, the application of the PDEODE model in science education is considered an effective
method for both increasing students' academic success and sustaining their learning motivation. Future
research on the application of this model in different subjects and learning levels may contribute to a better
understanding of the model's general applicability.

SUGGESTIONS

Based on the findings and limitations of this study, several recommendations are proposed to enhance
academic intrinsic motivation and improve the effectiveness of the PDEODE method in science education.

e Academic intrinsic motivation is a continuous process; activities aimed at boosting motivation
should not be restricted to specific time frames. Motivation levels should be continuously
monitored throughout the teaching process and adjusted based on students' progtess.

e This study demonstrated short-term motivation increases with a six-week implementation of the
activities. Future research could explore the long-term effects by applying these teaching methods
over extended periods. Analysing long-term changes in student motivation could promote lasting
learning and achievement.

e Although the findings of this study provide valuable insights into the impact of the PDEODE
method on students’ academic intrinsic motivation, the relatively small sample size (n=38) limits
the generalizability of the results. Therefore, caution should be exercised when extending the
conclusions to broader populations, and future research with larger and more diverse samples is
recommended to validate and expand upon these findings.

e To enhance the effectiveness of the PDEODE method, activities should be designed with real-life
applications to increase students' engagement and curiosity.

e PDEODE activities should encourage collaboration and peer discussion to maximize the benefits
of the discuss-explain stages.

e Instructors should provide timely feedback during and after PDEODE activities to reinforce
students’ understanding and motivation.

e The method should be integrated into various science subjects, not just chemistry, to evaluate its
broader impact on scientific thinking and problem-solving skills.
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GENISLETILMIiS OZET

Bu arastirma, kimya egitiminde 6gtrencilerin akademik icsel motivasyonunu artirmak amaciyla gelistirilen
tartismalarla zenginlestirilmis TGA (TaTGA) yontemine dayalt kimya laboratuvar etkinliklerinin etkisini
incelemektedir. Tahmin-Go6zlem-Agiklama (T'GA) yonteminin genisletilmis hali olan bu yoéntem,
ogrencilerin  gézlemlenen olaylarin sonuglarin1 daha derinlemesine tartigmalarina olanak tantyarak
motivasyonlarini ve merak duygularint daha fazla desteklemeyi amaglamaktadir. Uygulamali etkinlikler,
laboratuvar deneyleri ve gercek diinya problemlerinin ¢6zimune yonelik gérevleri bitiinlestirerek, TaTGA
yontemi anlamlt ve uyarict bir 6grenme ortamt olusturmakta; bu da 6grencilerin i¢sel motivasyonlarini ve
fen bilimlerine olan ilgilerini artirmaktadir. Bu yontemin Sgrencilerin i¢sel motivasyonlarini ve bilimsel
igeriklerle etkilesimlerini nasil etkiledigini arastirarak, calisma; yenilikci ve etkili fen 6gretim uygulamalarinin
gelistirilmesine anlamli bir katk: saglamayi, modern egitim ve pedagojik egilimlerle uyumlu bicimde fen
egitiminin niteligini kapsamli bir sekilde artirmayr hedeflemektedir.

Arastirmanin problemi, fen egitimi ortamlarinda 6grencilerin i¢sel motivasyonlarinin nasil artirilabilecegine
dair etkin bir 6gretim yaklasimina duyulan ihtiyactan kaynaklanmaktadir. Calismanin amaci, TaTGA
yonteminin fen bilgisi gretmen adaylarinin akademik i¢sel motivasyonlari iizerindeki etkisini nicel ve nitel
verilerle ortaya koymaktir. TaTGA modeli, klasik TGA yaklasiminin tartisma adimlariyla gelistirilmis bir
versiyonu olup, 6grencilerin tahmin yapma, gézlem yapma ve agtklama becerilerini, karsilikls fikir aligverisi
ile daha derinlemesine gelistirmeyi amaglamaktadir.

Arastirmada Kimya 2 dersinin uygulama dersleri kapsaminda gerceklestirilen kimya laboratuvari
deneylerinde 6grenilmesi hedeflenen bilgilerin dogru ve etkili bicimde aktarilabilmesi amaciyla, nedensel
iliskileri aragtirmaya ve deneysel ya da anket yOntemleriyle yeterince agiklanamayan karmasik stirecleri
derinlemesine incelemeye uygun olan agiklayict durum calismast deseni tercih edilmistir. Arastirma,
Tirkiye’nin batisinda yer alan bir devlet Gniversitesinin Fen bilgisi 6gretmenligi programina kayitlt birinci
sinifta  okuyan 38 &grenciyle yuritilmistir. Calismada amaclt Ornekleme yontemi kullanidmistir.
Katiimcilarin tamamt TaTGA yontemi ile ilk kez tanusmus ve ilgili deneysel konulari ilk kez bu ¢alismada
islemislerdir. Arastirma siireci toplam dokuz hafta siirmis, ilk hafta 6n test uygulanmis ve TaTGA yontemi
tamtilmis, sonraki altt hafta boyunca her hafta bir deneysel etkinlik gerceklestirilmis, sekizinci haftada son
test uygulanmis ve dokuzuncu haftada galisma siirecine yonelik 6grenci gérisleri toplanmistir. Covid-19
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pandemisi nedeniyle etkinlikler bir ¢evtim ici 6gretim platformu tizerinden gerceklestirilmistir. Aragtirma
kapsamindaki kimya laboratuvar deneyleri arastirmacilar tarafindan 6nceden video kaydi olusturularak
hazitlanmus, canlt derslerde 6grenciler bu videolar: izleyerek TaTGA basamaklarina uygun olarak etkinlikleri
ger¢eklestirmislerdir.

Veri toplama araclart olarak Uyulgan ve Akkuzu (2014) tarafindan gelistirilmis olan Akademik Igsel
Motivasyon Olgegi (AIM) ve yapilandirilmis gériisme formu kullanilmistir. AIM 6lgegi dért alt boyuttan
olusmaktadir. Bunlar; basart ihtiyact, uzmanlik, sosyal kabul ve basarisizlik korkusudur. Olgek 1’den 7’ye
kadar derecelendirilmis 23 maddeden olusmaktadir. Olcekten elde edilen 6n test ve son test verileri icin
normal dagilim varsayimi test edilmis ve verilerin parametrik testlere uygun oldugu belirlenmistir. Veriler
SPSS 21 programinda eslestirilmis 6rneklem t-testi ile analiz edilmistir. Ayrica, goriismelerden elde edilen
nitel veriler betimsel analiz yoluyla degerlendirilmis ve 6grencilerin yanitlari tema ve alt temalar halinde
siniflandirilmistir.

Aragtirma bulgulari, TaTGA yonteminin 6grencilerin akademik icsel motivasyonunu anlamli dizeyde
artirdigini géstermektedir. Ogrencilerin lgekten aldiklart 6n test ve son test puan ortalamalart arasinda
istatistiksel olarak anlamli farklar bulunmustur. AIM élceginin basari ihtiyaci, uzmanlik ve sosyal kabul
boyutlarindan alinan puanlarda artislar saptanmustir. Ozellikle basart ihtiyact boyutunda égrenciler, gorev
tamamlama ve daha iyi performans gésterme yoniinde kendilerini daha motive hissettiklerini belirtmislerdir.
Uzmanlik boyutunda, 6grenciler kendi bilgi ve yeteneklerini sitnama firsatt bulduklarini, bu sayede bireysel
olarak daha fazla ¢aba gOsterme egiliminde olduklarini ifade etmislerdir. Sosyal kabul boyutunda ise,
ogrenciler fikirlerinin grup icinde onaylanmasinin kendilerini motive ettigini ve ézgiivenlerini artirdigin
belirtmislerdir. Bagarisizlik korkusu boyutunda her ne kadar anlamli bir farklilik ¢tkmasa da nitel bulgular
ogrencilerin bu korkularinin azaldigint ortaya koymustur.

Yapilandirilmis gériisme formundan elde edilen nitel veriler, nicel sonuglari destekler niteliktedir. Ogrenciler,
TaTGA yontemiyle yapilan etkinliklerin basart hissi yarattugini, hatalarindan ¢ikardiklari sonuclarin
ogrenmelerine olanak sagladigint ve fikitlerini Ozglirce ifade edebildikleri bir ortam sundugunu
belirtmislerdir. Ogrenciler aynt zamanda, deneysel siireclere katilimin bilgi diizeylerini artirdigini, kavramsal
anlamalarini giiclendirdigini ve bilimsel siire¢ becerilerini gelistirdigini vurgulamislardir. Goriisme sonuglati
tartisma asamalarinin zellikle diistinsel derinligi artirdigini ve grencilerin bilimsel kavramlarla daha giiclii
bag kurmasini sagladigini géstermistir.

Aragtirma  sonuglari, TaTGA yonteminin akademik icsel motivasyonu artirict etkisi oldugunu
gostermektedir. Literatiirdeki benzer ¢alismalara paralel olarak, bu yontemin 6grenci merkezli ve etkilesimli
yapist sayesinde hem bilissel hem de duyussal ciktilar tizerinde olumlu etkiler yaratti®1 sonucuna varidmistir.
Ayrica, TaTGA modelinin 6zerklik, yeterlik ve iligkililik gibi 6z belirleme kuraminin temel bilesenleriyle
ortlistiigli ve bu yoniiyle égrencilerin 6z diizenleme becerilerini destekledigi ortaya cikmistir. Ogrencilerin
kendi 6grenme stiregleri tizerinde kontrol hissi yasamalart ve grup icinde fikirlerini paylagabilmeleri, 6grenme
strecine olan katilimlarim artirarak i¢sel motivasyonlarint pekistirmistir.

Arastirmamin siurliliklart, deneylerin fiziksel olarak uygulanamamasi ve cevrim i¢i ortama bagl olarak
etkilesimin sinurlt diizeyde gerceklesebilmesidir. Ancak, grencilerin deneysel videolatla yonlendirilerek
stirece aktif katilimlarinin saglanmasi, arastirma amacinin gerceklestirilmesine engel tegkil etmemistir.

Sonu¢ olarak, bu arastirma TaTGA yOnteminin kimya Ogretiminde Ogrencilerin akademik icsel
motivasyonlarint artirmak i¢in etkili bir strateji oldugunu gostermektedir. Gelecekte farkli derslerde ve
6grenme duzeylerinde yapilacak ¢alismalarla bu yontemin gegerliligi ve uygulama alanlar genisletilebilir.
Ayrica, uzun vadeli etkilerin incelenecegi ¢alismalara ihtiyag duyulmaktadir. TaTGA tabanli etkinliklerin
gercek yasamla iliskilendirilerek, 6grencilerin bilimsel diistinme, problem ¢ézme ve iletisim becerilerini
gelistirmede etkili olabilecegi sonucuna varimistir. Bu yoniiyle calisma, fen egitimi alaninda 6grenci merkezli
ve motivasyonu destekleyici 6gretim stratejileri gelistirilmesine katk: saglamaktadir.
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ABSTRACT

This article explores the evolving nature of translation competence, emphasizing its dynamic and multifaceted nature.
The study positions translators as mediators who go beyond language conversion to fulfill specific objectives in the
target culture and language. This shift from traditional linguistic models to more functional approaches highlight the
growing need for translators to possess not only linguistic proficiency but also a range of extra-linguistic skills. The
integration of cultural awareness, interpretive abilities, and context-specific knowledge is now recognized as equally
crucial in navigating the complexities of modern translation practices. The increasing demand for comprehensive
translator education is reflected in the expansion of translation programs at both undergraduate and graduate levels.
Scholars have developed models to address the wide array of competences essential for translation, such as linguistic
precision and cultural sensitivity. These models illustrate that translation competence must be adaptive, evolving in
response to the growing demands of multilingual communication, which frequently involves navigating intricate
interactions across diverse platforms and cultural contexts. As a result, translation education is shifting towards a more
holistic approach, integrating a broader spectrum of skills beyond mere language proficiency. In conclusion, the study
advocates for a comprehensive approach to translation education that encompasses all necessary competences for
professional success. By emphasizing the interconnectedness of linguistic, cultural, technological, and theoretical skills,
the article reinforces the idea that translation competence is a dynamic construct that must adapt to the industry's
evolving demands. As the translation profession continues to expand both academically and commercially, future
research and training initiatives should focus on further refining these competencies, ensuring that translators are
equipped to produce high-quality, culturally aware translations in an increasingly globalized world.

Keywords: Translation competence, translation education, linguistic precision, cultural sensitivity.

Ceviri Yeterliliginin Dinamik Yapis1: Cevirmen Egitimine Kapsamli Bir Yaklagim

oz

Bu makale, ceviri yeterliliginin dinamik ve ¢ok yonli yapisint vurgulayarak, gelisen dogasint aragtirmaktadir. Calisma,
cevirmenleri hedef kiltir ve dilde belitli hedefleri yerine getirmek igin dil déniigimiiniin 6tesine gegen arabulucular
olarak konumlandirir. Geleneksel dil modellerinden daha iglevsel yaklasimlara dogru bu degisim, ¢evirmenlerin yalnizca
dil yeterliligine degil, ayni1 zamanda bir dizi dil digt beceriye de sahip olmalarina yonelik artan ihtiyact vurgulamaktadir.
Kiltirel farkindaligin, yorumlama becerilerinin ve baglama 6zgl bilginin butiinlestitilmesi arttk modern c¢eviri
uygulamalarinin karmagikliklarinda gezinmede esit derecede 6nemli olarak kabul edilmektedir. Kapsamli ¢evirmen
egitimine yonelik artan talep hem lisans hem de lisansiistii diizeyde ¢eviri programlarinin genislemesine yansimustir.
Bilim insanlari, dilsel kesinlik ve kiltiirel duyarlilik gibi ceviri icin gerekli olan ¢ok ¢esitli yeterlilikleri ele almak igin
modeller gelistirmistir. Bu modeller, ceviri yeterliliginin uyarlanabilir olmas: gerektigini, siklikla cesitli platformlar ve
kulttrel baglamlar arasinda karmagik etkilesimlerde gezinmeyi iceren ¢ok dilli iletisimin artan taleplerine yanit olarak
gelismesi gerektigini gostermektedir. Ceviri egitimi daha butiinsel bir yaklasima dogru kaymakta ve salt dil yeterliliginin
Stesinde daha genis bir beceri yelpazesini gerektirmektedir. Sonug olarak, mevcut ¢alisma profesyonel bagatt icin gerekli
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tim yeterlilikleri kapsayan kapsamli bir ceviti egitimi yaklagimini savunur ve dilsel, kiltirel, teknolojik ve teorik
becerilerin birbirine bagliigint vurgulayarak, ceviri yetetliliginin sektérin gelisen taleplerine uyum saglamast gereken
dinamik bir yapt oldugu fikrini savunur. Ceviri meslegi hem akademik hem de ticari olarak genislemeye devam ettikee,
gelecekteki arastirma ve egitim girisimleri bu yeterlilikleri daha da gelistirmeye odaklanmali ve ¢evirmenlerin giderek
kiiresellesen bir diinyada yiiksek kaliteli, kiiltiirel olarak bilingli ceviriler Gretmeleri icin donatilmalarint saglamalidir.

