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ABSTRACT 

 

THE EFFECT OF 5E LEARNING CYCLE  MODEL ON ELEVENTH 
GRADE STUDENTSõ CONCEPTUAL UNDERSTANDING OF ACIDS 

AND BASES CONCEPTS AND MOTIVATION TO LEARN CHEMISTRY  
 

 

Çetin Dindar, Ayla 

Ph.D., Department of Secondary Science and Mathematics Education 

Supervisor: Prof. Dr. Ömer Geban 

 

 

March 2012, 350 pages 

 

The purpose of this study was to investigate the effect of 5E learning cycle 

model compared to traditional teacher-centered instruction on eleventh grade 

studentsõ conceptual understanding of acids and bases concepts and student 

motivation to learn chemistry. The measuring tools were Three-tier Acids-Bases Test 

(TABT) and Chemistry Motivation Questionnaire (CMQ). There were two groups, 

which were the experimental and traditional group, consisting of 78 students. Before 

the implementation, the tools were administered as pre-tests to both groups and the 

semi-structured pre-interviews were conducted with eight students to determine 

studentsõ prior knowledge about acids-bases and motivation to learn chemistry. 

During the implementation, 5E learning cycle model was used in the experimental 

group and the traditional teacher-centered instruction was used in the traditional 

group throughout eight weeks. After the implementation, the tools were administered 

as post-tests to both groups and the semi-structured post-interviews were conducted 

with the same students to determine their post knowledge about acids-bases and 

motivation to learn chemistry. Afterwards, the data were analyzed and descriptive and 

inferential statistics were obtained. Based on MANCOVA results, there was a 

statistical significant mean difference between the groups in favor of experimental 

group. Similarly, the students from experimental group scored higher motivation and 
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this difference was found to be statistically significant. The results were analyzed in 

terms of gender as well, and there was found no statistically significant differences 

between the post-test mean scores of girls and boys for the effect of the 

implementation on understanding of acids-bases concepts or motivation to learn. The 

inferential statistics results were also supported with the students interviews.  

 

Keywords: 5E Learning Cycle Model, Chemistry Education, Motivation to Learn Chemistry, 

Acids and Bases 
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ÖZ 

 

5E ¥ĵRENME MODELķNķN 11. SINIF ¥ĵRENCķLERķNķN ASķTLER 
VE BAZLAR KONUSUNDAKķ KAVRAMSAL ANLAMALARINA VE 
KķMYA DERSķNķ ¥ĵRENMEYE Y¥NELķK MOTķVASYONLARI 

¦ZERķNE ETKķSķ  
 

 

Çetin Dindar, Ayla 

Doktora, OrtaºĶretim Fen ve Matematik AlanlarĔ EĶitimi Bºl¿m¿ 

Tez Yöneticisi: Prof. Dr. Ömer Geban 

 

 

Mart 2012, 350 sayfa 

 

 

Bu ­alĔĹmanĔn amacĔ, 11. sĔnĔf ºĶrencilerinin asitler ve bazlar konusundaki 

kavramsal anlamalarĔna ve kimya dersini ºĶrenmeye yºnelik ºĶrenci motivasyonlarĔna 

geleneksel ºĶretmen-merkezli yºntemine kĔyasla 5E ºĶrenme modelinin anlamlĔ bir 

etkisinin olup olmadĔĶĔnĔ incelemektir. ¢alĔĹmada kullanĔlan ºl­me ara­larĔ ¦­-AĹamalĔ 

Asitler-Bazlar Testi (¦ABT) ve Kimya Motivasyon ¥l­eĶi (KM¥)õdir. ¢alĔĹmada 

deney ve geleneksel grup olmak ¿zere iki farklĔ grup kullanĔlmĔĹtĔr. Uygulamaya 

Ankaraõda bir okuldan 78 ºĶrenci katĔlmĔĹ ve 2009-2010 eĶitim-ºĶretim dºneminin 

bahar dºneminde ger­ekleĹtirilmiĹtir. Uygulamadan önce ºĶrencilerin asitler ve bazlar 

konusundaki ºn bilgilerini ve kimya ºĶrenmeye yºnelik motivasyonlarĔnĔ tespit etmek 

amacĔyla her iki gruba ¦ABT ve KM¥ ºl­me ara­larĔ ºn-test Ĺeklinde uygulanmĔĹ ve 

sekiz ºĶrenci ile de yarĔ-yapĔlandĔrĔlmĔĹ ºn-m¿lakatlar ger­ekleĹtirilmiĹtir. Sekiz hafta 

süren uygulama sürecinde, deney grubundaki ºĶrenciler 5E ºĶrenme model ile 

geleneksel gruptaki ºĶrenciler ise geleneksel ºĶretmen-merkezli yöntem ile ºĶrenim 

gºrm¿Ĺlerdir. Uygulama sonrasĔnda, ºĶrencilerin asitler-bazlar konusundaki asit-baz 

bilgilerini ve kimya ºĶrenmeye yºnelik motivasyonlarĔnĔ tespit etmek amacĔyla her iki 

gruba da son-test olarak ¦ABT ve KM¥ ºl­me ara­larĔ uygulanmĔĹ ve aynĔ sekiz 

ºĶrenci ile yarĔ-yapĔlandĔrĔlĔĹ son-m¿lakatlar yapĔlmĔĹtĔr. Uygulama s¿recinde elde 
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edilen veriler doĶrultusunda tanĔmlayĔcĔ ve ­ĔkarĔmsal analizler ger­ekleĹtirilmiĹtir. ¢ok 

deĶiĹkenli varyans analizi (MANCOVA) sonucuna gºre, gruplar arasĔnda istatistiksel 

olarak deney grubu lehine anlamlĔ bir fark tespit edilmiĹtir. AynĔ Ĺekilde, iki grup 

arasĔndaki KM¥ verileri incelendiĶinde deney grubundaki ºĶrenciler lehine istatistiksel 

olarak anlamlĔ bir fark bulunmuĹtur. Sonuçlar cinsiyet a­ĔsĔndan incelendiĶinde, kĔz ve 

erkek ºĶrencilerin asitler ve bazlar kavramlarĔnĔ anlamalarĔ veya kimya ºĶrenmeye 

yönelik motivasyon son-test ortalama puanlarĔ arasĔnda istatistiksel olarak anlamlĔ bir 

fark bulunmamĔĹtĔr. ¥Ķrencilerle yapĔlan m¿lakat verileri ­ĔkarĔmsal analizleri 

desteklemektedir.   

 

Anahtar Kelimeler: 5E ¥Ķrenme Modeli, Kimya EĶitimi, Kimya ¥Ķrenmeye IliĹkin 

Motivasyon, Asitler ve Bazlar 
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CHAPTER I  

 

 

INTRODUCTION  

 

 

 

A recurring issue in science education over 100 years has been a concern with the 

understanding of how students learn and how permanent learning occurs. During 

instructions students are often overloaded with facts; unfortunately, at the end of the 

instruction most of them usually leave the class with very little or no knowledge (Duit & 

Treagust, 2003; Glynn & Duit, 1995). For educators, the important goal is to figure out 

the way how students learn effectively and retain knowledge. Lately, more student-

centered approaches on behalf of active learning and teaching have been used rather 

than traditional teacher-centered methods in which studentsõ participation is just 

copying notes from the board. Many studies in various branches of science reported 

that student-centered approaches are more effective in meaningful learning to be 

occurred and student understanding of scientific concepts are more enduring compared 

to traditional teacher-centered methods. What makes student-centered approaches more 

efficient and powerful than teacher-centered methods? Why students learn more 

efficiently in student-centered approaches compared to traditional teacher-centered 

methods? The answers of these questions were searched throughout the current study. 

Learning is an active process and it is crucial to engage the learner in this process, 

Vygostskyõs belief about the nature of human intelligence was that an individual 

develops its mental abilities while interacting with the world (Gredler, 1992). 

Accordingly, Vygotsky (1986) defined the Zone of Proximal Development (ZPD) as the 

distance between what a child can accomplish with the guidance and without the 

guidance. Vygotskyõs theory reflects that a learner gradually internalizes the new 

knowledge via using signs and symbols and a teacher interact with a learner to generate 

the teaching goals and achieve the tasks. While students construct the new knowledge, 

they are active through tasks through self-talk, inner speech, guided-participation, 

scaffolding, apprenticeships, and peer-interaction. According to Vygotsky, the ZPD 
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concept encourages students to stretch the limits of what they know and can do by 

presenting challenging situations and tasks to promote cognitive development, and 

ZPD is generated during this learning and teaching interactions.  

During in chemistry learning process, students often experience difficulties and 

lack conceptual understanding of basic concepts even though their effort (Ben-Zvi, 

Eylon, & Silberstein, 1986; Krajcik, 1991; Nakhleh, 1992; Osborne & Cosgrove, 1983). 

On the other hand, although students give correct responses to scientific question, they 

often have difficulties in-depth explanation of them (Ben-Zvi et al., 1982; Osborne & 

Cosgrove, 1983). The reason of the difficulties is most probably because of studentsõ 

own conceptions that are differed from those accepted by the scientific community 

(Nakhleh, 1992), labeled as alternative conceptions in this present study. These 

alternative conceptions are obstacles for student learning since students are not able to 

make meaningful connections with their own conceptions and new learned 

conceptions, and they are occurred because of various reasons such as their personal 

experiences, peers, culture and language, real life experiences, media, or lack of 

understanding from the previous school courses; and students bring these pre-existing 

knowledge to the classroom (Ben-Zvi et al., 1986; Fellows, 1994; Hewson & Hewson, 

1983; Nakhleh, 1992). In the current study, acids and bases concepts were investigated, 

which is one of the fundamental topics in chemistry. Students usually find these 

concepts difficult to understand because of the abstract nature of the concepts and 

generally develop alternative conceptions on this topic, such asòall acids are strong 

acids, concentration is the same as strength, a strong acid has a higher pH than a weak 

acid, and strong acids produce more hydrogen when reacted with a metal than do weak 

acids (Ross & Munby, 1991)óor neutralization reactions always resulted with a pH of 7 

(Schmidt, 1991). In order to prevent or eliminate alternative conceptions of students, 

one of the efficient factors is the teaching methods used during instruction.  

Changing studentsõ alternative conceptions is not an easy task to do (DiSessa, 

1982; Posner, Strike, Hewson, Gertzog, 1982). For depth of understanding, students 

should have opportunities to investigate natural phenomena, use their science process, 

higher-order thinking, and critical-thinking skills, and be encouraged to think about 

their pre-existing knowledge. Recently, constructivist teaching strategies have been 

suggested for conceptual and meaningful understanding and prevent student alternative 
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conceptions (Glynn, Yeany, Britton, 1991; Lee & Fraser, 2000; Yager, 1995). Based on 

constructivism, students constructs the knowledge on their own prior knowledge and 

constructivist teachers help them connect new situations to previous ones (Yager, 

1995).  

Various trends have been emerged such as cooperative learning, discovery 

learning, concept maps, conceptual change model, learning cycle and inquiry, and all are 

based on the constructivist approach (Colburn, 2000). The entire constructivist teaching 

strategies aim to enable students for developing their higher-order thinking skills 

through guided or assisted by teachers during learning process (Posner et al., 1982). The 

constructivist strategies are aware of studentsõ prior knowledge and the crucial point for 

them is emphasizing studentsõ alternative conceptions and designing lessons based on 

their existing conceptions (Chi & Roscoe, 2002; Vosniadou, 2002; Yager, 1995) while 

traditional teacher-centered instructions do not consider studentsõ alternative 

conceptions or integrate students in learning process.  

In terms of teaching,òknowledge of science is important if teachers are to be 

effective, not only in teaching science concepts to their students but also in encouraging 

their studentsõ academic curiosity. Science educators today agree that a lack of adequate 

preparation of teachers to teach science often presents serious problems for effective 

science instruction and meaningful science learning in the schools. Specifically, a lack of 

science subject matter preparation and understanding of science concepts on the part of 

school teachers can restrict what they teach and how effectively they teach itó(Anderson 

& Mitchener, 1994; Bruning, Schraw, & Ronning, 1999). Yager (1995) listed some 

strategies used by constructivist teachers such asòencouraging student autonomy, 

initiation, and leadership; allowing student thinking to drive lessons; encouraging 

students to interact with each other; asking students to articulate their theories about 

concepts; looking for students alternative conceptions and design lessons to address any 

of these conceptions which do not represent those held by scientists; and encouraging 

students to connect ideas to phenomena in their daily lives.ó 

The constructivist von Glaserfeld (1989, p.136) stated that òKnowledge is never 

acquired passively because novelty cannot be handled except through assimilation to a 

cognitive structure the experiencing subject already has.ó Based on the constructivists, 

accommodation and assimilation processes are crucial in terms of learning since 
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according to them students are not empty vessels as supported by the behaviorist to 

transmit the knowledge from teachers. Piaget (1985) pointed out distinction between 

assimilation and accommodation and with accommodation to be occurred Posner, 

Strike, Hewson, and Gertzog (1982) proposedòconceptual change model with four 

conditions, which were dissatisfaction with the existing concepts, intelligibility, 

plausibility, and fruitfulness.óIn science teaching, conceptual change approach based on 

constructivism has been underlined in recent decades, in whichòlearners actively 

constructs their own knowledge or understanding, and learning is possible only to the 

extent that the new knowledge is built upon previous knowledge.óFor conceptual 

change to be facilitated, learning cycle model is a common strategy used (Wilder & 

Shuttleworth, 2004). Learning cycle model is based on constructivist learning and 

enables to facilitate conceptual change and meaningful learning. 5E model of 

instruction is extended form of learning cycle in order to be more understandable for 

science teachers (Lawson, 1995). Basically, students explore, explain and expand 

concepts during the learning process and through this process various techniques could 

be used such as analogy, concept mapping, hands-on activities, instructional games, 

minds-on activities regarding to instruction. Therefore in this study, the design of the 

implementation was constructed based on the 5E model of instruction taking studentsõ 

prior knowledge into account and actively involving them into learning process. 

In addition to cognitive perspective of learning process, affective perspective of 

learning process should also be taken into account such as attitudinal or motivational 

process. In other words, for in-depth conceptual understanding not only teaching 

strategies but also it is essential to take studentsõ attitudes, motivation, or self-efficacy 

into account (Pintrich, Marx, & Boyle, 1993). Similarly, for students to be involved in 

the learning process, students should be motivated to learn by arousing their curiosity 

(Liem, 1987; Pintrich, Marx, & Boyle, 1993; Pintrich, 1999). Involving and participation 

in learning process give students motivation to learn, enjoyment, and satisfaction. 

Constructivist teaching strategies engage students to learning process and they 

experience by active participation, which increase student motivation (Ames & Archer, 

1988; Britner & Pajares, 2006; Pintrich, 2003; Pintrich & De Groot, 1990; Schunk & 

Pajares, 2002). Considering this theoretical background in this current study, student 
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motivation to learn chemistry was aimed to be increased via using constructivist 

strategies during the implementation.  

Students in chemistry course should attain a depth of understanding of 

fundamental and a reasonable competence in dealing with chemical problems. Students 

often struggle to learn chemistry, because of possible reasons such as not constructing a 

in-depth understanding of fundamental concepts (Bektas, 2003; Ben-Zvi, Eylon, & 

Silberstein, 1986; Gabel, Samuel, Hunn, 1987; Nakhleh, 1992), abstract nature of 

chemistry (Carter & Brickhouse, 1989), difficulty in understanding the meaning of 

representations in terms of microscopic and macroscopic notions (Ben-Zvi, Eylon, & 

Silberstein, 1986; Novick & Nussbaum, 1978), or difference in conceptsõ daily life and 

scientific meaning (Nakhleh, 1992). In order to deal with student difficulties, Yager 

(2000) suggested that real life events should be on the focus of science teaching and 

learning. In addition, Starnes and Paris (2000) emphasized the importance of engaging 

the minds of students and it was science teachers a key role in motivating students to 

engage in learning. Studies have revealed that students in constructivist learning 

environments where students discover and inquire in chemistry perform better than 

peers in more teacher-centered or text-book-oriented classes on measures of general 

chemistry achievement or skills (Bektas, 2003).  

In addition, it has always been a concern in science education research whether 

girls and boys differ in achievement. Studies in science literature are inconsistent in 

gender differences in terms of achievement. Most studies, which found significant 

gender differences, reported that boys performed better than girls in science courses, 

particularly in physical science (Brynes, 1996; Lee & Burkam, 1996; Linn & Hyde, 1989; 

Steinkamp & Maehr, 1984); however, there are also studies which reported that the 

gender differences are in favor of girls (Anderman & Young, 1994; Britner, 2008; 

Britner & Pajares, 2006). When motivation to learn science is taken into account, some 

studies also reported gender differences favoring boys (Meece, Glienke, & Burg, 2006) 

and particularly, in favor of boys in physical sciences and in favor of girls in biological 

science and chemistry (Steinkamp & Maehr, 1984). Gender difference has also been 

found in terms of self-efficacy beliefs of students. Girls tend to have stronger self-

efficacy in earth and environmental science classes (Britner, 2008); however, some 

studies reported this gender difference in favor of boys (Anderman & Young, 1994; 



 

 

 

6 

 

 

  

Glynn, Taasoobshirazi, & Brickman, 2009; Lau & Roeser, 2002; Pajares, 1996; Pintrich 

& DeGroot, 1990). Gender differences in science mainly can be seen in terms of point 

of interest; girls are generally more interested in biology and chemistry and boys are 

generally more interested in physical sciences (Kahle et al., 1993). In this current study, 

gender difference was also investigated whether girls or boys differ in terms of 

conceptual understanding and motivation to learn chemistry.  

Consequently, the purpose of this study covers high school environment, 

specifically 11th grade high school students. High school education is compulsory in 

Turkiye and science learning is one of the basic subjects in the curriculum content. One 

of the fundamental issues of the curriculum is to educate physically, mentally, morally, 

spiritually, and emotionally stable, constructive, creative, and productive individuals who 

are also healthy in a personality and character, have a broad world view and the power 

of the independent and scientific thinking, respect for human rights, value personality 

and enterprise, and feel responsibility towards society (OrtaºĶretim Kimya Dersi 

¥Ķretim ProgramĔ, 2007).  

To summarize, this study will contribute to Turkish high school studentsõ 

motivation to learn chemistry, their awareness of the importance of learning about 

chemistry, and the role of chemistry knowledge in their daily life. Students will have in-

depth understanding of acids and bases concepts since traditionally these concept are 

difficult concepts to conceptualize; students have a great deal of difficulty keeping 

various types of acids and bases definitions, acids and bases reactions, strength or 

weakness of acids and bases. In addition, students should reveal in-depth understanding 

of some basic concepts such as particulate nature of matter, chemical reactions and 

chemical equilibrium in order to understand acids and bases concepts. 

Therefore, this study focused on the constructivist approach on learning acids 

and bases concepts, which emphasizes that students construct their own knowledge 

through the interaction of what they already know and believe the ideas, events, and 

activities they encounter. Since based on constructivist approach in terms of learning 

process, studentsõ active involvement during the intellectual development is important; 

construction of knowledge happens as connecting new experiences into pre-existing 

ones (Hewson & Hewson, 1983). The purpose of the current study was determined as 

the following:  
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 To investigate whether these is a significant effect of 5E learning cycle 

model oriented instruction as compared to traditionally designed teacher-

centered chemistry instruction and gender on 11th grade studentsõ 

conceptual understanding of acids and bases concepts  

 To investigate whether these is a significant effect of 5E learning cycle 

model oriented instruction as compared to traditionally designed teacher-

centered chemistry instruction and gender on 11th grade studentsõ 

motivation to learn chemistry 

 

1.1 The Main Problems  

The main problem, sub-problems, and hypotheses were stated in this section.  

The purpose of this study is twofold: (1) to investigate the effect of 5E learning cycle 

oriented instruction and gender on high school student conceptual understanding of 

acids and bases concepts and (2) to investigate the effect of 5E learning cycle oriented 

instruction and gender on high school student motivation to learn chemistry. The main 

problems can be given as the following based on the aforementioned purpose:   

1. What are the effects of 5E learning cycle model oriented instruction as 

compared to traditionally designed teacher-centered chemistry instruction and 

gender on 11th grade high school studentsõ conceptual understanding of acids 

and bases concepts?  

2. What are the effects of 5E learning cycle model oriented instruction as 

compared to traditionally designed teacher-centered chemistry instruction and 

gender on 11th grade high school studentsõ motivation to learn chemistry?  

 

1.1.1 The Sub-Problems  

 The sub-problems of the study are as stated below:  

1. Do methods of teaching (5E learning cycle model oriented teaching versus 

traditionally designed teacher-centered chemistry teaching) make difference on 

student conceptual understanding of acids and bases concepts when the effects 
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of the acids and bases concepts pre-test scores and motivation to learn 

chemistry pre-test scores are controlled?   

2. Do girls and boys differ on their conceptual understanding of acids and bases 

concepts when the effects of the acids and bases concepts pre-test scores and 

motivation to learn chemistry pre-test scores are controlled? 

3. Is there any interaction between method of teaching and gender on student 

conceptual understanding of acids and bases concepts when the effects of the 

acids and bases concepts pre-test scores and motivation to learn chemistry pre-

test scores are controlled? 

4. Do methods of teaching (5E learning cycle model oriented teaching versus 

traditionally designed chemistry teaching) make difference on student 

motivation to learn chemistry when the effects of the acids and bases concepts 

pre-test scores and motivation to learn chemistry pre-test scores are controlled?   

5. Do girls and boys differ on their motivation to learn chemistry when the effects 

of the acids and bases concepts pre-test scores and motivation to learn 

chemistry pre-test scores are controlled?  

6. Is there any interaction between method of teaching and gender on student 

motivation to learn chemistry when the effects of the acids and bases concepts 

pre-test scores and motivation to learn chemistry pre-test scores are controlled?  

7. What is studentsõ conceptual understanding on acids and bases concepts before 

and after the implementation?  

8. What is studentsõ motivation to learn chemistry before and after the 

implementation?  

 

1.2 The Null Hypotheses 

The problems aforementioned above were tested with the following hypotheses. 

Hypothesis 1, 2 and 3 are related to main problems and the rest covers the sub-

problems:   
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H01: There is no statistically significant overall effect of teaching methods taking 

into account 5E learning cycle model oriented teaching and traditionally designed 

chemistry teaching on the population mean of the collective dependent variables of 

eleventh grade studentsõ post-test scores of acids and bases concepts and motivation 

to learn chemistry when the pre-test scores of acids and bases concepts and the pre-

test scores of motivation to learn science are controlled.  

H02: There is no statistically significant mean difference between girls and boys on 

the population means of the collective dependent variables of eleventh grade 

studentsõ post-test scores of acids and bases concepts and motivation to learn 

chemistry when the pre-test scores of acids and bases concepts and the pre-test 

scores of motivation to learn science are controlled.    

H03: There is no statistically significant interaction between the methods of teaching 

and gender on the population means of collective dependent variables of eleventh 

grade studentsõ acids and bases concepts post-test scores and motivation to learn 

chemistry post-test scores when the pre-test scores of acids and bases concepts and 

the pre-test scores of motivation to learn science are controlled.   

H04: There is no statistically significant difference between the post-test mean scores 

of students taught via 5E learning cycle model and who taught via traditionally 

designed chemistry instruction on the population means of acids and bases concepts 

post-test scores when the pre-test scores of acids and bases concepts and the pre-

test scores of motivation to learn science are controlled.  

H05: There is no statistically significant difference on the post-test mean scores 

between girls and boys on studentsõ understanding of acids and bases concepts 

when the pre-test scores of acids and bases concepts and the pre-test scores of 

motivation to learn science are controlled.  

H06: There is no statistically significant interaction between methods of teaching and 

gender on studentsõ understanding of acids and bases concepts when the pre-test 

scores of acids and bases concepts and the pre-test scores of motivation to learn 

science are controlled.  

H07: There is no statistically significant difference between the post-test mean scores 

of students taught via 5E learning cycle model oriented teaching and who taught via 
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traditionally designed chemistry teaching on the population means of motivation to 

learn chemistry post-test scores when the pre-test scores of acids and bases concepts 

and the pre-test scores of motivation to learn science are controlled.  

H08: There is no statistically significant difference on the post-test mean scores 

between girls and boys on studentsõ motivation to learn chemistry when the pre-test 

scores of acids and bases concepts and the pre-test scores of motivation to learn 

science are controlled. 

H09: There is no statistically significant interaction between methods of teaching and 

gender on studentsõ motivation to learn chemistry when the pre-test scores of acids 

and bases concepts and the pre-test scores of motivation to learn science are 

controlled. 

 

1.3 Definition of Important Terms  

The terms used in the present study are given below:  

ü Alternative Conceptions: Any student beliefs or ideas about scientific 

concepts that are differed from those accepted by the scientific 

community.  

ü Constructivist Teaching Strategies: Based on constructivist strategies 

studentsõ active involvement during the intellectual development is 

important and construction of knowledge happens as connecting new 

experiences into pre-existing ones, specifically emphasizing on alternative 

conceptions, through the interaction of what they already know and 

believe the ideas, events, and activities they encounter.  

ü Conceptual Change: A meaningful learning process in students by 

emphasizing their pre-existing knowledge, specifically alternative 

conceptions, requiring accommodating concepts (Yager, 2009).  

ü 5E Learning Cycle Model oriented Instruction: A model consisting five 

steps, which are engagement, exploration, explanation, elaboration, and 

evaluation, in order to enhance studentsõ conceptual change.  
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ü Motivation to Learn Chemistry: Studentsõ interest or enthusiasm about 

and willingness to put effort into learning chemistry (Brophy, 1998).  

ü Traditional Chemistry Teacher-Centered Instruction: During this 

instruction, teachers do their teaching in a regular way without any 

intervention, which is usually teacher-centered.  

 

1.4 Significance of the Study 

Today, every citizen is expected to be a scientifically literate person by means of 

being able to understand real life events, having the joy of knowledge about the natural 

world, applying scientific processes in personal life, asking and suggesting reasonable 

solutions for questions, make decisions, be good at social communication, and able to 

use technology. 

Chemistry is such a branch that any event in real life may be explained with the 

help of chemistry. Students encounter many real life events from an early age and they 

relate to what they already know and construct coherent understanding of these events. 

In a situation when students have alternative conceptions, students may experience 

difficulty in understanding of new concepts and when their alternative conceptions are 

identified, chemistry instruction can be modified by constructivist teaching strategies. 

There are many chemistry topics (such as matter, solids and liquids, gases, solutions, 

chemical reactions, chemical equilibrium, acids and bases, electrochemistry, etc.) 

enlighten daily events that are observed in real life. For the detailed explanation in any 

chemistry topic teachers can find related daily events or objects to apply in classroom, 

which can also encourages student curiosity and makes sense why they learn chemistry. 

Conceptual understanding has been a curriculum goal for many years in chemistry 

education. Specifically the final developed curriculum in Turkiye (OrtaºĶretim Kimya 

Dersi ¥Ķretim ProgramĔ, 2007) emphasizes the importance of observation, research and 

doing an experiment in order to develop conceptual understanding and learning. It is 

also mentioned in the curriculum that experiencing real life events, doing a research on 

science and technology, and working collaboratively are further effective factors on 

understanding and learning. Similarly in this study, purposive real life applications were 
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embedded in the implementation process since students experience many substances or 

events related acids and bases concepts in their everyday life.  

Students usually tend to learn factual knowledge presented and tries to grasp the 

knowledge that just they need for exams, without making any meaningful connections 

to what they already know or constructing an understanding of the underlying concepts, 

they only hold their own coherent understanding based on their prior knowledge and 

experience (Nakhleh, 1992; Osborne & Wittrock, 1983). In the case of Turkish high 

school students, students are mostly focused on the university entrance examination 

and performance rather than learning, the important points for them to take high grades 

in exams, make good memorization to answer the questions rather than inquiring for 

scientific facts. Based on studentõs performance expectations, science teachers give little 

attention to develop studentõs inquiry skills, communication skills, expressing their 

ideas, decision-making skills, imagination, creative thinking, attitudes concerning science 

and motivation to learn science, teach about scientific processes to solve problems in 

daily life, integrate science, or apply learned science in real life situations.  

Even students are successful in conventional test, this success does not reveal that 

the studentsõ understandings of given concepts. A student could get a high performance 

by chance and luck factor; which did not reveal meaning learning. The effectiveness of 

applied chemistry instructions was assessed by three-tier acids and bases concept test in 

order to measure studentsõ understanding of chemistry concepts. Two-tier (Tan, Goh, 

Chia, & Treagust, 2002; Treagust & Chandrasegaran, 2007) and three-tier test are 

reported to be more efficient in assessing studentsõ understanding of scientific concepts 

than conventional multiple-choice tests (Eryilmaz & Surmeli, 2002; Pesman & Eryilmaz, 

2010). Teachers may have a better understanding of studentsõ alternative conceptions or 

learning difficulties in required scientific concepts by assessing student understanding 

through three-tier concept tests; therefore, a three-tier acids and bases concept test was 

develop in order to assess studentsõ alternative conceptions and their understanding in 

acids and bases in this current study.  

The main emphasis of this study was to facilitate meaningful learning which 

enables in studentsõ higher levels of understanding of chemistry concepts and promote 

student motivation to learn chemistry. As Vygotsky proposed, in this current study, in 

order to promote both cognitive development and classroom achievement efficiently in 
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students for learning chemistry, collaboratively structured learning/teaching was aimed 

until students were able to accomplish the tasks. Since motivated students are more 

eagerly to involve in class activities, activities that motivate students to learn chemistry 

were aimed to develop as well as taking the importance of social interactions during 

learning and benefits of experiencing firsthand into account. Activities which are taken 

from real-world context were aimed to be developed to make students ensure about 

they are discovering the reasons why they are learning chemistry and how they are going 

to use that knowledge and skills in the future.  

Although the role of constructivist strategies in increasing the comprehension of 

acids and bases concepts has been explored previously, this study has contributions in 

several ways. In the literature, there are not much studies related to increase student 

motivation to learn chemistry and its importance to facilitate conceptual change. This 

study extends previous research by examining the role of hands-on activities, those 

enriched with real life materials and events, have on comprehension and inferential 

learning. This study also makes contributions to other areas of practical and theoretical 

research; such as the research investigating the role that motivation to learn chemistry 

plays in learning. Koballa (1992) suggests that most of the science related attitudes held 

by teachers are acquired incidentally rather than as a result of planned efforts. This 

present study examines the use of hands-on activities embedded in learning cycle 

oriented teaching as planned instructional strategies as a causal factor in improving high 

school studentsõ motivation to learn chemistry. The purpose of the study was to 

investigate the effectiveness of 5E learning cycle model oriented instruction on 

studentsõ conceptual understanding and their motivation to learn chemistry, and to 

provide evidence for studentsõ conceptual understandings of acids and bases concepts 

and motivation to learn chemistry between the experimental and traditional groups. As 

this purpose taken into consideration, this study will contribute to chemistry education 

in terms of chemistry learning to facilitate chemistry learning, stimulate studentsõ 

motivation to learn chemistry, and promote their interest in chemistry. From a 

pedagogical perspective, the findings of this study will have implications for chemistry 

teachers as well as for chemistry teaching in general. 
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CHAPTER II  

 

 

REVIEW OF THE RELATED LITERATURE  

 

 

 

In this chapter, the information is given about alternative conceptions, alternative 

conceptions in acids and bases, theoretical background of constructivism in which 

constructivist teaching strategies, conceptual change approach, 5E learning cycle model 

was given in detail, theoretical background of motivation, motivation to learn, and 

gender differences in science and motivation.  

 

2.1 Alternative Conceptions 

Studentsòown beliefs and formed by their personal experiences with everyday 

phenomena, media, books, parents, siblings, teachers, or peers (Carin & Bass, 2001; 

Driver et al., 1994). The student difficulties are crucial for science education as they may 

persist even after a teaching sequence and work adequately in their everyday lives; 

students may take on board new terms but fail essentially to change their ideas 

(Nussbaum, 1980); studentsõ erroneous ideas may place an entirely different perspective 

on an activity from that anticipated by the teacher (Osborne and Freyberg, 1993); 

students may to appear to have understood the taught ideas or principles but revert to 

their alternative frameworks when faced with new or novel situationsó(Driver, 1983). 

These studentsõ difficulties, incomplete or erroneous ideas have been labeled by many 

terms as the following:  

 Alternative conceptions (Haidar & Abraham, 1991; Gilbert & Swift, 1985 

as cited in Tsaparlis, 1997; Wandersee, Mintzes, & Novak, 1994), 

 Alternative frameworks  (Driver, 1981; Driver & Easley, 1978 as cited in 

Guzzetti, Snyder, Glass, & Gamas, 1993; Driver & Erickson, 1983 as cited 

in Nakhleh, 1992) 

 Childrenõs beliefs (Aguirre, 1978; Catherall, 1981; Nakhleh, 1992; Ross & 

Shuell, 1993), 
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 Childrenõs science (Gilbert, Osborne, & Fensham, 1982 as cited in 

Guzzetti, Snyder, Glass, & Gamas, 1993; Osborne, Bell & Gilbert, 1983 

as cited in Griffiths & Preston, 1992; Harrison & Treagust, 1996; 

Osborne & Freyberg, 1985 as cited in Nakhleh, 1992), 

 Intuitive beliefs (McCloskey, 1983 as cited in Griffiths & Preston, 1992), 

 Intuitive conceptions (Duit, 1995) 

 Intuitive science (Perez & Alis, 1985 as cited in Guzzetti, Snyder, Glass, & 

Gamas, 1993),  

 Misconceptions (Griffiths & Preston, 1992; Nahkleh, 1992) (Griffiths & 

Preston, 1992; Driver & Easley, 1978 as cited in Nakhleh, 1992; Stavy, 

1988; Novak, 1988 as cited in Tsaparlis, 1997), 

 Misunderstandings (Abraham, Grzybowski, Renner, and Marek, 1992; 

Shepherd & Renner, 1982), 

 Naive beliefs (Caramazza, McCloskey, & Green, 1981 as cited in Griffiths 

& Preston, 1992), 

 Naive Conceptions (Champagne, Gunstone, & Klopfer, 1983 as cited in 

Guzzetti, Snyder, Glass, & Gamas, 1993) 

 Preconceptions (Andersson & Smith, 1983 as cited in Griffiths & Preston, 

1992; Driver & Easley, 1978 as cited in Nakhleh, 1992; Eylon & Linn, 

1988 as cited in Tsaparlis, 1997), 

 Spontaneous reasoning (Viennot, 1979 as cited in Griffiths & Preston, 

1992), 

 Student conceptions (Duit & Treagust, 1995),  

 Studentsõ descriptive and explanatory systems (Champange, Klopfer, & 

Gunstone, 1982 as cited in Nakhleh, 1992), 

The term alternative conception, which describesòstudent ideas and their 

alternative frameworks for the organization ofóideas, was used in the current study. 

This usage covers any student beliefs or ideas about scientific concepts that are differed 

from those accepted by the scientific community.  
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2.1.1 Sources of Alternative Conceptions  

Students could hold alternative conceptions in any branch of science and student 

could hold these alternative conceptions from varied sources. Driver (1983;) 

emphasized thatòchildren construct some beliefs about natural phenomena in their 

efforts to make sense of everyday experiences.óThe other possible sources are listed as 

the following (Duit & Treagust, 1995; Harrison & Treagust, 1996):  

 School text books  

 Culture and language  

 Daily usage of concepts  

 Mass Media  

 Teachers  

 Personal real-life experiences  

 Sensual experiences 

 Lack of understandings from previous school courses 

 

2.1.2 Determining Alternative Conceptions  

òDifferent types of assessments are used in science education in order to identify 

studentsõ alternative conceptions such as interviews (Boo, 1998; Montfort, Brown, & 

Findley, 2008; Osborne & Gilbert, 1980; Thompson & Logue, 2006), open-ended 

questions (Calik & Ayas, 2005; Chou, 2002; Tsaparlis & Papaphotis, 2002), concept 

maps (Goh & Chia, 1991), oral-examinations (Hesse & Anderson, 1992), and multiple-

choice questions (Schmidt, 1997; Uzuntiryaki & Geban, 2005), which both have 

advantages and disadvantages in practical usage (Osborne & Gilbert, 1980; Tsai & 

Chou, 2002).  

Multiple-choiceòtests are often more preferable in science classes since they are 

easy to apply and evaluate studentsõ understanding of the related subject; however, 

multiple-choice tests have some limitations in applying such as determining whether a 

student gives a correct response to a test consciously or just by a chance. On the other 

hand, interviews, open-ended questions, or oral-examinations can give more detailed 

information about studentsõ alternative conceptions and their understanding on a 

particular concept, but a large amount of time is needed to conduct interviews, open-
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ended questions, or oral-examinations with many students for generalizing their 

alternative conceptions. Because aforementioned techniques have some limitations for 

practical use in classes, two tier tests are proposed to identify studentsõ alternative 

conceptionsó(Treagust, 1986; Treagust, 1995). In order to strengthen the advantages of 

multiple-choice tests, two-tier tests were developed (Tan, Goh, Chia, & Treagust, 2002). 

First-tier of each question is a conventional multiple-choice question and second-tier of 

the question includes possible alternatives for the response in the first-tier. Two-tier 

tests are such an assessment tools thatòcan make available for teachers or researchers to 

determine studentsõ alternative conceptions and whether a student gives a correct 

response to a question by understanding the related subject since the second-tier of a 

test asks for a reason for the responseóin the first-tier. Therefore, this type of tests 

differentiates student responses from lack of knowledge as well as chance factor. 

Treagust (1995) also suggests that when diagnostic tests are used either at the beginning 

or at the end of a topic, an instructor can identify studentsõ alternative conceptions on a 

related topic and based on these detected alternative conceptions the instructor can 

modify the related lesson plan in order to remedy studentsõ alternative conceptions. 

There are some studies on the development of three-tier test in physics (Eryilmaz & 

Surmeli, 2002; Pesman & Eryilmaz, 2009) and chemistry (Costu, Ayas, Niaz, Unal, & 

Calik, 2007; Kirbulut, Geban, & Beeth, 2010), in which as an addition to two-tiers the 

last third tier is added to ask for whether students are sure about their responses to the 

previous two tiers.  

 

2.1.3 Alternative Conceptions in Acids and Bases  

There are many studies on studentsõ conceptions of acids and bases which report 

that students hold many alternative conceptions in acids and bases concepts through 

their everyday life experiences and students bring them to class (Driver & Oldham, 

1986). Students have a great deal of difficulty keeping various types of acids and bases 

definitions, acids and bases reactions, strength or weakness of acids and bases. The 

origin of student difficulties in acids and bases concepts besides the abstractness of the 

subject (Herron, 1975) could be as well as having alternative conceptions in acids and 

based concepts (Demerouti et al., 2004; Demircioglu, 2005; Hand, 1989; Hand & 

Treagust, 1988; Schmidt, 1997; Sheppard, 1997), the lack of understanding of the 
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particulate nature of matter (Nakhleh, 1994; Nakhleh & Kracjik, 1993; Smith & Metz, 

1996), the various definitions of acids and bases based on different theories (Carr, 1984; 

Schmidt, 1995; Vidyapati & Seetharamappa, 1995; Sheppard, 1997; Furio-Mas et al., 

2005; Kousathana, Demerouti, & Tsaparlis, 2005), or experiencing confusing 

terminology in real  world (Schmidt, 1991, 1995). Therefore, students should reveal in-

depth understanding of some basic concepts such as particulate nature of matter, 

chemical reactions and chemical equilibrium in order to understand acids and bases 

concepts. 

There have been conducted many researches that address studentsõ difficulties 

and alternative conceptions in acids and bases at different level in schools; some of 

which are reviewed below: 

Cros, Maurin, Amouroux, Chastrette, Leber, and Fayol (1986) made a study with 

freshman university students using semi-structured interviews and questionnaire; the 

findings of their study revealed that students were more knowledgeable about acids; 

however, had difficulties in naming three bases, in defining the pH concepts, in 

neutralization reactions, and in connecting their acids and bases knowledge to everyday 

phenomena. Students defined acids and bases more based on Bronsted-Lowry theory 

than Arrhenius theory. The researchers, Cros, Chastrette, and Fayol (1988), conducted 

the follow-up study on the same university students for the next year using a modified 

questionnaire and their findings addressed that studentsõ ideas on acids and bases not 

much changed, still holding difficulties in naming bases. On the other hand, students 

made progress in defining acids and bases and likewise the prior study used more often 

Bronsted-Lowry theory than Arrhenius theory to define acids and bases. The 

determined alternative conceptions by the researchers are basic ones in acids and bases 

concepts therefore they were included into interview schedule and concept test in this 

current study.  

Hand and Treagust (1988) revealed the studentsõ ideas on acids and bases that 

they were: òacids eat materials away, acids can burn you, testing for acids can only be 

done by trying to eat something away, strong acids eat materials away faster than weak 

acids, reactions of acids with metals and carbonates are examples of acids eating 

something away, a base is something that makes up an acid, neutralization is the 

breakdown of an acid or to change from being an acid.ó Hand and Treagust determined 
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these aforementioned alternative conceptions before the topic of acids and bases and 

during the topic students were enabled to do activities, each of which aimed to remedy 

one of the aforementioned alternative conceptions. Before the activity students were 

asked to accept or reject the alternative conception, and then students conducted their 

activity. The researchers used the strategy of conceptual conflict and concluded that this 

strategy was somehow successful in some alternative conceptions, but not effective in 

neutralization and strength of acids. Beyond conceptual understanding, the researcher 

also emphasized that students attitudes toward chemistry improved. A follow-up study 

conducted by Hand and Treagust (1991) revealed thatòstudents taught with the 

conceptual conflict strategy were more successful on the end of semester tests than 

students taught by traditional methods.óThe determined alternative conceptions by the 

researchers are basic ones in acids and bases concepts therefore they were also included 

into interview schedule and concept test in this current study.   

Ross and Munby (1991) conducted a study with high school students on acids and 

bases via concepts maps and interviews; their findings revealed that students hold 

alternative conceptions on acids and bases, such asòall acids are strong acids, 

concentration is the same as strength, a strong acid has a higher pH than a weak acid, 

and strong acids produce more hydrogen when reacted with a metal than do weak 

acids.óThe researchers emphasized that students assumed acids to be more powerful 

and had difficulties in understanding of bases concepts. This study supported the 

findings of Cros et al. (1986) about student difficulties in bases than acids. The 

determined alternative conceptions by the researchers are basic ones in acids and bases 

concepts therefore they were included into interview schedule and concept test in this 

current study. 

Schmidt (1991) search for high school students ideas about the concepts of 

neutralization and specifically whether students assumed that neutralization reactions 

always resulted with a pH of 7. The findings revealed that students understand 

neutralization concept in its original meaning and neutralization reactions always end up 

with neutral solution having a pH of 7 regardless an acid or a base was strong or weak. 

The determined alternative conceptions by the researchers are basic ones in acids and 

bases concepts therefore they were included into interview schedule and concept test in 

this current study. 
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Driver, Squires, Rushworth, and Wood-Robinson (1994) emphasized that 

students were more aware of acids than bases in real-life experiences such as tasting 

sour foods or drinks, or news about the effects of acid rain; however, students were not 

much aware of bases in their everyday life. In order to investigate whether the students 

in this current study were aware of acids and bases in their everyday life, the questions 

on this purpose were developed.  

Nakhleh (1992) conducted a study with high school students in order to get 

student models of matter via semi-structured interviews in which students were asked a 

set of questions about acids, bases, and pH before and after performing a series of 

titrations. This study disclosed another point of view on acids and bases, expressing that 

students had poor knowledge of acids and bases since they had lack of understanding of 

the particulate nature of matter. Additionally, students had difficulties in transforming 

verbal definitions to drawings because of confusion in representations of matter as 

particulate and continuous. Nakhleh and Krajcik (1993, 1994) analyzed groups using 

three different technologies, chemical indicators, pH meters, and microcomputer-based 

laboratories; based on studentsõ concept maps, verbal commentaries and performance 

MBL group differentiated among others in understanding of acids and bases concepts.  

Schmidt (1995) conducted a study with high school students and investigated 

their ideas about Bronsted-Lowry theory. Two alternative conceptions were addressed, 

which wereòstudents confused non-conjugate and conjugate acid-base pairs and also 

regarded positively and negatively charged ions as conjugate acid-base pairs.óIt was 

concluded that these misunderstanding emerged from misleading terminology, likewise 

the prior study of Schmidt (1991).  

Vidyapati and Seetharamappa (1995) interviewed higher secondary school 

students and compiled a questionnaire regarding acids and bases. The researchers found 

that students had an alternative conception that acids and bases reactions always 

resulted in a neutral solution; a similar finding to that of the Schmidt (1991) study. 

Additionally, the researchers argued that students were not able to connected acids and 

bases with real life experiences since they just gave examples of acids and bases from 

their textbooks. Conversely to Cros et al. (1986), it was mentioned in the study that 

students were knowledgeable about bases as much as acids.  
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Smith and Metz (1996) conducted a study with graduate and undergraduate 

chemistry students to evaluate their understanding of acid strength and solution 

chemistry. The findings of students microscopic representations revealed students had 

difficulties in representations although they did not have any problems in solving 

mathematical problems in acids and bases. Students misrepresented ions, bonding and 

dissociation on acid strength though they successfully defined acid strength verbally. 

Some alternative conceptions were reported such as strong acids had strong bonds or 

opposite charged ions attracted strongly, and weak acids ionized partially since having 

weak bonds. The researchers also implied that graduate students had difficulties in 

expressing their representations, especially on the weak acid question. The 

aforementioned alternative conceptions are fundamental in strength of acids and bases 

concepts; therefore, these conceptions were included in the current study.  

Toplis (1998) investigated 12-13 year-old studentsõ ideas about acids and bases via 

interviews and classroom observations of working groups. Similar findings with Cros et 

al., (1986) were found on bases that students had confusions about bases and more 

clear on acids in giving everyday and laboratory examples. Likewise, Driver et al., 

(1994)õs study it was emphasized that the students had difficulties in giving examples 

related to acids and bases from their daily lives.  

Morgil, Yilmaz, Sen, & Yavuz (2002) administrated an acids and bases test, 

including pH, strenght of acids and bases, conjugate acid-base pairs, neutralization, 

indicator, and concentration of acids and bases concepts to pre-service chemistry 

teachers and their findings revealed that pre-service chemistry teachers hold similar 

alternative conceptions with the related literature (Cross et al., 1986, 1988; Ross et al., 

1991; Vidyapati et al., 1995). Demerouti, Kousathana, and Tsaparlis (2004) also 

investigated studentsõ alternative conceptions on 12th grade students and their results 

revealed that students had difficulties in acids and bases concepts such as definition of 

Bronsted-Lowry, dissociation, ionization, and degree of ionization, pH, neutralization, 

and buffer solutions. Lin, Chiu, and Liang (2004) focused to identify student mental 

models on acids and bases concepts and their study emphasized that the mental models 

of high achievers and low achievers differed in being valid in favor of high achievers; in 

addition the researchers concluded that studentsõ alternative conceptions were based on 

their everyday experiences and their previous instructions. Similarly, Demircioglu, Ayas 
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and Demircioglu (2005) conducted a study on studentsõ understanding of acids and 

bases concepts and found similar alternative conceptions with Hand and Treagust 

(1988), Nakhleh et al., (1994) and Ross et al., (1991). In addition in their study, they 

concluded that the studentsõ alternative conceptions were mainly based on their daily 

lives and in order to create meaningful understanding for acids and bases concepts it 

was crucial to embedded real life events into instructions.  

The alternative conceptions found in the literature on acids and bases concepts 

are summarized as the following and some of these alternative conceptions were used 

to develop the acids and bases concept test:  

 Proton donor substances have basic characteristics (Morgil, Yilmaz, Sen & 

Yavuz, 2002)  

 All substances including OH in their formulas have basic characteristics 

(DemircioĶlu, Ayas, & DemircioĶlu, 2005)  

 The strength of acids/bases is related to concentration (Ross & Munby, 1991)  

 The strength of acids/bases is related to pH (DemircioĶlu, Ayas, & 

DemircioĶlu, 2005; Ross & Munby, 1991)  

 The pH value is positively correlated with the number of hydronium ion 

concentration in the solution (DemircioĶlu, Ayas, & DemircioĶlu, 2005)  

 Mixing an acid with a base (without regard to quantities) neutralizes the base 

resulting in a neutral salt solution (Horton, 2007; Zoller, 1990; Schmidt, 1991; 

DemircioĶlu, Ayas, & DemircioĶlu, 2005; Bradley & Mosimege, 1998; Vidyapati 

& Seetharamappa, 1995)  

 Acids are stronger and more dangerous than bases (Ross & Munby, 1991; 

Sheppard, 2006)  

 In neutralization all the H and OH ions are cancelled (Horton, 2007; 

DemircioĶlu, Ayas, & DemircioĶlu, 2005)  

 Mixing equal molar quantities of H3O
+ and OH- to distilled water results in 

neutral water (Horton, 2007; DemircioĶlu, Ayas, & DemircioĶlu, 2005)  

 The strength concept in acids/bases is related with ion interactions (Smith & 

Metz, 1996)  
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 Strong acids do not dissociate because they have strong bonds (DemircioĶlu, 

Ayas, & DemircioĶlu, 2005; Ross and Munby, 1991; Smith & Metz, 1996)  

 The strength of acids/bases is based on the rate of color change in litmus paper  

 As the number of hydrogen atoms increases in the formula of acids/bases, their 

acidity/basicity becomes stronger (DemircioĶlu, Ayas, & DemircioĶlu, 2005)  

 The pH value of a solution is only related to acidic solutions, not about basic 

solutions (or OH- ions): pH is a measurement of the degree of acidity (Cros, 

Maurin, Amouroux, Chastrette, Leber, & Fayol, 1986)  

 Strong acids/bases eat materials away faster than weak acids/bases (Hand & 

Treagust, 1988, p.55)  

 Bubbles or bubbling is a sign of chemical reaction or strength (Nakhleh and 

Krajcik, 1994; DemircioĶlu, Ayas, & DemircioĶlu, 2005; Ross & Munby, 1991)  

 As the number of hydrogen atoms increases in the formula of an acid, its acidity 

becomes stronger (DemircioĶlu, Ayas, & DemircioĶlu, 2005)  

 Acids are more dangerous than bases (Nakhleh & Krajcik, 1994)  

 Acids turn red litmus paper into blue (DemircioĶlu, Ayas, & DemircioĶlu, 2005; 

Bradley & Mosimege, 1998)  

 Bases turn blue litmus paper into red (DemircioĶlu, Ayas, & DemircioĶlu, 2005)  

 Indicators are used to test whether an acid is strong or weak (Bradley & 

Mosimege, 1998)  

 In a titration reaction, a reaction does not occur unless there is an indicator 

(DemircioĶlu, Ayas, & DemircioĶlu, 2005)  

 A neutralization reaction always ends with a neutral solution, without regard to 

strength of acids or bases (Schmidt, 1991; Vidyapati & Seetharamappa, 1995)  

 Weak acids/bases dissociate easily since they have weak bonds (Smith & Metz, 

1996) 

The literature review reveals that students have some ideas about acids and 

bases; however, their ideas are not consistent with the scientists and they generally find 

chemistry abstract, complex and difficult to learn. The literature review revels that 

studentsõ opinions on acids are more than bases and they have many alternative 

conceptions on acids and bases, including definitions of acids and bases, particulate 
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nature of acids and bases, dissociation and ionization, strength of acids and bases, acid-

base neutralization reactions, pH, or indicators. Hence, these aforementioned 

difficulties that students hold are mainly focused in this present study. 

