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ABSTRACT

EFFECTS OF CONCEPTUAL CHANGE ORIENTED INSTRUCTION ON
UNDERSTANDING OF GASES CONCEPTS

CETIN, Pinar Seda
Ph. D., Department of Secondary Science and Mathematics Education
Supervisor: Prof. Dr. Omer GEBAN
December 2009, 239 pages

The main purpose of the study was to compare the effectiveness of conceptual
change oriented instruction accompanied with computer animations and traditionally
designed chemistry instruction on 10" grade students’ understanding, achievement and
retention of gases concepts and attitudes towards chemistry as a school subject. Also

students’ views about nature of science were investigated.

Quasi experimental design was used in this study. 67 tenth grade students from
two intact classes of a chemistry course taught by the same teacher in Sokullu High
School were enrolled. The study was conducted during the first semester of 2008- 2009
academic year. The classes were randomly assigned as experimental and control groups.
While control group students were taught by traditionally designed chemistry
instruction, the experimental group students were instructed with conceptual change

oriented instruction accompanied with computer animations.

Gases Misconception Test (GMT) was administered to 198 high school students

to investigate their misconceptions in gases concepts before the study. Gases Concepts

v



Test (GCT), Gases Achievement Test (GAT), and Attitude Scale toward Chemistry
(ASTC), were administered to both groups as a pre-test and post-test to assess students’
understanding and achievement of gases concepts, and students’ attitudes toward
chemistry respectively. Science Process Skills Test was given at the beginning of the
study to determine students’ science process skills. Gases Retention Test (GRT) was
administered to both groups 2 months after treatment to assess their retention. Moreover
Turkish version of Views on Science- Technology- Society (T- VOSTS) was used at the
end of the study to investigate students’ views about nature of science. Moreover,

classroom observations and student interviews were conducted.

The hypotheses were tested by using analyses of covariance (ANCOVA) and
two- way analyses of variance (ANOV A). The results indicated that instruction based on
conceptual change approach caused significantly better acquisition of the scientific
conceptions, achievement and retention related to gases concepts than traditionally
designed chemistry instruction. Science process skill was determined as a strong
predictor in the concepts related to gases. Moreover instruction based on conceptual
change approach improved students’ attitudes as a school subject. However no
significant effect of gender difference on students’ understanding, achievement and
attitudes toward chemistry as a school subject was found. Finally experimental group
students’ views about some characteristics of nature of science were determined as more

realistic than control group students.

Keywords: Misconceptions, Conceptual Change Approach, Computer
Animations, Gases, Attitude toward Chemistry, Science Process Skills, Nature of

Science



0z

KAVRAMSAL DEGISIM YAKLASIMININ GAZLAR KONUSUNU
ANLAMAYA ETKISI

CETIN, Pinar Seda
Doktora, Ortadgretim Fen ve Matematik Alanlar1 Egitimi Boliimii
Tez Yoneticisi: Prof. Dr. Omer GEBAN
Aralik 2009, 239 sayfa

Bu c¢alismanin baslica amaci, bilgisayar animasyonlar1 destekli kavramsal
degisim yaklagimina dayali 6gretim yonteminin 10. siif dgrencilerinin gazlar konusunu
anlamalarina, basarilarina ve hatirlamalarina ve kimyaya karsi tutumlarina etkisini

geleneksel kimya 6gretim yontemi ile karsilastirarak incelemektir.

Bu calisma, Sokullu Lisesinde, ayn1 6gretmenin kimya derslerinde bulunan 67
onuncu smif &grencilerinin katilimi ile 2008- 2009 6gretim yilinin ilk doneminde
gerceklesmistir. Siniflar deney grubu ve kontrol grubu olarak rastgele secilmistir.
Kontrol grubundaki 6grencilere geleneksel kimya 6gretim yontemi uygulanirken, deney
grubundaki 6grencilere bilgisayar animasyonlari destekli kavramsal degisim yaklagimina

dayali 6gretim yontemi uygulanmistir.
Calisma baslamadan once 198 lise 0grencisine gazlar kavram yanilgilar: testi

uygulanarak, 6grencilerin konu ile ilgili kavram yanilgilar1 belirlenmistir. Gazlar kavram

testi, gazlar basari testi ve kimya tutum Olgegi Ogrencilere On-test ve son-test olarak
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dagitilarak Ogrencilerin gazlar konularin1 anlamalari, basarilar1 ve kimyaya karsi olan
tutumlar1 degerlendirilmistir. Ogrencilerin bilimsel islem becerilerini belirlemek {izere
bilimsel islem beceri testi ¢alismanin basinda 6grencilere uygulanmistir. Gazlar
konusunun islenisinden 2 ay sonra gazlar kavram testi tekrar uygulanarak 6grencilerin
konuyu hatirlamalar1 degerlendirilmistir. Ogrencilerin bilimin dogas1 hakkindaki
goriislerini degerlendirmek amaciyla bilimin dogas1 hakkinda goriisler anketi 6grencilere

verilmistir. Ayrica bu ¢aligmada sinif gézlemleri ve 6grenci goriismeleri yapilmistir.

Aragtirmanin hipotezleri ortak degiskenli varyans analizi (ANCOVA) ve iki
yonlii ¢ok degiskenli varyans analizi (ANOVA) kullanilarak test edilmistir. Analiz
sonuclari, kavramsal degisim yaklasiminin 6grencilerin gazlar konusunu anlamalarinda,
basarilarinda ve hatirlamalarinda daha etkili oldugu ve kimya dersine yonelik daha
olumlu tutuma yol agtign belirlenmistir. Ogrencilerin bilimsel islem becerileri,
ogrencilerin gazlar konusunu anlamalarinda belirleyici bir unsur oldugu tespit edilmistir.
Bununla birlikte, cinsiyet farkinin gazlar konusunu anlama ve kimya dersine yonelik
tutuma bir etkisinin olmadig1 goriilmiistiir. Son olarak deney grubundaki &grencilerin

bilimin dogas1 hakkindaki goriislerinin daha gercekci oldugu belirlenmistir.
Anahtar Kelimeler: Kavram Yanilgilari, Kavramsal Degisim Yaklagima,

Bilgisayar Animasyonlari, Gazlar, Kimya Dersine Karst Tutum, Bilimsel Islem

Becerileri, Bilimin Dogas1
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CHAPTER 1

INTRODUCTION

As a human being we usually try to make sense how the world works. In our endeavor,
we try to make predictions, establish relationships, find data supporting hypothesis and
verify personally constructed explanations. The main aims of science education are to
make students aware of their self constructed meanings, provide students variety of
experiences to facilitate their explanation and interpretation about life and give them

opportunity to come to scientifically accepted conclusions.

The notion that students come to class with well established understanding about natural
world is widely accepted. These understandings may facilitate or hinder students’
consequent learning of new scientific conceptions (Hewson, 1982). According to
constructivism new knowledge builds on the existing knowledge. Unfortunately, not all
the time, this existing knowledge is in tandem with the formal concept that is
constructed and agreed by scientists. So, students’ preexisting knowledge might be at

variance with formal concept.

Students’ preconceptions that are not consistent with the scientifically accepted ones are
named as misconceptions. In different studies these alternative views are named as
“preconception” (Ausubel, 1968; Benson, Wittrock, & Baur, 1993), “naive conception”
or “naive beliefs” (Caramaza, McCloskey & Green, 1981), “intuitive ideas” (Hynd,
McWhorter, Phares & Suttles, 1994), “intuitive science” (Preece, 1984), “children’s
science” (Gilbert, Osborne, & Fensham 1982; Stenhouse, 1986), “children’s scientific
intuitions” (Sutton, 1980), “alternative conception” (Gilbert & Swift, 1985; Niaz, 2001;
Palmer, 2001; Taber, 2001; Dykstra, Boyle, & Monarch, 1992). Since these



misconceptions hinder the meaningful understanding of scientific conceptions,
researchers have tried to understand the sources of them, and investigate the effective

instructional strategies to remediate these misconceptions.

Conceptual change approach is a very effective strategy to promote conceptual
understanding. It does not see the learning as a process of getting the facts about the
natural world. According to conceptual change approach, learning occurs as a result of
the interaction between what the student is taught and his current ideas. In their
conceptual change theory Posner et al. (1982) tried to explain how “people’s central,
organizing concepts change from one set of concepts to another set, incompatible with
the first” (p. 211). In conceptual change there are two phases. In assimilation, the
existing concepts are used to deal with new phenomena. However, in accommodation,
students’ existing concepts are insufficient to grasp new phenomenon. So, these existing
concepts must be replaced or reorganized with adequate ones (Posner et al., 1982).

Posner et al. (1982) stated four conditions for accommodation:

e There must be dissatisfaction with existing conceptions
e A new conception must be intelligible
e A new conception must appear initially plausible

e A new concept should suggest the possibility of fruitful research program

In the literature there are lots of strategies developed to promote conceptual change
approach in science classrooms and most of them were found to be effective when the

aim is meaningful understanding.

Chemistry is one of the topics where students’ have a lot of misconceptions. Many
students solve the numerical problems without learning the concept. The chemical
concepts and principles which involve the three levels of representation (symbolic level,
particulate level, and macroscopic level) are the most difficult ones for students to learn.

Students can overcome this difficulty with the instructions which help them to learn to

2



visualize chemical phenomena and principles at all three levels. Visualization linking
connections among the three levels develops understanding in chemistry. Students likely
have a misconception when they cannot understand a chemical phenomenon at all three
levels. The most commonly encountered subject areas where students have
misconceptions are mole concept (Griffiths & Preston, 1992; Harrison & Treagust,
1996), chemical equations (Ben-Zvi, Eylon & Silberstein, 1987; Garnett, Hackling,
Vogiatzakis & Wallace, 1992), , chemical equilibrium (Banerjee, 1991; Bergquist &
Heikkinen, 1990; Gussarsky & Gorodetsky, 1990; Chiu, Chou & Liu, 2002; Hackling &
Garnett, 1985; Huddle & Pilay, 1996), bonding (Peterson & Treauget, 1989; Nicoll,
2001), electrochemistry (Garnett & Treagust, 1992a; Garnett & Treagust, 1992b; Ogude
& Bradley, 1994; Sanger & Greenbowe, 1997), acids-bases (Cakir, Uzuntiryaki &
Geban, 2002; Cros, Chastrette & Fayol, 1988; Ross & Munby, 1991).

Gases concepts is one of the most important chemistry topics where students have a lot
of misconceptions. Understanding gases concepts need well established knowledge
about particulate nature of matter, states of matter, and phase change. Moreover it forms
the basis of many other chemistry topics such as chemical reactions, chemical
equilibrium and solubility. One of the main reasons of students’ misconceptions in gases
concepts is that they cannot visualize the particulate nature of gases and link these
understanding with macroscopic level. Computer animations can help students
overcome difficulties arising from visualization and facilitate their understanding of

scientific concepts.

Animations have two basic functions namely, enabling function and facilitating function
(Mayer, 2001). Gobert (2000) stated that dynamic representations such as three
dimensional animations provide visual explanations for scientific phenomenon that is
impossible to observe directly. Also computer animations might lead to decrease in

cognitive load and support active learning (Urhahne, Nick, & Schanze, 2009).



Science process skill was also determined as an important factor affecting students
understanding in science. Science process skills involve identifying variables and
hypotheses, designing investigations, graphing and exploring data, explaining results
and drawing conclusions. In this study, the contribution of students’ science process

skills to student’ understanding of gases concepts was examined.

Students’ attitude toward science is also critical in developing meaningful understanding
of scientific concepts. Besides taking cognitive factors into account, Koballa and Glynn
(2007) argued that effective science instruction should include some elements to

improve students’ attitudes toward science.

Developing an adequate understanding of NOS was given increased attention in
response to a call for reform in many countries (e.g., the National Science Education
Standards of the USA, the British National Curriculum of the United Kingdom).
Although science has an enormous effect on people’s life, many individual have lack of
understanding about how scientific enterprise operates. The reason of this poor
understanding is that, education systems generally based on simply memorization of
facts and concepts which are underestimate knowledge generation process. Also science
textbooks and science teachers do not give an opportunity to students to think how

science functions (McComas, Clough, & Almazroa, 1998).

1.1 Purpose

The purposes of the study were to: (1) determine students’ misconceptions about gases
concepts; (2) compare the effectiveness of conceptual change oriented instruction
accompanied with animations and traditional instructional on students’ understanding of
gases concept; (3) compare the effectiveness of conceptual change oriented instruction
accompanied with animations and traditional instructional on students’ achievement of
gases concept; (4) compare the effectiveness of conceptual change oriented instruction

accompanied with animations and traditional instructional on students’ retention of



gases concept; (5) compare the effectiveness of instruction based on conceptual change
accompanied with animations and instruction based on traditional method with respect
to students’ attitudes toward chemistry as a school subject; (6) investigate the effect of
gender on students’ understanding and achievement of gases concepts and their attitudes
toward chemistry as a school subject; (7) determine students’ views about nature of

science

1.2 Significance of the study

Students’ prior knowledge plays a critical role in their subsequent learning. Students
come to class with their prior conceptions which are often in conflict with scientifically
accepted one and what teachers expect them to learn. In the literature there are lots of
evidences that students’ prior knowledge may prevent their learning. So determination
of students’ misconceptions is very crucial when the aim is meaningful learning. In this
study students’ misconceptions about gases concepts were investigated through literature
review and misconception test and detailed misconception list was presented. Noticing
students’ possible misconceptions, science teachers can check their students’ prior
conception before instruction about gases concepts. Given the impact of prior
knowledge on learning, curriculum developers can make use of determined

misconceptions when designing activities.

Persistence to the traditional instruction is one of the well-known characteristics of
misconceptions. So designing an instruction that helps to eliminate students’
misconception is fundamental. In this study a strategy based on conceptual change
model accompanied with computer animations was designed and implemented. This
strategy focused on identification and elimination of misconceptions. Also with the help
of the computer animations students were facilitated to learn to visualize chemical
phenomena and principles at all three levels of representation (symbolic, particulate, and
macroscopic). A detailed description of the instruction was presented and effectiveness
of it was discussed in this study. Conceptual change oriented instruction caused better

understanding, achievement and retention of gases concepts than traditional instruction.
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Teachers can use this method in their classrooms to promote conceptual change in
students. Moreover, this study can give some clues to curriculum developers about how

to eliminate students’ misconceptions in gases concepts.

Students’ attitudes were determined as a key factor in their chemistry achievement. This
study can be seen as an evidence for the positive effect of conceptual change oriented
instruction on students’ attitudes. To increase students’ attitudes toward chemistry,

teachers can use similar activities that were used in this study.

Developing an adequate understanding about nature of science concepts is one of the
major aims of science education. The results of the previous studies showed that both
students and teachers possess inappropriate views of NOS (Lederman, 1992). This study
also investigated the students’ views about NOS and identified some commonly hold
naive beliefs of students. Since, students’ lack of understanding about NOS concepts
have been attributed to science curricular materials and instructional practices (Meichtry,
1993), both teachers and curriculum developers can use these findings by taking into

account them in designing instructions and curriculums.



1.3 Definition of the Terms

The constitutive and operational definition of important terms will be given in this

section.

Conceptual change oriented instruction: An instruction in which subjects are
introduced to students on the basis of constructivism which was proposed Postner et al.

(1982).

Traditional instruction: An instruction in which subjects are introduced to

students mainly with lecturing method.

Constructivism: A theory in which students construct their own knowledge and
knowledge cannot be transferred into the student.

Assimilation: Existing concepts are used to deal with new phenomena (Duit &
Treagust, 1998).

Accommodation: Existing knowledge is insufficient to grasp new phenomena so
individual must replace or reorganize their central concepts (Duit & Treagust, 1998).

Misconception: Conceptions which are inconsistent with the commonly accepted
scientific consensus.

Attitude: Predisposition to respond positively or negatively to things, places,
people or ideas (Simpson, Koballa, Oliver& Crawley, 1994).

Nature of science: Science as a way of knowing, or the values and beliefs
inherent to scientific knowledge and its development (Lederman, 2007).

Computer animation: Images in motion (Mayer, 2001).

Gases: The form of matter that is an easily compressible fluid (Ebbing &
Gommon, 2005).



CHAPTER 2

REVIEW OF LITERATURE

In this chapter nine main topics namely, constructivism, conceptual change approach,
implication of conceptual change approach, students’ misconceptions in chemistry,
students’ misconceptions in gases concepts, algorithmic understanding and conceptual
understanding in chemistry, computer animations, nature of science and attitude were

reviewed by the researcher.

Under the first topic the meaning of constructivism, principles of and criticism about it
were discussed. Also characteristics of constructivist learning environment and
constructivist teaching approaches were mentioned. Conceptual change model
developed by Posner, Strike, Hewson, and Gertzog (1982) were discussed in the light of
constructivism in the second part. Types of conceptual change (assimilation and
accommodation), conditions for accommodation (dissatisfaction, intelligibility,
plausibility and fruitfulness) and components of conceptual change model (status and
conceptual ecology) were reviewed. Criticism to original conceptual change model and

revisions were also addressed.

In the third part, implications of conceptual change model to educational settings were
mentioned. Usage of different methods and strategies (refutation/conceptual change text,
analogy, concept maps, cooperative learning, and demonstrations) and exemplar studies

conducted by using these strategies were given.

Fourth title included discussions about definition, importance, characteristics and some

sources of students’ misconceptions. Also reference studies about students’



misconceptions in different chemistry topics were presented. Moreover the possible
reasons of students’ difficulties in learning chemistry were stated briefly. Since this
study dealt with specifically gases concepts, studies about students’ misconceptions in
gases concepts were analyzed in the fifth part. Under the sixth part, types of
understanding in chemistry (algorithmic and conceptual) and discrepancies between
students performance on different levels of understanding in gases concepts were
discussed. Some of the studies showing this difference were examined. In parallel with
the aim of this study, functions and effectiveness of computer animations were
mentioned in the seventh title. Also researches about the effectiveness of computer

animations on students’ understandings were pointed out.

In the eighth part definition, characteristics and importance of nature of science were
reviewed. Moreover researches about students’ understanding in nature of science,
instructional strategies to improve this understanding and sources of students’
misconceptions in NOS were analyzed. The last title dealt with students attitudes toward
science. Definitions of attitude and relationship between attitude- achievement, attitude-

gender, and attitude-grade level were examined.

2.1. Constructivism

Constructivist view of learning has become the most powerful theory during the two last
decades (Ernest, 1993; Tobin, 1993). Piaget’s genetic epistemology is highly effective in
the construction of constructivism, which emphasized that knowledge can not be

separated from knowing.

According to constructivist point of view, knowledge cannot be transferred into the
student; instead students construct their own knowledge. Constructivism involves two

principles; psychological and epistemological.



Psychological principle explains that knowledge cannot be directly transferred from
teachers to students. Students do not receive knowledge in a passive way; instead they
construct their own meaning. Epistemological principle is about reality. In
constructivism reality is determined in a subjective way. Since individual constructs
knowledge in a subjective way, outside reality either does not exist or if exist cannot be
known by the individual. So reality is determined in a personal or subjective way (von
Glasersfeld, 1990). Constructivist put the notion of viability in place of outside reality.
Rather than searching for absolute truth, constructivism searches for usefulness and

viability of knowledge in different context.

According to Treagust, Duit, and Fraser (1996) criticism on constructivism focused on
four issues; “constructivism is simply common sense, it has epistemological flaws, it
leads to the denial of the existence of physical world, and excessive focus on the

individual does not take social issues into account” (p. 6).

Jonassen (1991) argued that constructivist learning environment should include the

following elements;

1. Based on the learning context, a real world environment should be presented.

2. Realistic approaches should be provided to solve real-world problems.

3. The role of the instructor should be a guider.

4. Content should be presented by giving multiple representations and
perspectives.

5. Instructor and students should discuss the goals and objectives.

6. The learning environment and materials should be presented in a way that they
facilitate learners to interpret the multiple perspective of the content.

7. Learners should be controller and mediator of the learning process.

According to constructivism new knowledge builds on the existing knowledge. This is

done in two ways: one is assimilation and the other is accommodation. In assimilation
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individuals assimilate new knowledge into their existing cognitive structures. And in
accommodation, individuals reconstruct their existing cognitive structures to what is
outside. In both ways, new knowledge is integrated or connected with prior knowledge.
So, from this point of view, what the learner already knows is very crucial. In literature,
it is known that students do not come to class with an empty mind even though they are
not introduced to the concept in consideration before. They have some knowledge about
the concept prior to the formal instruction. The source of this knowledge is their daily
life experience and the language. Not all the time, this prior knowledge is in tandem with
the formal concept that is constructed and agreed by scientists. So, students’ preexisting
knowledge might be at variance with formal concept. This variance can cause some
difficulties in students’ learning process. These difficulties should be consciously
addressed in classes by the teachers. The most commonly known strategy suggested by
Piaget is to create cognitive conflict, or disequilibrium. Some researchers (Vosniadou,
2001; Schmidt, Baumgartner, & Eybe, 2003; Michael, 2002) focused on students’ prior
knowledge and the misconceptions that students bring to classes. They advanced
Piaget’s notion of disequilibrium and their attempts resulted in constructivist teaching
strategies each considering students’ prior knowledge. These approaches are namely,
conceptual change model (Posner, Strike, Hewson, & Gertzog, 1982), learning cycle
approach (Stepans, Dyche, & Beiswenger, 1988), Driver’s constructivist teaching
sequence (Driver & Oldham, 1986), and bridging analogies approach (Brown &
Clement, 1989).

In this study conceptual change approach which is based on constructivist principle was

used. In the following section conceptual change approach was discussed.

2.2. Conceptual Change Approach

According to constructivism, learners construct their own knowledge actively. To
understand and acquire scientists’ interpretation of phenomena, they use their existing

knowledge. If their existing knowledge is not compatible with the scientific one, they
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may have to change their minds, instead of adding new knowledge. From this point of
view, development of a model of learning as conceptual change is reasonable (Hewson,
1988). According to conceptual change approach, as learner encounters a new
knowledge which is not compatible with his previous knowledge he uses his conceptual
ecology to decide whether the new knowledge is rational, believable, internally
consistent and have explanatory and predictive power. So an individual decides that the

new knowledge is worth of learning only when these criteria are met.

Conceptual change approach does not see the learning as a process of getting correct
responses or a set of behavior. Learning occurs as a result of the interaction between
what the student is taught and his current ideas. So this interaction plays a critical role in
determining what is to be learned. Students accept and comprehend ideas only when
they are seen as intelligible and rational. Thus from the conceptual change perspective

learning is a rational activity (Posner et al., 1982).

In their conceptual change theory Posner et al. (1982) tried to explain how “people’s
central, organizing concepts change from one set of concepts to another set,
incompatible with the first” (p. 211). Their analyses revealed two types of conceptual
change, assimilation and accommodation. In assimilation, which is also called weak
knowledge structuring or conceptual capture (Duit& Treagust, 2003), existing concepts
are used to deal with new phenomena. In accommodation or radical knowledge
structuring students’ existing knowledge is insufficient to grasp new phenomena so they

must replace or reorganize their central concepts.

Posner et al. (1982) argued the analogous patterns of conceptual change learning and
contemporary views of philosophy of science. Like the assimilation phase in conceptual
change learning, scientific endeavor is done against the background of central
commitments that organize research. Similar to accommodation, when scientists

challenge their basic assumptions, central commitments require modification.
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There are four conditions that were specified by Posner et al. (1982) for accommodation:

1. There must be dissatisfaction with existing conceptions: To make major
changes in knowledge structure students first believe that minor one does
not work. Changing old concept with the new one requires a condition
that old one encounters a difficulty and new conception that is intelligible
and plausible is available. Anomalies are one of the main sources of
dissatisfaction. As the students think the anomaly seriously, they become
more dissatisfied and are ready for accommodation. Producing
dissatisfaction with the presentation of anomalies necessitates that;
students should understand why the situation represents an anomaly,
students should believe necessity of reconciliation of situation with their
existing conceptions, students should try to reduce inconsistencies among
the beliefs they hold and they should realize assimilation of new

knowledge into existing structures is impossible.

2. A new conception must be intelligible: Students must know the meaning
of new conception, construct a coherent representation of it and see that it
is internally consistent. Analogies and metaphors can be used to confirm

the intelligibility of the new concept.

3. A new conception must appear initially plausible: Students must bring
together new conception with the other existing conception without any
problem. For a conception to be plausible it should be consistent with
other knowledge and theories, one’s epistemological commitments, it
should have a capacity to solve problems generated by its predecessors

and students should believe it to be true.
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4. A new conception should suggest the possibility of a fruitful research
program: A new conception must provide explanatory and predictive
power. A fruitful concept both resolves its predecessors’ anomalies and

also leads new insights.

Posner et al. (1982) and Hewson (1988) determined two major components of
conceptual change model. The first component is “status”. The status of an idea is a
degree to which he knows and accepts it and determined by its intelligibility, plausibility
and fruitfulness to that person. According to conceptual change model learning occurs
when the status of a new concept rises. This only happens when the learner dissatisfied
with his existing knowledge (lower status) and finds the new concept understandable,

acceptable and useful (higher status).

The second component is the person’s “conceptual ecology” a phrase borrowed from
Stephan Toulmin. Conceptual ecology is used to explain all the knowledge that a person
holds, which may be epistemological commitments, metaphysical beliefs about the
world, analogies and metaphors that might serve to structure new information. An
individual’s conceptual ecology plays a critical role in determining the status of a
concept. When the learner encounters a new knowledge, he uses his existing knowledge
(conceptual ecology) to determine whether the new conception is intelligible, plausible
and fruitful (Hewson & Thorley, 1989). So selection of a new concept to be learned

highly depends on one’s conceptual ecology.

In their studies Abd-El-Khalick and Akerson (2004) criticized the usage of term
“conceptual ecology” and instead of it they recommended “learning ecology”.
According to these researchers conceptual ecology is restricted to the cognitive domain.
However learning ecology includes cognitive, affective, motivational, contextual, social,

and cultural domains.
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In the late 1980°s the criticism to original conceptual change model has emerged. The
first criticism came from Solomon (1987) who argued that conceptual change model was
highly cognitive and ignored the social dimension of learning. She claimed that personal
and social construction of knowledge complement with each other. Therefore learning

and teaching strategies should emphasize both individual and social aspects of learning.

Pintrich, Marx, and Boyle (1993) criticized the model by claiming that it is highly
rational and “cold”. They emphasized that conceptual change model did not consider the
influence of students’ motivational construct in learning process. They recommended
that conceptual change is mediated by four motivational constructs namely, goals,
values, self-efficacy and control beliefs. Posner et al. (1982) claimed that learning is a
rational activity and paid attention to what learning is, instead of factors affecting
learning. However Pintrich et al. (1993) said that what learning depends on is as
important as what learning is. Also Palmer (2003) stated that motivation is an important

factor in the construction of knowledge and the process of conceptual change.

Cobern (1996) added another critique about the assumption that scientific conceptions
are superior to other conceptions in understanding the world. He argued that all the
activities in conceptual change classrooms are designed according to this principle.
However, very few students share the idea of the superiority of scientific conceptions.
According to him, conceptual change model demands learners from making decision
about the concepts within the scientific framework and accept scientific concepts
without any questions. He recommended that students should be given opportunities to

construct knowledge with others ways such as social sciences, philosophy and religion.

The last criticism came from Aikenhead and Jegede (1999) about culture. They argued
that in conceptual change model students are expected to construct scientific concepts
meaningfully although these concepts conflict with their previous knowledge, beliefs,

values, norms and life- worlds. However this is not easy process for students and they
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generally invent different ways. So they recommended that to reduce students’ isolation

from science, culturally sensitive curricula and teaching methods should be developed.

Hewson, Beeth and Thorley (1998) revised the conceptual change model and addressed
some of the issues mentioned above. The view of learning was modified and the
importance given the cognitive conflict was reduced. They claimed that knowledge is
personally constructed but socially mediated. Besides this, they put four general

guidelines for conceptual change;

1. Classroom discourse should include the explicit ideas about students’ and
teachers’ thoughts about the target concept.

2. Classroom discourse should be made explicitly metacognitive.

3. Students and teachers should explicitly discuss the status of concepts in terms of
intelligibility, plausibility and fruitfulness.

4. Justification for ideas and status decision should be explicit component of

curriculum.

These revisions may propose a solution for socially based criticism, but culturally based

criticism still waits their response.

Although there are different models of conceptual change developed by various
researchers (Posner et al., 1982; Vosniadou, 1992; diSessa, 1993; Chi, Slotta &
deLeeuw, 1994) in this study the model developed by Posner et al. (1982) was utilized.
In the following section implications of conceptual change approach to classroom

settings were discussed.

2.3. Implication of Conceptual Change Approach

Conceptual change approach is based on the assumptions of constructivist theory. So,

the importance of students’ prior knowledge in learning, active participation of students
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into learning environment, teachers’ role as a guide and facilitator to students’ learning

are the key features of conceptual change instructions.

In the literature there are lots of strategies developed to promote conceptual change
approach in science classrooms. The usage of conceptual change or refutational texts is
one of those strategies. Hynd, McWhorter, Phares and Suttles (1994) defined refutation
texts as “texts that refute commonly held naive concepts. They are designed to make
readers aware of the inadequacy of their intuitive ideas, directly stating that commonly
held intuitive ideas do not explain certain phenomena” (p. 934). Moreover in conceptual
change text students are asked to predict what would happen in a given situations related
to science concepts, before being presented with information that demonstrates the
inconsistency between common misconceptions and scientific conceptions (Chamber &
Andre, 1997). Palmer (2003) stated that both refutational texts and conceptual change
texts were very effective in students understanding of concept of ecological role in

nature.

Cakar, Yiiriik and Geban (2002) investigated the effect of conceptual change text
oriented instruction and traditional instruction on students’ understanding of cellular
respiration concepts. According to results of the study the conceptual change text-
oriented instruction was found to cause a significantly better acquisition of scientific

conceptions and elimination of alternative conceptions than the traditional instruction.

The study carried out by Alparslan, Tekkaya and Geban (2003) aimed to investigate
effect of conceptual change instruction on grade 11 students’ understanding of
respiration. They used conceptual change texts for experimental group students and
traditional instruction for control group students. The results of the study revealed that
conceptual change instruction dealing with students’ misconceptions caused greater
achievement in the understanding of respiration concepts. Researchers claimed that the

reason of greater success in experimental group students was due to the nature of
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activities that they engaged. These activities facilitated students to revise their prior

knowledge and struggle with their misconceptions.

Another strategy used to promote conceptual change is analogy. An analogy may be
viewed as a statement of comparison on the basis of similarities between the structures
of two domains. An analogy is used as explanatory tool by putting new concepts and
principle into familiar terms. Analogy serves a creative function when it stimulates the
solution of existing problems, the identification of new problem and the generation of
hypothesis (Glynn & Takahashi, 1998). Analogical reasoning can be successful if
students are familiar with the analog domain. Students must see the connection between
the analog and target concept to achieve analogical reasoning (Gabel & Samuel, 1986).
Effective analogies motivate students, clarify students’ thinking, help students to
overcome misconceptions, and give students ways to visualize abstract concepts (Orgill

& Thomas, 2007).

Sarantopoulos and Tsaparlis (2004) investigated the effectiveness of using chemical
analogies on 10th and 11th grade students understanding of modern atomic theory,
periodic table of elements, chemical bonds, solutions, acids, bases and salts. In the
control group, units were instructed with traditionally designed science instruction,
while, in experimental group, units were instructed with analogies. The result of the
study showed that students instructed with analogies performed better than students in

the control group.

Using graphic organizer is the other strategy to promote conceptual change. Concept

mapping is one of the mostly used graphic organizers. Novak (1990b) defined concept
maps as tools for organizing and representing knowledge. He stated that in the concept
maps concepts usually enclosed in circles or boxes and relationships between concepts

or propositions indicated by a connecting line between two concepts (nodes).
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Cetingiil and Geban (2005) conducted a research to investigate the effectiveness of
conceptual change text oriented instruction accompanied with analogies on tenth grade
students’ understanding of acids and bases concepts. The researchers designed the
instruction and conceptual change text in order to convince the students that some
situations which they understand are actually analogous to other situations which they
misunderstand. The results of the study showed that students taught with conceptual text
oriented instruction accompanied with analogies performed better than students taught
with traditional instruction. The researchers concluded that instructions that facilitate
analogical thinking and conceptual change were very effective in students understanding

of acids and bases concepts.

Cooperative learning is also commonly used with conceptual change. In cooperative
learning, students work together to achieve an academic goal. Johnson and Johnson
(1992) proposed five elements of cooperative learning groups as face to face interaction,
individual accountability, positive interdependence, cooperative social skills and group

processing.

Bilgin and Geban (2006) examined the effect of cooperative learning based on
conceptual change strategy on 10th grade students understanding of chemical
equilibrium. 87 tenth grade students from two intact classes of a chemistry course
instructed by the same teacher were involved in the study. The classes were randomly
assigned as experimental group which was instructed with cooperative learning
approach based on conceptual change conditions and control group which was instructed
with traditional instruction. Chemical Equilibrium Concept Test and Chemical
Equilibrium Achievement Test were used to assess students' conceptual understanding
and achievements related to computational problems respectively. According to results
of the study students taught with cooperative learning based on conceptual change
instruction had better understanding and achievement of computational problems than

students taught with traditional chemistry instruction.
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To facilitate conceptual change demonstrations can also be used. Benson, Wittrock, and
Baur (1993) argued that in order to promote the desired conceptual changes simple,

visible, and believable demonstrations that stimulate cognitive conflict can be used.

Azizoglu (2004) conducted a study to investigate the effectiveness of conceptual change
oriented instruction accompanied by demonstrations on 10th grade students
understanding of gases concepts. The results of the study showed that conceptual change
oriented instruction caused a significantly better understanding of gases concepts than

traditionally designed chemistry instruction.

Brandt, Ellen, Hellemans, and Heerman (2001) investigated the effect of visualization
on students’ construction of integrated knowledge structure in the domain of
electrochemistry by examining the gain scores of 132 final year students from ten
classes in the three secondary schools. The results of the study revealed the positive

effect of visualization on learning achievement of students.

Hewson and Hewson (1983) conducted a study to examine students’ alternative
conceptions and effect of instructional strategies in learning scientific concepts of mass,
volume, and density. Experimental group students were instructed with conceptual
change oriented instruction by using special instructional strategy and materials which
explicitly dealt with students’ alternative conceptions and control group students were
instructed with traditional strategy and materials. According to pre and post test results,
experimental group students acquired significantly larger improvement in scientific

conceptions.

Smith, Blakeslee, and Anderson (1993) were examined the teaching strategies associated
with conceptual change by observing thirteen 70 grade life science teachers. The
teaching units were photosynthesis, cellular respiration and matter cycling in
ecosystems. The teachers were randomly assigned groups as four teachers attending

workshops about conceptual change, five teachers attending no workshops but using

20



curriculum materials prepared by research project staff and four teachers attending
workshops and using curriculum materials. The results of the study indicated that in
order to use conceptual change strategies effectively the teachers needed support. Also
specially designed instructional materials both help teachers to implement conceptual
change strategies and improve students’ success in learning. The researchers claimed
that traditional textbooks and commercially available materials do not incorporate with
conceptual change teaching strategies so cannot support teachers in implementing these

strategies.

Atasoy, Akkus and Kadayif¢1 (2009) were investigated the effectiveness of a conceptual
change approach and traditional instruction on tenth-grade students' conceptual
understanding chemical equilibrium. 44 tenth-grade students participated in the study.
During the six-week implementation a conceptual change approach was applied in the
experimental group whereas traditional instruction was followed in the control group.
According to results of the study the conceptual change approach was statistically more

effective than traditional instruction in terms of students' conceptual understanding.

Ozmen, Demircioglu, and Demircioglu (2009) examined the effect of conceptual change
texts accompanied with computer animations on 11th grade students’ understanding and
alternative conceptions related to chemical bonding. While the comparison group taught
with traditional instruction, the experimental group received conceptual change text
accompanied with computer animations instruction. The researchers used seven
conceptual change texts and sixteen computer animations during the implementation.
Chemical bonding achievement test including 18 two-tier multiple-choice items was
applied as pre-test, post-test and delayed test to collect data. The results of the study
showed that, performance of students in the experimental group was greater than those

of in control group in post-test and delayed test.

Tastan, Yalginkaya and Boz (2008) compared the effectiveness of conceptual change

text instruction over traditional instruction on students’ understanding of energy in
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chemical reactions. The subjects of the study were 60 10th grade students. One of the
classes was randomly assigned as the experimental group where conceptual change text
instruction was used, and the other as the control group where traditional teaching
method was used. In order to assess students’ understanding energy concept test was
used. Also students’ attitude was measured by Attitude Scale towards Chemistry.
According to results of the study students in the experimental group got significantly
higher scores in energy concept test than students in the control group. Nevertheless,
there was no statistically significant difference between the experimental and control

group in terms of students' attitude towards chemistry.

To investigate how a teacher can support and facilitate conceptual change in students’
thinking Beeth and Hewson (1997) observed Sister Gertrude’s classroom. Researchers
presented features of instruction that support students’ conceptual change as follows;
teacher plans the curriculum including conceptions of science, learning and scientific
epistemology, the students are aware of the curricular expectation of teacher, the teacher
makes students to express and discuss their ideas and the teacher facilitates students to

engage social and conceptual practices.

2.4. Students’ Misconceptions in Chemistry

At the end of the nineteenth century, researchers started to deal with students’
preconceptions in science. However it is the middle of 1970’s that students’ conceptions

in science and mathematics were highly investigated (Treagust, Duit, & Fraser, 1996).

Vosniadou (2001) stated that “science learning is characterized by misconceptions” (p.
179). From the constructivist point of view students hold variety of conceptions about
the natural world and how it works. Among these conceptions, the ones which are
inconsistent with the commonly accepted scientific consensus are named
misconceptions. However from the students’ point of view, these conceptions make

more sense for them than scientifically accepted ones. So interpret and integrate new
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knowledge, the students make use of their prior conceptions even though they are not
consistent with the scientific ones. When these prior knowledge includes
misconceptions, their integrative and interpretive function lead to misinterpretation of
the new knowledge (Hewson & Hewson, 1988). Therefore in any teaching effort,

students’ misconceptions should be taken into account.

It is as important as studying learning difficulties that using these findings in practice.
According to Eylon (1988) these needs four steps; determination of misconceptions,
investigation of their sources, treatment of them by designing appropriate teaching
practices and evaluation of the effectiveness of implementation. These steps emphasized
the need of cooperation among researchers, curriculum developers, decision makers and

teachers.