Anahtar Kelimeler: Ceviri yeterliligi, ceviri egitimi, dilsel kesinlik, kiiltiirel duyarliik.
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INTRODUCTION

The majority of conceptualizations of translation ability that are used today are functional in nature as
opposed to linguistics. They place special emphasis on the mediating role of the translator, who must
transform a text into a new form intended to fulfill a purpose in the target language (TL) and culture after
it is originally produced in the source language (SL). Translation competency is influenced not only by a
wide range of abilities, expertise, and expetience, but also by the translatot's own perceptions and
understanding, the target and source languages' cultures, and their general comprehension. Both general and
specialized abilities and competencies can be categorized in a variety of ways. A vatiety of competencies are
required of translators in order to operate in the quickly developing sector of multilingual and multimedia
communication as well as to have effective competence for translation jobs.

The number of relevant studies in this field and the rise in undergraduate and graduate translation programs
throughout the globe indicate the rising interest in translator training (Yan et al., 2018). Consequently, there
has been a surge of curiosity around the concept of translation competence (T'C), which is understandable
given that linguistics and its associated fields have long recognized competence. Thus, interest in the concept
of translation competence has increased. Since the middle of the 1980s, scholars have been interested in
translation competency (Tomozeiu et al., 2016; Albir, 2017; Schitfner & Adab, 2000; Beeby, 2000). Research
on competence in translation first concentrated on characterizing the concept and its elements. There have
been several attempts (Froeliger et al., 2023; PACTE, 2017) to develop models for translation competences.
The development and acquisition of translation ability has been the subject of another trend (PACTE, 2017,
Chesterman, 2016; Toury, 2012; Castillo, 2015).

Nowadays, it is widely acknowledged that a translation's quality is dependent not just on the target text (T'T)
but also on how the inferred reader understands the text. An eccentric assortment of social, sociocultural,
political, and ideological traits is brought along by this supposed reader. Translator trainers have proposed
ways to raise the competencies of student translators in order to improve translation education. The field
of translation education demands a wide range of competencies. Because of this, it could be suitable to
assess translation competency as well as the following competencies: technology competence, text
production competence, theoretical knowledge of translation studies, language competence, and cultural
competence. The current study's objective is to employ the descriptive analytical method, which entails
systematically observing, describing, and interpreting existing phenomena related to translation education.
By analyzing theoretical frameworks, curriculum content, and relevant empirical findings, this approach
enables the identification and categorization of critical competences necessary for efficient translator
training. Using this approach, the study aims to make well-informed judgments regarding the nature, scope,
and application of these competencies in the framework of contemporary translation pedagogy. The
qualities and abilities necessary for a translator, often known as translation competences, are also
investigated in the current study.

Translation Education

Though they go by different names in various sources, translation studies researchers have identified many
competencies in translation that are essential for a translator and are frequently combined under the heading
of translation competence. Researchers in translation studies categorize translation competency in many
ways, some limited and some in detail. These categories include, but are not limited to, expert knowledge,
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research methods, translation studies knowledge, source and target language knowledge, cultural knowledge,
knowledge of generating multilingual texts, theoretical knowledge, knowledge of electronic tools, knowledge
of project design, knowledge of marketing, and knowledge of researching and meta-knowledge and skills
(Neubert, 2000; Ammann, 2008).

One useful method for communication that promotes the development of interdisciplinary networks is
translation. It also builds bridges across cultural divides. But translation takes a while to become recognized
as an officially recognized scientific discipline. Translation education manages to maintain its
multidisciplinary nature while becoming a separate scientific field apart from linguistics and literature
(Holmes, 2000). It is possible to say that the history of academic translation training began to take shape
after World War II. Later, notably after the 1980s, a number of departments offering mastet's and PhD
education in the field of translation studies were founded. Translation education, which had previously been
provided in private institutions and vocational schools, eventually started to be offered at universities
(Gambier & Van Doorslaer, 2010). Education in translation differs from that in foreign languages since a
translator must not only deal with language but also with cultural differences, potential issues resulting from
these differences, and new, modern theories and methodologies. Knowing both the culture of the target
language and their own is advantageous for translators. Translators also need to be proficient in making and
modifying texts in a computer environment, compiling literature lists, and setting up data banks (House,
2015). The competencies and skills that must be acquired during the translation training process include
mastery of both native and foreign languages as well as their respective cultures, general culture, listening,
speaking, understanding, teamwork, interest and research skills, use of electronic equipment, analysis skills,
ability to translate in emotionally charged environments, and updating skills (Beeby, 2000). Actually,
academic instruction in other scientific fields is comparable to that of translation studies. As a result, training
in translation is more than just a vocational program. In the meantime, instruction in translation should
provide students with a better understanding of the relationships among language, culture, and philosophy
(Salamah, 2021).

Translation education should therefore encompass more than just translation practice. The translator should
receive support in the areas of culture, language, field knowledge that calls for specialization, translation
technologies, text production, and translation studies theories throughout their education. As a result,
discussing the competences needed for translation education is crucial. After elucidating translation
competence, it might be useful to look at competences that are believed to be associated with translation,
such as research, text production, theoretical, expertise, cultural, and language competences.

Translation Competency

Translation competence can be defined as the set of knowledge and abilities required to translate. The need
to grow personally and learn from our experiences is known as competence, and it can be satisfied when
people overcome obstacles, pick up new skills, and get a sense of mastery over their surroundings (Rigby &
Ryan, 2016). Another definition states that the translatot's comprehension of his translation constitutes
translation competence. Proficiency in translation encompasses language, subject, text, and research
knowledge and abilities. It highlights that translation is done with a target audience in mind, according to
specific conventions and for a specific purpose (Orozco & Albir, 2002). Translation competence is defined
by translation studies researcher Antony Pym as a multi-component competence that encompasses
linguistic, cultural, technological, and professional skills; a state of bilingualism that is open to linguistic
analysis; a question regarding market demands due to historical and social changes; and a super competence
(superior competence) above all other competences (Pym, 2003, s. 481). Translation competence, according
to the PACTE research group, is a system of knowledge and skills needed to translate. It manifests itself in
various ways depending on the context and primarily entails procedural knowledge. Strategies play a
significant role in translation competence, and like any other area of expertise, the majority of its processes
are automatic (Albir, 2017).

Competencies that a translator should employ either before or throughout the translation process make up
translation competence. These competences—research, text production, theoretical, expertise, cultural, and
language—are examined below.

Research Competence of Translators in the Translation Process

Translators need research competence in order to provide accurate translations that are appropriate for the
target environment. Finding, assessing, and using pertinent information from a variety of sources to address
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terminological, cultural, and contextual difficulties that arise during translation are all part of this
competency. A literal translation is sometimes deemed insufficient or improper by translators because of
variations in subject-specific vocabulary, legal structures, or cultural settings. In these situations, careful
research is necessary to guarantee that the translated material truly reflects the original meaning.

The capacity to effectively use glossaries, reference materials, and specialist databases is a crucial component
of research competency. Translators need to be skilled at identifying reliable sources and assessing the
veracity of the data they uncover. For instance, translating legal or technical content demands a profound
comprehension of certain vocabulary and ideas, which frequently calls for in-depth study of the relevant
subject (Gopferich, 2009). Lack of research skills might make it difficult for translators to locate the right
translations or force them to translate anything literally, which loses the nuance of the original. Translators
must possess expertise in research, often known as research competence. Research competence is also
known as information search competence (Froeliger et al., 2023), tools and research competence (PACTE
Research Group, 2014), research competence (Schaffner & Adab, 2000), and research competence in
translation competence studies (Ammann, 2008).

Furthermore, research competency encompasses more than just determining terminological counterparts;
it also entails comprehending the larger context in which a term or phrase is employed. To make sure that
the translation satisfies the cultural expectations of the intended audience, this entails investigating the
historical and cultural context of the source and target texts. When translating a work that makes references
to historical events or culturally particular behaviors, for example, the translator must do some study and
may need to modity these references in order to make the text understandable and relevant to the intended
audience (Notd, 1997).

In his studies on translation competence, Ammann also includes a study title under the heading of
fundamental translation abilities. One of the translator's everyday tasks is research. He or she expands and
evaluates their knowledge base, as well as opens it up to new fields. Target-oriented translation theories,
personal preferences for using research methodologies in translation, and the most recent translation
education in a particular sector should all be known to translators. These may all help translators produce
translations that are functional (Ammann, 2008). Translators need to be awate of the methods they will
employ in order to quickly determine the most trustworthy and correct sources of information.

Within the framework of research competence in the translation competence model, some scholars also
suggest broad strategic skills, particularly the capacity to address challenges that may arise throughout the
process of cultural transmission of texts (Schiffner, 2020). It is possible to generalize that Schaffner's
research competence points to a competence concentrated on resolving issues that are probably going to
come up throughout the translation process. Another study claims that translators with research competence
can identify information and documentation requirements, develop strategies for generating documents and
terminological research, find and process pertinent information for a given task (document formation,
terminology study, vocabulary), and have knowledge that is accessible in any setting. They can also develop
criteria for document evaluation, assess the reliability of documentary sources, effectively use tools and
search engines (such as electronic dictionaties, electronic companies, and terminology software), and archive
their own documents (Froeliger et al., 2023).

The use of conventional and technological instruments, as well as translation-specific software, is another
aspect of research competency for translators. This skill may encompass the following resources: machine
translation systems, translation management systems, terminology, corpora, search engines, parallel texts,
databases, term banks, encyclopedias, and dictionaries. In conclusion, research competence is a critical
ability that translators need in order to translate documents that are precise, considerate of cultural
differences, and appropriate for their intended context. It takes more than just choosing the correct words;
it also calls for in-depth knowledge of the subject, the ability to assess sources critically, and the flexibility
to modity the translation to suit the demands of the intended audience. Research proficiency is still critical
to producing highly qualified translations even as the translation profession develops.

Text Production Competence of Translators in the Translation Process

One of the most important aspects of a translator's skill set is text production competence, which includes
the capacity to produce target texts that are logical, well-organized, and appropriate for the context. This
proficiency goes beyond simple word translation; the translator must produce a work that maintains the
original text's content, tone, and intent while reading smoothly and naturally in the target language. Schiffner
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and Adab (2000) define text production competence as the translator's capacity to comprehend the target
language's customs, the target audience's demands, and the translation's intended meaning—all of which are
critical for generating a translation of the highest quality.

Translation professionals are required to comprehend texts in the source language and accurately transfer
them in the target language while maintaining the text's substance, meaning, and integrity. Competency in
text production demands translators to have a long-term commitment to written materials. Text production
competence necessitates knowledge of a variety of text kinds, from common to specialized and involves the
ability to comprehend the source text and produce text in the target language (Albir, 2020). Translators are
expected to perceive and produce the target culture as well as their own culture in the texts they translate.
In this case, drawing broad conclusions regarding the manner and degree to which the source text is
incorporated into the production of the target text would not be possible. Stated differently, the cultures
associated with the translations hold significant value.

Making sure the translated content follows the target language's stylistic and rhetorical conventions is one
of the major issues in text production. Sentence structure modifications, idiomatic expression rephrasing,
and word selection that meets target audience expectations may all be necessary to achieve this. According
to Nord (2005), translators need to be skilled at figuring out the purpose of the original text and translating
it into the target language. This frequently calls for original problem-solving techniques and a profound
comprehension of linguistic and cultural peculiarities. What sets professional translators apart from
bilinguals is their capacity to produce accurate, stylistically suitable texts.

Additionally, the ability to revise and edit a translation to ensure that the final product is devoid of mistakes
and inconsistencies is a component of text production competence. To guarantee correctness, coherence,
and clarity in their translations, translators must be meticulous in their work, painstakingly going over and
editing their translations. According to Pym (2023), producing texts effectively also entails choosing wisely
whether to modify a text to better fit the norms of the target language and when to stay true to the original.
A sophisticated grasp of both languages is necessary for this balancing act, as is the capacity to predict how
the intended audience will perceive the translated material.

Research techniques, text analysis and production competence, linguistic and cultural competencies, and
translation competence may all be engaged when translation competence is acknowledged as a higher
competence. Proficiency in translating technical materials into many languages may also be necessary for
text production translation competency. By integrating their academic knowledge with language expertise,
translators may produce multilingual technical documents (Neubert, 2000). A different viewpoint holds that
translators should be made more conscious of and knowledgeable about texts and text kinds. Translators
may find this useful since it allows them to generate various kinds of texts in the target language. Translation
training might include modules on identifying patterns in text types, translation-focused text analysis, and
writing strategies from both the source and target cultures. The subskill of text generation for translation
purposes can also benefit from these (Schiffner, 2020). By internalizing text types, translators can enhance
their translation proficiency by considering text norms in both the source and target languages while
formulating their strategies for translation. According to this approach, words and linguistic structures are
part of text competence (Neubert, 2000). It is possible that the translation competence models put out by
scholars in translation studies include the text production competence. According to competence models,
competencies related to language and culture are prioritized, followed by competencies related to expertise
and text production. Various text forms, translation methods, techniques for writing in both the target and
source languages, and teaching grammar and theoretical knowledge to students as a whole can all be helpful
in translation education. It might be essential to acquire fundamental abilities like reading texts in both
source and target languages, comprehending and receiving information, analyzing texts, and communicating
ideas in order to become competent in text production.