 

2.2 Constructivism  

As mentioned in the previous section, students come into class with their 

previous knowledge which may be inconsistent scientifically, called as misconceptions, 

alternation conceptions, pre-conceptions, naive conceptions, etc. have been widely 

investigated in science education (the term alternative conception is used in the current 

study). The studentsõ alternative conceptions areòoften resistant to change in traditional 

teaching and students form coherent understanding through their invalid conceptual 

structuresó(Driver & Easley, 1978). Since students are satisfied with their own 

alternative conceptions or find new conceptions incomprehensible, students could not 

construct meaningful understanding. For meaningful learning, it is essential for a 

student to realize these alternative conceptions are incorrect and contradict with 

knowledge that scientists accept; when a student is aware of its own knowledge 

contradict with what a teacher talk about, then the meaningful learning occurs (Driver 

& Bell, 1986).  

Constructivist theory emphasizes learning is an active process based on studentsõ 

prior knowledge and for meaningful understanding that it is crucial to develop multiple 

representation of ideas such as texting, symbolizing, graphing, or manipulating materials 

since different students can respond to different way of learning consistent with their 

individual strength. Such representations are translation of studentsõ understanding, in 

which students could make connections between these representations; therefore, 

students integrate their understandings to apply into new situations.  

Constructivist view demands very specific ways of teaching and learning, it is 

crucial to discuss studentsõ pre-conceptions before instruction and teachers act as 

facilitators in contrasting studentsõ ideas with scientific ones. In terms of teaching, it 

could be assumed that òwhat is taught is what is learnedó (Driver & Scott, 1996, p. 106), 

which is not valid for the constructivist approaches. Teachers encourage students to 

inquire, involve actively students in learning process, bring out studentsõ prior 

knowledge, and create friendly classroom environment based on the constructivism 
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(Yager, 1991). Therefore, constructivist approaches are students-centered, give 

emphasis to the applicability of science knowledge in situations in which students are 

interested, give emphasis in teaching nature of science concepts as well as basic ideas, 

replace scientific concepts to studentsõ minds while changing studentsõ alternative 

conceptions, and classroom interaction is essential in science learning. Cognitive conflict 

strategies, underlying Piagetõs disequilibrium, focus on conceptual change by inquiring 

studentsõ existing knowledge and predictions for instructional activity and then 

contrasting their pre-ideas with the experimental results (Dykstra, 1992). The important 

point in cognitive conflict is whether students realize the confliction since it may be 

discrepant for teachers but may not really contradictory for students. 

While restructuring of traditional settings for constructivist approaches, classroom 

climate, studentsõ success, and chemistry content was concerned. The implication 

studies of constructivist theories have been conducted by many researchers, specifically 

conceptual change approach (e.g. Cetin, 2009; Nussbaum & Novick, 1982; Posner, 

Strike, Hewson, & Gertzog, 1982), learning cycle model (e.g. Akar, 2005; Bektas, 2011; 

Ceylan, 2008; Pabuccu, 2008), argumentation activities (e.g. Niaz, Aguilera, Maza, & 

Liendo, 2002; Yalcin-Celik, 2010), meta-conceptual process (e.g. Yuruk, 2005), 

cooperative learning (e.g. Tastan, 2009), concept mapping (e.g. Uzuntiryaki & Geban, 

2005; Yavuz, 2005) etc. In chemistry, constructivist investigations have led to significant 

reorganization of the teaching of such topics as the particulate nature of matter (e.g. 

Bektas, 2011; Gunay, 2005), solutions (e.g. Calik, Ayas, & Coll, 2008), solids and liquids 

(e.g. Calik, 2008), gases (e.g. Azizoglu, 2004; Cetin, 2009), chemical bonding (e.g. 

Pabuccu, 2004; Uzuntiryaki, 2003), chemical reactions (Ceylan, 2004), rate of reaction 

(e.g. Kaya, 2011; Tastan, 2009); chemical equilibrium (e.g. Akkus, Kadayifci, Atasoy, & 

Geban, 2003), acids and bases (e.g. Akar, 2005; Ayhan, 2004), and electrochemistry 

concepts (e.g. Huddle, White, & Rogers, 2000; Niaz, 2002; Tasdelen, 2011). 

Conceptual change approach in taken into account in this current study and as 

mentioned in the previous research is more efficient in conceptual understanding and 

meaningful learning than traditional ones. Conceptual change approaches provide a 

strategy that guides teachers and students in addressing alternative conceptions and 

replacing them with appropriate science concepts that are reflected in the goals of 

instruction.  
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2.2.1 Conceptual Change  

Learnerõs alternative conceptions may persist even into adulthood unless 

reexamining the erroneous ideas. In order to build meaningful learning, studentsõ 

alternative conceptions should be changed with more accurate concepts and 

explanations as proposed in conceptual change model by Posner, Strike, Hewson, & 

Gertzog (1982). The conceptual change research has been a dominant area in science 

education over the past three decades based on the foundations of constructivist 

learning. Although this theory has been subjected to many criticisms, it still remains as 

an enduring subject over the past three decades. During this time, several model of 

conceptual change have been proposed (e.g., Carey, 1999; Chi & Slotta, 1993; diSessa, 

1993; Gopnik & Wellman, 1994; Hewson, Beeth, & Thorley, 1998; Ivarsson, Schoultz, 

& Saljo, 2002; Posner et al., 1982; Vosniadou, 1994). These models of conceptual 

change differ in terms of the researchersõ assumptions about the nature of learnersõ 

naïve ideas and how the process of conceptual change occurs, and their point of views 

vary such as synthetic meaning (e.g., Vosniadou, 1994), alternative conception 

refinement (e.g., Chi & Slotta, 1993); knowledge in pieces (e.g., diSessa, 1993); and 

sociocultural perspective via artifact support (e.g., Ivarsson, et al., 2002). They also 

differ in the extent to which they advocate for the coherence or consistency of naive 

ideas. It can be illustrated that some researchers advocate the extreme theory-like naïve 

ideas (e.g, Gopnik & Wellman 1994) while others advocate the knowledge in pieces 

(e.g., Chi & Slotta, 1993; diSessa, 1988), and some researchers take positions in between 

these two extremes (e.g., Carey, 1999; Vosniadou, 1992). 

Before giving the emphasis on conceptual change, the crucial questions are what 

the learning is and how this learning process occurs; because the nature of studentsõ 

naïve ideas about science is still uncertain. Initially, learning can be defined as the result 

of self-organization and reorganization of existing ideas (Ausubel, 1968) or according to 

Hewson et al., (1998) learning is the increasing the status within the context of learnerõs 

conceptual ecology. In order to construct meaningful learning environment, it is better 

for learners to involve actively in the learning process. During this meaningful learning 

process, learners relate the new information to what they already know, which is known 

as a constructivist approach. However, what make this meaningful learning process 
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difficult is studentsõ alternative conceptions that are their naµve conceptions which are 

not often consistent with scientific phenomena.  

Studentsõ alternative conceptions about science that may be developed via 

interactions with parents, peers, teachers or objects in everyday life and are not 

considered correct from the scientific point of view are often resistant to change. In 

other words, studentsõ naµve ideas based on experience often prevent scientific 

understanding. These studentsõ alternative conceptions in science have shown 

themselves to be useful especially in everyday life, and if they are coherent and 

consistent, it is so hard to change them. Students who possess alternative conceptions, 

it is very difficult for them to achieve further understandings in science. In order to deal 

with alternative conceptions many issues have been stated. One of the strongest 

theories which deal with these studentsõ alternative conceptions is the conceptual 

change. Although the importance of studentsõ alternative conceptions is emphasized, 

teachers are not usually aware of their prior conceptions. Posner et al., stated that 

òteachers can spend a substantial portion of their time diagnosing errors in thinking and 

identifying defensive moves used by students to resist accommodationó (p. 226). 

Teachersõ responsibility in teaching for conceptual change is to help students create the 

dissatisfaction with their own ideas about the topic being studied. Teachers also have 

the responsibility to guide students to grapple with the new conception so that it 

becomes intelligible, plausible, and fruitful. 

In the early 1980s, Posner, Strike, Hewson, & Gertzog (1982) developed a theory 

which is based on Kuhnõs and Lakatosõs philosophical approach and Piagetõs notions of 

assimilation and accommodation and provided a model of how learners might come to 

change their beliefs about a subject matter. Posner et al., (1982) drew an analogy 

between Piagetõs concepts of assimilation and accommodation, a philosopher Kuhnõs 

concept of scientific revolution and ideas of paradigms, and Lakatosõs concept of 

research programs and notion of theoretical hard core ideas. This model takes into 

considerations of both existing knowledge and the content and characteristics of new 

information. Two types of conceptual change were stated by Posner et al. (1982) 

assimilation and accommodation. Assimilation was described as òwhere students use 

existing concepts to deal with new phenomenaó and accommodation was described as 

òthe student must replace or reorganize his central conceptsó. In order accommodation 
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to occur in science education, there are four fundamental conditions to be fulfilled; 

which are (1) must be dissatisfaction with existing conceptions, (2) a new conception 

must be intelligible, (3) a new conception must appear initially plausible, and (4) a new 

concept should suggest the possibility of a fruitful research program (Posner et al., 

1982, p. 214).  

The conceptual change model illustrates learning as the interaction that takes 

place between an individualõs experiences and his/her current conceptions and viewed 

conceptual change as a replacement of theory-like existing conceptions with new 

conceptions. Similarly, Gopnik and Wellman (1994) explained conceptual change on the 

grounds of scientific theory change in line with the ideas proposed by Kuhnõs (1970). 

According to Gopnik and Wellman, if children have ideas that differ with those of the 

scientific community, they are interpreting fundamental facts and experiences about the 

natural world different from how the scientific community sees the world. Gopnik and 

Wellman referred to this position as òtheory theoryó and posited that naµve ideas are 

coherent, unitary, and theory-like. 

A decade later, the initial theory was revised (Strike & Posner, 1992); according 

to original model, the process of conceptual change theory was replacement of theory-

like existing conceptions with new conceptions, but this was much more logical than 

was likely true of individual conceptual change; this view was revised and the 

importance of affective and social issues for conceptual change were emphasized in the 

revised version. Additionally, the authors underlined that the initial version was not 

appropriate for direct application to the classrooms and the importance of facilitating 

conceptual change learning was emphasized.  

Although the conceptual change model has been a useful and productive model 

for both researches and instructional interventions and received great attention in the 

science education literature, the theory has also been subjected to some criticisms. It is 

assumed that studentsõ conceptual knowledge is more coherent than some researchers 

have suggested (e.g., diSessa, 1993) and the assumption of conceptual replacement has 

been questioned. diSessa proposed that there would not be theory change but rather 

theory formation from existing fragments and mentioned on the òknowledge in piecesó 

and made a distinction between novice and expertõs knowledge structures, in that 

novices use òphenomenological primitives (p-prims)ó which are developed from 
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everyday experiences while the knowledge of experts is structured, organized, coherent 

and systematic. He maintained that conceptual change occurred when novicesõ self-

explanatory, isolated and fragmented knowledge structures became organized and 

internally coherent, coming closer to the knowledge structure of experts. On the other 

hand, Chi & Slotta (1993) advocated that the knowledge is more structured that diSessa 

suggested. It was implied that alternative conceptions provide difficulty for the new 

conceptions to be embedded and refinement is done for the new scientific correct 

conceptions.  

When the conceptual chance theory is considered like a theory, everything makes 

sense and it is very logical; therefore, there could not be any reason for conceptual 

understanding not to be occurred if it is implemented as how it should be. However, in 

the classroom environment during the application process no theory really works, 

because students interact with their peers, teachers, family, and even with their 

environment. For this reason, besides considering studentsõ prior knowledge, learnersõ 

affective issues such as attitudes toward a subject, motivation to learn a subject, learning 

strategies, self-regulations, etc. should be also taken into account. Pintrich, Marx, & 

Boyle (1993) criticize the òcoldó view of conceptual change model and gave the 

emphasis on the role of studentsõ intentions in bringing about changes. According to 

Pintrich et al., motivational factors are an integral and critical aspect of learning. 

Therefore, the process of conceptual change in the classroom is influences by individual 

studentsõ motivational beliefs and by peer and teacher interactions. The researchers 

mentioned that personal, motivational, social, and historical factors cannot be apart 

from the process of conceptual change (Pintrich, et al., 1993; Pintrich, 1999). An 

individual studentõs goal for learning and classroom life, his/her self-efficacy beliefs, and 

his/her interest have a significant impact on the conceptual change process.  

There are some critiquing studies on the coherence of naïve ideas side (e.g., 

Carey, 1999; Vosniadou 1992; Vosniadou et al., 2008). For example, Carey (1999) 

approached conceptual change from a cognitive developmental perspective, indicating 

that radical conceptual change involved enrichment types of mechanisms and 

considerable re-organization of concepts. She identified several forms of conceptual 

change such as differentiation and coalescence, and supported the notion of òlocal 

incommensurabilityó by criticizing òradical incommensurabilityó. Framework theory 



 

 

 

30 

 

 

  

approach is another theoretical approach in understanding the process of conceptual 

change (Vosniadou, 1992; Vosniadou et al., 2008). Vosniadou et al. (2008) endorsed that 

naïve ideas were not fragmented instead they formed explanatory coherence. According 

to Vosniadou, using enrichment types of learning mechanisms, students could form 

òsynthetic modelsó causing fragmentation, internal inconsistency and misconceptions. 

She assumed that concepts were embedded in framework theories and she viewed 

conceptual change as gradual lifting of the presuppositions of the framework theory 

allowing the more sophisticated synthetic models.  

On the other hand, there is a sociocultural perspective (Ivarsson, et al., 2002). 

Ivarsson et al. gave emphasis on the artifact mediation based on Vygotskyõs socio-

constructivism, which advocates that learners learn how to use the appropriate artifacts 

during learning process and they view conceptual change as using the mediator artifacts 

in communicating with people. Metacognition which is defined as òoneõs knowledge 

and control of own cognitive systemó (Brown, 1987, p. 66) also plays a crucial role in 

conceptual change through helping learners to recognize the inconsistencies between 

their alternative ideas and the scientific concepts (Pintrich et al. 1993; Vosniadou, 1994, 

2007; Vosniaodu & Ioannides, 1998). Since metacognition provides awareness of 

studentsõ thinking, this awareness can be helpful for studentsõ alternative conceptions 

which can promote dissatisfaction; therefore, students can conceptualize their 

understanding via metacognitive strategies.  

Lately, intentional conceptual change has been focused on, which emphasizes on 

the assumption that in order to change studentsõ alternative conceptions, students 

should be deliberated to change their conceptions (Sinatra & Pintrich, 2003). 

Additionally, another sociocultural form of conceptual change which is called 

òinstruction-based conceptual changeó is introduced by Hatano and Inagaki (2003) 

considering conceptual change as consciously reducing incongruity process. They 

emphasized that conceptual change often occurred as theory change since concepts 

were embedded in theories and if students are intended to review their conceptual 

knowledge, instruction-based conceptual change can be persuaded.  

Nevertheless, obviously with some revisions the Posner et al. (1982) model still 

remains extremely useful; because, the conceptual change gives emphasis on the 

constructivist view of learning, which is believed that students always interpret what is 
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presented to them using their pre-existing knowledge, histories, and typical ways of 

perceiving and acting and mentioned on conceptual ecology. Over the years, based on 

the researches it has been implied that the conceptual change theory helps meaningful 

learning via giving emphasize on intelligence, plausibility and fruitfulness of a new 

concepts; I think, thatõs why, this model has become so popular in last three decades 

and still is an enduring subject in science education.  

There is much research about conceptual change, conceptual change research, 

how to implement this model, but the other important idea what make this theory 

enduring is that generally gives the idea of how learning may occur in learnersõ mind and 

take the consideration of learnersõ conceptual ecology. Many instructional strategies 

which create the conditions that promote the conceptual change such as conceptual 

change texts (e.g. Chambers and Andre, 1997), concept mapping (e.g. Uzuntiryaki & 

Geban, 2005), analogies (e.g. Calik, Ayas, & Coll, 2008), cognitive conflict (e.g. Jaesool, 

Youngjick, & Beeth, 2000), argumentation (e.g. Niaz, Aguilera, Maza, & Liendo, 2002), 

metacognitive strategies (e.g. Yuruk, 2007) etc. have been used in the past three decades 

and the results of these studies imply that most of these instructional strategies are 

mainly successful in promoting conceptual change theory although there are still 

disagreements about theoretical explanations for what changes in the conceptual change 

process (Chi & Slotta, 1993; diSessa, 1993; Ivarsson, et al., 2002; Vosniadou, 1994). 

Posner et al. (1982)õs initial conceptual change theory has evolved through itself since it 

had been published; in other words, it has not broken down and has formed itself and it 

is not òcoldó anymore, additionally has more awareness, regulation, sociality and even 

intention in it. One of the other reasons for the conceptual change theory of being 

enduring can be that this theory stands over the time because it is very apt for 

alterations and every critic make this theory stronger.  

Consequently, more recently conceptual change literature focuses on a need for 

comprehensive learning model that takes cognitive, affective, and metacognitive 

variables into account, which also involves intentional attempt. In addition, there is a 

need for literature how motivational beliefs work on knowledge and intentional process.  
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2.2.2 Constructivist Teaching Strategies  

Constructivist teaching strategies are students-centered, give emphasis to the 

applicability of science knowledge in situations in which students are interested, give 

emphasis in teaching nature of science concepts as well as basic ideas, replace scientific 

concepts to studentsõ minds while changing studentsõ alternative conceptions, and 

classroom interaction is essential in science learning. 

Driver, Guene, & Tiberghien (1985, p.198) stated that conceptual change may 

occur, but this process is a long-term and slow. Students make connections between 

new knowledge and prior conceptions. During making these connections, some 

misinterpretations may occur because of student prior conception in case they are not 

scientifically correct. In other words, in learning process students can come across with 

conflictions due to their prior knowledge and these conflicts may create difficulties in 

learning. In terms of students, in order to integrate new concepts, meaningful 

connections may be encouraged. Promoting for reorganization of conceptions is not 

easy process; students may take part in learning process actively over an extended 

period of time. 

When students are given opportunities to discuss their own ideas with their peers 

in small groups, students are come to realize that they have inconsistent ideas and lack 

of knowledge, which promote them to reconstruct their ideas in a more coherent way. 

This process is known as Socratic questioning (Driver, et al., 1985). Minner, Levy and 

Century (2010) investigated in their meta-analysis study that studentsõ active 

involvement in learning process and discovering knowledge from activities enhance 

more understanding of scientific concepts and conceptual learning comparing to passive 

techniques.  

Traditional teaching strategies usually do not recognize studentsõ conceptions and 

often fail in meaningful learning. Constructivist teaching strategies take into 

consideration studentsõ prior knowledge, mediate the learning process, and lead to 

student understanding. Learning cycle model was used in this current study in order to 

apply constructivist approach for developing student understanding of acids and bases 

concepts.  

 



 

 

 

33 

 

 

  

2.2.2.1 Learning Cycle Model (5E)  

Constructivist theory emphasizes for meaningful understanding that it is crucial to 

develop multiple representation of ideas such as texting, symbolizing, graphing, or 

manipulating materials since different students can respond to different way of learning 

consistent with their individual strength. Such representations are translation of 

studentsõ understanding, in which students could make connections between these 

representations; therefore, students integrate their understandings to apply into new 

situations.  

Learning cycle is supported by constructivist approach since students explore and 

experience concepts and construct their own understanding using daily life events. 

Learning cycle model was developed by Robert Karplus, a professor from the 

University of California at Berkeley, gave emphasis to student exploration for a concept 

using concrete materials, then the teacher invents the concept and enables students to 

apply the concept to a new situations (Carin & Bass, 2001; Krajcik, Czerniak, & Berger, 

1999; Hammerman, 2006). Students encounter scientific concepts that do not make any 

sense to them, and somehow they develop unscientific explanations to these concepts. 

In the exploration stage of learning cycle, students are given opportunities to explore the 

concepts to construct knowledge and develop understanding of them by inquiring, 

doing hands-on activities, and discovering. Therefore, students can integrate real 

meaning to concepts by exploring and engaging in learning process. For students to 

understand scientific concept conceptually, it is crucial for them to have prior 

experiences with concepts in real life; the conceptual invention stage of learning cycle 

enable students to construct knowledge and assimilate new concepts into their prior 

knowledge. Hence, the next stage is concept invention step of a learning cycle; in this stage 

the teacher discusses the scientific concepts and introduces the scientific explanations of 

the concepts to students by using their prior knowledge to make the concepts 

understandable. Since students experience the related concepts in the previous stage, the 

scientific explanations could be less confused for them and could accommodate the 

concepts more easily into their mental structure. The exploration and concept invention 

stages are useful for assimilation and accommodation of the new concepts, in the 

following concept application stage the teacher enables students to recognize the 

importance of knowledge and expand their understanding by engaging them to new 
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situations (Krajcik, Czerniak, Berger, 1999). This stage thus gives opportunities to 

students construct more meaningful knowledge from their previous learning by 

exploring and inventing concepts (Carin & Bass, 2001).  

 

 

 

 

 

 

Figure 2.1 The learning cycle model by Karplus (Carin & Bass, 2001, p.117) 

 

The proposed learning cycle model has been expanded to 5-E model including the 

stages of engagement, exploration, explanation, elaboration, and evaluation. In the 

engagement stage, teacher seeks for studentsõ prior knowledge related to the concepts, 

which aims to give opportunities to students to think about the concepts to be learned 

by using analogy, telling a story, reading an article, or recalling their prior experiences 

and knowledge. Discrepant events can also be conducted in the engagement stage or 

beginning of the topic to capture the attention of the students since the unexpected 

events can stimulate student curiosity and interest, which would promote student 

motivation to learn. Additionally, discrepant events are more likely to be remembered 

for a long time because of intellectual engagement because engaging students in learning 

makes learning meaningful and improve student ability to recall knowledge. In this 

stage, studentsõ alternative conceptions could also be identified. The teacherõs role is to 

create interest and generate curiosity and the studentsõ role is to find out what they 

know about the topic and find answers for questions.   

In the exploration stage, as mentioned in the learning cycle, students develop their 

own understanding by exploring. The teacherõs role is to encourage students to find 

answer to questions, observe and listen to students while interacting, direct probe 

questions, and act as a consultant for students. The studentsõ role is to test predictions 

and form new ones based on activities, and discuss results with peers.  
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In the explanation stage, the teacher gives scientific explanations for the related 

concepts by creating meaning through reflection and discussion, which is similar to 

concept invention stage in the learning cycle. In addition, students are allowed to 

explain what they discovered and learned, in which studentsõ possible alternative 

conceptions and discrepancies could be identified. The teacherõs role is to encourage 

students to explain concepts and definitions in their own words, ask studentsõ 

evidences, provide definitions and explanations by using studentsõ prior knowledge and 

experiences. The studentsõ role is to explain possible solutions using their observations 

from conducted activities, pay attention to peerõs explanations, and try to comprehend 

explanations.  

In the elaboration stage, students develop their understanding of the concepts by 

engaging in new situations such as telling a story, creative drama, production creation, 

demonstration, or model building; which is similar to concept application in the learning 

cycle. Students find more opportunities to learn through further investigation and 

research for making connections to student lives and interests, such as personal, family, 

community, national, or global issues. The teacherõs role is to encourage students to 

apply the concepts and skills in new situations and expect students to use scientific 

definitions. The studentsõ role is to apply new concepts, definitions, and explanations in 

new situations by using previous information, draw reasonable conclusions from 

evidence, and check for understanding among peers.  

 

Figure 2.2 The 5E learning cycle model 
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In the evaluation stage, students are evaluated from the given concepts through 

reflective writing, applications of knowledge, sharing ideas and insight. The teacherõs 

role is to observe students through applying new concepts and skills, assess studentsõ 

knowledge and skills by asking open-ended questions, and look for evidence whether 

students have changed their thinking. The studentsõ role is to answer open-ended 

questions by using their observations, demonstrate an understanding of concepts, and 

evaluate their own progress (Carin & Bass, 2001; Hammerman, 2006; Krajcik, Czerniak, 

& Berger, 1999). The general view and stage interaction of 5E learning cycle model is 

given in the Figure 2.2.  

Learning cycle model supports Vygotskyõs (1986) social constructivist theory 

emphasizing on scaffolding and studentõs ZPD for development as well as Ausubelõs 

(1963) meaningful learning theory emphasizing on student activity in learning process 

through meaningful learning strategies (Marek, Gerber & Cavallo, 1999). The studies 

conducted on learning cycle model revealed that the learning cycle model was effective 

instruction on studentsõ conceptual understanding than teacher centered traditional 

instruction (e.g. Akar, 2005; Bektas, 2011; Campbell, 2000; Ceylan, 2008; Cavallo, 

McNeely, & Marek, 2003; Garcia, 2005; Hanuscin & Lee, 2007; Lindgren & Bleicher, 

2005; Musheno & Lawson, 1999; Pabuccu, 2008). Some of these studies were detailed 

as the following. Bektas (2011) applied 5E learning cycle model instruction with 

analogy, role playing and concept mapping over traditional instruction in order to 

investigate whether there was any significant difference on student understanding in the 

matter concepts on tenth grade students and the quantitative and qualitative results 

revealed that there was a significant conceptual understanding in favor of students in 

learning cycle group. Similar results were stated in the study of Ceylan (2008) for matter 

and solubility concepts and Akar (2005) for acids and bases concepts.  

Another study, which investigated the effect of learning cycle model, was the 

study of Cavallo et al. (2003) and the researchers studied ninth grade studentsõ 

understanding of chemical reactions. The qualitative results of open-ended questions 

indicated that students instructed through learning cycle revealed significant 

understanding of concepts. In another study by Hanuscin and Lee (2007), pre-service 

elementary teachers were taught the learning cycle model using a learning cycle and pre-

service teachersõ ideas about teaching and learning changed as developing understanding 
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of usage of the instruction. Musheno and Lawson (1999) tested the student 

comprehension of science concepts through the learning cycle and traditional text and 

they found that the restructuring the text based on the learning cycle was more efficient 

and comprehensible for high school students in term of reasoning ability.  

 

2.3 Motivation      

It is obvious that when students are lectured on a subject, they are overloaded 

with facts. However, at the end of the lesson most of the students learn very few things 

or may be nothing. The important thing is to find the way that by which students learn 

more effectively and endure the knowledge. Learning is fun and exciting, at least when 

the curriculum is well matched to studentsõ interests and abilities. Learners are 

motivated when they have the background and the desire to learn. Motivation is one of 

the most important components of learning in any educational environment (Maehr, 

1984). Because everyone has different needs, goals, and different personalities, 

motivation is not the same for everyone. Students, in a same course of instruction, can 

be even motivated differently at different times. 

The field of motivation in education is so broad and rich; many definitions of 

motivation have emerged from the various theoretical approaches to motivation. 

Behavioral theories describe motivation òas a change in the rate, frequency of 

occurrence, or form of behavior (response) as a function of environmental events and 

stimulió (Schunk et al., 2008, pg.20). Motivation is viewed more like the frequency of 

behaviors; more motivated students are more likely to engage in tasks then less 

motivated students. In terms of implication, according to behavioral theories teachers 

should arrange the classroom environment as the way that students can respond 

properly to stimuli. Reinforcing the behavior makes it more likely to occur in the future, 

but punishing the behavior makes it less likely to occur. In contrast, cognitive theories 

describe motivation òis internal; we do not observe it directly but rather its products 

(behaviors)ó (Schunk et al., 2008, pg.21). Motivation is the role of mental structures and 

the process of information and beliefs; in addition, different cognitive theories give 

emphasize on different processes such as attributions, perceptions of competence, 

values, affects, goals, and social comparisons. In view of the implication process, the 
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cognitive theorists say that teachers should do instruction considering studentsõ mental 

process and taking into account variables that affect their thoughts and behaviors.  

The humanistic theory, Maslowõs needs hierarchy theory, developed by 

psychologist Abraham Maslow (1954) reported that people have an innate desire to 

satisfy a given set of needs and these needs are arranged in a hierarchy of importance, 

with the most basic needs at the foundation of the hierarchy. There are five levels in 

this hierarchy: (1) Physiological (lower level) (2) Safety (lower level) (3) Love and 

belongings (higher needs) (4) Esteem (higher need) (5) Self-Actualization (higher need). 

Maslow emphasize that to be able to get upper level, the lower level should be first 

satisfied. Students will not be ready to learn if they have not had their lower level needs 

met. Children, who are sent to school hungry or tired or feel unsafe or cold in school, 

are not able to learn or are less creative when working on classroom activities. Based 

upon Maslowõs theory, humanists currently investigate self-determination which òis the 

ability to have choices and some degree of control in what we do and how we do itó 

(Deci & Ryan, 1985). When people are in charge of something and achieve to do it, they 

feel happy.  

According to Dweck & Elliot (1983) motivation directs individuals toward certain 

goals. In addition, according to Maehr (1984), motivation increases individuals' energy 

and activity levels. Furthermore, Eccles and Wigfield (1985) found that motivation 

affects the learning strategies and cognitive processes individuals employ. Afterwards, 

according to Stipek (1988) motivation also promotes initiation of certain activities and 

persistence in those activities. In the goal setting theory perspective, there are two types 

of goals of students, learning goals and performance goals (Meece, Blumenfeld, & 

Hoyle, 1988). Students with learning goals are mainly interested in mastering the task 

and they are not interested in how many mistakes they made. On the other hand, 

students with performance goals mainly compare their grades with others and choose 

tasks that are easy in order to maximize their grades. 

It has been found that the term of motivation has many definitions based on 

different approaches. Mainly, it can be defined as òan internal state that arouses, directs, 

and sustains studentsõ behavioró (Glynn & Koballa, 2006). From the educational 

perspective, motivation can be defined as any process that activates and maintains 

learning behavior. If the behavior is done by personõs own desire, interest, and curiosity 
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is intrinsic motivation; if the behavior is done to get an end or reward is extrinsic 

motivation. In addition, goal orientation, self-efficacy, self-determination, and anxiety 

are the other components of the motivation (Pintrich and Schunk, 1996). Additionally, 

Pintrich and Schunk advocate that these motivational components are influenced by 

classroom environment. Therefore, classroom strategies play a vital role in a studentõs 

motivation to learn. 

 

2.3.1 The history of motivational studies in science education 

The motivation concept in education literature has a long history. Questions 

about why students engage in, pursue, and accomplish certain goals or tasks, or why 

they avoid others, have been the subject of scholarly inquiry since the writings of 5th-

century BC Greek philosophers such as Plato and Aristotle. The motivation concept 

was usually a topic under psychology until the beginning of the twentieth century; but, 

nowadays it is a separate topic of study. The studies on motivation can be found from 

the distant past, which are mainly about a state of mind considering the human 

psychology. The studies publishes in those years did not really mention about the 

educational psychology, instead they gave emphasizes on human psychology such as 

individualõs will, volition, and instincts. One of the earliest studies on motivation in 

education is McDougallõs study (1926, as cited in Schunk, Pintrich, & Meece, 2008) that 

made emphasizes on studentsõ curiosity and mentioned the importance of linking the 

school activities to studentsõ curiosity. 

The intermediate past motivational studies in science education (from 1930 to 

1954), motivation construct has been started to be thought as one of the proponents of 

learning. Hull (1943), advocated that motivation as an arousal state did not really guide 

or control the behavior but can be instinctive. There are still studies on psychological 

theories of motivation; but some theories such as reinforcement theories and need and 

cognitive theories made some contributions to education literature. Maslow (1954) 

proposed a hierarchy of needs, these needs imply that the lower needs are deficiency 

needs such as hunger or safety and the higher needs are growth needs such as need to 

achieve or need to realize oneõs potential. However, no empirical studies related to 

science education were conducted.  
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The recent past motivational studies in science education (from 1955to 1980), 

motivational studies in psychology has gained momentum. McClelland (1955) studied 

on thoughts, feeling and behaviors. The researcher advocated that the thoughts, feeling 

or behaviors were described like guided, goal-oriented, or persistent. Cognitive 

dissonance theory which is in some respects similar to disequilibrium in Piagetõs theory 

of cognitive development was developed by Leon Festinger (1957). Festinger suggested 

that if the appropriate amount of disequilibrium can be created, this will in turn lead to 

the individual changing his or her behavior which in turn will lead to a change in 

thought patterns which in turn leads to more change in behavior. Based on the intrinsic 

motivation theory (White, 1959) when a learner learns something new or succeeds in a 

challenging task, she/he feels satisfaction; therefore, in future the learners can be more 

willingly to engage activities. It was reported that intrinsic motivation theory would be 

one of the most researchable subjects that promote effective learning and achievement 

environment. The other theory developed during this time period was expectancy 

theory (Vroom, 1964). This theory proposed that in order to motivation to occur, 

expectancy, instrumentality, and valance components must be present. Another 

cognitive approach which was developed during this time period was attribution theory 

(Weiner, 1974). This theory proposes that every individual tries to explain success or 

failure of self and others by offering certain "attributions." This theory proposes that 

the motivational determinants of a personõs behavior are causal explanations of prior 

action outcomes. On the other hand, there were also some criticisms related to these 

theories. Maslowõs (1954) hierarchy theory was based on need theories of motivation 

and a helpful motivational model, but some studies reported that students did not 

always act like Maslowõs hierarchy. Wahba & Bridwell (1976) reviewed 17 studies and 

reported that there was little evidence for the ranking of needs like Maslow described or 

no clear evidence that human needs are classified into five distinct categories. 

Conversely, there have not any studies related to science education published in this 

time period, but intrinsic and extrinsic motivation, attribution, and expectancy theories 

has broadened and has been applied in educational settings.  

The recent motivational studies in science education (from 1980 to present), 

studies on cognitive and psychological science has become common place in recent 

years. There were studies solely on cognitive science and psychology before 1980s, but 
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psychological science studies that consider both cognitive and affective domains in 

science education are not so old. The studies mainly all influenced by the work of 

previous researchers. The theoretical studies have made an influence on educational 

studies and psychological studies integrated into cognitive science literature. More 

recently, studies integrated cognition and motivation and have been started to an 

integrative study instead of solely studying cognition and motivation. During this time 

period, some other theories were also developed such as Deci and Ryan (1985) self-

determination theory advocates that students in particular need to feel competent and 

independent. More self-determined students are more likely to achieve at a high level 

than less self-determined motivation and if students are less self-determined motivation, 

it is hard for them to feel intrinsically motivated. In addition, if students believe they 

will fail, they do not even try to achieve the task. Furthermore, Bandura (1986) 

highlights self-efficacy that refers to beliefs concerning oneõs capabilities to learn or 

perform behaviors at designated levels. Based on Bandura, high self-efficacy beliefs are 

related to choosing desired goals, applying string effort to achieve these goals, and 

enduring these goals even there are difficult. When science teachers use the term self-

efficacy, they are referring to the evaluation that a student makes about his/her personal 

competence to succeed in a field of science. Studentsõ judgments of their self-efficacy in 

particular areas of science have been found to predict their performance in these areas. 

In terms of need theories, Neher (1991) critiqued Maslowõs hierarchy theory and 

mentioned that students may deny themselves of sleep in order to study for a test or 

become so engaged in an activity that they forget about their fatigue, hunger, or 

personal problems. 

Therefore, hypothetically it can be concluded that motivation can have several 

effects on how students learn science and their behaviors; such as motivation can direct 

behavior toward particular goals, lead to increase effort and energy, increase persistency 

of activities, determine what consequences are reinforcing, and lead to improve 

performance. In science education, qualitative and quantitative studies have been 

conducted to observe classroom environments on student motivations to learn science 

based on different motivational theories. More recently, theories have broadened and 

have been applied to educational settings and in science education field. In the 1980s 

motivational studies has been started to integrate into science education, which were 
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mainly about motivational factors that affect on students achievement and classroom 

environment. For example, Nussbaum & Novick (1982) studied on curiosity construct 

in science classrooms and advocated that students are more interested in solving the 

conflicts as the curiosity of students increased. Ames & Archer (1988) made emphasize 

that there had been some research on classroom climate but much of these studies 

studied student achievement as the outcome measure. The researchers implied that 

studentsõ perceptions of classroom climate were related to specific motivational 

variables such as interest and self-regulated learning.  

At the beginning of the 1990s some theoretical studies have been published that 

mentioning about it was not proper to study just on cognitive domain in instructional 

studies, affective domains such as motivation and attitude should be taken into 

consideration. For example, Allen and Dietrich (1991) examined the student differences 

in attributions and motivation toward Earth Science. The results revealed that there was 

a shift in attributions and motivation toward effort of low achieving students; especially 

female students made more shifts in attributions toward effort than males. The 

researchers suggested improving the level and quality of science understanding for a 

broader ability range of high school students. In addition, Ames (1992) advocated that 

student motivation and related outcomes were sensitive to characteristics of the learning 

context, including teachersõ instructional practices as well as school and classroom 

climate. Furthermore, Ames suggested that classroom tasks should be meaningful and 

relevant to studentsõ lives; therefore, students can relate their lives to classroom content 

and they can understand the content more meaningfully. Pintrich, Marx and Boyle 

(1993) mentioned on the relationship between motivation, cognition, and classroom 

environment; afterwards, motivational studies have momentum in science education 

literature. Pintrich et al. made contributions to the literature on conceptual change 

which takes an important role in science education literature. They argued that the 

conceptual change process is not just cold process; instead that process is hot which is 

influenced by factors such as the choice to engage in the task, the level of engagement 

in the task, and the willingness to persist at the task which are all components of 

motivation. Pintrich and his colleagues made emphasize on the relationship between 

cognition and motivation and this study is one of the fundamental studies that advocate 

the relations of cognition and motivation and how these relations operate in educational 
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contexts. Afterwards, many researchers support this view. Pintrich, Smith, García, and 

McKeachie, (1993) developed a questionnaire that measure several motivational 

constructs such as intrinsic value of learning, self-efficacy, text anxiety, studentsõ 

strategy use, and self-regulation. The Motivated Strategies for Learning Questionnaire 

(MSLQ) has been used with different level students (from late elementary to secondary 

school) and become one of the most widely used measures of motivation and self-

regulation in studies around the world.  

Moreover, Anderman and Young (1994) studied the individual and classroom-

level differences in motivation and strategy usage in middle school science based on 

self-efficacy, goal orientation, expectancy, value, and self-concept of ability concepts in 

science. Their results revealed that the usage of ability-focused instructional practices 

was not effective learning strategy. House (1994) made emphasize on the importance of 

studentsõ initial motivation and their results reveal that the predictors of overall grade 

performance in chemistry are studentsõ academic self-concept and achievement 

expectancies. Roach and Wandersee (1995) conducted a study for teaching science via 

historical vignettes. The results revealed that the usage of interactive historical vignettes 

link primal and contemporary science by doing emphasize on nature of science and 

students were more motivated to learn science. Czerniak (1996) researched the 

relationships between success in a science fair and self-concept, parental influences, 

motivation, and anxiety. The results reveal that parental influences had significant effect 

on studentsõ success. However, this parental pressure did not motivate students 

intrinsically. Smist and Barkman (1996) studied the effectiveness of a middle school 

science curriculum designed to motivate students to learn science by studying the 

patterns of human. Their results revealed that the ability to recognize patterns was not 

equal for all learners that can be improved through instruction and they found gender 

difference that female students were more interested in science. Howard and Boone 

(1997) conducted a study to enhance students and enjoyment of experimental science. 

The results reveal that when students were aware of the class science is connected to 

real science; they were more motivated to learn science.  

Afterwards, theoretical motivational constructs such as interest, intrinsic and 

extrinsic motivation, self-efficacy, interest, goal-directed behaviors have been studied 

and how these constructs affect on student learning have been investigated. For 
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example, DeBacker and Nelson (2000) explored the relationships among motivational 

variables based on goal-setting theory and reported that students who value science 

have high perceived ability in science. In other words, higher achieving students 

reported higher learning goals scores than did lower achieving students in both physical 

and biological sciences. The gender difference was also analyzed and in both physical 

and biological sciences, female had more future goals than boys did. One of the other 

components of self-determination has been researched and it has been reported that 

students are more motivated when they feel in charge of control of their behaviors. For 

example, Black and Deci (2000) reported that college chemistry studentsõ performance 

was influenced of their perceptions of self-determination.  

Until present, many qualitative and quantitative studies have been conducted how 

motivational constructs affect on science learning, and about changing the classroom 

environment based on motivational strategies and how these changes effect on students 

motivation to learn science. For example, Mazlo, Dormedy, and Niemoth-Anderson 

(2002) conducted a study in the lab and examined four types of motivational methods. 

The authors advocated that the quiz group made more significant and positive progress 

than scheduled presentation group, unscheduled presentation group, or control group 

and imply that the students in quiz group put effort into understanding the lab before 

the class to improve their quiz scores. In addition, Sinatra and Pintrich (2003) advocated 

that the studies mainly stressed on cognitive and developmental factors, but maintained 

that the conceptual change researches have been experienced a warming trend. The 

authors advocated that motivation is an important factor in the conceptual change 

process and introduced òintentional conceptual changeó. The differences between 

intentional conceptual change process and the traditional conceptual change are that the 

intentional conceptual change is goal-directed and under the studentõs control and in 

order to bring a change in knowledge has regulation of cognitive, metacognitive, and 

motivational process. Pintrich (2003) also advocated for the importance of scientific 

motivation and using motivation perspective in educational context would advance the 

field. Additionally, Pintrich conclude that in order to facilitate motivation, cognition and 

learning in science classrooms the understanding of student motivation should be 

improved. According to student and classroom environment instructional design can be 

developed or adapted considering studentsõ self-efficacy, interest, values, and goals. 
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Similarly, Flowerday, Schraw, and Stevens (2004) studied on interest component and 

advocated that because while emphasizing on interest, it gives attention to classroom 

events, studentsõ engagement and their use of deep learning strategies have been 

increased.  

The process of motivating students, individually or in groups, means that a 

teacher takes into consideration studentsõ feelings, values, experiences, and their needs; 

because, motivation to learn is something that a teacher does with students, it is not 

something that a teacher does to students. In terms of behavioral theories, the studies 

are mainly on concepts such as incentive and reinforcement in science education. 

Koballa and Glynn (2007) gave an example on incentive and reinforcement; the 

promise of a field trip to a quarry to study rock strata could serve as an incentive for 

students to perform well on a geology test. Participation in the trip itself could be the 

reinforcement. On the other hand, some potential problems with the use of incentives 

and reinforcements have been reported. One major problem was that the students may 

not develop intrinsic motivation to learn. In some conditions, when students were 

offered incentives for doing tasks they naturally find motivating, their desire to perform 

the tasks can decrease (Cameron & Pierce, 2002; Deci, Koestner, & Ryan, 1999).  

More recently, many studies were conducted to analyze studentsõ motivation to 

learn science in different levels (elementary, high school, or college) based on different 

motivational theories (goal-setting theory, Maslowõs need hierarchy theory, expectancy 

theory, reinforcement theory, or attribution theory) considering different motivational 

constructs (anxiety, intrinsic and extrinsic motivation, goal-directed behaviors, self-

regulation, self-efficacy). The studies have revealed that understanding studentsõ 

motivation to learn science would be possible as much as it is determined about their 

source of motivation to learn science. Hence, besides doing the quantitative studies, the 

qualitative studies are important to analyze the studentsõ sources of motivation. 

Additionally, the factors such as anxiety, curiosity, intrinsic and extrinsic motivation, 

self-efficacy, attitude, self-determination, goal-directed behaviors, self-regulation, and 

needs that influence studentsõ motivation have also been analyzed in science educational 

studies.  
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2.3.2 Motivation to Learn  

It has been recognized that motivation can be one of the many causes of 

learning based on the researches on learning; considering from this point of view 

motivation is causation of affective and cognitive domains. The components of learning 

have also been analyzed and this issue is still an enduring subject searching the 

questions such as how the learner learns, what factors affect this learning, and what 

factors affect the achievement. Many different factors such as student profile, teacher 

profile, climate of school buildings, authorization and management in school affect 

student motivation (Pintrich & Schunk, 2002). However, the scope of this study covers 

solely student motivation to learn chemistry.  

Classroom environment is important in motivation to learn science and 

motivation has a vital role in student learning and achievement. Many different tasks 

that are challenging but achievable can be fostered in class in order to increase student 

motivation to learn science. Relevance also promotes motivation, as does 

"contextualizing" learning, which is, helping students to see how skills can be applied in 

the real world. Tasks that involve "a moderate amount of discrepancy or incongruity" 

are beneficial because they stimulate students' curiosity, an intrinsic motivator. In 

addition, defining tasks in terms of specific, short-term goals can assist students to 

associate effort with success. Extrinsic rewards, on the other hand, should be used with 

caution, for they have the potential for decreasing existing intrinsic motivation.  

Learning is inherently a social activity according to Pintrich and Schunk (2002). 

Students are intrinsically motivated when they engage in activities (Wigfield, Eccles, & 

Rodriguez, 1998). Jerome Bruner, cognitive psychologist, stated that natural world was 

interesting for children; hence, they were willingly to learn about everyday phenomena 

and children expressed intrinsic motivation when they were engaged in learning process 

by doing and discovering, which enhance meaningful learning (Carin & Bass, 2001). 

Carin and Bass (2001) underlined teachersõ role of enhancing opportunities for students 

to realize how to use the knowledge and skills they have learned in daily life.  

In studies it is stated that using learning cycle is effective method in student 

conceptual understanding and meaningful learning; additionally, it has been often 

implied that learning cycle can improve student motivation to learn. The studies based 

on the constructivist learning have suggested that the constructivist learning 
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environment help to improve student motivation to learn (Ames, 1992; Anderson, 

2003; Fosnot, 1996; Kim, 2005; Lawson, 2002; Pintrich, Marx, & Boyle, 1993); Pintrich 

& Schunk, 1996; Palmer, 2005; Turk, 2008). Therefore, it is expected that the learning 

cycle model promotes motivation to learn since learning cycle is based on the 

constructivist learning and connected to conceptual change; however, a few empirical 

studies have been found which investigated for the effect of learning cycle on student 

motivation to learn (Atay, 2006; Ceylan, 2009). Specifically, the engagement stage of 5E 

learning cycle is meant to improve student motivation to learn via discrepant events, 

real world applications about which students are familiar and presenting scientific 

concepts in the context of real world events, or encouraging group and class 

discussions. 

 

2.3.2.1 Determination of Student Motivation to Learn  

Student motivation can be determined using both qualitative and quantitative 

techniques. Interview with students is one of the frequent qualitative techniques that 

can be used to determine student motivation. Students can also be asked to write a self-

report on their motivation. Questionnaire is one of the quantitative techniques that can 

be used to determine student motivation.  

 

2.4 Gender Differences  

Recently, gender differences in science education constitute issues of considerable 

interest. Studies on gender differences in education have been generally conducted in a 

threefold purpose, psychologically (researched have been done to analyze whether 

students are educated unequal regarding affective domain), schooling (researches have 

been done to find out whether there is any gender inequality on school aspect), and 

sociologically (research have been done to examine whether there is any gender 

inequality in society). This study focuses on the gender difference in science education 

in terms of affective domain; specifically, whether student motivation differs in terms of 

brain-type despite of a descriptive variable gender.  

It has always been a concern in science education research whether girls and boys 

differ in achievement. Although gender equity is aimed in science education, science-
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related fields have stereotypically been considered as a masculine domain. This 

traditional attitude might not be dominant in recent years; however, gender differences 

issue is still popular in science education literature. Studies in science literature are 

inconsistent in gender differences in terms of achievement. Most studies, which found 

significant gender differences, reported that boys performed better than girls in science 

courses, particularly in physical science (Brynes, 1996; Lee & Burkam, 1996; Linn & 

Hyde, 1989; Steinkamp & Maehr, 1984); however, there are also studies which reported 

that the gender differences are in favor of girls (Anderman & Young, 1994; Britner, 

2008; Britner & Pajares, 2006). Walding, Fogliani, Over & Bain (1994) made a research 

on how high school students gave response to chemistry question and they found that 

in some question, especially in computational ones, boys gave more correct answers. 