In the literature there are many studies investigating students’ informal conceptions and
they were named differently by different researchers. Some of the terms are
“preconception” (Ausubel, 1968; Benson, Wittrock, & Baur, 1993), “misconceptions”
(Brown, 1992; Chambers & Andre, 1997; Din, 1998; Gonzalez, 1997; Griffiths, 1994;
Griffiths & Preston, 1992; Lawson & Thompson, 1988; Michael, 2002; Schmidt, 1997),
“naive conception” or “naive beliefs” (Caramaza, McCloskey & Green, 1981),
“intuitive ideas” (Hynd, McWhorter, Phares & Suttles, 1994), “intuitive science”
(Preece, 1984), “children’s science” (Gilbert, Osborne, & Fensham 1982; Stenhouse,
1986), “children’s scientific intuitions” (Sutton, 1980),“intuitive conceptions” (Lee &
Law, 2001), “alternative conception” (Gilbert & Swift, 1985; Niaz, 2001; Palmer, 2001;
Taber, 2001; Dykstra, Boyle, & Monarch, 1992), “alternative frameworks” (Gonzalez,
1997; Kupier, 1994; Taber, 1999), “folk theories” (Medin & Atran, 1999),
“spontaneous knowledge” (Pines & West, 1986), and “naive theories” (Resnik, 1983).

There are some general characteristics of misconceptions. For example misconceptions
are in conflict with the scientifically accepted explanations and they are generally less

precise, less consistent and more context specific. Moreover they show regularity across
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different students and a consistency within individual student’s responses. Unfortunately
students’ misconceptions are resistant to change even after traditional instruction

(Hewson& Hewson, 1988; Taber, 2001; Boujaoude, 1991).

To overcome misconceptions sources of them should be determined. A number of
studies tried to identify sources of students’ misconceptions. Students’ prior knowledge
(Teichert & Stacy, 2002), textbooks (Uhlik, 2004), language (Papageorgiou& Sakka,
2000), type of the instruction (Haidar, 1997), teachers (Valaniges, 2000), terminology
used by teachers and textbooks (Schmidt, Baumgartner, & Eybe, 2003) are some of the

determined sources of misconceptions.

Reviewing all the researches on students’ misconceptions in chemistry is beyond the
scope of this study, however, it is important to note that investigations done by many
researchers reveled that students hold misconceptions on a variety of topics at all grade
levels. A research literature shows that students hold many misconceptions on a variety
of topics in chemistry. These topics are gases (Mas, Perez, & Harris, 1987; Stavy, 1990;
Nurrenbern, & Pickering, 1987), mole concept (Griffiths & Preston, 1992; Harrison &
Treagust, 1996), nature of matter (Andersson, 1990; Gabel, Samuel & Hunn, 1987,
Renstrom, Andersson & Marton, 1990), chemical and physical changes (Ben-Zvi, Eylon,
& Silberstein, 1987), entropy (Frazer, 1980), chemical equations (Ben-Zvi, Eylon &
Silberstein, 1987; Garnett, Hackling, Vogiatzakis & Wallace, 1992), , chemical
equilibrium (Banerjee, 1991; Bergquist & Heikkinen, 1990; Gussarsky & Gorodetsky,
1990; Chiu, Chou & Liu, 2002; Hackling & Garnett, 1985; Huddle & Pilay, 1996),
bonding (Peterson & Treauget, 1989; Nicoll, 2001), electrochemistry (Garnett &
Treagust, 1992a; Garnett & Treagust, 1992b; Ogude & Bradley, 1994; Sanger &
Greenbowe, 1997), acids-bases (Cakir, Uzuntiryaki & Geban, 2002; Cros, Chastrette &
Fayol, 1988; Ross & Munby, 1991), thermochemistry (Boo, 1998), molecular geometry
and polarity (Furio & Calatayud, 1996), and solubility equilibrium (Raviolo &
Alexander, 2001).
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The chemical concepts and principles which involve the three levels of representation
are the most difficult ones for students to learn. These three levels are; the symbolic
level (chemical formulas, equations and mathematical relationships), the particulate
level (sketches of atoms, molecules and ions), the macroscopic level (observable
chemical processes in the laboratory) (Bowen & Phelps, 1997; Gabel, 1993). Gabel
(1993) stated that problems at particulate levels are the most difficult ones for the
students, and they are the best indicators of conceptual understanding. Students can
overcome this difficulty with the instructions which help them to learn to visualize
chemical phenomena and principles at all three levels. Visualization linking connections
among the three levels develops understanding in chemistry. Students likely have a

misconception when they cannot understand a chemical phenomenon at all three levels.

2.5. Students’ Misconceptions in Gases Concepts

Even though conceptual understanding is a major objective in science courses, most
students of all ages have difficulty in understanding scientific concepts and possess
some intuitive knowledge. During the last three decades a considerable amount of
researches have investigated gases concepts held by students and teachers at different

level.

Reviewing the researches on students’ conceptions on gases concepts, done by many
researchers revealed similar results indicating that students have many misconceptions
about gases. The scope of these researches varied from determining students’
misconceptions at different grades, examining the teachers’ misconceptions,
investigating the relationship between students’ understanding of concepts and its
parallels in the history of chemistry and exploring the effectiveness of teaching

strategies in remedying these misconceptions.

Benson, Wittrock, and Baur (1993) tried to investigate learner constructed concepts

related to nature of gases stored in subject memories. The subject included 1098 students
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from second graders to university chemistry students. Researchers made a demonstration
for elementary, junior high and senior students. Demonstration was described but not
performed for university students. In the demonstration researchers showed two identical
airtight flasks. Both flasks were opened to the air in the room and then closed. The first
flask was left in this condition and by the help of a large syringe half of the air was
removed from the second flask. The researchers told the participants to look at two
flasks with “magic magnifying spectacles” and draw the sketches of the air in the flask.
Drawings were classified in four groups as continuous/concentrated (CC), continuous/
expanded (CE), particulate/ concentrated (PC), and particulate/ expanded (PE)
distributions. The scientifically correct one is PE distribution. The other 3 categories
revealed the following misconceptions;

e Air is a continuous (nonparticulate) substance.

e Gas behavior is similar to liquid behavior.

e There is relatively little space between gas particles.
A chi-square analysis showed a significant relationship between preconception and

grade level, as the grade level of children increased their misconception decreased.

Pereira and Pestana (1991) investigated 13—18 years old pupils’ representations of
models of water in three states. According to results of the study students have a
misconception such as, the size of the particles increase as phase change occurs from
solid to liquid and gas. They consider the size of particles as being smallest in the solid,
increasing in the liquid and increasing even more in the gas. Similar to these findings
Griffiths and Preston (1992) report that grade 12 pupils think that the size of molecules

changes across different phase changes.

Stavy (1990) investigated children’s (ages 9-15) understanding of change of matter from
liquid or solid phase to gas phase and reversibility of this process. Students were
presented the change of state from liquid to invisible gas (using acetone) in a closed
container and from solid to visible gas (using iodine). At the end of the each task

students were interviewed. In the first task students were shown two identical test tubes

26



each containing one drop of acetone. The acetone in one of the test tubes was heated
until it evaporated completely. The students were asked about the conservation of
matter, conservation of properties of matter, conservation of weight and reversibility of
this process. In all these questions students were asked to state their answers and explain
the reasons. In the second task, students were shown two identical test tubes each
containing identical sizes of iodine crystals. The iodine in one of the test tubes was
heated until it turned to purple gas. Again the students were asked the same questions in
the first task. Students’ answers revealed the following misconceptions;

e QGas has no weight

e Liquid always weights more than gas

¢ @as is not matter so it cannot be changed back into liquid.

According to Stavy (1990) grade four and five students only could understand the solid

state of matter but not gaseous or liquid state.

Hwang (1995) investigated the development of the concept of gas volume in junior high,
senior high, and university Taiwanese students. 1029 students were involved in the
study. The conception test related to gas volume and particulate nature of gas were
administered to students at the end of the teaching unit concerning gases. Students’
answers revealed the following misconceptions;

e Volume of a gas is the size of the particles

e The gas can diffuse freely, gases have not volume.

e The volumes of different gases are proportional to their particle numbers in a

container

It was also found that as the students’ grade level increased their misconception

decreased.

Sere (1986) investigated the ideas 11 years olds have about gases prior to teaching. She
found that children associate gases with the use and function of objects, like footballs,

tires and suction pads. Children’s ideas like “hot air rises” and “air is everywhere” were
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often expressed. Also, air was frequently described as being alive, for example, “air
always wants to expand everywhere”. These ideas may arise through experience of

draughts and wind as well as using air around the home.

Novick and Nussbaum (1978) investigated 14 year old Israeli pupils understanding of
particulate nature of gases. They interviewed with 150 pupils from nine urban schools.
The interview was based on three phenomena and involved eight particular questions or
tasks. Each phenomenon was the focus for probing the understanding of followings; a
gas is composed of invisible particles, gas particles are evenly scattered in a closed
system, there is empty space between gas particles, particles of a gas are in intrinsic
motion and when two different gaseous substances interact to form a third substance, we
picture this as the joining together of different kinds of particles. They found that 64% of
the pupils suggested that air is made up of particles. When asked to choose the best
visual representation of the structure of air out of a given set of alternatives, 78% choose
the diagram which represented the particulate form of air. Some of the misconceptions
identified among students are as follows:
e Particles are not scattered evenly in a closed container but that they were
concentrated in some part of the confined space.
e There are “dust and other particles” or “other gases such as nitrogen or oxygen”
or “air, dirt and germs” or “unknown vapors” between the particles of gases.
e The gases particles want to rise
e The gases particles weigh very little and therefore rise

e Air floats in the space because of its low specific gravity

A few years later, the same researchers conducted a study with students at different age
levels. Novick and Nussbaum (1981) tried to find out how students’ conception of gases
changed as they grow older. The sample included 576 pupils ranging from elementary
school through university. According to results of the study percentage of pupils who

provided scientifically accepted ideas increased with age. Also the majority of pupils

28



claimed that air is made up of particles, but a minority of them demonstrated the

internalization of the idea of empty space between particles and intrinsic particle motion.

Calik and Ayas (2005) compared the level of understanding related to gases concept of
eighth grade students and student teachers. Two tier open ended question and group
discussion method were used to gather data. In the first part of the open ended question
they asked “what the term gas reminds you when you hear it?” and in the second part,
they asked to draw oxygen molecules filled into a flask. The questions were
administered to 50 eighth grade students and 50 student teachers in their final year in the
science education department. According to results of the study none of the student
teachers and eight graders had a sound understanding for the first question. Only 36% of
student teachers and 24% of eighth graders made a correct drawing in the second
question. In general there were similar alternative conceptions by both the students and
the student teachers despite more instruction on these topics in the education of the
student teachers. The incorrect answers to the questions revealed the following
misconceptions;

¢ Qas has constant volume but not constant mass

e Intermolecular bond is the longest in gas phase

The possible reason of these misconceptions was explained as the abstract nature of the

concept, inappropriate daily life explanation and misuse of analogies.

Lin, Cheng, and Lawrenz (2000) used 4 conceptual problems to investigate common
misconceptions of students and teachers about gas laws. Two of the items were related
to Boyle’s law, one about Charles’s law and the other is about that molecular behavior

of gases. 119 11™

grade students and 36 high school chemistry teachers were asked to
answer these questions. The answer of the questions showed that students and teachers
hold same misconceptions. They failed to use PV=nRT formula, they cannot explain
Boyle’s law and they failed to distinguish between “system” and “surrounding”. Study

revealed three major misconceptions of kinetic theory:
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e The atmospheric pressure pushed gas molecules down to keep them together at
the bottom of the flask.
e (Gas molecules rise and stay away from heat.

e Molecules expand when temperature rises.

Studies about the relationship between students’ concepts and history of science showed
a great parallel. For instance, in his study Niaz (2000) investigated the relationship
between students’ understanding of gases and its parallels in the history of science. He
showed a figure representing a steel tank holding hydrogen gas at 20°C and 3 atm
pressures and asked to represent the distribution of hydrogen molecules at -20°C to fifty
nine science major freshman students. Only 10 students draw the distribution correctly
and 3 of them can provide adequate justification. Results obtained showed that students
held ideas that gases molecules arrange in the form of regular lattices which are
consistent with those most chemist held until about 1860. Students’ answers revealed the
following misconceptions:

e Gas molecules do not occupy all the space available in a vessel

e When temperature of gas decreases, it occupies lesser volume; molecules unite

among themselves, shrink and tend to form groups.

e Attractive forces between gas molecules increases as the temperature decreases.

Moreover Mas, Perez and Harris(1987) conducted a study to make comparison between
the concepts of gases the pupils hold and the history of chemistry which is based on the
hypothesis of genetic epistemology, that is learning of scientific concepts by a student
often parallels the historical development of the science. They prepared a test consisting
of two questionnaires of four questions each. The test was administered to 1198 pupils at
the age of 12 to 18. First questionnaire included the questions about the experiment of
total vaporization of liquid in a closed container. Students are asked about conservation
of substance, of weight, of mass and the conceptions of gas which rise out of liquid
when it is boiled. In the second questionnaire students are asked to predict what would

happen to the weight of various substances when they undergo a chemical processes
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which involves disappearance of material due to gas formation. Analyses of the results
indicate that in every age group although students understand conservation of substance
they have difficulties in understanding conservation of weight. Also they found that
students though that liquids lost mass and weight when they vaporized so they rise.
Researchers claimed that students’ conceptions resemble the Aristotelian notions of

gases (which rest on the idea that only things that fall down have weight).

In order to bring the work on misconceptions about gases concepts that students’ hold to
the stage at which it is useful in practice, several attempts were made. Quite a few
researchers designed instructions to overcome students’ misconceptions and investigated

the effectiveness of them as explained in the following paragraphs.

Liu (20006) investigated the effectiveness of probeware-based hands on laboratory and
internet- based computer modeling laboratory on students understanding of gas laws. 33
high school chemistry students were involved in the study. Students’ understanding was
assessed by one pretest and two posttests. Tests included short constructed response type
questions. Results showed that combined probeware-based hands-on laboratory and
internet-based computer modeling laboratory are more effective than either the
probeware-based hands-on laboratory or the internet-based computer modeling

laboratory alone to help students develop understanding of gas law.

Senocak, Tagkesenligil and So6zbilir (2007) conducted a study to investigate the effect of
Problem Based Learning on prospective primary science teachers’ learning of gases
concept. 101 first year undergraduate students enrolled in General Chemistry II course
involved in the study. There are 50 students in experimental group and 51 students in
control group. They used gases diagnostic test composed of 22 multiple choice questions
which reflects students misconception in gases reported in the literature. Before
treatment the mean score of students in experimental and control group was 14.45 and

13.89 respectively. This means that even prospective science teacher have
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misconceptions in gases concept. At the end of the treatment they found that students in

experimental group achieved significantly higher than those of control group.

The study conducted by Hwang and Chiu (2004) explored the students misconceptions
in gases concept and effectiveness of instructional activities by presenting a
demonstration with computer simulation was investigated. 296 subjects in Grade 5-8
(age 11-12 through 14-15) in Taiwan were involved in the study. An open-ended
questionnaire and picture drawing question was administered to the subjects. A
statistically significant difference revealed that teaching activity in this research by the
computer- simulated demonstration could obviously benefit students’ conceptual change
in learning of particulate theory of gases. Also the following misconceptions are
determined;

e Students perceived the gas as a continuous medium, rather than as an aggregation
of particles. Therefore, it could be the reasons for students to have misconception
of gases.

e Many students also hold a static rather than kinetic conception of the particulate
model of gas. In other words, even though they have learned it in school, the
particulate theory does not become useful for most of the students.

e Gas was NOT distributed homogeneously in the whole container, and is

DEPENDENT on the position of the bottle.

e Two gases homogeneously mixed but NOT distributed in the whole space.

Giirses, Dogar, Yal¢in and Canpolat (2002) investigated the effect of conceptual change
oriented instruction on 7th grade students understanding of gases concepts. They
assigned students experimental and control group randomly. In the experimental group
conceptual change oriented instruction was used. Whereas traditional instruction was
used in the control group. They used gases concepts test which include 29 open ended
questions. According to results of the study students instructed with conceptual change

oriented instruction got higher scores than students instructed with traditional
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instruction. Analyses of the interview revealed that students have following
misconceptions about gases;

e Qases are evaporated substance

e There is no air in a closed container

e (ases do not mix

As it is seen from the literature the students at various grade levels have many
misconceptions about gases concepts. In this study, these determined misconceptions
were used both in designing the instruction and computer animations and developing the

gases concept test.

2.6. Algorithmic Understanding or Conceptual Understanding?

Conceptual change is very difficult to accomplish. Actually research has shown that
most instruction is highly ineffective when the aim is conceptual change (Driver and
Easly, 1978; Roth, Smith, and Anderson 1983). Fellows (1994) stated that generally
students memorize facts or use algorithms to pass their exams without learning the
theories. However, when the learning task demands describing, explaining, and making
interpretations about real world phenomena, their memorized knowledge becomes

useless.

Suits (2000) defined two types of understanding in chemistry, algorithmic understanding
and conceptual understanding. There are stages of algorithmic understanding. First
students use standard algorithm to solve a particular problem. At this stage, since the
students use step by step procedure they learn routine procedures. So, standard algorithm
cannot develop critical thinking skills. In the second stage, students use their own
algorithm, an invented algorithm, to solve more complex problems. An invented
algorithm needs to combine concept and algorithmic understanding by using appropriate
strategy. Unlike algorithmic understanding, conceptual understanding requires the use of

a more sophisticated solution strategy because the problem under consideration is
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unfamiliar. To acquire conceptual understanding learners must comprehend the three
levels of representation for chemical principle (symbolic level, particulate level,
macroscopic level), and are able to use invented algorithms and develop conceptual

knowledge.

Alao and Guthrie (1999) defined conceptual understanding by utilizing breadth and
depth of knowledge. Breadth is defined as “the extent of knowledge that is distributed
and represents the major sectors of a specific domain” and depth as “the knowledge of

scientific principles that describes the relationship among concepts™ (p. 244).

A number of studies indicated the discrepancies between students’ performance on
mathematical tasks used to describe behaviors of gases and their conceptual
understanding that underlines these tasks. Many research studies have investigated
college students’ achievement in solving numerical problems about gas laws and
conceptual understanding of a gaseous substance (Sawrey, 1990; Nakhleh, 1993;
Nakhleh & Mitchell, 1993). These researches showed that although many students could
perform well in mathematical problems, a few of them could perform conceptual

problems.

In their study Nurrenbern and Pickering (1987) applied a test including both conceptual
and traditional questions to 331 university students. This test was about gas laws and
stoichiometry including only multiple choice questions. They found that students have
far greater success in answering traditional questions than the concept questions about
gases. Also they found that students have difficulties in understanding that gases occupy
the entire volume of the container; gases have no definite volume and the idea of

reduced pressure of a gas at constant volume.

Similarly Sawrey (1990) applied the same tests to 285 freshmen chemistry students. She
found that students have a difficulty in solving concept problems. Although 87.72 % of
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the students correctly answer the traditional questions only 31.23 % of the 285 students

can solve concept problems about gas laws.

De Berg (1995) examined college students understanding of relationships between
pressure and volume of air compressed in a syringe. Paper and pencil test including
qualitative and quantitative task was used. 101 college students were asked to predict the
volume or pressure of gas in a syringe given the value of other. 65% of the students
could use inverse proportion between pressure and volume of a gas. Students answered
correctly to qualitative tasks also answered correctly to quantitative ones. Roughly 55%
of the students who answered the quantitative problems correctly could not answer the

qualitative ones.

In the light of the previous research results, this study also aimed to investigate and
compare students’ achievement in solving numerical problems and conceptual

understanding in gases concepts.

2.7. Computer Animations

The importance of integrating technologies into science teaching and learning is highly
recognized among many researchers (Linn& His, 2000). For better understanding in
chemistry, visual representation of phenomenon is necessary (Habraken, 1996). Using
technologies in classrooms helps students overcome difficulties arising from
visualization (Ferk, Blejec, & Gril, 2003), facilitate their understanding of scientific
concepts (de Jong & van Joolingen, 1998) and enable students- centered learning

environments (Brush& Saye, 2000).
Mayer (2001) defined multimedia as the presentation of learning materials by using both

pictorial and verbal elements. Animations that has been defined as images in motion, is

one of the important combination of multimedia (Dwyer & Dwyer, 2003). According to
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Mayer and Moreno (2002) animation is pictorial presentation of materials and it portrays

apparent movement.

Gobert (2000) stated that dynamic representations such as three dimensional animations
provide visual explanations for scientific phenomenon that is impossible to observe
directly. Also computer animations might lead to decrease in cognitive load and support
active learning (Urhahne, Nick, & Schanze, 2009). Thinking the cognitive load,
animations have two basic functions (Mayer, 2001);

1. Enabling function: Animation reduce cognitive load of learning task to allow

cognitive processing that would otherwise impossible.
2. Facilitating function: Animation reduce cognitive load of task that would

otherwise demand high mental effort.

Marbach-Ad, Rotbain and Stavy (2008) argued that from the constructivist point of view
students’ learning difficulties and misconceptions in science can be overcame by using
models and visualizations. Graphics visualizations and animations are very effective in
giving dynamic nature of molecules or molecular interactions. This nature and
interactions can only be shown in a static manner in text-based presentations. Urhahne et
al. (2009) investigated the success of three dimensional simulations in students’
understanding of chemical structures and their properties. They compared the
effectiveness of three dimensional simulations with two dimensional illustrations
concerning the modification of carbon. According to results of the study three
dimensional simulations were more effective for younger students who lack the

experience of learning with different visual representation format in chemistry.

Rieber (1990) warned that, in order to use computer animation in an effective way, the
attention of the students should be drawn to the relevant motion taking place in the
animation. Large, Beheshti, Breulex and Renaud (1996) made a distinction between

animation function as procedural information and descriptive information. Their studies
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showed that animation enhance the comprehension of procedural text more than
descriptive text. So the usage of animations is more effective in procedural content that

requires motion.

Similar but more depth analyses came from ChanLin (1998) about this distinction.
ChanLin (1998) investigated how different visual treatments (no graphics, still graphics,
animated graphics) influenced students with different prior knowledge level (high, low)
in learning procedural and descriptive knowledge. According to results of the study, in
learning procedural knowledge there was no significant difference among any two
treatments in the low prior knowledge group, while in the high prior knowledge group
still graphic treatment was better than control group. In learning descriptive facts,
animation and still graphic treatments were better for low prior knowledge group and for

high prior knowledge group only animation group was better than control group.

Because of its potential to deal with higher-order learning outcomes, science educators
believe that computer animations enhance teaching and learning of science concepts
(Ellis, 1984; Marks, 1982). Williamson and Abraham (1995) conducted a study to
investigate the effectiveness of computer animations in students’ explanations of
chemical phenomenon. There were two experimental groups and one control group. One
of the experimental groups viewed the animations during the lectures and the other
experimental group viewed animations both during the lectures and in discussion
sessions. The control group did not see the animations. The results of the study showed
that both of the experimental groups gained higher conceptual understandings than

control group.

Marbach-Ad et al. (2008) tried to determine the contribution of computer animations and
illustration activities on students’ achievement in molecular genetics. The control group
received traditional instruction and one experimental group received instruction
integrated with computer animation and the other experimental group received

instruction integrated with illustration. The results of the study revealed that students in
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the experimental groups improved their understanding in molecular genetics. Moreover
the results of the open-ended questions showed that computer animation activity were

more effective than illustration activity.

There are inconsistent findings among various studies related to effectiveness of
computer animations. Failure of using animation may due to complexity of the textual
materials (Large, 1996), students’ prior knowledge (Blissett & Atkins, 1993), discrete
comprehension of animations (Schwartz, 1999), difficulty of perceiving animations

(Pani, Jeffres, Shippey, & Schwartz, 1996).

Tversky, Morrison and Betrancourt (2002) argued that two principles should be satistied

for successful animations:

1. Congruence Principle: The structure and content of the external representation
should correspond to the desired structure and content of the internal
representation. For example, since routes are conceived of as a series of turns, an
effective external visual representation of routes will be based on turns.

2. Apprehension Principle: The structure and content of the external representation
should be readily and accurately perceived and comprehended. For example, since
people represent angles and lengths in gross categories, finer distinctions in
diagrams will not be accurately apprehended. In the case of routes, exact angles of
turns and lengths of roads are not important (p. 257-258).

Studies about computer animations gave an idea that, they facilitate students’
understanding of scientific phenomena. So in this study the effectiveness of conceptual
change oriented instruction accompanied with computer animations on students’

achievement and understanding of gases concepts was investigated.

2.8. Nature of Science

Nature of science is a very broad term used to explain what science is, how science
functions, what the role of society is in scientific enterprise, and how scientific

community operates (McComas, Clough& Almazroa, 1998). According to Lederman
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(2007) NOS is “the epistemology of science, science as a way of knowing, or the values

and beliefs inherent to scientific knowledge and its development” (p.833). Although

there is a disagreement among philosophers, historians and science educators on the

definition of NOS (Alters, 1997), there is a general agreement on characteristics of NOS
at K-12 level (Abd- El- Khalick, 2004). These characteristic are:

1.
2.
3.

Scientific knowledge is subject to change.

Scientific knowledge is empirically based.

Scientific knowledge involves personal background, biases and/or is theory-
laden.

Scientific knowledge necessarily involves human inferences, creativity and
imagination.

Scientific knowledge is culturally embedded.

There is a distinction between observation and inferences.

There is a distinction between scientific laws and theories.

Many researchers emphasized the weight of understanding in nature of science. It was

1960 that nature of science was determined as a major aim of science teaching by the

National Society for the Study of Education. Matthews (1994) has argued that teacher

education program should include nature of science because NOS knowledge facilitates

the implication of conceptual change models by teachers in their instruction. Moreover

Driver, Leach, Miller and Scott (1996) propose five arguments about why understanding

of NOS is important;

l.

Utilitarian view: NOS is important for understanding science and following
technological improvement.

Democratic view: NOS is necessary in making decisions about socio scientific
issues.

Cultural view: NOS is necessary to accept and appreciate scientific enterprises as
a part of culture.

Moral view: NOS facilitates understanding of scientific community’s and

society’s norms.
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5.

Science learning view: NOS helps the learning of science subject. Parallel with
this view, Songer and Linn (1991) showed that students having dynamic view of
science can better understand the thermodynamic concepts than students having

static view of science.

Given the importance of nature of science understanding, the assessment of students’,

teachers’ and scientists’ conceptions of NOS has been a main point for science education

research over the years. Without any doubt, there is plenty evidence for students’

misunderstanding about the nature of science issues (Lederman, 1992; Meyling, 1997;

Kang, Scharmann& Noh, 2005; Ryan & Aikenhead, 1992). McComas (1998) defined

misconceptions in science and named them as “myths of science”. According to him

lack of philosophy of science content in teacher education programs, inefficacy of these

programs in providing real science experiences for pre-service science teachers and

textbooks are some of the main sources of the misconceptions. These myths are:

Mythl.
Myth2.
Myth3.
Mythd.
Myths.
Myth6.
Myth7.
Myths.
Mytho.

Hypotheses become theories that in turn become laws.
Scientific laws and other such ideas are absolute.

A hypothesis is an educated guess.

A general and universal scientific method exists.

Evidence accumulated carefully will result in sure knowledge.
Science and its method provide absolute proof.

Science is procedural more than creative.

Science and its method can answer all questions.

Scientists are particularly objective.

Myth10. Experiments are the principle route to scientific knowledge.

Myth11. Scientific conclusions are reviewed for accuracy.

Myth12. Acceptance of new scientific knowledge is straightforward.

Myth13. Science models represent reality.

Myth14. Science and technology are identical.

Myth15. Science is a solitary pursuit.
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Fleeming (1988) used Views on Science-Technology-Society questionnaire (VOSTS) to
assess undergraduate chemistry students’ views about the interaction among science,
technology and society issues. The result of the study revealed that participant students’

conceptions of NOS were very naive and similar to high school students’ views.

Kang, Scharmann and Noh (2005) investigated Korean 6", 8", and 10" graders on five
constructs of NOS which are purpose of science, definition of scientific theory, nature of
models, tentativeness of scientific theory and origin of scientific theory. The researchers
concluded that most of the students held absolutist/ empiricist perspective about NOS.
Although there were no differences in the distribution of responses among the grade
levels, a difference between Korean students and those of Western countries were found

in some questions.

Students’ lack of understanding about nature of science concepts have been attributed to
science curriculum, curricular materials, instructional practices, students’ science
background, teachers’ views of NOS, language, and cultural beliefs and values.
Researches about culture showed that students and teachers in non-European countries
were determined to view science as close to technology, necessary for future careers and
development of countries, and not related to daily life (BauJaude& Abd- El-Khalick,
1995; Jegede& Ogawa, 1999).

Abd-El Khalick (2004) investigated 153 collage students’ views of NOS also explored
the relationship between these views and students’ academic and background variables.
To assess students’ NOS views, he used Views of Nature of Science Questionnaire Form
C (VNOS-C) and interviews. The aspects of NOS focused in this study were tentative,
empirical, inferential, creative, and theory-laden nature of scientific knowledge, the lack
of single scientific method, the aim and structure of scientific experiments, the logic of
hypothesis and theory testing, and validity of observationally based scientific

disciplines. According to results of the study, students’ NOS views were not related to
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their gender, class standing, and science backgrounds. Moreover most of the students

held naive beliefs about most of the aspects stated above.

Forawi (2000) examined the effect of curriculum reflecting instructional strategies
related to teaching the NOS, science curricular content and teachers’ views of NOS on
students’ understanding of NOS by using pre-test post-test nonequivalent control group
design. The results of the study revealed that teachers holding high understanding of
NOS reflected the instrumentalist nature of science in their thinking. Also students who
were taught by these teachers performed better than other students who were taught by

teachers with lower understanding.

Schoneweg and Rubba (1993) investigated the effect of science- technology- society
(STS) and physics courses on students’ views about STS interaction. 16 selected items
from Views on Science-Technology-Society (VOSTS) questionnaire were used as pre
and post tests. Data were collected from 260 students 122 of whom attended physics
course and 138 of them attended STS course. The results of the study showed that each
group mean score remained stable over the semester. In STS group, although some
students gained more realistic view about some aspects of STS interaction, in other
aspects students developed misunderstandings. So in general STS course seem to have

no positive effect on students’ views about science-technology- society interaction.

Although BSCS (Biological Science Curriculum Study) was expected to improve
students’ NOS understanding, Meichtry (1992) found no positive effect of the program.
According to researcher, students’ NOS views were very robust and resistance to
change. Since the program did not consider students’ existing knowledge about NOS,

students could not develop more realistic knowledge.

Various approaches have been undertaken to enhance students’ understanding of nature
of science. Generally most of these studies argued the effectiveness of implicit versus

explicit (integrated or non-integrated) instructional context. Previous researches showed
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that explicit instruction was more effective than implicit one in improving students’
learning of NOS. However the success of explicit instruction was found limited. It is
empirically shown that, implicit instruction, in which focus is on science base activities
and NOS beliefs are at the background, was not effective in students’ learning about
NOS concepts (Abd-El-Khalick & Lederman, 2000). An investigation done by Moss
(2001) corroborated this finding. He observed the changes in students’ view about nature
of science over the course of an academic year. The results of the study revealed that
although students participated in the project based course their conceptions did not
change significantly over the year. He contended that nature of science instruction

should be explicit.

When the researchers came to same conclusion that explicit instruction are more
effective, they argued the success of integrated and non-integrated explicit instruction.
Khishfe and Lederman (2006) defined the integrated approach as explicit instruction of
NOS as embedded within the content. In contrast, non-integrated approach involves
explicit instruction of NOS through activities without intentionally relating it to the

content.

Khishfe and Lederman (2006) investigated the effectiveness of integrated and non-
integrated approaches on ninth grade students’ views of NOS. During six week, students
engaged with global warming unit and NOS. According to results of the study, students’
NOS views improved regardless of whether NOS instruction was embedded within the
content. The researchers conducted a similar study one year later and investigated the
relationship between explicit instructional context (integrated or non-integrated) and
students’ learning of NOS across 3 disciplines (chemistry, biology, environmental). For
each discipline, there were two intact groups taught by the same teacher. The only
difference between intact groups was the content of NOS instruction; either integrated or
non-integrated. The results showed that explicit instructional context both integrated and
non- integrated approach improved students’ views of NOS across discipline. Also there

was no practical significance in students’ views of NOS between the intact groups
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(integrated and non-integrated) across disciplines. So the researches argued that it was
impossible to claim that explicit teaching of NOS as integrated would lead to more

improvement in learning about NOS.

In this study 10™ grade students’ understanding on nature of science and the science-
technology-society interaction was examined. Moreover, the difference between the
views of students who taught with conceptual change oriented instruction and traditional

instruction was compared.

2.9. Attitude

There is an increasing recognition in science education community that learning of
scientific concepts is more than a cognitive process. Students’ interest, self concept and
attitude toward science are also critical in developing meaningful understanding of

scientific concepts.

Given the impact of attitude on science learning, some researchers investigated effect of
instructional strategies (Freedman, 2002), age (George, 2000), gender (Barmby, Kind &
Jones, 2008) and grade level (Pell & Jarvis, 2001) on students’ attitude toward different
school subjects, and effect of attitude on students’ achievement (Mattern and Schau,
2002). The other researchers dealt with the development of an instrument for measuring
science related attitudes. Among these researchers there is a disagreement on the
definition of attitude. On the one hand, the conceptualization of attitude as including
there components; affective, behavioral and cognitive is dominant. On the other hand the
attitude 1s thought with only affective domain and behavioral and cognitive component

are disregarded (Francis& Greer, 1999).

Social psychologists have long viewed attitudes as having three components: the
cognitive, the affective, and the behavioral. The cognitive component is a set of beliefs

about the attributes of the attitudes’ object and its assessment is performed using paper-

44



and-pencil tests (questionnaires). The affective component includes feelings about object
and its assessment is performed using psychological indices (heart rate). Finally, the
behavioral component pertains to the way people act toward the object and its

assessment is performed with directly observed behaviors (Eagly & Chaiken, 1993).

Attitude is generally defined as the predisposition to respond positively or negatively to
things, places, people or ideas (Simpson, Koballa, Oliver& Crawley, 1994). Although
there is a wide range of attitudes’ definitions, all of them agree that an attitude is the
tendency to think, feel, or act positively or negatively toward objects in our environment

(Eagly & Chaiken, 1993; Petty, 1995).

Different researchers operationalized attitude in various ways to investigate the
relationship between science achievement and attitudes toward science. Simpson and
Oliver (1990) identified sub-constructs of attitude that are related to achievement;
attitude toward science, achievement motivation and science self concept. Achievement
motivation and self concepts were determined as significant predictors of science
achievement. Marsh (1992) used self- concepts as a sub-construct of attitude and found a
relationship between achievement and self- concepts. Mattern and Schau (2002)
searched the causal relationship between attitude toward science and science
achievement by identifying the affect, cognitive competence and value as a sub-
constructs of attitude. They found a cross-effect between attitude and achievement. A
study conducted by Webster and Fisher (2000) used data collected as a part of the Third
International Mathematics and Science Study (TIMSS). The analyses of data revealed

that attitudes towards science have strong effect on science achievement.

However the results of Nieswandt (2006) study contradict with previous ones. He
differentiated attitude from self- concept and interest as a separate psychological
construct and investigated the effect of them on understanding of chemical concepts.
The results of the study showed that attitude toward chemistry have no effects on

conceptual understanding.
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Attitude researches show contradictory results about gender issue. Also results of many
studies revealed that student’ attitudes toward science decline as they progress through
grades. Francis and Greer (1999) developed an instrument to assess students’ science
related attitudes. The questionnaire including 62 science- related items was administered
to 2129 pupils in their third, fourth and lower sixth years. According to the results of the
study males had more positive attitude towards science than females and that younger

students had more positive attitudes toward science than older students.

Part of a project aimed to improve students’ achievement in science, Pell and Jarvis
(2001) reported developmental stages of attitudes of students aged from 5-11 years. The
results of the study revealed that both boys’ and girls’ eagerness for science decline
progressively with age alongside a similar decline in their perception that science is

difficult.

Barmby et al. (2008) carried out a research to investigate the variation of attitudes
toward science over the first three years of secondary schooling and with gender. The
questionnaire used in this study included the following six constructs about attitude;
learning science in schools, practical work in science, science outside of the school,
importance of science, self-concept in science and future participation in science. 932
pupils participated in the study. According to results of the study attitudes toward
science declined as they progressed through secondary school and this decline was more

pronounced for female students.

Dahindsa and Chung (2003) dealt with the gender issue in a different perspective. They
investigated the attitudes toward and achievement in science of Grade 9 students in
single-sex and coeducational schools in Brunei. According to results of the study, there
was a difference in attitudes towards and achievement in science between two types of
schools. Also, in a single sex schools the girls performed better in science than boys

despite their attitudes being only marginally better. Moreover the attitudes toward and
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achievement in science of the girls in a single sex school were moderately better than of
the girls in coeducational schools. Finally there were no significant sex difference in

attitudes toward and achievement in science in coeducational schools.

George (2000) investigated how latent variable growth modeling can be utilized to
examine change in students’ attitudes toward science over the middle and high school
years. The results of the study showed that students’ attitudes towards science generally
decline over the middle and high school years, moreover science self-concept, teacher
encouragement of science and peer attitudes were found significant predictors of
students’ attitudes. However variables related to parent was found statistically
nonsignificant predictors. Also it was found that boys begin higher attitudes towards
science than girls. But the decline in attitudes toward science was faster for the boys.

This final result contradicts with the findings of Barmby et al. (2008).

With a few exceptional studies (Hobbs & Erickson, 1980; Morel & Lederman, 1998),
the decline in students’ attitudes toward science is obvious in most of the researches.
George (2000) claimed that the reason of this decline is due to the science courses that
students take. Moreover Koballa and Glynn (2007) explained it by the inability of
students in distinguishing their attitudes toward science from their attitudes toward

school.

Jones, Howe and Rua (2000) examined the effect of gender difference on sixth grade
students’ attitudes and experiences related to science. 437 students were surveyed about
perceptions of science and scientists, out of school science experiences, science topics of
interest and characteristics of future jobs. Results of the study marked that males
reported more extracurricular experiences on science than females. Also more females
reported that science was difficult to understand than males. Moreover more males

reported that science is more suitable for boys.
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Kesamong and Taiwo (2002) investigated the relationship among junior secondary
school students’ cultural beliefs, their attitudes towards science and their science
achievement. Randomly selected 395 students from eleven junior secondary schools
were involved in the study. Three instruments namely socio-cultural scale, attitudinal
scale, and science achievement tests were used for data collection procedure. According
to results of the study, the relationship between students’ socio-cultural background and
their achievement in and attitude towards science was found negative. However, there
was a positive relationship between students’ attitudes toward science and their

achievement in science.