In conclusion, text production competence is an essential part of the translation process that helps
translators produce target texts that are appropriate for the target audience as well as well-written and faithful
to the original. The ability to produce high-quality translations requires a variety of skills, including language
expertise, stylistic sensitivity, and editorial accuracy. Scholars like Schiffner and Adab (2000) and Nord
(2005) have emphasized that text production competency is crucial to guaranteeing reliable translations that
serve their intended communicative function.
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Theoretical Competence of Translators in the Translation Process

A translator's skill set must include theoretical competence, which serves as the cornerstone for making
well-informed decisions at every stage of the translation process. This competency entails a thorough
comprehension of translation theories, models, and techniques that help translators select the best methods
for various text kinds and translation difficulties. Munday et al. (2022) asserts that having theoretical
knowledge helps translators approach their job with a critical perspective. This helps them to evaluate the
source material, foresee potential problems, and employ appropriate translation strategies that are in line
with the text's intended audience and purpose.

In addition to the linguistic, cultural, and expertise competencies, translators and translation students should
be proficient in the theoretical competencies of translation studies. Translators may translate mindfully,
understanding what, why, and how they translate if they are familiar with the theories of translation studies.
As a result, translators can select implementation strategies and make judgments throughout the translation
process more quickly and clearly when they have theoretical understanding. This may ensure accurate and
efficient translation of the text into the target language and culture.

The capacity of theoretical competence to guide translators through the nuances of authenticity and
equivalency—two fundamental ideas in translation studies—is one of its main advantages. While fidelity
refers to the translator's faithfulness to the source text, equivalency describes how well a translated text
maintains the original's meaning, style, and functionality. According to theories like Nida's (1964) dynamic
equivalency, it is crucial to make the target audience feel the same way the original work did for its readers.
Translators can decide how to strike a balance between the requirement for linguistic and cultural adaptation
and authenticity to the original text by having a solid knowledge of these theoretical ideas.

Translation and interpreting professionals are required to possess both explicit and implicit descriptive
knowledge. This information includes details regarding professional translation methods as well as how
translation works. The ability to determine the translation function and approach with the aid of theoretical
knowledge may increase a translator's confidence and allow them the opportunity to employ metalanguage
throughout the translation process. Furthermore, by using the information that theories give, a translator
may translate cognitively, make wise judgments during the process, and gain confidence in their abilities due
to their theoretical understanding. For this reason, it could be required to include translation science
expertise in translation education. Simultaneously, integrating translation theoties into translation education
can enable students to view the phenomena of translation from a scientific point of view. Students may get
an overview and make practical, tangible judgments while producing the target texts in this way.

Furthermore, theoretical competency gives translators the means to work with materials that are more
complicated and specialized, like legal, technical, or literary works. Different texts call for different
translation strategies, and translators may select the best method for each situation by having a firm
understanding of translation theory. Venuti's (2017) theory of domestication and foreignization, for
instance, discusses the decision a translator must make while translating a text: should they modity it to fit
the target culture or preserve certain aspects of the source culture? Translators with theoretical competence

are able to use these decisions wisely, taking into account the particulars of the translation assignment at
hand.

In conclusion, theoretical proficiency is critical for translators since it supports the translation process as a
whole and improves the quality of their output. It enables translators to approach their work with a
comprehensive viewpoint, based on a thorough comprehension of translation theories and concepts. This
competency enables the translator to critically interact with their work and consistently develop their
abilities, in addition to improving their capacity to generate accurate and culturally appropriate translations.
Scholars like Venuti (2017) and Munday et al. (2022) have highlighted the importance of theoretical
knowledge in professional translation practice. Translation students and professionals might feel more
confident when theoretical information is included in their study. In other words, the translator accurately
chooses the translation techniques and decisions to be made during the translation process. The strategies
used by the person in charge of the translation work and process are likely to benefit from theoretical
competence.

Expertise Competence of Translators in the Translation Process

Another quality that translators should possess is expertise. When transferring texts from the source
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language and culture to the target language and culture, translators are also required to possess competence
in the target texts. Consequently, it may be concluded that expert competence and possessing advanced
academic knowledge are connected. Translators are expected to acquire sufficient knowledge in specialized
fields and professions in both their native tongue and at least one other language. This establishes the
assumption that translators, regardless of subject or field, will translate properly into the target language.
Nowadays translations of texts from many disciplines are becoming necessary as a result of the wide range
of fields in which countries now interact with one another. Expertise in each of these domains is expected
from translators.

A crucial part of a translator's skill set is expertise competence, often referred to as subject-matter
competence. This term describes the translatot's in-depth knowledge and comprehension of the particular
subjects or domains relevant to the texts they translate. This proficiency ensures that translators can
faithfully translate materials in fields like legal, medical, technical, financial, or literary translation, as well as
their specific terminology and subtleties. Gile (2009) asserts that specialist competence enables translators
to produce translations that satisfy the criteria required in the particular profession and are not only
linguistically accurate but also contextually and conceptually correct.

Both general knowledge of the world and specialized subject knowledge can be considered components of
expertise competency. Translation professionals may improve their field competences by learning how to
find relevant material to better grasp a document's theme, growing in their area of expertise and practice,
and cultivating a spirit of analysis, summarization, and inquiry. A different perspective holds that translators
must understand how to obtain the data they require for the translation process. While encyclopedic
knowledge or skill in any topic is not a need for translators, they should be able to acquire information.
Translation-level knowledge, rather than subject-matter expertise, is adequate in this case (Neubert, 2010).
Expertise competence is a competence in an area or subject that some academics have included in the
translation competence paradigm. Within the parameters of the translation, terminology management is
proposed as a means of achieving field competency. The field competency includes tasks like managing
terminology for translation needs, using IT tools, and building a word bank (Schiffner, 2020).

The significance of expertise competency is most apparent when working with highly specialized texts that
include intricate language and ideas exclusive to a certain field. Translators who lack adequate experience in
the relevant field run the danger of misinterpreting or translating crucial terminology, which can result in
serious mistakes. For instance, translating legal documents incorrectly or producing legally improper
translations might result from a lack of knowledge of legal vocabulary and concepts. According to Gamero
(2001), a translator's proficiency with the subject matter is closely related to their capacity to comprehend
and translate specialist words effectively, making expertise competence crucial for preserving the accuracy
and integrity of the translated material.

Furthermore, a translator's capacity for efficient research is directly tied to their level of experience. Within
a specialized text, even experienced translators might run upon new terminology or ideas. In addition to
being knowledgeable in the subject, a translator with excellent expertise competence is adept at locating and
using trustworthy sources to fill in any knowledge gaps. According to Olohan (2016), one of the most
important components of specialist competence is the capacity to quickly obtain and use appropriate
information. This allows translators to translate difficult or unfamiliar content into translations that are
accurate and well-informed.

The translator's word selections fall under the category of expertise competency in translation. Translators'
word choices, translation studies knowledge, and area of specialization are all included in the definition of
expertise competence. Translators can utilize translation technologies' hardwate and software, as well as
texts from a wide range of subjects, to communicate successfully when translating. The ability to determine
which word in a dictionary is right is a necessary skill for translators. It is important for translators to possess
the ability to discern between the accurate and preferred meanings of terms they come across in dictionaries.
The translators need to have professional viewpoints on the content they are translating in order to make
an efficient and accurate decision.

As a result, expertise competence is a crucial component of the translation process, especially when working
with specialized materials that demand a high degree of subject-specific knowledge. Translators with this
competence can guarantee that their translations are accurate, suitable for the context, and satisfy the needs
of the intended audience in the relevant sector. Expertise competency, as highlighted by Gile (2009) and
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Olohan (2016), not only improves the quality of the translation but also helps the translator establish
credibility and a solid professional reputation in specialized translation fields.

Cultural Competence of Translators in the Translation Process

The correctness and efficacy of translated texts are significantly impacted by cultural competency, which is
a crucial component of the translation process. In addition to having fluency in both the source and target
languages, translators need to have a thorough understanding of the cultural settings in which the texts are
being translated as well as where they came from. A civilization's way of life and the ways in which a
particular language is employed to communicate ideas unique to that society are considered its culture
(Newmark, 2009). A vast range of components are included in this understanding, such as idiomatic phrases,
historical allusions, values, beliefs, and social conventions, every language group has distinctive cultural
traits. Translations may lose their intended meaning in the absence of this cultural sensitivity, which might
lead to misunderstandings and poor communication.

Getting around idioms and cultural references that might not have exact translations in the target language
is one of the main difficulties in translating. A culturally competent translator can overcome these obstacles
by identifying suitable substitutes or coming up with inventive ways to express the intended meaning
without disrupting the original message. It is required of translation students and professionals that they
possess a strong understanding of the cultures of the source and target languages in the language pair they
translate. This requires an in-depth understanding of both of the relevant cultures as well as the capacity to
modify information so that the target audience finds it engaging, because translation competency also
depends on having an understanding of the source and target cultures. For example, a popular statement in
one culture could require an entirely different phrasing in another culture to elicit the same emotion.

Additionally, cultural competency helps translators preserve the original text's tone and style, which is
essential for retaining the authot's voice and the text's overall effect. This is especially crucial for literary
translations, since the storyline heavily depends on the linguistic nuances and cultural background. The
emotional and cultural richness of the source material may be accurately reflected in the translated work by
a translator with a strong cultural background, giving the intended audience a genuine and captivating
reading experience.

Cultural competency is much more important in professional contexts like legal, medical, or commercial
translation. Culturally insensitive misunderstandings can have major repercussions, such as lawsuits,
misdiagnoses, or failed businesses. Thus, in order to produce translations that are accurate as well as relevant
and acceptable for their target culture, translators need to possess both language expertise and cultural
understanding. Cultural studies training and continued education may greatly improve a translator's capacity
to work well in a variety of dynamic translation contexts.

Newmark claims that a translator may maintain the aesthetic and functional elements of the original text
while preserving its cultural substance, all while transferring the effect of the source text without losing it in
the target language. The translator chooses translation techniques such as transfer, adaptation,
neutralization, clarification, functional equivalency, or deletion on how the cultural aspects in issue will be
transferred to the target language while translating the text of the source culture (Newmark, 2003). However,
Gideon Touty's theory, pre-translation and translation process norms, which play a significant role in the
translator's decision-making process, allow the translator to make choices that are in line with the target or
source culture. Basic aspects including text selection, target and source cultural adaptation, and the
translation approach to be used are often covered by these norms (Toury, 1980). There is a wide range of
translation techniques and approaches that have been developed for translating cultural materials and
effectively conveying their contents.

One of the main components that contributes to a culture's existence is its language. Thus, it is important
to recognize that language and culture are not entirely distinct entities. Being proficient in both the source
and target cultures is a necessary component of cultural competency. A solid broad cultural foundation,
attentive observation of global events, and an interest in foreign languages and cultures are additional
requirements for those pursuing a career in translation.

According to Margaret Ammann's definition, cultural competence is the capacity to deal with and handle
cultural phenomena, such as behaviors and values, in a conscious manner through abstraction, compatison,
and application. The multidisciplinary nature of translation studies is further demonstrated by the fact that
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the roots of these skills are found in sociology, cultural studies, and communication (Ammann, 2008).
Another definition of cultural competency is concentrating on learning about the nation, geography, political

system, economic, social, and cultural advancements, as well as comparable aspects of the target culture
(Schiffner & Adab, 2000).

When translating texts with cultural, literary or social content, translators frequently need to be culturally
competent. Translators must possess a thorough understanding of both these languages and cultures in
order to prevent problems or losses in such texts. Newmark proposes a factor categorization in literary text
types to successfully transfer the meaning from the source text to the target text in this situation. When it
comes to cultural competency, this factor categorization is also acknowledged by field researchers, and it
indicates the sort of cultural understanding that translators have to possess. In addition to the natural world
(flora, animals, winds, plains, hills, etc.), Newmark's factors also include actions, habits, political,
administrative, and religious concepts, procedures, activities, customs, organizations, socio-culture
(business, entertainment, etc.), and material culture (food, clothes, town, city, transportation system, etc.)
(Newmark, 2003).

Translators are considered to be interculturally competent, although their thoughts and emotions are mostly
focused on their own culture. Nonetheless, they make every effort to ensure that the translation interacts
with the important ideas rather than merely translating the text. Translators therefore act as a mediator
between the sender's and the recipient's cultures. These cultural specialists identify what is noteworthy and
also combine aspects that contradict or are the same in different text kinds from the source and target
cultures (Neubert, 2010).

Cultural competency should not be defined as knowing only two cultures really well or restricted to a small
range of situations. Another way to characterize cultural competency is as the awareness of the ongoing
acquisition of information and the ongoing desire to learn. Translation may be defined as a kind of text that
is part of the target text, forms culture, incorporates social norms, and results from a dynamic process that
changes depending on the circumstances (Hermans, 2020). Cultural equipment, which may be defined as
the translator's general culture and the equipment s/he obtains while practicing her/his translation
profession, is one of the most significant components in the development of translation competence.

According to a different translation competence model, the goal is cultural competence, which includes
understanding the sociocultural context in which the source text is produced, being aware of the systematic
nature of language, being able to comprehend texts written in the target language and the cultures to which
it belongs and being able to comprehend the target language, is to create target messages that are acceptable,
truthful, and significant in the eyes of the audience (Beeby et al., 2000). Cultural competence is also the
capacity to apply knowledge of unique local characteristics, norms of conduct, and value systems unique to
both the source and the target cultures. It is a concept that is incorporated in this established concept of
translator competence (PACTE Research Group, 2014).