Besides, Weinburgh (1995) made a research on gender differences in student attitudes 

towards science from 1970 to 1991 and found that student attitude was correlated with 

student achievement in favor of boys. Interestingly, the later studies often address the 

gender difference was in favor of girls compared to the previous research which often 

pointed out the difference was in favor of boys. In other words, it is seen that the 

gender gap in achievement against girls has decreased. However, it is clear that the 

gender difference in science education still exists. Consequently, researchers argued that 

the important point was not reporting the gender difference instead further studies 

should be done in order to investigate the ideas behind this gender difference, such as 

gender bias within science classroom, student attitudes towards science, student 

motivation to learn, experience in childhood, or student ability.  

Studies also emphasized, besides educational achievement, it is possible to observe 

the gender differences in occupation selection. The importance of role models has been 

noted, especially when students are in the situation of a career choice (Jacobs & Bleeker, 

2004; Simpson & Oliver, 1990). Research reveals that girls are still less likely to choose a 

career in science than boys and are still holding negative attitudes toward science (Jones, 

Howe, & Rua, 2000; Weinburgh, 1995). Lau and Roeser (2002) argued that the lack of 

participation of females in male-dominated careers was due to their low self-efficacy. 

Likewise, other studies have also reported the effect of self-efficacy beliefs in career 

choice. Their findings reveal that self-efficacy beliefs of students influence or limited 

their occupational interest (Ji, Lapan, & Tate 2002; Lau & Roeser, 2002; Zeldin, Britner, 
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Pajares, 2008), especially girls were affected in career choice by their family, teachers, or 

peer (Zeldin & Pajares, 2000). Steinkamp and Maehr (1984) reviewed refereed journal 

articles, books, unpublished reports, and dissertations and concluded that gender 

differences varied among countries of the world. Unexpectedly, gender differences 

favored boys in developed countries (Australia, Japan, Sweden, and US); however, in 

favor of girls in Israel.  

Hence, students differ in science achievement, which also affect their career 

choice and student motivation is efficient factor on student achievement. When 

motivation to learn science is taken into account, some studies also reported gender 

differences favoring boys (Meece, Glienke, & Burg, 2006) and particularly, in favor of 

boys in physical sciences and in favor of girls in biological science and chemistry 

(Steinkamp & Maehr, 1984). Eccles et al. (1983, as cited in Meece et al., 2006) reported 

that gender difference in motivation occurs because of studentsõ parents and teachers 

attitudes and categorized these attitudes in three sections as ò(a) modeling sex-typed 

behavior, (b) communicating different expectations and goals for boys and girls, and (c) 

encouraging different activities and skillsó (p. 361). The studies conducted (for example, 

Jacobs & Bleeker, 2004; Jacobs & Eccles, 2000) on the same purpose also reported the 

similar results that parental influence was effective on gender differences. In addition, 

teacher expectations sometimes differ when they think about whether boys and girls are 

successful in science; studies such as by Benz, Pfeiffer, and Newman (1981, as cited in 

Kahle, Parker, Rennie, & Riley, 1993) and Worrall and Tsarna (1987, as cited in Kahle 

et. al., 1993) found that teachers expected less success than girls. In terms of science 

education aspect, gender differences are often dominated in favor of masculine features. 

For instance, Mason, Kahle, & Gardner (1991) conducted a study and asked to draw a 

scientist to students from all ages; they found that students have stereotypic images of a 

male domain in science. There were other studies (such as; Boylan, Hill, Wallace, & 

Wheeler, 1992; Chambers, 1983 as cited in Kahle et al., 1993; Kahle & Meece, 1994) 

also reported the similar results about studentsõ male image in science.  

Beyond these general motivational differences, it is beneficial to analyze gender 

differences in terms of motivational dimensions. In science education literature within 

any given level, gender differences can be found in motivational dimensions; such as 

self-efficacy, intrinsic and extrinsic motivation, goal-orientations, self-determination, 
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and test anxiety. In the following, some studies which reported statistical significant 

differences on motivational dimensions are given regarding gender differences.  

Self-efficacy is important factor in motivation to learn. Bandura (1997) 

emphasized that self-efficacy beliefs play a significant role in learning and students with 

high self-efficacy perform better and eagerly participate in challenging tasks; in other 

words students who believe that they can be successful in scientific activities scored 

higher grades in science classes. Studies also mentioned that studentsõ science self-

efficacy beliefs are positively correlated with academic achievement (Britner, 2008; 

Britner & Pajares, 2001; Britner & Pajares, 2006; Bryan, Glynn, & Kittleson, in press; 

Eccles & Wigfield, 2002; Lau, & Roeser, 2002; Pajares, 1996; Schunk & Pajares, 2002). 

Gender difference has also been found in terms of self-efficacy beliefsõ of students. 

Girls tend to have stronger self-efficacy in earth and environmental science classes 

(Britner, 2008); however, some studies reported this gender difference in favor of boys 

(Anderman & Young, 1994; Glynn, Brickman, Armstrong, & Taasoobshirazi, in press; 

Glynn, Taasoobshirazi, & Brickman, 2009; Lau & Roeser, 2002; Pajares, 1996; Pintrich 

& DeGroot, 1990). In addition, studies emphasized that girls feel more confident in 

succeeding scientific tasks (Britner & Pajares, 2006), but there is also studies which 

report that boys feel confident in science, as well (Kahle, et.al., 1993; Linn & Hyde, 

1989). Girls tend to attribute their failure to low ability and boys tend to attribute their 

success to high ability (Brynes, 1996; Kahle & Meece, 1994). Besides, Linn and Hyde 

(1989) expressed that the greater confidence of boys in science achievement could 

affect their career choice.  

Intrinsic and extrinsic motivations are other essential factors on student 

motivation. The more intrinsically motivated students feel more internal enjoyment and 

interest while doing the task or learning science and eagerly to participate in challenging 

tasks (Eccles & Wigfield, 2002); this would contribute positively to achievement (Eccles 

& Wigfield, 2002; Hanrahan, 1998). Gender differences in science mainly can be seen in 

terms of point of interest; girls are generally more interested in biology and chemistry 

and boys are generally more interested in physical sciences (Kahle et al., 1993). Studies 

reported boys were more interested in science than girls (Linn & Hyde, 1989); 

particularly, boys in high schools have higher interest and participation in physical 

sciences competitions and girls in biological sciences (Jones, Howe, & Rua 2000). 



 

 

 

51 

 

 

  

However, it was argued that this gender differences might be due to teacher or parental 

influence on students (Jones, 1991) or because of different experiences in childhood. 

For instance, DeBacker and Nelson (1999) reported that females were more 

extrinsically motivated than males.  

Intrinsic motivation is highly correlated with self-determination and intrinsically 

motivated students express more competence and self-determination (Eccles & 

Wigfield, 2002). The more self-determined students tend to have more intention to 

pursue scientific studies. Vallerand, Fortier & Guay (1997) in their studies found that 

more self-determinated high school students were not likely to dropout the semester. 

Similar findings were found by Blach & Deci (2000) for organic chemistry courses. In 

terms of gender differences, girls had higher self-determination scores than boys (Glynn 

et al., in press; Glynn et al., 2009; Vallerand et al., 1997). 

Setting difficult, proximal and specific goals affect student motivation to learn 

(Schunk, 1990) and goal-orientations are correlated with student academic achievement 

(Britner, 2008; Brynes, 1996); students with learning goals focus on learning and prefer 

challenging tasks whereas students with performance goals are more concerned with 

others (Eccles & Wigfield, 2002). Anderman and Young (1994) reported that there was 

gender difference on performance goals in favor of boys whereas learning goals in favor 

of girls (see also Guvercin, Tekkaya, & Sungur, 2010). On the other hand, the vice versa 

gender difference was also reported as higher learning goals in high school students 

(DeBacker & Nelson, 1999) and in low-ability students with stronger learning goals 

favoring boys (Meece & Jones, 1996) whereas higher performance goals favoring girls 

(Guvercin, Tekkaya, & Sungur, 2010), such as females receive higher grades in order to 

pleasure their teacher (DeBacker & Nelson, 1999). In addition, it was mentioned that 

students who have learning goals tend to be more successful regardless of their gender 

(Anderman & Young, 1994; Brynes, 1996; DeBacker & Nelson, 1999).  

Another factor which influences student motivation is anxiety. Some studies 

reported girls are more anxious in science tests (Britner, 2008; Britner & Pajares, 2006; 

Glynn et al., 2009; Pintrich & DeGroot, 1990) compared to boys. Studentsõ test anxiety 

is usually negatively correlated with their grades, but girls sometimes scored higher 

grades in spite of their high anxiety (Britner, 2008).  

Taken together, the research on gender differences issues in science education 
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reveals no clear pattern in student motivation to learn; therefore, these contradictory 

gender differences findings in motivation need further examination. Therefore, the 

main purpose of this study is to examine the motivational differences in different aspect 

such as ability or brain-type regardless gender since the literature review reveal that the 

contradictory differences are somehow related to different factors. 
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CHAPTER III  

 

 

METHOD  

 

 

 

This chapter provides an account of the studyõs research design and its features. 

The methodology of this study was presented in twelve main sections, which are 

population and sample of the study, variables and description of variables, instruments, 

instructional materials, design of the study, procedure for experimental and traditional 

groups, implementation for groups, treatment fidelity and verification, data collection, 

data analysis, power analysis, threads to internal validity, and assumptions and 

limitations. 

 

3.1 Population and Sample  

Ankara is the capital city of Republic of Turkiye. There are 75 Public High 

Schools, 75 Anatolian High Schools, two Science High Schools, two Fine Arts and 

Sports High Schools, and one Social Science High School considering 22 regions in 

Ankara (Ortaogretim Genel Mudurlugu, 2011). All eleventh grade students from public 

high schools in Çankaya region of Ankara were identified as the target population of the 

study, which was determined for the researcherõs convenience. In ¢ankaya region, there 

are 16 Public High Schools, 15 Anatolian High Schools, 15 Technical and Vocational 

Schools, one Science High School, one Fine Arts and Sports High School, one Social 

Science High School, and one Anatolian Teacher High School (Cankaya Ilce Milli 

Egitim Mudurlugu, 2011). Since the target population is not much easy to access, the 

accessible population is determined as all eleventh grade students in public high schools 

located at the center of Çankaya district. Therefore, results of the study could be 

generalized to the selected accessible population. There are 16 public high schools in 

this district and the sample of this study was selected from this accessible population. 

One of these high schools which is more convenient was included into the present 

study. Therefore, a convenience sampling method which is a type of nonrandom 
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sampling method was chosen for this study; which is defined as a sample which is 

conveniently available for the study (Fraenkel and Wallen, 2003, p.103). On the other 

hand, the researcher was aware of the limitations of nonrandom sampling method such 

as representativeness problems.  

The selected school had three chemistry teachers, but only two of them were 

enrolling the eleventh grade classes. The purpose of the study was explained and how to 

achieve these aims were clarified to both teachers; however, only one chemistry teacher 

was enthusiastic to take part into the present study. The teacher was female and middle-

aged; she had teaching experience in chemistry education and has been teaching nearly 

for twenty years. Additionally, into regular instruction of the teacher, she tried to use 

chemistry laboratory and demonstrations as much as possible, but rarely had students 

do experiments because of lack of time. Before the implementation, the teacher 

accepted to come together with the researcher in order to clarify the details of the 

implementation. During this meetings, the researcher gave details and purpose of the 

study to the teacher and explained to her what she was supposed to do and how the 

procedure would proceed during the implementation. The researcher strongly 

emphasized the instructional differences in experimental and traditional group to the 

teacher.   

Two classes taught by the same teacher took part into the study. These two 

intact classes were randomly assigned as an experimental and a traditional group. Since 

classes were formed before the implementation, it was not possible to randomly select 

students to groups. Therefore, the same teacher instructed both in experimental and 

traditional groups. The sample of the present study consisted of 78 eleventh grade 

students from two classes, 40 (52.5% girl, 47.5% boy) students in the experimental 

group and 38 (50% girl, 50% boy) students in the traditional group.  

The students participated in the study were mainly born at the year 1992 or 

1993. The socioeconomic status of students in the school is in average. In other words, 

students were not much different in terms of the education level of their parents, 

income, or living standards. Most of the students in both classes took additional 

support for their courses. The number of students in experimental and traditional 

groups and gender distribution are given in Table 3.1.  
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Table 3.1 The number and gender distribution of students for experimental and 

traditional groups  

 Experimental Group Traditional Group 
Total 

 Female  Male  Female  Male  

Class A 21 19 ---                    --- 40 
Class B ---                --- 19 19 38 
Total  40 38 78 
 

The distribution of students 2009-2010 first semester chemistry course grades 

are given at the Figure 3.1. The graph presents that studentsõ achievement in chemistry 

courses was in average and there were not many high-achiever students in chemistry 

course. The chemistry course average scores are for Class A, which was the 

experimental group, was 2.55 and for Class B, which was the traditional group, was 

2.68.  

 

Figure 3.1 The distribution of studentsõ previous semester grades in chemistry course 

for each class  

 

The sample of interviews was selected in terms of purposeful sampling (Patton, 

1990, p.230) in order to get information-rich cases for the present study. Eight students 

from both groups were interviewed, 4 students were from the experimental and 4 

students from the traditional group were randomly selected; in this selection academic 

achievement variability was focused and gender was considered to be equal (See details 

in Table 3.2). The interviews were done both before the implementation and after the 

implementation in order to get pre- and post- ideas of students regarding acids and 

bases and their motivation to learn chemistry.   

0

2

4

6

8

10

12

14

16

1 2 3 4 5

F
re

q
u
e

n
c
y 

Grade 

Chemistry Grades 

Class A

Class B



 

 

 

56 

 

 

  

Table 3.2 The number and gender distributions of students for interviews  

 Experimental Group Traditional Group  
 Female  Male  Female  Male  Total  

Class A  2 2 - - 4 
Class B - - 2 2 4 
Total  2 2 2 2 8 

 

 

3.2 Variables 

There are two types of variables in this study; these variables are independent 

and dependent variables. Independent variables are not affected by other variables and 

they affect dependent variables (Fraenkel & Wallen, 2003). The following two sections 

gave the descriptive information about these variables.  

 

3.2.1 Independent Variables  

The five independent variables of the study are methods of teaching (MOT) 

which indicates two levels: 5E learning cycle oriented chemistry teaching instruction 

(LC) and traditional chemistry teaching instruction (TR), gender, the studentsõ 2009-

2010 first semester chemistry course grades (grade), pre-test scores of students on three-

tier Acids and Bases Test (pre-TABT), and pre-test scores of student Chemistry 

Motivation Questionnaire (pre-CMQ). See Table 3.3 for the detailed characteristics of 

the independent variables used in the present study.  

 

Table 3.3 The characteristics of the variables in the study  

Variable 
Name 

Variable Continuous/Categorical Scale 

MOT Independent Variable Categorical Nominal 

Gender Independent Variable Categorical Nominal 

Pre-TABT Independent Variable Continuous Interval 

Pre-CMQ Independent Variable Continuous Interval 

Post-TABT Dependent Variable Continuous Interval 

Post-CMQ Dependent Variable Continuous Interval 
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3.2.2 Dependent Variables  

The two dependent variables of the study are the post-test scores of students on 

Three-tier Acids and Bases Test (post-TABT) and the post-test scores of students on 

Chemistry Motivation Questionnaire (post-CMQ). See Table 3.3 for the detailed 

characteristics of the dependent variables used in the study.  

 

3.3 Instruments 

The measuring tools used in the study were: Three-tier Acids and Bases Test 

(TABT), Chemistry Motivation Questionnaire (CMQ), Interviews, and Classroom 

Observation Checklist (COC). The following sections gave detailed information about 

these instruments.  

 

3.3.1 Three-tier Acids and Bases Test 

The Three-tier Acids and Bases Test (TABT) was developed by the researcher 

and the purpose of this test was to measure studentsõ understanding of acids and bases 

concepts and identify their alternative conceptions. The test covers the definition of 

acids and bases, the characteristics of acids and bases, strong and weak acids and bases, 

pH and pOH concepts, neutralization reactions, and titrations. The test consists of 18 

three-tier questions (Appendix B-3). The first-tier is a conventional multiple-choice 

question, the second-tier seeks for the reasoning behind the previous answer which 

holds possible alternative conceptions with one correct reason, and the last tier asks for 

student confidence about their answers for the first two-tiers.ó 

Developing a three-tier test is a three-stepped process, which includes firstly 

interview step, secondly open-ended questions step, and lastly three-tier test step. There 

are many studies in science education that report students have alternative conceptions 

and these alternative conceptions affect studentsõ learning and understanding in science 

and chemistry (Anderson, 1986; Palmer, 2001; Ross & Munby, 1991, see details for 

alternative conceptions in the Chapter 2).  

Dif ferent types of assessments are òused in science education in order to 

identify studentsõ alternative conceptions such as interviewsó(Boo, 1998; Montfort, 

Brown, & Findley, 2008; Osborne & Gilbert, 1980; Thompson & Logue, 2006), open-
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ended òquestions (Calik & Ayas, 2005; Chou, 2002; Tsaparlis & Papaphotis, 2002), 

concept maps (Goh & Chia, 1991), and multiple-choice questions (Schmidt, 1997; 

Uzuntiryaki & Geban, 2005), which both have advantages and disadvantages in practical 

usageó(Osborne & Gilbert, 1980; Tsai & Chou, 2002).òMultiple-choice tests are often 

more preferable in science classes since they are easy to apply and evaluate studentsõ 

understanding of the related subject; however, multiple-choice tests have some 

limitations in applying such as determining whether a student gives a correct response 

to a test consciously or just by a chance. On the other hand, interviews can give more 

detailed information about studentsõ alternative conceptions and their understanding on 

a particular concept, but a large amount of time is needed to conduct interviews with 

many students for generalizing their alternative conceptions. Because of aforementioned 

techniques have some limitations for practical use in classes, two tier tests are proposed 

to identify studentsõ alternative conceptionsó (Treagust, 1986; Treagust, 1995). In order 

to strengthen the advantages of òmultiple-choice tests two-tier tests were 

developedó(Tan, Goh, Chia, & Treagust, 2002). First-tier of each question is 

aòconventional multiple-choice question and second-tier of the question includes 

possible alternatives for the response in the first-tier. Two-tier tests are such as 

assessment tools that can make available for teachers or researchers to determine 

students alternative conceptions and whether a student gives a correct response to a 

question by understanding the related subject since the second-tier of a test asks for a 

reason for the response in the first-tier. Therefore, this type of tests differentiates 

student responses from lack of knowledge as well as chance factor. Treagust (1995) also 

suggests that when diagnostic tests are used either at the beginning or at the end of a 

topic, an instructor can identify studentsõ alternative conceptions on a related topic and 

based on these detected alternative conceptionsó the instructor can modify the related 

lesson plan in order to remedy studentsõ alternative conceptions. There are some studies 

on the development of three-tier test in physics (Eryilmaz & Surmeli, 2002; Pesman & 

Eryilmaz, 2009) and chemistry (Costu, Ayas, Niaz, Unal, & Calik, 2007; Kirbulut, 

Geban, & Beeth, 2010), in which as an addition toòtwo-tiers the last third tier is added 

to ask for whether students are sure about their responses to the previous two tiers. 

Therefore, in order to develop a valid and reliable three-tier diagnostic test to assess 

studentsõ understanding of acids and bases concepts threefold processówas used. 
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The first step was toòinterview with students, then to apply open-ended 

questions, and lastly to distribute three-tier test. For this steps, there sample was needed. 

In order to get high rate correct response from students, the questions were distributed 

to 12th grade students who were more familiar than other grade levels toó acids and 

bases concepts from the previous semester. The development of three-tier test process 

was done at the beginning of the 2009 ð 2010 Fall semester. òThree-different groups 

were selected from the target population: i) first group was needed to conduct 

interviews, 12 high school students (6 female and 6 male) were interviewed; ii) the 

second group was used to complete open-ended questions, 111 high school students 

(65 female and 46 male) completed open-ended questions; iii) the three-tier test was 

administered to the last group, 156 high school students (92 female and 64 male) 

completed the three-tier test.ó 

In order to developòthe three-tier acids and bases test three different 

instruments were administered. First of all, semi-structured interviews with high school 

students were conducted to determine whether there were any alternative conceptions 

that did not appearóin the literature. The 12òinterviewees were selected from 12th grade 

high school students based on their gender (girls and boys) and knowledge level (high-

medium-low) from two different high schools. The interview consisted of 10 questions 

and their follow-up probes and adapted from the literature about high school students 

difficulties in acids and bases concepts in chemistry. The pilot study of the interview 

questions were administered before the study and the face validity of the questions were 

tested as welló(see Appendix B-1 for the interview questions). 

Secondly,òthe interviews findings and the related literature were used to 

construct open-ended questions. The open-ended questions were also composed of 10 

questions and were conceptual questions covering the acids and bases conceptsó (see 

Appendix B-2 for the open-ended questions). In order to checkòthe content validity of 

questions four chemistry education experts analyzed the open-ended questions in terms 

of appropriateness to high school studentsõ level, alternative conceptions, and 

objectives. After administering the open-ended questions to 111 (58.56% girls and 

41.44% boys) high school students, studentsõ responses were categorized to form 

distracters of the three-tier test.ó 
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Lastly,òafter analyzing the responses of the open-ended questions, higher 

frequencies of categories and meaningful ones were selected as the distracters. These 

distracters included both one correct and alternative conceptions options. Hence, 18 

three-tier questions were constructed; the first tier is the conventional multiple choice 

step, the second tier is the possible reasons of the given answer for the first tier, and the 

third tier is the confidence step for the first two tiers. In order to check the content 

validity of the three-tier acids and bases test three chemistry education experts and two 

chemistry teachers analyzed the test in terms of consistencies within first and second 

tier, appropriateness to high school studentsõ level, alternative conceptions, and 

objectives. After the revision, the three-tier test was administered to 156 highó school 

students (59% girls and 41% boys) in one class hour (Appendix B-3). 

In the light of this development processòthe Three-tier Acids and Bases Test 

was developed. The TABT covers acids and bases theory, the dissociation of strong 

acids and bases, the dissociation of weak acids and bases, the reaction of acids and 

bases, pH, and titrations. Table 3.4 represents the alternative conceptions stated in the 

test.ó 

 

 Table 3.4 Alternative Conceptions in the TABT 

Alternative Conceptions Items 

1. Proton donor substances have basic characteristics  1.2.b, 5.2.d 

2. All substances including OH in their formulas have basic 
characteristics  

1.2.c, 5.1.a, 5.2.a, 
7.1.a, 7.2.e 

3. The strength of acids/bases is related to concentration  2.2.a, 8.2.c, 10.2.b 

4. The strength of acids/bases is related to pH  2.2.b, 3.2.a, 3.2.b, 
8.2.d, 13.2.a, 13.2.b 

5. The strength of acids/bases is related to mole number  2.2.c, 8.2.a 

6. The pH value is positively correlated with the number of 
hydronium ion concentration in the solution 

3.2.d 

7. Mixing an acid with a base (without regard to quantities) 
neutralizes the base resulting in a neutral salt solution 

4.2.a  

8. Acids are stronger and more dangerous than bases 4.2.b , 7.1.e  

9. In neutralization all the H and OH ions are cancelled 4.2.c, 7.1.c, 7.2.a 
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(Table 3.4 continued) 

Alternative Conceptions Items 

10. Mixing equal molar quantities of H3O
+ and OH-  to distilled 

water results in neutral water 
4.2.d, 7.1.b, 7.2.d  

11. Metallic compounds have basic properties  5.2.f 

12. The strength concept in acids/bases is related with ion 
interactions  

6.2.a 

13. Liquid phase of acids/bases do not differ in solution 
environment in terms of particulate level 

6.2.b, 18.2.a 

14. Strong acids do not dissociate because they have strong 
bonds 

6.2.d 

15. Some acids/bases dissociate partially, which is based on the 
concentration of a solution  

6.2.e 

16. The strength of acids/bases is based on the rate of color 
change in litmus paper 

8.2.e 

17. As the number of hydrogen atoms increases in the formula 
of acids/bases, their acidity/basicity becomes stronger 

8.2.f 

18. Calculating the pH value of a solutions would not differ 
either using H3O

+ or OH- 

9.2.a 

19. The pH value of a solution is only related to acidic 
solutions, not about basic solutions (or OH- ions) 

9.2.c, 13.2.e, 13.2.f 

20. Strong acids/bases eat materials away faster than weak 
acids/bases 

102.a, 10.2.e 

21. Bubbles or bubbling is a sign of chemical reaction or 
strength 

10.2.c 

22. Metals react only with strong acids 10.2.d 

23. Only bases conduct electricity 11.2.a 

24. Only strong acids conduct electricity 11.2.b 

25. As the number of hydrogen atoms increases in the formula 
of an acid, its acidity becomes stronger 

11.2.c 

26. Any acidic or basic solution since including ion particles 
conducts electricity in same power regardless of its strength    

11.2.e 

27. pOH is just related with bases  12.2.a 

28. Acids are more dangerous than bases 12.2.b 

29. Only acids react with metals 12.2.c, 14.2.a 

30. Acids react with all substances and H2 gas is produced 14.2.a 
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(Table 3.4 continued) 

Alternative Conceptions Items 

31. Bases react with all substances and H2 gas is produced 14.2.b  

32. Bases react with carbonate and CO2 gas is produced 14.2.d, 14.2.e 

33. Acids react with carbonate and H2 gas is produced 14.2.a 

34. Bases react with carbonate and H2 gas is produced 14.2.b 

35. Acids turn red litmus paper into blue 15 

36. Bases turn blue litmus paper into red 15.2.d 

37. Indicators are used to test whether an acid is strong or weak 16.2.a  

38. In a titration reaction, a reaction does not occur unless 
there is an indicator 

16.2.a, 16.2.c 

39. A neutralization reaction always ends with a neutral 
solution, without regard to strength of acids or bases 

16.2.c, 16.2.d, 17.2.f 

40. Weak acids/bases dissociate easily since they have weak 
bonds 

18.2.b, 18.2.c 

 

òFour types of variables were used to analyze the data: i) first-tier scores (only 

the conventional multiple choice step was taken into account), ii) two-tier scores (the 

first two tiers, the question and the reason of that question, was taken into account), iii) 

three-tier scores (the all tiers were taken into account), and iv) confidence tiers (only the 

third confidence tier was taken into account). In addition, the Cronbach alpha reliability 

was calculated for the first, second and three tier scores. This categorization was done 

as indicated by Pesman and Eryilmaz (2009). Based on this categorization studentsõ 

responses can be analyzed into different level of understanding and patterns: a studentõs 

response can give an idea whether that the student responded to the first tier 

consciously since the second tier sought for its reason and the confidence tier presented 

whether the student was sure about the responses for the first two tiers, which actually 

sought for whether the studentõs errors were because of lack of knowledge or not. If a 

student answered incorrectly for the first and second tiers and finally sure about the 

answers for the first two tiers, it could be determined as the student has misconception 

on that particular concept.ó 

òThe reliability (Cronbach alpha coefficient) for the first tier scores was found 

to be .58, for the two-tier scores was .59, and for the three-tier scores was .72. In 

addition, the relationship between two-tier scores and confidence tiers was investigated 
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by using Pearson product-moment correlation coefficient. The high school students 

who scored higher in the test were more confident than lower scorers. There was a 

medium, positive and significant correlation between the two-tier scores and confidence 

tiers [r=.45, n=156, p<.000], with high scores of two-tiers with high level of confidence 

(see Figure 3.2).ó 

 

 

Figure 3.2 Scattergram of two-tier scores vs. confidence levels 

ò 

The Figure 3.2 shows that there are some students scored low with high 

confidence, which indicates that these students are pretty confident about their 

responses at the test and probably have misconceptions on acids and bases concepts in 

chemistry.ó  

The reliable and validated results of the developed TABT were found 

appropriate to be used in this present study; therefore, this test was distributed to as 

pre- and post-tests during the implementation. Since students were mostly unfamiliar 

with acids and bases questions before the implementation on the pre-test, only post-test 

scores details are presented here.  

The item analysis was conducted for the post-TABT in threefold: one-tier 

scores, two-tier scores, and three-tier scores respectively. The Cronbachõs alpha 

reliability coefficients were found as 0.767, 0.794, and 0.810 respectively. These results 

presents also that the three-tier tests are more reliable than conventional multiple-choice 
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tests, which indicates one-tier test in this situation. Table 3.5 gives the results of the 

analysis. In the table, proportion of correct responses (labeled as Prop. Correct in the 

table) indicates the difficulty level of the items. In addition, point biserial (labeled as 

Point Biser. in the table) indicates the item discrimination, which is the correlation 

between correct or incorrect responses to each item. The difficulty levels in this present 

study were 0.128 and 0.667 with an average of 0.387 based on the three-tier test scores 

item analysis.  

 

Table 3.5 Item analysis results for the post-TABT 

One-tier Test Scores Two-tier Test Scores Three-tier Test Scores 

Item 
#  

Prop. 
Correct 

Point 
Biser.  

Item 
#  

Prop. 
Correct 

Point 
Biser.  

Item 
#  

Prop. 
Correct 

Point 
Biser.  

1 0.423 0.328 1 0.295 0.354 1 0.269 0.443 

2 0.397 0.310 2 0.346 0.309 2 0.308 0.372 

3 0.551 0.200 3 0.500 0.238 3 0.462 0.252 

4 0.718 0.411 4 0.603 0.498 4 0.564 0.552 

5 0.526 0.353 5 0.154 0.297 5 0.128 0.313 

6 0.846 0.237 6 0.641 0.448 6 0.538 0.454 

7 0.590 0.680 7 0.385 0.520 7 0.359 0.529 

8 0.500 0.365 8 0.449 0.417 8 0.397 0.468 

9 0.590 0.251 9 0.474 0.388 9 0.462 0.416 

10 0.590 0.632 10 0.513 0.619 10 0.449 0.593 

11 0.667 0.583 11 0.551 0.662 11 0.538 0.606 

12 0.244 0.396 12 0.179 0.352 12 0.154 0.334 

13 0.564 0.762 13 0.423 0.656 13 0.333 0.564 

14 0.526 0.427 14 0.346 0.525 14 0.346 0.533 

15 0.782 0.449 15 0.705 0.548 15 0.667 0.596 

16 0.308 0.508 16 0.192 0.517 16 0.192 0.529 

17 0.449 0.562 17 0.397 0.579 17 0.372 0.636 

18 0.692 0.603 18 0.487 0.518 18 0.436 0.519 
        

Alpha  0.767 Alpha  0.794 Alpha  0.810 

Mean P 0.553 Mean P 0.425 Mean P 0.387 

Mean Item-Tot. 0.448 Mean Item-Tot. 0.469 Mean Item-Tot. 0.484 
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These results indicate that the items were quite difficult for the high school 

students and only 38.7% of the participants gave correct answers for the post-TABT. 

The item discrimination levels were 0.252 and 0.636 with an average of 0.484. Crocker 

& Algina (1986, p.315) suggested that item discrimination indexes below 0.19 should be 

eliminated or completely revised; as given in the table there were not any indexes below 

the criteria. The lowest index, which was 0.252, was in the range that needed revision 

(indexes between 0.20 and 0.29 need revision) and the item 3 was examined but no 

modification was done. The rest of items were in the satisfactory ranges and quite 

discriminative.  

The mean proportion of correct responses of tests differed in terms of tiers, 

which is also a sign of the power of three-tier tests. The mean of item difficulty index is 

the highest for the one-tier test scores. In other words, 55.3% of the participants gave 

corrects answers for the one-tier questions; however, this index decreases to 42.5% for 

two-tiers and similarly to 38.7% for three-tier tests. The difference among the correct 

response of the one-, two-, and three-tier questions illustrated that students answered 

the questions by guessing or chance. When students are asked for an explanation for 

questions, the chance factor of answering a question correctly is reduced. In addition, a 

confidence-tier enables more reliable and valid results for test scores.  

  

3.3.2 Chemistry Motivation Questionnaire 

In order to assess student motivation to learn chemistry òChemistry Motivation 

Questionnaireó (CMQ) was used. The CMQ was adapted from Science Motivation 

Questionnaire (SMQ) developed by Glynn and Koballa (2006) into Turkish by 

researcher. The SMQ aims to measure high school studentsõ motivation to learn science. 

There were 30 items on a 5-point Likert-type scale and consisting of six factors which 

wereòintrinsically motivated science learning, extrinsically motivated science learning, relevance of 

learning science to personal goals, responsibility (self-determination) for learning science, confidence (self-

efficacy) in learning science, and anxiety about science assessmentó(see Table 3.6 for item 

distribution into factors). The ranging of the items was òneveró, òrarelyó, òsometimesó, 

òusuallyó, and òalwaysó. The positive statements were scaled from 1 to 5 and the anxiety 

about science assessment factor consisting of negative statements was scaled from 5 to 

1. Therefore, the maximum possible score was 150 and the minimum score was 30. The 
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reliability coefficient estimated by Cronbachõs alpha score was found 0.93 (Glynn and 

Koballa, 2006).   

 

Table 3.6 Factors underlying in the SMQ 

Factors Item # 

Intrinsically motivated science learning  1, 16, 22, 27, 30 

Extrinsically motivated science learning  3, 7, 10, 15, 17 

Relevance of learning science to personal goals  2, 11, 19, 23, 25 

Responsibility (self-determination) for learning science  5, 8, 9, 20, 26 

Confidence (self-efficacy) in learning science  12, 21, 24, 28, 29 

Anxiety about science assessment  4, 6, 13, 14, 18 

 

The adaptation process of SMQ into Turkish and chemistry was conducted 

during the spring semester of 2007-2008. The back-translation procedure was used 

during the adaptation process, in which a questionnaire is translated to target language 

than translated questionnaire is translated to original language by different bilingual 

researchers. Therefore, three bilingual researchers, studying chemistry education, 

individually translated the original questionnaire into Turkish. The consistencies and 

inconsistencies were compared between the translated questionnaires and the draft 

translated questionnaire was given to another bilingual two chemistry educators who 

have no knowledge of the questionnaire in order to translate the draft questionnaire 

into English. The purpose of this back translation was to find out whether there were 

any ambiguities in the items. In the light of these translations, the second draft of the 

questionnaire was formed. This second draft questionnaire was distributed to 27 high 

school students and they were pronounced that they were free to write any comments 

about items such as unclear items or grammatical errors at the blank spaces under each 

item. This procedure was done in order to check face validity of the questionnaire. 

Based on the studentsõ feedbacks, the second draft of the questionnaire was revised and 

a final version was formed. The final CMQ was distributed to 1612 high school 

students. The 30 items of the CMQ were subjected to principal components analysis 

(PCA). Prior to performing PCA the suitability of data for factor analysis were assessed. 

Inspection of the correlation matrix revealed the presence of many coefficients of .30 

and above. The Kaiser-Meyer-Olkin value was .947, exceeding the recommended value 
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of .50 and falls into the range of being superb, indicating sample size was adequate for 

analysis (Field, 2009). In addition, the Barlettõs Test of Sphericity reached statistical 

significance (ǵ2 (435) = 19675.486, p<.001), supporting the factorability of the 

correlation matrix (Table 3.7).  

 

Table 3.7 The KMO and Bartlettõs Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy .947 
Bartlett's Test of 
Sphericity 

 

Approx. Chi-Square 
df  
Sig. 

19675.486 
435 
.000 

 

The analysis of the CMQ via PCA with Direct Oblimin rotation gave five 

components with eigenvalues exceeding criterion of 1, explaining 31.68 per cent, 10.87 

per cent, 5.94 per cent, 3.73 per cent, and 3.39 per cent of variance respectively (see 

Table 3.8 gives the pattern matrix for item loadings). The components were labeled as 

self-efficacy in learning chemistry (eight items), anxiety about chemistry assessment (five items), 

relevance of learning science to personal goals (seven items), intrinsically motivated chemistry learning 

(five items), and self-determination for learning chemistry (five items) respectively. This 

labeling process was done considering the item meanings which were closely related to 

each other and the factor loadings under the component. In the five components 

solution, total variance explained was 55.62%. The interpretation of the five 

components was quite consistent with previous research on the SMQ (Glynn & 

Koballa, 2006); the result of Glynn and Koballa (2006) study support the use of six 

components, however, the adaptation of this questionnaire is more suitable to the use 

of five components in Turkish education system and culture.    

In addition, the reliability coefficient estimated by Cronbachõs alpha was found 

to be 0.902. Furthermore, each factorõs reliability coefficient was examined; self-efficacy 

in learning chemistry, anxiety about chemistry assessment, relevance of learning 

chemistry to personal goals, intrinsically motivated chemistry learning, and self-

determination for learning chemistry were the factors and the reliability coefficients for 

these factors were 0.851, 0.754, 0.878, 0.691, and 0.755 respectively (see Table 3.9 for 

detail). 
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Table 3.8 Loading of items to the components in the CMQ 

 

Component 

1 2 3 4 5 

Q29 .738 .152       
Q21 .733   .119 .103 -.109 
Q28 .728 .217     .160 
Q12 .596       .271 
Q24 .571   .137   .164 
Q3 .448 -.308 -.119   .229 
Q26 .331 -.112 .134   .266 
Q30 .321 -.197   -.203 .293 
Q6 .197 .799       
Q4 .144 .776       
Q13   .775     -.126 
Q14 -.233 .634       
Q18   .461   -.406 .186 
Q10     .855     
Q17     .821     
Q11     .799   .152 
Q19     .719     
Q23 .190   .465 -.394 -.183 
Q2 .226   .425 -.200   
Q25 .316   .358 -.328   
Q20 -.206 -.137   -.687 .133 
Q16     .248 -.557   
Q22 .365 -.115 .148 -.410 -.154 
Q27 .371 .108 .137 -.409   
Q1 .321 .103   -.356 .295 
Q8 .124       .698 
Q7 .178 -.259 -.133 -.141 .601 
Q5     .205 -.114 .590 
Q9   .139 .274   .560 
Q15   -.317 .172 .127 .490 

Extraction Method: Principal Component Analysis.  
Rotation Method: Oblimin with Kaiser Normalization. Rotation converged in 13 iterations. 

 

Table 3.9 Summary for components found in the CMQ 

Components Item # Eigenvalues % of variance ǟ 
Self-efficacy in learning 
chemistry  

3, 12, 21, 24, 
26, 28, 29, 30  

9.50 31.68 0.85 

Anxiety about chemistry 
assessment 

4, 6, 13, 14, 18 3.26 10.87 0.75 

Relevance of learning 
chemistry to personal goals 

2, 10, 11, 17, 
19, 23, 25 

1.78 5.94 0.88 

Intrinsically motivated 
chemistry learning 

1, 16, 20, 22, 27 1.12 3.73 0.69 

Self-determination for 
learning chemistry 

5, 7, 8, 9, 15 1.02 3.39 0.75 
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The original SMQ consisted of six components whereas the adapted 

questionnaire consisted of five components into the case of Turkey. The extrinsically 

motivated science learning factor was distributed to other factors in the adapted 

version. On the other hand, the anxiety about chemistry assessment factor was 

composed of exactly the same items as defined in the original study. Additionally, the 

other four factors gave similar results with the original questionnaire. It was expected 

that the discrepancies would be found between the questionnaires; these differences 

could be because of cultural and educational differences. Based on these results, a valid 

and a reliable CMQ was adapted into Turkish.  

The adapted version of CMQ was given to the sample (78 high school students) 

in this present study (see Appendix C for CMQ). The questionnaire consisted of two 

parts; the first part included demographic questions concerning gender, age, previous 

semester chemistry grade, education level of father and mother, number of siblings, 

expected grade at the end of the semester, and a couple of questions about 

socioeconomic status. The second part included 30 items concerning motivation to 

learn chemistry.  

Confirmatory Factor Analysis (CFA) using LISREL was used in order to 

validate the adapted versionõs components of the CMQ proposed. Based on the 

analysis, the quite reasonable values were found for post-CMQ (see Appendix C for 

detail). Chi square and degree of freedom ratio (ǵ2/df), which is less dependent to 

sample size, is checked for model fit (Joreskog & Sorbom, 1993). This ratio (ǵ2/df) was 

found to be 2.11 indicating a good fit to the proposed model. Smaller values of Root-

Mean-Square Error of Approximation (RMSEA) indicate a better fit and values below 

0.05 indicate a very good fit (Byrne, 2010). The RMSEA value was found to be 0.077, 

indicating a moderate fit. 90-percent confidence interval for RMSEA ranged from 0.063 

to 0.091. The Expected Cross-Validation Index (ECVI) is òa measure of the 

discrepancy between the fitted covariance matrix in the analyzed sample and the 

expected covariance matrix that would be obtained in another sample of the same size.ó 

This index can take any value but lower bound is 0 (Joreskog & Sorbom, 1993). The 

ECVI was found to be 9.304, ranging from 8.524 to 10.188. The Normed Fit Index 

(NFI) measures the model fit over the baseline independence model, having a lower 

bound 0 and an upper bound of 1, with the values exceeding 0.90 indicating a good fit 
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to the data (Joreskog & Sorbom, 1993). The NFI was found to be 0.87, indicating that 

the proposed model was 87% better fitting than the null model. The Comparative Fit 

Index (CFI) is on the basis of noncentral ǵ2 distribution, ranging from 0 to 1, with the 

values exceeding 0.90 indicating a good fit to the data. The CFI was found to be 0.955. 

The Root-Mean-Square Residual (RMR) is average residual value and Standardized 

RMR is average value across all standardized residuals, ranging from 0 to 1, with the 

values less than 0.05 indicating a good fit to the data (Byrne, 2010). The RMR was 

found to be 0.137 and SRMR was found to be 0.124, indicating a low model fit. The 

Goodness-of-Fit Index (GFI) is òa measure of the relative amount of variance and 

covariance in S that is jointly explained by Ǒó, ranging from 0 to 1 (Byrne, 2010), with 

values exceeding 0.9 indicates a good fit to the data. The GFI was found to be 0.633 

and adjusted GFI was found to be 0.568. As the overall indices were taken into account 

for the post-CMQ, it could be inferred that the proposed model fit moderately to the 

present data. The path diagram, showing the components structure of post-CMQ, is 

given in Figure 3.3.   

The reliability coefficient estimated by Cronbachõs alpha was found to be 0.905 

for post-CMQ. Furthermore, each factorõs reliability coefficient was examined; self-

efficacy in learning chemistry, anxiety about chemistry assessment, relevance of learning 

chemistry to personal goals, intrinsically motivated chemistry learning, and self-

determination for learning chemistry were the factors and the reliability coefficients for 

these factors were 0.840, 0.754, 0.906, 0.654, and 0.783 respectively.  

The CFA was applied to pre-CMQ as well. The indices presented here are for 

the pre-CMQ data. Based on this analysis, acceptable values were found (ǵ2/df =2.14; 

RMSEA=0.071, ranging from 0.055 to 0.084; ECVI=8.911, ranging from 8.165 to 

9.761; NFI=0.848; CFI=0.952; RMR=0.133; GFI=0.640, and AGFI=0.576). Hence, as 

the overall indices were taken into account for the pre-CMQ, it could be stated that the 

proposed model fit moderately to the present data. The path diagram, showing the 

components structure of pre-CMQ, is given in Figure 3.4.  

The reliability coefficient estimated by Cronbachõs alpha was found to be 0.873. 

Furthermore, each factorõs reliability coefficient was examined; self-efficacy in learning 

chemistry, anxiety about chemistry assessment, relevance of learning chemistry to 

personal goals, intrinsically motivated chemistry learning, and self-determination for 
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learning chemistry were the factors and the reliability coefficients for these factors were 

0.796, 0.723, 0.878, 0.640, and 0.726 respectively.  

 

 

Figure 3.3 Path diagram for post-CMQ  
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Figure 3.4 Path diagram for pre-CMQ  

 

To sum up, the purpose of conducting CFA to CMQ was to present an 

evidence to construct related validity. Although the moderate fit was found for the 

proposed model in either case (pre- and post-CMQ), the results of both analysis 

reasonably supported the five component version of adapted CMQ.  
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3.3.3 Interviews  

Twofold, consisting of cognitive and affective connections in learning, interview 

process was conducted with high school students during the study, which were done 

before and after the implementation. The purpose of these interviews was to find out 

studentsõ ideas on acids and bases concepts and to bring out their perceptions on 

motivation to learn chemistry. The post-interviews also searched for what student ideas 

were about the implemented chemistry teaching method. Interview questions were 

formed in semi-structured version and probe questions were also embedded in case 

students had difficulties in answering the questions. These acids and bases interview 

questions were prepared by the researcher based on the literature review (Furio-Mas, 

Calatayud, & Barcenas, 2007; Nakhleh, 1994; Sheppard, 2006; Smith & Metz, 1996; 

Toplis, 1998; Vidyapati, & Seetharamappa, 1995) and taking acids and bases unit 

objectives into account. The interview questions were given to three chemistry 

educators and one chemistry teacher to check whether there were any unclear 

statements or inconsistencies with objectives. Some grammatical errors and inverted 

statements were declared by experts. Based on their feedbacks the final form of 

interviews was constructed (see Table 3.10 for interview schedule).  

Eight students were interviewed before and after the implementation. These 

interviews were all audio-taped and transcribed verbatim for data analysis. All interviews 

were done in chemistry laboratory because of being quite and not disturbing place when 

students and the laboratory were available. Beforehand the interviews, students were 

informed that they would not be evaluated according to their responses and the purpose 

of the interview was to take their sincere ideas on acids and bases and learning 

chemistry. During the interviews students were encouraged to answer all questions in a 

friendly environment and told that there were no right or wrong responses as the main 

point was to truthfully express their ideas on learning chemistry.  
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Table 3.10 Interview Schedule for Acids and Bases  

Big idea  Main Question   Purpose  

Definition of acids 
and bases  

What come to your mind 
when you are told about 
acids and bases? 

To determine which theoretical 
definition (Arrhenious, Bronsted-
Lowry, and Lewis acid-base 
definitions) students utilize, what 
properties they know about acids 
and bases, and which first three 
examples come up their mind.  

Acids and bases in 
a daily life  

Have you ever come across 
to an acid or a base in your 
daily life?  

Elicit studentsõ ideas about acids 
and bases in their everyday life, 
or how they know substances are 
acids or bases.  

Defining of acids 
and bases  

Students are shown some 
examples of acids and bases 
(chemical formulas of 
substances) and asked how 
they made up their minds 
that the substances are acids 
or bases.  

Elicit studentsõ ideas about how 
they determine a substance is an 
acid or a base when they are 
shown. A student strategy in 
determining of acids and bases 
could validate the underlying 
theoretical perspective that a 
student uses in defining acids and 
bases.  

Identify acids and 
bases, pH and 
pOH concepts  

Students are shown two 
erlenmeyers, one having of a 
pH 4 and the other having 
of a pOH 4, and asked how 
they can determine which 
beaker contains pH 4 
solution. Students draw 
microscopic representations 
of each solution.  

Elicit studentsõ ideas about acids 
and bases, how they determine a 
substance is an acid or a base 
when they are able to test, 
indicators, litmus paper, and pH 
and pOH concepts.  

Microscopic representations of 
acids and bases could illustrate 
student models on acids and 
bases.  

Strong and weak 
acids and bases  

Show students a drawing of 
two erlenmeyers, one 
containing a strong acid and 
the other containing a weak 
acid solution. Ask students 
what the differences there 
are between two solutions in 
microscopic representations.  

Elicit studentsõ ideas about strong 
and weak acids and bases, 
student drawings of microscopic 
representations of a strong and a 
weak acid could illustrate student 
models on related concepts.  

Neutralization  Students are demonstrated 
mixing an acid and a base in 
equal amounts in two 
conditions, in presence of 
phenolphthalein and not.  

Elicit student ideas about acids 
and bases reactions, a 
neutralization concept, and 
indicators. Studentsõ models of 
neutralization are determined.   
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Pre-interviews on acids and bases were done in order to get more detail about 

studentsõ prior ideas on acids and bases concepts and learning chemistry. Before the 

interviews, some materials and instruments were prepared by the researcher; such as 

diluted strong and weak acid solutions, a sheet for identification of acids or bases, and 

materials for a neutralization activity. Post-interviews were done in order to get more 

details about studentsõ post ideas on acids and bases and learning chemistry by the same 

interview questions as the pre-interview. In addition to pre-interview questions students 

were also asked about their ideas on the method in learning acids and bases; such as 

what they thought about the implementation, whether the method was effective and 

efficient for them, or what and how they felt about when they were in charge of doing 

activities.  

In addition, afterwards the implementation the teacher was interviewed as well. 

The purpose of this interview was to find out the teacherõs ideas on teaching approach. 

The interview questions cover what differences and difficulties that the teacher faced 

with during the process comparing the traditional chemistry teaching approach (see 

interview questions for both students and teacher in Appendix D). 

 

3.3.4 Classroom Observation Checklist  

Classroom Observation Checklist (COC) was used in order to ensure treatment 

verification in 5E learning cycle and traditional teacher-centered chemistry instruction. 

This COC was developed by the researcher; in this process previous studies were taken 

into consideration (Gurcay, 2003; Serin, 2009). Three aspects were considered while 

developing the COC, the physical conditions of a classroom and a chemistry laboratory, 

studentõs role in learning, and teacherõs role in teaching for experimental and traditional 

groups. There are 32 items in this checklist, covering the main properties of the 

implemented chemistry instructions both for learning cycle and traditional instructions 

(see Appendix E). Observers had four alternatives in checking the related items; these 

alternatives are: yes, partially, no, and not applicable. Observers were expected to mark 

one of the three alternatives (yes, partially, and no) for related particular situations; but 

if an item included unrelated occasion for that particular observation, not applicable 

option was supposed to be marked.  
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All implementation sections were observed by the researcher in both groups. 