Finally Holland, Verplanken, and Knippenberg (2002) investigated the directions of
attitude- behavior relationship. They tried to answer the question that under which
circumstance attitude influence our behavior and under which attitudes are inferred from
behavior. Their study is important to determine the cause- effect relationship between
science achievement and attitude towards science. The results of the study showed that,
strong attitudes guide behavior, while weak attitudes follow behavior.

In this study it was also investigated whether conceptual change oriented instruction
accompanied with computer animations produces positive attitudes toward chemistry
compared to traditionally designed instruction. Also the difference between male and

female students’ attitudes toward chemistry as a school subject was examined.

The summary of the related literature showed that students” misconceptions have been
and continuous to be of critical importance in their subsequent learning. Nevertheless
these misconceptions are robust and resistant to traditional instruction. Chemistry is one
of the subjects where students have lots of misconception. Among the other concepts of
chemistry, students have many difficulties in understanding of gases concepts because of
its abstract nature. Therefore, to promote meaningful understanding, determining
students’ misconceptions and designing an instruction accordingly is very crucial. As it
was summarized in the literature, conceptual change model developed by Posner et al.

(1982) was found to be very effective in eliminating students’ misconceptions and
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facilitating conceptual understanding. Moreover computer animations were shown to
have a capacity to improve the teaching of difficult and abstract science concepts. Thus,
in this study, instruction based on conceptual change method accompanied with
computer animations was developed to facilitate meaningful learning in gases concepts.
Furthermore, in the literature it was seen that attitude plays a significant role in students
learning. So in this study the effect of conceptual change instruction on students’ attitude
toward chemistry as a school subject was investigated. Finally given the importance of
nature of science in science teaching, this study examined students’ views on nature of

science and science- technology-society interaction.
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CHAPTER 3

PROBLEMS AND HYPOTHESES

In this chapter, two main problems, ten sub problems and ten hypotheses were stated.

3.1 The Main Problem and Sub-problems

3.1.1 The Main Problem

1. What are the effects of conceptual change oriented instruction accompanied
with computer animations and gender differences on 10" grade students’
understanding, achievement and retention of gases concepts and students’
attitude toward chemistry as a school subject?

2. What are the views of students about the nature of science concepts?

3.1.2 The Sub-problems

l. Is there a significant mean difference between the effects of conceptual
change oriented instruction and traditionally designed chemistry
instruction on students’ understanding of gases concepts when science

process skills is controlled as a covariate?

2. Is there a significant mean difference between the effects of conceptual

change oriented instruction and traditionally designed chemistry
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instruction on students’ achievement in gases concepts when science

process skills is controlled as a covariate?

Is there a significant mean difference between males and females with
respect to students’ understanding of gases concepts when science

process skill is controlled as a covariate?

Is there a significant mean difference between males and females with
respect to students’ achievement in gases concepts when science

process skill is controlled as a covariate?

Is there a significant effect of interaction between gender differences
and treatment with respect to students’ understanding of gases concepts

when science process skill is controlled as a covariate?

Is there a significant effect of interaction between gender differences
and treatment with respect to students’ achievement in gases concepts

when science process skill is controlled as a covariate?
Is there a significant difference between the effects of conceptual

change oriented instruction and traditionally designed chemistry

instruction on students’ attitudes toward chemistry as a school subject?

Is there a significant mean difference between males and females with

respect to students’ attitudes toward chemistry as a school subject?
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9. Is there a significant effect of interaction between gender differences
and treatment with respect to students’ attitudes toward chemistry as a

school subject?

10. Is there a significant mean difference between the effects of conceptual
change oriented instruction and traditionally designed chemistry

instruction on students’ retention in gases concepts?

3.2 Hypothesis

Ho1: There is no significant mean difference between post-test mean scores of
students taught with conceptual change oriented instruction and students taught with
traditionally designed chemistry instruction in students’ understanding of gases concepts

when science process skills is controlled as a covariate.

Ho2: There is no significant mean difference between post-test mean scores of
students taught with conceptual change oriented instruction and students taught with
traditionally designed chemistry instruction in students’ achievement in gases concepts

when science process skill is controlled as a covariate.

Ho3: There is no significant mean difference between post-test mean scores of
males and females on their understanding of gases concepts when science process skill is

controlled as a covariate.
Ho4: There is no significant mean difference between post-test mean scores of

males and females on their achievement in gases concepts when science process skill is

controlled as a covariate.
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H,5: There is no significant effect of interaction between gender difference and
treatment on students’ understanding of gases concepts when science process skill is

controlled as a covariate.

Ho6: There is no significant effect of interaction between gender difference and
treatment on students’ achievement in gases concepts when science process skill is

controlled as a covariate.

H,7: There is no significant mean difference between students taught with
conceptual change oriented instruction and students taught with traditional instruction

with respect to their attitudes towards chemistry as a school subject.

H,8: There is no significant mean difference between males and females with

respect to their attitudes toward chemistry as a school subject.

H,9: There is no significant effect of interaction between gender difference and

treatment on students’ attitudes toward chemistry as a school subject.
H,10: There is no significant mean difference between the effects of conceptual

change oriented instruction and traditionally designed chemistry instruction on students’

retention in gases concepts when science process skill is controlled as a covariate.
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CHAPTER 4

DESIGN OF THE STUDY

This chapter is devoted to detailed description of research design, population and
sample, instruments used to collect data, treatment, data analyses method, treatment
fidelity and treatment verification, internal validity threats and assumption and limitation

of the study.

4.1 The Experimental Design of the Study

In this study non-equivalent control group design as a part of quasi experimental design
was used (Gay & Airasian, 2000). Since school administration had already formed the
groups at the beginning of the semester, random assignment of individuals to the group
could not be possible. However one of the classes was randomly assigned as

experimental group and the other class was assigned as control group.

Conceptual change oriented instruction was used in the experimental group and
traditionally designed chemistry instruction was used in control group. Both groups
were instructed by the same teacher who is a very experienced chemistry teacher. She
was informed about the aim of the study, conceptual change oriented instruction and
computer animations before the treatment. There were two 45-minute sessions per week

for each group and the treatment was conducted over seven weeks.

Before the treatment to check whether the groups were equal in understanding in gases

concepts, achievement in gases concepts and attitudes toward chemistry Gases Concept
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Test, Gases Achievement Test and Attitude toward Chemistry were given to both
groups. Moreover to check students’ intellectual abilities Science Process Skill Test was
administered to groups at the beginning of the treatment. Table 4.1 presents the design

of the study.

Table 4.1 Research Design of the Study

Groups Pre-test Treatment Post-test
EG GCT CCOI GCT
GAT GAT
ASTC ASTC
SPST VOSTS
CG GCT TDCI GCT
GAT GAT
ASTC ASTC
SPST VOSTS

The meanings of the abbreviations in the table are presented below:

EG: Experimental Group

CG: Control Group

GCT: Gases Concept Test

GAT: Gases Achievement Test

ASTC: Attitude Scale toward Chemistry

SPST: Science Process Skill Test

CCOI: Conceptual Change Oriented Instruction

TDCI: Traditionally Designed Chemistry Instruction

VOSTS: Views on Science Technology Society Questionnaire

4.2 Population and Subjects

Target population of the study was identified as all tenth grade students in Ankara which
is the capital city of Turkey. Nevertheless it is not easy to contact with target population,
accessible population was defined. All tenth grade students in Cankaya districts in
Ankara were defined as accessible population. The results of this study will be

generalized to accessible population.
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The subjects of this study consisted of 67 tenth grade students (30 male and 37 female)
from two intact classes of a chemistry course taught by the same teacher in Sokullu High
School in the first semester of 2008-2009 academic year. The classes were randomly
assigned as control and experimental group. In the experimental group, which was
exposed to conceptual change oriented instruction, there are 34 students (17 female and
17 male), while in the control group, which was instructed with traditional methods, the
number of the participants was 33 (20 female and 13 male). Students’ ages ranged from

15 to 16 years old.

4.3 Variables

There are eight variables in this study, three of them are determined as independent

variables and five of them are determined as dependent variables.

4.3.1 Independent Variables

The independent variables of this study were types of instruction methods which were
conceptual change oriented instruction and traditionally designed chemistry instruction,
gender and science process skills test scores. The types of instruction and gender were
taken as categorical variables. Categorical variables differ qualitatively not in degree,
amount or quantity (Fraenkel& Wallen, 2006). Science process skill test score was
considered as quantitative variable. Quantitative variables change in some degree and

show how much of the variable an individual possess (Fraenkel& Wallen, 2006).
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4.3.2 Dependent Variables

The dependent variables of this study were students’ understanding of gases concepts
which was measured by Gases Concept Test, students’ achievement in gases concepts
which was measured by Gases Achievement Test, students’ retention in gases concepts
which was measured by Gases Retention Test, students’ attitudes toward chemistry as a
school subject which was measured by Attitude Scale toward Chemistry, and students’
views on nature of science and science- technology- society relationships which was
measured by Views on Science Technology Society Test. Views on Science Technology
Society Test scores was considered as categorical variable, all of the other variables

were considered as quantitative variable.

4.4 Instruments

The instruments used in this study were gases misconception test, gases concept test,
gases achievement test, science process skill test, attitude scale toward chemistry and
views on science technology society questionnaire. Moreover semi-structured interviews
were conducted with students from both control and experimental groups.
Nonsystematic classroom observations were carried out in the experimental and control

groups by the researcher.

4.4.1 Gases Misconception Test

This test developed by researcher and applied a year before the actual study. It includes
seven open ended questions. For each questions students were asked to write their
responses and the reasons of them. In the literature there were many misconceptions that
students’ hold about gases concepts determined by researchers. This test was used in
order to check whether the students had these misconceptions and reveal students’ other

misconceptions about gases concepts. The determined misconceptions in this test were
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reflected in distracters of gases concept test. The content of the test included gas
properties, distribution of gas particles at different temperatures, diffusion of gases, gas
laws, partial pressures of gases and ideal gases which was determined by examining
textbooks, instructional objectives of gases unit and related literature. For content
validity, the test was examined by a group of expert teachers and by the course teacher

for the appropriateness of the questions to the instructional objectives.

The test was administered to 103 10™ grade and 95 11" grade students from four
different high schools in the Spring Semester of 2007-2008 Academic year. To detect
students’ misconceptions researcher and one expert in chemistry education analyzed
students’ answers separately. Misconceptions and percentage of students having these

misconceptions were determined with a consensus.

4.4.2 Gases Concept Test

This test was developed by the researcher. The purpose of the test was to assess
students’ understanding of gas properties, distribution of gas particles at different
temperatures, diffusion of gases, gas laws, partial pressures of gases and ideal gases. The
test included 25 multiple choice items consisting of one correct answer and four
distracters. Distracters reflected students probably misconceptions on gases concepts
defined in related literature (Benson et al. 1993; Lin et al. 2000; Niaz 2000; Pereira and

Pestana 1991; Azizoglu, 2004) and revealed in the analyses of gases misconception test.

During the developmental stage of the test, the instructional objectives of gases concepts
were stated (see Appendix A) by considering national curriculum. Then students’
misconceptions in gases concepts were determined by examining related literature and
analyzing students’ answers to gases misconception test. Finally the test items were
constructed in a way that each question reflects students’ misconceptions on gases
concepts. The taxonomy of the misconceptions and the corresponding questions are

given in Table 4.2.
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Table 4.2 Taxonomy of GCT’s Questions that Include Students’ Misconceptions about
Gases Concepts

MISCONCEPTIONS ITEMS

Molecules increase in size with change of | 1
state from solid to liquid to gas.

Gases are lighter than liquids so the mass 1,8
of the substance decreases with change of
state from solid to liquid to gas.

Gas particles take the shape of container 1

with change of state from solid to liquid to

gas.

Gas pressure depends on the shape of the 2

container.

The particles in a gas are unevenly 3,5,9,15,16, 17

scattered in any enclosed space.

When the air is compressed, the particles 13
stick together

The air particles are all pushed to the end of | 13
the syringe.

In compressed air the particles are 13
compacted like a solid and do not move.

Air neither has mass nor can it occupy 8
space.

Matter exists between atoms. 25

Gases behave ideally at room temperature | 23

Gas behavior is similar to liquid behavior. | 7

When the air is compressed temperature 4
increases because kinetic energies of the
particles increase.

Misuse of Charles’s law 6,
Misuse of Ideal Gas Law 10, 12, 14, 18
Heated gas weights less 20

The conditions that gases behave ideally 23
depend on the nature of the gas.

Gases behave ideally at low temperature 11
and high pressure.
When the air is compressed size of the 13

molecules decreases because of the
decrease in volume.
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Before the treatment the test was piloted and some corrections were made. The test was
administered to 170 tenth grade students in two different public high schools and one
private high school in Turkey. Cronbach- alpha reliability of the test was calculated as
0.76. The content validity of the test was provided by the chemistry teachers and
chemistry education experts for the appropriateness of the questions to the instructional
objectives. Also the test was controlled with respect to its grammatical aspects and

understandability and it was used as an evidence for face validity in validity issue.

This test was given to experimental and control groups as pre-test to examine students’
misconceptions before the treatment and post-test to assess effect of treatments on
students’ understanding of gases concepts. Each correct answer is given 1 point and total

possible score was 25 (see Appendix B).

4.4.3 Gases Achievement Test

In order to assess students’ achievement in numerical problems about gases concepts,
GAT was developed by researcher. The content of the test was determined by
examining instructional objectives of gases concepts in parallel with gases concept test.
The test includes 15 multiple choice questions with one correct answer and four
distracters. Each correct answer is given 1 point and total possible score was 15 (see
Appendix C). Item 1, 3, 6, 7 were related to partial pressures of gases; item 2, 5, 8 were
related to volumes of gases; item 4 and 14 were related to diffusion of gases; 9, 10, 11,
12, 13, 15 were related to ideal gas laws. Those questions required students to make

some numerical calculations by using appropriate formula to the given situations.

Pilot test of Gases Achievement Test was conducted before the treatment. The questions
were administered to 170 tenth grade students in two different public high schools and

one private high school in Turkey. The Chronbach-alpha reliability of the test was found
to be 0.82. To examine content validity and appropriateness, the items were evaluated by

chemistry teachers and chemistry education expert.
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The test was given to both groups as pre-test to assess student” achievement in gases
concepts before the treatment and as post-test to determine effect of treatments on

students’ achievement on gases concepts.

4.4.4 Science Process Skill Test (SPST)

The test was developed by Okey, Wise and Burns (1982). It was translated and adopted
into Turkish by Geban, Askar, and Ozkan (1992). The aim of the test was to measure
intellectual abilities of students related to identifying variables, stating and identifying
hypotheses, operationally defining and designing investigations, graphing and
interpreting data. This test consisted of 36 four-alternative multiple choice questions.
The reliability of the test was found to be 0, 85. This test was given the students in both
experimental and control group before the treatment. Each correct answer is given 1

point and total possible score was 36 (see Appendix D).

4.4.5 Attitude Scale toward Chemistry (ASTC)

This scale was developed by Geban, Ertepinar, Yilmaz, Altin, and Sahbaz, (1994) to
measure students’ attitudes toward chemistry as a school subject (see Appendix E). The
test was given to both groups as posttest and pretest to analyze the effect of instruction
on students’ attitude. This scale consists of 15 items in 5-point likert type scale: fully
agree, agree, undecided, disagree, and fully disagree. Total possible ASTC scores range
from 15 to 75. The reliability was found to be 0.83. While lower scores show negative

attitudes toward chemistry, higher scores show positive attitudes toward chemistry.
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4.4.6 Views on Science Technology Society

VOSTS which is originally developed by Aikenhead, Fleming and Ryan (1989) included
114 multiple choice items related to various science- technology- society topics. This
item pool was developed empirically with grade 11 and 12 Canadian students over six-
year period. Each item in VOSTS is assigned a five digit code. The first digit shows the

major section:

1. Science and technology,

2. Influence of society on science/technology,

3. Left blank for future category,

4. Influence of science and technology on society,
5. Influence of school science on society,
Characteristics of scientist,

Social construction of scientific knowledge,

8. Social construction of technology,

9. Nature of scientific knowledge.

The second two digits correspond to topic number within the major section. The fourth
digit refers to the item number within the topic and the last digit differentiates items that

have slight variations in meaning or wording.

The alternatives in the VOSTS were not derived from a theory or researchers views,
rather they were derived empirically from the domain of students’ viewpoints. So the
instrument does not convey students’ ideas in numerical scores by assigning 1 for true
answer and 0 for wrong answer. Hence in their study Bradford, Rubba and Harknes
(1995) categorizes alternatives reflecting different views as realistic, has merit and
naive. The alternatives in the Realistic (R) category reflect the most proper and

contemporary view on nature of science for that specific item. Has Merit (HM) category
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involves alternatives reflect a number of valid but not realistic points about nature of
science. Alternatives in the last category of Naive (N) reflect inappropriate and not valid

views about nature of science.

The instrument used in this study was the Turkish version of Views on Science-
Technology- Society (T-VOSTS) which is translated and adopted by Dogan Bora, Aslan
and Cakiroglu (2006) and the reliability was found as 0.72 (see Appendix F). T-VOSTS

contained twenty five items selected from six major sections of VOSTS item pool;

e Science and technology (Item 1)

e Influence of society on science/technology (Items 2 and 3)

e Influence of science and technology on society (Items 4, 5 and 6)
e Characteristics of scientist (Items 7, 8 and 9)

e Social construction of scientific knowledge (Items 10 and 11)

e Nature of scientific knowledge (Other items)

In this study the evaluation of students’ responses were made by using the categorization
systems of Dogan Bora et al. (2006). The following table summarized the item numbers,
corresponding code in the original VOSTS item pool, topics related to each item and

categories of alternatives.
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Table 4.3 Items of T-VOST and Categories of the Alternatives

Number Code in Topic Scores of Alternatives
of item in | VOSTS item
T-VOSTS pool
R HM N
1 10111 | Defining science C AB, D |E H
F,G
2 20411 | Ethics B,D A,C,E |F, G
3 20711 | Public influence on D,F A B,E |CG
scientist
4 40111 | Social responsibility of | D,E CG A B, F
scientists
5 40213 | Contribution of social | D A, C B, F,
decision E,G
6 40431 | Resolution of social A C,D B,E
and practical problems
7 60211 | Standards/values that | B,C D A E, F

guide scientists at
work and home

8 60411 | Abilities needed to do | B,C D,E A
science

9 60511 | Gender effect on the E, F G A, B,
process and product of C,D
science

10 70412 | Professional E A, D B, C
interaction in the face
of competition

11 70511 | Social interactions A B,C,D |E

12 90111 | Nature of observations | A,B C,D E

13 90211 | Nature of scientific F E,G A,B,
models C,D

14 90311 | Nature of classification | C,D E A,B,F
schemes

15 90411 | Tentativeness of AB D C,E
scientific knowledge

16 90511 | Hypothesis, theories D A,B,C
and laws

17 90521 | Hypothesis, theories E A,C,D B, F
and laws

18 90541 | Hypothesis, theories AC B,D E,F
and laws
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Table.4.3 (continued)

Number Code in Topic Scores of Alternatives
of item in | VOSTS item
T-VOSTS pool R HM

19 90621 | Scientific approachto | C A, B D,E
investigations

20 90651 | Scientific approachto | C B,D AE
investigations

90711 | Precision and AD B,C E

21 uncertainty in
scientific/technological
knowledge

22 91011 | Epistemological status | E A, C B,D
of scientific
knowledge

23 91012 | Epistemological status | F CE A,B,C
of scientific
knowledge

24 91013 | Epistemological status | E B, C A,D,F
of scientific
knowledge

25 91111 | Paradigms versus A C,D,E B

coherence of concepts
across disciplines

4.4.7 Interview

A semi-structured interview schedule was designed by the researcher. In semi-

structured interviews interviewer determines interview questions beforehand, but can

ask follow up questions and can ask new questions depending on the situation. The main

aim of the interview was to investigate nature and reasons of students’ misconceptions in

gases concepts. Also the effect of treatment on remediation of students’ misconceptions

was analyzed deeply by comparing the answers of experimental and control group

students. The questions in the interview were prepared according students’ responses in

gases concept test and common misconceptions found in the literature related to the

gases concepts. The 7 questions were related to gas properties, distribution of gas
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particles at different temperatures, diffusion of gases, gas laws, partial pressures of gases
and ideal gases. Before applying interview in the main study as a pilot it was applied to
3 tenth grade students and 2 eleventh grade students. The main purpose of the pilot was
to check whether questions are ambiguous or not and check the effectiveness of the
interview questions in gaining information about students’ misconceptions about gases
concepts. After the pilot, necessary corrections were made related to the questions. In
the study 12 students (6 from experimental group and 6 from control group) were
interviewed at the end of the treatment. Students were selected with respect to their
scores on post-concept test. According to post-concept test scores students in
experimental and control group were categorized as high achievers, middle achievers
and low achievers. From each group 6 students were chosen randomly in a way that
students reflect three categories of achievement. Each interview took approximately 40

minutes and all individually conducted interviews were audio taped.

4.4.8. The Classroom Observations

The main aim of classroom observation was to observe the implementation of treatment
in the experimental and control group. In the experimental group implementation of
conceptual change oriented instruction accompanied with computer animations and in
the control group implementation of traditionally designed chemistry instruction was
analyzed carefully. Also the interaction between teacher and students, participation of
students to the lessons and classroom environment was observed. During each
observation naturalistic approach was followed and the researcher sat silently and took
notes about the implementation process. Also an observation checklist that consisted of
15 items with 3 point Likert type scale (Yes/ No/ Partially) was used during the

observation. (see Appendix G).
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4.5 Treatment

This study was conducted over seven weeks during the first semester of 2008-2009
academic years. Total 67 students from two 10th grade classes participated in the study.
Classes were randomly assigned as control and experimental groups. Experimental
group students were instructed with conceptual change oriented instruction accompanied
with computer animations whereas control group students were instructed with
traditionally designed chemistry instruction. Both groups were instructed by the same
chemistry teacher throughout the treatment. Before the treatment she was trained about
conceptual change oriented instruction. For each topic a detailed lesson plans
appropriate the conceptual change approach were prepared by the researcher (See
Appendix H). Before each session corresponding lesson plan and computer animations
which were also prepared by researcher were explained to the classroom teacher.
Furthermore the teacher was informed about students’ possible misconception about the
concept. The researcher did not spend much effort to explain traditional instruction to

her because she has already experienced with it.

During the treatment experimental and control groups covered the same subject matters
and used the same textbook. The same quantitative problems were solved in
experimental and control groups. Also the teacher assigned the same homework to both
groups. The classroom instruction was two 45-minutes sessions in a week and gases
topic was covered as a part of regular curriculum. The concepts covered were properties
of gases, volume of gases, kinetic theory of gases, pressure of gases, diffusion of gases,
gas laws (Charles Law, Boyle’s Law, Gay-Lussac’s Law, and Avogadro’s Principle),

ideal gas law and partial pressures of gases.

Before the treatment Gases Concept Test, Gases Achievement Test, Attitude Scale
toward Chemistry and Science Process Skill Test were administered to both groups as a
pre test. Gases Concept Test and Gases Achievement Test were used in order to examine

students’ level of understanding and their achievement in solving numerical problems
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about gases concepts before the treatment respectively. The aim of using Attitude Scale
toward Chemistry as a pre-test was to measure students’ attitudes toward science as a
school subject. Science Process Skill Test was administered to assess students’ level of
science process skills. Also Gases Concept Test, Gases Achievement Test, and Attitude
Scale toward Chemistry were administered as a post- test to examine the effect of
treatment. Adopted version of Views on Science- Technology- Society (T-VOSTS) was
administered to both groups after treatment to obtain information about students’ views
on nature of science concepts. 2 months after treatment GCT was administered again as

a GRT to both groups to assess their retention on gases concepts.

Traditionally designed chemistry instruction was used in the control group. This method
was mainly based on lecturing and discussion. During the treatment the teacher
explained the topic, wrote the key concepts and formulas on the board and made
students to write them on their notebooks. When explaining the subject the teacher did
not consider students’ previous knowledge and their misconceptions. If students did not
understand the concept, the teacher gave extra explanations or created discussion
environment. However none of them forced students to think about their concepts.
During discussions teacher directed students to find correct answers. Students were
accustomed to take the correct answer from the teacher and memorize them. When the
topic included algorithmic questions, the teacher solved first two or three problems on
the board and to check students’ understanding asked them similar problems. Generally
the teacher wrote the problem on the board and gave them a two or three minutes. A few
hardworking students were solving the problem faster than others, and the teacher
mostly selected these students to solve the problem on the board. The rest of the class

copied the solution from the board.

To make summary sometimes teacher asked conceptual questions, but these question did
not include any interpretation. Students mostly answered them by using their memorized
knowledge. For example when summarizing the concept of Charles Law the teacher

asked “What is the relation between temperature and volume”. One of the students
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replied the question as we increase the temperature of a gas its volume also increases. At

the end of the lesson, the teacher assigned them homework questions.

In the experimental group conceptual change oriented instruction developed by Posner et
al. (1982) accompanied with computer animation was used. For each sub-topic of gases,
teacher tried to accomplish Posner et al’s (1982) conditions of dissatisfaction,
intelligibility plausibility and fruitfulness. The instruction mainly based on revealing
students’ misconceptions, replacing them with scientific conceptions and relating their

prior conceptions with the new concept.

Each lesson in experimental group started with a question asked by teacher. The aims of
these questions were to activate students’ prior conceptions or misconceptions about the
concepts. Generally after this question, different answers emerged and a disagreement
among students occurred. The teacher guided this discussion until students were aware
of their knowledge fails to explain the situation. For example when the teacher was
explaining Gay-Lussac’s Law she started to lesson by asking “What would happen to
gas particles if we heat it in a closed container?” Students gave different answers such
as particles expand or particles accumulate at the top of the container. After getting
students’ alternative conceptions the teacher asked additional questions to make students
dissatisfied with their conceptions. For instance the teacher asked if the particles of gas
accumulate at the top of the container what is there at the bottom. By asking similar

questions the teacher aimed that students notice their misconceptions (dissatisfaction).

After this discussion the lesson continued with the scientific explanation of the concept.
The teacher explained the subject on the computer animations. For example when
explaining the relation between temperature and volume, the teacher showed the related
animation. In this animation there is a container with movable piston, a thermometer, an
apparatus showing pressure of the container and a heater at the bottom of the container.
Thorough the animation pressure is shown at constant (1 atm). Also the students can see

the particles of gas in the container. The particles are in constant motion, collide with
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each other and wall of the container. The temperature of the container can be changed
with the help of a button. When teacher press the button the heater run and the
temperature increase is seen from the thermometer. Teacher can also decrease the
temperature. When teacher press the button to increase the temperature, the particles of
the gas start to move faster, collide with each other and the wall of the container more
frequently. As the gas particles hit the top of the container more, the piston move
upward and the volume of the container increases. If the teacher decreases the
temperature the movement of gas particles slows down. They collide with each other
and top of the container less and piston move upward so the volume of the container
decreases. After students engaged with this animation, teacher asked conceptual
questions. These questions emphasized students’ misconceptions and aimed to show
why they were wrong. This discussion continued until students reach scientific
explanation of the concepts. For instance the teacher explained that “As you see from
the animation gas particles move in different directions at different speeds. If we
increase the temperature the energy of gas particles also increases and they start to move
faster and collide with each other and sides of the container more. So as the frequency of
hit of the particles to the upper side of the container increases, the volume of the
container increases until the pressure inside the container become equal the outside
pressure. This is known as Charles Law”. Also if the concepts include some
formulations, numerical problems were solved by teacher or students (intelligibility).
Throughout the implementation the computer animations were used to accomplish
intelligibility phase. For each concept the teacher used corresponding animation to show

the intelligibility of the concept to the students.

To enhance students’ understanding of the concepts the teacher presented a new
situation or daily life examples. For example after explaining the pressure and
temperature relation the teacher said that basketballs jump less in cold weathers and
asked students to state the reason of this situation. By this way students got an

opportunity to test the plausibility of the new concept (plausibility).
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At the end of the lesson teacher gave homework. For example about diffusion of gases
students assigned homework that “What is the reason that different gases have different

diffusion rates? Are there any gases having the same diffusion rates?”(fruitfulness).

4.6 Computer Animations

There are ten animations related to gas concepts. The content of the animation were
prepared by researcher and they were designed by a professional instructional designer.
All of the animations were examined by three experts in chemistry education, two

instructional designers and classroom teacher.

The first animation was related to properties of gases. On the screen there were three
substances. One of them is in solid state, the other one is in liquid state and the other in
gaseous state. Students can see the particles of each substance with the help of
magnifier. When using this animation the teacher warned students that actually the
particles of substance are colorless and we cannot see them with any magnifier. When
the teacher took the magnifier on the gaseous substance students saw that particles are in

constant motion, collide with each other and hit the wall of the container (See Appendix

0.

The second animation was related to kinetic theory of gases. There was a closed
container filled with HCI gas. Students can see the movement of gas molecules. The
molecules were in constant motion, moved in all direction with different speeds, collide

with each other elastically (See Appendix J).

The third animation was related to volume of gases and partial pressures of gases. There
were two non reactant gases in a closed container separated with each other with a
moveable barrier. When teacher removed the barrier, particles of two gases mixed with

each other. Students can see that gas particles distributed the container homogenously
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and completely filled the container. Also particles of two gases mixed in all proportion

(See Appendix K).

The fourth animation was related to diffusion of gases. There was a cylinder and two
gases (NH3 and HCI). Hydrogen chloride and ammonia gases were sent to a test tube
from two sides to observe formation of ammonium chloride solid. Students can see that
particles of ammonia gases moved faster than that of hydrogen chloride by the help of

magnifier (See Appendix L).

The fifth animation was related to pressures of gases. There was a closed-end
manometer. Teacher can change the pressure to see the height of the gas on the columns.
Or by the same way the height of the gas on the columns can be changed to observe

pressure (See Appendix M).

The sixth animation was related to the Boyle’s Law. Students were shown a container
filled with a gas. Students can see the particles of gas in the container. The particles are
in constant motion, collide with each other and wall of the container. Thorough the
animation temperature is shown at constant. The volume of the container can be changed
with the help of a button. When teacher press the button force was applied to the top of
the container, volume of the container decreased gradually and particles of gas started to
collide with each other and the wall of the container more frequently. From the

apparatus students saw the increase in pressure (See Appendix N).

The seventh animation was related to the Charles’ Law. On the screen container with
movable piston, a thermometer, an apparatus showing pressure of the container and a
heater at the bottom of the container were seen. Thorough the animation pressure is
shown at constant (1 atm). The temperature of the container can be changed with the
help of a button. When teacher press the button the heater run and the temperature
increase is seen from the thermometer. When teacher press the button to increase the

temperature, the particles of the gas start to move faster, collide with each other and the
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wall of the container more frequently. As the gas particles hit the top of the container
more, the piston move upward and the volume of the container increases (See Appendix

0).

The eighth animation was related to the pressure and temperature relation in gases. A
closed container filled with gas. At constant volume, temperature of the system can be
increased with the help of heater. When the temperature increased, students saw that the
particles of the gas start to move faster collide with each other and hit wall of the
container more frequently. So the pressure of the gas increased at the cursor (See

Appendix P).

The ninth animation was related to Avogadro’s Principle. There is a gas in a container
with movable piston. The pressure and temperature of the system were shown as
constant. From the gas tank extra gas can be added to the container by the help of button.
As the number of gas particles increased, the frequency of collision between particles
and hit of the particles to the wall of the container increased, and the volume also

increased (See Appendix R).

The tenth animation was related to relation between moles of gas and pressure. The
closed container was filled with gas. The volume and temperature of the system held
constant through the animation. As the extra gas added from the gas tank to the
container, the particles started to collide with each other and hit the wall of the container
more frequently. So students could see the increase in pressure from the cursor (See

Appendix S).

4.7 Treatment Fidelity and Treatment Verification

Treatment fidelity provide researcher to ensure that another factor except treatment is
not responsible the difference in the dependent variable before study is conducted

(Borrelli et al., 2005; Detrich, 1999; Hennessey & Rumrill, 2003). A criterion list that
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explains the methods for both EGs and CGs was formed. This criterion list involved not
only what should be required in both EGs and CGs but also involved what should not be
required in the methods implemented in both EGs and CGs. In the next step to ensure
treatment fidelity, a lesson plan that integrated with the criterion list and objectives of
the lesson was prepared. One chemistry professor, one chemistry education professor,
two research assistant from chemistry education department, and two teachers reviewed
the activities (see Appendix F) and the instruments whether they were appropriate for
the purpose of the study. Their feedbacks were taken into consideration. The last step to
ensure treatment fidelity was to train the teacher with respect to lesson plan and

activities that implemented in both EGs and CGs.

Treatment verification provides researcher to ensure that treatment was implemented as
defined in the study (Shaver, 1983). An observation checklist that consisted of 15 items
with 3 point Likert type scale (Yes/No/Partially,) was formed. Researcher and a research
assistant from chemistry education rated this checklist. The minimum criterion was
determined as at least 75% of the items were expected to be marked as average or above
to say that the treatment was implemented as intended. Moreover, teacher and some
students were interviewed to evaluate whether the treatment was implemented as
expected. The interviews confirmed the checklist results which indicated that treatment

was done as it was expected.

4.8 Internal Validity Threats

Cook and Campbell (1979) defined internal validity as the ability that one can infer
existing of a causal relationship between two variables. If a research study is internally
valid, it can be concluded that any observed relationship between two or more variables
is unambiguous, rather than influenced by any other factors (Fraenkel & Wallen, 2006).
These uncontrolled factor affecting performance on the dependent variables are named
as the threats to internal validity of an experiment (Gay & Airasian, 2000). Cook and
Campbell (1979) and Gay and Airasian (2000) defined the threats to internal validity as
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history, maturation, testing, instrumentation, statistical regression, differential selection
of participants, mortality and selection-maturation interaction. Fraenkel and Wallen

(2006) talked about also location and attitudes of subjects.

History means any unplanned events occurred during treatment and can affect responses
of students (Gay & Airasian, 2000). If the time interval between pre-tests and post-tests
measurement of the dependent variables is long, the probability of occurrence such an
event increases. During the treatment, the researcher participated all of the lessons and
observed students. Also the researcher took information from the counselor teachers
about the students. Occurrence of any unexpected event was not detected during the

treatment. So it can be said that history threat was controlled.

Maturation means possible changes in students due o passing of time rather than
intervention (Fraenkel & Wallen, 2006). The treatment was lasted seven weeks, which is
not too long to anticipate significant physiological or psychological changes in students,
and the instruments were administered to both groups in the regular classrooms in the

same week. As a result maturation threat was controlled.

Testing means the improvement in students’ post-test scores because of having taken a
pre-test (Fraenkel & Wallen, 2006). Johnson and Christensen (2004) argued that if a test
is administered to second time, you become familiar with it and may remember your
prior responses and can correct your errors. In this study the time between pre and post

tests was seven weeks. It is assumed that this time was sufficient for desensitization.

Instrumentation threat occurs if unreliable or inconsistent measurements were used
which may cause invalid assessment of performance (Gay & Airasian, 2000). The pre
and post tests used in this study for both groups were the same and their reliabilities
were sufficiently high. Therefore it can be said that instrumentation was controlled. Also

Fraenkel and Wallen (2006) said that data collector characteristics and data collector
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bias may be a threat to internal validity. Since the researcher collected all the data from

both groups in a standardize condition, these threats were controlled.

Statistical regression of subject refers that when already formed groups were used, post-
test scores differences between groups may be due to their initial differences (Gay &

Airasian, 2000). To control this threat students’ understanding and achievement in gases
concepts and their attitudes toward chemistry and science process skills were controlled

with pretests.

Mortality means lose of some subjects during the treatment (Fraenkel & Wallen, 20006).
In this study none of the students dropped out of the study.

Selection-maturation interaction means that one of the groups may benefit more or less
from the treatment or have an advantages or disadvantages because of maturation,
history or testing factors (Gay & Airasian, 2000). Since all of these three factors were

controlled, selection- maturation interaction was not a threat to internal validity.

Location mentioned by Fraenkel and Wallen (2006) refers that students’ responses may
be affected from the location where data are collected or treatment is carried out.
Students were given all the instruments and treatment was implemented in the regular

classrooms so this was not a threat to internal validity.

Attitude of subjects may be a threat related to their view about study (Fraenkel &
Wallen, 2006). Students were convinced that none of the treatment was novel or superior
to one another. However there may be students in the experimental group who thought
that they receive special treatment. This view may cause an increase in their post-tests

performance.
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4.9 Analysis of the Data

To analyze the raw data obtained from this study, SPSS was used both for descriptive

and inferential purposes.

4.9.1 Descriptive Statistics

Mean, range, maximum and minimum values, standard deviation, skewness, kurtosis,
frequency tables and bar graphs were used for the data obtained from students in

experimental and control groups.

4.9.2 Inferential Statistics

Independent sample t-tests were used to check the equality of groups in the scores of
gases concept test, gases achievement test, attitude scale toward chemistry and science
process skill test before treatment. In the line of the results of the t-test science process

skill was determined as a covariate.

Analysis of Covariance (ANCOVA) and Analysis of Variance (ANOVA) were used for
inferential statistics. ANCOVA was used to determine effectiveness of two different
instructional methods and gender difference on students’ understanding, achievement
and retention related to gases concepts by controlling the effect of students’ science
process skills as a covariant. Two-way ANOV A was used to test the effect of treatment
on students’ attitudes toward chemistry as a school subject. Also this test was used to

examine the gender effect on students’ attitudes toward chemistry as a school subject.
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4.10 Assumptions and Limitations

4.10.1 Assumptions of the Study

1. The teacher was not biased during the treatment.

There was no interaction between groups.

The tests were administered under standard conditions

The classroom observations were performed under standard conditions.

Student interviews were conducted under standard conditions.

AN

The participants of the study answered the questions of instruments sincerely

and accurately.

4.10.2 Limitations of the Study

1. The subjects of the study were limited to 67 tenth grade students a a public
high school in Ankara.

2. The study was limited to gases concepts in chemistry.

3. Because of administration procedures, the subjects were not randomly

assigned to the groups.
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CHAPTER 5

RESULTS AND CONCLUSIONS

In this chapter, analyses of the hypotheses given in Chapter III and T- VOST test were
given. Moreover, the results of student interviews, and classroom observations were
stated. The first section included descriptive statistics about pre and post test. In the
second section inferential statistics about hypotheses were specified. Analyses of
Misconception Test were given in the third section, analyses of interviews were
presented in the fourth section and analyses of classroom observation were explained in
the fifth section. Analyses of 25 items of T-VOST were summarized in the sixth section.

The last section stated the conclusion by considering the findings of research.