Another perspective lists intercultural competence as one of the skills that have to be offered in translation
services. It is based on sociolinguistic and textual aspects. Emphasis is placed on the need to identify and
characterize components, references, and values that are acceptable for the cultures shown here, as well as
how to mix cultural aspects to produce texts and compare them (Torres-Simén and Pym, 2019). Speaking
and writing fluently in both the source and target languages is insufficient for translating in accordance with
cultural competency, which is one of the standards of translation. When translating a language pair, the
translator has to be sufficiently knowledgeable about the source as well as the target cultures. It is widely
acknowledged that language and cultural competence are the fundamental skills that professional translators,
and particularly prospective translators, need to continuously acquire and grow during the pre-translation
and translation processes. Since the translator is also the one who rewrites and interprets the material, these
two competences call for mastery of both the source and target languages and cultures. Therefore, it is
expected of translators to absorb the characteristics of both languages and cultures, evaluate them, and
translate the texts they will redevelop in the target culture's language in a way that is natural and acceptable—
that is, without giving the impression that the texts are being translated.

To sum up, a crucial element of a good translation is cultural competency. It guarantees that translations
maintain the integrity and meaning of the source material by being both linguistically and culturally correct.
In our increasingly interconnected world, culturally competent translators play a critical role by bridging
cultural barriers and facilitating greater communication and understanding across many cultures.
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Language Competence of Translators in the Translation Process

Effective translation is based on a translator's command of both the source and the target languages, which
is known as language competence. This proficiency entails a profound comprehension of the grammatical
structures, lexicon, colloquial idioms, and stylistic subtleties of every language, going beyond simple fluency.
Translators need to be skilled in faithfully capturing the original text's content, tone, and intent while
modifying it to meet the language standards and expectations of the intended audience. Hatim and Mason
(2005) assert that equivalency—the ability to translate a message from one language to another without
losing its meaning or functionality—requires a translator to be linguistically competent.

Language proficiency is evidently one of the most important competencies that many translation studies
experts believe should be incorporated in the translation education process. Understanding the target
language or a foreign language is not the only factor in language competency. It is insufficient for translators
to be proficient in just their native tongue or the target language when assessing their level of translation
competency. Proficiency in both the source and target languages is a must for translators. Proficiency in a
language entails not just speaking it effectively but also comprehending and interpreting spoken words and
phrases, as well as being actively proficient in grammar and writing rules.

Language proficiency helps translators negotiate the challenges of syntactic and lexical variations between
languages throughout the translation process. For example, there may be idioms or concepts in certain
languages that have no direct translations in other languages. Strong language skills enable a translator to fill
in these gaps in a novel way, maintaining the original text's impact and meaning in the translated version.
To produce a translation that is correct and sounds natural, as suggested by Vinay and Darbelnet (1995),
this calls for both a thorough grasp of the source language and a flexible, nuanced command of the target
language.

Additionally, language competence is necessary to preserve the original text's stylistic integrity. Whether the
authot's style is formal, informal technical, or literary, translators need to be aware of it and faithfully
translate it into the target language. This calls for a great degree of adaptability and skill in both languages.
According to Newmark (2003), a translator must be able to identify and maintain stylistic features in order
to produce a translation that will have the same effect on the intended audience that the original text has on
its readers.

Language competency is frequently discussed in relation to the target language that has to be translated in
translation education. But in the translation process, the translatot's proficiency in her/ his native language
is equally crucial. However, students of translation could also have a sense of incompleteness about their
native language and encounter challenges during the translation procedure. It is well known that individuals
acquire languages naturally and that language skills may be enhanced by communication and innovations,
according to the theories advanced by N. Chomsky, whose research is still recognized by scholars in the
tields of linguistics and translation studies. Providing an atmosphere for students to exhibit and apply the
issues mentioned eatlier and innovative thinking should be one of the objectives of translation education.
It has been noted that while translation students are skilled in writing, reading, speaking, and expressing
themselves in their mother tongue, they struggle to provide documents that follow spelling norms and to
interpret on topics in which they are not culturally knowledgeable.

According to this viewpoint, in order to produce more successful translations in the target language, students
undergoing translation training must develop language abilities within the bounds of translation
competence. Translators are required to have the requisite knowledge of the language, style, syntax, and
even word preferences in their original tongue while learning a foreign language. Being a proficient speaker
of their native language is one of the requirements for translators. After obtaining translation education,
students are essentially able to operate at the level of structure and meaning. It may be beneficial to study
subject-predicate relations in translation, the structure and context of activities, sentence and word kinds,
synonyms, antonyms, connotative and metaphorical meanings, and formulaic terms in order to grasp the
structural and semantic elements of the language.

Translation education requires not only a high level of proficiency in both the source and target languages,
but also a thorough understanding of all the standard and social common language features and use norms
necessary for language acquisition. Furthermore, it is evident that knowledge of the language, proficiency in
translating and communicating within the language when needed, awareness of social constructs and
idiolects, mastery of stylistic variances, and recognition of norms and their proper and effective application
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are all prerequisites.

The translator is required to have proficiency in the target language or languages after mastering the native
language when it comes to language competency in translation education. This is regarded as a fundamental
prerequisite for translating. When bilingual individuals start translating, they first translate for themselves
and subsequently for others. To accomplish this, they must have the same fundamental qualifications as
translators (Pym, 2003). When the term bilingual competence is used in this context, it refers to the
understanding of the target and source languages by translators.

A further definition of translation competence is the capacity to integrate the linguistic skills learned in both
languages (Koller & Henjum, 2020). Translation students must be proficient in both their native language
and the foreign language or languages they will be translating, both orally and written, as well as in terms of
their structural and functional features. The translator should be knowledgeable with the languages and
cultures of both the source and target languages, and source and target language and cultural information
should be processed simultaneously.

The knowledge of ongoing changes in the source and target languages, which is partially represented in
dictionaries and related research, can also be used to explain language competency. Linguistic competence
specifically refers to the syntactic and morphological synthesis of language materials for specific purposes
(Neubert, 2000). Conversely, Schaffner asserts that language competence refers to the language ability
modules of translators that concentrate on communicative uses and grammatical structures in both the
target languages and their own language (Schaffner & Adab, 2000). Bilingual competence is defined as the
body of knowledge that includes sociolinguistics, pragmatics, textuality, grammar, and lexical structures
necessary to communicate in two different languages, whereas being bilingual is defined as knowing all
grammatical rules and more in two different languages (PACTE Research Group, 2014).

Another viewpoint includes the label of language competency as one of the qualities that translators ought
to possess. It is crucial in this situation to comprehend the vocabulary, grammar, and idiomatic structures
of the two languages that need to be translated as well as their respective working norms, structures, and
needs. translators should also learn to be sensitive to changes in the languages (Froeliger et al., 2023). A
different translation competence model that places strategic competence and motivation at its core lists
competencies like research and tool competence, field competence, psychological motor competence,
routine activation competence, and communication competence in at least two languages. In this particular
context, bilingualism and the ability to communicate in at least two languages have similar characteristics.
This competence states that the use of vocabulary and grammar in both target languages, the acquisition of
communication competence in the source language through the reception of the source text, and,
concurrently, the reception process in the target language, can all be used to determine the quality of the
target text (Gopferich, 2009).

Itis possible to argue that the language competency of students obtaining translation education needs to be
a part of a structure based on F. de Saussute's theory that language is a system (Joseph, 2017). The first
competency that is thought to be required to be included in translation competence is language competence,
according to translation studies, linguistics research, and theories. It is acknowledged that translators possess
a strong mastery of these domains and are fully conversant with the grammatical, structural, and narrative
characteristics of their source languages.

To sum up, language competence is an essential ability for translators since it allows them to accurately and
efficiently convey meaning between languages. The intricacies, subtleties, and nuances of the source material
cannot be propetly captured by a translator lacking good language abilities, which might result in translations
that are misleading or erroneous. Thus, as noted by academics like Hatim and Mason (2005) and Newmark
(2009), linguistic competency is about mastering the art of communication in numerous languages rather
than merely fluency. Being proficient in a language involves more than just speaking it; it also entails
comprehending written and spoken words, learning the grammar and spelling standards, interpreting what
you read, and communicating well both orally and in writing.

CONCLUSION

As a result, this study emphasizes how crucial it is to see translation competence as a dynamic, diverse skill
set that is necessary to successfully navigate the difficulties of modern translation practice. The duty of the
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translator is perceived as a mediator who transforms texts to meet specific objectives in the target culture
and language, rather than just as a language converter, as the focus moves from strictly linguistic models to
more functional methods. The need for a deeper integration of linguistic and extra-linguistic skills is
highlighted by this expanded understanding of translation competence, which recognizes the importance of
the translator's cultural awareness, interpretive skills, and context-specific knowledge in addition to their
command of the source and target languages.

The increasing realization of the necessity for comprehensive translator training is reflected in the growth
of translation programs at the undergraduate and graduate levels. Models that take into consideration the
many competences needed for translation, such as linguistic accuracy and cultural sensitivity, have been
established by scholars. These models highlight the fact that translation competency is dynamic and has to
change to meet the ever-increasing demands of multilingual communication, which can include intricate
interactions across several platforms and cultural contexts. As such, translation education has to change to
incorporate a wider range of competences outside of language proficiency.

Moreover, for translation studies to produce translators who can succeed in the modern market, specific
competences including technology, text creation, and theoretical understanding are essential. For instance,
technological competence gives translators the ability to operate digital tools and translation software
efficiently, while text production competence guarantees the capacity to generate texts in the target language
that are comprehensible and suitable for the target culture. Similar to this, knowledge of translation theory
offers a crucial foundation for wise decision-making, assisting translators in resolving ethical challenges and
making aesthetic judgments that come up throughout the translation process. Together with language and
cultural knowledge, these specialized competencies serve as the foundation for contemporary translation
competency.

As cross-cultural interactions grow more regular and sophisticated, cultural competency in particular
becomes more and more important in translation. For translations to be appreciated by the target audience,
a translator must be able to decipher and communicate idiomatic idioms, sociocultural references, and
cultural nuances. In this way, the assumed reader of a translation takes with them expectations shaped by
their own ideological and societal background. In order to ensure that translators can effectively
comprehend and convey a variety of cultural ideas, translator training must prioritize cultivating a deep
understanding of cultural contexts.

In the end, this research supports a comprehensive strategy for translation education that includes all of the
skills necessary for successful career advancement. The study backs up the notion that translation
competence is a dynamic construct that must change to meet the ever-changing needs of the industry by
highlighting the connections between linguistic, cultural, technological, and theoretical abilities. Future
research and training efforts must concentrate on further developing these competencies as the translation
profession grows in dimensions both academically and commercially. Only then will translators be prepared
to produce outstanding, culturally aware translations in an increasingly interconnected world.
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GENISLETILMIS OZET

Bu makale, geviri yeterliliginin dinamik ve ok yonld yapisii vurgulayarak, bu alandaki gelismeleri ve degisen
dogasint kapsamlt bir sekilde incelemektedir. Ceviri, geleneksel olarak dilsel bir faaliyet olarak gorilse de,
modern yaklagimlar ¢evirmenleri yalnizca dilsel dontisiimler yapan kisiler olarak degil, ayn1 zamanda kaltirler
arast iletisimi saglayan, hedef kiltir ve dilde belirli hedefleri yerine getiren arabulucular olarak
konumlandirmaktadir. Bu yeni perspektif, ¢eviti yeterliliginin yalnizca dil bilgisi ve kelime dagarcigtyla sinirl
olmadigini, aynt zamanda kiiltiirel farkindalik, baglamsal anlama, yorumlama becerileri ve teknolojik yetkinlik
gibi dil dist becerileri de icerdigini ortaya koymaktadir. Ceviri yeterliliginin bu genisletilmis tanimi, geleneksel
dil modellerinden daha islevsel ve pratik yaklasimlara dogru bir kaymayi temsil etmektedir. Ozellikle
kiiresellesen diinyada, ¢evirmenlerin yalnizca kaynak metni hedef dile ¢evirmekle kalmayip, aynt zamanda
hedef kiltiirin beklentilerini, degerlerini ve baglamsal dinamiklerini de dikkate almalari gerekmektedir. Bu
durum, ¢eviri egitiminin de yeniden sekillenmesine yol agmustir. Artik ceviri programlari, 6grencilere yalnizca
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dilsel beceriler kazandirmakla yetinmemekte, aynt zamanda kiltitlerarast iletisim, metin tirleti, terminoloji
yonetimi, ¢eviri teknolojileri ve etik gibi konularda da kapsamli bir egitim sunmaktadur.

Kaltirel farkindalk, modern ¢eviri uygulamalarinin merkezinde yer alan bir kavram haline gelmistir.
Cevirmenler, kaynak ve hedef kiltitler arasindaki farkliliklart anlamak ve bu farkliliklar1 ceviri stirecine
yansttmak zorundadir. Ornegin, bir edebi metnin gevirisinde, yalnizca kelimelerin anlamini aktarmak yeterli
degildir; metnin arkasindaki kiltiirel referanslar, tarihsel baglam ve yazarin Gslubu da dikkate alinmalidir.
Benzer sekilde, teknik veya tibbi metinlerin ¢evirisinde, terminolojik dogruluk kadar, hedef kitlenin
anlayabilecegi bir dil ve dislup kullanmak da énemlidir. Yorumlama becerileri de ¢eviri yeterliliginin ayrilmaz
bir parcast haline gelmistir. Cevirmenler, kaynak metni yalnizca kelimesi kelimesine ¢evirmekle kalmaz, ayni
zamanda metnin alt metnini, niyetini ve hedef kitle tizerindeki etkisini de analiz eder. Bu, 6zellikle reklam,
pazarlama veya siyasi metinler gibi ikna edici metinlerin ¢evirisinde kritik bir rol oynar.