More than one observer enables to get more reliable results in implementation process; 

however, it was not possible to make another researcher observe the process. There 

were totally 49 classroom observations coded by the researcher; 26 class hours in the 

experimental group and 23 class hours in the traditional group.  

 

3.4 Instructional Materials for the Experimental Group 

This section gave the instructional materials used in the present study. The 

materials used in experimental groups and were developed by the researcher based on 

the literature research, objectives (See Appendix A), and daily life events related to acids 

and bases. In the subsections the details of these instructional materials are given.    

 

3.4.1 Activities  

The activities performed during the implementation were explained in this 

section. All activities were designed by the researcher and related contributory sources 

were emphasized. The developed activities were organized based on the big ideas, 

which were introduction to acids and bases, history of definition of acids and bases, 

determining acids and bases, strong and weak acids and bases, neutralization, and 

titration. The activities are given as the presented in the implementation.  

 

3.4.1.1 Acids and bases 

This activity was designed for motivational purposes; at the beginning of the 

unit students were supposed to write their ideas about what they knew about acids and 

bases. Students were free to write anything they want to express about acids and bases. 

The second question in this activity was about what they want to learn about acids and 

bases and this part was also was completed at the beginning of the unit (See Appendix 

F-1). The second question would express studentsõ opinion about acids and bases, such 

as students might express their interest in acids and bases in their daily life or might 

state some subjects on acids and bases which they were anxious to learn about. The last 

question was about what students learn about during the implementation, in which 

students were supposed to express the subjects they had learned about. This third 
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question would be distributed to the students at the end of the each activity. Students 

would be free to write anything that came to their mind about their previous learning; 

therefore, students were made to think about their understandings and learning.   

 

3.4.1.2 A day with Melis  

This was an introduction activity designed for students to make them aware of 

how they often interact with acidic and basic substances in their daily life and introduce 

them some acidic and bases substances that they often come across in their daily life. 

There were two version of this activity sheet; the first version was designed to be 

distributed in the first class of acids and bases concepts (See Appendix F-2A) and the 

second version was designed to be distributed to student to the next lesson (See 

Appendix F-2C). The purpose of the first version was to get student ideas about what 

substances they thought to be acidic or basic in their everyday life. The first version of 

this activity took about one-class hour. After the first class, studentsõ results were 

categorized in order to detect their ideas about acidic and basic substances and their 

explanations of what they think; therefore, specifically, the false ideas about acidic and 

basic substances could be discuss in the next lesson (see the next chapter for results).  

The second version was a brief activity designed for informational purposes. 

Students could find much more information about acidic and basic properties of many 

daily life substances. A teacher could lead the discussion on the acidic and basic 

properties of daily life substances; to begin with, studentsõ false ideas could be stated. 

After discussion teacher informed students that they were going to also test acidity or 

basicity of some the substances they read in the text or other substances they were 

curious about in everyday life for coming classes. The second version of this activity 

took about 15-20 minutes.  

In addition, this activity aimed to motivate students to learn about acids and 

bases concepts. Some basic knowledge (such as what materials in a daily life are acidic 

or basic), explanations of daily events (such as why statues get deformed), practical 

knowledge or key points (such as not to use acidic detergents with basic ones), and 

open-ended queries (such as how a cake rise) related to acids and bases were given in 

the activity to interest student to the subject and make them curious and anxious (see 
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the next chapter for the results). This second version was not only designed for this 

section of the class, it was also designed to make attributions for the following class 

hours.  

 

3.4.1.3 The History of the Definition of Acids and Bases  

Since there are many definition of acids and bases student may feel complicated 

and exhausted in learning these definitions. The aim of this activity was to illustrate 

students why these definitions are needed and how these definition emerged during the 

history (see Appendix F-3A). Only Arrhenius, Bronsted-Lowry, and Lewis Acid-Base 

Theories were applied into the activity, as it is mentioned in the Chemistry Curriculum. 

The activity was consisted of the three main sections (Arrhenius Asit-Base Theory, 

Bronsted-Lowry Asid-Base Theory, and Lewis Acid-Base Theory); these sections have 

three sub-sections (Who Proposes the Theory, What is the Theory, and The 

Deficiencies in the Theory). This was a conceptual activity and students will discuss the 

theories, the properties of the theories, and the deficiencies of the theories. The average 

number of students in a group is four. At the beginning of the activity students study 

the theories; students were free to study individually or with group members. After 10 

minutes, the students in each group pull out a paper from a bag, the student who gets 

òCó (stands for òCevaplaó, which means answer) answers the questions and the student 

who gets òSó (stands for òSoró, which means ask) asks the questions to her/his team 

members. The Questioner asked the equal number of questions to team members (See 

Appendix F-3B). These were the questions for each theory to be asked;  

Á In what order did the definition of Acid-Base Theories emerge?  

Á Who proposed the Arrhenius/Bronsted-Lowry/Lewis Acid-Base 

Theory?  

Á What is an acid according to Arrhenius/Bronsted-Lowry/Lewis? What 

is a base according to Arrhenius/Bronsted-Lowry/Lewis?  

Á Could you give an example of the Arrhenius/Bronsted-Lowry/Lewis 

Acid-Base Theory? 

Á What are the deficiencies of the Arrhenius/Bronsted-Lowry Acid-Base 

Theory?  
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Group members, except the questioner, sit in order and the questioner directed 

the questions in that order. Students who answer the questions were not allowed to 

check the History of the Definition of Acids and Bases Text during questioning part. If 

a student did not know the right answer of the question, the turn passes to the next 

student. If no student gave the correct answer of the question, the questioner let them 

open the text and discuss the question. If still the group could not find the correct 

answer of the question, they could ask help from their teacher. Students get one point 

for each correct answer and a student who got the highest score got rewards, which 

were a METU emblem pen and a notebook. This activity took about one class hour.  

At the end of the activity, the teacher mentioned that science was a subject that 

evolves every day. At the time of Arrhenius, his acid-base theory was valid, however, 

meanwhile it was observed that the theory had limitations and could not explain some 

acid-base reactions. This necessity had caused Bronsted and Lowry to propose another 

theory at the same time and even they were unaware of each other. Later, Lewis 

proposed the broadest theory of acids and bases. Both Arrhenius and Bronsted-Lowry 

theories are still valid, but have limitations in defining acids and bases.  

Although this is a conceptual activity, it is also motivational since this activity 

includes a game and at the end of it they can get a reward. Another feature of this 

activity is that it is emphasized on the nature of science that science we know today may 

be invalid tomorrow and there is no one truth. Studies and developing technology 

enhance science to change.  

 

3.4.1.4 Which Acid-Base Definition?  

This activity designed to assess students understanding on acids and bases 

definitions. The activity covers Arrhenius, Bronsted-Lowry, and Lewis acid-base 

definitions. Five reactions were given in the activity sheet and students were supposed 

to complete the activity with their group members (See Appendix F-3C). This activity 

was designed to be distributed to the students afterwards the òThe History of the 

Definition of Acids and Basesó activity, both activities could be used in a same class 

period, in case of shortage of time this activity could be used at the beginning of the 

next class in order to evaluate student understanding of acids and bases definition. The 

important part in the activity was that to make students were aware of the discrepancy 
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within definitions and the number of species that can be considered acids or bases 

differed based on which aspects were considered. For example, if a reaction could be 

explained by the Arrhenius definition, that reaction could also be explained by the 

Bronsted-Lowry and Lewis definition but visa versa was not valid. In other words, if a 

reaction could be explained by the Lewis acid-base definition, that reaction could not be 

explained either by the Arrhenius or Bronsted-Lowry acid-base definition.   

 

3.4.1.5 Letõs do Magic!  

This activity was designed for students to take their attention to indicators 

concept (Rohrig, 2002, p.140). Every groups gets two blank papers and liquid sprays, 

one of which containing an acidic and the other containing a basic solution. Students 

need to spray the liquid on the paper, as an outcome each group gets one word. Then, 

every group writes the word on a board and they construct a sentence, which is 

òTodayõs topic is to learn about indicators that help us to determine acidic and basic 

materialsó (òBug¿nk¿ ð dersimizin ð konusu ð asidik ve bazik ð maddeleri ð 

belirlememizi ð saĶlayan ð indikatörleri ð yakĔndan ð tanĔmaktĔr.ó).  

There were 10 groups in the classroom; therefore, the sentence was arranged as 

10 parts. The papers were prepared before class and phenolphthalein was used to write 

the words. Phenolphthalein is a colorless indicator and when paper gets dried, no word 

can be read on the paper. The liquid spray containing diluted sodium hydroxide and the 

other liquid spray containing vinegar were prepared. As each group got two papers 

holding the same word, the groups were divided into two parts one of them spraying 

acidic solution and the other spraying the basic solution. As the basic solution was 

sprayed on the paper, the word turned to pink; in other words, phenolphthalein turned 

to pink in the basic solution. However, as phenolphthalein was exposed to the acidic 

solution, it remained colorless. This activity was used as an introductory activity on 

determining acids and bases to the class and took about 10 minutes.  

 

3.4.1.6 Magic of Red Cabbage  

In this activity students will learn that red cabbage juice turns into different 

colors in acidic and basic solutions (Rohrig, 2002, p.130. In addition, they comprehend 
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that indicators are substances that help determining acidity or basicity of substances and 

they will apply what they have learnt from indicators and test acidity or basicity of 

substances via using litmus paper, red cabbage pH paper, and universal indicator. 

Additionally, students will learn about how to read and interpret the color of indicators. 

This activity makes emphasize on red cabbage juice; however, in order to extend 

student vision about indicators, litmus paper and universal paper is added to the activity. 

Therefore, students will comprehend there are many kinds of indicators, some them 

they are familiar with.  

Students usually know about litmus paper from previous levels and often do not 

experience other indicators in a class. Students may feel anxiety when they hear the 

name of òindicatorsó; this anxiety can be because of hearing unusual name and then feel 

complexity in learning the details. Red cabbage is a vegetable that students often come 

across in everyday life. The color of red cabbage turns into many colors depending on 

acidity or basicity of a solution. Beforehand the activity was done in the class; the red 

cabbage pH papers were prepared. Red cabbage was boiled in a pan with sufficient 

amount of water. Filter papers were soaked into the red cabbage solution and let them 

absorb the solution. Then, filter papers were dried and cut in stripes (See teacher 

handouts below for detail).  

At the beginning of the activity the teacher demonstrated the pH scale of red 

cabbage juice. Then, every group picked up at least three substances from the desk 

which they wonder about its acidity or basicity. Afterwards, students tested the materials 

via litmus paper, red cabbage pH paper, and universal indicator paper; and write down 

the results on the activity sheet (see Appendix F-4) and the common poster hanged on 

the wall. This activity takes about 20 minutes.  

In addition, this activity aims to motivate students to learn about acids and 

bases, since students do tests and learn about everyday materials that they are familiar 

with in their everyday life.  

 

3.4.1.7 The Strength of Acids  

In this activity, students will observe the difference between a strong acid and a 

weak acid. Students often have difficulties in understanding the strengths of acids and 
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bases. In addition in everyday language, students use òstrongó and òweakó words in 

different meaning and they try to relate that meaning with acids or bases; such as strong 

acids have strong bonds and weak acids have weak bonds (See Alternative Conceptions 

in Acids and Bases Section).  

A strong and a weak acid solutions can be at the same molarity; however, the 

molarity of hydronium ion will differ in dissociation process. In this kind of situation, 

students often think that since both solutions have the same molarity, the hydronium 

ions concentration in the solutions should be the same. In order to prove that this 

situation differs in strong and weak acids and bases, this activity is developed. Students 

will able to observe that even the solutions have the same molarity, the products can 

differ. In addition, students will observe one of the properties of acids, which is metals 

react with acidic solutions and hydrogen gas is liberated.  

For the activity, each group had two erlenmeyers having two different solutions 

in them on their desks; these solutions were in the same volume and molarity; one 

erlenmeyer has 100 ml 0.5M acetic acid and the other has 100 ml 0.5M hydrochloric 

acid solution. The equal amount of magnesium metal was placed into the balloons and 

the balloon was put at the top of erlenmeyer. At the same time, magnesium metal 

particles were dropped into the Erlenmeyer (See Appendix F-5).  

This activity took about 20 minutes, developed as a prerequisite acidity for the 

strength of acids and bases, and made the distinction between strong and weak acids. 

Afterwards this activity, òWhat are the differences between strong and weak acids?ó 

activity is designed. This activity, labeled as òThe strength of acidsó, gave emphasis to 

studentsõ macroscopic level and the following activity, labeled as òWhat are the 

differences between strong and weak acids?ó, aimed to emphasize on studentsõ 

microscopic level regarding the strength of acids and bases and students could be aware 

of the changes that take place on the particle level in strong and weak acids.  

 

3.4.1.8 What are the differences between Strong and Weak Acids?  

This activity aims to investigate studentsõ microscopic ideas on strong and weak 

acids/bases. High school students have many alternative conceptions about strong and 

weak acids/bases as mentioned in the previous sections; in order to determine whether 

studentsõ have alternative conceptions such as strong acids/bases are strong because of 
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having strong bonds; weak acids/bases are weak because of having weak bonds; 

concentration acids/bases are strong; or diluted acids/bases are weak; this activity is 

designed (See Appendix F-6).  

Students in a group discussed the four situations given in the activity and draw 

related drawings considering particles. This activity took about 20 minutes. This activity 

also integrates the studentsõ ideas about strong and weak acids and bases as well as their 

ideas about concentrated and diluted solutions. Students discuss their representations 

with their group members. The purpose of this activity is to assess studentsõ 

understandings about strong and weak acids as well as their understandings about 

concentrated and diluted concepts, and how they integrate these concepts.   

 

3.4.1.9 What is Neutralization?  

This brief activity is developed for students to comprehend about neutralization 

reactions. This activity is designed to be used as an introductory activity for the 

neutralization concept. Red cabbage is a perfect indicator for this activity, since its color 

vary in acidic and basic solutions.  When the red cabbage juice is used, students will 

observe that as an acidic solution is added to the solution, the color turns into reddish 

colors and as a basic solution is added to the solution, the color of the solution turns 

into greenish colors. The neutral color of the red cabbage juice is purplish color. This 

activity will enhance student to realize that neutralization reaction occurs and based on 

the hydronium ions in the solution the color of red cabbage juice changes. In addition, 

the activity will make students think about what happen in particle level as 

neutralization occurs (See Appendix F-8). 

Students had two droppers, one containing acidic solution (which was diluted 

hydrochloric acid) and the other containing basic solution (which was diluted sodium 

hydroxide). Each group also had a red cabbage juice solution and they added the acidic 

solution drop by drop and observe the color change; then, the basic solution was added 

drop by drop into the same solution and students observed how the solution turns back 

to its previous color and then color changing based on the basic solution. After that, 

students drew their models about what occurred in particulate level during the 

neutralization process.  
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During the implementation, this activity is back up with simulation which makes 

emphasize on the microscopic level and show how neutralization occurs on the particle 

level.  

 

3.4.1.10 What causes a cake to rise?  

This activity aims to cover the neutralization concepts and developed by the 

researcher. This activity enables students to comprehend the neutralization event with 

household materials used in their everyday life. Students also have opportunity to 

observe that there are some acids and bases that are not dangerous and their reactions 

with each other are not hazardous. Students have alternative concepts that only strong 

acids and bases react with each other and salt and water are produced; this activity could 

enhance students to observe weak acids and weak bases reactions. This is also 

motivational activity since not only girls but also boys may curious about what kind of 

reaction occurs that causes a cake to rise (See Appendix F-9).  

Baking soda (sodium hydrogen carbonate) is usually needed when there is 

yogurt or lemon juice in cake recipes. Since baking soda is basic and lemon and yogurt 

is acidic, a neutralization reaction takes place and carbon dioxide gas is produced; this 

gas causes batter to rise during baking. On the other hand, baking powder includes 

sodium hydrogen carbonate as well as tartaric acid; therefore, there is no need to use 

additional acidic substances when using baking powder since its containing both.  

In the activity, there were two steps; at the first step students were allowed to 

observe the differences between baking soda and baking powder. They add some water 

onto powders and observed the bubbles just in the baking powder case. The second 

step was using baking soda as a basic substance and vinegar as an acidic substance. 

Vinegar was used instead of yogurt in order to observe bubbles well enough. In the 

previous step, students observed that water did not affect on baking soda; however, in 

this step, they observed that vinegar affected on baking soda and bubbles came out. 

Since baking soda, in other words sodium hydrogen carbonate, is a carbonate 

compound, carbon dioxide gas was produced. Students were told that when baking a 

cake, the similar reaction took place and carbon dioxide gas got trapped in the batter 

and causes it to rise. This activity took about 20 minutes.  
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3.4.2 Teacher Handouts   

This part provided explanations for teachers about the activities used during the 

implementation and were developed for the teacher so that the teacher can used them 

during the implementation and follow the instructions in using the activities These 

handouts guide teachers during the activities, most activities are student-centered, but 

teacher will always be there to guide them when they need. However, in some activities 

teacher does the action because of hazardous materials or for completing the interval 

steps quicker. These handouts were developed by the researcher considering objectives 

stated in the curriculum (See Appendix A for the objectives and G teacher handouts).  

 

3.4.2.1 Acids and Bases in Our Daily Life  

This teacher handout gives the detail about the introduction of acids and bases 

concepts. The teacher will seek students ideas about acids and bases such as whether 

they come across to any acids or bases during their daily life or what an acid or a base 

conjure up in their minds (See Appendix G-1A). The two-stepped activity labeled as òA 

day with Melisó was distributed in the context of this handout. The purpose of this 

section was to make students aware that not all acids or bases were dangerous or 

hazardous some of which were directly in our daily life in our food or surrounding.  

 

3.4.2.2 The Definitions of Acids and Bases  

This teacher handout gives directions about how to present acid-base 

definitions. This handout covers the Arrhenius acid-base definition, the Bronsted-

Lowry acid-base definition, and the Lewis acid-base definition (See Appendix G-2). In 

order to give the differences within definitions students understandings and ideas were 

aimed to inquired during the process, specifically the limitations of the definitions were 

addressed. Two student activities, which were òThe Definition of Acids and Basesó and 

òWhich Acid-Base Definition?ó were distributed in the context of this teacher handout.  
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3.4.2.3 Letõs do Magic!  

This activity aims to motivate students to learn about indicators. In order to take 

studentsõ attention to indicators concept òLetõs do Magic!ó activity will be done (See 

Teacher Handouts in Appendix G-3). Before the class the teacher prepares the 

materials; the writing is done with phenolphthalein and a sentence with ten words is 

arranged since there are ten groups. This sentence is: òTodayõs topic is to learn about 

indicators that help us to determine acidic and basic materialsó (òBug¿nk¿ ð dersimizin 

ð konusu ð asidik ve bazik ð maddeleri ð belirlememizi ð saĶlayan ð indikatörleri ð 

yakĔndan ð tanĔmaktĔr.ó).  

 

3.4.2.4 Magic of Red Cabbage  

This activity aims to teach what students should understand from indicators and 

learn about the properties of indicators (see Appendix G-4). This activity is leaded by 

teacher demonstration which is determining the pH scale of red cabbage; then student 

will test acidity or basicity of some substances via using litmus paper, red cabbage paper, 

and universal indicator and write down the results on the activity sheet and the common 

poster hanged on the wall.  

In order to safe time it is better to prepare the red cabbage juice and red 

cabbage pH papers before the class. In order to prepare red cabbage pH papers, put 

some water and sliced red cabbage in a pot and boil. Turn off the heat after half an hour 

and filter the juice in a container. Put some filter papers in a container and let them soak 

the juice. After a while remove the filter papers from the juice and let them dry. These 

red cabbage pH papers can be in good conditions for weeks, longer in a closed 

envelope. Keep the red cabbage juice in a refrigerator to use in this activity. Before the 

class, students are told that they are free to bring any kind of substances they want from 

their houses to test whether they are acidic or basic. The teacher also obtains some 

substances such as lemon, vinegar, coke, yogurt, milk, baking soda, mineral water, 

baking powder, soap, shampoo, or detergent to class in case students forget to bring 

materials.  

There are two parts in this activity. The teacher demonstrates the first part of 

this activity, which is determining the pH scale of red cabbage juice. In order to 
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determine the color scale of red cabbage juice, the teacher ranges the tubes filled with 

hydrochloric acid solution, lemon juice, vinegar, distilled water, baking soda solution, 

ammonia solution, and sodium hydroxide solution according to their increasing pH; 

then places a few drops of red cabbage juice and let students observe the change. 

Afterwards determining the pH scale of red cabbage juice from red to yellow, students 

are let free to test their materials (See Figure 3.5).  

 

 

Figure 3.5 The pH scale of red cabbage juice obtained in the experimental class (from 

left to right HCl solution, lemon juice, vinegar, water, carbonate solution, ammonia, 

NaOH solution) 

 

In the second part, students will test the materials they bring from their home 

and this will let students determine acidity or basicity of many materials they are familiar 

in their everyday life. Teacher allows students to take at least three different substances 

from the desk and let them apply the acidity and basicity test. Teacher reminds students 

to write their results down both on their activity sheet and the common poster hanged 

on the wall (See Student version of this activity in 3.4.1.4 section).  

 

3.4.2.5 Concentrated-Diluted Solutions  

It is often difficult for students to understand what is occurring at the particulate 

level. A lemon contains citric acid, one of the weak acids. Students have alternative 

conceptions that weak acids/bases are diluted solutions or strong acids/bases are 

concentrated solutions (See Alternative Conceptions in Acids and Bases); therefore, it is 

difficult for students to comprehend strength concept in acids/bases. In order to 

eliminate or not to create such alternative conceptions, this activity is developed 
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(Appendix G-5). Concentrated or diluted weak acid solution can be set up in order to 

make students observe that it is possible to form concentrated solution from a weak 

acid. Preparing a glass of lemonade activity is designed in order to emphasize the 

difference in concentrated and diluted acids/bases. The teacher squeezes a lemon in a 

beaker (See I in Figure 3.6), add 10 ml water (II), add 10 ml water again (III), and lastly 

add 10 ml water (IV). Adding each time some water in the lemonade causes dilution and 

students could infer the taste difference as well. The teacher asks about studentsõ ideas 

about how they can visualize these dilution events on the board. Taken into students 

responses into consideration, teacher uses the drawing below to illustrate the situation 

in the particulate level. Students are explained that when the same size fraction of the 

solutions is taken, as it is seen from the drawing, there is decreasing number of particles 

in the fractions from concentrated to diluted solution.  

 

 

Figure 3.6 The particulate level illustration of dilution of lemonade  

 

This representation helps students conceptualize dilution of a concentrated 

acidic or basic solution. A lemon has high concentration of citric acid which is a weak 

acid. Students have an alternation conception that a weak acid is always diluted (See the 

alternative conceptions section), in this illustration students could realize that 

concentration is not related to strength of acids or bases.  

 

3.4.2.6 pH and pOH concepts 

This activity will enhance studentsõ understanding of pH and pOH concepts via 

experimenting different solutions or the same solutions in different concentrations 

relating the colour of redcabbage or litmus paper with pH and pOH concepts. Students 

usually relate pH and pOH concepts with the strength of acids or bases; such as, if a 

solutionõs pH value is close to 1, students consider the solution as a strong acid. 
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Students should illustrate that an acidic or basic solution with different concentrations 

have various pH or pOH values because of the difference in hydronium or hydroxide 

ion concentration. Another difficulty of students is that students may think that acidic 

solutions do not have hydroxide ions in solutions or visa versa for bases or neutral 

solutions with pH 7 do not have any ions in solutions. Therefore, this is activity mainly 

focused studentsõ such alternative conceptions for not creating new ones or remeding 

the existing ones via emphasizing the concentration of hydronium or hydroxide ions, 

the derivation of pH and pOH values considering self-ionization of water, and the 

representations of acidic and basic solutions in different pH or pOH values using daily 

life examples.  

 

3.4.2.7 Strong and Weak Acids   

This activity will enhance students to differentiate the discrepancy between 

strong and weak acids and bases. In order to illustrate strong and weak concepts are 

related to dissociation the teacher will use a simulation, which shows the dissociation of 

HCl and HF in particle level (See Teacher Handouts in Appendix G-6). At the 

beginning of the activity the teacher inquiries about student ideas about strong acids and 

why some acids are called as strong or weak acids. The simulation progress is done step 

by step and students are let comprehend what is going on the particle level. Students 

have an alternative conception that strong acids have strong bonds and weak acids have 

weak bonds may be because of daily usage of these words. In order to overcome this 

kind of alternative conception, the teacher make emphasis on determining the strength 

of acids and bases is related to their dissociation in solutions and stresses the more 

dissociation, the stronger the acid. For further understanding, the teacher reminds 

students about electronegativity concepts from the previous semesters and recalls the 

periodic properties of F, Cl, Br, and I elements. The electronegavity values of H, F, Cl, 

Br, and I are given in order to compare the electronegativity difference in HðF, HðCl, 

HðBr, HðI bonds. The teacher enables students to discuss which of them more easily 

give hydrogen into the solution relating the electronegativity difference in order to get 

the idea of the less electronegativity difference, the more easily dissociation.  

In addition, conductivity of acids and bases were emphasized that a stronger 

acid is a better conductor of electricity since stronger acids dissociate more completely 
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and more free ions are produced. The students are made to get a conclusion that a 

solution with high ion concentration will have a higher conductivity than one with a low 

ion concentration.  

 

3.4.2.8 The Properties of Acids and Bases  

This teacher handout covers the properties of acids and bases, such as taste, 

touch, reactions with metals, electrical conductivity, and neutralization. During the 

procedure demonstrations, videos and hands-on activities were used. Because of 

inconvenience of the chemistry laboratory air-conditions, an inquiry-based procedure 

was followed using videos. Attributions were arranged in the process to the second 

version of òA day with Melisó, so that the real-life application of the properties of acids 

and bases would be illustrated. Students conducted two activities, which were òWhat is 

Neutralization?ó and òHow a Cake Rise?ó. Students could find interesting to learn some 

daily-life event related to acids and bases such as, the deformation of statues, acids rain, 

stomach sour, and baking a cake (Appendix G-8).   

 

3.4.2.9 Titrations  

This teacher handout was developed to illustrate titrations and enhance students 

to observe titration procedure both in macroscopic and microscopic level. The teacher 

does this activity in twofold, firstly does the demonstration and then shows the 

simulation of a titration considering particles. The teacher emphasizes that titrations can 

be used when there is a solution in unknown molarity to find out how much a 

substance is dissolved in a given volume of a solution.  

In this particular situation, 60 ml HCl in unknown molarity is added to 

erlenmayer and 0.2 M NaOH solution is filled into a burette. In order to observe the 

change phenolphthalein indicator is used. This simulation is used since it shows titration 

process both in particle level and draws a graph step by step (Higher Education, 2009). 

Teacher enquires student ideas about what happens at each step in addition of sodium 

hydroxide taking into particle level and graph into account. 

Students have an alternative conception that acid-base reactions occur in 

presence of indicators. In the simulation, a titration is demonstrated between a strong 
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acid and s strong base as well as what happens at the particle level is highlighted. In 

every step of adding of sodium hydroxide into the erlenmeyer consisting hydrochloric 

acid, it is simulated what happens clearly step by step at the particle level (See Teacher 

Handouts in Appendix G-9 for the simulation steps in titration) as well as graphical 

presentation is available. During the titration simulation no indicator is used and no 

emphasize is done about it for the reaction occurrence, students can make aware of this 

(although this is a simulation); therefore, in order to get a reaction between an acid and 

a base, no indicator is needed idea is discussed with students. Hence, it is clearly stated 

that indicators just help us to observe when the end-point of a titration is reached.   

 

3.5 Design of the Study  

A quasi-experimental design that takes account of already existing groups 

(Fraenkel & Wallen, 2003, p. 278) is used as an experimental design in this study since it 

is not possible to do random selection of a student to a treatment group in Turkish 

school system. Because of the difficulty of a randomization of groups, random 

assignment was done between intact groups in order to control treatment groups. 

Therefore, the design of the study is the matching-only pre-posttest control group 

design as a type of quasi-experimental designs (Fraenkel & Wallen, 2003, p. 278).   

Table 3.11 below summarizes the research design of the study, which expresses 

pre-tests were distributed before the implementation to both experimental and 

traditional groups. Afterwards the implementation process, post-tests were distributed 

to both groups. 

 

 

 

 

 

 

 

 

 

 

Table 3.11 Research design 

Groups Pre-tests Treatment Post-tests 

EG 

TABT 

CMQ 

Semi-Structured 

Interview 

5E Learning Cycle 

TABT 

CMQ 

Semi-Structured 

Interview 

TR 

TABT 

CMQ 

Semi-Structured 

Interview 

Traditional teacher-

centered  

TABT 

CMQ 

Semi-Structured 

Interview 
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This is a brief explanation for abbreviations in the Table 3.11: EG represents 

Experimental Groups which were implemented with 5E learning cycle model; TR 

represents Traditional Groups which were implemented traditional teacher-centered 

instruction. TABT was labeled for òThree-tier Acids and Bases Testó and CMQ was for 

òChemistry Motivation Questionnaireó. 

 

3.6 Procedure  

The section gives the procedure followed in this present study from the 

beginning to the end of the study.  During the study process the following steps were 

carried out:  

V The research problem was determined, which was studying on students 

understanding of acids and bases concept, determining student 

motivation to learn science, and developing activities to increase their 

motivation to learn chemistry.  

V The key terms were determined, which were òacidsó, òbasesó, òalternative 

conceptionsó, òconstructivismó, òconceptual changeó, òinquiryó, 

òconstructivist teaching strategiesó, òlearning cycleó, òstudent-centered 

activitiesó, òmodelingó, òmotivationó, òmotivation to learn scienceó, 

òreal-life applicationsó, and òhands-on activitiesó.  

V Literature review was done with the aforementioned key terms through 

Educational Resources Information Center (ERIC), Social Science 

Citation Index (SSCI), Ebscohost, Science Direct, JSTOR, Google 

Scholar, ProQuest Dissertation Abstracts International (DAI), ProQuest 

(UMI) Dissertations & Theses, METU Library Theses and Dissertations, 

Turkish Higher Education Council National Dissertation Center, 

TUBITAK-ULAKBIM Turkish Academic Network and Information 

Center, Hacettepe University Journal of Education, Education and 

Science (EĶitim ve Bilim), and Kuram ve Uygulamada EĶitim Bilimleri 

(KUYEB). Literature review process was done periodically to stay up to 

date.  

V Sources were obtained and the readings were done. The literature review 

helped to construct the theoretical knowledge on the research problem. 

The similar previous studies lead the way, particularly alternative 
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conceptions on acids and bases. The results of research articles were 

examined and their implications and limitations were taken into 

consideration.   

V Instruments used in the study were developed. The TABT was developed 

by the researcher. The CMQ was adapted into Turkish by the researcher. 

The pilot study of the TABT was done in 2008-2009 fall semester and 

the adaptation study of the CMW was done in 2007-2008 spring 

semester. 

V Instructional materials for students and teachers were developed by the 

researcher based on the literature and revised based on the feedbacks 

from the chemistry educators.  

V In order to conduct the study in high schools necessary permissions were 

gotten from the Ministry of National Education from two regions in 

Ankara, which were Cankaya and Etimesgut.  

V Determining the sample size, Cohen, Cohen, West and Aiken (2003, 

p.177) was followed as a guideline for determining the sample size of the 

study. Similar to most educational studies, the significance level was 

determined as .05 in the present study, the power was set as .80, and the 

effect size of the study was set as a medium effect size (the proposed 

effect size values for f2 were: small= .02, medium= .15, and large= .35). 

Therefore, the required sample size for this study was calculated as 56.  

V Application of pre-tests, the TABT and the CMQ were administered to 

both experimental and traditional groups on the same day. These tests 

were administered two weeks before the study both by the researcher and 

the teacher. The semi-structured interviews were done when students 

were available. The students were informed that their results would be 

confidential and their names would not be used anywhere in the study.  

V Main study was conducted in the 2009-2010 spring semester, this process 

lasted for nearly eight weeks for experimental group (23 class hours, 3 

hours a week) and seven weeks for traditional group (21 class hours, 3 

hour a week). The acids and bases unit was designed for approximately 

eight weeks (3 class hours a week) in former chemistry curriculum. 

During the implementation, the former chemistry curriculum had been 
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followed, the following semester the current chemistry curriculum was 

applied for 11th grades. Two intact classes were used in the 

implementation, one of them was the experimental and the other was the 

traditional group. In the experimental group 5E learning cycle and in the 

traditional group traditionally designed chemistry instruction was used.  

V Application of post-tests; the TABT and the CMQ were administered to 

both experimental and traditional groups on the same day both by the 

researcher and the teacher. The semi-structured interviews were done 

when students were available. 

V Data entering; the data gathered from the pre- and post-TABT and pre- 

and post-CMQ were entered into Microsoft Office Excel and then run in 

Iteman, SPSS, and Lisrel. The qualitative data gathered from the pre- and 

post-interviews were transcribed.  

V Analysis of data; descriptive, inferential and confirmatory statistical 

analysis were done for the TABT and CMQ. The coding was done by the 

researcher.   

V Writing the dissertation     

 

3.7 Implementation for Groups  

In this section, the implementation conducted in the experimental and 

traditional groups were given in two subsections. Constructivist teaching strategies 

(inquiry based hands-on activities, group discussions, and class discussions under the 

steps of 5E learning cycle model) were used in experimental group and traditional 

teacher-centered chemistry instruction was used in traditional group. The experimental 

group students were implemented in the chemistry laboratory; on the other hand, the 

traditional group students were implemented in the regular classroom (Figure 3.7).  
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Experimental Group (Chemistry Lab) Traditional Group (Regular Classroom) 

  

Figure 3.7 The view of class designs both in experimental and traditional groups  

 

 

3.7.1 Treatment in the Experimental Group 

The instruction was designed based on the learning cycle model considering five 

steps, which were Engagement, Exploration, Explanation, Elaboration, and Evaluation. 

Nine teacher handouts were designed and the teacher followed these handouts during 

the instruction. Ten student activities were designed for students to follow the 

procedure in the activities in which students were actively involved in learning 

procedure to get opportunities to develop manipulative and technical skills and the 

teacher acted as a facilitator. The teacherõs role was a facilitator for students in 

discovering knowledge instead of providing knowledge. During the implementation, in 

order to encourage students the teacher asked leading questions and enhanced them to 

think and discuss the related questions in activities with their peers. The studentsõ role 

was to discover knowledge with their peers by doing their activities and discussed the 

questions in activities or the teacher asked.  

From elementary school curriculum, students were fairly aware of some basics 

of acids and bases. They knew that òAcids turns blue litmus to red and bases turns red 

litmus to blue.ó, òAcids taste sour and bases taste bitter.ó, òAcids release a hydrogen 

into water and bases release a hydroxide ion into water.ó. In order to determine what 

the students knew about acids and bases, the TABT (as a pre-test) was administered. 

This test also aimed to test studentsõ alternative conceptions about acids and bases.  
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Before the treatment began, the teacher wanted from the students to create 

groups consisting of four pupils. In order to create groups, first of all the teachers let 

the students to create their own groups; afterwards, the teachers did rearrangement 

when there was imbalanced groups in terms of achievement. The teachers focused not 

to create groups only with low-achievers or with high-achievers. Because students can 

learn from each other, the groups were created balanced in terms of their achievement.  

In order to identify studentsõ general ideas about acids and bases and what want 

to learn about òAcids and Basesó unit an activity sheet was distributed at the end of the 

previous unit (See Appendix C), òChemical Equilibriumó, and 15 minutes were given to 

the students. Onto that sheet students were asked to give responses to two out of three 

questions. This activity is two stepped; at first students were questioned about what they 

know about acids and bases and what want to learn about acids and bases; during the 

unit they were going to be questioned about what they learned, as well. The purpose of 

this activity was to determine studentsõ ideas about acids and bases and what they were 

striving to learn about for this unit. In other words, student expectations for òAcids and 

Basesó unit were inquired. The purpose of the last question was twofold, conceptually 

and motivationally. In a conceptual manner, it searched for student learning and 

whether they had any misunderstandings during the unit. In a motivational manner, this 

question managed students to think about their personal learning and since some 

students sometimes behave shy and could not ask questions or tell the teacher that they 

did not understand the subject, this activity could enable students to express difficulties 

in their learning and state their thoughts more easily by writing than face-to-face 

communication.  

The next lesson in introducing the topic (this part corresponded to the 

engagement step of 5E), the teacher asked what images the word acid conjures up in 

their mind. The teacher listen studentsõ responses and explained that she was going to 

distribute a paper set that wrote about a one day of a university girl. The teacher told 

the students that the aim of the activity was to determine what they thought about acids 

and bases in daily life. Therefore, an activity named òA day with Melis (see Appendix C, 

òMelisõin bir g¿n¿ó)ó distributed to every student. First of all, each student read the 

activity individually and then tried to answer the related questions. Ten minutes were 
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given to students to complete the reading activity and answering the questions. The 

questions were:  

 What are the acids that Melis were faced with during the day?  

 Why do you think that they are acids?  

 What are the bases that Melis were faced with during the day?  

 Why do you think that they are bases?  

 

After each student finished the activity, the teacher enabled them to discuss the 

questions with their group members. In their discussions, students talked about the 

materials which could be acids or bases (this part corresponded to the exploration step 

of 5E). Ten minutes discussion time was given to students and they were asked to argue 

whether there were differences within each other in selecting the substances and their 

acid-base categorization. In addition, they try to convince their friends by supporting 

evidence why they thought that the substance is an acid or a base. After the discussion, 

they wrote the report which includes what substances they thought that were acids or 

bases in group agreement. If they lacked of consensus, they were told to write the 

differences they had discussed. The teacher collected all activity sheets and then asked 

whether they had difficulties in deciding what substance was an acid or a base. After 

getting studentsõ reflection, the teacher explained that scientists also had difficulties in 

deciding what is an acid or a base. Then, the teacher expressed that the categorization of 

chemical substances as acids and bases helps in many ways; but just looking to the 

substance was not enough to understand the substance was an acid or a base (this part 

corresponded to the explanation step of 5E). The teacher also said that in many type of 

sciences this sort of categorization could be found; for example, she asked to the 

students what came to their mind when she said a dog. Students gave some descriptions 

of dogs such as furry, faithful, have long ears, act as a guard, have a good sense of smell, 

etc. the teachers stated that likewise the categorization of animals, the categorization of 

substances in chemistry helps in many ways such as when an acid or a base was called 

what should came to student mind would be discussed in the unit.; therefore, scientists 

made some generalizations for chemical substances. At the end of the lesson, the 

teacher told the students to check the description of some substances (at least three of 

them) at home in which they came across at the activity or about which they were 
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curious about and they were free to bring them to class (this part corresponded to the 

exploration step of 5E). Therefore, for the next lesson, the students would check the 

descriptions of some substances written at the back they had read in the activity in 

order to determine whether these substances were acidic or basic.  

For the next lesson, the collected activity sheets were analyzed by the researcher. 

The researcher categorized the studentsõ answers (see Table 4.17 for the detail in 

Chapter 4). This categorization had four options: acidic, basic, neutral, and not sure. 

Based on student responses, the substances which were students not sure about their 

acidity or basicity or had false decision on their acidity or basicity were determined for 

the activities. These substances were going to be used by the students during the 

activities; therefore, the substances that were the students were not sure about whether 

they were acidic or basic were selected, such as aspirin, milk, mineral water, and 

toothpaste.  

The following lesson the teacher started the lesson by asking whether they came 

across any acidic or basic materials in their daily life and got students responses. Then, 

the teacher asked the students what they found during their search on substances. The 

students expressed their search results such as one of the students stated carbonate 

included sodium bicarbonate and not sure still about its acidity or basicity but since it 

was used in food, it was probably an acidic substance; another student stated that bleach 

included sodium hydroxide and a basic substance as he thought about; and another 

student stated coke included water, sugar, carbon dioxide, coloring, phosphoric acid, 

and caffeine and since including phosphoric acid coke was an acidic substance. The 

teacher took studentsõ findings into consideration and explained that the students 

themselves would tested those all materials whether they were acidic or basic. Then, the 

teacher continued by reporting the studentsõ discussion group results and emphasized 

that although the students gave the similar responses, they had some discrepancies 

among each other in deciding whether substances were acidic or basic. 

Afterwards, the teacher asked that how a material could be decided whether it was 

an acid or a base and listened studentsõ responses. The teacher expected to get an 

answer that a litmus paper was used to test whether a material was acidic or base since 

the students were expected to know this knowledge from their middle school science 

courses. Then, teacher let students to test at least four materials with a litmus paper (See 
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Appendix F-2B); they were free to use the materials either they had brought from their 

homes or the teacher supported (this part corresponded to the exploration step of 5E). 

After finishing the activity, the students compare and discuss their results on the poster. 

Finally, the teacher distributed the second version of òA day with Melisó activity (see 

Appendix F-2C). The students were supposed to read the text and answer the question 

(this part corresponded to the evaluation step of 5E). 

The following lesson, in order to both evaluate studentsõ previous learning and get 

studentsõ ideas on acid-base definitions the teacher asked to the students what they 

understood from the term of an acid and listened carefully the studentsõ responses (this 

part corresponded to the explanation step of 5E). The students expressed their ideas 

what the word acids conjured up in their mind. The same questions were asked for 

bases. The teacher mainly paid attention to studentsõ ideas, but she did not try to make 

corrections on studentsõ responses. Then, the teacher explained that scientists use 

different approaches to determine what substances are acids or bases and it would be 

used to study them at the molecular level in order to understand the properties of acids 

and bases (this part corresponded to the elaboration step of 5E). The teacher gave some 

examples to students related with Arrhenius acids; such as HCl, H2SO4, HNO3, HBr, 

HI and Arrhenius bases; such as NaOH, KOH, Mg(OH)2, Al(OH)3, Ca(OH)2. The 

teacher told the students that stomach juice contains hydrochloric acid, cleaning 

materials also contains hydrochloric acid, power supply in cars contain sulfuric acid, 

soap contains sodium hydroxide, liquid soap and shampoos contain potassium 

hydroxide, stomach ache relief pills contain magnesium hydroxide or aluminum 

hydroxide, and limewater contains calcium hydroxide and then asked the students what 

were the common properties of these substances. The students responded such as òa 

substance which had hydrogen in its formula is an acidó, òa substance that dissociate in 

water to produce hydrogen ionsó, òa substance that dissociate in water to produce 

hydroxide ionsó, or òa substance which had hydroxide in its formula is a baseó were 

expressing. In this step, the teacher expressed that studentsõ ideas were not so different 

with what Arrhenius said. The teacher mentioned the basics of the theory, how 

Arrhenius defined an acid and a base based on releasing ions when dissolving in water 

and asked from the students to show dissociation on the examples written on the board. 

In order to conflict the students, the teacher gave CH4, NH3 and CH3COOH examples 
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to students and asked them how they could determine these materials whether they 

were acidic or basic based on the Arrhenius Theory. The teacher explained that CH4 

was an Arrhenius acid based on his theory though not having the properties of an acid, 

NH3 has the properties of a base but not recognized as a base based on the Arrhenius 

definition, and CH3COOH has a properties of an acid though it was thought it contains 

OH group. Then, the teacher made a demonstration using NH3 and HCl drops on two 

small pieces of cottons, and then placed these cottons into the two edges of glass tube. 

The students observed the occurrence of white smoke near the side of HCl cotton, and 

during this demonstration the teacher made the students remember their previous 

learning about the diffusion of gases. The teacher asked the students the reaction 

occurred and wanted them to explain this reaction based on the Arrhenius definition 

(this part corresponded to the evaluation step of 5E). The purpose was to make them 

aware of the deficiencies of Arrhenius definition such as restriction to water solutions, 

ambiguity of acid-base dissolution in water, and deficiency in definition in covering 

some compounds having the properties of a base; therefore, by this demonstration 

students attention were taken to the expansion of Arrhenius definition by Johannes 

Bronsted and Thomas Lowry independently as acid-base reactions can occur in the gas 

phase, as in the demonstration, no restriction to water solutions, and the definition of 

acids and bases behaviors based on the H+ ions transfer (this part corresponded to the 

elaboration step of 5E). The teacher made emphasis on the expansion of the acid-base 

definition and the coverage of basic compounds which were excluded from the 

Arrhenius definition. The important point here was to underline that Arrhenius acid-

base definition was not wrong but had some limitations and the Arrhenius definition 

was subject to change with the development of new knowledge. The teacher explained 

the Bronsted-Lowry definition using examples and gave explanation about conjugate 

acid-base pairs. In addition, in order to enhance comprehension on students about this 

subject the teacher gave various examples. In order to define Lewis acid-base definition 

the teacher asked students what Lewis reminded them; the aim was to make them 

remember electron-dot Lewis structure and N, O and Cl examples were given to be 

written. In terms of acid-base definition, it was emphasized that Lewis noticed the 

shared electron pair property in acids and bases reactions and defined acids and bases 

based on an electron-pair acceptor or donor. The teacher made the students aware that 

Lewis definition covered both Arrhenius and Bronsted-Lowry acid-base definitions and 
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also increased the number of species that could be considered acids or bases. The 

reaction between NH3 and BF3 was given and shown that even not containing H, BF3 

was a Lewis acid. Afterwards, the activity labeled òThe History of Acids and Bases 

Definitionsó was distributed to the students (this part corresponded to the engagement 

step of 5E) and when there was enough time the next activity òWhich Acid-Base 

Definitionó was given (this part corresponded to the evaluation step of 5E).   

This procedure was followed for the whole acids and bases unit, in order to save 

space only the introduction part of the unit was given but the rest of teacher handouts 

could be found at the Appendix G.  

 

3.7.2 Treatment in the Traditional Group 

In the traditional group, the teacher used the traditional teaching chemistry 

instruction. During the instruction in the traditional group, the teacher followed the 

traditional way what she used to do by directly giving the scientific concepts and the 

students were mostly passive, listened their teacher and took notes to their notebooks. 

The teacher sometimes did demonstrations in her traditional way of teaching and using 

demonstrations in traditional group did not change the traditional way of teaching at all. 

The same concepts were implemented in the traditional group using lecturing, 

demonstrations, and videos instead of inquiry based hands-on activities, group 

discussion, and class discussion. The students in this group did not complete the 

conceptual and motivational activities designed for experimental group; on the other 

hand, students followed their teachers doing the demonstrations and solved more 

algorithmic problems. Therefore, the same activities were used in both classes, just the 

procedure was different. 

The introduction of acids and bases unit was started with student ideas about 

what they know about acids and bases and then the teacher explained that there were 

many acids and bases they were faced with in their daily life and gave examples such as 

battery acids, vinegar, lemon, apple, fruits as acids and soap, carbonate, toothpaste, and 

detergents as bases. The teacher distributed the students to read the second version of 

òA day with Melisó activity and told the students that they could find many examples 

and explanations about acids and bases from their daily life. The definition of acids and 

bases was the first topic to be explained and the teacher gave the detail on the 
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Arrhenius acid-base definition with related examples such as HCl, H2SO4, HNO3, HBr, 

and HI for acids and NaOH, KOH, Mg(OH)2, and Ca(OH)2 for bases. Then, the 

teacher CH4, NH3 and CH3COOH gave the aforementioned examples to students and 

asked whether those were acids or bases. The teacher wrote on the board the reaction 

between NH3 and HCl, expressing at that reaction NH3 was a base; then, explained the 

restrictions of the Arrhenius acid-base definition and gave the details about the 

Bronsted-Lowry definition illustrating examples and giving explanation about conjugate 

acid-base pairs. In addition, in order to enhance comprehension on students about this 

subject the teacher gave various examples on conjugate acids and bases, some of which 

solved by the teacher (especially the first examples) and some were solved by the 

students. Finally, the Lewis acid-base definition was explained by illustrating the 

restrictions of the Bronsted-Lowry acid-base definition and the students were given 

some examples on electron-dot Lewis structure. Then, the students were told that Lewis 

noticed the shared electron pair property in acids and bases reactions and defined acids 

and bases based on an electron-pair acceptor or donor. At the end of the topic the 

students were distributed the activity to read labeled as òThe history of acids and bases 

definitionsó.  

In this part, the comparable topic was just given for the treatment in the 

traditional group. Therefore, the teacher-centered instruction was conducted in the 

traditional group (See Appendix H for Sample Lesson Plan).  

 

3.8 Treatment Fidelity and Verification 

The developed instructional materials by the researcher were reviewed by 

experts in chemistry education. The supervisor of the study reviewed all instructional 

materials and gave feedbacks on them. Based all feedbacks the instructional materials 

were developed. During the implementation process, the classroom observation 

checklist was used by the researcher and the guest chemistry teacher both in 

experimental and traditional groups. 
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3.9 Data Analysis  

Analysis of data was conducted using the SPSS and Iteman programs. The 

gathered data from pre-tests of TABT and CMQ and post-tests of TABT and CMQ 

were entered into Microsoft Excel. The TABT scores were calculated and then the 

scores were converted to the SPSS. At the first step, the missing data were checked and 

the descriptive data (which were the scores of experimental and traditional groupsõ 

mean, standard deviation, skewness, kurtosis, minimum, and maximum values) were 

calculated. These descriptive statistics gave a general view for the data and enlighten 

some assumptions for inferential statistics. In terms of inferential statistics, the analysis 

of which enhanced the generalizability of the sample data to the population, multivariate 

analysis of covariance (MANCOVA) was conducted with two dependent variables, 

which were post-TABT and post-CMQ; two independent variables, which were 

methods of teaching and gender; and two covariates, which were pre-TABT and pre-

CMQ. Before conducting MANCOVA, the assumptions, which were normality, 

outliers, homogeneity of variances, multicollinearity, homogeneity of regression, and 

independence of observations, were checked and it was found that all assumptions were 

met.  

In addition to quantitative data, there was also qualitative data gathered from 

pre- and post-interviews. The interviews were transcribed verbatim, the data was coded, 

and interpretations were done.  