5.1. Descriptive Statistics

In Table 5.1 descriptive statistics related to students’ gases concept pre- and post- test
scores, gases achievement pre- and post test scores, gases retention test scores, science
process skills test scores and attitude scale toward chemistry pre- and post test scores of

students in the experimental and control groups were given.
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Table 5.1 Descriptive Statistics Related to the Gases Concept Test (GCT), Gases
Achievement Test (GAT), Gases Retention Test (GRT), Science Process Skill Test
(SPST) and Attitude Scale toward Chemistry (ASTC) Scores of Students in Control
Group (CG) and Experimental Group (EG)

Group Test N Min Max Mean SD Skewness Kurtosis
Pre-GCT 33 2 13 6.91 2.64 224 -.236
Post-GCT | 33 6 18 10.67 [3.12 .644 -.060
Pre-GAT 33 1 8 2.75 1.50 1.564 3.645
Post-GAT | 33 1 13 6.36 2.76 479 .200

CG | GRT 33 2 17 10.03 3.38 -.187 -425
SPST 33 13 25 17.82  [3.23 454 -.690
Pre-ASTC |33 10 51 29.33 9.16 139 -.059
Post-ASTC | 33 17 70 34.73 11.60 1.132 1.891
Pre-GCT 34 3 13 8.03 2.58 214 -.806
Post-GCT | 34 10 21 15.62 |2.80 -.040 -.885
Pre-GAT 34 1 6 2.92 1.37 167 -.710

EG Post-GAT | 34 6 14 9.94 2.50 120 -1.159
GRT 34 7 20 15.25 [3.06 -.114 -.340
SPST 34 15 28 21.68 |2.89 -.133 175
Pre-ASTC | 34 10 51 28.76 1 9.23 137 101
Post-ASTC | 34 20 61 41.65 11.66 | -.333 -.765

Students’ pre-gases concept test scores range from 2 to 13 with a mean of 6.91 in the
control group and range from 3 to 13 with a mean of 8.03 in the experimental group. The
higher test scores show better understanding in gases concept. The difference in the
mean pre-gases concept test scores of students in the control and experimental group is
1.12. When the post-gases concept test scores of students were examined they range
from 6 to 18 with a mean of 10.67 in the control group and range from 10 to 21 with a
mean of 15.62 in the experimental group. The mean score increase of 7.59 in the

experimental group is higher than the mean score increase of 3.76 in the control group.

Pre-gases achievement test scores of control group students range from 1 to 8 and 1 to 6
for experimental group students with higher scores mean better solving numerical
problems about gases concepts. The mean pre-gases achievement test scores of control
and experimental groups’ students are 2.75 and 2.92 respectively. While the mean post-

gases achievement test scores of students in the control group is 6.36 and 9.94 for those
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in the experimental group. The mean score increases are 3.61 for control group 7.02 for

experimental group.

Control group students’ scores in gases retention test range from 2 to 17 with a mean of
10.03 and experimental group students’ scores in gases retention test range from 7 to 20
with a mean of 15.25. Higher scores show better retention in gases concepts. When the
students’ gases retention test scores taken in the account, it is seen that retention of

students in the experimental group is better than the students in the control group.

Students’ science process skills test scores range from 13 to 25 for control group, 15 to
28 for experimental group and greater scores indicate higher abilities in solving science
problems. The mean of science process skills test score is 17.82 in the control group and
21.68 in the experimental group. The difference in the scores shows that experimental

group students have higher abilities in solving science problems.

As shown in the Table 5.1 before the treatment students’ attitude scale toward chemistry
scores range from 10 to 51 with a mean of 29.33 in the control group and range from 10
to 51 with a mean of 28.76 in the experimental group. The higher test scores mean more
positive attitude toward chemistry. After the treatment the mean scores of student in

attitude scale toward chemistry are 34.73 for control group, 41.65 for experimental

group.

Also when the skewness and kurtosis values of all test scores are examined it can be

seen that all of them range from -4 to +4 which is the indication of normal distribution.
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5.2. Inferential Statistics

In this section analysis of ten null hypotheses stated in chapter I1I is presented. Analysis
of variance (ANOVA) and analysis of covariance (ANCOVA) were used to test
hypothesis at a significance level of .05. Statistical analyses were performed by using the

SPSS/PC (Statistical Package for Social Sciences for Personal Computers).

Before carrying out the ANOVA and ANCOVA analyses, independent sample t-test
analyses were performed to check whether there was a significant mean difference
between experimental and control groups with respect to students’ understanding of
gases concepts measured by gases concept test, achievement in gases concept measured
by gases achievement test, attitude towards chemistry measured by attitude scale toward
chemistry and science process skills measured by science process skill test before the

treatment.

The results of independent sample t-test analyses showed that there was no significant
mean difference between the CCOI group and TDCI group in terms of students’
understanding in gases concepts (t (65) =-1.759, p = .083), achievement in gases
concepts (t (65) =-438, p =.663), and their attitude toward chemistry (t (65) =2.253, p
=.801), before the treatment. However a significant difference was found between the

two groups with respect to science process skills (t (65) =-5.153, p =.00).

5.2.1. Null Hypothesis 1

The first hypothesis stated that there is no significant mean difference between post-test
mean scores of students taught with conceptual change oriented instruction and students
taught with traditionally designed chemistry instruction in students’ understanding of
gases concepts when science process skills is controlled as a covariate. To test this
hypothesis analysis of covariance (ANCOVA) was conducted. Before the analysis
assumptions of ANCOVA were tested.
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The first assumption is the univariate normality. From the skewnees and kurtosis values
given in Table 5.1 we can say that gases concept test scores are normally distributed.
The second assumption is independent observation. It is assumed that standardized
conditions were provided during test administrations. Also both researcher and the
classroom teacher made observation when the tests were administered. So it is safe to
say that participant did not influence each other. For the equality of variances
assumption, Levene’s Test of Equality was used. The results showed that equality of

variance assumption is met (F (1, 65) =.161, p>.05)

The fourth assumption is that there should not be a custom interaction between
independent variable and covariate. It is seen in Table 5.2 that there is no custom
interaction between science process skill test scores of students and treatment (F (1, 1) =

1.027, p>.05)

Table 5.2 Test of Between-Subject Effect

Source df SS MS F p
Treatment 1 .004 .004 .000 .983
SPST 1 173 173 .019 891
Treatment*SPST | 1 9.350 9.350 1.027 315
Error 62 573.528 9.104

The last assumption requires a significant correlation between dependent variable and
covariate. To check this assumption correlation between gases concept test scores and
science process skill test scores of students was calculated and shown in Table 5.3. The

result showed that the correlation is significant
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Table 5.3 Correlation between Post-concept test scores and SPST scores

Post- SPST
concept
Pearson Correlation | 1 327 %*
Post-concept | Sig. .007
N 67 67
Pearson Correlation | .327** 1
SPST Sig. .007
N 67 67

After checking all the assumption ANCOVA was run. The results are summarized in

table 5.4

Table 5.4 ANCOVA Summary

Source df SS MS F P
Covariate (SPST) | 1 1.074 1.074 116 734
Gender 1 9.130 9.130 987 324
Treatment 1 301.244 301.244 32.555 .000
Gender*Treatment | 1 .001 .001 .000 .990
Error 62 573.708 9.253

The results showed that there was a significant mean difference between post test mean
scores of students taught with conceptual change oriented instruction and students taught
with traditionally designed chemistry instruction in students’ understanding of gases
concepts when science process skills is controlled as a covariate, F ( 1, 62)=32.555, p<

.05. The CCOI group scored significantly higher than TDCI group (i (CCOI) =15.62,
X (TDCI) = 10.67).

Figure 5.1 shows the proportions of correct responses to the questions in the post-test for

two groups.
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Figure 5.1 Comparison between post-GCT Scores of the Experimental and Control

Group

It is seen from Figure 5.1 that there were dramatic differences in the proportion of
correct responses between two groups to the questions 2, 5, 7, 11, 19, 24 and 25 in the

gases concept test.

Students were asked which one of the given statements is true for gas pressure in the
second question. Before the treatment most of the students (55.8% for experimental
group, 69.7% for control group) thought that gas pressure depends on the shape of the
container. After treatment 85.3% of the students in the experimental group correctly
choose the alternative that gases exert pressure equally all around the container, however
this percent is only 48.5% in the control group. The misconceptions that this item
measured and the percentages of experimental and control group students’ selection of

alternatives in the post-test are given below:
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Table 5.5 Percentages of Students’ Answers for Item 2

Question 25: What are there between gas particles? Percentage of students’
responses (%)
Experimental Control
Group Group
Alternative A 8.8 242
Heavier gases exert more pressure
Alternative B 2.9 12.1

Gases pressure is related to response that they gave
because of the force exerted on them

Alternative C* 85.3 48.5
Gases exert pressure equally all around the
container

*Correct Alternative

Alternative D 0 6.1
Gas pressure depends on the shape of the container.

Alternative E 2.9 9.1
Gases exert pressure when they are heated

In the 5th questions students were asked to choose correct representation of gas particles
when the gas heated. In the experimental group 67.6% of the students, in the control
group 27.3% of the students gave the correct answer after the treatment. Before the
treatment the percentage of students giving the correct answer was 8.8% in experimental
group, 9.2% in the control group. 27.3% of the students in the control group had a

misconception that gas particles go to upper part of the container when the gas heated.

Question 7 asked that which one of the given statement is true related to properties of
gases. Before the treatment 11.8% of the students in the experimental group, 15.2% of
the students in control group choose the correct alternative that gases have particular
nature. However after the treatment in the experimental group the percentage was 64.7,
and 27.3 in the control group. The most common misconception in the control group
students was that, 30.3% of them could not realize that gases distribute the container
homogenously while, 11.7% of the students in the experimental group had this

misconception after the treatment.
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Question 13 asked that what happen to the molecules of air compressed in a syringe.
According to post-test results proportion of the correct responses were 57.6% for the
control group and 76.6% for the experimental group. The most common misconceptions
seen in the control group were gases molecules shrink after compressing (24.2%) and
gas moleules stick each other (15.2%). While in the experimental group the most

common misconception was gas molecules stop moving after compression (20.6%).

Students were asked in the 14th question to compare the avarage kinetic energies and
speeds of N, gases at diffenerent temperatures (one of them was at 10°C and the other
one at 100°C ), in the same volume, and pressure. The most commonly encountered
misconception before the treatment was they have the same average kinetic energies.
The percentage of students who answered this item correctly in the post-test was 79.4 in
experimental group, and 57.5 in the control group. 17.6% of the experimental group
students and 21.2% of the control group students showed the misconception that

although they are at different temperatures, they have the same average kinetic energies.

In question 17 students were asked the represent the distribution of gas particles at 60
°C. Post-test results showed that 67.7% of the experimental group students represented
the gas particles correctly, while this percentage was only 36.4 for control group.
However 17.6% of the students in the experimental group and 27.3% of the students in
the control group had a misconception that gas particles collected at the top of the
container. Also some of the students thought that gas particles accumulated at the middle
of the container (5.9% of the experimental group students and 12.1% of the control
group students). Although there were no students in the experimental group having a
misconception that particles stick to wall of the container, 6.1% of the control group

students had this misconception.

Students were asked under which conditions gases behave ideally in the 23th question.
Before the treatment the most commonly held misconception among students was that

gases behave ideally at high temperature and high pressure. According to post test
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results the percentage of students giving correct answer was 79.4 and 45.6 for
experimental and control group respectively. After the treatment, 8.8% of the
experimental group students and 27.3% of the control group students still had a
misconception that high temperature and high pressure causes ideal behavior of gases.
Moreover 8.8% of the students in the experimental group and 18.2% of the students in
the control group thought that the conditions that gases behave ideally depends on the

nature of gases.

Question 24 was mainly about diffusion of gases. Students were asked to compare the
diffusion rates of He, CH4, and SO, gases. In this question, before the treatment, 27.3%
of the students in control group and 24.6% of the students in experimental group
answered this question correctly. After the treatment, while the percentage of the
students who selected the correct answer in the control group was 30.3 which is very
close to the percentage in pretest, however the percentage of the students who selected
the correct response in experimental group increased to 70.6%. Some of the students had
a misconception that gases having bigger molecular weight diffuse faster than that of

having smaller molecular weight (11.8% for experimental group and 27.3% for control

group).

Students were asked that what is there between gas particles in question 25. Before the
treatment 39.4% of the students in the control group and 55.9% of the students thought
that there is air between gas particles. Also in the literature it is the most common
misconception for this question (Novick &Nussbaum, 1978). The misconceptions that
this item measured and the percentages of experimental and control group students’

selection of alternatives in the post-test are given below:
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Table 5.6 Percentages of Students’ Answers for Item 25

Question 25: What are there between gas particles? Percentage of students’
responses (%)
Experimental Control
Group Group

Alternative A 20.6 51.2

Air

Alternative B 8.8 3

Water vapor

Alternative C 2.9 9.1

Other gases

Alternative D* 58.9 30.3

Nothing

*Correct Alternative

Alternative E 8.8 6.1

Unknown matters (dirt and germs)

These results showed that the students in experimental group who were thought with
conceptual change oriented instruction had better understanding in gases concepts than

those in the control group who were thought by traditional instruction.

5.2.2. Null Hypothesis 2

The second hypothesis stated that there is no significant mean difference between post-
test mean scores of students taught with conceptual change oriented instruction and
students taught with traditionally designed chemistry instruction in students’
achievement in gases concepts when science process skills is controlled as a covariate.
To test this hypothesis analysis of covariance (ANCOVA) was conducted. Before the
analysis assumptions of ANCOVA were tested.

The first assumption is the univariate normality. In Table 5.1 skewness and kurtosis
values are given and it is seen that gases achievement test scores are normally

distributed. The second assumption is independent observation. It is assumed that

89



standardized conditions were provided during test administrations. For the equality of
variances assumption, Levene’s Test of Equality was used. The results showed that

equality of variance assumption is met (F (1, 65) =.001, p>.05).

The fourth assumption is that there should not be a custom interaction between
independent variable and covariate. It is seen in Table 5.7 that there is no custom
interaction between science process skill test scores of students and treatment (F (1, 1) =

001, p>.05)

Table 5.7 Test of between-Subject Effect

Source df SS MS F p
Treatment 1 4.530 4.530 .632 430
SPST 1 .046 .046 .006 937
Treatment*SPST | 1 .005 .005 .001 980
Error 63 451.465 7.166

The last assumption requires a significant correlation between dependent variable and
covariate. To check this assumption correlation between gases achievement test scores
and science process skill test scores of students was calculated and shown in Table 5.8.

The result showed that the correlation is significant.

Table 5.8 Correlation between Post-concept Test Scores and SPST Scores

Post- SPST
achievement
Pearson Correlation 1 298%*
Post- Sig. . 014
achievement
N 67 67
Pearson Correlation 298%* 1
SPST Sig. .014 )
N 67 67

After checking all the assumption ANCOV A was run. The results are summarized in

Table 5.9.
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Table 5.9 ANCOVA Summary

Source df SS MS F P
Covariate (SPST) | 1 .033 .033 .005 946
Gender 1 403 403 .055 815
Treatment 1 155.197 155.197 21.338 .000
Gender*Treatment | 1 .097 .097 .013 .909
Error 62 450.948 7.273

The results showed that there was a significant mean difference between post test mean
scores of students taught with conceptual change oriented instruction and students taught
with traditionally designed chemistry instruction in students’ achievement of gases

concepts when science process skills is controlled as a covariate, F ( 1, 62)=21.338, p<
.05. The CCOI group scored significantly higher than TDCI group (X (CCOI) =9.94,
X (TDCI) = 6.36).

5.2.3 Null Hypothesis 3

The third null hypothesis stated that there is no significant mean difference between
post-test mean scores of males and females on their understanding of gases concepts
when science process skills is controlled as a covariate. To test this hypothesis analysis
of covariance (ANCOV A) was conducted. Before the analysis assumptions of

ANCOVA were tested.

The first assumption is the univariate normality. In Table 5.1 skewnees and kurtosis
values are given and it is seen that gases achievement test scores are normally
distributed. The second assumption is independent observation. It is assumed that
standardized conditions were provided during test administrations. For the equality of
variances assumption, Levene’s Test of Equality was used. The results showed that

equality of variance assumption is met (F (1, 65) =.015, p>.05).
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The fourth assumption is that there should not be a custom interaction between

independent variable and covariate. It is seen in Table 5.10 that there is no custom

interaction between science process skill test scores of students and gender (F (1, 1) =

860, p>.05).

Table 5.10 Test of between-Subject Effect

Source Df SS MS F P
Gender 1 15.920 15.920 1.162 285
SPST 1 77.259 77.259 5.638 .021
Gender *SPST 1 11.791 11.791 .860 357
Error 63 863.289 13.703

The last assumption requires a significant correlation between dependent variable and
covariate. To check this assumption correlation between gases concept test scores and
science process skill test scores of students was calculated and shown in Table 5.3. The

result showed that the correlation is significant

After checking all the assumption ANCOVA was run. The results are summarized in

Table 5.4

The results revealed that there was no significant mean difference between female and
male students with respect to understanding gases concepts, F (1, 62) = .987, p>.05. The

mean post-test scores were 12.62 for females and 13.86 for males.

5.2.4 Null Hypothesis 4

The fourth null hypothesis stated that there is no significant mean difference between
post-test mean scores of males and females on their achievement in gases concepts when
science process skills is controlled as a covariate. To test this hypothesis analysis of
covariance (ANCOVA) was conducted. Before the analysis assumptions of ANCOVA

were tested.
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The first assumption is the univariate normality. In Table 5.1 skewnees and kurtosis
values are given and it is seen that gases achievement test scores are normally
distributed. The second assumption is independent observation. It is assumed that
standardized conditions were provided during test administrations. For the equality of
variances assumption, Levene’s Test of Equality was used. The results showed that

equality of variance assumption is met (F (1, 65) =.556, p>.05).

The fourth assumption is that there should not be a custom interaction between
independent variable and covariate. It is seen in Table 5.11 that there is no custom
interaction between science process skill test scores of students and gender (F (1, 1) =

3.546, p>.05).

Table 5.11 Test of between-Subject Effect

Source Df SS MS F P
Gender 1 30.710 30.710 3.370 .071
SPST 1 40.857 40.857 4.483 .038
Gender *SPST 1 32.314 32.314 3.546 .064
Error 63 574.183 9.114

The last assumption requires a significant correlation between dependent variable and
covariate. To check this assumption correlation between gases achievement test scores
and science process skill test scores of students was calculated and shown in Table 5.8.

The result showed that the correlation is significant.

After checking all the assumption ANCOVA was run. The results are summarized in

Table 5.9

The results revealed that there was no significant mean difference between female and
male students with respect to achievement in gases concepts, F (1, 62) =.055, p>.05.

The mean post-test scores were 8.08 for females and 8.30 for males.
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5.2.5 Null Hypothesis 5

The fifth null hypothesis stated that there is no significant effect of interaction between
gender difference and treatment on students’ understanding of gases concepts when
science process skill is controlled as a covariate. To test this hypothesis analysis of
covariance (ANCOVA) was run. Table 5.4 also gives the interaction effect on
understanding of gases concepts. The findings showed that there was no significant
interaction effect between gender and treatment on students’ understanding of gases

concepts, F (1, 62) =000, p >.05

5.2.6 Null Hypothesis 6

The sixth null hypothesis stated that there is no significant effect of interaction between
gender difference and treatment on students’ achievement in gases concepts when
science process skill is controlled as a covariate. To test this hypothesis analysis of
covariance (ANCOVA) was run. Table 5.9 also gives the interaction effect on
understanding of gases concepts. The findings showed that there was no significant
interaction effect between gender and treatment on students’ achievement of gases

concepts, F (1, 62)=.013, p>.05

5.2.7 Null Hypothesis 7

The seventh null hypothesis stated that there is no significant mean difference between
students taught with conceptual change oriented instruction and students taught with
traditional instruction with respect to their attitudes towards chemistry as a school
subject. In order to test the hypothesis two-way analysis of variance (ANOVA) was

performed. Before the analysis assumptions of ANOVA were tested.
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The first assumption is the univariate normality. In Table 5.1 skewnees and kurtosis

values are given and it is seen that attitude toward chemistry scores are normally

distributed. The second assumption is independent observation. It is assumed that

standardized conditions were provided during test administrations. For the equality of

variances assumption, Levene’s Test of Equality was used. The results showed that

equality of variance assumption is met (F (1, 63) =.710, p>.05).

After checking all assumption two-way ANOVA was run. Table 5.12 summarizes the

results of this analysis.

Table 5.12 ANOVA Summary (Attitude)

Source df SS MS F p
Treatment 1 961.229 961.229 7.528 .009
Gender 1 22.247 22.247 171 .681
Treatment*Gender | 1 563.968 563.968 4.325 .062
Error 63 8215.760 130.409

The results indicated that there was a significant mean difference between students
taught through conceptual change oriented instruction and traditionally designed
chemistry instruction with respect to attitudes toward chemistry as a school subject, F (1,

63) =7.528, p <.05. The experimental group students got significantly higher scores on

attitude scale toward chemistry than control group students (i (CCOI) =41.65, X
(TDCI) = 34.73).

5.2.8 Null Hypothesis 8

The eighth null hypothesis stated that there is no significant mean difference between
males and females with respect to their attitudes toward chemistry as a school subject. In
order to test the hypothesis two-way analysis of variance (ANOVA) was performed.

Table 5.12 shows the effect of gender difference on students’ attitudes. The results
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showed that there was no significant mean difference between female and male students
with respect to their attitudes toward chemistry as a school subject, F (1, 63) =.171,
p>.05

5.2.9 Null Hypothesis 9

The ninth null hypothesis stated that there is no significant effect of interaction between
gender difference and treatment on students’ attitudes toward chemistry as a school
subject. In order to test the hypothesis two-way analysis of variance (ANOVA) was
performed. Table 5.12 also gives the interaction effect on attitudes toward chemistry as a
school subject. The findings showed that there was no significant interaction effect
between gender and treatment on students’ attitudes toward chemistry as a school

subject, F (1, 63) =4.325, p > .05.

5.2.10 Null Hypothesis 10

The tenth null hypothesis stated that there is no significant mean difference between the
effects of conceptual change oriented instruction and traditionally designed chemistry
instruction on students’ retention in gases concepts when science process skills is
controlled as a covariate. To test this hypothesis analysis of covariance (ANCOVA) was

conducted. Before the analysis assumptions of ANCOVA were tested.

The first assumption is the univariate normality. From the skewnees and kurtosis values
given in Table 5.1 we can say that gases concept test scores are normally distributed.
The second assumption is independent observation. It is assumed that standardized
conditions were provided during test administrations. For the equality of variances
assumption, Levene’s Test of Equality was used. The results showed that the equality of

variance assumption is met (F (1, 65) = .466, p>.05).
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The fourth assumption is that there should not be a custom interaction between

independent variable and covariate. It is seen in Table 5.13 that there is no custom

interaction between science process skill test scores of students and treatment (F (1, 1) =

1.234, p>.05)

Table 5.13 Test of between-Subject Effect

Source Df SS MS F p
Treatment 1 4.289 4.289 411 524
SPST 1 9.055 9.055 .868 355
Treatment*SPST | 1 12.866 12.866 1.234 271
Error 63 657.109 10.430

The last assumption requires a significant correlation between dependent variable and

covariate. To check this assumption correlation between retention test scores and science

process skill test scores of students was calculated and shown in Table 5.14. The result

showed that the correlation is significant

Table 5.14 Correlation between Retention Test Scores and SPST Scores

Retention SPST
Pearson Correlation 1 208+
Retention Sig. 014
N 67 67
Pearson Correlation 208** 1
SPST Sig. 014
N 67 67

After checking all the assumption ANCOV A was run. The results are summarized in

Table 5.15
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Table 5.15 ANCOVA Summary

Source Df SS MS F p
Covariate 1 7.259 7.259 .693 408
(SPST)

Treatment 1 68.592 68.592 6.552 .013
Error 64 669.975 10.468

The results showed that there was a significant mean difference between the mean scores

of students taught with conceptual change oriented instruction and students taught with

traditionally designed chemistry instruction in students’ retention test scores when

science process skills is controlled as a covariate, F ( 1, 64)=6.552, p<.05. The CCOI

group scored significantly higher than TDCI group (i (CCOI) =15.25, X (TDCI) =

10.03).

5.3. Analyses of Misconception Test

This test was used to explore whether the students had misconceptions specified in the

literature and reveal students’ further misconceptions about gases concepts. In the first

question students were asked to determine which properties of a substance do change

when it goes from liquid to solid state. The misconceptions appeared in this question and

the percentages of students’ having these misconceptions are given below:
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Table 5.16 Students’ Misconceptions in the First Question

Which properties of a substance do change | Percentages of students’ responses (%)
when it goes from liquid to solid state?

Gas particles take the shape of container. 24.2
Size of the particle increases. 35.4
Distance between gas particles decreases 29.1
due to increase in the size of the particles.

Kinetic energy of the particles decrease 18.3
because of the decrease in mass.

Volume of the substance decreases 30.4
because gases occupy less space than

liquids.

Gases have no mass. 44.7
Gases are lighter than liquids so the mass 16.8
of the substance decreases.

The second question was related to gas pressure. Students were asked to state opinions
about what gas pressure is, how it is measured, factors affecting gas pressure. Table 5.17
shows the misconceptions appeared in this question and the percentages of students’

having these misconceptions.

Table 5.17 Students’ Misconceptions in the Second Question

What do you know about gas pressure? Percentages of students’ responses (%)
Gas pressure depends on the shape of the 45.1

container.

Gas pressure acts downward only. 38.5

Gases exert pressure only when they are 28.3

compressed.

Gases exert pressure only in the closed 21.5

container.

In the third question students were wanted to predict volumes of 1 mol oxygen and 1
mol helium gases in a 2 liter closed container and draw distribution of the gas particles
in that container . In the following table misconceptions appeared in this question,
examples of their drawings and the percentages of students’ having these

misconceptions are given:
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Table 5.18 Students’ Misconceptions in the Third Question

Students’ misconceptions

Examples of students’
drawing

Percentages of students’
responses (%)

Oxygen gas at the bottom
of the container, and both
gases occupy 1 It volume

16.4

Molecular weight of
oxygen gas is four times

greater than that of helium.

So oxygen occupies 1.6 It
and helium 0.41t volume.

34.9

Particles of gases
distributed in a sequence.

22.5
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Table 5.18(continued)

Students’ misconceptions

b

Examples of students

Percentages of students’

drawing responses (%)
Continuous drawing s e ] 12.3
s J,f'r; fﬁ s

rr

In the forth question students were asked to draw the distribution of gas particles at two

different temperatures. In the first situation students were wanted to draw representation

of hydrogen gas particles at 25°C and 1 atm in a closed container. In the second situation
ydrogen gas p

they supposed to draw representation of hydrogen gas particles if the temperature will

decrease to -15°C. In the following table misconceptions appeared in this question,

examples of their drawings and the percentages of students’ having these

misconceptions are given:

Table 5.19 Students’ Misconceptions in the Fourth Question

Students’ Examples of students’ drawing Percentages of
misconceptions students’

responses (%)
Gas particles 45.6

distributed at the
bottom of the
container

non-
homogeneously.
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Table 5.19 (continued)

Students’ Examples of students’ drawing Percentages
misconceptions of students’
responses

(%0)
Gas particles ~ 32.3
accumulate in the !
middle of the
container
non-
homogeneously.

|

Gas particles shrink 14.7
and distributed .
homogenously. D

The fifth question was related to ideal gases. Students were asked to state what they

know about ideal gases. The misconceptions appeared in this question and the

percentages of students’ having these misconceptions are given below:

Table 5.20 Students’ Misconceptions in the Fifth Question

What do you know about ideal gases? Percentages of students’ responses (%)
Gases behave ideally at room temperature. 8.5

The conditions that gases behave ideally 26.5

depend on the nature of the gas.

Gases behave ideally at low temperature 36.2

and high pressure.

Ideal gases do not give any chemical 38.5

reactions.

Gases behave ideally at 0 atm. Because at 6.9

0 atm gas particles do not move.
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In the sixth question students were asked to predict how the properties of a gas changes

when it is compressed in a container with moveable piston. Table 5.27 shows the

misconceptions appeared in this question and the percentages of students’ having these

misconceptions.

Table 5.21 Students’ Misconceptions in the Sixth Question

How the properties of a gas do change
when it is compressed in a container with
moveable piston?

Percentages of students’ responses (%)

Size of the molecules decreases because of 33.4
the decrease in volume.

Temperature increases because kinetic 243
energies of the particles increase.

The particles are compressed and they do 17.9
not move.

The particles of gas accumulate at the 44.3
bottom of the container.

The gas weights more. 27.5

In the last question students were asked to explain how the properties of a gas changes

when it is heated in a container with moveable piston. The misconceptions appeared in

this question and the percentages of students’ having these misconceptions are given

below:

Table 5.22 Students’ Misconceptions in the Seventh Question

How the properties of a gas do change
when it is heated in a container with
moveable piston?

Percentages of students’ responses (%)

PV value decrease because it is inversely 34.0
proportional to T

Both pressure and volume increase 21.4
Heated gas weights less. 39.7
Gas particles expand. 41.5
Gas particles accumulate at the top of the 46.3

container.
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5.4. Analysis of Interview Questions

In the first question, students were asked to state which properties of a substance change
and which do not change when it goes from liquid to gases state at constant temperature.
All students in the experimental group could give the correct answer by explaining the
reason. The following is an excerpt of Hasan who is a low achiever in the experimental
group. Although he is low achiever, it is apparent from the excerpt that he constructed

necessary understanding.

Hasan: The size and shape of the particles do not change, actually only in the chemical
reactions when the bonds between atoms are broken or new bonds are formed, the size
of the molecules get bigger or smaller. However it is a phase change and it is a physical
change. The distance between particles increases, because the given energy makes the
particles move faster. The mass and chemical properties of the substance do not change
because it is a physical change. Also the volume of a substance increases, because when
we give heat, particles start to move faster, and collide with each other and the wall of

the container more.

In the control group high achiever students gave the similar answers. However middle
and low achiever students in the control group had some misconceptions. From their
answers it is seen that they could not understand the properties of gases. In their answers
it is common that they cannot visualize the particulate nature of gases. For example, a
low achiever student thought that the particles of gases change and take the shape of the
container. When the reason was asked student explain that gases take the volume of the
container. If the gases composed of particles, then these particles should take the shape
of the container. Unlike gases solids have definite shapes and the shape of their particles
does not change. Also a middle achiever student said that the mass of the substance
decreases, because gases are volatile so they are lighter than substance in liquid and
solid state. This misconception may result from students’ misinterpretation of their daily

life experiences.
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In the second question students were asked to draw representation of gas particles at
different temperatures in a closed container when the pressure is held at 1 atm. When
students draw the representation of gas particles at 125°C and 1 atm all of them used
particulate and homogenous distribution. When the researcher asked the distribution of
the same particles if temperature decreases at 25°C, all of the students in the

experimental group represented the particles properly. Here is an example of a middle

achiever student in experimental group.

]

L]
"
3

However none of the students in the control group correctly represented the distribution
of particles at 25°C. Some of the students thought that when the temperature decreases

the gas particles shrink and gathered at the middle of the container. An example of such

drawing is shown below:

Also three students in the control group, two of them are low achievers and one is
middle achievers, represented the particles at 25°C in a way that all particles collected

bottom of the container. When the reason was asked they said that the ability of gases
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particles to move decreases as temperature decreases. So they accumulate at the bottom

of the container. Last drawing example is the following:

——

The third question was related to diffusion of gases. All of the students in experimental
group and high achievers in control group could define diffusion of gases. However
when students were asked to give a daily life example for diffusion of gases only one
high achiever student explained properly. Here is an excerpt that shows she has a

meaningful understanding on the concept:

Interviewer: What does diffusion of gases mean?

Filiz: It is a property of gases which means all gases can diffuse into one another and
form homogenous mixtures.

Interviewer: Ok. Can you give a daily life example for diffusion of gases?

Filiz: Imm. If I spray a perfume in the corner of this room, the odor of this perfume can
be detected at the other corner of the room in a few second. There is an air that is a gas
in this room and the liquid perfume evaporates and goes to gas phase. If I can smell the

perfume at the other corner of the room it shows gas particles diffuse into one another.

The other students did not give an example which may result from they could not link

the concept with their daily life experiences.

Middle achiever students in control group remembered the formulation of gas diffusion
and said that diffusion rate of gases is inversely proportional to molecular weight of

gases. However they could not explain the meaning of gas diffusion. When their answers
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to question related to diffusion of gases in achievement test were controlled, it is seen
that both of them gave the correct answer. It shows that students did necessary

calculation without having meaningful understanding of the concept.

Low achiever students in control group could not say anything about the concept.

In the fourth question students were asked that there is helium gas in a closed container
at 50°C, if we decrease the temperature at 25 °C which properties of gases would
change. All of the students in the experimental group could state the correct answer by
giving meaningful explanation. Students said that at constant volume if we decrease the
temperature of a gas, the pressure and kinetic energy of that gas also decrease, however
mole of the gas and shape and size of the molecules do not change. When the researcher
asked the reason of their explanation, they gave meaningful answer by using kinetic
molecular theory and ideal gas law. Here is an excerpt of Tolga who is a low achiever in
the experimental group.

Tolga: When you decrease the temperature, the pressure and kinetic energy of the gas
would also decrease.

Interviewer: Why do you think like that?

Tolga: Gases are composed of particles and these particles move around the container.
If we decrease the temperature the speed of the particles decreases so the kinetic energy
of the particles also decreases. Also particles start to collide with each other and the
wall of the container less which decreases the pressure of the gas.

Interviewer: Which properties of the gas do not change when we decrease the
temperature?

Tolga: It is a closed container and we do not add or remove any gas. So the moles of the

gas do not change. Also the shape and size of the particles also do not change.

High and middle achiever students in the control group could correctly predict the
properties of the gas that change or do not change with decreasing temperature.

However when they were explaining the reason of their answer they used only ideal gas
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equation. This showed that all of them memorize the equation, but they could not
interpret the logic behind that formula. The following is an excerpt of Mine who is a

middle achiever in the control group.

Mine: Volume is constant and we decrease the temperature. Ok. Pressure will decrease;
mole of the gas will stay constant.

Interviewer: Why?

Mine: From the ideal gas equation we know that temperature and pressure of the gas are
directly proportional.

Interviewer: Why are they directly proportional?

Mine: Because they are at the opposite size of the equation. So they are directly
proportional?

Interviewer: What do you think why they are at the opposite size of the equation?

Mine: I do not know.

Low achiever students in the control group could not give the correct answer. They
could not construct meaningful understanding about the gas laws. Although both of them
know the ideal gas equation, they could not establish the correct relationship among the

variables. It may result from students’ inefficacy in solving mathematical equations.

The fifth question was related to gas laws. Students were asked that there are 2 moles
NHj; gas at 273K in a container with movable piston. If we add 1 mole extra NH; and
increase temperature, which properties of the gas change and which do not change. Only
high and middle achiever students in the experimental group could give the correct
answer by stating that pressure would stay constant and volume of the gas would
increase with explaining the reason properly. This shows that they constructed necessary
understanding about gas laws and ideal gas law. Low achiever students in the
experimental group could find the correct answer with some clues. When the question
was asked they could not notice how pressure of the gas is affected in a container with

movable piston. However when it is emphasized, both of them gave the correct
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explanation. It is clear from the following excerpt that when they are warned, they found

logical explanations:

Hasan: If we increase temperature and moles of gas, gas particles start to move faster
and collide with each other and wall of the container more frequently so both pressure
and volume of the gas increase.

Interviewer: Then, what would happen if the container was closed?

Hasan: Ok. Let me think a little bit, I think I confused something. If the container were
closed the volume would not change and the pressure would increase because the
particles start to move faster and collide with each other and wall of the container more
frequently. However this is not a closed container so only the volume would increase
and pressure would not change. The pressure of the gas should always equal to outside

pressure. So until the pressures become equal, the volume of the gas increases.

High and middle achiever students in the control group stated that both pressure and
volume of the gas would increase. Although the researcher reminded that it is not a
closed container, the students could not give accurate explanation to the question. As it
is mentioned before these students can use the ideal gas equation properly, but they
could not develop necessary understanding about ideal gas law. So when they

encountered a different situation, they failed to adopt their knowledge to new situation.

Low achiever students in the control group could not establish the correct relationship
among the variables in the ideal gas equation. Both of them stated that pressure and
volume of the gas should change in some way but they could not decide how they

change.

In the sixth question students was asked about partial pressures how they can calculate
partial pressures of two different gases in a closed container. All students in the
experimental group could explain the meaning of partial pressure and list the necessary

properties to calculate partial pressures of gases. The following is an excerpt of Burak
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who is a middle achiever in the experimental group. It is obvious from the excerpt that

he constructed necessary understanding about partial pressure of gases.

Burak: If there are more than one nonreacting gases in a closed container, the pressure
of that gas mixture is equal to sum of the individual pressures exerted by each gas alone.
Each gas exerts pressure in the mixture the same as the gas would be alone in the
container. The pressure is the partial pressure of that gas.

Interviewer: Suppose there are He and CO; gases in a closed container. How can we
calculate the partial pressures of the gases?

Burak: We should know the total pressure and mole fraction of the gases.

Interviewer: What is mole fraction?

Burak: It is the ratio of the number of moles of one gas to total number of moles of

gases.

All of the students in the control group knew how they can calculate the partial pressures
of gases. However when it is asked to define meaning of the partial pressure, they could
not explain it. When the answers of the students to quantitative question about partial
pressure of gases were examined it is seen that only high achiever students found the
correct answer. Although middle and low achiever students knew the formula; they

could not make the necessary calculations.

In the last question students were asked to define ideal gases. All of the students in
experimental group and high achiever students in the control group stated that gases
behave ideally at high temperature and low pressure. An example of an excerpt showing

below is a middle achiever student from experimental group:

Metin: Gases behave ideally at high pressure and low pressure. Theoretically there is no
attractive forces exist between the particles of ideal gases. Normally none of the gases
behave ideally. Deviation from ideal behavior is negligible at high temperatures and low

pressurcs.
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Middle achiever students in the control group knew the property of ideal gas, but they
confused the condition necessary for gases to behave ideally. The following is an

excerpt of Sinan who is a middle achiever in the control group.

Sinan: Actually there is no ideal gas in the nature. There is no attractive or repulsive
force between the molecules of ideal gases. Also ideal gas law is applicable only for
ideal gas. When we make calculation with ideal gas we ignore the deviations.
Interviewer: Under which conditions gases behave ideally?

Sinan: At high pressure and temperature.

Interviewer: Why?

Sinan: Because under these conditions gas particles do not close to each other so, there

are no forces among them.