Baglama 6zgu bilgi de modern ¢eviri uygulamalarinda giderek daha 6nemli hale gelmektedir. Cevirmenler,
calistiklart alana 6zgl terminoloji, kavramlar ve standartlar hakkinda derinlemesine bilgi sahibi olmalidir.
Ceviri egitimindeki bu genisleme, hem lisans hem de lisansiisti dizeyde ¢eviti programlarinin sayisinda ve
kapsaminda bir artisa yol agmustir. Guntimiizde, ceviri egitimi programlari, 6grencilere dilsel yeterliliklerin
yant sira, kiltirleraras: iletisim, ceviri teknolojileri, proje yonetimi ve etik gibi alanlarda da egitim
vermektedit.

Bilim insanlari, geviri yeterliliginin bu karmasik yapisini ele almak icin gesitli modeller gelistirmistir. Bu
modeller, ceviri yeterliliginin statik bir kavram olmadigini, aksine, siirekli gelisen ve uyarlanabilir bir yapiya
sahip oldugunu vurgulamaktadir. Ozellikle cok dilli iletisimin artan talepleri, cevirmenlerin farkl platformlar
ve kultiirel baglamlar arasinda karmagik etkilesimlerde bulunmalarim gerektirmektedir. Bu nedenle, ¢eviri
yeterliligi, yalnizca dilsel becerilerle sinith kalmayip, kultiirel duyarlilik, teknolojik yetkinlik ve stratejik
distinme gibi becerileri de igermelidir. Ceviri egitimi, bu gereksinimlere yanit olarak daha buttnsel bir
yaklastm benimsemektedir. Artik ceviri programlari, 6grencilere sadece dilsel yeterlilik kazandirmakla
kalmayip, aynt zamanda kiltiirlerarast iletisim, ceviri teknolojileri, proje yonetimi ve etik gibi alanlarda da
egitim vermektedir.

Sonug olarak, bu ¢alisma, ceviri yeterliliginin dinamik ve ¢ok yonlii bir yapiya sahip oldugunu ve stirekli
gelisen bir alan olarak kabul edilmesi gerektigini savunmaktadir. Ceviri egitimi, dilsel, kiiltiirel, teknolojik ve
teorik becerilerin birbirine bagliligini vurgulayan kapsamli bir yaklasim benimsemelidir. Bu baglamda, geviri
egitiminin sadece dilsel becerilere odaklanmak yerine, ¢evirmenlerin kiltiitlerarast iletisim, teknolojik
yetkinlik ve stratejik diisiinme gibi alanlarda da gelismelerini saglayacak bir yapiya kavusmasi gerekmektedir.
Bu, ceviri mesleginin gelecegi acisindan biiylik 6nem tasimakta ve gevirmenlerin, kiiresel iletisimin
karmagikliklarinda etkili bir sekilde rol almalarint saglayacaktir.
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Bu calismada, isbirligine dayali ters ylz sif modeli ve karinca kolonisi modelinin 6grencilerin 6.sinif Fen Bilimleri
dersi “Madde ve Is1” tnitesindeki kavramsal 6grenmelerine etkisini incelemeyi amaglanmustir. Calismada aragtirma
deseni olarak nicel aragtirma desenlerinden yart deneysel desen kullandmustir. Calismanin katiimeilart 2022-2023
Sgretim yilinin bahar déneminde Kiitahya il merkezdeki bir ortaokulda 6grenim géren 74 altinct sinif 6grencisinden
olusmaktadir. Calismaya katllan kontrol ve deney gruplarinda uygulama dersleri alti hafta stirmistir. Kontrol
grubundaki dersler, 6gretmen tarafindan ders kitabina bagli kalinarak islenirken, Deney 1 grubunda ters yiiz sinif modeli
ile Deney 2 grubunda ise karinca kolonisi modeline uyguna hazirlanan etkinlikler ile islenmistir. Calismada veri toplama
aract olarak 25 sorudan olusan kavram testi kullandlmustir. Kavram testi aragtirmact tarafindan hazitlanmistir. Normal
dagilim saglandig belitlenen verilerin analizde Tek Fakt6rlit ANOVA ve iligkili 6rneklem t testi kullanilmistir. Analizler
sonucunda Deney1 ve Deney 2 gruplarinda kontrol grubuna gore kavramsal 6grenme yéniinden anlaml bir artis oldugu
belirlenmistir. Calismadan elde edilen bulgular farkli ¢alismalardan elde edilen sonuglar ile karsilastirilarak tartistlmistur.
Sonug olarak isbirligine dayali ters yiiz siif ve karinca kolonisi modellerine uygun yapilan 6gretimin kavramlarin stk
stk tekrar edilmesi, 6grencilerin isbirligi ortaminda etkinlik yapmasina ve tartisma ortamina olanak saglamast nedeniyle
kavramsal 6grenmeye katk: sagladigt belitlenmistir. Calismanin sonucunda ortaya cikan veriler 1s1ginda fen bilimleri
ogretmenlerine isbitlikli 6grenmeyi esas alan ters yuz smuf ve karinca kolonisi modellerini kullanabilecekleri,
arastirmacilara ise benzeri ¢alismalart farklt derslere uygulanip ters yiiz sinif ve karinca kolonisi modelinin etkilerinin
arastirtlabilecegi 6nerilmistir.

Anahtar Kelimeler: Isbirlikli 6grenme, kavramsal 6grenme, ters yiiz stnif modeli, karinca kolonisi modeli

Effects of Collaborative Learning-Based Flip Classroom and Ant Colony Models on Conceptual Learning
in Science Education
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This study aimed to examine the effects of the collaborative flipped classtoom model and the ant colony model on
students' conceptual learning in the "Matter and Heat" unit of the 6th grade Science course. A quasi-experimental
design, one of the quantitative research designs, was used as the research design in the study. The participants of the
study consisted of 74 sixth grade students studying at a secondary school in the city center of Kiitahya in the spring
semester of the 2022-2023 academic year. The practice lessons in the control and experimental groups participating in
the study lasted six weeks. While the lessons in the control group were taught by the teacher in accordance with the
textbook, the Experimental 1 group was taught with the flipped classroom model and the Expetimental 2 group was
taught with activities prepared in accordance with the ant colony model. A concept test consisting of 25 questions was
used as a data collection tool in the study. The concept test was prepared by the researcher. Single Factor ANOVA
and dependent sample t-test were used in the analysis of the data determined to have normal distribution. As a result
of the analysis, it was determined that there was a significant increase in conceptual learning in Experiment 1 and
Experiment 2 groups compared to the control group. The findings obtained from the study were discussed by
comparing them with the results obtained from different studies. As a result, it was determined that teaching in
accordance with the collaborative flipped classroom and ant colony models contributed to conceptual learning because
concepts were repeated frequently, students were able to engage in activities in a collaborative environment, and
discussion was provided. In light of the data obtained as a result of the study, it was suggested that science teachers
could use the flipped classroom and ant colony models based on cooperative learning, and researchers could apply
similar studies to different courses and investigate the effects of the flipped classroom and ant colony models.

Keywords: Cooperative learning, conceptual learning, flipped classroom, ant colony model
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GIRIS

Bilim ve teknolojideki gelismelerin hiz kazandigs giintimiizde yasanan bu hizli gelismelere ayak uydurabilmek
icin bireylerden beklenen davranis ve beceriler de degismistir. Bu degisimler, bilgi tiretebilen, bilgiyi yasamsal
beceriler haline getirebilen, problem ¢6zebilen, elestirel diistinebilen, iletisim becerilerine sahip olabilen vb.
nitelikleri barindiran bireylerde bulunan becerilerle 6rtiismektedit (MEB, 2018). Cagin bireylerden bekledigi
bu beceri ve davraniglar zamanla hayatin her alaninda oldugu gibi egitim programlarina da hedef olarak
yansitilmis ve egitim-6gretim programlarinda yenilenmelere gidilmistir (Kara, 2016). Bu dogrultuda
yenilenen 6gretim programlarinda teknolojiyi bilgiye ulasmak icin direk kullanmak yerine 6grencinin aktif
oldugu, isbirligi yapabilme gibi tist diizey becerilerin yer aldig1, 6grencinin bilgiye ulasma yollarint kesfedip
ulagilan bilgiyi beceri haline getirdigi yaklagimlar tizerinde durulmaktadir (Birgili, 2022). Yenilenen 6gretim
programlarinda bilginin beceri haline getirilmesi amact anasinifindan tiniversiteye kadar biitiin kademelerde
yer alirken ve bu becerilere olanak saglayan derslerden biri de Fen Bilimleri dersidir. (Gerstein, 2012).

Yenilenen 2024 Fen Bilimleri Dersi Ogretim Programi incelendiginde ¢agin becerilerine vurgu yapilan yasam
boyu 6grenme aliskanhigr edinmis, st diizey becerilere sahip olan bireylerin yetistirilmesinin hedeflendigi
goriilmektedir. Fen Bilimleri dersinde, 6grencilerin temel bilgileri edinmesinin yant sira, etrafinda olup biten
olaylar1 sistematik bir gekilde inceleme, gézlem yapabilme, tahminlerde bulunma ve bilimsel sirec
becerilerini kazanmast amaclanmaktadir. Bu beceriletle birlikte, fen bilimleri dersinde 6grencilerin
ogrendikleri kavramlari anlamlandirmalart ve bu kavramlari karsilastiklart problemlerin  ¢éziimiinde
kullanmalarini saglamak da ulasilmak istenen hedefler arasindadir (Allen, 1996). Fen bilimlerinin temeline
bakildiginda Ogrencilerin  bilgileri bellek sistemlerinde yapilandirmasina katki saglayacak kavramlar
bitiiniinden olustugu gorilmektedir (Wesson, 2011). Kavramlar, bilginin dayandigi temellerden olustugu
icin 6grenme slrecinde kavram yanigiarina ve farkli anlayts bicimlerinin olusmasina yol agmamast
gerekmektedir (Pine, Messer ve John, 2001). Ogretmenin merkeze alindig1 egitim-6gretim sistemlerinde
6grenci sirece aktif katilmadigindan kavramlarin zihinde dogru bir sekilde yaplanmadigi ve anlamli bir
ogrenmenin gerceklesmedigi gorillmektedir (Akkus, 2004). Bu dogrultuda 6grencilerin merkeze alindigi ve
6grenme stirecinde aktif katiliminin saglandig 6gretim yontemleri devreye girmektedir (Kaptan ve Korkmaz,
2001; Kog ve Simsek, 20106).

Aktif 6grenme yéntemleri arasinda en ¢ok kullanilan yontemlerden biri isbirlikli 6grenme modelidir. Tsbirlikli
6grenme modeli sadece bir grup calismast degil aynt zamanda belirli bir konuya yonelik fikir aligverisinin
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yapilarak ortak bir amaca ulasabilme ¢abasidir (Fer ve Cirik, 2006; Okumus, Kog ve Doymus, 2019). Tsbirlikli
6grenme modelinde 6grenciler 6grenme siirecinde aktif olarak ortak amaclar dogrultusunda hareket
etmektedirler (Kagar,2024). Ogrencilerin bu yéntem sayesinde 6zgiiven duygulart gelismekte, iletisim kurma
ve problem ¢6zme gibi tist diizey becerileri gelisim gostermektedir (Bayrakgeken, Doymus ve Dogan, 2015).
Ulkemizdeki en son gelistirilen 2024 Fen Bilimleri Dersi Ogretim Programinda da bireylerden beklenen
becerilerin gelismesi icin isbirlikli 6grenme modelinin siklikla kullanilmasina vurgu yapildigi goriilmektedir
(MEB, 2024). Teknolojinin gelismesi ile birlikte de isbirlikli 6grenme modeli farkli 6gretim yontem ve
teknikleri ile kullanidarak daha zengin bir 6grenme modeli haline getirilmektedir. Bu 6grenme modelleri;
probleme dayali 6grenme, proje tabanlt 6grenme, sorgulamaya dayali 6grenme, ters yiiz stuf modeli vb.
modellerdir. Bunun yani sira isbirligi icerisinde gerceklesen koloni algoritmalari da son zamanlarda egitim
alanindaki uygulamalarda yerinin almaya baglamistir. Hem igbirlikli modellerde hem de koloni
algoritmalarinda ortak amaclar dogrultusunda bir seyler tiretmek ve basarmak icin bitlikte calismak esas
alinmaktadir.

Isbirlikli 6grenme modelini esas alan modellerden biri olan ters yiiz sinif modeli, teorik bilgilerin okul disina
tagindigy, etkinlik ve uygulamalarin okulda yapilmasina daha ¢ok olanak saglandigi ve teknolojinin aktif bir
sekilde kullanildigs harmanlanmis bir 6grenme modelidir (Johnson ve Renner, 2012; Sams ve Bergmann,
2013; Strayer, 2012). Ters yiz stuf modelinde sinif disinda g¢evrimici uygulamalar, videolar ve dijital
kaynaklar araciligtyla dersin teorik kismi tamamlanirken, sinif ortaminda grup odakly, isbirligi icerisinde stuf
ortaminda gegirilen zamanin daha etkili bir sekilde degerlendirilmesi amact giidilmektedir (Stein ve Graham,
2014, Frydenberg, 2012; Hwang, Chang, Song ve Hsieh, 2021). Okul disinda temel kazamimlar: elde edebilen
ogrenciler sinif icinde isbirlikli 6grenme uygulamalari ile derse aktif katilim saglayabilmekte ve st diizey
becerilere sahip olmak i¢in daha ¢ok olanaga sahip olabilmekteditler (Aslan, 2020; Zainuddin ve Attaran,
20106).