 

3.10 Power Analysis 

Before conducting the study, the necessary sample size was calculated. The 

effect size values (f2) stated by Cohen et al. (2003) were as small=.02, medium=.15, and 

large=.35. Based on the previous studies, the effect size of this present study was set to 

a medium effect size, the significance was set to .05, and the power was set to 0.80. The 

equation (L = f2(n ð k ð 1)) mentioned by Cohen et al. (2003, p.181) was used to 

calculate the necessary sample size.  

In this equation the symbols stands for: L is the function of kB found in L tables 

(p.651), n is for sample size, and k is the sum of kA (number of covariates) and kB 
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(number of groups -1). Therefore, the necessary sample size was calculated as 56, see 

the calculation below:  

 

 

 

 

This study was conducted with 78 students and the same equation was used for 

calculating L value and found as 11.1, see the calculation below:   

 

 

 

 

Based on this calculated L value, the calculated power of the study was between in 

range of .90 (L=10.51) and .95 (L=13.00). Since the calculated L value is closer to .90, 

the calculated power was accepted as .90. 

 

3.11 Threads to Internal Validity  

Internal validity was defined as òobserved differences on the dependent variable 

are directly related to the independent variable, and not due to some other unintended 

variableó by Fraenkel and Wallen (2003, p.178). There are possible threats to internal 

validity, which are: subject characteristics, mortality, location, instrumentation, testing, 

history, maturation, attitude of subjects, regression, and implementation. These possible 

treats to internal validity and minimization of these treats are discussed in this section.  

ü Subject characteristics: The group difference might affect the results of the 

study; therefore, random assignment was done in the study. In addition, 

the studentsõ age, gender, socioeconomic status, motivation to learn 

chemistry, and prior knowledge of acids and bases concepts might be 

affective on the results and these variables were investigated. The 

studentsõ age, gender and socioeconomic status were similar to each other. 

In order to equate groups, statistical techniques were also used as setting 

covariates at the analysis of MANCOVA.  

L = f2(n ð k ð 1)      ɸ   n = L/f2 + k + 1   

                      n=7.85/0.15 + 3 +1  
  

  n=56 
 

 

L = f2(n ð k ð 1)      ɸ   L = 0.15 (78 ð 3 ð 1)   

     L= 11.1 
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ü Mortality: Loss of subjectsõ threat is related about dropping out of the 

subjects from a study. In this present study, only one male student was 

excluded from the study since he did not participate to the pre-tests. He 

was a new registration from another school and came to class at the 

middle of the semester because of moving to the neighborhood.  

ü Location: This threat might occur when there are different conditions for 

groups. The classroom and laboratory conditions were similar in terms of 

size, lighting, and other conditions. The experimental group was in the 

laboratory in all classes, but the traditional group was generally in the 

regular class and sometimes in laboratory when there was a 

demonstration. The researcher collected more information to minimize 

the location threat for the groups.  

ü Instrumentation: This threat can be explained in three sections, which are 

instrument decay, data collector characteristics, and data collector bias. 

Instrument decay is changing the nature of the instrument. The 

instruments used in the present study for both experimental and 

traditional groups were the standard and same in terms of administration 

and scoring. Data collector characteristics such as gender, age, language 

patterns might effect on the nature of the data. The data collection 

procedure was the same for both groups and the researcher and the 

teachers were in class in all administration sections. Data collector bias is 

altering data to get certain outcomes. The teacher was trained to minimize 

this threat.   

ü Testing: This threat is about students might be alert or aware in the 

presence of pretests. In the study, there were two pre-tests and they were 

administered two weeks before the implementation. The implementation 

lasted for two month and this period is long enough to minimize the 

testing threat; additionally, this threat was valid for both experimental and 

traditional groups.  

ü History: Occurrence of unplanned events during implementation might 

affect the results of the study. The researcher existed in all classes in both 

experimental and traditional groups. During the implementation, the 

volcano named Eyyafyallayöküll in Iceland erupted and it was told on 
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news that there was a risk of acid rains. In the activity, òA day with Melisó 

there is a part on acid rain and effects of acid rain. There was a discussion 

in both groups covering the questions: what acid rain was, the effects of 

acid rain, and why rain was called acid rain. Both experimental and 

traditional groups were affected by this history threat equally, this threat 

was controlled. 

ü Maturation: This threat was not possible threat for this study since the 

change in intervention was not because of passing of time.   

ü Attitude of subjects: There are three possible threats in terms of attitude 

of subjects: Hawthorne effect, John Henry effect, and demoralization 

effect. Hawthorne effect is positive effect on experimental group students 

due to increased attention and novelty of the treatment. The opposite 

effect is demoralization effect on control group students since not having 

any treatment. John Henry effect is another effect on control group 

students due to not having any treatment, students express more effort to 

better than experimental group students. These possible threats were 

assumed to be minimized in present study; the teacher told the students 

the instruction was not different and the same activities were conducted in 

both groups.  

ü Regression: This threat is possible when low or high achievers selected in 

a group. Random assignment was done in selecting the groups in this 

study; therefore, this threat was not a possible threat.  

ü Implementation: This threat is occurred when there are different 

individuals to implement the methods or the characteristics of individuals 

implementing the methods on the behalf of one of the treatments. The 

teacher implemented in both experimental and traditional groups and 

trained before the implementation. The classroom observation checklists 

were used to minimize this threat and treatment verification was provided.  
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3.12 Assumptions and Limitations  

The assumptions of this present study were stated below:  

ü The instruments were completed by the students honestly, independently 

and seriously.  

ü The similar conditions were available during the administration of the 

instruments.  

ü No bias was done on the behalf of the either treatment.  

ü The teacher followed the teacher handouts.  

 

The limitations of the study were stated below:  

ü The study was limited to 11th grade public high schools in the center of the 

city.  

ü The study was limited to the òAcids and Basesó unit.  
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CHAPTER IV  

 

 

RESULTS AND CONCLUSIONS  

 

 

 

The results of the study were presented in this chapter including the following 

eight sections: the descriptive statistics, the inferential statistics, the results on student 

activities, the results of three-tier acids and bases test and student interviews, the results 

of chemistry motivation questionnaire and student interviews, the results of the teacher 

interview, the results of classroom observation checklist, the summary of the results, 

and the conclusions of the study.  

 

4.1 Descriptive Statistics  

In order to carry out descriptive and inferential statistics, beforehand it is 

essential to check whether there were any missing values in the data. Therefore, missing 

analysis was done and it was observed that there were not any missing values in the 

data. However, there was an exclusion from the analysis; a student from another school 

was enrolled to Class B during the semester since this student had not completed the 

pre-tests was not included into the study.  

Therefore, the descriptive statistics, given in the Table 4.1, shows the excluded 

scores. The descriptive statistics about pre-TABT, pre-CMQ, post-TABT, post-CMQ, 

grades, and gender were grouped in terms of implemented methods, experimental and 

traditional groups. The pre-TABT scores before implementation were almost the same 

for the both groups and the correct answer rate for this test was very low since most 

students were not sure for their responses, in other words because of the third tier of 

the questions which sought for whether students were sure in their responses. The 

possible maximum score for this test was 18, but the highest score was four for both 

groups. The first-tier of the test included conventional multiple-choice questions and 

when this first-tier was only analyzed, it was seen that the mean score of the first-tier 
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questions was 4.05 for the experimental group and 3.53 for the traditional group in the 

pre-test (see Table 4.2 for details).  

 

Table 4.1 Descriptive Statistics for the pre-TABT, pre-CMQ, post-TABT, post-CMQ, 

grades, and gender 

 N Mean  SD Skewness Kurtosis  Min  Max  

Pre-TABT        

EG 40 1.10 1.01 .89 .58 0 4 

TR 38 1.32 1.21 .70 -.15 0 4 

Total  78 1.21 1.11 .81 .16 0 4 

Pre-CMQ        

EG 40 102.78 14.99 .17 -.55 73 136 

TR 38 105.03 16.41 -.57 -.11 62 127 

Total  78 103.87 15.64 -.21 -.45 62 136 

Post-TABT        

EG 40 8.90 3.89 .23 -.82 2 17 

TR 38 4.95 3.30 1.08 .39 1 14 

Total  78 6.97 4.11 .54 -.69 1 17 

Post-CMQ        

EG 40 109.35 12.91 .13 -.19 86 141 

TR 38 102.58 18.72 -.38 -.51 62 131 

Total  78 106.05 16.26 -.46 .13 62 141 

Grades         

EG 40 2.55 1.56 .47 -1.34 1 5 

TR 38 2.68 1.17 .34 -.58 1 5 

Total  78 2.62 1.37 .39 -1.07 1 5 

Gender         

EG 40 1.48 .51 .10 -2.10 1 2 

TR 38 1.50 .51 .00 -2.11 1 2 

Total  78 1.49 .50 .05 -2.05 1 2 

Note: Pre-TABT was labeled for the Three-Tier Acids and Bases Test scores before the 
implementation, and post- for after implementation; Pre-CMQ was labeled for the Chemistry 
Motivation Questionnaire scores before the implementation, and post- for after implementation. For 
instructional methods, EG stands for Experimental Group and TR stands for Traditional Group. 
Grades were labeled for studentsõ chemistry grades in previous semester.   
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When the reason of the first tier of the questions was asked in the second tier, 

the correct response rate decreased as well; the mean score of two-tier questions was 

2.05 for the experimental and 1.63 for the traditional group (giving correct responses 

for both first and second tiers). This inferred that students were not much able to give a 

correct explanation to first tier of the questions. This difference also revealed the 

possibility of the chance factor since when the third-tier, in other words confidence tier, 

was included to analysis, it was seen that the student scores decreased dramatically 

(giving correct responses for all three tiers, see Table 4.1). 

 

Table 4.2 Descriptive Statistics for One-tier and Two-tier Questions  

 N Mean  SD Skewness Kurtosis  Min  Max  

Pre-TABT 

One-tier         

EG 40 4.05 2.34 -.34 -.59 0 8 

TR 38 3.53 1.81 .59 1.71 0 9 

Two-tier         

EG 40 2.05 1.52 .37 -.51 0 6 

TR 38 1.63 1.26 .50 -.46 0 4 

Post-TABT 

One-tier         

EG 40 11.65 3.29 -.22 -.78 5 18 

TR 38 8.19 3.62 .59 -.20 2 17 

Two-tier        

EG 40 9.58 3.64 .02 -.56 2 17 

TR 38 5.61 3.36 .86 -.03 1 14 

Note: One-tier was labeled for the correct response rate of the first tier question, which 
was similar to conventional multiple-choice questions. Two-tier was labeled for the 
correct response rate of first and second tier questions, in other words a student should 
give a correct response for first tier and give a correct explanation for it in the second 
tier (both responses should be correct for scoring). 

 

The similar decrease could also be observed for the post-TABT. The mean 

score for the three-tier questions were 8.90 for the experimental and 4.95 for the 

traditional group (see Table 4.1); on the other hand, the mean score for one-tier 

questions were 11.65 for the experimental and 8.19 for the traditional group (see Table 
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4.2). In addition, when students were asked for the explanation of their responses, 

studentsõ the mean scores of two-tier questions decreased to 9.58 for the experimental 

and 5.61 for the traditional group. The mean of the post-TABT scores for the 

experimental group was higher than the one in the traditional group while there was not 

much difference in pre-TABT. The possible maximum score was 49.44% for the 

experimental and 27.5% for the traditional group in terms of the post-TABT. The 

possible maximum score was 5.61% for the experimental and 7.33% for the traditional 

group in terms of pre-TABT.  

In terms of CMQ scores, there were slightly differences between the pre-CMQ 

and the post-CMQ scores (see Table 4.1). The mean of pre-CMQ scores are in favor of 

the traditional group students who revealed higher motivation to learn chemistry than 

the students in experimental group. On the other hand, this difference changed in post-

CMQ scores in favor of the experimental group students who revealed higher 

motivation to learn chemistry than the students in control group. The possible 

maximum score of the CMQ is 150 and the possible minimum score is 30. The range in 

pre-CMQ scores was wider in traditional group than the experimental group, which 

stated that there was more variability in former one. The similar range variability was 

also acceptable for post-CMQ scores (see Figure 4.1 and Figure 4.2 for histograms of 

pre- and post-CMQs).  

The gain scores on the TABT and CMQ is given in the Table 4.3 for both 

experimental and traditional group. In terms of TABT scores, both groups gained 

scores afterwards the implementation, but the traditional group could not gain as many 

scores as the experimental group.  

 

Table 4.3 Gain scores for the experimental and the traditional group on the TABT and 

CMQ scores 

Test Group 
Gain score 

(posttest - pretest) 

TABT 
LC 7.80 
TR 3.63 

CMQ 
LC 6.57 
TR -2.45 
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In order to check whether the distribution of scores is normal, skewness and 

kurtosis values should be tested. The zero values of skewness and kurtosis reveal a 

normal distribution of scores (Field, 2009, p. 139). Since skewness and kurtosis values 

were in range between -2 and +2, it could be inferred that the pre-TABT, pre-CMQ, 

post-TABT, and post-CMQ scores were normally distributed for the experimental and 

traditional groups. Therefore, as an evidence of normal distribution, Figure 4.1 shows 

the histograms with normal curves for the pre-TABT and pre-CMQ, and Figure 4.2 

shows the histograms with normal curves for the post-TABT and post-CMQ for both 

the experimental and traditional group.  

 

LC TR 

  

  

Figure 4.1 Histograms with normal curves for the pre-TABT and pre-CMQ for 

experimental and traditional group  
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Figure 4.2 Histograms with normal curves for the post-TABT and post-CMQ for 

experimental and traditional group 

 

It would be beneficial to show a general view of these aforementioned 

descriptive statistics in terms of experimental and traditional groups before running 

inferential statistics. Since gender was also investigated whether affected by instructional 

methods, this independent variable was also included into the composition. The Figure 

4.3 reveals the big picture of two dependent variables scores categorized in terms of 

teaching methods and clustered by gender. The mean scores of the post-TABT and the 

post-CMQ were taken into consideration.  

 

 

 

LC TR 
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Post-TABT Post-CMQ 

  

Figure 4.3 Graph of the descriptive statistics of post-TABT and post-CMQ categorized 

regarding teaching method and clustered by gender (blue=girls, green=boys) 

 

4.2 Inferential Statistics  

This section, as a first step, includes how covariates were determined and then 

assumptions of MANCOVA were tested. Lastly, results of MANCOVA were 

presented.  

 

4.2.1 Determination of Covariates  

Possible covariates were determined at the beginning of the study; these 

covariates were pre-TABT and pre-CMQ. Tabachnick and Fidell (2007, p. 212) 

suggested on covariates can be more than one and covariates could be used during 

analysis at the same time but they should be continuous variables, a small set and 

uncorrelated with each other. Additionally, covariates should be significantly correlated 

with dependent variables. Furthermore, Pallant (2001, p. 236) expressed that these 

correlations among each covariates should be mostly moderate correlations as well as 

covariates should be collected before implementation in order not to be influenced by 

it. The pre-TABT and pre-CMQ were administered to students before the 

implementation and it could be said that they were independent from the experimental 

effect. In order to test whether these variables were appropriate covariates, correlations 
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among them was tested beforehand. The results of this correlation analyses could be 

seen in Table 4.4.   

 

Table 4.4 Correlations among variables  

Variables  Pre-TABT Pre-CMQ Post-TABT  

Pre-CMQ .443**   

Post-TABT .258* .289*  

Post-CMQ .443** .728** .476** 

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

 

The results revealed the potential covariates, which were studentsõ pre-TABT 

and pre-CMQ, correlated significantly with the dependent variables, which were post-

TABT and post-CMQ. The potential covariates correlated significantly with one 

another but these correlations were mostly small correlations except the one between 

pre-TABT and pre-CMQ with the value of .443, which was a medium correlation 

(Cohen, 1988). Consequently, these results revealed that pre-TABT and pre-CMQ could 

be used as covariates for MANCOVA.   

 

4.2.2 Assumptions of MANCOVA  

There are many assumptions in Multivariate Analysis of Covariance 

(MANCOVA); these are independence of observations, normality, outliers, 

homogeneity of variances, multicollinearity, and homogeneity of regression.    

The first assumption is independence of observations. For verifying this 

assumption, the researcher observed all measurement sessions whether students did the 

instruments on their own. It was ensured that there was not any violation of the 

assumption since students completed the tests or questionnaires individually. Therefore, 

it could be said that this independence of observations assumption was met.  

For assumption of normality, it is crucial to check both univariate and 

multivariate normality. The univariate normality is considered as the distribution of 

scores on dependent variables is normal, having a symmetrical, bell-shaped curve 

(Pallant, 2001, p.54). Skewness and kurtosis values give some information about the 
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distribution of scores; skewness present some information on symmetry of the 

distribution and kurtosis present some information about the peakedness of the 

distribution. Ideally normal distribution gives zero values of skewness and kurtosis. 

Table 4.1 provide these information for this study and as the seen skewness and 

kurtosis values can be accepted as normal since the values were in acceptable range as 

mentioned in previous Section 4.1. Therefore, the univariate normality assumption was 

met. In addition, to check multivariate normality, Boxõs test of equality of covariance 

matrices can be used. Table 4.5 Boxõs test of the assumption of equality of covariance 

matrices with the hypothesis of the variance-covariance matrices are the same in groups. 

Since the statistics was not significant, the assumption of homogeneity was validated, 

which revealed the covariance matrices were roughly equal.   

 

Table 4.5 Boxõs Test of Equality of Covariance Matrices  

Boxõs M 14.86 

F  1.570 

df1 9 

df2 60884.680 

Sig. .118 

 

Outliers are risky for MANCOVA because this analysis is very sensitive to 

outliers. Univariate and multivariate outliers should be check before the analysis. 

Univariate outliers could be checked by examining the histograms on Figure 4.1 and 4.2. 

None extreme scores were detected and it could be said that there is no univariate 

outliers in the data. Mahalanobis distance is used for multivariate outliers and reveals 

thatòany cases have a strange pattern of scores across the two dependent 

variables.óSince the Mahalanobis distance value, which was 7.347 (Table 4.6), is larger 

than critical value (13.82 for two dependent variables, see Table 19.1 in Pallant, 2001, 

p.221), there was not any multivariate outliers in the data. Consequently, the assumption 

of outliers was also met. 
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Table 4.6 Residuals statistics for Multivariate Normality 

 Minimum Maximum Mean Std. Deviation 

Predicted Value 13.5201 54.5544 39.5000 10.41499 

Std. Predicted Value -2.494 1.445 .000 1.000 

Std. Error of Predicted Value 2.334 6.709 3.849 1.094 

Adjusted Predicted Value 13.9227 56.5062 39.4133 10.36613 

Residual -51.04169 43.17807 .00000 20.12531 

Std. Residual -2.503 2.117 .000 .987 

Stud. Residual -2.587 2.174 .002 1.006 

Deleted Residual -54.50621 45.51344 .08674 20.92614 

Stud. Deleted Residual -2.692 2.231 .001 1.019 

Mahalanobis Distance .022 7.347 1.974 1.759 

Cook's Distance .000 .151 .013 .023 

Centered Leverage Value .000 .095 .026 .023 

 

The assumption of homogeneity of variances is tested via Leveneõs test with the 

hypothesis of the variances in scores are the same for each group. Table 4.7 shows the 

result of Leveneõs test and the post-CMQ value was larger than 0.05, which indicates 

the error variances across groups are equal. Consequently, the assumption of 

homogeneity of variances was satisfied for post-CMQ scores. However, the post-TABT 

value was smaller than 0.05, which indicates the null hypothesis was incorrect and the 

variances were significantly different; therefore the assumption of homogeneity of 

variances has been violated for post-TABT scores. Since this assumption was violated, a 

more conservative alpha level was set for determining significance for post-TABT in the 

follow-up ANCOVA.  

 

Table 4.7 Leveneõs Test of Equality of Error Variances    

   F df1 df2 Sig.  
Post-TABT 2.916 3 74 .040 
Post-CMQ 1.377 3 74 .257 

 

The assumption of multicollinearity deals with correlations among independent 

variables. There should be no substantial correlations among dependent variables higher 

than .80. Table 4.4 shows the correlations among variables and all correlations are 

below .80; therefore, this assumption of multicollinearity was verified.  
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The assumption of homogeneity of regression was tested via Multivariate 

Regression Correlation (MRC) analysis.òThis assumption deals with the relationship 

between the covariate and the dependent variable for each of the groups.óDependent 

variables, post-TABT and post-CMQ, were used independently in this analysis. The 

covariates, which were pre-TABT and pre-CMQ, constituted the Set A. The 

independent variables, Method of Teaching, Gender, and Method of Teaching*Gender, 

formed the Set B. The other Set C was formed via multiplying Set A with Set B (pre-

TABT * Method, pre-TABT * Gender, pre-TABT * Method * Gender, pre-CMQ * 

Method, pre-CMQ * Gender, pre-CMQ * Method * Gender).  Table 4.8 and Table 4.9 

show the results of MRC analysis which revealed that there is not any significant 

interaction between covariates and method of teaching for post-TABT and post-CMQ. 

Consequently, it could be implied that the homogeneity of regression assumption was 

verified.  

 

Table 4.8 MRC results for Homogeneity of Regression for the post-TABT  

Change statistics for post-TABT 

Model  R Square Change  F Change  df1 df2 Sig. F Change  

Set A  .319 11.562 3 74 .000 

Set B .281 16.622 3 71 .000 

Set C (Set A*Set B) .053 1.056 9 62 .408 

 

 

Table 4.9 MRC results for Homogeneity of Regression for the post-CMQ  

Change statistics for post-CMQ 

Model  R Square Change  F Change  df1 df2 Sig. F Change  

Set A  .564 31.922 3 74 .000 

Set B .086 5.775 3 71 .001 

Set C (Set A*Set B) .080 2.029 9 62 .051 

 

This assumption could also be tested with customizing settings in MANCOVA 

in order to test whether there was interaction between the covariates and the treatment 

(Pallant, 2001, p.241; explained based on ANCOVA process and adapted to 

MANCOVA process). The procedure to evaluate this assumption is with the following 

steps: Analyze, General Linear Model, and Multivariate. 
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Table 4.10 Multivariate Tests for Homogeneity of Regression for the interaction 

between the covariates and the independent variables 

Effect  Value F 
Hypothesis 

df 

Error 

df 
Sig. 

Method * 

PRETABT 

Pillai's Trace .021 .684 2.000 65.000 .508 

Wilks' Lambda .979 .684 2.000 65.000 .508 

Hotelling's Trace .021 .684 2.000 65.000 .508 

Roy's Largest Root .021 .684 2.000 65.000 .508 

Method * 

PRECMQ 

Pillai's Trace .040 1.361 2.000 65.000 .264 

Wilks' Lambda .960 1.361 2.000 65.000 .264 

Hotelling's Trace .042 1.361 2.000 65.000 .264 

Roy's Largest Root .042 1.361 2.000 65.000 .264 

Gender * 

PRETABT 

Pillai's Trace .060 2.084 2.000 65.000 .133 

Wilks' Lambda .940 2.084 2.000 65.000 .133 

Hotelling's Trace .064 2.084 2.000 65.000 .133 

Roy's Largest Root .064 2.084 2.000 65.000 .133 

Gender * 

PRECMQ 

Pillai's Trace .033 1.117 2.000 65.000 .334 

Wilks' Lambda .967 1.117 2.000 65.000 .334 

Hotelling's Trace .034 1.117 2.000 65.000 .334 

Roy's Largest Root .034 1.117 2.000 65.000 .334 

Method * 

Gender * 

PRETABT 

Pillai's Trace .033 1.099 2.000 65.000 .339 

Wilks' Lambda .967 1.099 2.000 65.000 .339 

Hotelling's Trace .034 1.099 2.000 65.000 .339 

Roy's Largest Root .034 1.099 2.000 65.000 .339 

Method * 

Gender * 

PRECMQ 

Pillai's Trace .025 .822 2.000 65.000 .444 

Wilks' Lambda .975 .822 2.000 65.000 .444 

Hotelling's Trace .025 .822 2.000 65.000 .444 

Roy's Largest Root .025 .822 2.000 65.000 .444 

 

 

The dependent variables (post-TABT and post-CMQ) were put in the 

dependent variable box, the independent variables (Method and Gender) were put in 

the fixed factors box, and the covariates (pre-TABT and pre-CMQ) were put in the 

covariates box. Then, model and custom selections were operated. In the model box 

these variables were listed: Method, Gender, pre-TABT, and pre-CMQ as main effects 

and Gender * Method, Method * pre-TABT, Method * pre-CMQ, Gender * pre-TABT, 

Gender * pre-CMQ, Gender * Method * pre-TABT, Gender * Method * pre-CMQ as 

interactions. The significance level of the interactions terms were checked in the output 
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(See Table 4.10). Since the all significance values for the interactions were greater than 

0.05, the assumption of homogeneity of regression was not violated. This result also 

supports the previous MRC results; therefore, it is safe to proceed with MANCOVA 

analysis as the assumption of homogeneity of regression double checked.  

 

4.2.3 Results of MANCOVA  

The main problem of the study was to investigate the effect of 5E learning cycle 

oriented instruction over traditional designed chemistry instruction and gender on 

student understanding of acids and bases concepts and motivation to learn chemistry. 

In order to get evidence for the main problem, it is worthwhile to analyze the following 

null hypothesis.  

 

4.2.3.1 Null Hypothesis 1  

The first null hypothesis was òThere is no statistically significant overall effect of 

teaching methods taking into account 5E learning cycle oriented instruction and 

traditionally designed chemistry instruction on the population mean of the collective 

dependent variables of eleventh grade studentsõ post-test scores of acids and bases 

concepts and motivation to learn chemistry when the pre-test scores of three-tier acids 

and bases concepts, the pre-test scores of motivation to learn science, and previous 

semester chemistry grades are controlledó. 

This null hypothesis was tested via MANCOVA, of which assumptions were 

already met. The results of MANCOVA are given in Table 4.11 and illustrated whether 

there is any statistical significant difference in methods of teaching on the post-TABT 

and post-CMQ scores. Based on the results in Table 4.11, the first null hypothesis was 

rejected, which express there was a statistically significant difference between 5E 

learning cycle oriented chemistry instruction and traditionally designed chemistry 

instruction on the collective dependent variables (Wilksõ ǩ=0.654, F(2,71)=18.741, 

p=0.000) in favor of the experimental group. Partial eta square was found to be .346, in 

other words the effect size of the study indicates a large effect size (Cohen, 1988).  

 



 

 

 

121 

 

 

  

Table 4.11 Multivariate Tests results in MANCOVA  

Effect 
Wilksõ 

Lambda 
F 

Hypothesis 

df 
Error df Sig. 

Partial 

Eta 

Squared 

Observed 

Power 

Intercept  .833 7.110 2.000 71.000 .002 .167 .921 

Pre-TABT .943 2.157 2.000 71.000 .123 .057 .428 

Pre-CMQ .506 34.653 2.000 71.000 .000 .494 1.000 

Method  .654 18.741 2.000 71.000 .000 .346 1.000 

Gender  .984 .578 2.000 71.000 .563 .016 .143 

Method* 

Gender 

.991 .339 2.000 71.000 .714 .009 .102 

 

The observed power of the study is 1.00 larger than calculated power. This 

result revealed that the students taught via 5E learning cycle oriented instruction 

compared to traditionally designed chemistry instruction had statistically different 

understanding of acids and bases concepts and motivation to learn chemistry, regardless 

gender.  

 

4.2.3.2 Null Hypothesis 2  

The second null hypothesis was: òThere is no statistically significant mean 

difference between girls and boys on the population means of the collective dependent 

variables of eleventh grade studentsõ post-test scores of acids and bases concepts and 

motivation to learn chemistry when the pre-test scores of three-tier acids and bases 

concepts, the pre-test scores of motivation to learn science, and previous semester 

chemistry grades are controlledó.    

This null hypothesis was also tested via MANCOVA and investigated whether 

there is any statistically significant difference in girls and boys on the post-TABT and 

post-CMQ scores. The results, in Table 4.11, infer that the null hypothesis was 

accepted. This means that there was not found any statistically significant difference in 

terms of gender and girls did not differ with boys on the post-TABT and post-CMQ 

scores (Wilksõ ǩ=0.984, F(2,71)=0.578, p=0.563). This result revealed that girls and boys 

had roughly equal understanding of acids and bases concepts and motivation to learn 

chemistry regardless teaching method.  
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4.2.3.3 Null Hypothesis 3  

The third null hypothesis was: òThere is no statistically significant interaction 

between the methods of teaching and gender on the population means of collective 

dependent variables of eleventh grade studentsõ acids and bases concepts post-test 

scores and motivation to learn chemistry post-test scores when the pre-test scores of 

three-tier acids and bases concepts, the pre-test scores of motivation to learn science, 

and previous semester chemistry grades are controlledó.   

The MANOVA results given in Table 4.11 reveal that there was not any 

statistically significant interaction between the methods of teaching chemistry and 

gender on the post-TABT and post-CMQ scores (Wilksõ ǩ=0.991, F(2,71)=0.339, 

p=0.714). Therefore, the null hypothesis was accepted. This result revealed that 5E 

learning cycle method did not make any difference in girls and boys understanding of 

acids and bases concepts and motivation to learn chemistry over traditionally designed 

chemistry instruction.  

 

4.2.3.4 Null Hypothesis 4  

The fourth null hypothesis was: òThere is no statistically significant difference 

between the post-test mean scores of students taught via 5E learning cycle model and 

who taught via traditionally designed chemistry instruction on the population means of 

acids and bases concepts post-test scores when the pre-test scores of three-tier acids 

and bases concepts, the pre-test scores of motivation to learn science, and previous 

semester chemistry grades are controlledó.  

A follow-up ANCOVA was conducted in order to test the effect of teaching 

methods on the stated dependent variable. Since the assumption of equality of variance 

was violated (see Table 4.7), more conservative alpha level was set for determining 

significance for post-TABT scores. An alpha of 0.025 was set since this is moderate 

violation as Tabachnick and Fidell (1996, p.86) suggested. Table 4.12 represents the 

result of this null hypothesis and there found to be there was a statistically significant 

difference on student understanding of acids and bases concepts depending on which 

method they were taught (F(1,72)=30.938, p=0.000) in favor of the experimental group. 

Therefore, the results inferred that the null hypothesis was rejected. The post-TABT 
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mean score of students taught via 5E learning cycle was 8.90 and the other groupõs 

score was 4.95 (see Table 4.1), and this difference was found to be statistically 

significant.   

 

Table 4.12 Follow-up ANCOVA for each dependent variable  

Dependent 

Variable  
Source  df 

Mean 

Square  
F Sig.  

Eta 

Squared 

Observed 

Power  

Post-

TABT 

Corrected.Model  5 97.946 8.726 .000 .377 1.000 

Intercept  1 .551 .049 .825 .001 .055 

Pre-TABT 1 29.336 2.613 .110 .035 .358 

Pre-CMQ  1 61.629 5.490 .022 .071 .638 

Gender  1 .709 .063 .802 .001 .057 

Method  1 347.291 30.938 .000 .301 1.000 

Method*Gender 1 4.609 .411 .524 .006 .097 

Error  72 11.225     

Corrected Total  77      

Post-CMQ 

Corrected.Model  5 2567.726 24.581 .000 .631 1.000 

Intercept  1 1399.707 13.399 .000 .157 .951 

Pre-TABT 1 279.626 2.677 .106 .036 .365 

Pre-CMQ  1 7303.386 69.915 .000 .493 1.000 

Gender  1 122.487 1.173 .282 .016 .188 

Method  1 1480.724 14.175 .000 .164 .960 

Method*Gender 1 43.994 .421 .518 .006 .098 

Error  72 104.461     

Corrected Total  77      

 

The effect of covariates could be observed in the estimated mean scores in 

Table 4.13. The pure mean difference among groups was 3.95, but the estimated mean 

difference was 4.25. This difference occurred because of mean adjustment with the 

covariate effect. The partial eta squared was found 0.301 and eta squared was calculated 

as 0.215; which is indicated as a large effect size (see Tabachnick & Fidell, 2001, p.369 

for eta squared calculations). Therefore, the method of teaching accounts for about 

21.5% of the variability in student understanding of acids and bases concepts. The 

power to detect the effect was 1.000.  
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Table 4.13 Estimated Marginal Means for the post-TABT in terms of methods of 

teaching 

Dependent 

variable  Group Mean  Std. Error 

95% Confidence Interval  

Lower 

Bound  

Upper 

Bound  

Post-TABT  
LC 9.049 .532 7.988 10.109 

TR 4.799 .545 3.712 5.886 

 

 

4.2.3.5 Null Hypothesis 5  

The fifth null hypothesis was òThere is no statistically significant difference on 

the post-test mean scores between girls and boys on studentsõ understanding of acids 

and bases concepts when the pre-test scores of three-tier acids and bases concepts, the 

pre-test scores of motivation to learn science, and previous semester chemistry grades 

are controlledó.  

The conducted follow-up ANCOVA gave the result of this hypothesis as shown 

in Table 4.12. The null hypothesis was accepted based on this result (F(1,72)=.063, 

p=0.802). Therefore, it was implied from the result that girls and boys did not differ in 

understanding of acids and bases concepts. The methods of teaching implemented in 

the class did not make significant differences on student understanding of acids and 

bases concepts in terms of gender either the method is 5E learning cycle or traditionally 

designed chemistry instruction.  

 

Table 4.14 Estimated Marginal Means for the post-TABT in terms of gender 

Dependent 

variable  Gender  Mean  Std. Error 

95% Confidence Interval  

Lower 

Bound  

Upper 

Bound  

Post-TABT  
Girls  7.022 .539 5.947 8.097 

Boys  6.825 .552 5.726 7.925 

 

The post-TABT scores were calculated as 7.40 for girls and 6.53 for boys; 

however, the covariates included to the model adjusted these values as 7.02 for girls and 
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6.83 for boys (see Table 4.14). The difference in these estimated mean scores was not 

statistically significant as the null hypothesis was accepted.  

 

4.2.3.6 Null Hypothesis 6  

The sixth null hypothesis was òThere is no statistically significant interaction 

between methods of teaching and gender on studentsõ understanding of acids and bases 

concepts when the pre-test scores of three-tier acids and bases concepts, the pre-test 

scores of motivation to learn science, and previous semester chemistry grades are 

controlledó.  

    

Figure 4.4 Graph of post-TABT scores in terms of gender as categorized in method of 

teaching chemistry   

 

The performed follow-up ANCOVA investigated this null hypothesis (Table 

4.12). There was not found any interaction between methods of teaching and gender on 

studentsõ understanding of acids and bases concepts (F(1,72)=0.411, p=0.524). 

Therefore, this null hypothesis was accepted. Figure 4.4 gives an overview for post-

TABT scores in terms of gender as categorized in method of teaching chemistry. 
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4.2.3.6 Null Hypothesis 7  

The seventh null hypothesis was òThere is no statistically significant difference 

between the post-test mean scores of students taught via 5E learning cycle model and 

who taught via traditionally designed chemistry instruction on the population means of 

motivation to learn chemistry post-test scores when the pre-test scores of three-tier 

acids and bases concepts, the pre-test scores of motivation to learn science, and 

previous semester chemistry grades are controlledó.  

The follow-up ANCOVA investigated methods of teaching in motivation to 

learn chemistry. There was a statistically significant difference between studentsõ in 

experimental and traditional group on post-test scores in motivation to learn chemistry 

(F(1.72)=14.175, p=0.000) in favor of the experimental group. Therefore, the null 

hypothesis was rejected. The post-CMQ mean score of students in experimental group 

was 109.35 and in traditional group was 102.58 (Table 4.1). The estimated mean scores 

adjusted by covariates are 110.313 for experimental and 101.539 for traditional groups 

(Table 4.15); therefore, the difference in these mean scores was found statistically 

significant. This result implied that students taught using 5E learning cycle method in 

teaching chemistry were more motivated to learn chemistry than students taught using 

traditionally designed chemistry instruction. The partial eta squared was found 0.164 

and eta squared was calculated as 0.162; which is indicated as a large effect size (see 

Tabachnick & Fidell, 2001, p.369 for eta squared calculations). Therefore, the method 

of teaching accounts for about 16.2% of the variability in student motivation to learn 

chemistry. The power to detect the effect was 0.960.  

 

Table 4.15 Estimated Marginal Means for the post-CMQ in terms of methods of 

teaching 

Dependent 

variable  Group Mean  Std. Error 

95% Confidence Interval  

Lower 

Bound  

Upper 

Bound  

Post-CMQ 
LC 110.313 1.623 107.078 113.548 

TR 101.539 1.663 98.223 104.854 
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4.2.3.6 Null Hypothesis 8  

The eighth null hypothesis was òThere is no statistically significant difference on 

the post-test mean scores between girls and boys on studentsõ motivation to learn 

chemistry when the pre-test scores of three-tier acids and bases concepts, the pre-test 

scores of motivation to learn science, and previous semester chemistry grades are 

controlledó.  

The conducted follow-up ANCOVA gave the result of this hypothesis as shown 

in Table 4.10. There was not found any statistically significant difference in the mean 

scores of post-CMQ in terms of gender (F(1,72)=1.173, p=0.282).  

The post-CMQ scores were calculated as 109.225 for girls and 102.711 for boys 

regardless methods of teaching; however, these values were adjusted by the covariates 

included to the model (see Table 4.16). Girls scored higher in motivation to learn 

questionnaire than boys but this difference was not found statistically significant.  

 

Table 4.16 Estimated Marginal Means for the post-CMQ in terms of gender 

Dependent 

variable  Gender  Mean  Std. Error 

95% Confidence Interval  

Lower 

Bound  

Upper 

Bound  

Post-CMQ  
Girls  107.219 1.645 103.941 110.498 

Boys  104.632 1.683 101.277 107.987 

 

 

4.2.3.6 Null Hypothesis 9  

The last hypothesis was òThere is no statistically significant interaction between 

methods of teaching and gender on studentsõ motivation to learn chemistry when the 

pre-test scores of three-tier acids and bases concepts, the pre-test scores of motivation 

to learn science, and previous semester chemistry grades are controlledó.  

The performed follow-up ANCOVA investigated this null hypothesis (Table 

4.10). There was not found any interaction between methods of teaching and gender on 

student motivation to learn chemistry (F(1,72)=0.421, p=0.518). Therefore, this null 

hypothesis was accepted. Figure 4.5 gives an overview for post-CMQ scores in terms of 

gender as categorized in method of teaching chemistry 
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Figure 4.5 Graph of post-CMQ scores in terms of gender as categorized in method of 

teaching chemistry 

 

 

4.3 Results on student activities conducted in the experimental group during the 

implementation 

The results of activities conducted in the experimental group are given in this 

section. The results of three activities, which were ôAcids and Basesõ, ôA day with Melisõ 

and ôWhat are the differences between Strong and Weak Acids?õ were given in details at 

the following sections.  

 

4.3.1 Acids and Bases  

In the activity, òAcids and Basesó the students in the experimental group wrote 

about their opinions about acids and bases. This activity was threefold, what they knew 

about acids and bases, what they want to learn about acids and bases, and what they 

have learned about acids and bases. In terms of motivational perspective, the students 
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had a chance to observe their own conceptual development, what they want to learn 

and what did they learn in the meantime.  

This section gave details about all the studentsõ ideas about acids and bases and 

what they want to learn about acids and bases (see Table 4.17 for student responses). 

Assessing studentsõ understanding during the implementation was aimed; therefore, any 

student alternative conceptions or misunderstandings were planned to be determined. 

This activity was planned to be distributed to after each activity; however, because of 

lack of time just distributed three times: before the implementation, middle of the 

implementation, and after the implementation. This activity was useful to analyze 

student difficulties, misunderstandings, or alternative conceptions before and during the 

implementation, so that the teacher could make rearrangements in her lesson plans. The 

prior knowledge of students revealed that the students mainly used the Arrhenius acid-

base definition in defining acids and bases (80% of the students used the Arrhenius 

definition and 20% did not write anything on definitions). In addition, students knew 

that acids turn litmus paper to red and bases turn litmus paper to blue. Additionally, 

they were aware of acids have a sour taste, bases have a bitter taste, and acids react with 

bases to form salt and water. On the other hand, few students gave everyday examples 

from acids and bases, which were lemon for acids and soap for bases.  

Studentsõ alternative conceptions were also determined in this activity such as; 

salts formed in neutralization reactions are always neutral, pH is a measurement of 

strength, only acids conductive, and a solution in neutralization reaction is always 

neutral. One student wrote that òin periodic table acids are at the range of 1-7 and bases 

are at the range of 7-14ó, this student probably messed up pH concept with periodic 

table.  

When students were asked what they would want to learn about acids and bases, 

not many students (55%) specified any concepts in acids and bases just stated that what 

else acids and bases unit includes. It was interesting to determine that few students 

stated that they wanted to learn about questions related to university examination 

although many of them were focus on the university examination.  
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Table 4.17 Studentsõ prior knowledge about acids and bases and their thoughts for 

learning about acids and bases  

What students knew about acids and bases 

(frequency) 

What they want to learn about acids 

and bases (frequency) 

ü Acid-base definitions 

Acids give H+ ions into water (32)  

Bases give OH- ions into water (32)  

ü Properties of acids-bases 

Acids have pH value between 0-7 (18)  

Bases have pH value between 7-14 (18)  

pH 7 is a salt (3)  

pH 7 is a neutral (1) 

In periodic table, acids are between 1-7 and 

bases are between 7-14 (1)  

In acids, when pH gets smaller, acids get 

stronger (7)  

In bases, when pH gets higher, bases get 

stronger (7)  

Acids are caustic (1) and sour (20)  

Bases are slippery (1) and bitter (20)  

Acids turn litmus paper to red (24)  

Bases turn litmus paper to blue (24)   

Acids and bases turn litmus paperõs color (1) 

Cleaning stuffs include bases (1)  

Lemon is acidic (3)  

Soap is basic (3) 

Only acids are conductive (9)  

Acids and bases react with each other (18), 

salt and water are formed (17); the salt 

precipitate (1) and the solution is neutral (7) 

What else left (22)  

The properties of acids and bases (4) 

Daily life examples of acids and 

bases (5)  

What are acids and bases (2)  

Why acids and bases important (3) 

What are benefits and damages of 

acids and bases (2)   

Want to do experiments related to 

acids and bases (2)  

Theories about acids and bases (3)  

Weak acids and weak bases (1) 

Acids and bases reactions  and their 

results (7)  

pH concept (3) 

pH and pOH concepts (1)  

Titrations (1)  

LYS and YGS questions on acids 

and bases (3) 

 

During and after the implementation, students wrote their statements on acids 

and bases. At this third step, the students were declared that they were free to write 

their own understandings about acids and bases and they would not be graded based on 

their answers. Since the lack of time, the students did not have much time to think 

deeply on what they had learned, but they were asked to express their thoughts as much 

as possible. The students statements for during and after the implementation were given 

in the same Table 4.18 since the students were given the same sheet to fill. They were 
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able to see their prior statements at the last step after the implementation and wrote 

further statements different from the prior ones.  

 

Table 4.18 Categorization of studentsõ statement after the implementation  

 What they have learned about acids and bases (f) 

ü Properties of acids and bases  

It is dangerous to taste strong acids (5)  

There are many acids and bases we faced with our everyday life (30) 

Baking soda is basic (6) 

There are some cleaning materials which are acidic especially used in kitchens (3)  

Acid rain is harmful for environment (7) 

Baking soda react with yogurt to rise cake (3)  

Vinegar reacts with baking soda and carbon dioxide gas is formed (13) 

Acids react with metals (16) and bases react only with amphoteric metals (9) 

ü Conductivity  

Acids are conductive only when they dissociate in water (18)  

Pure acids are not conductive (3)  

Bases are conductive when they dissociate in water (17) 

Ions are important for conductivity (11)  

ü Defining acids and bases  

Acids are protons donors (15) and bases are proton acceptors (15) 

Bases give OH- ions into solutions (9) 

Acids and bases have different definitions in terms of different aspects (14) such as 

Arrhenius (11), Bronsted-Lowry (11), and Lewis (10)  

There are amphiprotic substances either behave as an acid or a base (13)  

NH3 has different dissociation than expected and it is a base (11) 

ü pH/pOH and indicators  

Indicators are useful for testing acidity or basicity (22) 

There are natural indicators such as red cabbage (7)  

Red cabbage papers and phenolphthalein is similar to a litmus paper (2) 

Red cabbage papers change its color in acidic and basic solutions, act as an 

indicator (24) 

pH and pOH are convertible and valid for either acidic and basic solutions (8)  

pH and pOH measure the molarity of H+ and OH- ions (21)  

pOH is not just for basic solutions, acids have also have pOH (4) 

ü Neutralization  

After a neutralization reaction, solution is not always neutral (11)  

Phenolphthalein used in titrations helps to understand the neutralization (17) 
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The most specified feature by the students was they realized that they were very 

often faced with acids and bases during their everyday lives. The other point was that 

the students were aware of various definitions of acids and bases and they used 

Bronsted-Lowry and Lewis acid-base definitions besides the Arrhenius acid-base 

definition. Furthermore, 32.5% of the students mentioned on the amphiprotic 

substances that these substances acted as an acid or a base depending on the conditions. 

However, some students (22.5%) were still consistent in using the Arrhenius acid-base 

definition for bases and some of them used the Bronsted-Lowry acid-base definition 

(37.5%) in defining acids and bases.  

During the implementation, the teacher made emphasize on pH and pOH 

concepts since students had alternative conceptions about pH was related to strength 

concept. Consequently, 52.5% of the students stated that pH and pOH measured the 

molarity of H+ and OH- ions. In addition, the students also address that acids and bases 

solutions conduct electricity and 27.5% of the students mentioned that conductivity was 

dependent on ions in solutions.  

Students enjoyed very much doing activities during the implementation and they 

mainly expressed their understandings they got from these activities, as well. For 

instance, the students stated about the reaction between vinegar and baking soda, how a 

cake rise, acid rain, and red cabbage color change in acids and bases.  

 

4.3.2 A day with Melis 

The second activity that student done was òA day with Melisó. The first step in 

this activity was to determine studentsõ prior knowledge and their thoughts for 

substances of being acidic or basic. The students thought about substances acidity or 

basicity individually, and then they discussed their results with their peers. The all 

groupõs results were given in Table 4.19. The students also wrote about some 

explanation for substances why they thought about they were acidic or basic. For 

instance, coke: òIt is always told of being acidó, airan: òSince it is made of yogurtó, 

yogurt: òSince it is made of milkó, fruits: òWe can eat them canõt be basicó, stomach: òI 

know stomach has an acid from the biology courseó, rain: òI heard about acid rainó, 

mineral water: òIt contains some gases like cokeó, chocolate: òSomething we can eató, 

saliva: òOur biology teacher told us, saliva is basicó, tea: òWhen there is no sugar in it, 
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its taste is bitter. Bases have a bitter tasteó. On the other hand, one group expressed that 

salt is a mixture of acids and bases.  

 

Table 4.19 Categorization of the studentsõ responses on the activity 

 Acids  Bases  Neutral Not sure  

Substances  Vinegar*  

Milk* 

Rain  

Coke  

Airan  

Yogurt  

Apple 

Aspirin*  

Tear drops 

Fruits  

Stomachache  

Coffee* 

Rain  

Mineral water* 

Chocolate  

Lemon  

Onion* 

Salt*  

Deformation 

of a statue* 

Soap  

Saliva  

Washing detergent  

Mineral water*  

Baking soda  

Tooth paste  

Onion*  

Aspirin*   

Deformation of a 

statue 

Vinegar*  

Tea  

Coffee*  

Salt  

Water  

Tooth paste  

Milk  

Onion  

Aspirin  

Mineral 

water  

* The marked substances are both listed as an acid and a base   

 

There were some substance which were the students were not sure about their 

acidity or basicity, they were toothpaste, milk, onion, aspirin, and mineral water. These 

substances were on purposely chosen for the second step for the students to test their 

acidity or basicity with litmus papers. 

For the second step, the students brought whatever substances they would like 

to test into class to check their acidity or basicity with litmus paper. The substances that 

the students used were: vinegar, baking powder, tap water, lemon juice, tomato, mineral 

water, baking soda, coke, potato, orange, milk, soap, toothpaste, tea, egg, and yogurt 

(See Appendix H for the student posters). The students used litmus paper for testing 

and test whether their hypothesis were true or false. The studentsõ potato, tomato, 

baking powder, egg predictions were different from their results. The most interesting 
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result for them was to find out that egg yolk and egg white were the different in terms 

of acidity and basicity.  

In the third part, the students found much more information about the acidic 

and basic substances and events related to acids and bases. The students answered the 

three questions, which were òWhat acidic or basic substances have you ever come 

across in your daily life?ó, What was the most interesting part in this activity?ó, and 

òWhat would you else like to mention about this activity?ó. The studentsõ results were 

categorized for the first question in Table 4.20.  

 

Table 4.20 The substances students mentioned from their daily life (frequency) 

Acids  Bases  

Lemon (11)  

Coke (11) 

Milk (10)  

Fruit juice (9)  

Tomato (9)  

Orange (8) 

Aspirin (8)  

Airan (7) 

Fizzy drink (7) 

Apple (7)  

Vinegar (7)  

Yogurt (6)  

Wash my hand, Soap (17)  

Cleaning materials (12)  

Brush my teeth, Toothpaste (11)  

Carbonate (7)  

Egg white (6) 

 

The students mentioned that they realized that they very often came across 

acidic and basic substances in their everyday life. Additionally, they gave examples on 

acidic and basic substances from their daily life such as fruit juice, lemon, apple, coke, 

airan, yogurt, egg yolk, vinegar, aspirin, milk, orange juice, and tomato for acids and 

soap, egg white, toothpaste, and carbonate for bases. The students also mentioned 

about what acids the substances include, such as vinegar contains acetic acid, aspirin 

contains acetylsalicylic acid, coke carbonic acid, and orange ascorbic acid.  