One of the low achiever student in the control group thought that gases behave ideally at
room temperature. The other one stated that noble gases are actually ideal gases. From
their answers it is apparent that they could not develop necessary understanding about

ideal gas concept.

5.5. The Classroom Observations

In this study, the treatment was conducted over seven weeks in a public high school in
Ankara. The researcher attended all the 45 minutes sessions of both experimental and
control groups. The main purpose of the classroom observation was treatment
verification. The implementation of the treatment, students’ reactions to the
implementation, their involvement to the lesson and interaction between students and
teacher was observed. During observations the researcher sit one of the back desk in the
classroom silently, took notes in the line of the aim of observation. She did not involve

the lessons in no way.
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Both groups followed the same chemistry curriculum and were instructed by the same
teacher. Properties of gases, volume of gases (molar volume), kinetic theory of gases,
gas diffusion, pressure of gases, gas laws, ideal gas law and partial pressures of gases

concepts were covered over seven weeks period in experimental and control groups.

In the experimental group students were instructed with conceptual change oriented
instruction. The teacher used ten animations prepared by researcher during the lessons.
The animations were shown to accomplish one of four different conditions of conceptual
change approach. Although students hesitated to contribute the classroom discussion at
the beginning of the treatment, after the second week they became more active. In the
first week when their opinions were asked only two or three students talked and the rest
of the class were waiting the explanation of teacher. However the teacher encouraged
students to discuss and especially at the dissatisfaction phase of the conceptual change,
she tried to take opinions of different students each time. Nevertheless there were four
students who did not talk in any lesson during the treatment. It was observed that the
teacher had some difficulties when using computer and overhead projector but she
guided classroom discussions very successfully. Moreover the teacher had some
classroom management problems such as noise while watching the first two animations.
In the following lessons, the students were familiar with the animations and conceptual
change approach and gave up making noise when they were discussing and watching the
animations. From students’ interest it can be concluded that animations were motivating

for them.

The control group students were instructed with traditional method. The teacher used
lecturing method and at the end of each lesson, questions related to subject were solved
by her. Throughout the lesson, the teacher presented the subject, asked questions to
students and discussed the key concepts. She frequently used blackboard for
emphasizing the key concepts, gases equations, ideal gas formula, and solving problems.
She also used textbook during the instruction while presenting the subject. It is observed

that students were more willing to solve numerical problems. In control group students
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got used to take notes so they waited teacher to make them write what she says. There
was much noise in the control group than in the experimental group. Students in this
group generally were unwilling to discuss and participating lessons and they bored very
easily. So they started to talk with each other. The teacher spent lots of time to warn
them to be quite. However when the students did not understand the subject, they did not
hesitate to ask questions and the teacher gave extra explanations. Sometimes the teacher
gave them numerical questions as homework. Most of them solved the questions before

coming to class.

Based on the observation results, it can be concluded that conceptual change oriented
instruction accompanied with animations was more effective than traditionally designed
chemistry instruction in making students more active, taking their attention to the lesson

and effecting their attitudes toward chemistry positively.

5.6. Analysis of T-VOSTS Test

Item1 (Defining Science)

The first item was concerning the definition of science. As shown in Table 5.23, 45.5 %
of the students in the control group and 26.5% of the students in the experimental group
have realistic view about science. One of the myths described by McComas (1998) is
that science and technology are identical. This myth is reflected on the alternatives E and
F. The students selecting alternative F are equal in control and experimental groups and
constituted 53.8% of the whole sample. According to 41.6 % of the students who
selected alternative B science is only a body of knowledge. Researchers examining
science textbooks concluded that most of the text emphasized science as a body of

knowledge (Phillips & Chiappetta, 2007; Chiapetta et al., 1993; Irez, 2009).
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Interestingly alternatives A, E and G were not selected by any students. There were very
few students (11.7% of experimental group and 9.10% of the control group) thinking

science as indefinable.

Table 5.23 Percentage of Students’ Responses to Item 1

Defining science is difficult because science is complex and does many things. But
MAINLY science is:

EG% CG% Alternative

0.00  0.00 A a study of fields such as biology, chemistry and physics.

26.5 15.1 B a body of knowledge, such as principles, laws and theories,

which explain the world around us (matter, energy and life).

exploring the unknown and discovering new things about our
world and universe and how they work.

5.9 3.00 D carrying out experiments to solve problems of interest about the
world around us.

0.00  0.00 E inventing or designing things (for example, artificial hearts,
computers, space vehicles).

294 273 F finding and using knowledge to make this world a better place
to live in (for example, curing diseases, solving pollution and
improving agriculture).

0.00  0.00 G an organization of people (called scientists) who have ideas
and techniques for discovering new knowledge.

11.7  9.10 H No one can define science

265 455

(@

Experimental Group:
Realistic: 26.5 Has Merit: 61.8 Naive: 11.7

Control Group:
Realistic: 45.5 Has Merit: 45.4 Naive: 9.10
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Item 2 (Influence of Society on Science/Technology)

The second item was asked to reveal students’ opinions about the influences of religious
and ethical views of the culture on the scientific researches. 44.1% of the students in the
experimental group and 54.6% of the students in the control group had a naive view that

religious or ethical views do not influence scientific research.

Alternatives A, B, C, D and E show the collectivist and sociological nature of scientific
researchers. It is seen in Table 5.24 that 55.9% of the students in the experimental group

and 45.4% of the students in the control group held this view.

Percentage of students’ holding realistic view was nearly equal in experimental and

control groups (23.6%for experimental group, 21.1% for control group).

Table 5.24 Percentage of Students’ Responses to Item 2

Some cultures have a particular viewpoint on nature and man. Scientists and
scientific research are affected by the religious or ethical views of the culture where the
work is done.

EG% CG% Alternative
Religious or ethical views DO influence scientific research:
2.9 3.00 A because some cultures want specific research done for the benefit of

that culture.

11.8 6.1 B because scientists may unconsciously choose research that would
support their culture’s views.

8.8 6.1 C because most scientists will not do research which goes against their
upbringing or their beliefs.

11.8 15.0 D because everyone is different in the way they react to their culture. It

is these individual differences in scientists that influence the type of
research done.

20.6 15.2 E because powerful groups representing certain religious, political or
cultural beliefs will support certain research projects, or will give
money to prevent certain research from occurring.
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Table 5.24 (continued)

Some cultures have a particular viewpoint on nature and man. Scientists and
scientific research are affected by the religious or ethical views of the culture where the
work is done.

EG% CG% Alternative
Religious or ethical views do NOT influence scientific research:
176 273 F because research continues in spite of clashes between scientists and

certain religious or cultural groups (for example, clashes over
evolution and creation).

265 273 G because scientists will research topics which are of importance to
science and scientists, regardless of cultural or ethical views.

Experimental Group:
Realistic: 23.6 Has Merit: 32.3 Naive: 44.1

Control Group:
Realistic: 21.1 Has Merit: 24.3 Naive: 54.6

Item 3 (Influence of Society on Science/Technology)

The third item was about the effect of community and upbringing on producing scientist.
41.2 % of experimental group students and 45.4 % of control group students choose
alternatives D and F showing that science is a collectivist and sociological endeavor.

This view is consistent with contemporary views.

The percentage of students holding naive belief was 14.7% for experimental group and
6.1% for control group. Table 25 shows that 20.6% of the students in experimental
group and 39.4% of the students in control group thought that as well as upbringing

ability, intelligence and interest in science are also important.
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Table 5.25 Percentage of Students’ Responses to Item 3

Some communities produce more scientists than other communities. This happens
as a result of the upbringing which children receive from their family, schools and

community.

EG% CG% Alternative
Upbringing is mostly responsible:

176 6.1 A because some communities (for example, industrial towns such
as Sudbury) place greater emphasis on science than other
communities.

59 3.00 B because some families encourage children to question and
wonder.

59 0.00 C because some teachers or schools offer better science courses
or encourage students to learn more than other teachers or
schools.

11.8 18.2 D because the family, schools and community all give children

with an ability in science the encouragement and opportunity to
become scientists.

206 394 E 1t’s difficult to tell. Upbringing has a definite effect, but so does
the individual (for example, intelligence, ability and a natural
interest in science).

Intelligence, ability and a natural interest in science are
mostly responsible:

29.4 27.2 F in determining who becomes a scientist. However, upbringing
has an effect.
8.8 6.1 G because people are born with these traits.

Experimental Group:
Realistic: 41.2 Has Merit: 44.1 Naive: 14.7

Control Group:
Realistic: 45.4 Has Merit: 48.5 Naive: 6.1

Item 4 (Influence of Science/Technology on Society)

Item 4 investigated the participants’ opinions about the social responsibilities of
scientist. Most of the students in the experimental group (70.6%) and 48.5% of the
control group students believed that scientist are concerned with all the effects of their
experiments. None of the students in both group thought that scientist can not know all

the long term effects of their discoveries.
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Only 8.8 % of the experimental group students and 12.10 % of the students realized that
scientists are concerned but they have little control over how their discoveries are used
for harm which reflects realistic view. As shown in Table 5.26 that more than half of the
students have rational but not realistic ideas. Also it is interesting that percentage of
students having naive believes is much higher than percentage of students having

realistic believes for both groups.

Table 5.26 Percentage of Students’ Responses to Item 4

Most Turkish scientists are concerned with the potential effects (both helpful and
harmful) that might result from their discoveries.

EG% CG% Alternative

0.00  3.00 A Scientists only look for beneficial effects when they discover
things or when they apply their discoveries.

11.8 15.2 B Scientists are most concerned with the possible harmful effects
of their discoveries.

70.6  48.5 C Scientists are concerned with all the effects of their
experiments.

0.00 0.00 D Scientists are concerned but they can’t possibly know all the
long-term effects of their discoveries.

8.80 12.10 E Scientists are concerned but they have little control over how
their discoveries are used for harm.

8.80 18.2 F It depends upon the field of science. For instance, in medicine

or in military research, Turkish scientists are highly concerned.
However, in nuclear power Turkish scientists are least
concerned.

0.00  3.00 G Scientists may be concerned, but that doesn’t stop them from
making discoveries for their own fame, fortune, or pure joy of

discovery.
Experimental Group:
Realistic: 8.80 Has Merit: 70.6 Naive: 20.6
Control Group:
Realistic: 12.1 Has Merit: 51.5 Naive: 36.4

Item S (Influence of Science/Technology on Society)

Item 5 involves different viewpoints about decision makers for future biotechnology.

Alternative D reflects the realistic viewpoint by stating that science has collectivist and
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sociolological aspects. Table 27 shows that the percentage of control group students
having realistic view was much higher than that of experimental group students. In the
control group 45.4% of the students and in the experimental group 32.4% of the students
supported that the decision should be made equally. There were no students in the
experimental group and only 3% of the students in the control group thought that

government should decide on future biotechnology.

According to alternative A and B scientist and engineers are the primary decision
makers. It is surprising that none of the students in the control group and very few in the
experimental group choose alternative B. Students who thought scientist and engineers
as decision makers selected alternative A (23.5% of experimental group and 30.3% of

control group).

Table 5.27 Percentage of Students’ Responses to Item 5

Scientists and engineers should be the ones to decide on future biotechnology in
Turkey (for example, recombinant DNA, gene splicing, developing ore-digging
bacteria or snow-making bacteria, etc.) because scientists and engineers are the
people who know the facts best.

EG% CG% Alternative

Scientists and engineers should decide:

23.5 30.3 A because they have the training and facts which give them a
better understanding of the issue.

5.80  0.00 B because they have the knowledge and can make better
decisions than government bureaucrats or private companies,
both of whom have vested interests.

147 6.1 C BUT the public should be involved — either informed or

consulted.

The decision should be made equally; viewpoints of scientists

and engineers, other specialists, and the informed public should

all be considered in decisions which affect our society.

0.00  3.00 E The government should decide because the issue is basically a
political one

11.8  9.10 F The public should decide because the decision affects
everyone;

11.8  6.10 G The public should decide because the public serves as a check
on the scientists and engineers. Scientists and engineers have
idealistic and narrow views on the issue and thus pay little
attention to consequences.

324 454

|\w
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Experimental Group:
Realistic: 32.4 Has Merit: 38.2 Naive: 29.4

Control Group:
Realistic: 45.4 Has Merit: 36.4 Naive: 18.2

Item 6 (Influence of Science/Technology on Society)

Item 6 investigated whether students believed scientists can solve any practical everyday
problem best or not. As it is seen from Table 5.28, there was a significant difference
between the viewpoints of students in the experimental and control groups. The
percentage of experimental group students having realistic view was 73.5, whereas it is

only 33.3 in the control group.

However most of the students in the control group (76.7%) claimed that scientists are

not better than others in solving everyday problems. This percentage was only 26.5 for
experimental group. According to 21.2% of the control group students and 5.9% of the
experimental group students, scientist are probably worse at solving practical problems

because of working in a complex abstract world.

Table 5.28 Percentage of Students’ Responses to Item 6

Scientists can solve any practical everyday problem best (for example, getting a car
out of a ditch, cooking, or caring for a pet) because scientists know more science.

EG% CG% Alternative

73.5 333 A Scientists are better at solving any practical problem. Their logical

problem-solving minds or specialized knowledge give them an

advantage.
Scientists are no better than others:

590 6.10 B because science classes help everybody learn enough problem-solving
skills and knowledge to solve practical problems.

0.00  3.00 C because a scientist’s education doesn’t necessarily help with practical
things.

147 364 D because in everyday life scientists are like everyone else.

590 212 E Scientists are probably worse at solving any practical problem

because they work in a complex abstract world, far removed from

everyday life.
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Experimental Group:
Realistic: 73.5 Has Merit: 14.7 Naive: 11.8

Control Group:
Realistic: 33.3 Has Merit: 39.4 Naive: 27.3

Item 7 (Characteristics of Scientists)

This item investigates the views of students about the personal characteristics of scientist
for doing the best science. In the alternatives A, B and C the best scientists should be
very open-minded, logical, unbiased and objective in their work. Moreover according to
alternative C as well as these characteristics other personal traits such as imagination,
intelligence and honesty are needed. Alternative B and C reflect the realistic view. Table
5.29 showed that more than half of the students in both groups had a realistic view
(79.5% for experimental group, 66.6% for control group).

It is noticing that none of the students in experimental and control groups believed that
the best scientist do not display these personal characteristics. Also there were no
students in experimental group and very few in the control group (3%) claiming that
scientist can be closed-minded, biased and subjective in their works because they are so

deeply involved, interested or trained in their fields.

8.80 % of the experimental group students and 12.1 % of the control group students held

naive believes about the characteristics of best scientist.

Table 5.29 Percentage of Students’ Responses to Item 7

The best scientists are always very open-minded, logical, unbiased and objective in
their work. These personal characteristics are needed for doing the best science.

EG% CG% Alternative

The best scientists display these characteristics
8.80 12.1 A otherwise science will suffer.

324 333 B because the more of these characteristics you have, the better you’ll

do at science.

47.1 333

(@}

these characteristics are not enough. The best scientists also need
other personal traits such as imagination, intelligence and honesty.
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Table 5.29 (continued)

The best scientists do NOT necessarily display these personal characteristics:

0.00  3.00 D because the best scientists sometimes become so deeply involved,
interested or trained in their field, that they can be closed-minded,
biased, subjective and not always logical in their work.

11.7 18.2 E because it depends on the individual scientist. Some are always open-
minded, objective, etc. in their work; while others can be come
closed-minded, subjective, etc. in their work.

0.00  0.00 F these characteristics are NOT necessary for doing good science.

Experimental Group:
Realistic: 79.5 Has Merit: 11.7 Naive: 8.80

Control Group:
Realistic: 66.6 Has Merit: 21.2 Naive: 12.1

Item 8 (Characteristics of Scientists)

Item 8 was concerned with scientists’ family life or social life. The alternatives mainly
emphasize 3 different viewpoint; scientists’ work takes away them from family and
social life (alternative A), it depends on person (alternatives B and C) and they have

normal family and social life (alternative D and E).

The percentages of students selected each of these alternatives were similar in
experimental and control groups. 70.6 % of the students in the experimental group and
66.6 % of the students in the control group thought that it depends on person which

reflects realistic view.

Almost 16.5% of the total students held a naive belief and 15% of them held rational but

not realistic view.
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Table 5.30 Percentage of Students’ Responses to Item 8

Scientists have practically no family life or social life because they need to be so deeply
involved in their work.

EG% CG% Alternative

14.7 18.3 A scientists need to be very deeply involved in their work in order to
succeed. This deep involvement takes away from one’s family and
social life.

26.5 24.2 B it depends on the person. Some scientists are so involved in their work
that their families and social lives suffer. But many scientists take
time for family and social things.

441 42.4 C at work scientists look at things differently than other people, but this
doesn’t mean they have practically no family or social lives.
Scientists’ family and social lives are normal:

11.8 12.1 D otherwise their work would suffer. A social life is valuable to a
scientist.

290  3.00 E because very few scientists get so wrapped up in their work that they

ignore everything else.

Experimental Group:
Realistic: 70.6 Has Merit: 14.7 Naive: 14.7

Control Group:
Realistic: 66.6 Has Merit: 15.1 Naive: 18.3

Item 9 (Characteristics of Scientists)

In the ninth item, students were asked whether gender difference have an effect on the
scientific discoveries or not. 35.3% of the students in the experimental group and 51.5%
of the students in the control group believed that there is no difference between female
and male scientists in the discoveries they make because women and men scientists are
educated in the same way, but women were not given adequate opportunity. However
20.6% of experimental group students and 15.2% of control group students thought that

women and men have different instinct and viewpoint because of their nature.

According to 23.5% of the experimental group students and 12.1% of the control group
students, any differences between men and women are due to differences between

individuals. Also there were no students in both groups thinking that men are better at
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engineering and mechanics than women. As it is shown in Table 5.31 the number of

students holding realistic view in control group students is higher than that of

experimental group (44.1% of experimental group, 63.6% of control group).

Table 5.31 Percentage of Students’ Responses to Item 9

There are many more women scientists today than there used to be. This will make a
difference to the scientific discoveries which are made.

EG% CG% Alternative

Scientific discoveries made by women will tend to be different than those made by men.

2.9 6.1 A because women and men have different interest

8.8 3.00 B because women and men discover regarding their needs(cellulite
cream, razor, etc.)

206 152 C because women and men have different instinct and viewpoint
because of their nature

0.00  0.00 D Men would make better discoveries because men are better at
engineering and mechanics than women

There is NO difference between female and male scientists in the discoveries they make:

353 515 E because women and men scientists are educated in the same way.
However the fact that women were not given adequate opportunity
from past to present have obstructed emergence of women’s abilities
in this area

8.80 12.1 F women and men are equally intelligent. Women and men are the same
in terms of what they want to discover in science

23.5 12.1 G any differences in their discoveries are due to differences between
individuals. Such differences have nothing to do with being male or
female.

Experimental Group:

Realistic: 44.1 Has Merit: 23.5 Naive: 32.3

Control Group:

Realistic: 63.6 Has Merit: 12.1 Naive: 24.3

Item 10 (Social Construction of Scientific Knowledge)

The tenth item was asked to reveal students’ thought about competition between

scientists and breaking the rules of science. Table 5.32 showed that very few students in

both groups thought that scientists do not compete (20.6% of the experimental group

students and 15.2% of the control group students). Half of the experimental group
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students and 21.2% of control group student believed scientists break the rules of

science to achieve success.

There are very few students in both groups that realize science is not different from other

professions (17.6% of the experimental group students and 9.1% of the control group

students). 54.6% of the students in the control group held naive belief and 64.7% of the

students in the experimental group held rational belief.

Table 5.32 Percentage of Students’ Responses to Item 10

Scientists compete for research funds and for who will be the first to make a discovery.
Sometimes fierce competition causes scientists to act in secrecy, lift ideas from other
scientists, and lobby for money. In other words, sometimes scientists break the rules of
science (rules such as sharing results, honesty, independence, etc.).

EG% CG% Alternative
Sometimes scientists break the rules of science:

47.1  21.2 because this is the way they achieve success in a competitive
situation. Competition pushes scientists to work harder.

11.8 15.2 In order to achieve personal and financial rewards. When scientists
compete for something they really want, they’ll do whatever they can
to get it.

Sometimes scientists break the rules of science:

2.9 39.4 In order to find the answer. As long as their answer works in the end,
it doesn’t matter how they got there.

176 9.1 It depends. Science is no different from other professions. Some will
break the rules of science to get ahead and others will not.

20.6 15.2 Most scientists do not compete. The way they really work, and the

best way to succeed, is through cooperation and by following the rules
of science.

Experimental Group:
Realistic: 20.6

Control Group:
Realistic: 15.2

Has Merit: 64.7 Naive: 14.7

Has Merit: 30.3 Naive: 54.6
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Item 11 (Social Construction of Scientific Knowledge)

Item 11 was related to effects of scientists’ social contacts on the content of scientific
knowledge. 32.4 % of the experimental group students and 30.3 % of the control group
students chose alternative A reflecting realistic view. One third of the students in both
groups had an instrumentalist view about science and believed that scientist can change

their research with respect to the needs of society.

The percentage of students who thought social contacts do not influence the content of

scientific knowledge was 8.8 in experimental group and 24.2 in the control group.

Table 5.33 Percentage of Students’ Responses to Item 11

A scientist may play tennis, go to parties, or attend conferences with other people.
Because these social contacts can influence the scientist’s work, these social contacts can
influence the content of the scientific knowledge he or she discovers.

EG% CG% Alternative

Social contacts influence the content of what is discovered:

324 30.3 A because scientists can be helped by the ideas, experiences, or
enthusiasm of the people with whom they socialize.

8.8 3.00 B because social contacts can serve as a refreshing or relaxing break
from work; thus revitalizing a scientist.

324 333 C because scientists can be encouraged by people to apply or change
their research to a new area relevant to the needs of society.

176 9.1 D because social contacts allow scientists to observe human behavior
and other scientific phenomena.

8.8 242 E Social contacts do NOT influence the content of what is discovered

because a scientist’s work is unrelated to socializing.

Experimental Group:
Realistic: 32.4 Has Merit: 58.8 Naive: 8.8

Control Group:
Realistic: 30.3 Has Merit: 45.4 Naive: 24.2
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Item12 (Nature of Scientific Knowledge)

The twelfth item was asked to investigate students’ opinion about whether scientific
observations made by different scientist differ if the scientists believe different theories
or not. The fist two alternatives claim that it differs and the last three ones claim it does
not differ.

73.5 % of the experimental group students and 66.7% of the control group students
choose alternatives A and B and believed that scientific observation made by different

scientist can change. These alternatives reflect realistic view.

Percentage of students holding naive view and claiming observations are exactly same
because they are facts is very few in both groups (5.9% for experimental group and 6.1%

for control group).

Table 5.34 Percentage of Students’ Responses to Item 12

Scientific observations made by competent scientists will usually be different if the
scientists believe different theories.

EG% CG% Alternative

20.6 30.3 A yes, because scientists will experiment in different ways and will
notice different things.

52.9 36.4 B yes, because scientists will think differently and this will alter their
observations.

11.8 6.1 C scientific observations will not differ very much even though scientists
believe different theories. If the scientists are indeed competent their
observations will be similar.

8.8 21.2 D no, because observations are as exact as possible. This is how science
has been able to advance.

5.9 6.1 E no, observations are exactly what we see and nothing more; they are
the facts.

Experimental Group:

Realistic: 73.5 Has Merit: 20.6 Naive: 5.9

Control Group:

Realistic: 66.7 Has Merit: 27.3 Naive: 6.1
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Item 13 (Nature of Scientific Knowledge)

In item 13 realities of scientific models was investigated. According to alternatives A, B,
C and D scientific models are copies of reality. However in the alternatives E, F and G

they are not copies of reality.

It is seen in Table 5.35 that most of the students in control and experimental groups
believed that scientific models are copies of reality (73.5% for experimental group,
69.6% for control group). This results shows that students in both groups held naive

beliefs and had some misconceptions about scientific models.

Only 17.6 % of the students in the experimental group and 12.1% of the students

believed that scientific model are not copies of reality because they change.

Table 5.35 Percentage of Students’ Responses to Item 13

Many scientific models used in research laboratories (such as the model of heat, the
neuron, DNA, or the atom) are copies of reality.

EG% CG% Alternative

Scientific models ARE copies of reality:

0.00 3.00 A because scientists say they are true, so they must be true.

235 242 B because much scientific evidence has proven them true.

26.5 21.2 C because they are true to life. Their purpose is to show us reality or
teach us something about it.

23.5 212 D scientific models come close to being copies of reality, because they
are based on scientific observations and research.
Scientific models are NOT copies of reality:

2.9 12.1 E because they are simply helpful for learning and explaining, within
their limitations.

17.6 12.1 F because they change with time and with the state of our knowledge,
like theories do.
5.9 6.1 G because these models must be ideas or educated guesses

Experimental Group:
Realistic: 17.6 Has Merit: 8.8 Naive: 73.5

Control Group:
Realistic: 12.1 Has Merit: 18.2 Naive: 69.6
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Item 14 (Nature of Scientific Knowledge)

Item 14 was mainly about the classification schemes. In the alternatives 2 different
viewpoints are mentioned; classification schemes matched the way nature really is or

there are many ways of classification.

Alternatives C and D reflects the realistic view by stating there are more than one way of
classifying nature. The percentage of students selecting these alternatives in the
experimental group is higher than that of control group (61.7%for experimental group

and 42.4% for control group).
Almost half of the students in the control group and 35.2% of the experimental group
students held naive belief about the classification scheme by selecting alternatives A, B

or F.

Table 5.36 Percentage of Students’ Responses to Item 14

When scientists classify something (for example, a plant according to its species, an
element according to the periodic table, energy according to its source, or a star according
to its size), scientists are classifying nature according to the way nature really is; any other
way would simply be wrong.

EG% CG% Alternative

29.4 12.1 A Classifications match the way nature really is, since scientists have
proven them over many years of work.

2.9 6.1 B Classifications match the way nature really is, since scientists use
observable characteristics when they classify.

23.5 24.2 C Scientists classify nature in the most simple and logical way, but their
way isn’t necessarily the only way.

38.2 18.2 D There are many ways to classify nature, but agreeing on one universal
system allows scientists to avoid confusion in their work.

2.9 6.1 E There could be other correct ways to classify nature, because science
is liable to change and new discoveries may lead to different
classifications.

2.9 33.3 F Nobody knows the way nature really is. Scientists classify nature

according to their perceptions or theories.
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Experimental Group:
Realistic: 61.7 Has Merit: 2.9 Naive: 35.2

Control Group:
Realistic: 42.4 Has Merit: 6.1 Naive: 51.5

Item 15 (Nature of Scientific Knowledge)

Scientific knowledge has a tentative character. This item was asked to investigate

students’ opinion about tentativeness of the scientific knowledge.

Most of the students in both groups believed that scientific knowledge changes and
choose alternative A or B. (82.3% for experimental group and 75.7% for control group).
Although these alternatives give different explanation for being subject to change of

scientific knowledge, both of them reflect realistic view.

In the experimental group percentage of students having rational and naive ideas is equal
(8.80 % have naive ideas, 8.80 % have rational ideas). In the control group the
percentage of students having naive beliefs (18.2) is higher than percentage of students

having rational beliefs (6.1).

Abd-El-Khalick (2004) reported that 90% of the college students held naive beliefs

about the tentative character of NOS.

Also Table 5.37 revealed that there were no students in the experimental group believing

that scientific knowledge is absolute and does not change.
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Table 5.37 Percentage of Students’ Responses to Item 15

Even when scientific investigations are done correctly, the knowledge that scientists
discover from those investigations may change in the future.

EG%

CG% Alternative

64.7

17.6

8.80

8.80

0.00

63.6 A Scientific knowledge changes: because new scientists disprove the

theories or discoveries of old scientists. Scientists do this by using

new techniques or improved instruments, by finding new factors

overlooked before, or by detecting errors in the original “correct”

investigation.

Scientific knowledge changes: because the old knowledge is

reinterpreted in light of new discoveries. Scientific facts can change.

0.00 C Scientific knowledge APPEARS to change because the interpretation
or the application of the old facts can change. Correctly done
experiments yield unchangeable facts.

6.1 D Scientific knowledge APPEARS to change because new knowledge is
added on to old knowledge; the old knowledge doesn’t change.

18.2 E Knowledge can change in time, but scientific knowledge is absolute
and does not change.

12.1

[oe}

Experimental Group:
Realistic: 82.3 Has Merit: 8.80 Naive: 8.80

Control Group:
Realistic: 75.7 Has Merit: 6.1 Naive: 18.2

Item 16 (Nature of Scientific Knowledge)

Item 16 investigated the views of students about the relationship between hypotheses,

theories and laws. According to McComas (1998), one of the myths of science is that

hypotheses become theories that in turn become laws. The analyses of students’

responses for this question showed that this misconception is very common among

students.

Most of the students in experimental and control group believed that there is a

hierarchical relationship between hypotheses, theories and laws (94.0% for the control

group and 88.2% for the experimental group). This result is consistent with the study
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that showed 97% of the students thought simplistic and hierarchical relationship between

scientific theories and laws (Abd-El-Khalick, 2004).

11.8% of the experimental group students and 6.10% of the control group students

realized that hypotheses, theories and laws are different types of ideas.

Table 5.38 Percentage of Students’ Responses to Item 16

Scientific ideas develop from hypotheses to theories, and finally, if they are good enough,
to being scientific laws.

EG% CG% Alternative

76.5 75.8 A Hypotheses can lead to theories which can lead to laws because a
hypothesis is tested by experiments, if it proves correct, it becomes a
theory. After a theory has been proven true many times by different
people and has been around for a long time, it becomes a law.

8.80  6.10 B Hypotheses can lead to theories which can lead to laws because it is a
logical way for scientific ideas to develop.

2.90 12.1 C Theories can’t become laws because they both are different types of

ideas. Theories are based on scientific ideas which are less than 100%

certain, and so theories can’t be proven true. Laws, however, are

based on facts only and are 100% sure.

Theories can’t become laws because they both are different types of

ideas. Laws describe things in general. Theories explain these laws.

However, with supporting evidence, hypotheses may become theories

(explanations) or laws (descriptions).

11.8  6.10

|

Experimental Group:
Realistic: 11.8 Has Merit: 0.00 Naive: 88.2

Control Group:
Realistic: 6.10 Has Merit: 0.00 Naive: 94.0

Item 17 (Nature of Scientific Knowledge)

Item 17 was related to scientific assumptions. It is stated in this question that when
developing new theories or laws, scientists need to make certain assumptions about

nature. Students were asked about the trustiness of these assumptions. According to
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alternatives A, B and C assumptions must be true; alternative D it depends; alternative E

it does not matter and alternative F scientists do not make assumptions.

Table 5.39 shows that students having realistic view are very few. Only 5.9% of the
experimental group students and 3% of the control group students choose alternative E.
70.5% of the students in the experimental group and 69.7% of the students in the control

group held rational view about assumptions.

Percentage of students having naive belief is nearly equal in both groups (23.5% for
experimental group and 27.3% for control group). These students believed that either
assumption must be correct otherwise society would have serious problems or scientists

do not make assumptions.

Table 5.39 Percentage of Students’ Responses to Item 17

When developing new theories or laws, scientists need to make certain assumptions about
nature (for example, matter is made up of atoms). These assumptions must be true in
order for science to progress properly.

EG% CG% Alternative

Assumptions MUST be true in order for science to progress:

382 273 A because correct assumptions are needed for correct theories and
laws. Otherwise scientists would waste a lot of time and effort using
wrong theories and laws.

14.7 12.1 B otherwise society would have serious problems, such as inadequate
technology and dangerous chemicals.

14.7 18.2 C because scientists do research to prove their assumptions true before
going on with their work.

176 242 D it depends. Sometimes science needs true assumptions in order to

progress. But sometimes history has shown that great discoveries

have been made by disproving a theory and learning from its false

assumptions.

it doesn’t matter. Scientists have to make assumptions, true or not, in

order to get started on a project.

8.8 15.2 F scientists do not make assumptions. They research an idea to find out
if the idea is true. They don’t assume it is true.

59 3.00

les

133




Experimental Group:
Realistic: 5.9

Control Group:
Realistic: 3.00

Has Merit: 70.5 Naive: 23.5

Has Merit: 69.7 Naive: 27.3

Item 18 (Nature of Scientific Knowledge)

In item 18 students were asked whether scientific theories should be complex or not.

Very few students in both groups selected alternatives E or F reflecting naive belief by

stating that scientific theories are usually complex (11.7% of the students in the

experimental group and 9.1% of the students in the control group). 17.6% of the students

in the experimental group and 9.1% of the students in control group believed that the

language of good scientific theories is simple. Also approximately 25% of the students

in experimental and control group students thought that complexity of language depends

on the theory. The percentage of students thinking how deeply you want to get into the

explanation affects the complexity of theories nearly equal in both groups (39.4% for

control group and 38.2 % for experimental group).

Table 5.40 Percentage of Students’ Responses to Item 18

Good scientific theories explain observations well. But good theories are also simple

rather than complex.

EG% CG%

Alternative

176 9.1 A

382 394 B

235 273

(@}

8.8 15.2 D

2.9 6.10 E

8.8 3.00 F

good theories are simple. The best language to use in science is
simple, short, direct language.

it depends on how deeply you want to get into the explanation. A good
theory can explain something either in a simple way or in a complex
way.

it depends on the theory. Some good theories are simple, some are
complex.

good theories can be complex, but they must be able to be translated
into simple language if they are going to be used.

theories are usually complex. Some things cannot be simplified if a lot
of details are involved.

most good theories are complex. If the world was simpler, theories
could be simpler.

Experimental Group:
Realistic: 41.1

Has Merit: 47 Naive: 11.7
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Control Group:
Realistic: 36.4 Has Merit: 54.6 Naive: 9.10

Item 19 (Nature of Scientific Knowledge)

Item 19 was asked to investigate students’ opinions about whether best scientists are
those who follow the steps of scientific methods or not. Half of the students in
experimental group and 36.4% of the control group students claimed that most scientists
will follow the steps of the scientific method. Similar to this finding, the existence of a
“universal and stepwise method” is determined to be one of the most encountered
misconceptions about nature of science (McComas, 1998).Percentage of students having
realistic point of view was 23.5 for experimental group and 27.3 for control group.
According to these students although scientific method is useful it does not ensure
results. So scientist will also use originality and creativity. On the other hand 11.7% of
the students in the experimental group and 15.2% of the students in the control group did
not believe the necessity of using scientific methods. They thought that scientist can use
any methods that might get favorable results or many scientific discoveries were made

by accident.

Table 5.41 Percentage of Students’ Responses to Item 19

The best scientists are those who follow the steps of the scientific method.

EG% CG% Alternative

50.0 364 A the scientific method ensures valid, clear, logical and accurate
results. Thus, most scientists will follow the steps of the scientific
method.

147  21.2 B the scientific method should work well for most scientists, based on

what we learned in school.

the scientific method is useful in many instances, but it does not

ensure results. Thus, the best scientists will also use originality and

creativity.

2.9 6.10 D the best scientists are those who use any method that might get
favorable results (including the method of imagination and creativity).

8.8 9.10 E many scientific discoveries were made by accident, and not by
sticking to the scientific method.

235 273

(@}
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Experimental Group:
Realistic: 23.5 Has Merit: 64.7 Naive: 11.7

Control Group:
Realistic: 27.3 Has Merit: 57.6 Naive: 15.2

Item 20 (Nature of Scientific Knowledge)

When students were asked about errors, it was seen that their answers vary among
alternatives. Alternative C reflecting realistic view was chosen from control group
students more than experimental group students (11.8% for experimental group and
24.2% for control group students). 38.2% of the experimental group students and 27.3%
of the control group students though that some errors can slow the advance of science

but others can lead to a new discovery. This view reflects rational but not realistic view.

The results revealed that the percentage of students holding naive belief in experimental
group is higher than in control group. 41.1% of the students in experimental group and

33.3% of the students in the control group choose alternative A or E. According to 8.80

% of experimental group students and 15.2% of control group students errors slow the

advance of science.

Table 5.42 Percentage of Students’ Responses to Item 20

Scientists should NOT make errors in their work because these errors slow the

advance of science.

EG% CG%

Alternative

176 9.1 A

8.80 15.2 B

11.8 242

(@}

382 273 D

23.5 242 E

errors slow the advance of science. If scientists don’t immediately
correct the errors in their results, then science is not advancing.
errors slow the advance of science. New technology and equipment
reduce errors by improving accuracy and so science will advance
faster.

errors CANNOT be avoided, so scientists reduce errors by checking
each others’ results until agreement is reached.

some errors can slow the advance of science, but other errors can
lead to a new discovery or breakthrough. If scientists learn from their
errors and correct them, science will advance.

errors most often help the advance of science. Science advances by
detecting and correcting the errors of the past.
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Experimental Group:
Realistic: 11.8

Control Group:
Realistic: 24.2

Has Merit: 47 Naive: 41.1

Has Merit: 42.5 Naive: 33.3

Item 21 (Nature of Scientific Knowledge)

Item 21 was related to certainty of predictions. Alternatives A, B, C and D gave different

explanations for why predictions are never certain. In alternative E it is stated that

predictions are certain, only as long as there is accurate knowledge and enough

information. In Table 5.43 it is seen that remarkable higher percentage of students in

control group (75.8) than in control group (52.9) held realistic view. These students

thought that; no one can predict the future for certain because there is always room for

error or scientists never have all the facts.

According to 35.3% of the experimental group students and 12.1% of the control group

students predictions will always change as new discoveries are made. Approximately

7.5% of all students believed that if there is accurate knowledge and enough information

predictions are certain and choose alternative E. This alternative reflects naive believe

about the accuracy of scientific knowledge.

Table 5.43 Percentage of Students’ Responses to Item 21

Even when making predictions based on accurate knowledge, scientists and engineers can
tell us only what probably might happen. They cannot tell what will happen for certain.

EG% CG%

Alternative

44.1 66.7
353 12.1
2.9 6.1
8.8 9.1
8.8 6.1

oa % >

eyl

Predictions are NEVER certain:
because there is always room for error and unforeseen events which
will affect a result. No one can predict the future for certain.
because accurate knowledge changes as new discoveries are made,
and therefore predictions will always change.
because a prediction is not a statement of fact. It is an educated guess
because scientists never have all the facts. Some data are always
missing.
it depends. Predictions are certain, only as long as there is accurate
knowledge and enough information.
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Experimental Group:
Realistic: 52.9 Has Merit: 38.2 Naive: 8.8

Control Group:
Realistic: 75.8 Has Merit: 18.2 Naive: 6.1

Item 22 (Nature of Scientific Knowledge)

Item 22 was asked to investigate students’ thought about whether scientists discover
scientific laws or not. Alternatives A, B and C reflects an ontological view supported by
the logical positivists, alternative D is an erroneous view that media uses and alternative

E is an epistemological viewpoint with the contemporary literature.