Isbirlikli yaklasimi esas alan koloni algoritmalarindan biri olan karinca kolonisi modelinde ise karincalarin
dogal davranslarindan yola cikilarak bir yol izlenmektedir (Dorigo, Birattari ve Stutzle, 2006). Insanlar
dogayla bas edebilmek, hayat sartlarin1 daha iyi hale getirebilmek ve karsilastiklart problemlere ¢6zim
tretmek icin teknolojinin yaninda dogadaki canlilarin davranislarini da taklit etmislerdir. (Karabetce, 2007).
Ozellikle karinca koloni algoritmalarindan yola ¢ikilarak yarismaci-igbirlikli yaklasim izlenerek daha iyi
céztimler elde edilmeye calisiimistir. (Ozdemir, 2008). Karincalar sosyal yaptya sahip olan canli topluluklart
olup, kurduklart dayanigma sistemi ile ¢ok zorlandiklart durumlart bile ishirligi sayesinde kolaylikla ¢6zebilme
6zeligine sahip canlilardir (Dorigo vd., 2006). Karinca algoritmalarinin kullanildigr alanlarda da var olan
problemin ¢éziminde gercek karinca davraniglarindan esinlenilmektedir (Dorigo ve Stiitzle, 2019).
Giiniimiizde karinca kolonisi algoritmalari daha ¢ok muhendislik, bilgisayar ve yazilim, ulasim ag sistemleri
gibi alanlarda kullanilmakla birlikte bu algoritmalarin kullanddigt alanlardan biri de egitim-6gretim
sistemleridir. Karincalarin problem ¢6zme, stratejik karar alma, isbirlikli yapilari egitim —6gretim sistemlerine
ornek teskil etmektedir.

Bu caligmada fen bilimleri dersinin isbitligine dayali ters yiiz siuf modeli ve karinca kolonisine gore
islenmesinin Ogrencilerin kavramsal 6grenmeye etkileri arastirilmistir. Alanyazin incelendiginde fen
egitiminde isbirlikli 6grenmenin etkilerini aragtiran ¢alisgmalarin bulundugu gérilmektedir (Agwu ve Nmadu,
2023; Aktag, 2013; Arslan ve Zengin, 2016; Avct, 2018; Bakioglu ve Goktas, 2020; Barata Aksoy, 2017; Bilgin
ve Karaduman, 2005; Bozkurt, Orhan, Keskin ve Mazi, 2008; Cakir, Balliel ve Saritkaya, 2013; Cavdar ve
Doymus, 2016; Giingér ve Ozkan, 2011). Ancak bu calismada oldugu gibi isbirlikli &grenmenin
harmanlanarak kullamildig: farkh yontemlerin karsilastirildigr calismalar simirlt sayidadir (Bilici ve Yilmaz,
2023; Cil ve Yilmaz, 2023; G6gebakan Yildiz,Kiyict ve Altuntas, 2016; Okumus, 2020; Oztiirk ve Doymus,
2018; Suendarti ve Virgana, 2022; Yildiz, Simsek ve Agdas, 2017).

Alanyazindaki caligmalar bagimsiz degiskenleri agisindan incelendiginde; fen egitimi alaninda isbirlikli
Ogrenme ve ters ylz stuf modelinin kullanddigt ¢alismalarin ¢ogunlukla akademik basari ve tutumun
aragtirlmasmna yonelik oldugu gérilmiistir. Kavramsal 6grenmenin bagimh degisken olarak alindigt
calismalar sinurh sayrdadir (Alp, 2019; Eyiiboglu ve Doymus, 2023; Geng ve Sahin, 2013; Karaarslan ve
Kaptan, 2023; Widodo, 2022; Yu,Li, Lan ve Zhang, 2023). Ayrica karinca kolonisine yonelik egitim alaninda
yapilan ¢alismalar ise yine sinirlt sayida oldugu gérilmektedir (Hu, Zhang, Chung, Liu, ve Xiao, 2009; Wong
ve Looi, 2009; Rastegarmoghadam ve Ziarati, 2017; Niknam ve Thulasiraman, 2020).

Bu baglamda isbirlikli 6grenmenin temel alindigt ters yiiz siuf ve karinca kolonisi modellerinin kavramsal
Sgrenmeye etkisini belirlemek amactyla bu calisma kapsaminda hazirlanan veri toplama araglari ve ders
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etkinliklerinin Fen Bilimleri 6gretmenlerine ve yapilmast planlanan akademik aragtirmalara katkida
bulunacagi diistintilmektedir. Bu dogrultuda ¢alismanin arastirma sorusu “Ortaokul altinct sinif Fen Bilimleri
dersi “Madde ve Is1” Unitesinin 6gretiminde kullanilan isbirligine dayali ters yiiz simf ve karinca kolonisi
modellerinin kavramsal 6grenmeye etkisi var midir?” olarak belirlenmistir.

Alt Problemler;
Arastirmaya katilan deney ve kontrol gruplart 6grencilerinin;

1. Deney ve kontrol gruplarinin kavram testi 6n test puanlart arasinda istatistiksel olarak anlaml bir
fark var midir?

2. Deney ve kontrol gruplarinin kavram testi son test puanlari arasinda istatistiksel olarak anlaml bir
fark var midir?

3. Kontrol grubu 6grencilerinin kavram testi 6n test ve son test puanlart arasinda istatistiksel olarak
anlamlt bir fark var midur?

4. Deney 1 grubu 6grencilerinin kavram testi 6n test ve son test puanlari arasinda istatistiksel olarak
anlamli fark var midir?

5. Deney 2 grubu 6grencilerinin kavram testi 6n test ve son test puanlart arasinda istatistiksel olarak
anlamli fark var midir?

YONTEM
Aragtirma Deseni

Ortaokul altinct stnuf fen bilimleri dersi “Madde ve Ist” Ginitesinin ters ylz siuif modeli ve karinca kolonisi
modeli ile dgretilmesinin kavramsal 6grenmeye etkisini aragtirmak amaci ile yiiriitilen bu arastirmada
arastirma yontemi olarak on test-son test kontrol-deney gruplu yari deneysel desen kullanidmistir. Yapilan
bu calismada yart deneysel desen kullanilmasindaki neden, ¢alismanin bagimsiz degiskeninden etkilenen
deney gruplari ve bagimsiz degiskenden etkilenmeyen bir kontrol grubu bulunmasidir. Calismada bagimli
degisken kavramsal 6grenme olarak belitlenmistir. Bagimli degiskene etkisinin olup olmadigt belirlenmeye
calisilan bagimsiz degiskenler ise deney gruplarinda uygulanan farkli 6gretim yaklasimlaridir. Calismada
deney grubu siniflari ve 6gretim yontemine miidahale edilmeyecek olan kontrol grubu sinufi seckisiz yéntem
ile belitlenmistir. Kontrol (K) grubunda dersler 6gretmenin kullandigi 6gretim yontemine mudahale
edilmeden islenirken, Deney 1 (D1) grubunda ters yiz sinif modeli ile Deney 2 (D2) grubunda ise karinca
kolonisi modeli ile islenmistir.

Aragtirmanin Katilimcilar:

Bu calismanin katitlimedarr 2022-2023 egitim 6gretim yiinda Milli Egitim Bakanhgi'na bagh bir devlet
ortaokulda 6grenim géren 74 altinct siuf Ogrencisinden olusmaktadir. Katibimedar seckisiz olmayan
orneklem yontemlerinden uygun 6rneklem tiird kullamilarak belirlenmistir. Kontrol ve deney gruplari
belirlenirken 6n test sonuclari dikkate alinmstir. 6/F, 6/G, 6/H ve 6/1 sintflarina kavram testi 6n test olarak
uygulanmis ve 6n test sonuglart arasinda istatistiksel olarak anlamli fark bulunmayan 6/F, 6,H ve 6/1
sintflarinin kontrol ve deney gruplart olmasina karar verilmistir. Buna gore 25 6grenciden olusan 6/F sinifi
K grubu, 24 6grenciden olusan 6/H sinifi ters yiz sinif modelinin uygulandigt D1 grubu ve 25 6grenciden
olusan 6/1 sinifi karinca kolonisi modelinin uygulandigi D2 grubu olarak belitlenmistir. Katilimcilarin
demografik bilgileri Tablo 1’de gosterilmistit.

Tablo 1. Katiimcilarin cinsiyete gére dagilimi

Kiz Erkek Toplam
Gruplar f % f % f %
K 13 52,0 12 48,0 25 100.0
D1 11 45,8 13 542 24 100.0
D2 12 48,0 13 52,0 25 100.0
Toplam 36 48,6 38 51,3 74 100.0
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Veri Toplama Araglari

Bu ¢alismada veri toplama aract olarak 25 sorudan olusan ve arastirmacilar tarafindan gelistirilen kavram
testi (IKT) kullantlmustir. KT gelistirilitken 6ncelikle altiner sinuf “Madde ve Ist” tinitesine yonelik kazanimlar
belitlenmis ve kazamimlara yonelik alanyazindaki arastirmalarda belirlenen kavram yandgilarina KT°de
celdirici olarak yer verilmistir. “Madde ve Is1” Ginitesine yonelik arastirmact tarafindan 26 tane ¢coktan se¢meli
sorudan olusan iki asamali KT olusturulmustur. Soru havuzundaki maddelerin kazanim ve biligsel alanlara
gore dagilimi Tablo 2’de verilmistir.

Tablo 2. ‘Madde ve Ist” KT nin belirtke tablosu

Y "
o o
g ) g & g = 2 M Z ) g =
A o5 < 5 3 o = < 2
o o
1 v 14 v
2 v 15 v
3 v 16 v
4 v 17 v
5 v 18 v
6 v 19 v
7 v 20 v
8 v 21 v
9 v 22 v
10 v 23 v
11 v 24 v
12 N 25 v
13 v 26 v
TOPLAM 2 2 3 3 3 TOPLAM 2 6 2 2 1

“Madde ve Ist” tnitesine yonelik hazirlanan 26 sorunun kapsam gegerligi ve pilot calismast yapilmustir.
KT’nin kapsam gecerliginin saglanmast icin fen bilimleri alaninda uzman bir gretim Uyesi, 6leme ve
degerlendirme alaninda uzman bir égretim gorevlisi ve iki uzman fen bilimleri 6gretmeninin goriislerine
basvurulmustur. Alan uzmanlarinin Onerileri dogrultusunda bazt dizenlemeler yapilmistir. Pilot ¢alisma
kapsaminda ise 26 sorudan olusan KT nin ilk hali 2021-2022 egitim-6gretim yilinda 6grenim géren 205
altinct stnuf 6grencisine uygulanmustir. Pilot ¢calisma neticesinde madde analizleri olarak madde giiclik indeksi
(p) ve madde ayirt edicilik indeksi () ve glvenitlik katsayisi hesaplamalart yapilmistir. Pilot uygulama
kapsaminda 205 6grenciye uygulanan KT nin madde glgliitk ve ayirt edicilik analizi Tablo 3’de verilmistit.
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Tablo 3. KT i¢in hesaplanan madde gliclitk ve ayirt edicilik indeksleri

Soru No p r Soru No p r
1 0,421 0,503 14 0,457 0,612
2 0,345 0,472 15 0,469 0,551
3 0,433 0,551 16 0,224 0,230
4 0,457 0,6 17 0,566 0,575
5 0,575 0,654 18 0,487 0,660
6 0,193 0,254 19 0,230 0,157
7 0,521 0,715 20 0,236 0,266
8 0,390 0,624 21 0,548 0,684
9 0,393 0,715 22 0,287 0,357
10 0,563 0,624 23 0,445 0,672
11 0,390 0,606 24 0,490 0,666
12 0,330 0,393 25 0,363 0,448
13 0,372 0,6 26 0,430 0,509

Ortalama $:0,408 0,516

Madde ayirt edicilik indeksi (p) degerleri -1 ile 1 araliginda bir deger alir. P degeri .40 ve Gstiinde olan bir
maddenin yiksek derecede ayirt edici 6zellige sahip oldugu,.30-.39 araliginda ise orta dizeyde; .20-.29
araliginda ise maddenin diizeltilmesi énerilitken .19 ve altinda olan maddelerin testten ¢ikarilmasi gerekir
(Yilmaz, 2004). Tablo 3’e bakildiginda sorularin bir kisminin kolay, diger kistmlarin ise orta ve zor sorulardan
olustugu goriilse de cogunlugunun orta giiglikte diizeyde oldugu degerlendirilebilir. Buna gére KT de yer
alan sorularn glgclitk diizeyi, istenen durumu karsidamaktadir. Tablo 4 ayirt edicilik bakimindan
incelendiginde 19. maddenin ayirt edicilik indeksinin 0,19’un altinda oldugu, 6, 16 ve 20. maddelerin 0,20 ile
0,29 arasinda oldugu gorilmiistiir. Bu dogrultuda 19. maddenin testten ¢ikarilmasina, 6, 16 ve 20. maddelerin
duizeltilmesine karar verilmistir. 19. madde testten ¢ikarilarak analize devam edildiginde yeniden diizenlenen
ve 25 sorudan olusan KT nin glivenirlik analizi sonucu Tablo 4’de verilmistir.

Tablo 4. KT nin glvenirlik katsayist
Cronbach's Alpha Madde Sayist

907 25

Tablo 4den gérildagi gibi KT nin tamamina iliskin Cronbach’s Alpha degerinin 0,907 olarak hesaplandigt
gorilmektedir. KT nin 205 6grenciye yonelik pilot uygulanmasinin sonucunda bulunan 0,907 degeri kavram
testinin givenilir ve arastirmada kullanilabilir oldugunu gostermektedir. Gergeklestirilen asamalar sonucunda
25 soruluk kavram testinin son hali verilmistir.

Veri Toplama Siireci

Ortaokul altinct stnuf Fen Bilimleri dersi “Madde ve Ist” tinitesinin 6gretiminde ters yiiz sinuf ve karinca
kolonisi modellerinin kavramsal 6grenmeye etkisini belirleyebilmek i¢in yapilan mevcut ¢alismanin uygulama
basamaklari asamalar halinde asagida verilmistir:

*  Ters yuz stuf ve karinca kolonisi modellerinin kullamldigt arastirmalara iliskin alanyazin taramast
yapilarak ulusal ve uluslararast calismalar ayrintili bir sekilde incelenmistir.