For the second question, the students mentioned about the most interesting 

parts. Their responses are summarized in Table 4.21. Based on the students results, the 

most interesting sections were for them was to learn about why sugar was harmful for 
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their teeth and the difference between baking powder and baking soda. Not only girls 

but also boys mentioned about the difference in baking powder and baking soda. One 

of the boys explained as the following (see Appendix H in Activity 2):  

The most interesting was using baking powder in some recipes and baking soda in 

some recipes. I knew that only baking powder was used. If there is not enough 

carbonate, there wonõt be enough CO2 to rise the cake. Baking powder contains both 

an acid and a base. In fact, either baking powder or baking soda can be used based on 

the recipe. For example, carbonate is basic and if you do not mix with neither with 

yogurt nor with lemon, you will get a bitter taste. Baking powder does not have a bitter 

taste since including both an acid and a base. Thatõs why can be used in cake recipes.  

Students addressed their interesting subjects in the activity, but also they expressed their 

own reflections and took responsibilities such as they told that they are also responsible 

for acid rain and made reflection as the following:   

In the activity, in order to deal with stomach sour, the girl drank baking soda to relief 

the pain. When the exam time gets closer, I usually have stomach ache. Because of the 

exam stress, I usually donõt have breakfast or just have a quick breakfast in order to safe 

time to study. In fact having a quick breakfast is not useful, it is instead harmful. I will 

try not to do this; it was good to learn this.  

Another student explained that she always heard about that eating sugar was harmful 

for her teeth, but did not know the reason. She expressed that she felt pleasure to learn 

about this fact.  

The students mainly mentioned for the third question that they learned practical 

information for their daily life, such as drinking carbonated water when having stomach 

ache, not to use acidic cleaning materials with basic ones, and practical usage of baking 

soda and baking powder. In addition, they expressed their pleasure to learn about this 

sort of information.  
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Table 4.21 Studentsõ responses for the second question in Activity 2-C 

The most interesting part for students (frequency) 

Why sugar is harmful for teeth enamel (12)  

The difference between baking powder and baking soda (12) 

The erosion of statues because of acid rain (11) 

Foods increase the acidity in our mouth (11) 

Tooth enamel is as hard as diamond (9)  

Baking soda is good for stomach sour (9) 

The form of acid rain (9) 

The effects of acid rain (9) 

The reaction between bleach and acid contained cleaning materials and 

the risk of using both materials together (7)  

Natural indicators (6)  

Food contain acids (6) 

The form of moisture (6) 

Power supply in car contain acid (6) 

The bite of ant contains acid (6) 

 

 

4.3.3 What are the differences between Strong and Weak Acids? 

This activity sought for the student understanding on the difference between a 

strong and a weak acid. The student did the activity which they observed the difference 

in balloons using acetic acid and hydrochloric acid and then they discussed this 

difference via simulation. In this activity, the students were supposed to draw the 

particles of the strong and weak acids considering both in concentrated and diluted 

solutions. The students thought about individually and then discussed with their peers. 

The studentsõ individual results were given in Table 4.22. In the activity, 62.5% of the 

students gave correct responses in terms of the particles in strong and weak acid 

solutions and 87.5% of the students gave correct responses in terms of particles in 

concentrated and diluted solutions.  

 

Table 4.22 Categorization of number of students considering correct and incorrect 

responses 

 Correct  Incorrect  
Strong ðweak  25 15 
Concentrated ð Diluted  35 5 
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One of the studentõs drawings (Figure 4.6), who responded correctly both in terms of 

strong-weak acid and concentrated-diluted acid, is given below and she explained this 

drawing as the following:  

HCl is strong acid and dissociate nearly 100% and when this solution is diluted as our 

teacher showed in lemonade example less particles would be seen in diluted one. HF is 

a weak acid. Weak acids do not dissociate well. They have less H+ ions in the solution 

and when the solution is diluted again less particles would be seen.  

 

a)      b)   

c)    d)   

Figure 4.6 A student drawing: a) concentrated strong acid, b) diluted strong acid, c) 

concentrated weak acid, and d) diluted weak acid  

 

Another student who responded correctly is also given below with his drawing (Figure 

4.7) and explanation:  

Strong acids dissociate nearly 100%. HCl is a strong acid and its dissociation: HCl ɸ 

H+ + Cl- Dilution affects the number of particles in a unit volume and not differs in 

terms of dissociation. Weak acids have a small dissociation percentage and have less H+ 

ions in solutions. HF is a weak acid and its dissociation: HF + H2O ɺ H3O+ + F- 

Dilution affects the number of particles in a unit volume and in terms of dissociation; 

dissociation of H+ increases regarding LeChatalierõs principle.   
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a)   b)  

c)    d)  

Figure 4.7 A student drawing: a) concentrated strong acid, b) diluted strong acid, c) 

concentrated weak acid, and d) diluted weak acid  

 

4.4 Results of Three-tier Acids and Bases Test and Student Interviews 

There are 18 three-tier questions in the TABT. The students in the present study 

completed the test prior the implementation and after it. The aim of this test was to 

determine studentsõ alternative conceptions related to acids and bases concepts. Table 

4.23 shows the percentages of the students who gave correct responses on pre- and 

post-TABT questions. In terms of pre-TABT scores, the easiest question was Item 15 

both for experimental and traditional group students, with the percentage of correct 

responses 53 for the experimental and 34 for the traditional group. The most difficult 

question was Item 12 for the experimental group students, with no correct responses 

and Item 17 for the traditional group students, with no correct responses. In terms of 

post-TABT scores, the easiest question was Item 15 both for experimental and 

traditional group students, with the percentage of correct responses 88 for the 

experimental and 53 for the traditional group. The most difficult question was Item 17 

for the experimental group students, with the percentage of correct responses 13 and 

Item 16 for the traditional group students, with the percentage of correct responses 

eight. In fact, the experimental group students gave correct responses (see first-tier 

responses 65% in Table 4.23) and correct explanation (see two-tier responses 63% in 

Table 4.23) for the Item 17, which was related to titration of weak acid and strong base; 
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however, the students in experimental group was not sure for their responses and they 

scored in low rate (with the percentage of 13).  

 

Table 4.23 The percentages of student correct responses on pre- and post-TABT 

Items 

Pre-test (%)  Post-test (%) 

Three-tier 

responses  

Two-tier 

responses  

One-tier 

responses  

Three-tier 

responses  

Two-tier 

responses  

One-tier 

responses  

EX TR EX TR EX TR EX TR EX TR EX TR 

Item 1 0 11 5 11 13 11 30 24 33 26 35 34 

Item 2 0 11 3 11 0 42 30 21 38 29 43 50 

Item 3 15 11 20 13 23 21 43 42 50 47 55 55 

Item 4 0 8 10 8 13 16 68 42 70 50 80 66 

Item 5 10 8 15 13 18 21 15 11 20 13 50 37 

Item 6 0 3 0 3 15 21 75 29 83 45 98 29 

Item 7  3 8 8 11 28 13 43 29 48 29 78 71 

Item 8 5 3 10 3 18 3 58 18 68 21 70 39 

Item 9 0 3 5 5 13 5 53 39 55 42 63 55 

Item 10 5 18 28 18 45 29 63 24 73 29 83 53 

Item 11 0 0 0 0 5 21 75 32 78 34 93 47 

Item 12 0 0 0 0 0 11 60 39 68 58 75 71 

Item 13 15 11 25 13 40 26 43 24 60 25 73 29 

Item 14 0 0 0 3 20 16 50 18 50 18 53 39 

Item 15 53 34 73 45 73 56 88 53 90 55 93 68 

Item 16 0 3 0 3 20 16 30 8 30 8 40 63 

Item 17 0 0 0 0 3 0 13 13 63 16 65 21 

Item 18 5 3 5 5 23 26 58 29 63 34 80 50 

Note: EX stands for the experimental group and TR stands for traditional group 

 

The most significant difference among the scores on the post-TABT for the 

experimental and the traditional groups was on Item 6 with the value of 46; in other 

words, 46% of the experimental group students scored higher than the traditional group 

student for the Item 6. The smallest difference among the scores on the post-TABT for 

the experimental and the traditional groups was on the Item 3 with the value of 1; in 

other words, this question was responded nearly for the same rate either for the 

experimental and the traditional group students.  
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One of the interesting item was Item 7 since this item presented the power of 

three-tier tests; when the post-test responses was observed, it was clear to see that the 

one-tier responses for Item 7 was nearly equal for both the experimental and the 

traditional groups (with the percentages of 78 for the experimental and 71 for the 

traditional groups). However, the two-tier responses revealed that the students had 

difficulties in giving the correct explanation for the Item 7, with the decreasing 

percentages of 48 for the experimental and 29 for the traditional groups. Additionally, 

the last tier scores revealed that only percentages of 43 of the experimental group and 

29 of the traditional group students were sure for their responses. Therefore, it was 

evident that students gave somehow correct responses by chance in conventional tests 

though they were not reveal conceptual understanding. The same situation could be 

observed in the Item 16 as well; even the traditional group students gave correct 

responses with the percentage of 63 for the first tier higher than the experimental group 

students with the percentage of 40, the three-tier responses revealed that the traditional 

group students did not give correct explanation for the question and were not sure in 

the responses since the percentage of correct responses decreased to eight for the 

traditional group and 30 for the experimental group students.  

The change on scores is presented at the Table 4.24. These scores were 

calculated by subtracting the post-TABT scores with the pre-TABT scores. The most 

significant change was on the Item 6 and 11 for the experimental group. The Item 6 

was about the dissociation of a strong acid on particulate level, sought for the studentsõ 

alternative conceptions such as òStrong acids do not dissociate because they have strong 

bondsó or òThe strength concept in acids/bases is related with ion interactionsó. The 

Item 11 was about conductivity considering the dissociation of acids or bases, sought 

for the studentsõ alternative conceptions such as òAs the number of hydrogen atoms 

increases in the formula of acids/bases, their acidity/basicity becomes strongeró or 

òAny acidic or basic solution since including ion particles conducts electricity in same 

power regardless of its strengthó. The highest progress for the experimental group 

students was determined for these questions illustrating that the experimental group 

students understood these concepts the most effectively.  
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Table 4.24 The change on percentage scores after the implementation  

Items 

Post-test score ð Pre-test score 

Three-tier responses  Two-tier responses  One-tier responses  

EX (%) TR (%) EX (%) TR (%) EX (%) TR (%) 

Item 1 30 13 28 15 22 23 

Item 2 30 20 35 18 43 8 

Item 3 28 31 30 34 32 34 

Item 4 68 34 60 42 67 70 

Item 5 5 3 5 0 32 16 

Item 6 75 26 83 42 83 8 

Item 7  40 21 40 18 50 58 

Item 8 53 15 58 18 52 36 

Item 9 53 36 50 37 50 50 

Item 10 58 6 45 11 38 24 

Item 11 75 32 78 34 88 26 

Item 12 60 39 68 58 75 60 

Item 13 28 13 35 12 33 3 

Item 14 50 18 50 15 33 23 

Item 15 35 19 17 10 20 12 

Item 16 30 5 30 5 20 47 

Item 17 13 13 63 16 62 21 

Item 18 53 26 58 29 57 24 

Note: EX stands for the experimental group and TR stands for traditional group 

 

In terms of traditional group, the most significant change was on the Item 12, 

which was about the properties of acids and bases, sought for the studentsõ alternative 

conceptions such as òpOH is just related with basesó or òOnly acids react with metalsó. 

Afterwards the implementation, the students in traditional group made the most 

significant change on the properties of acids and bases. While the significant difference 

in the experimental group was 75% with the average of 43.56, the change in the 

traditional group was 39% with the average of 20.56.  

The smallest response change was on Item 5 both for experimental and 

traditional groups. Neither for the experimental group nor for the traditional group, did 

the implementation not make much difference on students understanding on acids and 

bases definitions. Half of the students in the experimental group responded correctly 

for the first-tier, but only 40% of them gave correct reasoning in the second tier and 

25% of them were not sure for their responses. On the other hand, 37% of students in 
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traditional group responded correctly for the first-tier, but only 35.1 of them gave 

correct reasoning in the second tier and 15.4% of them were not sure for their 

responses.   

 

4.4.1 Student interviews on acids and bases concepts  

Interviews were conducted before and after the implementation. The students in 

the traditional group follow their regular chemistry courses. The students in the 

experimental group conducted 10 activities which were developed on conceptual and 

motivational purposes and their teacher followed the developed lesson plans related to 

acid and bases. The activities and lesson plans were designed to overcome studentsõ 

alternative conceptions and not to construct new ones during the implementation and 

construct conceptual understanding of acids and bases concepts.  

Pre-interviews were done with eight students and they were asked the same 

questions (See Appendix D for interview questions). The interviewed students were 

labeled as IntTR1, IntTR2, IntTR3, and IntTR4 for the traditional group and IntEX1, 

IntEX2, IntEX3, and IntEX4 for the experimental group. The first question in student 

interviews was about what conjure up studentsõ mind when it was called an acid or a 

base. Table 4.25 shows the student ideas for acids and bases; as it is seen from the 

coding all interviewed students used the Arrhenius definition in defining acids and 

bases. In addition, when they were asked to give examples for acids and bases, HCl and 

H2SO4 examples were given from all students and had difficulties in giving the third 

example. Three interviewees gave a lemon as the third example, two out of eight said 

HF, one of them said citric acid, and the other two interviewees told that noting came 

to their mind. In terms of bases, student had more difficulties in giving examples for 

bases; all of them gave NaOH as a first example, two of them gave KOH and two of 

them NH3 as a second example. None of them could give a third example for bases. 

For properties of acids and bases, all interviewed students told that acids had a sour 

taste, turned litmus paper to red, and gave reactions with bases to form salts. Two of 

them added that acids had a corrosive property. Five of the interviewees told acids gave 

reactions with metals; in addition three of these added that acid did not react with 

nonmetals. Two of the interviewees said that acids were not good conductors. For the 

properties of bases all interviewees expressed that bases had a bitter taste, had a slippery 
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property, turned litmus paper to blue, and gave reactions with acids to form salts. Four 

of them said bases conducted electric current but the rest told that they had no ideas for 

conductivity. Three of the students who expressed that acids gave reactions with metal 

and did not with nonmetals told that bases gave reactions with nonmetals and did not 

gave reactions with metals. These three students thought that the properties of acids 

and bases were adversely.  

 

Table 4.25 Studentsõ pre-responses for defining acids and bases   

Students general ideas 
# of students (out of eight) 

Experimental  Traditional  

Acids are dangerous  2 0 

Acids have H in their formula  1  2 

Acids give H+ into solutions  4 4 

Bases have OH in their formula  1 2 

Bases give OH- into solutions  4 4 

Acids are substances below pH 7 4 4 

Bases are substances above pH 7  4 4 

 

After the implementation, the students differed in defining acids and bases considering 

the experimental and traditional group. The students in their post-interviews addressed 

that they had learned various acids and bases definitions different from their prior 

interviews. Table 4.26 summarizes the intervieweesõ post responses. The excerpt below 

belongs to a student, IntTR4, from the traditional group (I stands for interviewee and R 

stands for researcher):  

R: How can you define an acid or a base?  

I: The substances that contain H in their structures are acids and that contain OH in 

their structures are bases.  

R: What else can you say about acids and bases?  

I: Acids give H+ ions into solutions and their pH is below 7, bases give OH- into 

solutions and their pH is above 7.  

R: Would like to add something?  

I: No.  

R: What do Arrhenius, Bronsted-Lowry and Lewis acid-base definitions remind to you?  
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I: Conjugate acid-base, something like that? I donõt remember exactlyéNH3 was a 

conjugate base?  

The following excerpt belongs to a student, IntEX2, from the experimental group:  

R: How can you define an acid or a base?  

I: Substances that give protons are acids and that accepts are bases. In fact, there are 

different definitions but this is more practical for me.  

R: What are the others?  

I: There are the Arrhenius definition and the Lewis definition. But, I like the Bronsted-

Lowryõs definition since works for many acids and bases.  

R: Why are there different definitions, what can you say about this?  

I: During the time, it was understood that the Arrhenius acid-base definition is not 

enough in defining acids and bases, and then Bronsted and Lowry proposed proton 

transfers for acids and bases. Then, Lewis proposed electron-pair transfers for acids 

and bases.  

R: Would like to add something?  

I: Acids have pH below 7 and bases have pH above 7.  

The statistical analyses between the experimental and the traditional group reveled that 

there was a significant difference between the groups and the first question of the post-

interview supported this statistical findings. The interviewees stated the similar 

responses for the properties of acids and bases such as their pH values, the color 

change in litmus paper, conductivity of electricity, reaction with metals; however, there 

were some discrepancies in defining acids and bases. Three interviewees in the 

experimental group used the Bronsted-Lowry acid-base definition in defining acids and 

bases and the other one was also aware of various definitions but used the Arrhenius 

acid-base definition. On the other hand, three interviewees in the traditional group used 

the Arrhenius acid-base definition and only one of them was aware of various acid-base 

definitions; and the other interviewee used the Bronsted-Lowry acid-base definition and 

was also aware of the other definitions.  

The experimental group interviewees were more confident in giving examples 

for acids and bases and could gave at least three examples for acids and bases; however, 

the traditional group interviewees were less confident in giving examples and could give 

at least three examples for acids but they were not successful in giving examples for 

bases just gave NaOH, KOH, and NH3 as examples.  
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Table 4.26 Studentsõ post-responses for defining acids and bases   

Students general ideas 
# of students (out of eight) 

Experimental  Traditional  

Acids are dangerous  0 1 

Acids have H in their formula  0 1 

Acids give H+ into solutions  1 3 

Bases have OH in their formula  0 3 

Bases give OH- into solutions  1 3 

Acids donate protons  3 1 

Bases accepts protons  3 1 

Aware of different definitions  4 2 

Acids are substances below pH 7 4 4 

Bases are substances above pH 7  4 4 

 

The second interview question was about acids and bases in our daily life. The 

students were asked that whether they came across to acids or bases in their everyday 

life. During the pre-interviews, all interviewees gave the same examples for acids which 

were lemon, coke and vinegar. One of them added stomach acid and another three 

students added some fruits as substances that they came across during their daily life. In 

terms of bases, all students told that soap was the material they most came across in 

their daily life and two of them added the other cleaning materials had also basic 

properties. The students then asked how they knew those substances were acidic or 

basic and their responses were they learnt from their teachers or books. One of the 

interviewee, IntEX3, explained as the following:  

Acids can be found in food and I understand it from its sour taste. Lemon has a sour 

taste and vinegar also... Coke, for example, has an acid. When I eat an orange, I get a 

sour taste. These sorts of things came to my mind from daily life.  

In terms of bases, IntEX3 added: òThe soap that we wash our hands is a basic 

substance and I guess some cleaning materials such as bleach is also a basic substance.ó 

Another student, IntTR2, expressed as the following for acids:  

I donõt think that I come across to a strong acid in daily life. But, I guess, vinegar, 

lemon or some vegetables such as tomatoes have acids and so they are in our daily life. 

We drink coke and it is acidic.  
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And in terms of bases, IntTR2 said: òI know soap is a basic substance since the primary 

school, but nothing else comes to my mind now. I guess cleaning materials may be 

basic.ó  

Afterwards the implementation, during the post-interviews the difference in giving 

examples from everyday life was also detected. The experimental group interviewees felt 

more confident in giving examples, but the traditional group interviewees did not feel 

the same confidence. For instance, an interviewee, IntEX2, from the experimental 

group stated as the following:  

I can give many examples for acids and bases such as lemon, vinegar, tomato, appleé 

many fruits are acidic, yogurt, sulfuric acid is used in car power supply are acidicé for 

basic ones baking soda can be used in cakes, window cleaners, soap, toothpaste, 

shampoo, and some detergents.  

On the other hand, an interview, IntTR1, from the traditional group had some 

difficulties in giving examples as the following: òI can give lemon, vinegar for 

acidséwhat else...foods include acids in generalécoke for example is acidicéfor 

bases, soap is basicéwhat elseéother cleaning detergents are all baseséthese are the 

substance we know from daily life.ó  

The third question was related to determining acids and bases and students were 

shown the drawings of six erlenmeyers and asked to determine which of them were 

acids or bases. During the pre-interviews, all students classified HCl as an acid and 

NaOH as a base correctly with the reasoning including H or OH in their formulas. 

IntEX3 expressed for the other substances:  

NH3 is a base and I know that it is an exception although it has H in its formula. Iõve 

known that it is a base since primary school and there is an expression òAmmonia is a 

base the one who does not know is a goose.ó (Laughing) I remember from this 

expression and there are always exceptions. But I have no idea for BF3, may be, it could 

be a base since it is similar to NH3. I donõt know. I guess, as I remember, CH3COOH is 

also an exception; although it has OH in its formula, it is an acid. As far as I know, 

NaCl is a salt but I donõt how it is related to acids and bases.  

Similar to IntEX3õs opinion another interviewee IntTR3 said NH3 was a base but could 

not explain why it was a base just said he remembered that there was an exception for it 

and stated BF3 could also be a base since having a similar structure. Another 

interviewee, IntTR1, strongly hold the Arrhenius definition and told that if there was H 

in formula, a substance was an acid and if there was OH in formula, then a substance 
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was a base; therefore, he added HCl and NH3 were acids, NaOH and CH3COOH were 

bases, and expressed the other ones which were BF3 and NaCl were neither an acid nor 

a base since not including H or OH. Consequently, BF3 was the most difficult option 

for the students and none of them gave the correct response. Two students mentioned 

ammonia was a base explaining of being an exception although having H in formula. 

Three students determine CH3COOH was a base since having OH in formula, two 

students said it was an acid of being an exception but could not explain the reason, and 

the other three students told that it was an acid giving dissociation of acetic acid. Seven 

of the interviewees stated NaCl was a salt and the other student stated nothing about 

being salt.  

Afterwards the implementation, during the post interviews the interviewees used their 

understandings for determining acids and bases. The interviewees from the 

experimental group mentioned about the acid-base definitions and one them, IntEX1, 

explained as the following:  

In order to determine whether the substance is acid or a base, first I check whether 

there is H or OH in their formula. Here, HCl is an acid and NaOH is a base. 

CH3COOH seems to have OH but its dissociation is different and it is a Bronsted-

Lowry acid and NH3 is a Bronsted-Lowry base. I am not sure for BF3 but if there was a 

reaction, I can determine more easily. If it is a proton donor, it is an acid and it is a 

proton acceptor, it is a base. But also, there was a Lewis definition could be also 

considered as a Lewis acid if it is an electron acceptor or a Lewis base if it is an electron 

donor. The final one, NaCl, is a salt. I remember this from neutralization reactions.  

Although, IntEX1 did not mention about electron pair instead used just ôelectronõ, her 

logic was valid for determining acids and bases. The other interviewees from the 

experimental group gave the similar explanation; only one of them used the Arrhenius 

acid-base definition but also was aware of the other definitions. On the other hand, one 

of the interviewees, IntTR3, from the traditional group stated as the following:  

I: HCl is an acid since containing H and NaOH is a base since containing OH. 

CH3COOH and NH3 were exceptions and CH3COOH is an acid and NH3 is a base.  

R: How can you explain their acidity or basicity?  

I: They are exceptions as I said. There are always exceptions.  

R: Yes, but based on what they are accepted as an acid or a base?  

I: In science there are exceptions these are one of them.  

R: OK. What about the others?  
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I: I am not sure about BF3 but similar to NH3 and could be a base. NaCl is a salt.  

This interviewee used the Arrhenius acid-base definition in determining acids and bases. 

Only one interviewee, IntTR2, used the Bronsted-Lowry definition in determining acids 

and bases and was aware of the other definitions. The other two interviewees gave the 

similar explanations to IntTR3 and hold the Arrhenius acid-base definition but one of 

them was aware of the other definitions. Similar to prior responses, the students in their 

post-interviews had difficulties in determining whether BF3 was an acid or a base and 

somehow they determined the other substances acidity or basicity.   

The fourth question sought for student ideas for indicators, particulate level of 

acids and bases, pH and pOH concepts. Firstly, students were shown two solutions one 

having pH value of 4 and the other having pOH value of 4 and asked what they 

thought about those solutions. During the pre-interviews, all interviewees stated that 

one solution was an acidic and the other was a basic. In order to determine which one 

was acidic or basic, six of them stated that they would use a litmus paper to test the 

solutions as litmus paper turned red the solution was an acidic or blue the solution was 

a basic. One of the students said he would add a piece of sodium element into solutions 

as acidic solutions gave reactions with metals, the acidic one could be determined. The 

other student told that he had no idea how to determine which solution was acidic or 

basic. The latter two students were also asked whether they heard about litmus paper 

and both of them stated that they knew about litmus paper, but one of them said litmus 

paper turned blue in acidic solutions. None of the students could give a reasonable 

answer for indicators. Afterwards, they were asked to draw these solutions in particle 

level. Five students showed the dissociation in acidic and basic solutions as IntTR2õs 

drawing below (Figure 4.8):   

  

Figure 4.8 The pre-drawing of the dissociation in acidic and basic solutions by IntTR2 

 

The other three students drew the similar drawings (Figure 4.9) as shown below which 

is belong to IntEX1 and her explanation:  
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I donõt know exactly how acidic and basic solution could be seen, but they should be 

different in terms of ions. These ions are positive and negative charged and they will 

naturally stay close to each other since there is attraction with oppositely charged ions. 

The same situation happens for bases, as well. The oppositely charged ions stay closer. 

 

 

Figure 4.9 The pre-drawing of the dissociation in acidic and basic solutions by IntEX1 

 

Afterwards, the students were posed about questions related to pH and pOH. Three 

students stated that pH was a value that measured acidity and pOH measured basicity, 

but added that pH was a valid for just acidic substances below the value of 7 and pOH 

was a valid for just basic substances above the value of 7. Another three students 

mentioned that pH measured the strength of acids and pOH measured the strength of 

bases with the explanation as pH decreased the acid was stronger. Two students 

explained that either pH or pOH value was valid for acids and bases since they could be 

converted to each other. Lastly, when the students were asked what would happen 

when those solutions were mixed, all interviewees stated that acids and bases react with 

each other.  

After the implementation, during the post-interviews the students revealed the 

differences in their responses in terms of being in the experimental and the traditional 

group. This interview question also supported the statistical difference found in 

MANOVA findings. All interviewees stated that the solution with pH was an acid and 

the solution with pOH was a basic solution. Then, all interviews stated that they would 

used a litmus paper to test which solution was an acidic or a basic and explained 

correctly that acids turn litmus paper to red and bases turn litmus paper to blue. In 

addition to litmus paper, the all interviewees from the experimental group added that 

they could also use red cabbage juice in determining solutions acidity or basicity; 

however, no interviewee in the traditional group mentioned any alternative way in 

determining solutions acidity or basicity. In terms of representations in particle level, 
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interviewees differed in their drawings. For instance, three interviewees in the 

experimental group drew the similar drawing given in Figure 4.10. The other 

interviewee in the experimental group did not mention about the existence of OH- ions.   

 

  

Figure 4.10 The post-drawing of the dissociation in acidic and basic solutions by 

IntEX2 

 

The IntEX2 explained his drawing as the following:  

pH=4 is an acid solution. Although it is an acidic solution, it will also contain a small 

amount of OH- ions because of the self-ionization of water. This amount will be 10-10. I 

mean pOH is 10. pOH=4 is a base. This also contains a small amount of H+ ions, 10-10. 

pH here is 10.  

On the other hand, the drawings of the interviewees from the traditional group did not 

address the existence of OH- ions in acidic solution or H+ ions in basic solution. When 

they were asked about pH and pOH, two of the interviewees stated that pOH of the 

acidic solution was 10 and pH of basic solution was 10 by stating the formula of pH + 

pOH = 14. The other two interviewees mentioned that pH was only valid for acidic 

solutions and pOH was only valid for basic solutions; although they made this 

explanation, they also stated that pOH of the acidic solution was 10 and pH of basic 

solution was 10 by stating the formula of pH + pOH = 14. These two students did not 

reveal understanding of pH and pOH concepts, they just made memorization.   

The fifth question sought for studentsõ ideas on strength of acids and what 

students thought about the differences between a strong and a weak acid. During the 

pre-interviews, three out of eight students stated that strong and weak acids differed in 

terms of bonding strength. One of the students who supported this idea was IntTR1, 

his drawing (Figure 4.11) and explanation is given below:  

A strong acid and a weak acidé both of them are acidsé the strong oneõs molecules 

would be more closer to each other, I guess, since the bonds would be more stronger. 
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But in terms of a weak acid, I think the molecules would be more untidy around 

because of having weak bonds.  

  

Figure 4.11 The pre-drawing of the strength of acids by IntTR1 

 

The other three students stated that pH of these acids would be different, the stronger 

acid would had the lower value of pH; one of these students who supported this idea 

was IntEX4, see her drawing (Figure 4.12) and explanation below:  

IntEX4: I donõt know how I would have seen these solutions. May be like thisé Really, 

I donõt know.  

Researcher: OK. Then, why do you think that these solutions are called as strong and 

weak? What is the difference among these solutions?  

I: pH would be different. The stronger will have a lower pH value. For example, I know 

HCl is very strong acid. It is very dangerous. It is pH value is 1. I am not sure about 

HCN; but if it is a weak acid, it is pH value may be 6.  

 

Figure 4.12 The pre-drawing of the strength of acids by IntEX4 

 

The second part of the fifth question aimed to assess studentsõ ideas on strength and 

molarity concepts. The HCl solutions were given in different molarities and students 

were asked to rank these solutions in terms of their strength. Six interviewees directly 

tried to find the pH values of the solutions and then made the ranking based on their 

solutions. One interviewee did not relate to pH concepts and thought about the 

molarity values and stated that the strength of the solutions could be from the highest 

to the lowest molarity. The other student, IntTR2, expressed that the all three solutions 

contained HCl solutions in different molarities but could not explain the correct answer 

and made ranking in terms of molarity.  



 

 

 

152 

 

 

  

After the implementation, the post-interviews also supported the findings of statistical 

analysis since the interviewees from the experimental group illustrated more conceptual 

understanding than the interviewees from the traditional group. All interviewees from 

the experimental group stated that the dissociation of a strong acid and a weak acid 

differed. For instance, one of the interviewees, IntEX1, drawing and is given in Figure 

4.13 and her explanation are as the following:  

Strong acids dissociate nearly 100% and weak acids do not dissociate well. HCl is a 

strong acid and its dissociation is like thisé HCN is a weak acid and it has a small 

dissociation percantage. Its dissociation could be like thisé a small amount of H+ ion 

and more HCN molecules.  

  

Figure 4.13 The post-drawing of the strength of acids by IntEX1 

On the other hand, two interviewees, IntTR2 and IntTR3, from the traditional group 

mentioned about the dissociation difference and the other two mentioned about the 

bonding strength. IntTR2 stated the correct explanation for strong and weak acids but 

was unable to draw the correct representation of these solutions. His drawing is given in 

Figure 4.14 and explained that there would be less ions in the weak acid solution 

because of small dissociation percentage. The similar explanation was also done by 

IntTR3.  

  

Figure 4.14 The post-drawing of the strength of acids by IntTR2 

 

In terms of on the section of strength and molarity concepts, two interviewees from the 

experimental group firstly tried to find the pH values of the solution but then they 

realized that all solutions were HCl solution in different concentration and then 
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concluded that the strength of these solutions would be the same. The other two 

interviewees from the experimental group directly stated that the strength of the 

solution was the same. On the other hand, three of the interviewees from the traditional 

group found the pH values of the solutions and ranged their strength based on their pH 

values and the other interviewee, IntTR2, stated that the strength of the solutions would 

be the same. The traditional group students did not reveal the understanding of the 

strength concept properly and they all had conflict with the concentration concept 

except one of the interviewee.  

The sixth question sought for studentsõ ideas on neutralization concept and the 

role of indicators. This was an active question that the students observe the mixing of 

an acid and a base in two conditions in presence of an indicator and not. At the fourth 

question when students were asked what would happen when mixing an acid and a base 

solutions, all students responded that there would be a reaction between an acid and a 

base. In this question, HCl and NaOH solutions were prepared and students observed 

the two different situations and there was a color change in an erlenmeyer with an 

indicator (phenolphthalein) and no color change in the other one which did not include 

an indicator. During the pre-interviews, four students were very confused with the 

results and they tried to explain the difference because of the presence of an indicator as 

the indicator was the agent to the reaction occurred and so no reaction occurred in the 

absence of indicator. Two of these four students wrote the reaction correctly but the 

other two students had a conflict in writing the reaction, one of them, IntEX3, stated as 

the following:  

ébut I know that this reaction happens among HCl and NaOH, a neutralization 

reaction occurs and the products are salt and water. But, there was no change in the 

mixture when there is no indicator. I donõt understand. Something should be wrongé 

most probably, indictor is the thing that made this reaction occur since there was a 

color change, but I donõt know how to show in this reaction. I am confused.  

The other three students mentioned that indicator enhanced to the reaction to happen 

faster and they explained that there was also a reaction in the other erlenmeyer where 

there was no indicator but this reaction happened more slowly. These three students 

made a connection with the previous topic and they thought that indicator acted as a 

catalyst. IntTR2, who supported this view, made the drawing (Figure 4.13) as below and 

his explanation was as the following:   
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Hydrogen in acid and hydroxide in base come together and they neutralize each other 

and water is formed. This is a neutralization reaction. Salt is also formed. NaCl salté 

salts precipitate and can be seen at the bottom of the erlenmeyer.  

 

Figure 4.15 The pre-drawing of neutralization reaction by IntTR2 

 

The other student, InEX1, could not explain the situation but expressed as the 

following and see her related drawing (Figure 4.14):  

I: éI canõt explain the reason something related to indicator but I really donõt knowé 

but I can write the reaction. This is a neutralization reaction and salt is formed. I am 

not sure about the salt. Is this precipitate?   

R: What do you think?  

I: I am confused. Salts are soluble, cannot precipitate, I guess... for example, if I prepare 

salty water, I wonõt see any salt at the bottom when I stir it. But, I donõt know whether 

these are close to each other or not. Should be something like thisé  

 

Figure 4.16 The pre-drawing of neutralization reaction by IntEX1 

 

Lastly, all students wrote the neutralization reaction correctly and stated that the pH 

value of the solution was 7, but none of them gave the correct explanation for the role 

of indicators. In terms of particle level, three interviewees showed their drawing 

considering molecules (similar to IntTR2õs drawing above) and five of them showed 

their drawing considering ions (similar to IntEX1õs drawing above). Only two of them 

explained that the formed salt would not precipitate, the others stated that the salt 



 

 

 

155 

 

 

  

would precipitate. When the students were asked, the condition of using a weak acid 

and a strong base, the students gave various responses. One of them, IntTR1, stated 

that acids and bases always gave a neutralization reaction with pH 7 either they were 

strong or weak, and the strength concept was related to bonds, which was not related to 

acids and bases reaction. The other interviewee, IntEX4, from the experimental group 

explained that the reaction was not a neutralization reaction since there was a weak acid 

and it was a regular chemistry reaction without any neutralization with pH above 7.  

After the implementation, the intervieweesõ responses differed in terms of being in the 

experimental and the traditional group. As it is reported in MANCOVA results, the 

students in experimental group had more understanding in acids and bases concepts. 

This statistical result was also supported in this interview question that the intervieweesõ 

responses from the experimental group for this question were more reasonable and 

valid; however, the intervieweesõ responses from the traditional group were more 

invalid, having alternative conceptions and had confusions in concepts. After the 

demonstration, three interviewees from the experimental group stated that an indicator 

was used to observe the equivalence point and the other interviewee (IntEX4) stated 

that there was not enough neutralization to observe the color change. One of the 

interviewee (IntTR3) from the traditional group explained the correct response of usage 

of indicators. The others from the traditional group could not make any reasonable 

explanation for the situation. IntTR2 stated that an indicator acted as a catalyst and still 

in his post-interview he hold this idea and explained the same reasoning for the 

situation.  

Considering the mixing of an acidic and basic solution, all the interviewees 

stated that the reaction was a neutralization reaction and wrote the correct reaction of 

HCl and NaOH. The intervieweesõ responses for neutralization reactions from both the 

experimental and the traditional group are summarized in Table 4.27. 

The following excerpts of two interviewees revealed the understandings of the 

neutralization concept and illustrated the difference between the experimental and the 

traditional group. The excerpt of an interviewee, IntTR4, from the traditional group (see 

the related drawing in Figure 4.15):  

R: You say so when you mix these two erlenmeyers, the neutralization reaction occurs. 

What do you mean with the term of neutralization?  

I: The ions from acids and the ions from bases neutralize each other.  
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R: How does this neutralization occur? Can you clarify?  

I: The ions from acids are H+ ions and the ions from bases are OH- ions; these ions 

form H2O and since no ions remain in the solution, it is neutralization.  

R: You mean no ions present in the mixed solution?  

I: Yes. Thatõs why; it is called a neutral solution. If there are H+ ions, it is acid and if 

there are OH- ions, it is base. No ions in solution, so it is neutral.  

R: What about the pH value of the solution?  

I: It is 7.  

 

Table 4.27 The summary of responses of interviewees for the sixth question after the 

implementation 

Coding for the sixth question 
Number of interviewees 

Experimental group Traditional group 

Strong acid and strong base  
The solution is neutral  4 4 
The products are salt and water  4 4 
No H+ and OH- ions in the solution 1 3 
Na+ and Cl- ions in the solution 3 2 
NaCl precipitate 1 2 
pH is 7 4 4 
Weak acid and strong base  
The solution is neutral 0 2 
The solution is basic  4 2 
The products are salt and water 4 4 
No ions in the solution 0 2 
Only OH- ions in the solution 1 2 
OH- ions > H+ ions 3 0 
pH is 7 0 2 
pH is above 7 4 2 

 

The excerpt of an interviewee, IntEX3, from the experimental group (see the related 

drawing in Figure 4.16):  

R: You say so when you mix these two erlenmeyers, the neutralization reaction occurs. 

What do you mean with the term of neutralization?  

I: HCl solution contains H+ ions and NaOH contains OH- ions. When these solutions 

are mixed NaCl and H2O are formed. The ions in solution are balanced.  

R: Can you clarify what is this balance?  

I: In a neutral solution, H+ and OH- ion concentration is equal and thatõs why in 

neutralization reactions the solution is neutral with pH 7.  

R: So, you mean that there are H+ and OH- ions in the solution with the equal amount?  
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I: Yes.  

Although there was a logic difference among these two thoughts, the students in the 

similar logics could get the true answers in case of strong acids and strong bases 

neutralization reactions; however, the students supporting the former logic could fail in 

case of weak acids and strong base neutralization reactions since they were not 

considering acidic solutions could contain not only H+ ions, but also a small number of 

OH- and vice versa situation is acceptable by the self-ionization of water.  

 

 

Figure 4.17 The post-drawing of neutralization reaction by IntTR4 

 

 

Figure 4.18 The post-drawing of neutralization reaction by IntEX3 

 

When the students were asked, the condition of using a weak acid and a strong 

base, the interviewees from the experimental group stated the situation would differ 

because of fewer amounts of H+ ions and added that the pH value of the solution 

would be above 7.  

 

4.5 Results on Chemistry Motivation Questionnaire and Student Interviews 

The CMQ had five components which were self-efficacy in learning chemistry, 

anxiety about chemistry assessment, relevance of learning chemistry to personal goals, 

intrinsically motivated chemistry learning, and self-determination for learning chemistry. 

In order to get more detailed information on student motivation to learn chemistry in 

terms of the experimental and traditional groups, multivariate analysis of covariance was 
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conducted considering the aforementioned five components. Based on the adaptation 

of CMQ results on components pre- and post-CMQ scores were computed (see Table 

3.9). The computed componentsõ descriptive statistics were given in Table 4.28 for the 

experimental and Table 4.29 for the traditional group.  

 

Table 4.28 Descriptive Statistics for the each component in terms of pre- and post-

CMQ in the experimental group 

 N Mean  SD Skewness Kurtosis  Min  Max  

Pre-CMQ 

Pre-Efficacy  40 27.98 5.35 -.02 -.61 16 38 

Pre-Anxiety 40 16.45 4.38 -.25 -.84 7 23 

Pre-Goals 40 22.05 5.82 .13 -.96 12 34 

Pre-Intrinsic 40 16.70 3.72 .13 -.92 10 24 

Pre-Determination 40 19.60 2.59 -.29 -.33 13 24 

Post-CMQ        

Post-Efficacy 40 30.08 4.59 -.36 -.84 21 38 

Post-Anxiety 40 16.85 4.90 -.02 -1.17 9 25 

Post-Goals 40 24.78 5.23 -.10 -.72 15 35 

Post-Intrinsic 40 17.33 3.34 -.12 -.45 10 24 

Post-Determination 40 20.33 2.73 -.31 -.68 14 25 

 

The pre-CMQ was administered to both the experimental and the traditional 

groups prior to the implementation; therefore, these values were not being influenced 

by the implementation. The post-CMQ was administered after the implementation; 

therefore these values were affected by the implementation. The difference between the 

experimental and the traditional groupsõ CMQ scores was analyzed by using 

MANCOVA. The scores on the pre-CMQ were treated as a covariate in order to 

control the differences between groups although no difference was found neither for 

the total pre-CMQ scores (F(1,76)=0.401, p=0.529; Table 4.30) nor for the collective 

aforementioned CMQ components (Wilksõ ǩ=0.944, F(5,72)=0.858, p=0.514; Table 

4.31). This result revealed that the students the experimental and the traditional group 

were roughly equally motivated to learn chemistry. 
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Table 4.29 Descriptive Statistics for the each component in terms of pre- and post-

CMQ in the traditional group 

 N Mean  SD Skewness Kurtosis  Min  Max  

Pre-CMQ 

Pre-Efficacy  38 29.68 5.99 -.04 -1.27 19 39 

Pre-Anxiety 38 15.74 4.39 -.01 -.72 7 25 

Pre-Goals 38 23.21 6.79 -.21 -1.02 11 34 

Pre-Intrinsic 38 16.45 3.42 -.40 .62 7 23 

Pre-Determination 38 19.95 3.65 -.65 .26 10 25 

Post-CMQ        

Post-Efficacy 38 29.39 6.11 -.23 -.66 16 39 

Post-Anxiety 38 14.74 3.45 -.02 -.54 7 21 

Post-Goals 38 23.26 6.63 -.09 -.96 10 35 

Post-Intrinsic 38 16.42 3.95 -.44 -.58 7 22 

Post-Determination 38 18.76 4.30 -.34 -.93 10 25 

 

 

Table 4.30 Univariate test results in ANOVA for pre-CMQ 

Source df 

Mean 

Square F Sig. 

Partial 

Eta 

Squared 

Observed 

Power 

Corrected Model 1 98.769 .401 .529 .005 .096 

Intercept 1 841483.436 3413.371 .000 .978 1.000 

Method 1 98.769 .401 .529 .005 .096 

Error 76 246.526         

Total 78           

Corrected Total 77           

 

 

Table 4.31 Multivariate Test results in MANOVA for pre-CMQ components  

Effect 
Wilksõ 

Lambda 
F 

Hypothesis 

df 
Error df Sig. 

Partial 

Eta 

Squared 

Observed 

Power 

Intercept  .013 1111.936b 5.000 72.000 .000 .987 1.000 

Method  .944 .858b 5.000 72.000 .514 .056 .290 
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The assumptions of MANCOVA were checked beforehand the analysis; which 

were independence of observations, normality, outliers, homogeneity of variances, 

multicollinearity, and homogeneity of regression.  

 

Table 4.32 Boxõs Test of Equality of Covariance Matrices  

Boxõs M 63.657 
F  1.240 
df1 45 
df2 13370.998 
Sig. .131 

 

In terms of independence of observations, it was ensured that there was not any 

violation of the assumption since students completed the questionnaire individually. 

The skewness and kurtosis values for each component can be found in Table 4.28 and 

Table 4.29; the values of which are in the acceptable range. In addition, the univariate 

normality was check in previous section 4.1 for the total pre- and post CMQ and there 

was no violation for this assumption. For multivariate normality, Boxõs test of equality 

of covariance matrices is given in Table 4.32.  Since the statistics was not significant, the 

assumption of homogeneity was validated, which revealed the covariance matrices were 

roughly equal. Mahalanobis distance was checked for multivariate outliers by using the 

critical value of 20.52 (see Table 19.1 in Pallant, 2001, p.221). The Mahalanobis distance 

was found to be 16.447, which is smaller than the critical value (Table 4.33).  

The Leveneõs test was used for checking the assumption of homogeneity of 

variances. Table 4.34 shows the result of Leveneõs test. All values for each motivation 

component was larger than 0.05, except the value of post-Intrinsic. This significant 

value indicated that the error variances across groups are not equal. In other words, the 

assumption of homogeneity of variances was satisfied for the four post-motivational 

component scores; however, the assumption of homogeneity of variances has been 

violated for post-Intrinsic scores. Therefore, a more conservative alpha level was set for 

determining significance for post-Intrinsic in the follow-up ANCOVA. The correlation 

analysis was done in order to check the assumption of multicollinearity. It was not 

found highly correlated dependent variables (higher than .8) and this assumption of 

multicollinearity was verified (Table 4.35).  
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Table 4.33 Residuals statistics for Multivariate Normality 

 Minimum Maximum Mean Std. Deviation 

Predicted Value 15.7493 60.2349 39.5000 8.01237 

Std. Predicted Value -2.964 2.588 .000 1.000 

Std Error of Predicted Value 3.236 10.431 5.894 1.501 

Adjusted Predicted Value 8.9438 58.5928 39.4305 8.24155 

Residual -43.82441 45.48384 .00000 21.19674 

Std. Residual -1.999 2.075 .000 .967 

Stud. Residual -2.038 2.126 .001 1.003 

Deleted Residual -45.54019 47.76036 .06952 22.83242 

Stud. Deleted Residual -2.085 2.181 .000 1.011 

Mahalanobis Distance .691 16.447 4.936 3.134 

Cook's Distance .000 .071 .013 .015 

Centered Leverage Value .009 .214 .064 .041 

 

 

Table 4.34 Leveneõs Test of Equality of Error Variances    

   F df1 df2 Sig.  

Post-Efficacy .288 3 74 .834 

Post-Anxiety 1.669 3 74 .181 

Post-Goals 1.869 3 74 .142 

Post-Intrinsic 2.827 3 74 .044 

Post- Determination .380 3 74 .767 

 

 

Table 4.35 Correlations among variables  

Variables  Post-Efficacy Post-Anxiety Post-Goal Post-Intrinsic 

Post-Anxiety -.241*    

Post-Goals .671** -.146   

Post-Intrinsic .607** -.192 .661**  

Post-Determination .559** -.124 .663** .525** 

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

 

The assumption of homogeneity of regression was tested by customizing 

settings in MANCOVA and checked whether there was interaction between the 

covariates (pre-Efficacy, pre-Anxiety, pre-Goals, pre-Intrinsic, and pre-Determination) 
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and the independent variables (method and gender). The significance level of the 

interactions terms were checked in the output (Table 4.36). Since the all significance 

values for the interactions were greater than 0.05, the assumption of homogeneity of 

regression was not violated. 

 

Table 4.36 Multivariate Tests for Homogeneity of Regression for the interaction 

between the covariates and the independent variables 

Effect 

Wilksõ 

Lambda 

Value 

F 
Hypothesis 

df 
Error df Sig. 

Intercept .871 1.476 5.000 50.000 .214 

Method * pre-Efficacy .929 .770 5.000 50.000 .576 

Method * pre-Anxiety .903 1.070 5.000 50.000 .388 

Method * pre-Goals .991 .089 5.000 50.000 .994 

Method * pre-Intrinsic .907 1.022 5.000 50.000 .415 

Method * pre-Determin. .922 .844 5.000 50.000 .525 

Gender * pre-Efficacy .927 .787 5.000 50.000 .564 

Gender * pre-Anxiety .831 2.038 5.000 50.000 .089 

Gender * pre-Goals .981 .192 5.000 50.000 .964 

Gender * pre-Intrinsic .947 .561 5.000 50.000 .729 

Gender * pre-Determin. .921 .856 5.000 50.000 .517 

Method * Gender *  

pre-Efficacy 
.969 .319 5.000 50.000 .899 

Method * Gender *  

pre-Anxiety 
.960 .421 5.000 50.000 .832 

Method * Gender *  

pre-Goals 
.893 1.202 5.000 50.000 .322 

Method * Gender *  

pre-Intrinsic 
.844 1.849 5.000 50.000 .120 

Method * Gender *  

pre-Determination 
.942 .620 5.000 50.000 .685 

Method * Gender .680 1.385 15.000 138.429 .163 

 

Two-way multivariate analysis of covariance was conducted to explore method 

and gender differences in a set of dependent variables (post-Efficacy, post-Anxiety, 

post-Goals, post-Intrinsic, and post-Determination) after the preliminary assumption 

testing with no serious violations noted. The results are given in Table 4.37. It was 
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found that there was a statistically significant difference between the experimental and 

traditional groups on the dependent variables (Wilksõ ǩ=0.766, F(5,65)=3.969, p=0.003, 

partial eta squared=0.234). When the follow-up ANCOVAs considered separately, the 

differences to reach statistical significance using a Bonferroni adjusted alpha level of .01, 

were post-Goals (F(1,69)=7.603, p=0.007, partial eta squared=.099) and post-

Determination (F(1.69)=12.137, p=0.001, partial eta squared=.150). The follow-up 

ANCOVA results are given in Table 4.38 for each dependent variable. 