Table 5.44 shows that percentage of students holding realistic view was higher in control
group than in experimental group (26.5% for experimental group and 33.3% for control
group). None of the students in control group and 2.9% of the students in the
experimental group thought that scientist discover scientific laws but they invent the

methods to find those laws.

44.1% of the experimental group students and 39.4% of the control group students held
naive belief by supporting that scientists discover scientific laws because laws are based
on experimental facts or some scientists may stumble onto a law by chance, thus

discovering it, but other scientists may invent the law from facts they already know.
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Table 5.44 Percentage of Students’ Responses to Item 22

For this statement, assume that a gold miner “discovers” gold while an artist “invents” a
sculpture. Some people think that scientists discover scientific LAWS. Others think that
scientists invent them. What do you think?

EG% CG% Alternative
Scientists discover scientific laws:

265 273 A because the laws are out there in nature and scientists just have to
find them.

35.3 18.2 B because laws are based on experimental facts.

2.9 0.00 C but scientists invent the methods to find those laws.

8.8 21.2 D Some scientists may stumble onto a law by chance, thus discovering
it. But other scientists may invent the law from facts they already
know.

26.5 333 E scientists invent laws, because scientists interpret the experimental

facts which they discover. Scientists don’t invent what nature does,
but they do invent the laws which describe what nature does.

Experimental Group:
Realistic: 26.5 Has Merit: 29.4 Naive: 44.1

Control Group:
Realistic: 33.3 Has Merit: 27.3 Naive: 39.4

Item 23 (Nature of Scientific Knowledge)

Similar to item 22, item 23 was asked to investigate students’ opinion about whether
scientists discover scientific hypotheses or invent them. Although 26.5% of the
experimental group students held realistic view about scientific laws, none of them held
realistic view about scientific hypotheses. The percentage of control group students

choosing alternative F was only 18.2.

58.8% of the students in the experimental group and 42.4% of the students in the control
group selected alternative A, B or D which reflects ontological views. Students believing
that scientists invent the methods to find the hypotheses or invent hypotheses because a
hypothesis is an interpretation of experimental facts were composed of the 44.1% of the

experimental group and 27.2% of the control group.
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Table 5.45 Percentage of Students’ Responses to Item 23

For this statement, assume that a gold miner “discovers gold” while an artist “invents” a
sculpture. Some people think that scientists discover scientific HYPOTHESES. Others
think that scientists invent them. What do you think?

EG% CG% Alternative

Scientists discover an hypothesis:

26.5 18.2 A because the idea was there all the time to be uncovered.

235 21.2 B because it is based on experimental facts.

8.8 3.00 C but scientists invent the methods to find the hypothesis.

59 15.2 D Some scientists may stumble onto an hypothesis by chance, thus

discovering it. But other scientists may invent
the hypothesis from facts they already know.
Scientists invent an hypothesis:
353 242 E because a hypothesis is an interpretation of experimental facts which
scientists have discovered.

0.00 18.2 F because inventions (hypotheses) come from the mind — we create
them.

Experimental Group:

Realistic: 0.00 Has Merit: 44.1 Naive: 58.8

Control Group:

Realistic: 18.2 Has Merit: 27.2 Naive: 42.4

Item 24 (Nature of Scientific Knowledge)

Item 24 was asked to investigate whether scientific theories are invented or discovered.
The percentage of students holding realistic view was very close in each group (29.4%
for experimental group, 24.2% for control group). According to 23.5% of the
experimental group students and 36.4% of the control group students, scientists discover
a theory because it is based on experimental facts. Approximately 33% of the total

students held naive belief about the nature of scientific theory.
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Table 5.46 Percentage of Students’ Responses to Item 24

For this statement, assume that a gold miner “discovers” gold while an artist “invents” a
sculpture. Some people think that scientists discover scientific THEORIES. Others think
that scientists invent them. What do you think?

EG% CG% Alternative

Scientists discover a theory:

176 9.1 A because the idea was there all the time to be uncovered.

235 364 B because it is based on experimental facts.

11.8 9.1 C But scientists invent the methods to find the theories.

59 6.1 D Some scientists may stumble onto a theory by chance, thus
discovering it. But other scientists may invent the theory from facts
they already know.

Scientists invent a theory:

294 24.2 E because a theory is an interpretation of experimental facts which
scientists have discovered.

11.8 15.2 F because inventions (theories) come from the mind — we create them.

Experimental Group:
Realistic: 29.4 Has Merit: 35.3 Naive: 35.3

Control Group:
Realistic: 24.2 Has Merit: 45.5 Naive: 30.4

Item 25 (Nature of Scientific Knowledge)

In item 25 students were asked that can scientists studying different fields understand
each others’” work. According to alternatives A and B it is difficult for scientists in
different fields to understand each other and they gave different explanation for it.

According to alternative C, D and E it is fairly easy.

The results revealed that approximately half of the students in both group had a realistic
idea (47.1% of the experimental group students and 45.5% of the control group
students). 35.3% of experimental group students and 36.4% of the control group students
selected alternatives C, D or E and believed that scientist in different fields can
understand each other easily. The rest of the students (17.6% of experimental group
students and 18.2% of the control group students) who selected alternative B thought

that it is difficult for scientists in different fields to understand each other because
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scientists must make an effort to understand the language of other fields which overlap

with their own field.

Table 5.47 Percentage of Students’ Responses to Item 25

Scientists in different fields look at the same thing from very different points of view
(for example, H+ causes chemists to think of acidity and physicists to think of protons).
This makes it difficult for scientists in different fields to understand each others’ work.

EG% CG% Alternative
It is difficult for scientists in different fields to understand each other:
47.1 45.5 A because scientific ideas depend on the scientist’s viewpoint or on
what the scientist is used to.
17.6  18.2 B because scientists must make an effort to understand the language of
other fields which overlap with their own field.
It is fairly easy for scientists in different fields to understand each other:
20.6 6.1 C because scientists are intelligent and so they can find ways to learn
the different languages and points of view of another field.
0.00  3.00 D because they have likely studied the various fields at one time.
147 273 E because scientific ideas overlap from field to field. Facts are facts no

matter what the scientific field is.

Experimental Group:

Realistic: 47.1

Control Group:
Realistic: 45.5

Has Merit: 35.3 Naive: 17.6

Has Merit: 36.4 Naive: 18.2
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5.7 Conclusions

The following conclusions can be derived from the results the obtained by the statistical

analyses,

1. The conceptual change oriented instruction caused a significantly better
acquisition of scientific conceptions related to gases concepts and elimination of
misconceptions than the traditionally designed chemistry instruction. However
students’ post gases concept test scores and interview results showed that
students in both groups have continued to hold some misconceptions related to

gases concepts.

2. The conceptual change oriented instruction caused a significantly better
achievement related to gases concepts than the traditionally designed chemistry
instruction. Although in the classroom observation it was seen that students
instructed with traditionally designed chemistry instruction were more willing to
solve numerical problems, they got lower scores in post achievement test than

students instructed with conceptual change oriented instruction.

3. Gender difference has no significant effect on students’ understanding of gases
concepts, students’ achievement in gases concepts and students’ attitudes toward

chemistry.

4. The conceptual change oriented instruction produced higher positive attitudes
towards chemistry as a school subject than traditionally designed chemistry
instruction. Classroom observations also revealed the same results. It was
observed that students taught with conceptual change oriented instruction were
more active, willing to participate classroom discussions and motivated than

students taught with traditionally designed chemistry instruction.
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More than half of the students had a misconception that scientific models are the
copies of reality. They claimed that scientific models have proven by scientific
evidence or they are true to life or they are based on scientific observations and

research.

Almost all students thought that there is a hierarchy among hypothesis, theories
and laws. They thought that hypotheses can lead to theories which can lead to

laws.

Only very few students in experimental and control groups accepted that
scientists have to make assumptions, true or not, in order to get started on a
project. Most of them thought that scientists need to make true assumptions in

order for science to progress properly.

Most of the students held a realistic view about tentative character of scientific
knowledge. According to them scientific knowledge changes because new

scientists disprove the theories or discoveries of old scientists.

The percentage of students having realistic view was higher in the experimental
group in the items 2, 6, 7, 8, 10, 11, 12, 13, 14, 15, 16, 17, 18, 19, 24, 25.
However in the items 1, 3, 4, 5, 9, 20, 21, 22, 23 the percentage of students

having realistic view was higher in control group.
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CHAPTER 6

DISCUSSION AND RECOMMENDATIONS

In this chapter the summary of the study, discussion of the results obtained in Chapter V

implications of the results and some recommendations for further studies was presented.

6.1. Summary of the Study

Before conducting the main study, the misconceptions of the students’ on gases concepts
were examined through the related literature. Also Gases Misconception Test was
prepared by the researcher and applied to 103 10" grade and 95 1 10 grade students a
year before the study. According to the results of this misconception test and in the light
of related literature the tests, activities, and lesson plans used in this study were
prepared. The main aims of the study were to investigate the effectiveness of conceptual
change oriented instruction accompanied with computer animations on 10" grade
students understanding and achievement of gases concepts and attitudes towards
chemistry as a school subject. Also students’ views about nature of science and
interactions of science- technology- society issues were examined. In order to explore
given problems, a quasi experimental design was used. Two intact classes of a chemistry
course consisted of 67 tenth grade students were participated in the study. The
experimental group including 34 students was exposed to conceptual change oriented
instruction, while the control group including 33 students was instructed with traditional
methods. The study was conducted over seven weeks. At the beginning of the study
GCT, GAT, ASTC and SPST were administered to both groups as a pretest to examine
the differences between groups. T-test analyses were used to analyses of the results

obtained from these tests. Moreover to examine the effect of treatment GCT, GAT, and
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ASTC were administered as a post- test. Adopted version of Views on Science-
Technology- Society (T-VOSTS) was administered to both groups after treatment to
obtain information about students’ views on nature of science concepts. 2 months after
treatment GCT was administered again as a GRT to both groups to assess their retention
on gases concepts. In order to analyze the results ANCOVA and two- way ANOVA

were used.

The results of independent sample t-test analyses showed that there was no significant
mean difference between the CCOI group and TDCI group in terms of students’
understanding in gases concepts, achievement in gases concepts, and their attitude
toward chemistry, before the treatment. However a significant difference was found
between the two groups with respect to science process skills. Therefore science process

skills were controlled as a covariate.

6.2. Discussion of the Results

It is generally accepted that learning is the result of the interaction between students’
current ideas or concepts and what they are taught. Researches about learning
consistently showed that students generally come to classroom with well-established
understandings about how and why everything behaves as they do (Posner, Strike,
Hewson, & Gertzog, 1982; Resnik, 1983). Unfortunately most of the time these well-
established understandings are not consistent with the scientifically accepted ones. So
these conceptions are generally thought as a major source of students’ learning
difficulties (Hewson &Hewson, 1983). Vosniadou (2001) stated that “science learning is
characterized by misconceptions” (p. 179). Giving the impact of students’
misconceptions on learning, this study investigated students’ misconceptions in gases
concepts. Before the main study the researcher prepared GMT and applied to 198 high
school students. The analyses of the misconception test revealed that students hold
variety of misconceptions about gases concepts. Some of the observed misconceptions

were the same misconceptions as detected by previous researchers (Pereira and Pestana
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1991; Hwang and Chiu, 2004; Mas, Perez and Harris, 1987). For example in their study
Pereira and Pestana (1991) found that students thought that when a substance goes from
liquid to gas state the size of the particles increase. According to results of
misconception test 35.4% of the students thought similar way. Also the results of the
misconception test revealed that students perceived the gas as a continuous medium,
rather than as an aggregation of particles. This finding was corroborated with the
findings of Hwang and Chiu (2004). Mas, Perez and Harris (1987) stated that students
though that liquids lost mass and weight when they vaporized so they rise. A similar
result was found in the misconception test. 16.8% of the students thought that gases are
lighter than liquids. Nevertheless, some new misconceptions not seen in the literature
were found out. These misconceptions are;

e Qas particles take the shape of the container.

e Qases exert pressure only when they are compressed.

e Ideal gases do not give any chemical reactions.

e The conditions that gases behave ideally depend on the nature of gases.

e When the gas is compressed in a closed container, the particles cannot move.

Misconceptions of students can be seen as a key factor for a successful instruction. In
order to make use of these misconceptions in designing effective instruction Eylon
(1988) mentioned four steps; determination of misconceptions, investigation of their
sources, treatment of them by designing appropriate teaching practices and evaluation of
the effectiveness of implementation. So the main purpose of this study was to investigate
the effectiveness of conceptual change oriented instruction accompanied with computer
animations on 10" grade students’ understanding of gases concepts. Based on the
statistical analyses results given in Chapter V, it can be concluded that conceptual
change oriented instruction accompanied with computer animations caused significantly

better acquisition of gases concepts and remediation of misconceptions than traditionally

designed chemistry instruction (i (CCOI) =15.62, X (TDCI) = 10.67). This result was

also supported by the analyses of interview questions.
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In this study conceptual change oriented instruction was used in the experimental group.
The instruction focused on revealing students’ misconceptions, replacing them with
scientific conceptions and relating their prior conceptions with the new concept. At the
beginning of the instruction the teacher asked a question to initiate students’ prior
conceptions or misconceptions about the concepts. Students shared their ideas in a
discussion environment. The teacher guided this discussion until students were aware of
that they have different ideas and their knowledge fails to explain the situation. The aim
of this discussion was to make students notice their misconceptions (dissatisfaction).
Instruction continued with the scientific explanation of the concept by using computer
animations. During students’ engagement in computer animations teacher asked
conceptual questions. These questions focused students’ misconceptions and aimed to
show why they were wrong. By discussing students’ misconceptions the teacher made
students reach scientific explanation of the concepts and see the internal consistency of
the explanations (intelligibility). Also numerical problems were solved by teacher or
students if the concepts include some formulations. In order to show the consistency of
knowledge with the other knowledge the teacher presented a new situation or daily life
examples. By this way students got an opportunity to test the plausibility of the new
concept (plausibility). The lesson ended with a homework question prepared for

showing students explanatory power of the newly learned concepts (fruitfulness).

However in the control group traditionally designed chemistry instruction was used.
This instruction was mainly based on lecturing method. The teacher explained the topic
and wrote the important concepts and formulations on the board. Students generally
listened the teacher and copied the board on their notebooks. If they did not understand
the concept, the teacher gave extra explanations or created discussion environment.
During discussions teacher directed students to find correct answers. When the topic
included algorithmic questions, the teacher solved first two or three problems on the
board and to check students’ understanding asked them similar problems. During the
instruction the teacher did not consider students’ previous knowledge and their

misconceptions.
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The result of this study that showed conceptual change oriented instruction accompanied
with computer animation was effective in students’ understanding scientific concepts
was collaborated with many studies in the literature (Azizoglu, 2004; Ipek, 2007,
Chamber & Andre, 1997; Sarantopoulos and Tsaparlis, 2004; Hewson and Hewson,
1983).

Actually the effectiveness of conceptual change oriented can be explained by variety of
factors. Firstly students’ misconceptions were taken into account during the instruction.
We know from literature that successful instruction needs explicit considerations of
misconception (Hewson& Hewson, 1983). Also students were not passive listener
instead they actively involved in learning process. Moreover the instruction
accompanied with computer animations help students to visualize gases concepts and
principles at all three levels of representation namely the symbolic level, the particulate
level, and the macroscopic level. Bowen & Phelps (1997) stated that the chemical
concepts and principles such as gases which involve the three levels of representation
are the most difficult ones for students to learn. So it is not surprising that students hold
a number of misconceptions in gases concepts. Gases topic requires well established
understanding of particulate nature of matter, meaning of chemical formulas, equations
and mathematical relationships and observable chemical processes. In this study
comprehension in symbolic, particulate, and macroscopic level representation was
facilitated by conceptual change instruction accompanied with computer animations.
Gabel (1993) argued that problems at particulate levels are the best indicators of
conceptual understanding and they are most difficult ones for the students. Instructions
which help them to learn to visualize chemical phenomena and principles at all three
levels, may assist students overcome this difficulty. Taken above in the consideration
and results of this study, using conceptual change oriented instruction accompanied with

animations to overcome students’ misconceptions seems very reasonable.
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However it was seen from the analyses of GCT and interviews that although conceptual
change oriented instruction caused better understanding of gases concepts and
remediation of misconceptions, experimental group students still hold some
misconceptions about gases even after the instruction. This finding is consistent with the
literature that students’ misconceptions are robust and resistant to change even after

formal instruction (Taber, 2001; Hewson& Hewson, 1988; Boujaoude, 1991).

Suits (2000) defined two types of understanding in chemistry, algorithmic understanding
and conceptual understanding. Generally students memorize facts or use algorithms to
pass their exams without learning the theories (Fellows, 1994). Studies on this issue
indicated the dichotomy between students’ performance on mathematical tasks used to
describe behaviors of gases and their conceptual understanding that underlines these
tasks. So the other purpose of this study was to investigate the effect of conceptual
change oriented instruction accompanied with computer animations on students’
achievement of gases concepts. The results show that student in the experimental group

got significantly higher scores on achievement test than those of in control group

(i (CCOI)=9.94, X (TDCI) = 6.36). Actually to develop conceptual understanding
learners must comprehend the three levels of representation for chemical principle and
are able to use invented algorithms. So there is a one way relationship between
conceptual and algorithmic understanding. It is expected that better conceptual
understanding might implies better algorithmic understanding. But the reverse might not
true all the time. I mean better algorithmic understanding might not imply better
conceptual understanding. The results of this study indicated that students in the
experimental group got significantly higher scores both in concept test and achievement

test about gases.

The analyses of post-GCT, post-GAT, classroom observations and interviews together
showed that students had greater success in answering algorithmic questions than the
concept questions about gases. For instance some of the students who could not respond

the conceptual questions about the diffusion of gases in the interview question, found the
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correct answer in post-GAT. Also the 24™ question in post-GCT was also related to
diffusion of gases. 28.5% of the control group and 70.6% of the experimental group
students could correctly answer this question. The percentage of students giving the
correct answer of the 4™ question which needed calculations about gases diffusion in
post-GAT was 68.2 for control group and 89.4 for experimental group. A similar finding
was detected from the classroom observations. Although some of the students could not
explain the relationship between temperature and pressure, they could solve the
problems about it. For example the 6" question in the post- GCT was related to
temperature- pressure relationship of gases. 36.4% of the control group students and
47.4% of the experimental group students could explain the P-T relationship. However
56.2% of the control group and 79.2% of the experimental group students gave the
correct answer to the 12 question which was about ideal gas laws of post-GAT. This
finding implied that students memorize knowledge and equations but they may not make
interpretations. In fact, Nurrenbern and Pickering (1987), Sawrey (1990) and De Berg

(1995) found similar results.

One of the purposes of the study was to investigate whether there was a significant
difference male and female students with respect to their understanding and achievement
of gases concept test. There are contradictory results about the relationship between
gender and understanding and achievement in chemistry. Some of the researches
concluded that gender difference was effective in understanding and achievement in
chemistry (Chambers and Andre 1997). However on the contrary to these findings and
supported by this research, some other researches showed gender difference was not
effective (Greenfield 1996; Azizoglu 2004). The results of this study indicated that there
was no significant mean difference between male and female students. The mean post-
GCT scores were 12.62 for females and 13.86 for males and the mean post-GAT scores
were 8.08 for females and 8.30 for males. Moreover the interaction between gender and
treatment had no significant effect on students’ understanding and achievement in gases

concepts.
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On the contrary to the view that learning is only a cognitive activity, it is now accepted
that students’ attitude toward science is also very influential in learning process. So the
other aim of this study was to investigate the effect of conceptual change oriented
instruction on students’ attitudes toward chemistry as a school subject. The result

showed that conceptual change oriented instruction was more effective than traditionally
designed chemistry instruction with respect to students’ attitude toward chemistry (i

(CCOI) =41.65, X (TDCI) = 34.73). This result was supported by classroom
observations. During the observation experimental group students seemed more willing
to discuss and eager to learn. Although some of the researchers claimed that attitude
development is a long process and there are other factors (educational background,
family, school climate) besides teaching method affecting students attitude
(Papanastasiou& Papanastasiou, 2004), the result of this study is supported by Sungur
and Tekkaya (2003) and Gedik (2001).

Moreover the effect of gender on students’ attitude toward chemistry as a school subject
was investigated in this study. The result showed that that there was no significant mean
difference between female and male students with respect to their attitudes toward
chemistry as a school subject. Also no significant interaction effect between gender and
treatment on students’ attitudes toward chemistry as a school subject was found. In the
literature there are contradictory results about gender issue in attitude researches.
Dahindsa and Chung (2003) found no significant sex difference in attitudes toward and
achievement in science in coeducational schools. However Barmby et al. (2008)
showed that attitudes toward science declined as students progressed through secondary

school and this decline was more pronounced for female students.

Furthermore control and experimental group students’ retention on gases concepts was
analyzed. 2 months after treatment GCT was administered again as a GRT to both
groups to assess their retention on gases concepts. According to the results of this study
the students taught with conceptual change oriented instruction scored significantly

higher than students taught with traditionally designed chemistry instruction in retention
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test. (i (CCOI) =15.25, X (TDCI) =10.03). A slight difference between experimental
group students score on post-GCT and GRT (i (GCT) = 15.62,X (GRT)=15.25,)

showed that students’ knowledge about gases concepts were persistent.

Although science has an enormous effect on people’s life, many individual have lack of
understanding about how scientific enterprise operates. This lack of understanding
motivates many researchers to deal with students’ conceptions about nature of science
and the relationship between science- technology- society. These researches revealed
that students hold many naive about nature of science. (Lederman, 1992; Meyling, 1997;
Kang, Scharmann& Noh, 2005; Ryan & Aikenhead, 1992). The final aim of this study
was to investigate the views of students about the nature of science concepts. The
evaluation of students’ responses to the T-VOSTS items were made by using the
categorization systems of Dogan Bora et al.(2006) reflecting different views as realistic,
has merit and naive. According to the results of this study 73.5% of experimental group
and 69.6% of control group students held naive beliefs about scientific models that they
believed scientific models are the copies of reality. This misconception is the 13" myth
of McComas (1998). Moreover approximately all of the students (88.2% for
experimental group and 94% for control group) thought that hypotheses become theories
and theories become laws when they are supported. This is the other myth mentioned by
McComas (1998).

The reason of this poor understanding might be that education systems generally based
on simply memorization of facts and concepts which are underestimate knowledge
generation process. Also science textbooks and science teachers do not give an

opportunity to students to think how science functions.

However it can be seen from the analyses that most of the students held very realistic
views about characteristics of scientists, nature of the predictions, and tentative character
of scientific knowledge. Researchers consistently found that in order to develop

students understanding about nature of science concepts, explicit instructions should be
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developed (Schoneweg and Rubba, 1993; Khishfe and Lederman, 2006; Abd-El-Khalick
& Lederman, 2000).

6.3. Implications

Based on the findings, the following implications can be offered;

1. Students’ prior knowledge is very important in the learning of new
concepts. Their misconceptions may hinder the acquisition of new
knowledge. So the teachers should consider their misconceptions in
designing teaching strategies. Teachers should determine students’
misconceptions before the instruction investigate the sources of them

and prepare instruction to remediate these misconceptions.

2. One of the sources of students’ misconceptions is teachers. Thus
teachers should continuously check their knowledge in order to not

cause any misconceptions in students’ mind.

3. The other source of students’ misconceptions is textbooks. Both
writers of these books and the classroom teacher should be aware of
the importance of textbooks in students learning and careful about the

knowledge written in the book.

4. The main aim of science education is to enhance meaningful
understanding of scientific concepts. Conceptual change approach is
accepted to serve this purpose. The curriculum developers, textbook
writers and teachers should be aware of the importance of conceptual

change in science education.
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Students have many difficulties in learning chemistry. The main reason
of this difficulty is that students cannot comprehend the chemistry
concepts in symbolic, particulate, and macroscopic levels. Instructions
which help students to learn to visualize chemical phenomena and

principles at all three levels, may assist students overcome this

difficulty.

Usage of technology is very effective in demonstrating the three levels
of representations of chemical phenomena. Also when they are used
effectively they save time. Instructional designers should prepare
materials for different topics in science and guidebooks showing how

to use these materials for teachers.

Students’ understanding in science is highly affected by science
process skills. So both teachers and families should create environment

that facilitate improvement of students’ science process skills.

Holding realistic views about nature of science are necessary in
making decisions about socio scientific issues, understanding scientific
concepts and following technological improvements. However both
students and teachers hold many naive ideas about nature of science.
Therefore to develop students understanding in nature of science issues

explicit instructions should be designed.

Science instructions should include some affective elements besides
cognitive ones. Students’ attitudes, motivations and self- efficacy
affect their science learning. Thus any teaching strategy should aim to
develop these affective factors. Also teacher support, family
environment, and peer instruction are determined key factors for

students’ attitude and motivation. Teacher education programs should
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include some lessons for the importance of affective factors and

teachers should inform families about it.

6.4 Recommendations

Based on the results, the researcher offered the following for future studies;

1.

Similar studies can be conducted to investigate the effect of
conceptual change oriented instruction to other chemistry topics and

different grade levels.

The study can be conducted at different type of high schools and with

larger sample size to increase the generalization of results.

Future researches could be conducted for longer period of time with
the inclusion of other topics to see the long term effects of conceptual
change oriented instruction on students understanding and

achievement.

Some of the constructs such as motivation, self efficacy other than

attitude could be investigated in future researches.

Further studies can be conducted to investigate the effect of micro

world on students understanding and achievement in gases concepts.

Effect of computer animations integrated with other constructivist

methods on students understanding and achievement of scientific

concepts can be investigated.
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Further researches can be conducted to investigate the effectiveness of
conceptual change oriented instruction with different teaching
strategies such as cooperative learning or problem based learning in
remediation of students’ misconceptions, their understanding and
achievement in gases concepts and attitudes toward chemistry as a

school subject.

Pre-service and in-service science teachers’ views about nature of

science and science- technology- society issues can be investigated.
A conceptual change oriented instruction which explicitly deal with

NOS issues can be designed and the effectiveness of it in developing

students’ understanding can be investigated.
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10.
11.
12.
13.
14.

15.
16.

17.
18.
19.

APPENDIX A

INSTRUCTIONAL OBJECTIVES

To state the properties of gases

To differentiate the properties of gases that of solids and liquids both at molecular
and macroscopic level.

To compare the mass of gases and liquids.

To infer that gas molecules completely fill the container and take its shape.
To explain the compressibility of gases based upon kinetic theory.

To conclude that the volume of gas molecules is negligible compared to the
volume of space in which they move.

To describe the pressures of gases based upon kinetic theory.

To analyze gas laws with respect to kinetic theory.

To predict what would happen to gas molecules when the gas is cooled.

To explain diffusion of gases.

To determine the factors that affect gas pressures.

To identify the volumes of gases in a closed container.

To infer the results of change in gas pressure for a given experimental setting.
To draw the best representation of distribution of gas molecules in a closed
container.

To relate the pressure of gases with the volume of gases in a closed container.
To describe the conditions under which the real gases behavior approximates ideal
gas behavior.

To convert information given in a graphical form to a statement

To explain Dalton’s Law.

To use Dalton’s law to calculate partial pressures of gases in a mixture.
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20.
21.
22.
23.
24.
25.
26.
27.
28.

To combine gas laws in solving problems.

To relate average speed of gas molecules to kinetic theory.

To explore the relationship between the properties of gases.

To interpret ideal gas law to predict gas behavior.

To select appropriate gas law to solve numerical problems.

To use Avogadro’s Law to calculate the volume of a given gas.

To compute gas pressure this is measured by manometer and barometer.
To describe the space between gas molecules.

To predict what would happen to gas molecules when the gas is compressed.
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APPENDIX B

GAZLAR KAVRAM TESTi

Asagida gazlar konusu ile ilgili 25 ¢oktan se¢meli sorudan olusan bir test bulunmaktadir.
Liitfen sorular1 dikkatli bir sekilde okuduktan sonra uygun segenegi isaretleyiniz.

1. Sabit sicaklikta, kapah bir kapta sivi halden gaz hale gecen bir madde icin
asagidakilerden hangisi dogrudur?
a) Molekiiller kabin seklini alir.
b) Molekiiller genlesir.
¢) Gazlar sivilardan daha hafif oldugundan kiitle azalir.
d) Sivi halden gaz hale gecerken basing artacagindan hacim azalir.
e) Molekiillerin arasindaki bosluk artar.

2. Gaz basina ile ilgili asagida verilen yargilardan hangisi dogrudur?
a) Daha agir gazlar daha fazla basing uygular.
b) Gaz basinci gazlarin iizerine uygulanan etkiye verdikleri tepkidir.
¢) Gazlar bulunduklar1 kabin her yerine ayn1 basinci yaparlar.
d) Gaz basinci bulundugu kabin sekline baghidir.
e) Gaz basinci gazlarin 1sitilmasi ile olusur.

3. Oda kosullarinda 2 litrelik kapah bir kapta bulunan 1 mol oksijen ve 1 mol
helyum gazlarimin hacimleri nedir?

a) Ikisi de birer litre hacim kaplar.

b) Oksijenin mol kiitlesi biiyiik oldugundan daha ¢ok yer kaplar.

¢) lkisi de 22,4 litre hacim kaplar.

d) Ikisi de ikiser litre hacim kaplar.

e) Helyum oksijenden 4 kat daha hizli hareket edeceginden, 4 kat fazla

hacim kaplar.
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4. Asagidaki sekilde bir kapta bulunan X gazi gdsterilmistir.

Eger piston asagiya dogru itilirse X gaz ile ilgili asagida verilen ifadelerden hangisi
dogrudur?

a) Birim zamanda birim yiizeye ¢arpan molekiil sayis1 artar, ¢linkii
hacim azalirken basing artar.

b) Sicaklig artar, cilinkii kinetik enerji artar.

¢) Molekiillerin biiytikliigii azalir, ¢linkii hacim azalir

A gazl d) Molekiillerin ortalama kinetik enerjisi artar, ¢iinkii hacim azalir.
e) Basinci degismez, ¢linkii X gazinin basinci her zaman agik hava
basincina esittir.

5. Hava ile dolu bir kaba sekilde gosterildigi gibi bir balon

sl [ ekl [Jad
baglanmaktadir. Daha sonra aradaki musluk acgilarak kap He, e, b
1sitilmakta ve balon sismektedir. | ! !

Balon sistikten sonra kaptaki ve balondaki havanin RAA b I_";.

dagilimini en iyi aciklayan sekil hangisidir? ,r_"}_ aty Sp

<)

d)

6. Sekilde verilen sistemde cam borunun iginde bir damla civa bulunmaktadir. Kabin
icindeki sicaklik ve basing degisimine bagli olarak civa damlasi saga ya da sola
hareket etmektedir.

Eger diizenek, sicakhigi 26 °C olan bir odadan sicakhgi 5°C olan baska bir odaya
gotiiriiliirse civa damlaciginin hareket yonii ile ilgili verilen ifadelerden hangisi
dogrudur?

a) Hareket etmez, ¢linkii basing her zaman agik

hava basincina esittir.

b) Once sola sonra saga dogru hareket eder.

¢) Once saga sonra sola dogru hareket eder.
—— e d) Saga dogru hareket eder, ¢linkii sicaklik

diistince hacim artar.

e) Sola dogru hareket eder, ¢iinkii sicaklik

diistince kabin i¢indeki basinci azalir.



7.Gazlarla ilgili verilen ifadelerden hangisi yanhstir?
a) Ayni sicaklikta biitiin gazlarin ortalama kinetik enerjileri aynidir.
b) Gaz basinci, gazin molekiillerinin igerdigi atom sayisina ve cinsine
baghdir.
¢) Gazlar tanecikli yapiya sahiptir.
d) Gaz basinci, birim hacimdeki tanecik sayisina baglhdir.
e) Gazlar, bulunduklar1 kabin her tarafina yayilirlar.

8. Asagida verilen sekilde Durum 1°de bir parca kagit cam fanusun i¢ine konmaktadir.
Durum 2’de kagit yakilmakta ve Durum 3’te kiiller olusmaktadir.

1, 2 ve 3 durumlarinda hersey tartildigina gore, sonu¢ asagidakilerden hangisinde
dogru verilmistir?

Ealdl KL

(n (2) (%
a) Durum 1 daha biiyiik agirliga sahiptir.
b) Durum 2 daha biiyiik agirliga sahiptir.
¢) Durum 3 daha biiyiik agirliga sahiptir.
d) 1 ve 2 ayn1 agirliga sahip ve 3’ten daha agirdir.
e) Hepsi de ayn1 agirliga sahiptir.

9. Asagidaki sekil 20 °C ve 3 atm basingta hidrojen gazi ile dolu silindir seklindeki gelik
bir tankin enine kesitidir. Noktalar, tanktaki biitlin hidrojen molekiillerinin dagilimim

temsil etmektedirler.

Sicaklik -5 °C’ta diisiiriildiigiinde asagidaki sekillerden hangisi kapah ¢elik
tanktaki hidrojen molekiillerinin muhtemel dagilimim gostermektedir?

i) b} e} ) €)
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10. Asagida ayn1 miktarda gazin farkli basig¢lardaki mutlak sicaklik hacim grafikleri
verilmistir.
\% \%

v

Buna gore, Py, P, ve P; basinclar arasindaki iliski asagidakilerden hangisinde
dogru verilmistir?

a) P] :P2:P3
b) Py <P,<P;
C) P, <P <Py
d) P3<P,<P;
C) P, <P3< P,

11. Asagidaki kaplarin ticiinde de H, gazi1 bulunmaktadir.

Bu gazlar ideal gaz davramisina gore nasil dizilir?

P= latm P= latm P=0,latm
T=0°C T=25°C T=25°C
I 11 11
a) [<II<III b)I<II<I ) II<II<I
d) <1< e)I<II<II
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12. Belirli bir gaza iliskin yapilan ii¢ deneyde basing- hacim grafigi yandaki gibi
bulunmustur.

AF

Bu ii¢ deney ile ilgili verilen:

I. Deneyler farkli sicaklikta yapilmis olabilir.

I. Deneylerde farkli miktarda gaz kullanilmig
olabilir.

II1. Deneylerde hem sicaklik hem de miktarlar
farkli olabilir.

=l 7

bilgilerinden hangileri dogrudur?

a) Ugii de dogrudur.

b) Ucgii de yanlistir.

c) Ivelldogru, III yanlhstir.
d) III dogru, I ve Il yanlistir.
e) Idogru, II ve III yanlstir.

13. Hava ile dolu bir siringanin ucu kapatilmakta ve sirirnganin pistonu havayi
sikistiracak sekilde itilmektedir. Bu sikistirma sonucunda havayi olusturan
molekiillere ne olur?

a) Molekiillerin hepsi siringanin ucuna toplanir.
b) Molekiiller birbirine yapisirlar.

¢) Molekiiller kiigiiliirler.

d) Sikistirilan molekiillerin hareketi durur.

e) Molekiiller arasindaki mesafe azalir.

14. Birer litre hacimdeki iki kapta N, gaz1 vardir. Birinci kabin sicakhig 100 °c,
ikincisinin sicakh@1 10 °C ve her ikisinin de basinci birer atmosfer olduguna
gore asagidaki ifadelerden hangisi dogrudur?

a) Birinci kapta daha ¢ok sayida molekiil vardir.

b) Her iki kaptaki molekiillerin ortalama kinetik enerjileri birbirine esittir.

c¢) Birinci kaptaki molekiillerin ortalama kinetik enerjisi, ikinci kaptakinden
kiigtiktiir.

d) Her iki kaptaki molekiillerin ortalama hizlar1 birbirine esittir.

e) Birinci kaptaki molekiillerin ortalama hizi, ikinci kaptakinden biiytiktiir.
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15. 25 °C’de havay olusturan parg¢aciklarin kap icindeki dagilimim en iyi gosteren
sekil hangisidir?

YTy

ey

16. Su banyosuna buz ilave edilerek kaptaki sicaklik 0 °C’ye kadar diisiiriilmektedir.

Sicaklik degisiminin havayi olusturan parcaciklar etkileyecek kadar bekledikten
sonra parcaciklarin kap icindeki dagilimini en iyi gosteren sekil hangisidir?

17. Isitic1 yardimiyla su banyosundaki su 1sitilarak gazi igeren kabin sicakligi 60 °C’ye
yiikseltilmektedir.

Bu durumda parcaciklarin kap icindeki dagilimin en iyi gosteren sekil hangisidir?

i)
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18. Sabit hacimli bir kapta X gazi bulunmaktadir.
Belirli bir sicakhikta basincin azaldig1 gozlemlendigine gore,

I. Gaz ayrismaktadir.
II. Kaptaki gaz molekiillerinin sayis1 azalmaktadir.
III. Daha ¢ok sayida atom igeren molekiiller olusmaktadir.

ifadelerinden hangisi ya da hangileri dogrudur?

a) Yalmz I b) Yalniz II ¢) Yalniz III
d) I ve III e) I, 11, ve III

19. Bir kapta, esit kiitleli ve molekiil kiitleleri bilinen X ve Y gazlar1 bulunmaktadir.

X ve Y’ nin kismi basin¢larin1 hesaplayabilmek icin asagidakilerin hangisinin
bilimesi yeterlidir?

a) Sicakligin

b) Kabin hacminin

¢) Karigimin toplam basincinin

d) Gazlarin toplam kiitlesinin

e) Sicaklik ve toplam kiitlenin

20. Yandaki sekilde goriilen pistonlu kapta bulunan X gazinin

asagida verilen ozellikleri, sicakhik artirithirsa nasil degisir? X g2
Derisimi Hacim Basinci Mokekiillerin ortalama kinetic enerjileri
a) Artar Artar Artar Artar
b) Azalir Artar Degismez Artar
¢) Degismez Azalir Azalir Azalir
d) Azalir Azalir Artar Degismez
e) Artar Artar Artar Degismez
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21. H; ve O, gazlarimin ortalama hizlari ile ilgili,

I. 25 °C deki H», 25 °C deki O, den daha hizlidir.
II. 100 °C deki Hy, 25 °C deki O, den daha yavastir.
III. 100 °C deki H», 25 °C deki H, den daha yavastir.

yargilarindan hangisi ya da hangileri dogrudur? (H=1, O=16)

a) Yalnmz I b)Yalniz II ¢)Yalniz III
d)ylvell e) [, M velll

22. Ug 6zdes elastik balondan biri X, biri Y, digeri ise Z gaz1 ile esit hacimli olacak
sekilde, oda kosullarinda doldurulustur. Ayni ortamda, bir siire sonra, gazlarin balon
ceperlerinden s1zmasi nedeniyle balonlarin hacimleri (V) degismis ve Vx< V<V,
olmustur.