*  Calismanin yuritilecegi Fen Bilimleri dersi “Madde ve Ist” Unitesine yonelik MEB tarafindan
belitlenen kazanimlar incelenmistir.

*  Veri toplama aract olarak hazirlanan KT nin uygulanmasi icin gerekli etik onay izni alinmugtir.

* Arastirmact tarafindan olusturulan veri toplama araglarinin kapsam gecetligi ve pilot ¢alismast
yapilarak test gelistirme siireci tamamlanmistir.

e Ters yiiz siuf ve karinca kolonisi modellerine uygun hazirlanan 6gretim etkinliklerinin uygulanacagt
deney gruplarina yonelik ders planlart hazirlanmistir.

*  Ydriitmeyi gergeklestirecek olan 6gretmene calismanin amact, 6nemi, konusu, kavram testinin
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icerigi, ders planlari ve uygulama agsamalarina yonelik bilgi verilmistir.

Kontrol ve deney gruplarint belitlemek amaciyla 6-F, 6-G, 6-H ve 6-1 siuflarina 6n test
uygulanmistir. On test sonuglarina gére test sonuglart arasinda istatistiksel olarak anlamli fark
bulunmayan 6/F, 6,H ve 6/1 sinifinin kontrol ve deney gruplart olmasina karar verilmistir.

Smuflar arasi etkilesimin 6nlenmesi amact ile gruplara deney ya da kontrol grubu olduklar
belirtilmemistir.

Deney gruplarinda ve kontrol grubunda aynt 6gretmen dersi yurtitmustiir.

Kontrol ve deney gruplarinda 6n test yapidiktan yaklasik altt hafta sonra KT son test olarak
uygulanmistir.

Kontrol ve deney gruplarina son test uygulandiktan yaklasik bes hafta sonra KT kalicilik testi olarak
yeniden uygulanmistir.

Verilerin Analizi

Mevcut calismada veri toplama aract olarak kullanillan KT nin analizinde SPSS 22 programi kullanilmistir.
Verilerin analiz asamalar1 asagidaki gibidir:

Tki asamali coktan se¢meli olarak hazirlanan KT’de kavram yanilgisina sahip olanlar “0”, tamamen
bilgi eksikligi olanlar “1”, kismen bilgi eksikligi olanlar “2” ve bilimsel bilgiye sahip olanlar ise “3”
olarak SPSS programina kodlanmustir. KT°de bir 6grencinin alacagt en yiksek puan 75, en disik
puan ise sifir olarak belirlenmistir.

Verilerin analizinde parametrik veya nonparametrik testlerden hangilerinin  kullanidacagini
belirlemek icin 6ncelikle normallik testi yapilmistir.

Normal dagilim g6sterdigi belirlenen verilerin analizinde parametrik testlerden tekrarlanan Slgtimler
icin ANOVA ve tek faktorli ANOVA kullandlmistir. Bu testler parametrik testler oldugundan
uygulayabilmek icin yeterli Orneklem, normal dagilim, varyanslarin homojenligi ve kiiresellik
varsayimlarinin karsilanip karsilanmadigina bakidmistir. (Pallant, 2020).

Yapilan analizler sonucunda deney gruplarina uygulanan modellerin kavramsal 6grenmeye
etkilerinin etki buytklikleri belirlenmistir.

BULGULAR

Calismanin bu boliimiinde veri toplama aract olarak kullandan KT 6n test uygulamalarina iliskin betimsel
analiz sonuglarina ve alt problemlere iliskin bulgulara yer verilmistir.

KT On test uygulamalarina iliskin normal dagilim sonuglari

Calisma gruplarinda yer alan kontrol ve deney gruplarina 6n test olarak uygulanan KT den alinan puanlarin
ilkk olarak normallik analizi yapilmistir. On test uygulamalarina iliskin KT°den alinan puanlara iliskin betimsel
analiz sonuclari Tablo 5, Tablo 6 ve Sekil 1’ de verilmistir.

Tablo 5. Kontrol ve deney gruplarinin KT 6n test puanlarina iliskin betimsel istatistik sonuclart

Budanmig Ortanca Carpiklik Basikhik
Grup Ontest Min Max A.O A.O (Medyan) (Skewness) (Kurtosis)
K KT 2,00 36,00 12,00 11,30 12,00 1,736 1,690
D1 KT 4,00 31,00 12,83 12,37 11,00 1,320 1,981
D2 KT 2,00 28,00 13,00 13,40 12,00 ,596 ,513

Tablo 5 incelendiginde K ve D gruplarinin KT 6n test sonuglarinda aritmetik ortalama, budanmis aritmetik
ortalama ve ortanca degerlerinin birbirine yakin oldugu Skewness (carpiklik) ve Kurtosis (basiklik)
degerlerinin kabul edilen degerler arasinda oldugu gérillmektedir.
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Tablo 6. Deney ve kontrol gruplarin KT 6n test puanlarina iliskin shapiro-wilk sonuglart
Shapiro-Wilk

On test Grup Istatistik df p
K ,852 25 211

KT D1 ,882 24 ,260
D2 949 25 243

Tablo 6’ya bakildiginda K ve D gruplarinin KT 6n test sonuglarinda Shapiro-Wilk testinde p degerinin tim
gruplarda 0,05’den biyiik oldugu gériilmektedir.
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Sekil 1. KT o test basar: puanlarmmn normal dagilim grafikleri

Sekil 1’deki grafikler incelendiginde KT 6n test puanlarinin histogram grafiginde veri setinin sola carpik
oldugu ancak Q-Q plot testinde verilerin ¢izgi tizerinde toplandigt gériilmektedir. Tablolar ve grafikler
dikkate alindiginda uygulanan KT 6n test bagari puanlarinin normal dagilim sagladigs séylenebilir. Normal
dagilim sagladig: tespit edilen KT 6n testi puanlart arasinda istatistiksel olarak anlaml fark olup olmadigin
belirlemek amacityla parametrik testlerden biri olan Tek faktorlii ANOVA testi uygulanmustir. ANOVA
testinin uygulanabilmesi i¢in Levene testi sonuglarina bakilmis ve elde edilen bulgular Tablo 7’de verilmistir.

Tablo 7. On testlere iliskin varyanslarin homojenligi (levene) testi sonuglari

On test Levene istatistigi df1 df2 p
KT ,037 2 71 ,964

Tablo 7’ye gore KT 6n test puanlarina arasinda istatistiksel olarak anlamli fark yoktur (p>0,05) ve
varyanslarin homojenligi varsayimi karsilanmustir.

Birinci alt probleme y6nelik bulgular

“K, D1 ve D2 grubu 6grencilerinin KT 6n test bagart puanlart arasinda istatistiksel olarak anlamli bir fark
var midir?” alt problemine ait Tek Faktorliit ANOVA testi sonuglart Tablo 8’de verilmistir.

Tablo 8. K, D1 ve D2 gruplarinin KT 6n test puanlarinin tek faktérli ANOVA testi

On test KT Sd KO f p
Gruplar arast 30,466 2 15,233 ,357 ,701
KT Grup igi 3027,493 71 42,641
Toplam 3057,959 73
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Tablo 8’e gore K, D1 ve D2 gruplarinin KT 6n test basart puanlari arasinda istatistiksel olarak anlamlt bir
fark bulunmamustir [F(2,73)=0,357, p=0,701 (p>0,05)].

Ikinci alt probleme yonelik bulgular

“IK, D1 ve D2 grubu 6grencilerinin KT son test bagart puanlari arasinda istatistiksel olarak anlamli bir fark
var midir?” alt problemine ait Tek Faktérlit ANOVA sonuglari Tablo 9°da verilmistir.

Tablo 9.K, D7 ve D2 gruplarmn KT son test puanitarmm fek faktirlii ANOV A test

Son test KT Sd KO F p
Gruplar arasi 3675,25 2 1837,62 8,091 ,001
KT Grup ici 16125,838 71 227,124
Toplam 19801,095 73

Tablo 9a gore K, D1 ve D2 gruplarinin KT son test puanlari arasinda istatistiksel olarak anlamli bir fark
vardir [F (2,73) = 8,091 p=0,001 (p<0,05)]. Bu anlamli farkin hangi gruplar arasinda oldugunu belirlemek
i¢in 6ncelikle post-hoc testinde Dunnet T3 sonuglarina bakilmustir. KT son test puanlarinin post-hoc test
sonuglart Tablo 10°da verilmistir.

Tablo 10. K, D1 ve D2 gruplarinin KT son test puanlarinin post hoc testi

1ligkili Gruplar Ortalamalar arast fark Standart hata p
K Deney 1 -14,37167" 3,68422 ,001
Deney 2 -15,36000" 4,37129 ,003
DI Kontrol 14,37167" 3,68422 ,001
Deney 2 -,98833 4,73520 ,995
D2 Kontrol 15,36000" 4,37129 ,003
Deney 1 ,98833 4,73520 ,995

Tablo 10’a bakildiginda K grubu ile D1 ve D2 gruplart arasinda deney gruplart lehine istatistiksel olarak
anlaml bir fark vardir (p<0,05). D1 ve D2 gruplari arasinda ise KT son test basart puanlart bakimindan
istatistiksel olarak anlamli bir fark bulunmamistir (p>0,05).

Deney gruplarinda gerceklestirilen isbirligine dayali yontemlerin 6grencilerin kavramsal 6grenme tUzerindeki
etki bityiikligini belirlemek icin eta kare degeri incelenmistir. Istatistiksel bir giicii hesaplamak igin etki
buyukliginin belirlenmesi gerekmektedir (Cohen, Cohen, West ve Aiken, 2003). Yidirim ve Yildirim’a
(2011) gore etki buyikligh yeni uygulanan bir yontemin, eski yonteme kiyasla ne kadar fark yarattiginin
belirlenmesidir. Etki buyikluginin belirlenmesine yonelik, tek faktérli ANOVA testinde degiskenler
arasindaki iligkinin giictiniin belirlenmesinde en stk kullamilan istatistik yontem eta-kare (n2) korelasyon
katsayist hesaplamast oldugu bilinmektedir (Buytukoztirk, 2010). Bagimsiz degiskenin bagiml degisken
tzerindeki etkisinin buytukligini gosteren ve 0,00 ile 1,00 arasinda degerler alabilen eta-kare Cohen’e, (1988)
gore; .01<n2<.006 ise kiigiik etki, .06=n2<.14 ise orta etki, .14=n2 ise genis etki olarak yorumlanmaktadir.
Tablo 10°dan yararlanilarak hesaplanan KT icin eta-kare degeri n2 = 0,18 olarak hesaplanmistir.

Ugiincii alt probleme yénelik bulgular

“K grubu 6grencilerinin KT 6n test ve son test puanlart arasinda istatistiksel olarak anlamli bir fark var
mudir?” alt problemine ait iliskili 6rneklem t testi sonuclart Tablo 11°de verilmistir.

Tablo 11. K grubu KT 6n test, son teste iliskin iligkili 6rneklem t testi

t df Sig. (2-tailed)

On test
8,557 24 ,000

Son test
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Tablo 11°deki iliskili 6rneklem t testi sonuglarina gére kontrol grubu 6n test son test puanlart arasinda son
test lehine (A.O 6n test =12, A.O son test=21,9) istatistiksel olarak anlamli bir fark vardir F (24) = 8,557
p=0,000 (p<0,05).

Dordiincii alt probleme yonelik bulgular

“D1 grubu 6grencilerinin KT 6n test ve son test puanlari arasinda istatistiksel olarak anlaml fark var midur?”
alt problemine ait iliskili 6rneklem t testi sonuglart Tablo 12’de verilmistir.

Tablo 12. D1 grubu KT 6n test, son teste iliskin iliskili 6rneklem t testi

t df Sig. (2-tailed)

On test
12,489 23 000

>

Son test

Tablo 12°deki iliskili 6rneklem t testi sonuglarina gére D1 grubu 6n test son test puanlari arasinda son test
lehine (A.O 6n test =12,83, A.O son test=306,29) istatistiksel olarak anlamli bir fark vardir (p<<0,05).

Besinci alt probleme y6nelik analiz sonuglari

“D2 grubu 6grencilerinin KT 6n test ve son test puanlart arasinda istatistiksel olarak anlamli fark var midir?”
alt problemine ait t testi sonuglart Tablo 13’de verilmistir.

Tablo 13. D2 grubu KT 6n test, son teste iliskin iligkili 6rneklem t testi

t df Sig. (2-tailed)

On test

9,971 24 ,000
Son test

Tablo 12’deki iliskili 6rneklem t testi sonuglarina gére D2 grubu 6n test son test puanlari arasinda son test
lehine (A.O 6n test =13, A.O son test=37,2) istatistiksel olarak anlamli bir fark vardir (p<<0,05).

K, D1 ve D2 gruplarinin KT 6n test-son test puanlarinin atitmetik ortalamalarina yonelik grafik Sekil 2’de
verilmistir

40
35
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25
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15

Kontrol Deney 1 Deney 2

HOn test @ Son test

Sekil 2. KT 6n test-son test-kalicilik testi puan ortalamalarinin karsilastirilmasina iligkin stitun grafik
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Sekil 2’de K, D1 ve D2 gruplarina 6n test, son test olarak uygulan KT ne ait aritmetik ortalama degerleri
verilmistir. Grafik ve yapilan analizler bitlikte incelendiginde D1 ve D2 gruplarinin son test puanlarindaki
artisin K grubuna gére daha fazla, deney gruplarindaki artisin birbirine yakin degerde oldugu ve istatistiksel
olarak da kontrol ve deney gruplari arasinda son test bakimindan anlamli bir fark oldugu gérillmektedir

(Tablo 10).