The main effect for gender (Wilksõ ǩ=0.903, F(5,65)=1.401, p=0.236) and the 

interaction (Wilksõ ǩ=0.894, F(5,65)=1.536, p=0.191) effect did not reach statistical 

significance. An inspection of the mean scores indicated that the students in the 

experimental group reported higher levels of relevance of personal goals (M=25.30) 

than the students in the traditional group (22.72). In addition, the students in the 

experimental group reported higher levels of self-determination (M=20.59) than the 

students in the traditional group (M=18.47). The estimated marginal means regarding 

teaching method for each dependent variable are given in Table 4.39. The estimated 

marginal means regarding gender (Table 4.40) and interaction (Table 4.41) for each 

dependent variable are given at the following.  

 

Table 4.37 Multivariate Tests results in MANCOVA  

Effect 
Wilksõ 

Lambda 
F 

Hypothesis 

df 

Error 

df 
Sig. 

Partial 

Eta 

Squared 

Observed 

Power 

Intercept  .828 2.701 5.000 65.000 .028 .172 .785 

Pre-Efficacy .789 3.485 5.000 65.000 .007 .211 .890 

Pre-Anxiety .682 6.059 5.000 65.000 .000 .318 .992 

Pre-Goals .562 10.137 5.000 65.000 .000 .438 1.000 

Pre-Intrinsic .588 9.127 5.000 65.000 .000 .412 1.000 

Pre-Determin. .778 3.709 5.000 65.000 .005 .222 .911 

Method  .766 3.969 5.000 65.000 .003 .234 .930 

Gender  .903 1.401 5.000 65.000 .236 .097 .463 

Method* Gender .894 1.536 5.00 65.000 .191 .106 .505 
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Table 4.38 Follow-up ANCOVA for each dependent variable  

Dependent 
Variable  

Source  df 
Mean 
Square  

F Sig.  
Eta 
Squared 

Observed 
Power  

Post-
Efficacy 

Corrected.Model  8 158.011 11.516 .000 .572 1.000 
Intercept  1 129.439 9.433 .003 .120 .857 
Pre-Efficacy 1 157.009 11.443 .001 .142 .915 
Pre-Anxiety 1 6.287 .458 .501 .007 .102 
Pre-Goals 1 125.834 9.171 .003 .117 .848 
Pre-Intrinsic 1 3.033 .221 .640 .003 .075 
Pre-Determinat. 1 5.021 .366 .545 .005 .092 
Method  1 60.034 4.375 .040 .060 .541 
Gender 1 24.276 1.769 .188 .025 .259 
Method*Gender 1 9.840 .717 .400 .010 .133 
Error  69 13.721     
Corrected Total  77      

Post-
Anxiety 

Corrected.Model  8 68.045 5.097 .000 .371 .998 
Intercept  1 43.004 3.221 .077 .045 .425 
Pre-Efficacy 1 .000 .000 .996 .000 .050 
Pre-Anxiety 1 361.270 27.062 .000 .282 .999 
Pre-Goals 1 27.608 2.068 .155 .029 .294 
Pre-Intrinsic 1 49.422 3.702 .058 .051 .475 
Pre- Determinat. 1 1.863 .140 .710 .002 .066 
Method  1 38.810 2.907 .093 .040 .390 
Gender 1 5.989 .449 .505 .006 .101 

 Method*Gender 1 .525 .039 .843 .001 .054 
 Error  69 13.350     
 Corrected Total  77      

 Corrected.Model  8 203.143 12.631 .000 .594 1.000 
 Intercept  1 67.526 4.199 .044 .057 .524 
 Pre-Efficacy 1 .750 .047 .830 .001 .055 
Post-Goals Pre-Anxiety 1 1.180 .073 .787 .001 .058 
 Pre-Goals 1 644.732 40.087 .000 .367 1.000 
 Pre-Intrinsic 1 59.306 3.687 .059 .051 .474 
 Pre- Determinat. 1 9.890 .615 .436 .009 .121 
 Method  1 122.278 7.603 .007 .099 .776 
 Gender 1 6.943 .432 .513 .006 .099 
 Method*Gender 1 22.712 1.412 .239 .020 .216 
 Error  69 16.083     
 Corrected Total  77      
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Table 4.38 Follow-up ANCOVA for each dependent variable (continued) 

Dependent 

Variable  
Source  df 

Mean 

Square  
F Sig.  

Eta 

Squared 

Observed 

Power  

Post-Intrinsic 

Corrected.Model  8 74.305 11.826 .000 .578 1.000 

Intercept  1 17.787 2.831 .097 .039 .382 

Pre-Efficacy 1 16.969 2.701 .105 .038 .367 

Pre-Anxiety 1 6.359 1.012 .318 .014 .168 

Pre-Goals 1 5.835 .929 .339 .013 .158 

Pre-Intrinsic 1 105.745 16.830 .000 .196 .981 

Pre-Determinat. 1 .242 .039 .845 .001 .054 

Method  1 23.788 3.786 .056 .052 .484 

Gender 1 31.636 5.035 .028 .068 .600 

Method*Gender 1 38.169 6.075 .016 .081 .681 

Error  69 6.283     

Corrected Total  77      

 

 

 

 

Post-

Determination 

Corrected.Model  8 69.205 10.170 .000 .541 1.000 

Intercept  1 32.943 4.841 .031 .066 .583 

Pre-Efficacy 1 7.081 1.041 .311 .015 .172 

Pre-Anxiety 1 .260 .038 .845 .001 .054 

Pre-Goals 1 46.395 6.818 .011 .090 .731 

Pre-Intrinsic 1 6.171 .907 .344 .013 .156 

Pre-Determinat. 1 77.221 11.348 .001 .141 .913 

Method  1 82.594 12.137 .001 .150 .930 

Gender 1 1.979 .291 .591 .004 .083 

Method*Gender 1 .178 .026 .872 .000 .053 

Error  69 6.805     

Corrected Total  77      

 

 

Table 4.39 Estimated Marginal Means in terms of Method  

Dependent Variable Method  Mean Std. Error 
95% Confidence  

Lower 
Bound 

Upper 
Bound 

Post-Efficacy EX 30.619 .595 29.432 31.806 
  TR 28.811 .610 27.594 30.028 
Post-Anxiety EX 16.534 .587 15.363 17.704 

  TR 15.080 .602 13.880 16.281 
Post-Goals EX 25.302 .644 24.017 26.587 
  TR 22.722 .660 21.405 24.040 
Post-Intrinsic EX 17.441 .403 16.638 18.244 
  TR 16.303 .413 15.480 17.127 

Post-Determination EX 20.591 .419 19.756 21.427 
  TR 18.471 .430 17.614 19.328 
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Table 4.40 Estimated Marginal Means in terms of Gender   

Dependent Variable Gender   Mean Std. Error 
95% Confidence  

Lower 
Bound 

Upper 
Bound 

Post-Efficacy Girls 30.305 .604 29.101 31.509 
  Boys  29.125 .618 27.892 30.358 

Post-Anxiety Girls 15.514 .595 14.326 16.702 
  Boys  16.100 .610 14.884 17.316 
Post-Goals Girls 24.328 .653 23.024 25.631 
  Boys  23.697 .669 22.362 25.032 
Post-Intrinsic Girls 17.546 .408 16.731 18.361 

  Boys  16.199 .418 15.364 17.033 
Post-Determination Girls 19.700 .425 18.852 20.548 
  Boys  19.373 .435 18.495 20.231 

 

 

Table 4.41 Estimated Marginal Means in terms of Method and Gender Interaction  

Dependent 

Variable 
Method Gender Mean 

Std. 

Error 

95% Confidence 

Lower 

Bound 

Upper 

Bound 

Post-Efficacy 

EX Girls 30.824 .828 29.173 32.475 

  Boys 30.414 .869 28.680 32.147 

TR Girls 29.786 .904 27.982 31.590 

 Boys 27.836 .898 26.044 29.628 

Post-Anxiety 

  

EX Girls 16.330 .816 14.701 17.958 

  Boys 16.738 .857 15.028 18.448 

TR Girls 14.698 .892 12.919 16.478 

  Boys 15.462 .886 13.695 17.230 

Post-Goals 

  

EX Girls 25.033 .896 23.246 26.821 

  Boys 25.571 .941 23.694 27.448 

TR Girls 23.622 .979 21.669 25.576 

  Boys 21.822 .972 19.882 23.762 

Post-Intrinsic 

  

EX Girls 17.357 .560 16.240 18.474 

  Boys 17.525 .588 16.352 18.698 

TR Girls 17.735 .612 16.514 18.956 

  Boys 14.872 .608 13.659 16.084 

Post-

Determination 

EX Girls 20.812 .583 19.649 21.974 

 Boys 20.371 .612 19.150 21.592 

TR Girls 18.588 .637 17.317 19.859 

 Boys 18.354 .633 17.092 19.616 
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When the estimated marginal mean in terms of method (Table 4.39) were 

investigated, it is inspected that not only the statistically significant dependent variables, 

but also there were differences in other dependent variables in terms of method 

although they were not statistically significant. Preliminary scores in motivational 

components all increased after the implementation in the experimental group students; 

considering self-efficacy in learning chemistry, anxiety about chemistry assessment, 

relevance of learning chemistry to personal goals, intrinsically motivated chemistry 

learning, and self-determination for learning chemistry. On the other hand, preliminary 

scores in motivational components all decreased after the implementation in the 

traditional group students; considering the aforementioned motivation components. 

There were slightly differences in terms of gender in student motivation to learn 

chemistry, but these differences were not found statistically significant.  

 

4.5.1 Student interviews on motivation to learn chemistry  

Besides the statistical differences, the differences between the experimental and 

traditional group students were also detected in the student interviews. There were eight 

interviewees and they were interviewed both before and after the implementation. Four 

interviewees were from the experimental group (IntEX1, IntEX2, IntEX3, and IntEX4) 

and the other four were from the traditional group (IntTR1, IntTR2, IntTR3, and 

IntTR4). IntEX1, IntEX3, IntTR3, and IntTR4 were female and IntEX2, IntEX4, 

IntTR1, and IntTR2 were male students. All the interviewees stated that they took extra 

private courses; except IntEX2, he added that he was not willingly to take extra courses 

since what he learned at school was enough for him when he studied regularly.  

During the interviews, the students expressed their thoughts about learning 

chemistry and based on their responses codings were constructed considering both pre- 

and post-interviews. None of the interviewee mentioned any thought about learning 

chemistry intrinsically during the pre-interviews, though some of them said that they 

enjoy learning chemistry putting conditions such as getting high grades or doing 

experiments. After the implementation, the interviewees from the experimental group 

revealed intrinsic motivation to learn chemistry such as relating chemistry learning to 

their real life and finding chemistry learning significant. All interviewees were aware of 

the university extrance examination and expressed that they had to learn chemistry to be 
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successful in the exam, which shows that the students are somehow extrinsically to 

learn chemistry because of the education system both during the pre- and post-

interviews. Some students also explained that learning chemistry was related to their 

goals such as becoming a doctor or an occupation related to chemistry requires 

chemistry learning. Consequently, based on the studentsõ interviews the following 

codings were interpreted from both groups; throughout this categorization the studentsõ 

both pre- and post-interviews were considered and based on their responses òmoreó, 

òlessó, or òsameó terms were used to differentiate the studentsõ pre- and post-views of 

motivation to learn chemistry. Table 4.42 summarizes the studentsõ view on learning 

chemistry. The patterns used for the categorization were given as below:  

 Intrinsically motivated chemistry learning (Intrinsic)   

 Self-efficacy in learning chemistry (Efficacy)  

 Self-determination for learning chemistry (Determination)  

 Anxiety about chemistry assessment (Anxiety)  

 Relevance of learning chemistry to personal goals (Goals) 

 

Table 4.42 The studentsõ views considering pre- and post- interviews  

 Intrinsic Efficacy Determination Anxiety Goals 

IntEX1 More Same More Same More 

IntEX2 More More More Less More 

IntEX3 More Same Same Same More 

IntEX4 Same Same More Same More 

IntTR1 Same  Less  Same  More  Same  

IntTR2 Same  Same  Same  Same  Same  

IntTR3 Less  Same  More  Same  More  

IntTR4 Less  Less  Less  More  Less  

 

The studentsõ detailed explaination on motivation to learn chemistry and some 

interview excerpt were given at the following part. There were six questions in order to 

determine studentsõ motivation to learn chemistry. The first question was about whether 

students like to learn about chemistry. In the pre-interviews, five students (IntEX1, 

IntEX2, IntEX3, IntTR3, and IntTR2) stated that learning chemistry was enjoyable and 
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pleasant. On the other hand, the students put some conditions for liking chemistry. For 

instance, IntEX1 and IntTR3 stated that they liked learning chemistry when they were 

able to do it and IntTR2 expressed that he liked the chemistry when he got high grades 

in chemistry. One of the interviewees, IntEX3, said that she liked learning chemistry 

when she was in laboratory doing experiments. IntEX3 expressed as the following:  

I: When the chemistry course is in laboratory, I enjoy learning chemistry more.  

R: You mean, when you do experiments in laboratory? 

I: No, we donõt do experiments. Our teacher does but it is different place from the class 

and observing the teacher doing experiments is interesting.  

R: How often do you go to laboratory to do experiments?  

I: Not much and when we are in class, I donõt enjoy much learning about chemistry.  

Other three interviewees (IntTR1, IntTR4, and IntEX4) stated that learning chemistry 

was boring since they were not learning useful things. One of them, IntEX4, explained 

as the following:  

I donõt know why we learn chemistry. I just need it for the university exam. I donõt see 

my mother and father using chemistry in their everyday life. It is not like mathematics, 

math is useful for calculations. But chemistry is not useful. When I go to a market, I say 

give me a water, not give me H2O.  

When the post-interviews were investigated an interviewee, IntTR2, from the traditional 

group held his opinion about learning chemistry. He stated that he liked chemistry when 

he got high grades and during the acids and bases unit he was successful in doing 

algorithmic problems, but added that he did not like conceptual questions and during 

the acids and bases unit since there were not many conceptual questions, he liked to 

learn about acids and bases. Another interviewee, IntTR3, from the traditional group 

said similar thoughts to her pre-interview such as she liked chemistry when the subject 

was not too hard and she understood it; additionally, she explained from subject to 

subject the answer of this question could change. The acids and bases unit was not too 

tough for her and expressed that she liked learning about them. The other interviewee, 

IntTR4, for the experimental group also stated the similar thoughts that she usually got 

bored in chemistry classes but had to learn about it since she were supposed to answer 

some chemistry questions in the university exam. An interviewee, IntEX1, from the 

experimental groups stated some different thoughts for the first question such as she 

expressed that she enjoyed the classes lately more than before since they were at 
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chemistry lab during all the chemistry classes and stated her learning was more concrete 

than being abstract by explaining:  

Of course, we were learning new subjects but they were just abstract and we forgot 

easily if we donõt repeat our notes. We didnõt observe anything and just solved the 

questions. But, in this unit we both observed many substances and made inferences to 

learn the subjects and I think the courses were more efficient and I still didnõt forget 

what I have learned.  

Another interviewee, IntEX4, from the experimental group had also some changes in 

his thoughts about learning chemistry and he explained as the following:  

I thought that chemistry was useless for our life, but there was a handout about a day 

of a university girl at the beginning of the acids and bases unit. Before that, I thought 

that I just learn about scientific things about chemistry to succeed in exams. But, I 

understand from that handout that everything that we drink and eat in our daily life is 

somehow related to chemistry and even the soap we used every day is a subject of 

chemistry. Therefore, I didnõt get bored in this chemistry course. I started to think 

about chemistry during the day; for example, when I eat something, I think now 

whether that is acidic or basic.  

 

The second question was about the importance of learning chemistry. During 

their pre-interviews, all interviewees stated that learning chemistry was important for 

them since they were supposed to answer chemistry questions in the university entrance 

examination and having a good grade at the end of the semester. Three students 

(IntTR2, IntTR3, and IntEX2) added that the chemistry was related to their life; 

therefore, learning about chemistry made them understood more easily about the life. 

IntTR2 also included that he wanted to be a doctor and for this reason learning biology 

and chemistry was more important for him; how better he learnt about chemistry, the 

more successful he would in the university exam. During their post-interviews, all 

interviewees stated their similar thoughts for the importance of learning chemistry. For 

instance, an interviewee, IntTR4, from the traditional group stated that chemistry out of 

school would not be useful for her except the university exam and she did not want any 

department related to chemistry. In addition, IntTR1 stated that he never understood 

the logic of chemistry and chemistry was not related to everyday life like biology or 

physics. On the other hand, interviews from the experimental groups put in extra 

thoughts for this question. IntEX4 added that the chemistry course enhance him to 
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explain some cases occurred in daily life such as when he added a piece of lemon to his 

tea, the teaõs color changed and he stated that he knew the reason of it since he learned 

about indicators. Another interviewee, IntEX2, from the experimental group included 

that:  

Chemistry is important for our lives since it enhance us to understand the life itself. But 

it was not easy for me to understand many things because some of them were very 

complicated. But I can say that although I am not a scientist, I can understand some 

events for example why an onion makes us cry or why some acids are dangerous some 

are not.   

 

The third question was about whether chemistry knowledge they learned would 

be useful for the students. During the pre-interviews, four students (IntTR1, IntTR4, 

IntEX3, and IntEX4) stated that they would not need any chemistry knowledge after 

they graduate from the high school, learning chemistry was just important for passing 

the university examination. The other three students (IntTR2, IntTR3, and IntEX2) 

stated that learning chemistry made the life simpler since they understand the life when 

they learnt about it. For instance IntTR2 explained as the following:  

During the rate of reaction unit, I have learnt why we put our foods in refrigerators. 

The chemical reactions that occur in food get slower and food do not get spoiled. This 

kind of knowledge makes our lives more practical. 

The other student, IntEX1, stated as the following òOf course, learning new things is 

important and useful, but nothing comes to mind now how chemistry could be useful 

for me in the futureó. After the implementation when the same question was asked to 

the students, the responses of the experimental and traditional group interviewees 

differed. For instance, IntTR4 still had the same thoughts that the chemistry she had 

learned was not useful for her; she explained that the knowledge she learned at school 

was just useful at school for exams and during daily life she did not use that knowledge 

since she did not have to think about that knowledge. IntEX3 and IntEX4 had 

expressed that they would not need any chemistry knowledge after their graduation; 

however, after the implementation, they stated that they could use the chemistry they 

learned for their daily lives. For instance, IntEX4 explained that he liked the handout 

about the girl who went to university and realized that chemistry was in everywhere in 

his life, giving an example the color change of a tea when adding lemon juice and felt 
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pleased when he knows the answers of daily life events. Another interviewee, IntEX1, 

was unable to explain how chemistry knowledge could be useful for her in pre-

interview; however, afterwards the implementation she stated that chemistry enabled 

her different point of view and explained as the following:  

In our daily life, we do many things but usually donõt think the reason of the daily 

events. I sometimes have stomach sour and use antacid to relief the pain. In acids and 

bases unit, I learned this process is a neutralization reaction as excess acid is neutralized 

with the help of antacid. Also, I know that carbonate does the same. If I had stomach 

sour, I know that I should take something a base like carbonate. By means of chemistry 

I am aware of this.  

 

The fourth question was related to significance of learning chemistry for 

studentsõ real lives. For this aim it was asked what would be a difference among an 

individual who learnt chemistry and the one who did not. During the pre-interviews, 

this was the most difficult question for the students to answer. Similar to the third 

question the same four students (IntTR1, IntTR4, IntEX3, and IntEX4) stated that 

nothing would be different in terms of living. IntEX4 also added that the individual 

who did not learn chemistry could start a business life earlier and starts to make money. 

In addition, IntEX3 express as the following:  

Learning chemistry is difficult and that person should be happier for not learning 

chemistry. Nothing will differ among each other and I wonõt need chemistry anymore 

in my future life. I want to be a doctor and I will choose medicine in the university 

exam. I wonõt need any chemistry after the exam. I just need to learn about biology and 

organs. That'sõ why I just need chemistry for the exam.  

The other two interviewees, IntTR2 and IntEX2, stated that they themselves would 

have better job opportunities since they would able to finish a university. The rest two 

students (IntEX1 and IntTR3) said that there should be differences among two 

individuals but they could not give any explanation about what they could be. IntEX1 

just stated as the following:  

The chemistry I have learned is practical and makes us understand the life itself. But I 

donõt know what to say about the differencesé but there would be some differences of 

course.   

During the post-interview, the interviewees in the experimental group could make more 

explanation for this question. IntEX2 stated in his first interview that there would be 
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occupation differences, but in his later interview he also explained that he could explain 

and understand the events more scientifically when they came across the same cases in 

their real life. In addition, there were also differences in IntEX3õs thoughts as her prior 

thought was that chemistry would not be useful for her even that she wanted to be a 

doctor; however, she explained in her post-interview that she would need chemistry 

even though she was not become a doctor. The similar ideas were also stated by IntEX4 

as the following:  

I: I thought that we donõt use chemistry in our daily life, but I realized that chemistry is 

used in daily life more than I think.  

R: What changed your ideas?  

I: There was an activity related to a university girl and mentioned about what she did 

during her day and there were explanations. I read that there are many events related to 

chemistry.  

R: So? What difference there would be for you?  

I: As I said, knowing chemistry would make my life more understandable and practical. 

I can make explanations for the event.  

R: Can you give examples?  

I: I gave tea example for example, squeezing lemon to tea changes teaõs color. I know 

why this happensé tea is a natural indicator and changes its color in acids and bases. 

But the person who does not know anything about chemistry couldnõt make any 

explanation to this situation, but I can.  

The interviewees from the traditional group nearly gave the similar responses.  

The fifth question was about the properties of chemistry course that the 

students like and dislike. During the pre-interviews, the students mainly focused on they 

liked chemistry of being enjoyable, related to their everyday life, and doing experiments 

in chemistry and disliked chemistry of being boring, difficult to learn, and hard to 

understand some topics. After the implementation, the interviewees from the traditional 

group stated the similar likes and dislikes; on the other hand, the ideas of the 

experimental group students emerged such as they expressed that doing activities on 

their own and stating the facts were so enjoyable for them. In addition, they expressed 

that they enjoyed learning the logic of the concepts and how those concepts were 

related to their everyday life.  

The sixth question was about how the students would like to learn about 

chemistry. During the pre-interviews, the students mainly focus on the idea that 
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chemistry should be learned by doing experiments since they did not forget easily when 

doing and they wished to learn chemistry by doing experiments. The students also 

addressed that they want to learn about why chemistry was important for their life, how 

it was related to their everyday life, and what to learn more interesting and daily life 

examples in their chemistry courses. After the interviews, the experimental group 

interviewees added that they liked the simulations and activities they had conducted 

related to acids and bases and they would like to learn the other topic in the similar way.  

In terms of motivation to learn chemistry, the studentsõ ideas in pre-interviews 

did not differ either they were in the experimental or traditional group. Their viewsõ in 

learning chemistry was very similar to each other; all of them were focus on the 

university entrance examination which was not possible for them to ignore. Instead of 

learning chemistry they generally were focus on having a good performance in 

chemistry course. However, after the implementation the different ideas between the 

experimental and traditional group students mentioned. The interviewees from the 

traditional group still held the similar performance based ideas, however, the 

interviewees from the experimental group made emphasize on the relevance of 

chemistry to their real life.  

 

4.6 Results of the Teacher Interview 

Afterwards the implementation, a couple of questions were asked to the teacher; 

the focus of this interview was to get the teacherõs ideas on the method used in the 

experimental group and what she thought about the effectiveness of the 

implementation. The first question was about the teacherõs general ideas on the 5E 

learning cycle model and she replied that conducting activities with the students were 

enjoyable but also difficult in managing the whole classroom. She also added that during 

the implementation the students had opportunities to make connections with real world 

context; in her previous lectures she tried to solve as many as questions possible with 

the students since they wanted her to do. On the other hand, she expressed that the 

most frequent question that the students asked was why they needed to learn chemistry 

concepts and how they were going to use that knowledge in their future. She clarified 

that the implemented method gave answers to the studentsõ questions and how 

chemistry was related to their real world. The next question was about the differences 
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and similarities between the previous instructions. The teacher mentioned that she 

rarely had opportunities to demonstrate experiments to the students because of lack of 

time since she had to complete the curriculum in her traditional instructions and tried to 

give daily life examples related to concepts. She added that in order to teach chemistry 

concepts to the students; there should not be always complex chemistry experiments, 

materials or events from daily life could also be very explicable for students to learn 

chemistry concepts though there needed to be done much preparation before the 

instruction in terms of materials or lesson plans. On the other hand, she included that 

less arithmetical questions were solved with the students related to acids and bases 

concepts in the experimental group, which was also some studentsõ complains in the 

experimental group. The third question was related to student behaviors in the 

classroom whether she had observed any differences in student motivation. The teacher 

explained that the students were very enthusiastic to be in chemistry laboratory and 

conducting activities in the experimental group, some students came to her and express 

that whether the following concepts would be implemented by the similar way in the 

chemistry laboratory since they enjoyed learning by doing. In addition, she gave details 

about a student who was not really interested in chemistry class, but revealed much 

progress and desire in doing activities related to acids and bases. The next question was 

asking about whether learning cycle model developed any student skills. The teacher 

said that the students were more anxious at the beginning of the implementation but 

meanwhile they got used to doing activities and expressing their ideas in group and class 

discussions and their anxiety decreased. She also stated that hands-on activities revealed 

positive impact on students since they were studying and doing the activities together 

and comprehended more understanding while learning with peers. The teacher 

explained her statement that although she tried to create friendly environment in the 

class, some students could be very shy and not willingly to ask questions to her; but, 

they could be more relaxed to ask questions to their friends. The fifth question was 

about the difficulties the teacher experienced during the implementation and the teacher 

said that she had to be more prepared for the class since the students were asking more 

conceptual questions and had to study on related lesson plans for conducting the 

instruction properly. The following question was about whether the students declared 

any opinion on the instruction; the teacher mentioned that some students made 

complains about not solving many arithmetical questions on acids and bases and some 
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of them stated that they did not want to do activities; on the other hand some students 

asked her that whether the following chemistry units would be instructed in the 

chemistry laboratory by doing activities as well, some of them told her that they were 

pleased to learn that how chemistry was related to their life even they did not choose a 

career related to chemistry. The last question was about whether the teacher would 

prefer to use the 5E learning cycle model in the future instructions and she replied that 

she was glad and enjoyed to implement the 5E learning cycle of instruction and would 

like to use this method in her following intructions but she also stated that the 

developing lesson plans based on learning cycle and developing or finding hands-on 

activities were not easy tasks and needed time to construct. Additionally she expressed 

that the classes were very crowded and it was not much convenient to do activities with 

40 students in the same time since it was difficult to manage them and answer their 

questions at the same time.  

 

4.7 Results of the Classroom Observation Checklist 

The classroom observation checklists (COC) completed both for the 

experimental and traditional group by the researcher for 49 class hours, 26 for the 

experimental class and 23 for the traditional class. They were examined whether they 

revealed evidence for implementation of 5E learning cycle model of instruction in the 

experimental group and traditional teacher-centered instruction in the traditional group. 

As stated in the limitations section, it would be more reliable to have at least one more 

observer during the implementation but it was not convenient or possible for any 

observer to sit in any class sections.  

There were 32 items in this checklist, covering the main properties of the 

implemented chemistry instructions both for learning cycle and traditional instructions, 

considering the following aspects: the physical conditions of a classroom and a 

chemistry laboratory, studentõs role in learning, and teacherõs role in teaching for both 

groups. Some items, related to activities in the COC, were only applicable to the 

experimental group (Item 5, 6, 7, 8, 9, 12, 23, 27, 29, and 30) and coded as NA in the 

traditional group (See Table 4.43 for checklist resulsts).  
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Table 4.43 Classroom observation checklist results   

 Experimental Group Traditional Group 

Item #  # of  

Obsv. 

Yes  

(%)  

Partially  

(%)  

No  

(%) 

# of  

Obsv. 

Yes  

(%)  

Partially  

(%)  

No  

(%) 

NA 

(%) 

Item 1 26 100 - - 23 100 - - - 

Item 2 26 100 - - 23 100 - - - 

Item 3 26 81 19 - 23 - 70 30 - 

Item 4 26 73 27 - 23 - 70 30 - 

Item 5 26 85 15 - 23 - - - 100 

Item 6 26 61 39 - 23 - - - 100 

Item 7  26 69 31 - 23 - - - 100 

Item 8  26 73 27 - 23 - - - 100 

Item 9  26 69 31 - 23 - - - 100 

Item 10 26 35 65 - 23 69 31 - - 

Item 11 26 - 27 73 23 100 - - - 

Item 12 26 69 31 - 23 - - - 100 

Item 13 26 85 15 - 23 - - 100 - 

Item 14 26 88 12 - 23 - 65 35 - 

Item 15  26 65 35 - 23 22 39 39 - 

Item 16  26 77 23 - 23 30 39 31 - 

Item 17  26 100 - - 23 100 - - - 

Item 18 26 85 15 - 23 26 39 35 - 

Item 19 26 77 23 - 23 22 - 78 - 

Item 20 26 77 23 - 23 30 - 70 - 

Item 21 26 88 12 - 23 - 39 61 - 

Item 22 26 81 19 - 23 56 44 - - 

Item 23 26 73 27 - 23 - - - 100 

Item 24 26 85 15 - 23 30 39 31 - 

Item 25 26 - 27 73 23 87 13 - - 

Item 26 26 100 - - 23 100 - - - 

Item 27 26 81 19 - 23 - - - 100 

Item 28 26 - 19 81 23 100 - - - 

Item 29 26 100 - - 23 - - - 100 

Item 30  26 100 - - 23 - - - 100 

Item 31 26 73 27 - 23 39 30 31 - 

Item 32 26 85 - 15 23 48 - 52 - 
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The COC was used to support treatment verification and get evidence for the 

implementations. Therefore, the treatment verification is ensured with the descriptive 

statistics obtained for each group.  

 

4.8 Summary of the Results 

The summary of the results could be summarized as the follwoing:  

 The mean scores of the students in the experimental group (M=1.10) was 

lower than the students in the traditional group (M=1.32) in the pre-TABT.  

 The mean scores of the students in the experimental group (M=102.78) was 

lower than the students in the traditional group (M=105.03) in the pre-CMQ.   

 The mean scores of the students in the experimental group (M=8.90) was 

higher than the students in the traditional group (M=4.95) in the post-TABT.  

 The mean scores of the students in the experimental group (M=109.35) was 

higher than the students in the traditional group (M=102.58) in the post-

CMQ.  

 The normal distribution was found for variables in the descriptive statistics.  

 Pre-TABT and pre-CMQ were determined as covariates since these variables 

were continuous variables, significantly correlated with dependent variables, 

and revealed moderate correlation among each other.  

 The assumptions of MANCOVA, independence of observations, normality, 

outliers, homogeneity of variances, multicollinearity, and homogeneity of 

regression, were met.  

 There was a statistically significant difference between 5E learning cycle 

oriented chemistry instruction and traditionally designed chemistry instruction 

on the collective dependent variables (Wilksõ ǩ=0.654, F(2,71)=18.741, 

p=0.000) in favor of the experimental group.  

 There was not found any statistically significant difference in terms of gender 

and girls did not differ with boys on the collective dependent variables of the 

post-TABT and post-CMQ scores (Wilksõ ǩ=0.984, F(2,71)=0.578, p=0.563).  
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 There was not any statistically significant interaction between the methods of 

teaching chemistry and gender on the post-TABT and post-CMQ scores 

(Wilksõ ǩ=0.991, F(2,71)=0.339, p=0.714).  

 There was a statistically significant difference on student understanding of 

acids and bases concepts depending on which method they were taught 

(F(1,72)=30.938, p=0.000) in favor of the experimental group.  

 There was no statistically significant difference on the post-test mean scores 

between girls and boys on studentsõ understanding of acids and bases 

concepts when the pre-test scores of three-tier acids and bases concepts, the 

pre-test scores of motivation to learn science, and previous semester 

chemistry grades are controlled (F(1,72)=.063, p=0.802).  

 There was not found any interaction between methods of teaching and gender 

on studentsõ understanding of acids and bases concepts (F(1,72)=0.411, 

p=0.524).  

 There was a statistically significant difference between studentsõ in 

experimental and traditional group on post-test scores in motivation to learn 

chemistry (F(1.72)=14.175, p=0.000) in favor of the experimental group.  

 There was not found any statistically significant difference in the mean scores 

of post-CMQ in terms of gender (F(1,72)=1.173, p=0.282).  

 There was not found any interaction between methods of teaching and gender 

on student motivation to learn chemistry (F(1,72)=0.421, p=0.518).  

 The student post-interviews revealed that the interviewees from the 

experimental group showed more conceptual understanding of acids and 

bases concepts and higher motivation to learn chemistry than the interviewees 

from the traditional group.  

 The teacher interview revealed that the teacher enjoyed implementing 5E 

model of instruction and found the instruction effective on student learning 

and motivation.  

 The results of classroom observation checklist revealed evidence 5E learning 

cycle model of instruction for the experimental and traditional teacher-

centered instruction for the traditional group.  
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4.9 Conclusions of the Study   

The conclusions of the present study are as the following:  

 5E model of instruction is more effective compared to the traditional 

teacher-centered instruction in conceptual understanding of acids and 

bases concepts and practically significant (2=0.215). 

 5E model of instruction is more effective compared to the traditional 

teacher-centered instruction in increasing student motivation to learn 

chemistry and practically significant (2=0.162). 

 5E model of instruction or traditional teacher-centered instruction has no 

statistically significant effect on gender in conceptual understanding of 

acids and bases concepts. 

 5E model of instruction or traditional teacher-centered instruction has no 

statistically significant effect on gender in increasing student motivation to 

learn chemistry. 

 Students enjoyed learning by doing on their own and expressed to learn 

the following concepts by the similar instruction.  
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CHAPTER V 

 

 

DISCUSSION AND IMPLICATIONS  

 

 

 

There are five sections in this chapter; these sections begin with a discussion and 

interpretations of the results. Secondly, the generalization of the study will be presented. 

Afterwards, conclusion and implications of the results will be given. Finally, suggestions 

of this study for future research will follow.  

 

5.1 Discussion of the Results 

The purpose of this study was twofold: (1) to investigate the effect of 5E learning 

cycle oriented instruction and gender on 11th grade high school student conceptual 

understanding of acids and bases concepts compared to traditional teacher-centered 

instruction and (2) to investigate the effect of 5E learning cycle oriented instruction and 

gender on 11th grade high school student motivation to learn chemistry compared to 

traditional teacher-centered instruction. In other words, the focus was to improve 

studentsõ conceptual understanding in chemistry and lifelong learning skills, see 

chemistryõs real world application, and motivate students to learn chemistry by using 5E 

model of instruction which allowed the students to engage in more hands-on and 

minds-on activities embedded with real world application instead of the traditional 

teacher-centered method. The students in the experimental group spent their classes in 

the chemistry laboratory doing guided inquiry based activities during the 

implementation process and the students in the traditional group solved more 

mathematical problems on acids and bases than the students in the experimental group.  

The results indicate that the students in the experimental group scored 

significantly higher than the students in the traditional group with respect to 

understanding of acids and bases concepts. There was an increase in correct answers for 

both groups, but the traditional group could not gain as many scores as the 

experimental group. It seems evident that the studentsõ conceptual understanding of 



 

 

 

182 

 

 

  

acids and bases concepts was improved with the 5E model of instruction. Comparing 

results from the experimental and traditional group showed improvement in studentsõ 

understanding of the concepts of the properties of acids and bases, pH, the 

representations of acids and bases, the strength of acids and bases, and the use of 

indicators. The most significant difference was on the representation of particles in a 

strong acid solution in post-TABT (Item 6 in the concept test). Studentsõ understanding 

of what occurs at the particle level as related to solution of strong acids was investigated 

in the pre- and post-TABT. The question was about the particles in aqueous solutions 

of strong acids with the same molar concentration and the students from the 

experimental group answered correctly in a very high rate (75%) while the students 

from the traditional group answered correctly in a low rate (29%). Similar results were 

found to be for the representation of aqueous solutions of weak acids with the same 

molar concentration (Item 18 in the concept test) in favor of the experimental group 

students. From these results it can be illustrated that the 5E model of instruction was 

more effective in the implementation of strength concepts of acids and bases than the 

traditionally designed chemistry instruction. Another remarkable point was on the 

properties of acids related to dissociation concept (Item 11 in the concept test), in 

which there was a big gap in response rate in terms of the groups; the traditional group 

students were in contradiction with the alternative conceptions that òonly strong acids 

conduct electricityó or òthe conductivity of acids increases as the number hydrogen 

atoms increasesó; therefore the correct response rate of the question was relatively low 

(32%) as compared to the experimental group studentsõ response rate (75%). Therefore, 

the effectiveness of 5E model of instruction also provides further empirical support for 

the Biological Sciences Curriculum Study 5E instructional model and 21st century skills 

prepared by Bybee (2009) and request to encourage teachers to use learning cycle to 

help in the understanding of chemistry concepts. From a theoretical perspective, these 

findings are consistent with literature that the use of 5E model of instruction enhances 

conceptual understanding (e.g. Akar, 2005; Bektas, 2010; Cavallo et al., 2003; Ceylan, 

2008; Guzzetti et al., 1993; Lawson, 1995; Pabuccu, 2008). Therefore, the 5E model of 

instruction may increase studentsõ conceptual understanding of acids and bases 

concepts because of engaging students in observation, investigating facts, analyzing the 

data, interpreting the results as conducting inquiry based hands-on activities enriched 

with real world context. In addition, the findings of the current study are consistent 
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with the constructivist view of science learning described by Driver and Scott (1996), 

Duit and Confrey (1996), and Yager (1991). Constructivism suggest to use inquiry based 

activities since inquiry based activities enhance students to construct understanding of 

nature (Chiappetta & Adams, 2004). In order to construct scientific knowledge and 

create meaningful learning for students, it is efficient for students to engage in learning 

process. Therefore, this present study is compatible with the studies in the literature.  

The quantitative results of the present study were also supported by the 

qualitative results. Similarly, the interview results also showed the students in the 

experimental group were able to identify more substances which are acidic or basic and 

revealed more conceptual understanding on acids and bases concepts. The interview 

sampling group was comprised of equal numbers of students based on their academic 

achievement in chemistry during the previous semester and equal number interviewees 

were selected in terms of gender. The students from both groups used the Arrhenius 

definition in defining acids and bases in the pre-interview, similar with the findings of 

Cros et al., (1988) and Demerouti et al., (2004). After the implementation the studentsõ 

responses on defining acids and bases revealed differences by the teaching method 

instructed; as Cros et al., (1988) concluded the students made progress in defining acids 

and bases but the experimental group interviewees were much aware of the various 

definitions and the differentiation between them. Schmidt (1995) proposed that 

students have difficulties in understanding Brønsted-Lowry acid-base model and 

Demerouti et al., (2004) reported that students prefer to use Arrhenius acid-base model 

in defining acids and bases though they are aware of Brønsted-Lowry acid-base model. 

Furthermore, Cros et al., (1986) reported that students are likely to use pH concepts in 

defining acids and bases; similarly, in the current study the students used this descriptive 

definition as pH is below 7 a substance is an acid or above 7 is a base. The studentsõ 

understanding of what occurs at the particle level as related to solution of strong and 

weak acids were asked to them in pre- and post-TABT and interview questions; the 

similar results were found in picture depicting the particles in aqueous solutions of 

strong acids and weak acids as found in the concept test. The interviewees from the 

experimental group stated dissociation difference in strong and weak acids; however, 

the interviewees from the traditional group still had difficulties in explaining and 

drawing the differences between strong and weak acids. During the implementation in 
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the experimental group, the studentsõ prior belief on particles in aqueous solutions of 

strong acids and weak acids were investigated and the instruction of these concepts 

were given on the discrepancies among the concepts; since Nakhleh (1994) reported 

that students had difficulties in understanding of the particular nature of matter. Hence, 

as found in the present study, the students revealed difficulties in understanding the 

concepts which were highly related to conceptual understanding of particular nature of 

matter such as acids and bases concepts; particularly, these difficulties were found in the 

students in the traditional group in which prior knowledge and representation of 

particles did not much taken into consideration during the implementation process. 

Furthermore, thinking about the acids and bases concepts to access the prior 

knowledge, conducting interesting activities which were relevant to real life, finding 

coherent generalizations for concepts, and applying the understandings to new contexts 

may also develop studentsõ conceptual understanding of acids and bases concept in the 

experimental group. Therefore, as the qualitative results illustrate, the 5E model of 

instruction was effective in improving in the conceptual understanding of acids and 

bases concepts than the traditional teacher-centered instruction.  

 Furthermore, follow-up ANCOVA results, which conducted to test the effect of 

teaching methods on the post-CMQ, indicated that the students in the experimental 

group scored significantly higher than the students in the traditional group in terms of 

student motivation to learn chemistry. There was not any statistically significant 

difference on the mean of the pre-CMQ scores for the experimental and the traditional 

group (the traditional group students scored a less higher than the experimental group 

students); however after implementation the mean of the post-CMQ scores for the 

experimental group was significantly higher than the one in the traditional group. There 

was an increase in the total mean scores of the CMQ in the experimental group while 

there was a decrease in the total mean score of the CMQ in the traditional group. While 

motivational components were taken into account, it was found that there were 

statistically significant differences on the components of relevance of learning chemistry 

to personal goals and self-determination for learning chemistry, in favor of the 

experimental group for both components. On the other hand, although there was not 

found any statistical significance between the pre- and post components, which were 

self-efficacy in learning chemistry, anxiety about chemistry assessment, and intrinsically 
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motivated chemistry learning, there was an increase after the implementation for all the 

aforementioned components in the experimental group. Conversely, although there was 

not found any statistical significance between the pre- and post components, there was 

a decrease after the implementation for all the aforementioned components in the 

traditional group. Therefore, it seems evident that the student motivation to learn 

chemistry was increased with the 5E model of instruction as the current study provides 

further empirical support for the study of Schunk (1991) and Pintrich and Schunk 

(2002) who requested that students are more motivated to learn when they engage in 

activities and work in groups (Meece & Jones, 1996). It has been found in the studies 

(Ames, 1992; Black & Deci, 2000; DeBacker & Nelson, 2000; Guvercin, Tekkaya, & 

Sungur, 2010; Meece, 1991; Pintrich, 2003; Pintrich, & De Groot, 1990; Schunk, 1991) 

that motivation influence learning. Pintrich et al., (2003) made contributions to the 

literature on conceptual change which takes an important role in science education 

literature. They argued that the conceptual change process is not just cold process; 

instead the process is hot and is influenced by factors such as the choice to engage in 

the task, the level of engagement in the task, and the willingness to persist at the task 

which are all components of motivation. The present study gives an evidence for 

Pintrich et al.õs study that students are affected by motivational activities, which 

influence their understanding of concepts.   

The quantitative results of the present study were also supported by the 

qualitative results. Similarly, the interview results also showed the students in the 

experimental group were more motivated to learn chemistry. The results of a study 

conducted by Howard and Boone (1997) revealed that when students were aware of the 

class science is connected to real science; they were more motivated to learn science. In 

addition, Ames (1992) suggested that classroom tasks should be meaningful and 

relevant to studentsõ lives for meaningful understanding. Therefore, the findings of the 

present study are consistent with the studies such as Ames (1992), Howard and Boone 

(1997) the interviews of the students revealed that the students exhibited higher 

motivation since they stated that they enjoyed learning while doing hands-on activities 

and using real world context. Developing activities on real life events were time 

consuming, but it was challenging and enjoyable for students to scan the acidic and 

basic substances and addressing them. Some students were anxious because of being in 
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charge of the activities and felt anxiety while doing the activities at the beginning of the 

implementation since the activities were inquiry based and the questions were 

conceptual and asked for explanations. However, meanwhile the students got used to 

doing the activities and their role, and felt more relaxed and comfortable through the 

implementation. In addition, the teacher was very helpful and encouraging during the 

implementation. The studentsõ anxiety at the beginning of the implementation may be 

because of not being experienced of doing any activities in chemistry laboratory or they 

were usually told what and how to do not only in high school but also in elementary 

school and they felt inconvenience, which was expected. The interviewed students also 

indicated that the implementation was enjoyable and effective since they learned by 

doing and related the concepts to their everyday life, which made the concepts more 

relevant and interesting for them. Furthermore, the post-interviews revealed that the 

students were satisfied with the implementation of 5E model of instruction and stated 

that while answering questions related to acids and bases concepts remembering the 

activities helped them to answer the questions. In addition, the students in their post-

interviews showed enthusiasm in doing hands-on activities for the following unit. The 

activities conducted by the students motivated them to explore and explain real world 

events related with acidic and basic concepts; during the interviews the students stated 

that they started to be curious about the acidity of basicity of many substances in their 

houses. When students conduct an activity and perform the task correctly, they really 

understand the concepts and are not just memorizing the facts or using memorized 

algorithms though they struggled with the activities. It was also illustrated from the 

studentsõ post-interviews that working in groups (Brunning, Schraw, and Ronning, 

1999) supported the students affectively and conceptually by scaffolding as described by 

Pintrich, Marx, and Boyle (1993). According to Bandura (1986), the development of 

self-efficacy beliefs directly affects achievement. Being successful and efficient in the 

activities had an efficient impact on the studentsõ self-efficacy beliefs; the increased 

post-CMQ scores for the experimental group students were also evident for this 

finding. Ames and Archer (1988) stated that studentsõ goals were related to 

characteristics of the learning environment. The students in the experimental group 

conducted activities which were meaningful, challenging and have apparent relevance to 

their lives, which made significant effect on student goals. In addition, Anderman and 

Young (1994) reported that learning goals affects meaningful cognitive engagement; the 
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current studyõs findings revealed a significant difference on the student relevance of 

learning chemistry to personal goals regardless gender. Pintrich and Schunk (2002) 

explained that motivation is a process involving goals in requirement of physical and 

mental activities; during the development of the implementation these effects were 

taken into consideration. The students in the experimental group comprehend that they 

need to learn chemistry not only the school exams or the University Entrance 

Examination, but they also learn chemistry for their daily life since they got aware of the 

need of chemistry in their real life such as when they have a stomach sour, they should 

take something basic like baking soda and felt the joy of explaining the real life events. 

Therefore, this study suggests 5E model of instruction can be used to increase student 

motivation to learn. This method of using 5E model of instruction is also answering 

Koballaõs (1992) request to using planned efforts in improving high school studentsõ 

motivation to learn chemistry. Accordingly, since the conducted instructional activities 

enhance the students to explicit their ideas and involved them to learning process, the 

students became aware of their own learning, used their learning in daily context, and 

made interpretations from daily events. Encouraging the students to express their ideas 

in group or class discussion improved their confidence and involving into the learning 

process motivated students to learn chemistry. 

Brophy (1998) emphasized that student willingness to learn is based on their 

expectancy and values. One of the activities implemented in the current study was 

investigating student expectations about the chemistry course aiming to understand 

their interests and values, and provide their expectations about the course. During the 

present study, it was though strategically about how each activity would effect on 

student motivation to learn; therefore, the teacher made emphasize to students why 

they need to learn chemistry and concepts related to acids and bases since students are 

more motivated to learn when they find something worthwhile to learn. Furthermore, 

students are more motivated to learn scientific concepts when the concepts include 

familiar situations to them, which also promote their interest in chemistry learning. The 

findings of this study also support the previous researches on student motivation (Ben 

Ari, 2003; Brophy, 1998; Fosnot, 1996; Marzano, 2001; Pintrich & Schunk, 1996). 

Furthermore, the students conducted activities on their own or in groups in the current 
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study promoting to use higher-order thinking skills which focused the improvement in 

motivation to learn. 

The traditional group students were less successful and less motivated to learn 

chemistry may be due to the fact that the traditional teacher-centered instruction did 

not provide learning environment to counteract the studentsõ alternative conceptions to 

facilitate conceptual change and the students had difficulties in relating the conceptual 

concepts to their real world and had questions on why they need to learn chemistry. 

Conversely, the experimental group students exhibited higher motivation since they 

enjoyed learning concepts and had realized that the chemistry concepts were not only 

needed for the examinations, but also the facts they learned in school was also useful 

for their daily lives. Students usually seek the reason of why they learn chemistry 

concepts apart from examinations and whether scientific concept would be useful for 

them in their daily lives. In this study, the experimental group students conducted 

activities embedded with real world context and they realized that chemistry and science 

gave explanations for real world events corresponding also to the engagement phase of 

the learning cycle, which increased student motivation for learning chemistry. On the 

other hand, the students in the experimental group in the current study spontaneously 

wrote about what they had learnt about the acids and bases concepts two times on their 

own throughout the implementation; therefore, they evaluated their learning though it 

was planned to be each week such as a learning diary in order to take their reflections 

on their learning on acids and bases concepts and bring to their mind their learning to 

promote meaningful chemistry learning supporting the evaluation stage of 5E learning 

cycle. Throughout the learning cycle process, teachers have opportunities to evaluate 

students anytime formally or informally; however, in the teacher-centered methods 

teachers usually evaluate students at the end of the unit, which is disadvantage 

considering meaningful student learning. In the present study (considering post-CMQ 

scores), the students in the experimental group revealed more motivation on personal 

relevance of learning science after the implementation as supporting studies such as Ben 

Ari (2003), which found that as students having more mastery goal structure have more 

motivational beliefs. The students in the traditional group did not reveal much 

illumination of why they need to learn chemistry or how chemistry learning would be 
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helpful in future to them; consequently, the teacher-centered instruction did not create 

much difference in student motivation to learn chemistry.  

In terms of gender differences, there have been inconsistent results in gender 

literature regarding cognitively and affectively; the studies, which found significant 

gender differences, reported that boys performed better than girls in science courses, 

particularly in physical science (Brynes, 1996; Lee & Burkam, 1996; Linn & Hyde, 1989; 

Steinkamp & Maehr, 1984); however, there are also studies which reported that the 

gender differences are in favor of girls (Anderman & Young, 1994; Britner, 2008; 

Britner & Pajares, 2006). Walding, Fogliani, Over & Bain (1994) made a research on 

how high school students gave response to chemistry question and they found that in 

some question, especially in computational ones, boys gave more correct answers. 