Buna gore, balonlardaki gazlar i¢in,

I. Son durumda Y nin mol sayis1 X inkinden kii¢tiktiir.
II. Yayilma (difiizyon) hiz1 en biiyiik olan X tir.
II1. Molekiil kiitlesi en biiyiik olan Z dir.

yargilarindan hangileri dogrudur?

a)Yalniz [ b)Yalniz II c)Yalniz III
d) IT ve III e), Ivell

23. Asagida verilen kosullarin hangisi gercek bir gazin ideal gaz davramsi
gostermesine sebep olur?

a) Yiiksek basing ve yiiksek sicak
b) Diisiik basing ve diisiik sicaklik
c) Diisiik basing ve yiiksek sicaklik
d) Normal kosullar

e) Gazin cinsi
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24. Sekilde 1. kaptaki gazlarin mol sayilari esittir. Musluk kisa bir siire i¢in agilip
kapatiliyor.

L 2. kaptaki SO, molekiilleri en fazladir.
IL. 1. kaptaki He kiitlesi en fazladir.
I11. 1. kaptaki gazlarin kismi basinglari, Py <Pcpa < Psop seklindedir.

Bu yargilardan hangisi ya da hangileri dogrudur? (He= 4, CHs= 16, SO,=64)

a) Yalniz I b)Yalniz II ¢) Yalniz 111
d) IT ve III e) [, T velll

25. Bir gaz1 olusturan atomlarin/molekiillerin arasinda ne vardir?

a) Hava

b) Su buhar

c) Baska gazlar

d) Hig bir sey yoktur

e) Yabanci maddeler (toz, kir gibi)
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APPENDIX C

GAZLAR BASARI TESTI

Asagida gazlar konusu ile ilgili 15 ¢oktan se¢meli sorudan olusan bir test bulunmaktadir.
Liitfen sorular1 dikkatli bir sekilde okuduktan sonra uygun secenegi isaretleyiniz

1. Sabit sicakhikta musluk acilip kaba N,

gazinin gecisi saglaniyor. Sistem dengeye
geldiginde II. kaptaki basin¢ kac

atmosferdir?

a)2 b) 3/2
_ c)4/3 d) 2/3
1. kap 2.kap C) 1/2

2. Normal kosullarda 89,6 L. hacim kaplayan NO gaz1 273 °C sicakhk ve 2 atm
basing altinda kac litre hacim kaplar?

a) 89,6 b) 44,8 ¢) 22,4 d)11,2 e) 33,6

3. Kapali ve sabit hacimli bir silindirin icindeki 8 gr H; iizerine esit kiitlede CH4
gazi ilave edilerek sistemin sicakhig: 27 °C den 127 °C ye ¢ikiyor. Kaptaki son
basing¢ 9 atm olduguna gore kapta yanhz H, gazi varken basin¢ ka¢ atm dir? (C: 12,
H: 1)

a)?2 b) 3 c)4 d)5 e)6

4. SO; gazinin 40 saniyede gectigi bir borudan aym kosullarda Ne gaz1 ka¢ saniyede
gecer?

(S: 32, O: 16, Ne: 20)

a) 10 b) 20 c) 40 d) 60 e) 80

5. 32 gram SO, gazimin bulundugu bir kap, ayni sartlar altinda 16 gram X, gaz ile
dolabildigine gore, X in atom Kkiitlesi kactir? (O: 16, S: 32)

a) 14 b) 16 ¢) 18 d) 32 e) 48
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6. Esit kiitledeki He ve CH4 gazlarinin olusturdugu bir karisimin toplam basinci
25P olduguna gore, He gazimin kismi basinci ka¢ P dir? (H: 1, He: 4, C: 12)

a) 3P b) 5P ¢) 10P d) 12P e) 20P

32 gram CHy4 ve 6 gram H, gazlarini iceren karigimin
basincit manometre ile sekildeki gibi dl¢tilmiistiir.
(= sz Buna gore CH4 gazinin kismi basincir ka¢c cmHg dir?
i L. X1 (C:12,H: 1)
B - e ) 20 b) 30 c) 40
— ) d) 60 ¢) 80

8. Gaz halindeki XOj; bilesiginin normal kosullar altinda 11,2 litresinde 12 gram X
elementi bulunmaktadir. Buna gore XO3; gazinin molekiil kiitlesi kactir? (O: 16)

a) 44 b) 46 c) 64 d) 72 e) 110

9. Bir gazin hacmi yariya diisiiriiliip, mol sayisi iki katina ve mutlak sicakhg: dort
katina cikartilirsa basinci ilk basinca gore ne olur?

a) 16 katina ¢ikar b) 1/16 smna diiser c) 4 katina ¢ikar
d) 1/4 iine diiser e) 12 katina ¢ikar

10. Ug litrelik bir kapta bulunan 5,6 gram XO, gazinin basing- sicaklik grafigi asagida
verilmistir.

Basing (atm)
A

1.64

0.82 f------ ¥

' »  Sicaklik (K)
300 600

Buna gore X in atom Kkiitlesi kactir? (O = 16)

a) 12 b) 14 c) 24 d) 26 e) 28
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11. Sabit hacimli bir kaptaki gazin 0 °C deki basinci 0,5 atm dir. Kaba ayni
sicaklikta 1 mol gaz eklendiginde aymi sicakhikta basing 1,5 atmosfere ¢ikiyor.

Kabin hacmi kac litredir?
a) 5,6 b) 11,2 c)22,4 d) 33,6 e) 44,8

12. 0,1 mol hidrojen gazinin 27 °C ve 3 atm basin¢ta hacmi 600 mL dir. Hacim sabit
tutulup sicaklik -3 °C ye diisiiriiliirse son basing ka¢ atm olur?
a)2,3 b) 2,7 c) 2,9 d) 3.4 e)4,3

13. 27 °C sicakhkta ve 0,164 atm basincta 15 litre hacim kaplayan CH, gaz1 kacg

moldiir?
a) 0,1 b) 0,5 c) 1,5 d) 1,8 e) 2,3

14. CO; gazimin aym sicaklikta difiizyon hiz1, X4O5 gazininkinin iki katidir. Buna
gore X in kiitle numarasi kactir?(C: 12, O: 16)
a) 12 b) 18 c)22 d) 24 e) 28

15. 8 gram CH, gazinin 127 °C ve 4,1 atmosfer basingta hacmi kag litredir?

(CH4: 16)
a)2 b) 4 c)6 d) 8 e) 10
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APPENDIX D

BILIMSEL iSLEM BECERI TESTI

ACIKLAMA: Bu test, 6zellikle Fen ve Matematik derslerinizde ve ilerde liniversite
sinavlarinda karsiniza ¢ikabilecek karmasik gibi gériinen problemleri analiz edebilme
kabiliyetinizi ortaya ¢ikarabilmesi acisindan ¢ok faydalidir. Bu test i¢cinde, problemdeki
degiskenleri tanimlayabilme, hipotez kurma ve tanimlama, islemsel agiklamalar
getirebilme, problemin ¢ézliimii i¢in gerekli incelemelerin tasarlanmasi, grafik ¢cizme ve
verileri yorumlayabilme kabiliyetlerini 6l¢gebilen sorular bulunmaktadir. Her soruyu
okuduktan sonra kendinizce uygun secenegi isaretleyiniz.

1. Bir basketbol antrenorii, oyuncularin gii¢siiz olmasindan dolay1 maglari
kaybettiklerini diisiinmektedir. Giiclerini etkileyen faktorleri aragtirmaya karar verir.
Antrendr, oyuncularin giiclinii etkileyip etkilemedigini 6lgmek icin asagidaki
degiskenlerden hangisini incelemelidir?

a. Her oyuncunun almis oldugu giinliik vitamin miktarini.

b. Giinliik agirlik kaldirma ¢alismalarinin miktarini.

c. Giinliik antrenman siiresini.

d. Yukaridakilerin hepsini.
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2. Arabalarin verimliligini inceleyen bir aragtirma yapilmaktadir. Sinanan hipotez,
benzine katilan bir katki maddesinin arabalarin verimliligini artirdig1 yolundadir. Ayn
tip bes arabaya ayni miktarda benzin fakat farkli miktarlarda katki maddesi konur.
Arabalar benzinleri bitinceye kadar ayni1 yol iizerinde giderler. Daha sonra her arabanin
aldig1 mesafe kaydedilir. Bu ¢alismada arabalarin verimliligi nasil 61¢iiltir?

a. Arabalarin benzinleri bitinceye kadar gecen siire ile.

b. Her arabanin gittigi mesafe ile.

c. Kullanilan benzin miktar1 ile.

d. Kullanilan katki maddesinin miktar ile.

3. Bir araba iireticisi daha ekonomik arabalar yapmak istemektedir. Aragtirmacilar
arabanin litre basina alabilecegi mesafeyi etkileyebilecek degiskenleri
aragtirmaktadirlar. Asagidaki degiskenlerden hangisi arabanin litre bagina alabilecegi
mesafeyi etkileyebilir?

a. Arabanin agirlig.

b. Motorun hacmi.

c. Arabanin rengi

d.aveb.

4. Ali Bey, evini 1sitmak i¢in komsularindan daha ¢ok para 6demesinin sebeplerini
merak etmektedir. Istnma giderlerini etkileyen faktdrleri arastirmak i¢in bir hipotez
kurar. Asagidakilerden hangisi bu arastirmada sinanmaya uygun bir hipotez degildir?
a. Evin ¢evresindeki agac¢ sayisi ne kadar az ise 1sinma gideri o kadar fazladir.

b. Evde ne kadar ¢ok pencere ve kap1 varsa, 1sinma gideri de o kadar fazla olur.

c. Biiytik evlerin 1sinma giderleri fazladir.

d. Isinma giderleri arttik¢a ailenin daha ucuza 1sinma yollar1 aramasi gerekir.
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5. Fen smifindan bir 6grenci sicakliin bakterilerin gelismesi tizerindeki etkilerini

aragtirmaktadir. Yaptig1 deney sonucunda, 6grenci asagidaki verileri elde etmistir:

B Gily it srckDlemée imlnsmnss ckblanbin g Bakis

Asagidaki grafiklerden hangisi bu verileri dogru olarak gostermektedir?

a. h.
1 & &
12
8 10
12 8
Kaolonilerin & Kolonilern g
say| S| sayIs|
2 4
L]
0 2
]
+ ™
o &5 10 15 25 &O 70O L
Sma}qhk[“C] 010 20 30 40 50 &0 70
Sizaklik("C)
C. 7ot d. 4
(=]] 5 70
a0 80
40 25 *
Sicakhiki®C)z0 15 A
an Sicakhk("C)10)
L}
10 ™ 5
0
o -
03 B 9 12 15 14 D3 6 9 12 15 18
Kolonilerin sayis: Kolonilerin sayiz
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6. Bir polis sefi, arabalarin hizinin azaltilmas: ile ugrasmaktadir. Arabalarin hizini
etkileyebilecek bazi faktdrler oldugunu diisiinmektedir. Siiriiciilerin ne kadar hizli araba
kullandiklarini1 asagidaki hipotezlerin hangisiyle sinayabilir?

a. Daha geng stiriiciilerin daha hizli araba kullanma olasilig1 yiiksektir.

b. Kaza yapan arabalar ne kadar biiyiikse, i¢indeki insanlarin yaralanma olasilig1 o
kadar azdir.

c. Yollarda ne kadar ¢ok polis ekibi olursa, kaza sayisi o kadar az olur.

d. Arabalar eskidikce kaza yapma olasiliklar artar.

7. Bir fen smifinda, tekerlek yiizeyi genisliginin tekerlegin daha kolay yuvarlanmasi
tizerine etkisi arastirilmaktadir. Bir oyuncak arabaya genis ylizeyli tekerlekler takilir,
Once bir rampadan (egik diizlem) asagi1 birakilir ve daha sonra diiz bir zemin iizerinde
gitmesi saglanir. Deney, ayn1 arabaya daha dar yiizeyli tekerlekler takilarak tekrarlanir.
Hangi tip tekerlegin daha kolay yuvarlandigi nasil 6lgiiliir?

a. Her deneyde arabanin gittigi toplam mesafe ol¢iiliir.

b. Rampanin (egik diizlem) egim ag1s1 dl¢iiliir.

c. Her iki deneyde kullanilan tekerlek tiplerinin ylizey genislikleri 6l¢iiliir.

d. Her iki deneyin sonunda arabanin agirliklar: dl¢iliir.

8. Bir ¢iftci daha ¢ok misir liretebilmenin yollarini aramaktadir. Misirlarin miktarini
etkileyen faktorleri aragtirmayi tasarlar. Bu amacla agagidaki hipotezlerden hangisini
sinayabilir?

a. Tarlaya ne kadar ¢ok giibre atilirsa, o kadar ¢ok misir elde edilir.

b. Ne kadar ¢cok misir elde edilirse, kar o kadar fazla olur.

c. Yagmur ne kadar ¢ok yagarsa , glibrenin etkisi o kadar ¢ok olur.

d. Misir iiretimi arttikga, tiretim maliyeti de artar.
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9. Bir odanin tabandan itibaren degisik yiizeylerdeki sicakliklariylala ilgili bir caligma
yapilmis ve elde edilen veriler asagidaki grafikte gosterilmistir. Degiskenler arasindaki

iliski nedir?

a. Yikseklik arttik¢a sicaklik azalir.

(=)

" AT _I | b. Yiikseklik arttikca sicaklik artar.

ra
F
1
[E]
|

2 ——-=""" ¢. Sicaklik arttikca yiikseklik azalir.
@ @ w1 d Yikseklik ile sicaklik artig1 arasinda bir iligki
yoktur.

10. Ahmet, basketbol topunun igindeki hava arttik¢a, topun daha yiiksege sigrayacagini
diistinmektedir. Bu hipotezi aragtirmak i¢in, birkag basketbol topu alir ve i¢lerine farkli
miktarda hava pompalar. Ahmet hipotezini nasil stnamalidir?

a. Toplar1 ayn1 ytikseklikten fakat degisik hizlarla yere vurur.

b. Iglerinde farli miktarlarda hava olan toplari, ayn1 yiikseklikten yere birakir.

c. Iglerinde ayn1 miktarlarda hava olan toplar1, zeminle farkl1 agilardan yere vurur.

d. Iglerinde ayn1 miktarlarda hava olan toplari, farkli yiiksekliklerden yere birakir.

11. Bir tankerden benzin almak igin farkl genislikte 5 hortum kullanilmaktadir. Her
hortum i¢in ayn1 pompa kullanilir. Yapilan ¢alisma sonunda elde edilen bulgular

asagidaki grafikte gosterilmistir.

15
Dakikada 12
Pompalanan
Benzin Miktan
(Litre) 6 .
3 L

-
-

5 10 15 20 25

Hortumun Gap1 (mm)
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Asagidakilerden hangisi degiskenler arasindaki iliskiyi agiklamaktadir?

a. Hortumun cap1 genisledik¢e dakikada pompalanan benzin miktar1 da artar.
b. Dakikada pompalanan benzin miktari arttik¢a, daha fazla zaman gerekir.
c¢. Hortumun cap1 kiigtildiik¢ce dakikada pompalanan benzin miktar1 da artar.

d. Pompalanan benzin miktar1 azaldik¢a, hortumun ¢ap1 genisler.

Once asagidaki aciklamay1 okuyunuz ve daha sonra 12, 13, 14 ve 15 inci sorulari
aciklama kismindan sonra verilen paragrafi okuyarak cevaplayiniz.

Aciklama: Bir aragtirmada, bagimli degisken birtakim faktdrlere bagimli olarak gelisim
gosteren degiskendir. Bagimsiz degiskenler ise bagimli degiskene etki eden
faktorlerdir. Ornegin, arastirmanin amacina gore kimya basaris1 bagimli bir degisken
olarak alinabilir ve ona etki edebilecek faktor veya faktorler de bagimsiz degiskenler

olurlar.

Ayse, gilinesin karalar1 ve denizleri ayn1 derecede 1sitip 1sitmadigin1 merak etmektedir.
Bir arastirma yapmaya karar verir ve ayni biiytikliikte iki kova alir. Bunlardan birini
toprakla, digerini de su ile doldurur ve ayn1 miktarda giines 1s1s1 alacak sekilde bir yere

koyar. 8.00 - 18.00 saatleri arasinda, her saat bas1 sicakliklarini dlger.

12. Arastirmada asagidaki hipotezlerden hangisi stnanmistir?

a. Toprak ve su ne kadar ¢ok giines 15181 alirlarsa, o kadar 1sinirlar.

b. Toprak ve su giines altinda ne kadar fazla kalirlarsa, o kadar ¢ok 1sinirlar.
c. Giines farkli maddeleri farkli derecelerde 1sitir.

d. Giiniin farkl saatlerinde giinesin 1s1s1 da farkl olur.

13. Arastirmada asagidaki degiskenlerden hangisi kontrol edilmistir?
a. Kovadaki suyun cinsi.

b. Toprak ve suyun sicakligi.

c. Kovalara koyulan maddenin tiirii.

d. Her bir kovanin giines altinda kalma stiresi.
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14. Arastirmada bagimli degisken hangisidir?
a. Kovadaki suyun cinsi.

b. Toprak ve suyun sicakligi.

c. Kovalara koyulan maddenin tiirii.

d. Her bir kovanin giines altinda kalma stiresi.

15. Arastirmada bagimsiz degisken hangisidir?
a. Kovadaki suyun cinsi.

b. Toprak ve suyun sicaklig.

c. Kovalara koyulan maddenin tiirii.

d. Her bir kovanin giines altinda kalma siiresi.

16. Can, yedi ayr1 bahgedeki ¢imenleri bigmektedir. Cim bigme makinesiyle her hafta
bir bahcedeki ¢imenleri biger. Cimenlerin boyu bahgelere gore farkli olup bazilarinda
uzun bazilarinda kisadir. Cimenlerin boylari ile ilgili hipotezler kurmaya baslar.
Asagidakilerden hangisi stnanmaya uygun bir hipotezdir?

a. Hava sicakken ¢im bigmek zordur.

b. Bahgeye atilan giirenin miktar1 dnemlidir.

c. Daha ¢ok sulanan bah¢edeki ¢imenler daha uzun olur.

d. Bahge ne kadar engebeliyse ¢imenleri kesmekte o kadar zor olur.

17, 18, 19 ve 20 inci sorular1 agagida verilen paragrafi okuyarak cevaplayiniz.

Murat, suyun sicakliginin, su i¢inde ¢oziinebilecek seker miktarini etkileyip
etkilemedigini arastirmak ister. Birbirinin ayn1 dort bardagin her birine 50 ser mililitre
su koyar. Bardaklardan birisine 0 °C de, digerine de sirayla 50 °C, 75 °C ve 95 °C
sicaklikta su koyar. Daha sonra her bir bardaga ¢oziinebilecegi kadar seker koyar ve

karistirir.
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17. Bu aragtirmada sinanan hipotez hangisidir?

a. Seker ne kadar ¢ok suda karistirilirsa o kadar ¢ok ¢oziintir.

b. Ne kadar ¢ok seker ¢oziiniirse, su o kadar tatl1 olur.

c. Sicaklik ne kadar yiiksek olursa, ¢6ziinen sekerin miktar1 o kadar fazla olur.

d. Kullanilan suyun miktar arttik¢a sicakligi da artar.

18. Bu arastirmada kontrol edilebilen degisken hangisidir?
a. Her bardakta ¢ozlinen seker miktari.

b. Her bardaga konulan su miktart.

c. Bardaklarin sayisi.

d. Suyun sicakligi.

19. Aragtirmanin bagimli degiskeni hangisidir?
a. Her bardakta ¢6zlinen seker miktari.

b. Her bardaga konulan su miktari.

c. Bardaklarin sayisi.

d. Suyun sicaklig.

20. Arastirmadaki bagimsiz degisken hangisidir?
a. Her bardakta ¢oziinen seker miktari.

b. Her bardaga konulan su miktart.

c. Bardaklarin sayisi.

d. Suyun sicakligi.

195



21. Bir bah¢ivan domates iiretimini artirmak istemektedir. Degisik birkag alana
domates tohumu eker. Hipotezi, tohumlar ne kadar ¢ok sulanirsa, o kadar ¢abuk
filizlenecegidir. Bu hipotezi nasil sinar?

a. Farkli miktarlarda sulanan tohumlarin kag giinde filizlenecegine bakar.

b. Her sulamadan bir giin sonra domates bitkisinin boyunu 6lger.

c. Farkli alanlardaki bitkilere verilen su miktarini dlger.

d. Her alana ektigi tohum sayisina bakar.

22. Bir bahgivan tarlasindaki kabaklarda yaprak bitleri goriir. Bu bitleri yok etmek
gereklidir. Kardesi “Kling” adl1 tozun en iyi bocek ilact oldugunu sdyler. Tarim
uzmanlari ise “Acar” adli spreyin daha etkili oldugunu s6ylemektedir. Bah¢ivan alt1
tane kabak bitkisi seger. Ug tanesini tozla, ii¢ tanesini de spreyle ilaglar. Bir hafta sonra
her bitkinin iizerinde kalan canli bitleri sayar. Bu ¢alismada bdcek ilaglarinin etkinligi
nasil olgiiliir?

a. Kullanilan toz yada spreyin miktar1 l¢iiliir.

b. Toz yada spreyle ilaglandiktan sonra bitkilerin durumlari tespit edilir.

c. Her fidede olusan kabagin agirlig: 6l¢iiliir.

d. Bitkilerin iizerinde kalan bitler sayilir.

23. Ebru, bir alevin belli bir zaman siiresi i¢cinde meydana getirecegi 1s1 enerjisi
miktarin1 6lgmek ister. Bir kabin i¢ine bir litre soguk su koyar ve 10 dakika siireyle
wsitir. Ebru, alevin meydana getirdigi 1s1 enerjisini nasil 6lger?

a. 10 dakika sonra suyun sicakliginda meydana gelen degismeyi kaydeder.

b. 10 dakika sonra suyun hacminde meydana gelen degismeyi Olcer.

c. 10 dakika sonra alevin sicakligini dlger.

d. Bir litre suyun kaynamasi i¢in gegen zamani dlger.
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24. Ahmet, buz parcaciklarinin erime siiresini etkileyen faktorleri merak etmektedir.
Buz pargalarinin biiyiikliigii, odanin sicakligi ve buz parcalarinin sekli gibi faktorlerin
erime stiresini etkileyebilecegini diisiiniir. Daha sonra su hipotezi sinamaya karar verir:
Buz pargalarinin sekli erime siiresini etkiler. Ahmet bu hipotezi sinamak i¢in asagidaki
deney tasarimlarinin hangisini uygulamalidir?

a. Her biri farkl sekil ve agirlikta bes buz pargasi alinir. Bunlar ayn1 sicaklikta benzer
bes kabin igine ayr1 ayr1 konur ve erime siireleri izlenir.

b. Her biri ayn1 sekilde fakat farkli agirlikta bes buz pargasi alinir. Bunlar ayni
sicaklikta benzer bes kabin igine ayr1 ayr1 konur ve erime siireleri izlenir.

c. Her biri ayn1 agirlikta fakat farkli sekillerde bes buz pargasi alinir. Bunlar ayn1
sicaklikta benzer bes kabin icine ayr1 ayr1 konur ve erime siireleri izlenir.

d. Her biri ayn1 agirlikta fakat farkli sekillerde bes buz parcasi alinir. Bunlar farkl

sicaklikta benzer bes kabin igine ayr1 ayr1 konur ve erime siireleri izlenir.

25. Bir arastirmaci yeni bir giibreyi denemektedir. Caligmalarini ayn1 biiyiikliikte bes
tarlada yapar. Her tarlaya yeni gilibresinden degisik miktarlarda karistirir. Bir ay sonra,
her tarlada yetisen ¢imenin ortalama boyunu 6lcer. Olgiim sonuglari asagidaki tabloda

verilmistir.

Glbre miktari (kg)  Cimenlerin crtalama boyu (cm)

10 7
30 10
50 12
80 14
100 12

Tablodaki verilerin grafigi asagidakilerden hangisidir?
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26. Bir biyolog su hipotezi test etmek ister: Farelere ne kadar ¢ok vitamin verilirse o
kadar hizl1 biiyiirler. Biyolog farelerin biiyiime hizini nasil 6lgebilir?

a. Farelerin hizini dlcer.

b. Farelerin, giinliilk uyumadan durabildikleri siireyi olger.

c. Her giin fareleri tartar.

d. Her giin farelerin yiyecegi vitaminleri tartar.

27. Ogrenciler, sekerin suda ¢dziinme siiresini etkileyebilecek degiskenleri
diistinmektedirler. Suyun sicakligini, sekerin ve suyun miktarlarini degisken olarak
saptarlar. Ogrenciler, sekerin suda ¢dziinme siiresini asagidaki hipotezlerden hangisiyle
siayabilir?

a. Daha fazla sekeri ¢6zmek icin daha fazla su gereklidir.

b. Su sogudukca, sekeri ¢dzebilmek i¢in daha fazla karistirmak gerekir.

c¢. Su ne kadar sicaksa, o kadar ¢ok seker ¢oziinecektir.

d. Su 1sindikga seker daha uzun siirede ¢oziiniir.
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28. Bir arastirma grubu, degisik hacimli motorlar1 olan arabalarin randimanlarini dlger.

Elde edilen sonuglarin grafigi asagidaki gibidir:

30 .
Litre basina
alinan mesafe 25
(km)
20 . .
15
1@ _
1 2 3 4 5

Motor hacmi
(litre)

Asagidakilerden hangisi degiskenler arasindaki iliskiyi gosterir?

a. Motor ne kadar biiyiikse, bir litre benzinle gidilen mesafe de o kadar uzun olur.

b. Bir litre benzinle gidilen mesafe ne kadar az olursa, arabanin motoru o kadar kiigiik
demektir.

c¢. Motor kiigiildiik¢e, arabanin bir litre benzinle gidilen mesafe artar.

d. Bir litre benzinle gidilen mesafe ne kadar uzun olursa, arabanin motoru o kadar

biiylik demektir.

29, 30, 31 ve 32 inci sorular1 asagida verilen paragrafi okuyarak cevaplayiniz.

Topraga karistirilan yapraklarin domates iiretimine etkisi arastirilmaktadir. Arastirmada
dort biiyiik saksiya ayni miktarda ve tipte toprak konulmustur. Fakat birinci saksidaki
topraga 15 kg., ikinciye 10 kg., iiclinciiye ise 5 kg. ¢lirlimiis yaprak karigtirilmistir.
Dordiincii saksidaki topraga ise hig ¢liriimiis yaprak karigtirllmamistir.Daha sonra bu
saksilara domates ekilmistir. Biitiin saksilar giinese konmus ve ayn1 miktarda

sulanmistir. Her saksidan elde edilen domates tartilmis ve kaydedilmistir.

29. Bu arastirmada sinanan hipotez hangisidir?

a. Bitkiler giinesten ne kadar ¢ok 1s1k alirlarsa, o kadar fazla domates verirler.
b. Saksilar ne kadar biiyiik olursa, karistirilan yaprak miktar1 o kadar fazla olur.
c. Saksilar ne kadar ¢ok sulanirsa, i¢lerindeki yapraklar o kadar ¢abuk ¢iiriir.

d. Topraga ne kadar ¢ok ¢iirtik yaprak karigtirilirsa, o kadar fazla domates elde edilir.
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30. Bu aragtirmada kontrol edilen degisken hangisidir?
a. Her saksidan elde edilen domates miktar1

b. Saksilara karistirilan yaprak miktari.

c. Saksilardaki toprak miktari.

d. Ciirlimiis yaprak karistirilan saksi1 sayist.

31. Arastirmadaki bagimli degisken hangisidir?
a. Her saksidan elde edilen domates miktari

b. Saksilara karigtirilan yaprak miktari.

c. Saksilardaki toprak miktari.

d. Cliriimiis yaprak karistirilan saks1 sayisi.

32. Arastirmadaki bagimsiz degisken hangisidir?
a. Her saksidan elde edilen domates miktari

b. Saksilara karistirilan yaprak miktari.

c. Saksilardaki toprak miktari.

d. Ciirlimiis yaprak karistirilan saksi1 sayist.

33. Bir 6grenci miknatislarin kaldirma yeteneklerini arastirmaktadir. Cesitli boylarda ve
sekillerde birka¢ miknatis alir ve her miknatisin ¢ektigi demir tozlarini tartar. Bu
calismada miknatisin kaldirma yetenegi nasil tanimlanir?

a. Kullanilan miknatisin biiyiikligi ile.

b. Demir tozlarin1 ¢geken miknatisin agirligi ile.

c. Kullanilan miknatisin sekli ile.

d. Cekilen demir tozlarinin agirlig ile.
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34. Bir hedefe cesitli mesafelerden 25 er atig yapilir. Her mesafeden yapilan 25 atistan

hedefe isabet edenler asagidaki tabloda gosterilmistir.

Mesafe(m) | Hedefe vuran atis sayisi
5 25
15 10
25 10
50 5
100 2

Asagidaki grafiklerden hangisi verilen bu verileri en iyi sekilde yansitir?

a,
Y

b.

C.

(=9

100 .
25 . 100 £
- 50 _ =
g W SE EE w, 22 ii
FE $Z 25 £ To
2z 15 d 23 % g0 B2 15
r] I 45 i} T
Te bl 10 oo
229 40
5 . . 5 .
5 20 .
20 40 60 80 100l . 2 5 10 15 25 5 10 !5 M 25 20 40 80 80 106
Hedefe olan uzaklik (m) Hedef bulan atis savisi Hedefi bulan Hedefe olan uzaklk
atig sayisi {m)

35. Sibel, akvaryumdaki baliklarin bazen ¢ok hareketli bazen ise durgun olduklarini
gozler. Baliklarin hareketliligini etkileyen faktorleri merak eder. Baliklarin
hareketliligini etkileyen faktorleri hangi hipotezle sinayabilir?

a. Baliklara ne kadar ¢ok yem verilirse, o kadar ¢ok yeme ihtiyaglar: vardir.

b. Baliklar ne kadar hareketli olursa o kadar ¢ok yeme ihtiyaglar1 vardir.

c. Su da ne kadar ¢ok oksijen varsa, baliklar o kadar iri olur.

d. Akvaryum ne kadar ¢ok 151k alirsa, baliklar o kadar hareketli olur.

36. Murat Bey’in evinde bir¢ok elektrikli alet vardir. Fazla gelen elektrik faturalari
dikkatini ¢eker. Kullanilan elektrik miktarini etkileyen faktorleri arastirmaya karar
verir. Asagidaki degiskenlerden hangisi kullanilan elektrik enerjisi miktarin
etkileyebilir?

a. TV nin acik kaldig siire.

b. Elektrik sayacinin yeri.

¢. Camasir makinasini kullanma sikligi.

d.avec.
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APPENDIX E

KiMYA DERSi TUTUM OLCEGI

ACIKLAMA: bu olgekte, kimya dersine iligkin tutum ciimleleri ile her
climlenin karsisinda “Tamamen Katiliyorum”,
“Katilmiyorum” , “hi¢ Katilmiyorum” olmak iizere bes segenek verilmistir. Her

“Katiltyorum”,

climleyi dikkatle okuduktan sonra kendinize uygun segenegi isaretleyiniz.

“Karasizim”,

Tamamen
Katiliyorum

Katiliyorum

Kararsizim

Katilmiyorum

Katilmiyorum

Hig

1. Kimya ¢ok sevdigim bir alandir.

2 Kimya ile ilgili kitaplar1 okumaktan hoslanirim.

3. Kimyanin giinliik yagantida ¢ok 6nemli yeri yoktur.

4. Kimya ile ilgili ders problemlerini ¢dzmekten
hoslanirim.

5. Kimya konulariyla ilgili daha ¢ok sey Ogrenmek
isterim.

6.Kimya dersine girerken sikinti duyarim.

7. Kimya derslerine zevkle girerim.

8. Kimya derslerine ayrilan ders saatinin daha fazla
olmasini isterim.

9. Kimya dersini ¢alisirken canim sikilir.

10. Kimya konularini ilgilendiren giinliikk olaylar
hakkinda daha fazla bilgi edinmek isterim.

11. Disiince sistemimizi gelistirmede kimya 6grenimi
O6nemlidir.

12. Kimya, g¢evremizdeki dogal olaylarin daha iyi
anlagilmasinda onemlidir.

13. Dersler i¢inde Kimya dersi sevimsiz gelir.

14. Kimya konulariyla ilgili tartismaya katilmak bana
cazip gelmez.

15. Calisma zamanimin 6nemli bir kismini kimya
dersine ayirmak isterim.
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APPENDIX F

BiLiMiN DOGASI HAKKINDAKI GORUSLER ANKETI (VOSTS-TR)

Bu anket, lise 10. siif 6grencilerinin “bilimin dogas1” konusuna yonelik diislincelerini
ortaya ¢ikarmak amaciyla hazirlanmistir. Bu anketteki her soru, bilimin dogasi
konusunda temel goriis bildiren bir ciimle ile baslamaktadir. Konu hakkindaki farkli
gorlis veya durumlar seceneklerde siralanmistir. Her soru i¢in diisiincenize uygun olan
BIiR TEK SECENEGI daire icine alarak isaretleyiniz. Size uygun bir segenek yoksa,
kendi goriislerinizi liitfen sorularin sonlarinda verilen bosluklara yaziniz. Bu ankette
dogru yamit yoktur. Bu arastirmada amag, sizin bilimin dogas1 konusundaki
goriislerinizi 6grenmektir.

1. Bilimi tanimlamak zordur; ciinkii bilim, karmasiktir ve degisik bir¢cok konuyla
ilgilenmektedir. (Liitfen A’dan H’ye kadar okuyunuz ve sizin goriisiiniize uygun olan
bir secenegi isaretleyiniz).

Fakat bilim asil olarak:

A. Fizik, kimya ve biyoloji gibi konularda ¢alismaktadir.

B. Yasadigimiz diinyay1 agiklayan prensipler, kanunlar ve teoriler gibi bilgi birikimidir.
C. Diinyamiz ve evren hakkinda bilinmeyen yeni seyleri aragtirmak, kesfetmektir.

D. Yasadigimiz diinya ile ilgili problemleri ¢6zmek i¢in deneyler yapmaktir.

E. Birseyler icat etmek ya da tasarlamaktir (yapay kalpler, uzay araclar1 gibi).

F. Bu diinyay1 daha 1yi bir duruma getirmede gerekli olan bilgiyi bulmak ve
kullanmaktir (hastaliklari

tedavi etmek, kirliligi ¢c6ziimlemek gibi).

G. Bilim insanlarinin yeni bilgileri kesfetmek iizere bir arada olduklar1 organizasyondur.
H. Hic kimse bilimi tanimlayamaz.

Yukarida size uygun bir secenek yoksa, liitfen bu konudaki goriislerinizi asagidaki
bosluga yaziniz
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2. Bazi toplumlarin, doga ve insan iizerine belirli goriisleri vardir. Bilim insanlar:
ve bilimsel arastirmalar, calismanin yapildig: yerdeki kiiltiiriin dinf ya da ahliki
goriislerinden etkilenirler.

(Liitfen A’dan G’ye kadar okuyunuz ve sizin goriisiiniize uygun olan bir secenegi

isaretleyiniz).

Dini ya da ahliki goriisler bilimsel arastirmalari etkiler;

A. Ciinkii baz1 toplumlar kendi yararlari i¢in aragtirmalarin yapilmasini isterler.

B. Ciinkii bilim insanlar1 kendi kiiltiirlerinin bakis acisini destekleyen aragtirmalari
secebilirler.

C. Ciinkii bilim insanlarmin ¢ogu kendi kiiltiirlerine uymayan aragtirmalar1 yapmazlar.
D. Ciinkii her toplumun kiiltiirii yapilan arastirmalarin tiiriinii etkiler.

E. Ciinkii belirli kiiltiirel inanis1 temsil eden giiglii gruplar, belirli aragtirma projelerini
destekleyecek ya da engelleyecektir.

Dini ya da ahliki goriisler bilimsel arastirmalari etkilemez;

F. Ciinkii aragtirmalar, bilim insanlar1 ve kiiltiirel gruplar arasindaki tartigmalara ragmen
devam eder (Ornegin; evrim).

G. Ciinki bilim insanlar kiiltiirel ve ahlaki goriisleri dikkate almaksizin aragtirma
yapacaklardir.

Yukarida size uygun bir segcenek yoksa, liitfen bu konudaki goriislerinizi asagidaki
bosluga yaziniz.
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3. Bazi toplumlar daha c¢ok bilim insani yetistiriyor. Bu durum, ailelerin, okulun ve
toplumun ¢ocuklan yetistirme tarzindan kaynaklanmaktadar.

(Liitfen A’dan G’ye kadar okuyunuz ve sizin goriisiiniize uygun olan bir secenegi
isaretleyiniz).

Yetistirme tarzi cok onemli bir faktordiir;

A. Ciinkii baz1 toplumlar digerlerine gore bilime daha fazla 6nem verirler.

B. Ciinkii baz1 aileler ¢ocuklarini soru sormaya ve meraka tesvik ederler.

C. Ciinkii baz1 okullar ve 6gretmenler 6grencileri daha ¢ok arastirmaya tesvik ederler.
D. Ciinkii aile, okullar ve toplum ¢ocuklara bilimsel beceri kazandirir; bilim insan
olmak i¢in cesaret ve

firsat verir.

E. Bir sey soylemek zordur. Yetistirme tarzi etkilidir, ama kisinin zeka, yetenek ve
bilime olan ilgi gibi 6zellikleri de 6nemlidir.

F. Kimin bilim insan1 olacagini belirlemede zeka, yetenek ve bilime olan dogal ilgi
daha

etkilidir.Fakat yetistirme tarzinin da etkisi vardir.

G. Kimin bilim insan1 olacagimi belirlemede zeka, yetenek ve bilime olan dogal ilgi
daha

etkilidir.Ciinkii insanlar bu 6zelliklerle dogarlar.

Yukarida size uygun bir secenek yoksa, liitfen bu konudaki goriislerinizi asagidaki
bosluga yaziniz.
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4. Bircok Tiirk bilim insani, buluslarimin doguracagi sonuclarin potansiyel
etkileriyle (yararh ve zararh) ilgilenmektedir.

(Liitfen A’dan G’ye kadar okuyunuz ve sizin goriisiiniize uygun olan bir secenegi
isaretleyiniz).

A. Bilim insanlar1 buluslar1 gergeklestirirken, sadece faydah yonleri ile ilgilenirler.

B. Bilim insanlar1 buluslarinin olas1 zararh etkilerini 6nlemek i¢in daha fazla ¢alisirlar.
C. Bilim insanlar1 deneylerinin biitiin etkileri ile ilgilidirler.