SONUG, TARTISMA ve ONERILER

Fen bilimleri dersinin isbirligine dayali ters yiz sumuf ve karinca kolonisi modeli ile islenmesinin fen
Ogretimine kavramsal 6grenme yoniinden bir etkisi olup olmadigint belirlemek amactyla yapilan ¢alismada
6ncelikle K, D1 ve D2 grubu 6grencilerinin KT 6n test puanlari arasinda anlamlt bir fark olup olmadigina
bakilmistir. Yapilan analizler sonucunda K ve D gruplarinin KT 6n test puanlart arasinda istatistiksel olarak
anlaml bir farklilik bulunmadigt gériilmustir. Bu bulgu, kontrol ve deney gruplarinin KT 6n test puanlari
actsindan denk oldugunu, yani arastirmaya baslamadan 6nce deney ve kontrol gruplarinin kavram égrenme
diizeylerinin esit veya birbirine olduk¢a yakin oldugunu gostermektedir. K, D1 ve D2 gruplarinin denk
oldugu belirlendikten sonra gruplara 6n test olarak uygulanan 6n test puanlarinin her bir grupta ayri ayri
normal dagilim gosterip géstermedigine bakilmustir. Normal dagilim sagladigi tespit edilen KT son test basart
puanlart arasinda istatistiksel olarak anlamli fark olup olmadigint belirlemek amactyla parametrik testlerden
olan tek yonlit ANOVA testi uygulanmistir.

D1, D2 ve K grubu 6grencilerinin KT son test basari puanlari karsilastirildiginda gruplarin KT son test
puanlari arasinda istatistiksel olarak anlamli bir fark bulundugu goriilmustir. Bu anlaml farkin hangi gruplar
lehine oldugun belirlemek icin ANOVA ve Dunnet T3 analizi yapilmis ve K grubu ile D1 ve D2 grubu
arasinda deney gruplari lehine istatistiksel olarak anlamli bir fark oldugu gérilmis, D1 ve D2 gruplar
arasinda ise KT son puanlart arasinda istatistiksel olarak anlaml bir fark bulunmamustir. Ayrica D1 ve D2
gruplarinin kavramsal 6grenme tizerine etki biiyiikliklerine bakildiginda da her iki grubun genis diizeyde bir
etki glictine sahip oldugu belirlenmistir. Bu bulgular, deney gruplarinda uygulanan igbirligine dayal ters yiiz
sinif ve karinca kolonisi modellerinin kavramsal 6grenmeyi artirmada kontrol grubuna gbre daha etkili
oldugunu gostermektedir. Kontrol ve deney grubundaki 6grencilerinin KT 6n test, son test basatt puanlari
arasinda istatistiksel olarak anlamli bir fark olup olmadigina yonelik yapilan arastirmada gruplarin farklh
zamanlarda uygulanan kavram testinden elde ettikleri bagart puanlart karsilastirlmistir. Karsilagtirma
sonucunda K, D1 ve D2 gruplarinin KT 6n test ve son test puanlart arasindaki farkin istatistiksel olarak
anlamli oldugu belirlenmistir. Bu anlamh farkin, 6n testin ders yapilmadan Once, son testin ise ders
yapildiktan sonra uygulanmasindan dolay1 beklenen bir sonug¢ oldugu distiniilmektedir.

Bu arastirmanin sonuglari, alanyazinda ters yiiz siuf modelinin kavram 6grenimine etkisini incelemek
amactyla yapilan caligmalarin sonuclari ile paralellik géstermektedir. Jeong, Cafiada-Cafiada ve Gonzalez-
Goémez, ((2018) veKesharwani ve Kesharwani, (2022) calismalarinda fen bilgisi 6gretmen adaylarinin ters
yuz stuf modeli ile dersi 6grenmeye daha hazir hale gelerek kavramlari daha iyi 6grendiklerini belirttiklerini
dile getirmislerdir. Bozdag ve Turkoguz (2020), arastirmalarinda ters yiiz siif modelinin égrencilerin ders
6ncesi ilgilerini artirdidi icin kavramlarin 6grenilmesine katkida bulundugunu belirtmislerdir. Tan, Yangco,
ve Que, (2020), Solak (2021), Kesharwani vd. (2022) ve Oppong, Quansah ve Boachie, (2022) calismalarinda
ters ylz sinif modelinin ortaokul 6grencilerinin kavramsal anlama tzerindeki etkisini belitlemeye yonelik
yurittikleri aragtirmalarinda, ters ylz stnif modelinin uygulandigi biyoloji dersinde deney grubundaki
6grencilerin KT sonuglarinin kontrol grubundaki 6grencilere gére daha basarih oldugunu belirtmislerdir.
Baska bir calismada Aksoy ve Aydin (2021), 6grencilerle yaptiklart gériismelerde 6grencilerin ters yiiz sinif
uygulamalarinin derse olan ilgisini artirarak daha iyi kavradiklarimi ifade ettiklerini belirtmislerdir. Xiao ve
Adnan (2022), Ristanto, Kristiani ve Lisanti, (2022),Ugwuanyi (2022) ve Ukzuzoglu (2023) arastirmalarinda
Fen Bilimleri dersinde ters yiiz sinif modelinin kavramlarin 6grenilmesine olumlu katk: sagladigi sonucuna
ulagsmustir. Ayrica Ukzuzoglu (2023), calismasinda 6.siuf “Viicudumuzdaki Sistemler”  {nitesinin
Ogretiminde ters ylz sif modeline yonelik gériismeler sonunda 6grencilerin bu yontemle evde dersi
dinledikleri icin ders sirasinda daha ¢ok etkinlik yapmaya zamanlart kaldigindan konuyu kavramalarinin
kolaylastigin1 soylediklerini ifade etmistir. Yapilan bu calisma ve alanyazindaki calismalar ters ylz simf
modelinin kavram 6greniminde oldukea etkili oldugunu géstermektedir.

Alanyazin incelendiginde, 6gretim modeli olarak karinca kolonisinin kullamldigi ve kavram 6grenimine etkisi
bakimindan fen egitimi alaninda herhangi bir arastirmaya rastlanilmamustir. Ancak karinca kolonisi
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davraniglart isbirligi icerisinde en dogru yolu bulma gabalarindan olustugu icin calismanin bu kisminda
alanyazinda igbirlikli 6grenme yonteminin fen egitiminde kavram 6grenimine etkisini inceleyen calismalara
yer verilmistir. Atasoy, Genge, Kadayifct ve Akkus, (2007), calismalarinda fiziksel ve kimyasal degisimlerin
kavranmasi konusunda igbirlikli 6grenme yonteminin ise kosulmasiyla birlikte 6grencilerin hem grup
igerisinde hem de gruplar arasinda fikirlerini paylastiklar i¢in konuyu daha iyi kavradiklarini belirtmislerdir.
Acar ve Tarhan (2008), Doymus (2008) ve Geng (2009), calismalarinda fiziksel-kimyasal degisim, baglar ve
karisimlar konularinda isbirlikli 6grenme yonteminin kavram Ogrenilmesine etkisini arastirmuslar ve bu
calismanin sonugclari ile benzer sekilde isbirlikli 6grenmenin kavram 6gretiminde mevcut yénteme gére daha
etkili sonuglar ortaya koydugunu belirtmislerdir. Benzer sekilde Okumus vd. (2019) ve Art ve Sadi (2019),
calismalarinda isbirlikli 6grenmenin 6grencileri aktif kildigt icin kavramsal 6grenmede etkili oldugunu ve
ogrencilerin birbiri ile fikir aligverisi yapmalarina olanak sagladigini ifade etmislerdir. Bu ¢alismaya benzer
alanyazindaki yer alan diger calismalarda da; hacim (Raviv, Cohen ve Aflalo, 2019), karisim (Belge ve Boz,
2016), kimyasal reaksiyonlar (Okumus ve Doymus, 2017), kimyasal baglar (Eymur ve Geban, 2017),
biyogesitlilik (Alp, 2019) kavramlarin 6gretilmesinde igbitlikli 6grenme yonteminin etkisini arastirmuglar ve
isbitlikli 6grenme yontemiyle ders isleyen gruptaki 6grencilerin bu kavramlari kontrol grubundakilerden daha
iyi kavrayarak basarih olduklarint belirtmislerdir. Karinca kolonisine yonelik ders isleyen grencilerin grup
igerisinde etkin katilim saglamalarinin kavramlarin 6grenilmesinde etkili oldugu disinilmektedir.

Hem bu aragtirma sonucu hem de alanyazindaki benzer ¢alismalarin bulgulari birlikte degerlendirildiginde,
isbirligi icerisinde gerceklestirilen ters yiiz stuf ve karinca kolonisi modellerinin kavramlarin 6grenilmesinde
oldukea etkili oldugu soylenebilir. Grup icinde aktif olarak gérev alan bir 6grencinin kavramlar sik tekrar
etme sanst bulmasi ve sahip oldugu kavram yanilgilarini tartisma ortaminda gidererek kavramlar daha iyi
Ogrenebilecegi asikardir.  Bu calismada deney gruplarinda kavramsal 6grenmeye yonelik anlaml fark
¢tkmamasinin sebebinin iki grupta da isbirlikli 6grenme modelinin temel alinmasi oldugu ditsiiniilmektedir.
Bu distnce ile benzer sekilde olarak Kurt (2001) 6grencinin derse aktif katildigt siirece dersi daha iyi
kavrayacagini ve bilgiyi baskasina aktardigi sirece kavrama diizeyinin en tste ¢tkacagint ileri stirmektedir. Bu
calismanin sonucunda ortaya ¢ikan veriler 1s18inda fen bilimleri 6gretmenlerine isbirlikli 6grenmeyi esas alan
ters yiiz sinif ve karinca kolonisi modellerini kullanabilecekleri, arastirmacilara ise benzeri ¢alismalari farkli
derslere uygulanip ters yiiz sinif ve karinca kolonisi modelinin etkilerinin arastirilabilecegi 6nerilmektedir.

Etik Beyan

Bu calismada etik dist herhangi bir husus bulunmadigini, aragtirma ve yayin etigi ilkelerine titizlikle
uyuldugunu beyan ederiz. Calismanin etik izinleri 29.11.2022 tarihli 495 numarali Erciyes Universitesi Sosyal
ve Beseri Bilimler Arastirmalart Etik Kurul Komisyonu tarafindan verilmistir. Bu arastirmanin ylrdtilmesi
ve yayimlanmasi icin herhangi bir kurum, kurulus veya fon saglayiciddan mali destek alinmamustir. Bu
arastirmada yer alan her iki yazar, ¢calismanin planlanmas, yiritilmesi, verilerin analizi ve makalenin yazimi
strecinde herhangi bir kurum, kurulus veya kisi ile ¢ikar ¢catismast bulunmadigini beyan eder. Arastirma
strecinde, ¢alismanin sonuglarini veya yorumlarint etkileyebilecek herhangi bir finansal veya kisisel baglantt
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EXTENDED SUMMARY

When the renewed 2024 Science Course Curriculum is examined, it is seen that the aim is to raise individuals
who have acquired the habit of lifelong learning and have high-level skills, emphasizing the skills of the age.
Along with these skills, ensuring that students make sense of the concepts they learn in science classes and
use these concepts in solving the problems they encounter is also among the desired goals (Allen, 1996). In
education-training systems where the teacher is at the center, it is seen that since the student does not
actively participate in the process, concepts ate not structured correctly in the mind and meaningful learning
does not occur (Akkus, 2004). In this direction, teaching methods that focus on students and ensure their
active participation in the learning process come into play (Kaptan and Korkmaz, 2001).

One of the most commonly used methods among active learning methods is the cooperative learning model.
The cooperative learning model is not only a group work but also an effort to achieve a common goal by
exchanging ideas on a specific subject (Fer and Cirik, 2006; Okumus, Kog, and Doymus, 2019). With the
development of technology, the cooperative learning model is being transformed into a richer learning
model by using different teaching methods and techniques. These learning models are problem-based
learning, project-based learning, inquiry-based learning, flipped classroom model, etc. In addition, colony
algorithms that occur in collaboration have recently started to take their place in applications in the field of
education. The flipped classroom model, which is one of the models based on the cooperative learning
model, is a blended learning model in which theoretical knowledge is carried out outside the school, activities
and practices are provided more opportunities to be done at school, and technology is actively used
(Johnson and Renner, 2012; Sams and Bergmann, 2013; Strayer, 2012). In the ant colony model, which is
one of the colony algorithms based on the cooperative approach, a path is followed based on the natural
behaviors of ants (Dorigo, Birattari, &Stutzle, 2006). In this study, the effects of teaching science lessons
according to the cooperative flipped classroom model and ant colony on students' conceptual learning were
investigated. When the literature is examined, it is seen that there are studies investigating the effects of
cooperative learning in science education. However, as in this study, there are limited studies comparing
different methods where cooperative learning is used in a blended manner.

In the study, a quasi-experimental design, one of the quantitative research designs, was used as the research
design. The participants of the study consisted of 74 sixth-grade students studying at a secondary school in
the city center of Kiitahya in the spring semester of the 2022-2023 academic year. Practice lessons in the
control and experimental groups participating in the study lasted six weeks. While the lessons in the control
group were taught by the teacher adhering to the textbook, they were taught with the flipped classroom
model in the Experimental 1 group and with activities prepared in accordance with the ant colony model in
the Experimental 2 group. A concept test consisting of 25 questions was used as the data collection tool in
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the study. The concept test was prepared by the researcher, and the content validity of the test, item difficulty
and discrimination index, and the appropriateness of the reliability analysis results were examined. Factorial
ANOVA and related sample t-test were used in the analysis of the data determined to have normal
distribution. As a result of the analysis, it was determined that there was a significant increase in conceptual
learning in the experimental 1 and experimental 2 groups, where the course was taught with the flipped
classroom and ant colony model based on the cooperative learning model, compared to the control group.
The findings obtained from the study were compared with the results obtained from different studies and
discussed. As a result, it was determined that the teaching carried out in accordance with the collaborative
flipped classroom and ant colony models contributed to conceptual learning because the concepts were
repeated frequently, students were able to do activities in a cooperative environment and a discussion
environment was provided. In the light of the data obtained as a result of the study, necessary suggestions
were presented to science teachers and researchers.
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