D. Bilim insanlar1 buluslarinin uzun vadeli etkilerinin tiimiinii tahmin edemezler.

E. Bilim insanlar1 buluglariin tehlikeli amaglar i¢in kullanilip kullanilmayacagini pek
fazla kontrol edemezler.

F. Buluslarin yararh ve zararh etkileri bilimin dallarina baghdir. Ornegin, Tip ve
askeri alanlarda calisan Tiirk bilim insanlar1 buluslarinin etkileriyle daha ¢ok
ilgilenirken, niikleer gii¢c alaninda calisanlar daha az ilgilenirler.

G. Bilim insanlar1 deneylerinin etkilerini dikkate alabilir, fakat bu durum onlarin, tinleri
veya zevkleri i¢in bulus yapmalarini engellemez.

Yukarida size uygun bir segcenek yoksa, liitfen bu konudaki goriislerinizi asagidaki

bosluga yaziniz.

5. Turkiye’de biyoteknolojinin gelecegi iizerine karar verenler, gercekleri en iyi
bildikleri i¢in bilim insanlar1 ve miihendisler olmalidir ( Ornegin: Genleri
degistirilmis organizmalar, genom projesi, insan kopyalama).

(Liitfen A’dan G’ye kadar okuyunuz ve sizin goriigiiniize uygun olan bir segenegi
isaretleyiniz)

Bilim insanlari ve miihendisler karar vermelidir.

A. Ciinkii onlarin bu konuda egitimleri ve bilgileri vardir.

B. Ciinkii bilim insanlar1 biirokratlardan veya 6zel sirketlerden daha 1yi karar
verebilirler.

C. Fakat toplum da bilgilendirilerek veya danisilarak bu siirece katilmalidir.

D. Fakat karar toplumu etkileyeceginden uzmanlarin ve bilgilendirilmis toplumun da
gorusleri esit oranda dikkate alinmalidir.

E. Hiikiimetin karar vermesi gerekir; ¢iinkii bu konu temelde politiktir.

F. Halk karar vermelidir. Ciinkii karar herkesi etkileyecektir.
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G. Toplumun karar vermesi gerekir. Clinkii, bilim insanlar1 ve miihendisler konu
hakkinda idealist bir bakis agisina sahiplerdir ve bu nedenle sonuglarina pek fazla dikkat
etmezler.

Yukarida size uygun bir secenek yoksa, liitfen bu konudaki goriislerinizi asagidaki

bosluga yaziniz.

6. Bilim insanlar1 karsilastiklar: giindelik problemleri en iyi sekilde ¢ozebilirler
(6rnegin bir arabay1 hendekten ¢ikarma, yemek yapma ya da evcil bir hayvana
bakma).

(Liitfen A’dan E’ye kadar okuyunuz ve sizin goriisiiniize uygun olan bir segcenegi
isaretleyiniz).

Ciinkii bilim insanlari, diger insanlardan daha bilgilidirler.

A. Ciinkii problem ¢6zme becerileri ve bilgileri bu konuda onlara avantaj saglar .

Bilim insanlari giindelik problemleri cozmede diger insanlardan daha iyi degillerdir;

B. Ciinkii fen bilgisi dersleri herkese yeterli problem ¢6zme becerisi ve bilgisi
kazandirir.

C. Ciinkii genelde bilim insanlarinin aldiklari egitim giinliik sorunlar1 ¢6zmede yardimci
olmaz.

D. Ciinkii glindelik yasamda bilim insanlar1 da herkes gibidir.

E. Bilim insanlar1 herhangi bir giindelik problemi ¢6zmede biiyiik bir ihtimalle
diger insanlardan

daha kétiidiir ,clinkii onlar giindelik yasamdan uzak olarak ¢alisirlar.

Yukarida size uygun bir segcenek yoksa, liitfen bu konudaki goriislerinizi asagidaki
bosluga yaziniz.
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7. Basarih bilim insanlar1 calismalarinda daima ¢ok acik fikirli, mantikl, onyargisiz
ve tarafsizdirlar. Bu Kisisel o6zellikler bilimi en iyi sekilde uygulamak i¢in gereklidir.
(Liitfen A’dan F’ye kadar okuyunuz ve sizin goriigiiniize uygun olan bir secenegi

isaretleyiniz).

Basarili bilim insanlari1 bu ozellikleri tasirlar.

A. Aksi halde bilim kotiiye gidecektir.

B. Ciinkii bu 6zellikleri ne kadar fazla tasirsaniz, bilimi o kadar iyi yaparsiniz.
C. Bu ozellikler yeterli degildir. Basaril1 bilim insanlarinin hayal giicii, zeka ve
diirtistliik gibi diger kisisel 6zelliklere de sahip olmalar1 gerekir.

Basarui bilim insanlarinin bu kisisel ézelliklere sahip olmast sart degildir;

D. Ciinkii bazen en iyi bilim insanlari, caligmalarinda subjektif, dnyargili ve yeni
fikirlere agik

olmayabilirler.

E. Ciinkii bu kisisel olarak bilim insanlarina baglidir. Bazilar1 ¢aligmalarinda daima agik
fikirli, tarafsiz iken bazilar1 dar goriislii ve taraflidir.

F. Bilimde basarih olmak icin, bilim insanlarinin bu kisisel 6zelliklere sahip olmasi
sart degildir.

Yukarida size uygun bir secenek yoksa, liitfen bu konudaki goriislerinizi asagidaki

bosluga yaziniz.

8. Calismalariyla, ¢ok yogun ugrasmalari gerektiginden bilim insanlarinin ne aile

ne de sosyal yasantilart vardir.

(Liitfen A’dan E’ye kadar okuyunuz ve sizin gériisiiniize uygun olan bir secenegi
isaretleyiniz).

A. Bilim insanlarinin basarili olmak i¢in, ¢aligmalariyla ¢ok yogun ugrasmalar1 onlar1
ailelerinden ve sosyal hayattan uzaklagtirir.

B. Bu kisiye baglidir. Baz1 bilim insanlar aile ve sosyal etkinlige vakit ayirirlarken
bazilar1 ayiramazlar.

C. Bilim insanlarinin ¢alismalar1 diger insanlardan farklidir ama; bu aile ve sosyal
yasantist olmadigi anlamina gelmez.

Bilim insanlarinin_aile ve sosyal hayatlar: normaldir.
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D. Bilim insant i¢in sosyal hayat dnemlidir, aksi takdirde ¢alisma performansi azalir.
E. Ciinkii ¢ok az bilim insani ¢aligmalar1 disinda herseyi gozard1 edecek kadar islerine
yogunlasir.

Yukarida size uygun bir secenek yoksa, liitfen bu konudaki goriislerinizi asagidaki
bosluga yaziniz.

9. Bugiin, bilimle ugrasan kadin sayisi eskiye oranla cok daha fazladir. Bu, yapilan
bilimsel buluslarda bir farka neden olur.

(Liitfen A’dan G’ye kadar okuyunuz ve sizin goriisiiniize uygun olan bir secenegi
isaretleyiniz).

Kadin ve erkek bilim insanlarinin yaptiklan kesifler farkli olacaktir;

A. Ciinkii kadin ve erkeklerin ilgi alanlar1 farklidir (Cocukluklarinda farkli oyuncaklarla
oynadiklar1 gibi).

B. Ciinkii kadinlar ve erkekler bulus yaparken ihtiyaglarini g6z dniinde
bulunduracaklardir (Seliilit kremi, trag makinesi vb).

C. Ciinkii dogalar1 geregi kadinlar farkli hafizaya, i¢giidiiye ve farkli bakis acilarina
sahiptir..

D. Erkekler kadinlardan daha iyi buluslar yapabilirler; clinkii erkekler miihendislik
ve mekanik

alanlarinda kadinlardan daha bagarilidir.

Kadin ve erkek bilim insanlarinin yaptiklar kesifler arasinda fark yoktur;

E. Ciinkii; kadin ve erkek bilim insanlar1 ayn1 egitimi alir. Fakat kadinlara gegmisten
giiniimiize kadar,

yeterli olanaklarin verilmemesi, onlarin bu alandaki yeteneklerinin ortaya ¢ikisina engel

olmustur.
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F. Kadin ve erkek esit derecede zekidir. Bilimde kesfetmek istedikleri konular a¢isindan
kadin ve erkek aynidir.

G. Buluslar1 arasindaki herhangi bir fark, aralarindaki bireysel farktan dolayidir. Bu tiir
farklar kadin ya da erkek olmakla ilgili degildir.

Yukarida size uygun bir secenek yoksa, liitfen bu konudaki goriislerinizi asagidaki

bosluga yaziniz.

10. Bilim insanlari, arastirmalarina bazi kurumlardan maddi destek almak ve
bulusu yapan ilk Kisi olmak i¢in yarisirlar. Bazen bu acimasiz yaris, bilim
insanlariin gizlilik icinde davranmasina, bagka bilim insanlarimin fikirlerini
calmalarina ve para icin kulis yapmalarina yol acar. Diger bir deyisle, bazen bilim
insanlar (paylasma, diiriistliik, bagimsizlik gibi) bilimin kurallarim cignerler.
(Liitfen A’dan E’ye kadar okuyunuz ve sizin gériisiiniize uygun olan bir secenegi
isaretleyiniz).

Bazen bilim insanlari, bilimin kurallarini cignerler;

A. Ciinkii rekabet ve basari istegi bilim insanlarin1 daha siki ¢calismaya iter.

B. Ciinkii kisisel ve parasal ddiillere ulagsmak i¢in her seyi yapabilirler.

C. Ciinkii; onlar i¢in sonuca nasil ulasildig1 degil, sonu¢ dnemlidir.

D. Bilim diger mesleklerden farkli degildir. Bazen bilim insanlar1 da bilimin kurallarim
duruma bagh olarak cignerler.

E. Bircok bilim insani1 birbiriyle is birligi yapar, yarismaz .

Yukarida size uygun bir segcenek yoksa, liitfen bu konudaki goriislerinizi asagidaki
bosluga yaziniz.



11. Bilim insani tenis oynayabilir, partilere gidebilir ya da konferansa katilabilir.
Bu sosyal iliskiler, bilim insaninin calismasini etkileyecegi icin bu buluslarin
icerigini de etkileyebilir. (Liitfen A’dan E’ye kadar okuyunuz ve sizin goriisiiniize

uygun olan bir secenegi isaretleyiniz).

Sosval iliskiler bulusun icerigini etkileyebilir;

A. Ciinkii bilim insanlar etkilesim iginde olduklar1 insanlarin fikirlerinden,
deneyimlerinden yararlanir.

B. Ciinkii bu iliskiler, dinglestirici 6zelligiyle bilim insanini canli tutar.

C. Ciinkii bu iliskiler, bilim insanlarini toplumun ihtiyaclariyla ilgili aragtirmalar
yapmaya tesvik eder.

D. Ciinkii bilim insanlar1 bu iliskilerle, insan davraniglarini ve bilimsel olaylar
gozleyebilir.

E. Sosyal iliskiler bulusun icerigini etkilemez; ¢iinkii sosyallesmeyle bilim insaninin

calismasi arasinda herhangi bir iligki yoktur.

Yukarida size uygun bir segenek yoksa, liitfen bu konudaki goriislerinizi asagidaki
bosluga yaziniz.
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12. Farkh teorilere inanan basaril bilim insanlarinin yaptiklar1 gozlemler de farkl
olacaktir.

(Liitfen A’dan E’ye kadar okuyunuz ve sizin goriisiiniize uygun olan bir secenegi
isaretleyiniz).

A. Evet, clinkii bilim insanlar1 farkli yontemler kullanarak yaptiklar1 deneylerde farkli
seylere dikkat edeceklerdir.

B. Evet, clinkii bilim insanlar1 birbirlerinden farkli diistindiikleri i¢in gézlemleri de farkl
olacaktir.

C. Basaril1 bilim insanlar1 farkli teorilere inansalar da bilimsel gozlemleri ¢ok fazla
degismez.

D. Hayir, ¢linkii bilim kesin olan gozlemlerle gelisir.

E. Hayrr, gozlemler gordiiklerimizden baska bir sey degildir ve gercektir.

Yukarida size uygun bir secenek yoksa, liitfen bu konudaki goriislerinizi asagidaki
bosluga yaziniz.

13. Arastirma laboratuvarlarinda kullanilan bir¢ok bilimsel model (6rnegin DNA
modeli ve atom modeli) gercegin kopyasidir.

(Liitfen A’dan G’ye kadar okuyunuz ve sizin goriigiiniize uygun olan bir segenegi
isaretleyiniz).

Bilimsel modeller gercegin kopyasidir.

A. Ciinkii bilim insanlar1 boyle soyler.
B. Ciinkii bir¢ok bilimsel kanit onlarin gercek oldugunu kanitlamistir.
C. Ciinkii onlar hayatin gercekleridir. Amaglar1 bize gercekleri gostermektir.

D. Ciinkii onlar bilimsel gozlem ve arastirmalara dayanir.
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Bilimsel modeller gercegin kopyalari degildir.

E. Ciinkii sadece kendi sinirlar1 i¢inde 6grenme ve agiklamaya yardim ederler.

F. Ciinkii onlar da teoriler gibi, zamana ve bilgimizin durumuna gore degisir.

G. Ciinkii onlar diislince ya da tahminlerden olusur.

Yukarida size uygun bir secenek yoksa, liitfen bu konudaki goriislerinizi asagidaki

bosluga yaziniz.

14. Bilim insanlar1 simiflandirmay1 (6rnegin tiirlerine gore bitkileri, periyodik
tabloya gore bir elementi vb.) dogaya uygun olarak yaparlar. Bundan baska bir yol
yanlis olurdu.

(Liitfen A’dan F’ye kadar okuyunuz ve sizin goriisiiniize uygun olan bir segcenegi
isaretleyiniz).

A. Ciinkii; bilim insanlar1 siniflandirmalarin dogadaki gerceklerle birebir uyumlu
oldugunu kanitlamiglardir.

B. Bilim insanlari, siniflandirma yaparken gozlenebilir 6zellikleri kullandiklart i¢in,
dogadaki gercek sekle birebir uyar.

C. Bilim insanlar1, dogay1 en basit ve mantikli bir sekilde siniflandirirlar, ama bunun
i¢in kullandiklar1 yol her zaman tek yol degildir.

D. Dogay1 siniflandirmanin bir¢ok yolu vardir, ama bir evrensel sistem {izerinde
anlagsmak bilim insanlarinin ¢alismalarindaki karisikliklart onler.

E. Dogay1 simiflandirmanin baska dogru yollar1 da olabilir. Ciinkii bilim,
degisikliklere ugrar.

F. Hi¢ kimse doganin gercek seklini bilemez. Bilim insanlari, dogayi, algilamalarina

gore veya teorilere gore siniflandirirlar.
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Yukarida size uygun bir secenek yoksa, liitfen bu konudaki goriislerinizi asagidaki
bosluga yaziniz.

15. Bilim insanlar1 tarafindan yapilan arastirmalar dogru olarak yapilsa bile,
arastirma sonunda vardiklar: bulgular gelecekte degisebilir.

(Liitfen A’dan E’ye kadar okuyunuz ve sizin gériisiiniize uygun olan bir secenegi
isaretleyiniz).

A. Bilimsel bilgi degisir; ¢iinkii, bilim insanlar1 yeni teknikleri ve gelistirilmis araglari
kullanarak, kendilerinden dnceki bilim insanlarinin teorilerini ya da buluslarini
ciiriitebilirler.

B. Bilimsel bilgi degisir; ¢iinkii eski bilgiler yeni buluslarin 151g1nda yeniden
yorumlanir. Bilimsel gercekler degisebilir.

C. Bilimsel bilgi degisir gibi goriiniir ama dogru sekilde yapilan deneyler degismez
gerceklere yol acar.

D. Eski bilgilere yeni bilgiler eklendigi i¢in bilimsel bilgi degisir gibi goriiniir.

E. Bilgiler zamanla degisebilir, ama bilimsel bilgi kesindir, degismez.

Yukarida size uygun bir secenek yoksa, liitfen bu konudaki goriislerinizi asagidaki
bosluga yaziniz.

214



16. Bilimsel diisiinceler, hipotezlerden teorilere dogru gelisir; ve sonugta yeterince
giicliilerse, bilimsel olurlar.

(Litfen A’dan D’ye kadar okuyunuz ve sizin goriisiiniize uygun olan bir secenegi
isaretleyiniz).

A. Hipotez teoriye, teori kanuna doniisebilir; ciinkii bir hipotez deneylerle test edilir,
eger dogrulugu kanitlanirsa teori olur. Teori uzun zamanda birgok kez farkli insanlar
tarafindan test edilip kanitlanirsa kanun olur.

B. Hipotez teoriye, teori kanuna doniisebilir; ¢linkii bilimsel diisiincenin gelismesi
icin bu mantikli bir yoldur.

C. Teoriler kanun olamaz; ¢iinkii bunlar farkl tiirdeki diisiincelerdir. Teoriler,
kesinliginden tam olarak emin olunamayan bilimsel diislincelere dayanir ve dogruluklari
kanitlanamaz. Ancak kanunlar sadece gergeklere dayanir ve %100 kesindir.

D. Teoriler kanun olamaz; ¢iinkii bunlar farkl: tiirdeki diisiincelerdir. Kanunlar olgular
genel olarak tammmlar. Teoriler ise bu kanunlar1 agiklar. Ancak destekleyici kanitlarla,
hipotezler teorilere veya kanunlara doniisebilirler.

Yukarida size uygun bir segcenek yoksa, liitfen bu konudaki goriislerinizi asagidaki

bosluga yaziniz.

17. Bilim insanlarinin, yeni teorileri ya da kanunlar gelistirirken, doga hakkinda
bazi1 tahminler yapmalari gereklidir (6rnegin: maddeler atomlardan olusur).
Bilimin diizenli bir sekilde gelismesi icin bu tahminler dogru olmak zorundadir.
(Liitfen A’dan F’ye kadar okuyunuz ve sizin gériisiiniize uygun olan bir secenegi
isaretleyiniz).

Bilimin gelismesi icin bu tahminler dogru olmalidir;

A. Ciinkii dogru teori ve kanunlar i¢in dogru tahminler gereklidir. Aksi halde ¢ok fazla

zaman ve ¢aba bosa harcanabilir.
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B. Aksi halde toplum, yetersiz teknoloji ve tehlikeli kimyasal maddeler gibi ciddi
problemlerle kars1 karsiya kalir.

C. Ciinkii bilim insanlar1 ¢alismalarini ilerletmeden once, tahminlerinin dogru oldugunu
kanitlamak i¢in arastirma yaparlar.

D. Bilimin gelismesi i¢cin tahminlerin dogru olmasi gerekir diisiincesi duruma gore
degisir.Tarihin, bir teorinin ¢iiriitillmesi veya onun yanhs tahminlerinin 6grenilmesi
ile biliyiik buluslarin olustugunu gosterdigi olmustur.

E. Bilimin gelismesi icin tahminlerin dogru olup olmamasi sorun degildir. Bilim
insanlari, projelerine baglamak i¢in dogru ya da yanlis tahminler yapmak zorundadirlar.
F. Bilim insanlar1 varsayimlarda bulunmazlar. Onlar, bir fikrin dogru olup olmadiginm
O0grenmek i¢in arastirirlar.

Yukarida size uygun bir segcenek yoksa, liitfen bu konudaki goriislerinizi asagidaki
bosluga yaziniz.

18. yi bilimsel teoriler, gozlemleri iyi bir sekilde aciklar. Aym1 zamanda iyi teoriler,
karmasik degil basit olurlar.

(Liitfen A’dan F’ye kadar okuyunuz ve sizin gériisiiniize uygun olan bir secenegi
isaretleyiniz).

A. lyi teoriler basit olurlar. Bilimde kullanilacak en iyi dil basit ve kisa olandur.

B. Bu ne derecede derin agiklamalar yapmak istediginize bagldir. lyi bir teori, bir seyi
hem basit hem de karmasik bir yolla aciklayabilir.

C. Bu, teoriye baglidir. Bazi iyi teoriler basit, bazilar1 ise karmagik olabilir.

D. lyi teoriler karmasik olabilir, ama kullanilacaklarsa basit ve anlasilabilir olmalidir.
E. Teoriler genellikle karmasiktir. Baz1 seyler, eger birgok ayrinti igeriyorsa
basitlestirilemez.

F. lyi teorilerin ¢ogu karmagiktir. Eger diinya daha basit olsaydi, teoriler de daha basit

olabilirdi.
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Yukarida size uygun bir secenek yoksa, liitfen bu konudaki goriislerinizi asagidaki

bosluga yaziniz.

19. En iyi bilim insanlar1 bilimsel yontem basamaklarim izleyenlerdir.
(Liitfen A’dan E’ye kadar okuyunuz ve sizin goriisiiniize uygun olan bir secenegi

isaretleyiniz).

A. Cogu bilim insani, gegerli, agik, mantikli ve kesin sonuglar saglamasi nedeniyle
bilimsel yontemi izler.

B. Okulda 6grendigimize gore, bilimsel yontem bir¢ok bilim insani i¢in uygun olandir
(problemi tespit etmek, veri toplamak, hipotez kurmak, kontrollii deney yapmak vs.).
C. En 1yi1 bilim insanlar1 bilimsel yontemin yaninda 6zgiinliik ve yaraticilig1 da
kullanacaklardir.

D. En iyi bilim insanlar1 hayal giicii ve yaraticilig1 iceren, herhangi bir yontemle sonuca
ulasabilirler.

E. Bircok bilimsel kesif, bilimsel yonteme baglh kalmadan tesadiifen kesfedilmistir.
Yukarida size uygun bir segcenek yoksa, liitfen bu konudaki goriislerinizi asagidaki
bosluga yaziniz.
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20. Bilim insanlar1 calismalarinda hata yapmamahdir, ciinkii bu hatalar bilimin
ilerlemesini yavaglatir.
(Liitfen A’dan E’ye kadar okuyunuz ve sizin goriisiiniize uygun olan bir secenegi

isaretleyiniz).

A. Hatalar bilimin ilerlemesini yavaslatir. Eger bilim insanlar1 sonuglarindaki hatalari
aninda diizeltmezlerse bilim ilerlemez.

B. Hatalar bilimin ilerlemesini yavaslatir. Yeni teknoloji ve aracglar, dogrulugu
artirarak hatalar1 azaltir ve bdylece bilim daha hizli gelisir.

C. Hatalardan ka¢imilamaz; bu nedenle bilim insanlar1 birbirlerini kontrol ederek
hatalar1 azaltirlar.

D. Bazi hatalar bilimin ilerlemesini yavaslatabilir, ama bazi hatalar yeni veya biiyiik bir
bulusa neden olabilir.

E. Hatalar genellikle bilimin ilerlemesine yardim eder. Bilim, gegmisin hatalarini tespit
edip diizelterek ilerler.

Yukarida size uygun bir segcenek yoksa, liitfen bu konudaki goriislerinizi asagidaki
bosluga yaziniz.

21. Bilim insanlar1 ve miihendisler, bize, dogru bilgilere dayanarak varsayimlar
yaparken bile, sadece neyin muhtemel olabilecegini soyleyebilirler. Kesin olarak ne
olacagim soyleyemezler.

(Liitfen A’dan E’ye kadar okuyunuz ve sizin gériisiiniize uygun olan bir secenegi
isaretleyiniz).

Varsayimlar asla kesin degildir; ciinkii,

A. Sonucu etkileyecek, 6nceden tahmin edilemeyen olaylar ve hata olasilig1 her zaman
vardir. Hi¢ kimse gelecegi kesin olarak tahmin edemez.

B. Yeni buluslar yapildikg¢a, dogru bilgi ve varsayimlar daima degisir.
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C. Varsayimlar iyi yapilmig tahminlerdir.

D. Bilim insanlari asla tiim gerceklere sahip degildirler. Bazi1 bilgiler daima eksiktir.
E. Duruma baghdir. Varsayimlar ancak dogru ve yeterli bilginin olmasi1 halinde
kesindir.

Yukarida size uygun bir secenek yoksa, liitfen bu konudaki goriislerinizi asagidaki
bosluga yaziniz.

22. Bir sanate1 bir heykeli “icat ederken”, bir altin madencisinin de altin “kesfettigini”
farzedelim. Baz1 insanlar bilim insanlarinin bilimsel KANUNLARI “kesfettigini”,
bazilari ise “icat ettiklerini” diisiiniirler. Siz ne dersiniz?

(Liitfen A’dan E’ye kadar okuyunuz ve sizin gériisiiniize uygun olan bir secenegi
isaretleyiniz).

Bilim insanlari bilimsel kanunlari kesfederler;

A. Ciinkii kanunlar her zaman dogada agi8a ¢ikartilmay bekler.

B. Ciinkii kanunlar deneysel gerceklere dayanir.

C. Ayn1 zamanda bu kanunlar1 bulmak i¢in de yontemler yaratirlar.

D. Baz1 bilim insanlari, bir kanunu sans eseri bulur. Ancak diger bilim insanlarida
kanunlar1 6nceden bildikleri gerceklere dayanarak icat ederler.

E. Bilim insanlar1 bilimsel kanunlari icat ederler; cilinkii onlar doganin yaptiklarini
degil, doganin yaptiklarin1 tammmlayan kanunlari icat ederler.

Yukarida size uygun bir segcenek yoksa, liitfen bu konudaki goriislerinizi asagidaki
bosluga yaziniz.
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23. Bir sanate1 bir heykeli “icat ederken”, bir altin madencisinin de altin “kesfettigini
farzedelim. Baz1 insanlar bilim insanlarimin bilimsel HIPOTEZLERI “kesfettigini”,
bazilari ise “icat ettiklerini” diisiiniirler. Siz ne dersiniz?

(Liitfen A’dan F’ye kadar okuyunuz ve sizin goriisiiniize uygun olan bir secenegi
isaretleyiniz).

Bilim insanlar1 bir hipotezi kesfederler;

A. Ciinki fikir her zaman dogada, a¢iga cikartilmay1 bekler.

B. Ciinkii hipotez deneysel gerceklere dayanir.

C. Ayni zamanda bir hipotezi bulmak i¢in yontemler yaratirlar.

D. Bazi1 bilim insanlari, bir hipotezi sans eseri bulur. Ancak diger bilim insanlarida
hipotezi 6nceden bildikleri ger¢geklere dayanarak icat ederler.

Bilim insanlar1 bir hipotezi icat ederler;

E. Ciinkii bir hipotez, bilim insanlarinin kesfetmis oldugu deneysel gerceklerin
yorumlanmasidir.

F. Ciinkii hipotezler zihinden gelir, onlar1 biz olustururuz.

Yukarida size uygun bir segcenek yoksa, liitfen bu konudaki goriislerinizi asagidaki
bosluga yaziniz.

12

24. Bir sanatg1 bir heykeli “icat ederken”, bir altin madencisinin de altin “kesfettigini
farzedelim. Baz1 insanlar bilim insanlarinin bilimsel TEORILERI “kesfettiklerini”,
bazilari ise “icat ettiklerini” diisiiniirler. Siz ne dersiniz?

(Liitfen A’dan F’ye kadar okuyunuz ve sizin gériisiiniize uygun olan bir secenegi
isaretleyiniz).

Bilim insanlar: bir teoriyi kesfederler;

A. Ciinkii fikir her zaman dogada aciga ¢ikartilmay1 bekler.
B. Ciinkii bir teori deneysel gerceklere dayanir.

C. Ayn1 zamanda bu teorileri bulmak i¢in yontemleri yaratirlar.
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D. Baz1 bilim insanlari, bir teoriyi sans eseri bulur. Ancak diger bilim insanlar1 da teoriyi
onceden bildikleri gerceklere dayanarak icat ederler.

Bilim insanlar: bir teoriyi icat ederler;

E. Ciinkii bir teori, bilim insanlarinin kesfetmis oldugu deneysel gerceklerin
yorumlanmasidir.

F. Ciinkii teoriler zihinden gelir, onlar1 biz olustururuz.

Yukarida size uygun bir secenek yoksa, liitfen bu konudaki goriislerinizi asagidaki
bosluga yaziniz,.

25. Farkh alanlardaki bilim insanlari, ayni seye cok farkh acilardan bakarlar
(ornegin, H + kimyagerlerin asit oranini, fizikc¢ilerin protonlar: diisiinmelerine
sebep olur). Bu, farklh alanlarda ¢alisan bilim insanlarinin birbirlerinin
calismalarim1 anlamalarim zorlastirir.

(Liitfen A’dan E’ye kadar okuyunuz ve sizin gériisiiniize uygun olan bir secenegi
isaretleyiniz).

Farkli alanlardaki bilim insanlarinin birbirlerini anlamalari zordur;

A. Ciinkii bilimsel diisiinceler, bilim insanlarinin bakis acisina veya onlarin
aliskanliklarina baglidir.
B. Ciinkii bilim insanlar1 farkli alanlarda farkli dil kullanirlar.

Farkli alanlardaki bilim insanlarinin birbirlerini anlamalari oldukca kolaydir;

C. Ciinkii bilim insanlar1 zekidir, diger alanlarin dillerini 6grenmenin yollarini
bulabilirler.

D. Ciinkii bilim insanlar1 ayn1 anda degisik alanlarda caligmis olabilirler.

E. Ciinki farkli alanlardaki bilimsel diistinceler kesisir. Gergekler bilimsel alan ne olursa
olsun gercektir.

Yukarida size uygun bir segcenek yoksa, liitfen bu konudaki goriislerinizi asagidaki
bosluga yaziniz.



APPENDIX G

OBSERVATION CHECKLIST

Evet

Hayir

Kismen

1. Ogretmen dgrencilerin konu hakkinda ne bildiklerini fark etmelerini
saglayacak ortamlar olusturdu mu?

2. Ogretmen 6grencilerin konu hakkindaki 6n bilgilerini agiklamalarina
firsat verdi mi?

3. Ogretmen dgrencilerin konuya farki yaklasimlarini tartistirarak bu
kavramlarin yetersizligini/yanlisligini fark etmelerini sagladi m?

4. Ogrenciler konuyu 6grenmek igin ihtiyag hissetmeye basladilar mi?

5. Ogretmen 6grencilere konuyla ilgili giinliik hayattan drnekler verdi
mi?

6. Ogretmen dgrencilere diisiindiiriicii sorular sordu mu?

7. Ogrenciler aktif olarak derse katildilar mi1?

8. Konu ile ilgili sayisal problemler ¢oziildii mii?

9. Ogretmen bilgisayar animasyonlarim etkili bir sekilde kulland1 mi1?

10. Ogrenciler dgrendikleri konuyu yeni bir durum igerisinde uygulama
firsat1 buldu mu?

11. Ogretmen etkinlikler sirasinda konuyu agiklad: m?

12. Etkinliklerden sonra sinifta tartisma ortami oldu mu?

13. Ogretmen kavramlari aciklarken &grencilerin dnbilgilerini géz éniinde
bulundurdu mu?

14. Smifin fiziksel ortamu (sicaklik, aydinlatma, oturma diizeni, vb.)
dersin planlandig1 gibi islenmesine uygun mu?

15. Ogrenciler dersin islenisinden hoslandilar m1?
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APPENDIX H

A SAMPLE LESSON PLAN BASED ON CONCEPTUAL CHANGE METHOD
ABOUT PRESSURE TEMPERATURE RELATIONSHIP

Introduction

The teacher will begin the lesson with the discussion of previous lesson.

Teacher: What did you learn in the previous lesson?

Some of the students will probably answer this question as the relationship between
volume and temperature. Than the teacher will ask what the relationship between
volume and temperature is, what the reason of this relationship is by creating a
discussion environment. After taking students responses the teacher summarized the

concept.

Teacher: The law that explains the relationship between the volume and temperature is
called Charles’ Law. As you remember from the animation that we watched last week if
we increase the temperature of a gas system, the particles of gas starts to move faster and
collide with each other and wall of the container more frequently. If the gas is not in a
closed container than the volume of it starts to increase. Similarly if we decrease the
temperature, the kinetic energies of the particles decrease, they start to move slower.
Then they collide with each other and wall of the container less frequently, and the

volume of the gas decreases.

After this summary the teacher will ask students the Charles’ Law equation. (The

expected equation is V/T;=V,/T,). After taking students responses she will again ask
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them the reason of inverse proportion between temperature and volume. Then teacher

will inform students about the day’s topic

Teacher: Today you will learn about the relationship between pressure and temperature.

Dissatisfaction

Teacher will ask students that if we increase the temperature of a gas in a closed
container what would happen. The aim of this question is to create a discussion
environment in order to reveal students’ previous knowledge about the concept. Students
may hold some misconception about the concept such as the volume of a gas increase. If
students will give such an answer the teacher will remind them it is a closed container

and the volume is fixed.

Some of the students may think that if we increase the temperature than the particles of
the gas expands. Then the teacher will ask;

Teacher: If the particles expand, what would happen to distance between particles?
Students most probably answer this question as the distance between particles decrease.
Then the teacher will elaborate this discussion by asking that if you are correct, when we
increase temperature so much, the distance between particles gets very small and may be
they are stick together. However, as you remember from kinetic theory that the gases
composed of particles whose size is negligible compared with the average distance
between them. If you were correct a gas can goes to liquid or solid state by heating. But
you know that it is impossible.

Moreover the teacher can explain that if the size of the particles of a substance change
with temperature, all of the objects around us including people would get bigger or
smaller with the temperature change. However, we do not get bigger in the summer.
This discussion will continue until students realize that the particles of a substance do

not change with the effect of pressure, temperature etc.
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Also students might answer that if we increase the temperature the gas particles
accumulate at the top of the container. If there are students holding this misconception,
the teacher will repeat them gas particles distribute the entire container homogenously.

Also the teacher will give the following daily life example.

Teacher: As you know we need to take breathe to live. This room is full of air. If your
argument were correct, in summer the air in this room collect at the ceiling and then we
can not take a breath. However we can breathe even in the summer.

In addition the teacher can remind students the first animation about the properties of

solids, liquids and gases. She will emphasize gas particles distribute homogenously.

If students will not give any answers to the question, the teacher might ask prompting
questions such as does the size of the particles change, does volume of the gas change,

or does the distribution of the particles change?

These discussions will continue until students realize that the pressure of the system
change. If students can not find it, the teacher will guide the discussion.

Teacher: Ok. Which properties of the gas do stay constant?

Students will probably say that the size, shape, and distribution of the particles, volume
of gas, the amount of gas.

Teacher: What about pressure of the gas?

Then the teacher will start to explain the relationship between temperature and pressure.

Intelligibility

Teacher: The law that explains the relationship between the pressure and temperature is
called as Gay Lussac Law. According to this law in a closed container and fix amount of
gas there is a direct proportion between pressure and temperature. To explore this

relationship let’s watch the animation.
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The teacher will show the corresponding animation here. To prevent any misconception
she reminds students that actually we can not see the particles of gases with any
magnifier and the particles are colorless. In the animation it is seen that a closed
container filled with gas. At constant volume, temperature of the system can be
increased with the help of heater. When the temperature increased, students see that the
particles of the gas start to move faster collide with each other and hit wall of the
container more frequently. So the increase in the pressure of the gas can be seen from
the cursor.

Teacher: In the kinetic theory of gases, you have learned that gas particles move in all
direction with different speeds. So each particle has different kinetic energies because of
collisions. The average kinetic energy of particles is the temperature of that gas. Thus,
increasing temperature also increases the average kinetic energy of the particles. As you
can see from the animation, as the temperature increase the particles start to move faster,
they collide with each other and the wall of the container more frequently. As you know
these collisions cause gas pressure. If the frequency of collision increases, pressure of
the gas also increases. Decreasing the temperature has the inverse effect that as the

temperature decreases, the pressure of the gas also decreases.

After this explanation teacher will want students to write the equation of relationship
between pressure and temperature. The expected relationship is as follows:
P/T\=P2/T;

If students have a difficulty in establishing the relationship equation, the teacher may

help them by reminding the Charles’ equation.
The teacher will solve a number of quantitative questions about Gay Lussac Law and

want students to solve other questions written on the board. When students solve the

question the teacher will ask of them to solve it on the board.
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Plausibility
To enhance students’ understanding of the pressure temperature relationship the teacher

will present a new situation or daily life examples.

Teacher: Basketballs jump less in cold weathers could you state the reason of this
situation?
The teacher will give opportunity to students think about the situation and take their

thoughts. She will guide the discussion until the students find the logical explanation.

Also the teacher will give additional daily life examples to advance students’
understanding of the concept.

Teacher: Can you explain why deodorant containers should not be left under the direct
sunlight?

By this way students got an opportunity to test the plausibility of the new concept.

Fruitfulness
At the end of the lesson the teacher will assign quantitative questions which require the
application of Gay- Lussac Law from the textbook. Also she might give conceptual

homework involving the application of new conceptions to the new situation.
Teacher: You will find an example about pressure temperature relationships that is

encountered in our daily lives. This is your homework. We will discuss your answers

next week.
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APPENDIX I

PROPERTIES OF SOLIDS- LIQUIDS- GASES

Gaz

Figure 1.1 Particles of Solid

228



Kati

Figure 1.2 Particles of Liquid

Kati Sivi

Figure 1.3 Particles of Gases
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APPENDIX J

KINETIC THEORY OF GASES
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APPENDIX K

VOLUME OF GASES AND PARTIAL PRESSURES OF GASES

[ Engeli Kaldlr]

Figure K.1 Distribution of gases before the barrier is removed

Figure K.2 Distribution of gases after the barrier is removed
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APPENDIX L

DIFFUSION OF GASES

NH3 HCl

Figure L.1 NH; and HCI gases

Figure L.2 Diffusion of gases
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APPENDIX M

PRESSURES OF GASES
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APPENDIX N

BOYLE’S LAW

Baslat

Zabit Secaklikiz

Figure N.1 Volume of a gas at constant temperature and 1 atm pressure

[ Kuvweti F{aldlr)

Sabil Sicakhkta

Figure N.1 Volume of a gas at constant temperature and 2 atm pressure
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APPENDIX O

CHARLE’S LAW

Baglat

i

Figure O.1 Volume of a gas at 1 atm pressure and low temperature

Sicaklik

Figure O.2 Volume of a gas at 1 atm pressure and high temperature
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APPENDIX P

GAY- LUSSAC’S LAW

Basglat
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Figure P.1 Pressure of gases at fixed volume and low temperature
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Figure P.2 Pressure of gases at fixed volume and high temperature
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APPENDIX R

AVOGADRO’S PRINCIPLE

Baslat

Figure R.1 Volume of 1 mol of gas at constant pressure

=N

Figure R.2 Volume of 3 mol of gas at constant pressure
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APPENDIX S

RELATIONSHIP BETWEEN MOLES OF GAS AND ITS PRESSURE

Baglat

Figure S.1 Pressure of 1 mol of gas at fixed volume

Tekrar

Figure S.2 Pressure of 3 mol of gas at fixed volume
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