When motivation to learn science is taken into account, some studies also reported 

gender differences favoring boys (Meece, Glienke, & Burg, 2006) and particularly, in 

favor of boys in physical sciences and in favor of girls in biological science and 

chemistry (Steinkamp & Maehr, 1984). Taken together, the research on gender 

differences issues in science education reveals no clear pattern in student motivation to 

learn; therefore, these contradictory gender differences findings in motivation need 

further examination. Findings from the present study illustrate that girls and boys did 

not differ in terms of conceptual understanding of acids and bases concepts and 

motivation to learn chemistry similar to the studies of Anderman & Young (1994), 

Bektas (2011), Ceylan (2008), DeBacker and Nelson (2001), Eccles et al. (1993), Pajares 

(1996) which found no gender differences. The results related to gender imply that the 

5E model of instruction had no bias on gender; in other words, had equal effect on girls 

and boysõ conceptual understanding of acids and bases concepts and motivation to learn 

chemistry. This study is also evidence for improving student motivation to learn and 

developing studentsõ conceptual understanding regardless gender as Wigfield (1994) 

reported.  

The current study on acids and bases concepts has also limitations. One of which 

was the experimental group students took the instruction in chemistry laboratory and 

the traditional group students took in their traditional classroom environment. The 

experimental group students conducted activities and these activities required everyday 

materials as well as chemical ones; therefore, a chemistry laboratory was more 
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convenient for the students and the teacher to implement the acids and bases concepts. 

In addition, the students in the experimental group conducted an activity based on what 

they have learned about acids and bases; this activity was considered to be done each 

week to monitor student learning on acids and bases concepts however because of the 

lack of time the activity was done less than planned. It had been better to conduct this 

activity at the end of the week or at the end of the each concept learning to monitor 

student learning on every concepts; therefore, this is also a limitation of this current 

study. The other limitation was that the experimental group students studies on more 

real life context because of the nature of the study; however, after the implementation 

and the post-tests all materials distributed to the experimental groups students were also 

given to the traditional group students.  

The medium effect size was set at the beginning of the study and based on the 

data analyses a large effect size was found as the observed effect size. This implies that 

the present study both had practical and statistical significance in terms of conceptual 

understanding and student motivation to learn. Furthermore, the observed power was 

found to 1.000 for the conceptual test and 0.960 for the motivation questionnaire, 

which were both higher than the calculated power.  

 

5.2 External Validity  

The findings of the study indicated that there were significant differences on 

overall the effect of teaching methods taking into account 5E learning cycle model 

oriented teaching and traditionally designed chemistry teaching on the population mean 

of the collective dependent variables of eleventh grade studentsõ post-test scores of 

acids and bases concepts and motivation to learn chemistry in favor of 5E model of 

instruction. The number of students participated in the study (n=78) exceeds the 10% 

of the accessible population. Therefore, the findings of this present study can be 

generalized to the accessible population of the study.   
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5.3 Implications   

In terms of practical applications, the present findings have clear implications for 

chemistry teaching and learning. The suggestions of the present study are as the 

following:  

 Constructivist teaching strategies (such as 5E model of instruction, inquiry 

based activities) should be used in order to develop studentsõ conceptual 

understanding of acids and bases concepts. 

 Constructivist teaching strategies (such as 5E model of instruction, inquiry 

based activities) should be used in order to increase student motivation to 

learn chemistry. 

 Student-centered activities should be used to increase studentsõ behavioral 

skills to use equipments in a chemistry laboratory for testing scientific 

concepts. 

 Studentsõ pre-conceptions should be taken into account before the 

instruction. 

 Students have difficulties in understanding various acids and bases 

definitions, teachers should emphasize the differences of the various 

definitions and discuss the strength and limitations of each definition.  

 Students have difficulties in understanding the particulate nature of matter 

and consequently have difficulties in understanding in acids and bases 

concepts, teachers should make emphasis on the representations of acidic 

and basic solutions, specifically during instruction of strength concept.  

 Real world context should be used in instruction to facilitate deep 

approaches to learning. 

 The instructions enriched with real world context improve studentsõ 

curiosity which in turn increases student motivation to learn chemistry. 

 Three-tier test should be used to assess studentsõ conceptual 

understanding and can also be generalized across the country.  

 An importance should be given in the representation of particle level of 

the substances for understanding of acids and bases concepts. 
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 Teachers may hold alternative conceptions and their view can narrow 

studentsõ view as well; teachers should given importance to their own 

development. 

 Teacher-student interaction is essential on student motivation to learn, 

teachers should take into consideration studentsõ feelings, values, 

experiences, and their needs. 

 

5.4 Recommendations for Further Researches  

The following recommendations can be stated from the result of the present 

study:  

 The effectiveness of constructivist teaching strategies can also be tested 

with different chemistry topics  

 Beforehand the main instruction, prior units should also be implemented 

with the focused instruction in order to eliminate the novelty effect  

 Smaller groups should be constructed during the implementation  

 Retention test should be given to test durability of the concepts; in the 

present study no retention test was distributed because of lack of time 

 Longitudinal studies should be conducted in order to observe the effect 

of constructivist teaching strategies on student motivation to learn  

 In order increase the generalization of the current study, the study should 

be replicated in various school types, grade levels and environmental 

conditions  

 Teacher motivation to teach should be investigated and the studies related 

to increase their motivation should be conducted  
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APPENDIX A  

 

 

INSTRUCTIONAL OBJECTIVES  

 

Students will able to  

1. to define acids and bases according to Arrhenius Acid-Base Theory.  

2. to define acids and bases according to Bronsted-Lowry Acid-Base Theory.  

3. to define acids and bases according to Lewis Acid-Base Theory.  

4. to compare the Arrhenius, Bronsted-Lowry, and Lewis definitions of acids 

and bases  

5. to recognize acids and bases from names and formulas.  

6. to explain the properties of acids and bases. 

7. to distinguish the properties of acids and bases.  

8. to describe the similarities and differences in physical and chemical properties 

of acids and bases 

9. to give examples for acidic and basic substances in everyday life. 

10. to define pH and pOH terms.  

11. to describe the pH scale. 

12. to state the relation between acids and bases.  

13. to distinguish acids and bases according to pH values.  

14. to explain that solutions with a pH less than 7 are acids and a solution with a 

pH more than 7 are bases.  

15. to explain the relationship between pH and pOH.  

16. to explain that a solution with pH=7 is a neutral solution at the particle level.  

17. to define an indicator.  

18. to clarify the importance of indicators.  

19. to identify indicators from everyday life such as tea, red cabbage, red onion, 

etc. 

20. to read the color of litmus, red cabbage, and universal pH papers in acidic and 

basic solutions.  

21. to apply acids change blue litmus paper to pink and bases change pink litmus 

paper to blue. 
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22. to apply red cabbage juice turns into reddish color in acidic solution and 

greenish color in basic solution.  

23. to solve problems related to acid-base reactions.  

24. to explain the strength concept of acids and bases.  

25. to describe the dissolution of strong acids and bases in water at the particle 

level  

26. to clarify the strength of acid solutions increases with the amount of H3O
+ 

ions in the solutions.  

27. to clarify the strength of base solutions increases with the amount of OH- 

ions in the solutions.  

28. to give examples for strong acids and bases.  

29. to describe the dissolution of weak acids and bases in water at the particle 

level 

30. to distinguish concentration and strength concepts for acids and bases.  

31. to describe what concentrated and diluted acids are in the particle level.   

32. to define neutralization reactions.  

33. to show how to write equations for neutralization reactions.  

34. to describe neutralization reactions at the particle level.  

35. to describe an acid-base titration. 

36. to explain how indicators are used in titrations and how they are chosen. 

37. to explain the purpose and the process of an acid-base titration. 

 

 

 

 

 

 

 

 



 

 

 

218 

 

 

  

APPENDIX B   

 

THE DEVELOPMENT OF THREE -TIER ACIDS AND BASES TEST 

 

B-1. INTERVIEW QUESTIONS FOR THE DEVELOPMENT OF THREE -

TIER ACIDS AND BASES TEST 

 

ASķTLER VE BAZLAR - MÜLAKAT SORULARI  

 

1. Hi­ asidik bir madde ile temasĔn oldu mu?  

1.1. Asit denince aklĔna ne geliyor?  

1.2. Asidik maddeler tehlikeli midir? Günlük hayatta asidik maddelerle 

karsĔlaĹĔyor muyuz?  

 

2. Hi­ bazik bir madde ile temasĔn oldu mu? 

 2.1. Baz denince aklĔna ne geliyor?  

2.2. Bazik maddeler tehlikeli midir? Günlük hayatta bazik maddelerle karsĔlaĹĔyor 

muyuz?  

 

3. Gºr¿Ĺ¿ ­ok kuvvetli bir aletin olsaydĔ ve bu aletle maddeleri tanecik boyutunda 

gºrebilseydin, asidik ve bazik ­ºzeltilere bu aletle baktĔĶĔnda ne gºr¿rd¿n? Asidik ve 

bazik ­ºzeltiler arasĔnda nasĔl bir fark gºzlemlerdin? 

 3.1. Neden bir maddeye asit derken diĶer bir maddeye baz diyoruz?  

3.2. Bir maddeyi asit yapan özellikler nelerdir?  

3.3. Bir maddeyi baz yapan özellikler nelerdir?  

 

4. Kimya laboratuarĔnda ºĶretmenin sana bir ­ºzelti verdiĶini d¿Ĺ¿n ve senden bu 

çözeltinin asidik mi bazik mi olduĶunu tespit etmeni istese, asidik mi bazik mi olduĶuna 

nasĔl karar verirsin?   

4.1. ķndikatºr veya turnusol kaĶĔdĔ kullanarak bir maddenin asit veya baz 

olduĶunu nasĔl tespit ederiz?  

 4.2. ķndikatºrler asitlerin veya bazlarĔn kuvvetliliĶi hakkĔnda bilgi verirler mi? 

4.3. BildiĶin indikatºrler var mĔ? G¿nl¿k hayatta hi­ indikatºrlerle karsĔlaĹĔyor 

muyuz?  

 

5. AĹaĶĔda verilen asitleri kuvvetliliklerine gºre sĔralayĔnĔz.  

a) 0.1 M HCl       b) 0.01 M HCl       c) 0.001 M HCl 
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 5.1. Bir asidin veya bazĔn kuvvetli olmasĔ ne demektir?  

5.2. Kuvvetli bir asit demek aynĔ zamanda deriĹik bir asit mi demektir?  

 

6. Gºr¿Ĺ¿ ­ok kuvvetli bir aletin olsaydĔ ve bu aletle maddeleri tanecik boyutunda 

gºrebilseydin, aĹaĶĔda verilen HCl ve HCN çözeltilerini bu aletle nasĔl gºr¿rd¿n?  

 
 

6.1. ZayĔf asit veya zayĔf baz denince ne anlĔyorsun?  

6.2. ZayĔf bir baz ile kuvvetli bir baz arasĔndaki farklĔlĔklarĔ nasĔl tanĔmlarsĔn?   

 

7. AĹaĶĔda verilen kuvvetli ve zayĔf asit i­eren beher ­iftlerinden hangisi eĹit deriĹimli 

çözeltilerdir? (HX ve HY asidik çözeltileri temsil etmektedir) 

a) b)    

 

c) d)   

 

 

8. AĹaĶĔdaki asidik ­ºzeltilerden hangisi en y¿ksek pH deĶerine sahiptir? (T¿m ­ºzeltiler 

aynĔ hacme sahiptirler ve HX, HY ve HZ asidik ­ºzeltiyi temsil etmektedir) 
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 8.1. pH dediĶimiz kavram nedir?  

 8.2. Sadece asidik ­ºzeltilerin mi pH deĶerleri vardĔr? 

 8.3. YukarĔdaki ¿­ asitten hangisi en kuvvetlidir?  

8.4. Bir asidin veya bazĔn kuvvetliliĶiyle pH arasĔnda iliĹki var mĔdĔr?   

 8.5. pOH dediĶimiz kavram nedir?  

 8.6. pH ile pOH arasĔnda bir iliĹki var mĔdĔr?  

 8.7. pH veya pOH kavramlarĔnĔ neden kullanĔyoruz?  

 

9. Elinde, aĹaĶĔda verilen gibi hacimleri eĹit iki beherin olsa ve verilen bu beherler 

baĹka daha b¿y¿k bir beherde karĔĹtĔrĔlsa sonu­ olarak ne olmasĔnĔ beklersin?  

      (HA asidik çözeltiyi ve BOH da bazik çözeltiyi temsil ediyor).  

 

 

 

 

 

¥Ķrenci ­izim olarak bir Ĺey ­izemezse, aĹaĶĔda karĔĹĔmĔ temsil eden Ĺekiller 

gºsterilerek ºĶrencinin Ĺekillerden birisini seçmesi istenir:  

a) c)  

 

 

 

 

 

b) d)  

 

 

 

 

 

 

 9.1. Bir asit ve bir baz reaksiyona girdiĶinde ne gºzlemlemeyi beklersin?  

 9.2. Asitlerin bazlarla olan reaksiyonu sonucunda oluĹan ¿r¿nler nelerdir? 

9.3. OluĹan tuzun pH deĶeri nedir? (ya da nºtrleĹme tepkimesi sonucunda 

ortamĔn pH deĶeri nedir?) 

 

10. Elinde deriĹimini bilmediĶin bir asit ­ºzeltisi var ve senin bu ­ºzeltinin deriĹimini 

bulman gerekiyor. Bunun i­in sana aĹaĶĔdaki malzemeler veriliyor:   

 fenolftalein indikatörü 

 0.1 M sodyum hidroksit çözeltisi 

H+  A-     H+      

    A-     H+        
A- 

H+     A- 

 

B+  OH-     OH-              

       B+       OH-     
B+   OH-   B+    

B+   OH- 

 

HOH     A-      

    A-     HOH      
A-     B+         A-      

A-      B+  OH-      

HOH                  B+           

     B+      B+      
  HOH       HOH  

 

HOH      

    A-     HOH      
A-     B+         A-      

A-      B+  OH-      

HOH                  B+           

     B+      B+      
             HOH  

 

HOH      

    A-     HOH        
B+                AB      

        OH-      

HOH                  B+           

              HOH 
     AB   AB   

HOH      

               HOH            

       OH-      

HOH                  B+           
            HOH 

AB      AB   
     AB      AB   
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 pH kaĶĔdĔ 

 bir adet pil 

 birkaç beher, erlen, dereceli silindir 

 kati sodyum hidroksit NaOH 

 kĔrmĔzĔ ve mavi turnusol kaĶĔdĔ 

 2 adet büret 

 bir termometre 

Bu bilinmeyen asit ­ºzeltisinin deriĹimini rapor etmen isteniyor. Verilen malzemelerden 

faydalanarak deriĹimi bilinmeyen asit ­ºzeltisinin deriĹimini nasĔl tepsi edersin? Bu iĹlemi 

nasĔl yapacaĶĔnĔ detaylĔ bir Ĺekilde a­Ĕklar mĔsĔn? (Verilen b¿t¿n malzemelere ihtiya­ 

duymayabilirsin, deney d¿zeneĶini resmederek de a­Ĕklayabilirsin).  

10.1. Titrasyonlarda reaksiyonun olmasĔ i­in indikatºr gerekli midir deĶil midir?   

10.2. Titrasyonlarda indikatºr¿ ne i­in kullanĔrĔz?  

 

10. AĹaĶĔdaki birinci Ĺekilde 1M H CH3COOH ve 1M HCl içeren eĹit hacimli iki erlen 

görülmektedir. Iki balonda da aynĔ miktarda magnezyum metali bulunmaktadĔr.  

ķkinci Ĺekilde ise, magnezyum metali erlenlerin i­ine d¿Ĺ¿r¿ld¿Ķ¿nde balonlarĔn 

ĹiĹtiĶi gºr¿lmektedir. Bu olayĔ a­Ĕklayabilir misin?  

 

  
 

11.1. Neden balonlarda ĹiĹkinlik gºr¿ld¿? NasĔl bir reaksiyon oluĹmuĹ olabilir?  

11.2. Bir balonun daha ĹiĹkin diĶerinin daha az ĹiĹkin olmasĔnĔn nedeni sizce ne 

olabilir? 
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B-2. OPEN -ENDED QUESTIONS FOR THE DEVELOPMENT OF 

THREE -TIER ACIDS AND BASES TEST  

 

ASķTLER VE BAZLAR ð AÇIK UÇLU SORULAR 

 

1. Asit ve baz denince aklĔnĔza gelenleri aĹaĶĔda verilen tabloya yazĔnĔz (Asitlerin ve 

bazlarĔn yapĔsĔnĔ, g¿nl¿k hayatĔmĔzda karĹĔlaĹĔyor muyuz, hangi maddelerde 

bulunabilirler, metallerle veya ametallerle reaksiyonlarĔnĔ, tadĔnĔ, elektrik iletkenliĶini, 

pH deĶerlerini, turnusol kaĶĔdĔnĔn rengini deĶiĹtirirler mi gibi ºzellikleri 

d¿Ĺ¿nebilirsiniz. AklĔnĔza gelen herhangi baĹka ºzellikleri de belirtebilirsiniz).  

 

Asit denince.... Baz denince... 

 

 

 

 

 

 

 

 

 

2. AĹaĶĔda tabloda verilen maddelerin asit mi baz mĔ olduĶuna karar vererek nedenini 

a­ĔklayĔnĔz.  

 

Madde Asit? Baz? Neden? 

Ca(OH)2 

  

 

 

CH3NH2 

  

 

 

H2SO4 

  

 

 

BF3 
  

 

CO2  
  

 

CH3COOH 
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3. Hayali bir mikroskobunun olduĶunu d¿Ĺ¿n ve bu mikroskobun gºr¿Ĺ¿ ­ok kuvvetli 

olduĶundan maddeleri tanecik boyutunda gºrebiliyorsun. Bu mikroskopla maddeleri 

tanecik boyutunda gºrebildiĶine gºre zayĔf bir asit olan HF çözeltisine ve kuvvetli bir 

asit olan HCl ­ºzeltisine baktĔĶĔnda bu ­ºzeltiler arasĔnda nasĔl farklĔlĔklar gºr¿rd¿n?  

Her iki ­ºzeltiyi aĹaĶĔda verilen alanlara ­izerek ve zayĔf asit-kuvvetli asit arasĔndaki 

farklĔlĔklarĔ a­ĔklayĔnĔz (¢ºzeltilere baktĔĶĔnĔzda su molek¿llerini de gºreceĶinizi 

hatĔrlayĔnĔz ve ­iziminizde su molek¿llerini de dikkate alĔnĔz).  

 

  
HF(suda) çözeltisi HCl(suda) çözeltisi 

¢iziminizi a­ĔklayĔnĔz:  ¢iziminizi a­ĔklayĔnĔz:  

 

 

 

 
4. AĹaĶĔda verilen bazik ­ºzeltileri kuvvetliliklerine  gºre sĔralayĔnĔz. SĔralama 

nedeninizi a­ĔklayĔnĔz.  

I. 0.1 M NaOH 

II.  0.01 M NaOH 

III.  0.001 M NaOH 

 

a) ZayĔf bir asit olan HF ve kuvvetli bir asit olan HCl maddelerinden eĹit hacim ve 

eĹit deriĹimli ­ºzeltiler oluĹturuluyor. Bu iki ­ºzelti i­in hangi ºzellikler aynĔ olur 

(pH deĶerleri, iyonlaĹma y¿zdesi, H+ iyonu molar deriĹimi, elektrik iletkenliĶi, 

nºtrleĹtirmek i­in gerekli OH- iyonu miktarĔ, metallerle a­ĔĶa ­ĔkardĔklarĔ gaz 

miktarĔ gibi ºzellikleri d¿Ĺ¿nebilirsiniz. EĹit olduĶunu d¿Ĺ¿nd¿Ķ¿n¿z baĹka 

ºzellikler de olabilir, onlarĔ da belirtiniz)?  

 

5. pH denince ne anlĔyorsun? Asidik ve bazik ­ºzeltileri d¿Ĺ¿nd¿Ķ¿nde hangi 

­ºzeltilerin pH deĶeri vardĔr? A­ĔklayĔnĔz.  

 

a) AĹaĶĔdaki asidik ­ºzeltilerden hangisi en yüksek pH deĶerine sahiptir (T¿m 

­ºzeltiler aynĔ hacme sahiptirler ve HX, HY ve HZ asidik çözeltiyi temsil 

etmektedir)? Nedenini a­ĔklayĔnĔz.  
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b) HX, HY ve HZ ­ºzeltilerinin pOH deĶerleri var mĔdĔr? Nedeninizi a­ĔklayĔnĔz.  

 

 

c) HX, HY ve HZ ­ºzeltilerinden hangisi kuvvetli asit ­ºzeltisi, hangisi zayĔf asit 

çözeltisi olabilir? Yorumunuz nedir? Nedeninizi belirtiniz ve kuvvetli- zayĔf asitlik 

durumuna nasĔl karar verirsiniz a­ĔklayĔnĔz.  

 

Çözelti Kuvvetli asit? ZayĔf asit? Neden? 

HX   

 

 

HY   

 

 

HZ   

 

 

 

d) Kimya ºĶretmeninizin elinde farklĔ iki kapta eĹit hacimlerde üzerinde etiketi 

olmayan iki ­ºzelti bulunmaktadĔr. ¥Ķretmeniniz bu ­ºzeltilerden birinin zayĔf bir 

asit olan HF ­ºzeltisi, diĶerinin de kuvvetli bir asit olan HCl ­ºzeltisi olduĶunu 

belirtiyor ve sizden hangisinin kuvvetli asit ­ºzeltisi olduĶunu belirlemek i­in ona 

soru sormanĔzĔ istiyor.  

Bu ama­la ºĶretmeninize hangi sorularĔ sormalĔsĔnĔz ki elde ettiĶiniz bilgi sonucunda 

hangi ­ºzeltinin kuvvetli asit ­ºzeltisi hangisinin zayĔf asit ­ºzeltisi olduĶunu 

anlayabilesiniz? SorularĔ sorma amacĔnĔzĔ a­ĔklayĔnĔz. Elde ettiĶiniz bilgi ile kuvvetli 

veya zayĔf asidi nasĔl tespit edersiniz belirtiniz?  
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6. AĹaĶĔda olduĶu gibi asidik ve bazik ­ºzelti i­eren iki ayrĔ kabĔn olduĶunu d¿Ĺ¿n. 

EĶer bu kaplar baĹka bir kapta karĔĹtĔrĔlĔrsa ne olmasĔnĔ beklersiniz? Son durumda elde 

edeceĶimiz kabĔ ve i­inde bulunanlarĔ çizerek a­ĔklayĔnĔz (HA asidik ­ºzeltiyi ve BOH 

da bazik çözeltiyi temsil ediyor).  

OrtamĔn pH deĶeri ile ilgili yorum yapĔnĔz ve oluĹan tepkimeyi yazarak a­ĔklayĔnĔz.  

 

       

 
 

7. ¥Ķretmeninizin elinde üzerinde etiketi olmayan bilinmeyen 

bir ­ºzelti bulunmaktadĔr. ¥Ķretmeninizin ºncelikle bu 

çözeltinin asidik bir çözelti mi yoksa bazik bir çözelti mi onu 

belirlemesi gerekiyor. Daha sonra da bu ­ºzeltinin deriĹimini 

tayin etmesi gerekiyor.  

Siz ºĶretmeninizin yerinde olsanĔz bilinmeyen bu ­ºzeltinin asitlik veya bazlĔĶĔnĔ 

ve daha sonra da deriĹimini tayin etmek i­in nasĔl bir yol izlerdiniz? Tespit i­in ne 

t¿r maddelere veya malzemelere ihtiyacĔnĔz olur belirtiniz. Nedenleriyle a­ĔklayĔnĔz.  

 

Asitlik-BazlĔk Tespiti DeriĹim Tespiti 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

s 
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8. AĹaĶĔda verilen resimlerden birinci resimde, i­erisinde aynĔ hacimde ve 

deriĹimde X ve Y çözeltileri olan iki erlen görülmektedir. Her balonda da aynĔ 

miktarda magnezyum metali bulunmaktadĔr. ķkinci Ĺekilde ise, magnezyum metali 

erlenlerin i­ine d¿Ĺ¿r¿ld¿Ķ¿nde iki balonunun da ĹiĹtiĶi fakat balonlardan birinin 

diĶerine gºre biraz daha fazla ĹiĹtiĶi gºzlenmiĹtir.  

Balonlardaki ĹiĹkinlik farklĔlĔĶĔ neden kaynaklanmĔĹ olabilir? Nedenlerinizi a­ĔklayĔnĔz.  
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B-3. ¦¢ AĸAMALI ASITLER VE BAZLAR TESTI 

 

 ASITLER VE BAZLAR  

¦­ aĺamalĕ test  

Okul  : ééééééééééééééé. 

Ad Soyadĕ : ééééééééééééééé. 

Sĕnĕf  : ééééééééééééééé. 

Ĺube  : ééééééééééééééé. 

Cinsiyet  : 5   Bayan            5  Bay  

1. d önem 

kimya dersi 

karne notu  

:  

 

Yönerge:  

 

1.  Sĕnava baĺlamadan ºnce yukarĕda verilen kĕsmĕ 

doldurunuz.  

2.   òAsitler ve Bazlaró ile ilgili 18 tane ¿­ aĺamalĕ ­oktan 

se­meli soru bulunmaktadĕr.  

3.  ¦­ aĺamalĕ ­oktan se­meli sorularda, ilk aĺamada sorunun 
cevabĕ, ikinci aĺamada o soruya verdiķiniz cevabĕn sebebi ve 

¿­¿nc¿ aĺamada ise verdiķiniz bu cevaplardan ne kadar 

emin olduķunuz ile ilgili iĺaretlemeniz gereken se­enekler 

bulunmaktadĕr.  

4.  ĸkinci aĺamada verilen sebeplerden biri sizin fikrinizi 

yansĕtmĕyorsa boĺ bĕrakĕlan se­eneķe kendi cevabĕnĕzĕ 

belirtiniz.  

5.  L¿tfen sorularĕ dikkatle okuyunuz ve b¿t¿n sorulara cevap 

veriniz.  

 

Baĺarĕlar!  

 

Prof. Dr. Ömer GEBAN                    Aras. Gör. Ayla CETIN -DINDAR  

 

 



 

 

 

228 

 

 

  

²Iɯ © , +(ɯ3$23 

 

1.1  ıÈĀċËÈki tepkimede verilenlerden hangisi Bronsted-Lowry asit -ÉÈáɯÛÈÕċÔċÕÈɯ

ÜàÈÕɯÉÐÙɯÉÈáɯÎÐÉÐɯËÈÝÙÈÕÔċıÛċÙȳɯ 

                                             HCOOH  + CN --    HCOO -- + HCN   
(a) HCOOH   

(b) CNɭ 

 

1.2  8ÜÒÈÙċËÈɯÝÌÙËÐĀÐÔɯÊÌÝÈÉċÕɯÚÌÉÌÉÐȰɯ 
(a) Proton (H +) alan maddeler baziktir.  

(b) Proton (H +) veren maddeler baziktir.  

(c) 8È×ċÚċÕËÈɯ.'ɯÐñÌÙÌÕɯÔÈËËÌÓÌÙɯÉÈáÐÒÛÐÙȭ 

(d) 8È×ċÚċÕËÈɯ'ɯÐñÌÙÔÌàÌÕɯÔÈËËÌÓÌÙɯÉÈáÐÒÛÐÙȭ 
(e) ............................................................................................................................... 

 

1.3  8ÜÒÈÙċËÈÒÐɯÐÒÐɯÚÖÙÜàÈɯÝÌÙËÐĀÐÔɯÊÌÝÈ×ÛÈÕȰɯ 
(a) Eminim.  

(b) $ÔÐÕɯËÌĀÐÓÐÔȭɯ 

 

2.1  ıÈĀċËÈɯÝÌÙÐÓÌÕɯÉÈáÐÒɯñġáÌÓÛÐÓÌÙÐɯÒÜÝÝÌÛÓÐÓÐÒÓÌÙÐÕÌɯÎġÙÌɯÚċÙÈÓÈàċÕċáȭɯ 
      I. 0.1 M NaOH 

      II. 0.01 M NaOH 

      III. 0.001 M NaOH 
(a) I>II>III  
(b) I=II=III  

(c) III>II>I  

 

2.2 8ÜÒÈÙċËÈɯÝÌÙËÐĀÐÔɯÊÌÝÈÉċÕɯÚÌÉÌÉÐȰɯ 
(a) IġáÌÓÛÐÕÐÕɯËÌÙÐıÐÔÐɯÈÙÛÛċÒñÈɯÉÈáÓċÒɯdeĀeri ÈáÈÓċÙȭɯ 
(b) IġáÌÓÛÐÕÐÕɯ×'ɯËÌĀÌÙÐɯÈÙÛÛċÒñÈɯÉÈáÓċÒɯdeĀeri artar.  

(c) IġáÌÓÛÐËÌÒÐɯÔÖÓɯÚÈàċÚċɯÈÙÛÛċÒñÈɯÉÈáÓċÒɯdeĀeri artar.  

(d) Çözeltide iyÖÕÓÈıÈÕɯÔÖÓÌÒĹÓÓÌÙÐÕɯàĹáËÌÚÐɯÈàÕċɯÖÓËÜĀÜɯÐñÐÕɯÉÈáÓċÒɯËÌĀÌÙÐɯ

ÈàÕċËċÙȭɯɯ 
(e) #ÌÙÐıÐÔɯÝÌɯÒÜÝÝÌÛÓÐÓÐÒɯÈàÕċɯÒÈÝÙÈÔÓÈÙɯÖÓËÜĀÜɯÐñÐÕɯËÌÙÐıÐÔɯÈÙÛÛċÒñÈɯÉÈáÓċÒɯ

deĀeri artar. 
(f) ȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȭ 

 

2.3 8ÜÒÈÙċËÈÒÐɯÐÒÐɯÚÖÙÜàÈɯÝÌÙËÐĀÐÔɯÊÌÝÈ×ÛÈÕȰɯ 
(a) Eminim.  

(b) $ÔÐÕɯËÌĀÐÓÐÔȭɯ 

 

 



 

 

 

229 

 

 

  

3.1 &ġÙĹıĹɯñÖÒɯÒÜÝÝÌÛÓÐɯÉÐÙɯÔÐÒÙÖÚÒÖ×ÓÈɯÔÈËËÌÓÌÙÐɯÛÈÕÌÊÐÒɯÉÖàÜÛÜÕËÈɯ

ÎġÙÌÉÐÓÌÊÌĀÐÕÐáÐɯÏÈàÈÓɯÌËÐÕɯÝÌɯĹñɯÛÈÕÌɯÍÈÙÒÓċɯ'7Ȯɯ'8ɯÝÌɯ'9ɯñġáÌÓÛÐÓÌÙÐÕÌɯÉÜɯ

ÔÐÒÙÖÚÒÖ×ÓÈɯÉÈÒÛċĀċÕċáċɯËĹıĹÕĹÕȭɯdàÖÕÓÈıÔÈɯàĹáËÌÓÌÙÐɯÍÈÙÒÓċɯÖÓÈÕɯÉÜɯñġáÌÓÛÐÓÌÙÐɯ

ÈıÈĀċËÈɯÎġÚÛÌÙÐÓËÐĀÐɯÎÐÉÐɯÎġÙĹàÖÙÚÜÕÜáȭɯ2ÐáÊÌȮɯÉÜɯÈÚÐËÐÒɯñġáÌÓÛÐÓÌÙËÌÕɯÏÈÕÎÐÚÐɯen 

àĹÒÚÌÒɯ×'ɯËÌĀÌÙÐÕÌ sahiptir? (  ile gösterilen H3O+ ve  ile gösterilen X-, Y- 

veya Z- ÐàÖÕÓÈÙċÕċȮɯveya  ÐÓÌɯÎġÚÛÌÙÐÓÌÕɯ'7ɯÝÌàÈɯ'9ɯÈÚÐÛÓÌÙÐÕÐÕɯÐàÖÕÓÈıÔÈÔċıɯ

molekülerini temsil etmekteËÐÙȭɯ&ġÚÛÌÙÐÔÓÌÙËÌɯıÌÒÐÓÓÌÙÐÕɯÉÈÚÐÛÓÐĀÐɯÈñċÚċÕËÈÕɯÚÜɯ

ÔÖÓÌÒĹÓÓÌÙÐɯÐÏÔÈÓɯÌËÐÓÔÐıÛÐÙȭȺ 

 

                 (a) HX                                   (b) HY                                     (c) HZ  

 

3.2 8ÜÒÈÙċËÈɯÝÌÙËÐĀÐÔɯÊÌÝÈÉċÕɯÚÌÉÌÉÐȰɯ 

(a) 9ÈàċÍɯÉÐÙɯÈÚÐÛÛÌÕɯÖÓÜıÈÕɯÈÚÐËÐÒɯñġáÌÓÛÐÕÐÕɯ×'ɯËÌĀÌÙÐɯËÈÐÔÈɯàĹÒÚÌÒÛÐÙȭ 

(b) *ÜÝÝÌÛÓÐɯÉÐÙɯÈÚÐÛÛÌÕɯÖÓÜıÈÕɯÈÚÐËÐÒɯñġáÌÓÛÐÕÐÕɯ×'ɯËÌĀÌÙÐɯËÈÐÔÈɯàĹÒÚÌÒÛÐÙȭ 

(c) Ortamdaki H 3O+ ÐàÖÕɯËÌÙÐıÐÔÐÕÐÕɯËÈÏÈɯÈáɯÖÓÔÈÚċɯ×'ɯËÌĀÌÙÐÕÐÕɯËÈÏÈɯ

àĹÒÚÌÒɯÖÓÔÈÚċÕċɯÚÈĀÓÈÙȭ  

(d) Ortamdaki H 3O+ ÐàÖÕɯËÌÙÐıÐÔÐÕÐÕɯËÈÏÈɯÍÈáÓÈɯÖÓÔÈÚċɯ×'ɯËÌĀÌÙÐÕÐÕɯËÈÏÈɯ

àĹÒÚÌÒɯÖÓÔÈÚċÕċɯÚÈĀÓÈÙȭɯɯɯɯ 

(e)  ȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱ 

 
3.3 8ÜÒÈÙċËÈÒÐɯÐÒÐɯÚÖÙÜàÈɯÝÌÙËÐĀÐÔɯÊÌÝÈ×ÛÈÕȰɯ 

(a) Eminim.  

(b) $ÔÐÕɯËÌĀÐÓÐÔȭɯ 
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4.1 "ÌàËÈɯÒÐÔàÈɯÓÈÉÖÙÈÛÜÈÙċÕËÈɯÈÚÐÛÓÌÙɯÝÌɯÉÈáÓÈÙɯĹÕÐÛÌÚÐɯÐÓÌɯÐÓÎÐÓÐɯËÌÕÌàɯ

yapmakÛÈËċÙȭɯ-ÖÙÔÈÓɯıÈÙÛÓÈÙɯÈÓÛċÕËÈȮɯÌıÐÛɯÏÈÊÐÔɯÝÌɯËÌÙÐıÐÔËÌÒÐɯáÈàċÍɯÉÐÙɯÈÚÐÛɯ

olan hidroflorik asit (HF) çözeltisi ile kuvvetli bir baz olan sodyum hidroksit 

ȹ-È.'ȺɯñġáÌÓÛÐÚÐÕÐɯÒÈÙċıÛċÙċÙÚÈȮɯÖÓÜıÈÕɯñġáÌÓÛÐɯÕÈÚċÓɯÉÐÙɯġáÌÓÓÐÒɯÎġÚÛÌÙÐÙȳɯ 

(a) Asidik                      (b) Bazik                         (c) Nötr  

  

4.2 8ÜÒÈÙċËÈɯÝÌÙËÐĀÐÔɯÊÌÝÈÉċÕɯÚÌÉÌÉÐȰɯ 

(a)  ÚÐÛÓÌÙÐÕɯÉÈáÓÈÙÓÈɯÛÌ×ÒÐÔÌÚÐàÓÌɯÕġÛÙÓÌıÔÌɯÔÌàËÈÕÈɯÎÌÓÐÙɯÝÌɯÛÌ×ÒÐÔÌɯ

ÚÖÕÜÊÜÕËÈɯÏÌÙɯáÈÔÈÕɯÕġÛÙɯÛÜáɯñġáÌÓÛÐÚÐɯÖÓÜıÜÙȭ 
(b) Asitler her zaman bazlardan daha kuvvetli ve teh ÓÐÒÌÓÐËÐÙȭɯ#ÖÓÈàċÚċàÓÈȮɯ

ÛÌ×ÒÐÔÌɯÚÖÕÜÊÜÕËÈɯÖÓÜıÈÕɯñġáÌÓÛÐɯÏÌÙɯáÈÔÈÕɯÈÚÐËÐÒÛÐÙȭ 
(c) 5ÌÙÐÓÌÕɯÐÒÐɯñġáÌÓÛÐÕÐÕɯËÌÙÐıÐÔÓÌÙÐɯÌıÐÛɯÖÓËÜĀÜÕËÈÕȮɯÛÌ×ÒÐÔÌɯÚċÙÈÚċÕËÈɯÈÚÐËÐÒɯ

ñġáÌÓÛÐËÌÕɯÎÌÓÌÕɯÈÙÛċɯàĹÒÓĹɯÐàÖÕÓÈÙɯȹ'+) ile bazik çözeltiden gelen eksi yüklü 

iyonlar (OH -) da eıÐÛɯÖÓÈÊÈĀċÕËÈÕɯÕÌÛɯàĹÒɯÚċÍċÙɯÖÓÜÙɯÝÌɯñġáÌÓÛÐɯÕġÛÙɯÖÓÜÙȭɯ 
(d)  ÚÐÛÓÐĀÐɯÛÌÔÚÐÓɯÌËÌÕɯÏÐËÙÖÑÌÕɯÐàÖÕÓÈÙċɯȹ'+ȺɯÐÓÌɯÉÈáÓċĀċɯÛÌÔÚÐÓɯÌËÌÕɯÏÐËÙÖÒÚÐÛɯ

ÐàÖÕÓÈÙċɯȹ.'-ȺɯÉÐÙÌÉÐÙɯÛÌ×ÒÐÔÌàÌɯÎÐÙÌÙɯÝÌɯÚÈÍɯÚÜɯÖÓÜıÛÜĀÜÕËÈÕɯñġáÌÓÛÐɯÕġÛÙɯÖÓÜÙȭ 
(e) Tepkime sonucunda sodyum flüorü ÙɯÝÌɯÚÜɯÖÓÜıÜÙȭɯ2ÖËàÜÔɯÍÓĹÖÙĹÙĹÕɯÚÜɯÐÓÌɯ

ÛÌ×ÒÐÔÌÚÐÕËÌÕɯÚÖÕÙÈȮɯÖÙÛÈÔËÈÒÐɯÏÐËÙÖÒÚÐÛɯÐàÖÕÓÈÙċɯȹ.'-ȺɯËÌÙÐıÐÔÐɯÏÐËÙÖÑÌÕɯ

ÐàÖÕÓÈÙċÕċÕɯȹ'+ȺɯËÌÙÐıÐÔÐÕËÌÕɯËÈÏÈɯÍÈáÓÈɯÖÓËÜĀÜÕËÈÕɯñġáÌÓÛÐɯÉÈáÐÒÛÐÙȭɯɯɯ 
(f)  ȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱ 

 

4.3 8ÜÒÈÙċËÈÒÐɯÐÒÐɯÚÖÙÜàÈɯÝÌÙËÐĀÐÔɯcevaptan;  
(a) Eminim.  

(b) $ÔÐÕɯËÌĀÐÓÐÔȭɯ 

 

5.1  ıÈĀċËÈɯÝÌÙÐÓÌÕɯÔÈËËÌÓÌÙÐÕɯÏÈÕÎÐÚÐɯÉÈáÐÒɯġáÌÓÓÐÒɯÎġÚÛÌÙÐÙȳɯ 
(a) CH3COOH      (b)   CH3NH 2       (c) BF3 

 

5.2 8ÜÒÈÙċËÈɯÝÌÙËÐĀÐÔɯÊÌÝÈÉċÕɯÚÌÉÌÉÐȰɯ 
(a) ,ÖÓÌÒĹÓɯÍÖÙÔĹÓĹÕËÌɯ.'ɯÝÈÙËċÙȭɯ 
(b) Sulu çözeltilerine OH - iyonu verir . 

(c) Elektron çifti alabilen bir maddedir.  

(d) 2ÜËÈɯñġáĹÕËĹĀĹÕËÌɯÏÐËÙÖÑÌÕɯÝÌÙÐÙȭɯ 

(e) 2ÜËÈɯñġáĹÕËĹĀĹÕËÌɯ'+ alan maddedir.  
(f)   ,ÌÛÈÓÐÒɯÉÐÓÌıÐÒÓÌÙɯÉÈáÐÒɯġáÌÓÓÐÒɯÎġÚÛÌÙÐÙȭ 

(g)  ȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȭȭ 
 

5.3 8ÜÒÈÙċËÈÒÐɯÐÒÐɯÚÖÙÜàÈɯÝÌÙËÐĀÐÔɯÊÌÝÈ×ÛÈÕȰɯ 
(a) Eminim.  

(b) $ÔÐÕɯËÌĀÐÓÐÔȭɯ 
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6.1 &ġÙĹıĹɯñÖÒɯÒÜÝÝÌÛÓÐɯÉÐÙɯÔÐÒÙÖÚÒÖ×ÓÈɯÔÈËËÌÓÌÙÐɯ

ÛÈÕÌÊÐÒɯÉÖàÜÛÜÕËÈɯÎġÙÌÉÐÓÌÊÌĀÐÕÐáÐɯÏÈàÈÓɯÌËÐÕɯÝÌɯ

àÈÕËÈÒÐɯıÌÒÐÓËÌÒÐɯÎÐÉÐɯÉÐÙɯÛĹ×ĹÕɯÐñÌÙÐÚÐÕÌɯÉÈÒÛċĀċÕċáċɯ

ËĹıĹÕĹÕȭɯ!ÜɯÛĹ×ĹÕɯÐñÌÙÐÚÐÕËÌɯkuvvetli bir asit  olan 

ve tuz ruhu olarak da b ilinen 0.1 M hidroklorik asit 

ȹ'"ÓȺɯñġáÌÓÛÐÚÐɯÉÜÓÜÕÔÈÒÛÈËċÙȭɯ!ÜɯÔÐÒÙÖÚÒÖÉÜɯ

ÒÜÓÓÈÕÈÙÈÒɯÏÐËÙÖÒÓÖÙÐÒɯÈÚÐÛɯñġáÌÓÛÐÚÐÕÌɯÉÈÒÛċĀċÕËÈɯÉÜɯ

ñġáÌÓÛÐàÐɯÕÈÚċÓɯÎġÙĹÙËĹÕȳɯȹ.ÙÛÈÔËÈÒÐɯÚÜɯÔÖÓÌÒĹÓÓÌÙÐÕÐɯÎġáɯÈÙËċɯÌËÐÕÐáȭȺ 

(a)          (b)        (c)                

 

 

6.2 8ÜÒÈÙċËÈɯÝÌÙËÐĀÐÔɯÊÌÝÈÉċÕɯÚÌÉÌÉÐȰɯ 

(a) *ÜÝÝÌÛÓÐɯÉÐÙɯÈÚÐÛɯÖÓÈÕɯ'"ÓɯñġáÌÓÛÐÚÐÕËÌɯÈÙÛċɯÝÌɯÌÒÚÐɯàĹÒÓÌÙɯÈÙÈÚċÕËÈɯ

ÌÛÒÐÓÌıÐÔɯÍÈáÓÈËċÙȰɯËÖÓÈàċÚċàÓÈɯÒċÚÔÌÕɯÐàÖÕÓÈıċÙȭ 

(b) *ÜÝÝÌÛÓÐɯÉÐÙɯÈÚÐÛɯÖÓÈÕɯ'"ÓɯñġáÌÓÛÐÚÐɯÚċÝċɯÍÈáċÕËÈɯÖÓËÜĀÜɯÎÐÉÐɯÛÈÔÈÔÌÕɯ

moleküler olarak bulunur.  

(c) KuvvÌÛÓÐɯÉÐÙɯÈÚÐÛɯÖÓÈÕɯ'"ÓɯñġáÌÓÛÐÚÐÕÐÕɯÛÈÔÈÔċÕÈɯàÈÒċÕċɯÐàÖÕÓÈÙċÕÈɯ

ÈàÙċıÈÙÈÒɯÚÜËÈɯÈÙÛċɯÝÌɯÌÒÚÐɯàĹÒÓĹɯÐàÖÕÓÈÙɯÖÓÈÙÈÒɯÉÜÓÜÕÜÙȭ 

(d) *ÜÝÝÌÛÓÐɯÉÐÙɯÈÚÐÛɯÖÓÈÕɯ'"ÓɯñġáÌÓÛÐÚÐÕËÌɯÔÖÓÌÒĹÓÌÙɯÈÙÈÚċɯñÌÒÐÔɯÒÜÝÝÌÛÓÌÙÐɯ

ñÖÒɯÎĹñÓĹɯÖÓËÜĀÜÕËÈÕɯÚÜËÈɯÏÐñɯÐàÖÕÓÈıÔÈáÓÈÙȭ 

(e) Kuvvetli ÉÐÙɯÈÚÐÛɯÖÓÈÕɯ'"ÓɯñġáÌÓÛÐÚÐɯÒċÚÔÌÕɯÐàÖÕÓÈıÈÙÈÒɯÈÙÛċɯÝÌɯÌÒÚÐɯàĹÒÓĹɯ

ÐàÖÕÓÈÙɯÖÓÈÙÈÒɯÉÜÓÜÕÜÙȰɯÔÖÓÌÒĹÓÓÌÙÐÕɯÐàÖÕÓÈıÔÈÚċɯñġáÌÓÛÐÕÐÕɯËÌÙÐıÐÔÐÕÌɯÎġÙÌɯ

ËÌĀÐıÐÙȭɯ 

(f)  ȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȭȭ 

 

6.3 8ÜÒÈÙċËÈÒÐɯÐÒÐɯÚÖÙÜàÈɯÝÌÙËÐĀÐÔɯÊÌÝÈ×ÛÈÕȰɯ 

(a) Eminim.  

(b) Emin deĀÐÓÐÔȭɯ 
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7.1 $ÚÌÕɯÒÐÔàÈɯËÌÙÚÐÕËÌÒÐɯ×ÙÖÑÌÚÐɯÐñÐÕɯÈÙÈıÛċÙÔÈɯàÈ×ÔÈÒÛÈËċÙȭɯ*ÐÔàÈɯ

ÓÈÉÖÙÈÛÜÈÙċÕËÈɯġĀÙÌÛÔÌÕÐÕÐÕɯÖÕÜÕɯÐñÐÕɯÏÈáċÙÓÈËċĀċɯÐÒÐɯñġáÌÓÛÐàÐɯÉÜÓÔÜıÛÜÙȭɯ

Birinin üzerinde 1M CH 3"..'ɯñġáÌÓÛÐÚÐɯàÈáÔÈÒÛÈȮɯËÐĀÌÙÐÕÐÕɯĹáÌÙÐÕËÌɯËÌɯƕ,ɯ

*.'ɯñġáÌÓÛÐÚÐɯàÈáÔÈÒÛÈËċÙȭɯ àÕċɯhacimlerde olan bu iki çözeltiyi daha büyük 

ÉÐÙɯÉÌÏÌÙËÌɯÒÈÙċıÛċÙÈÕɯ$ÚÌÕɀÐÕɯÌÓËÌɯÌÛÛÐĀÐɯÚÖÕɯñġáÌÓÛÐɯÐñÐÕɯÈıÈĀċËÈÒÐÓÌÙËÌÕɯÏÈÕÎÐÚÐɯ

ËÖĀÙÜËÜÙȳɯ 

     (a) Çözelti sadece OH - ÐàÖÕÓÈÙċÕċɯÐñÌÙÐÙȭɯ 

(b) Çözelti OH - ÐàÖÕÓÈÙċɯÒÈËÈÙɯ'3O+ ÐàÖÕÓÈÙċÕċɯÐñÌÙÐÙȭ 

(c) Çözelti ne H3O+ ÐàÖÕÓÈÙċÕċɯÕÌɯËÌɯ.'- ÐàÖÕÓÈÙċÕċɯÐñÌÙÐÙȭ 

(d) Çözelti H 3O+ ÐàÖÕÓÈÙċÕÈɯÎġÙÌɯ.'- ÐàÖÕÓÈÙċÕċɯËÈÏÈɯñÖÒɯÐñÌÙÐÙȭ 

(e) Çözelti OH - ÐàÖÕÓÈÙċÕÈɯÎġÙÌɯ'3O+ ÐàÖÕÓÈÙċÕċɯËÈÏÈɯñÖÒɯÐñÌÙÐÙȭ 

 

7.2 8ÜÒÈÙċËÈɯÝÌÙËÐĀÐÔɯÊÌÝÈÉċÕɯÚÌÉÌÉÐȰɯ 

(a) Çözeltideki (+) ve (-) iyonlar bir birlerini çeker ve çözeltide hiç yüklü iyon 

bulunmaz.  

(b) *ÜÝÝÌÛÓÐÓÐÒɯÍÈÙÒċÕËÈÕɯËÖÓÈàċɯ'3O+ ÐàÖÕÓÈÙċÕċɯÕġÛÙÓÌàÌÊÌÒɯÒÈËÈÙɯ.'- iyonu 

bulunmaz.  

(c) *ÜÝÝÌÛÓÐÓÐÒɯÍÈÙÒċÕËÈÕɯËÖÓÈàċɯ.'- ÐàÖÕÓÈÙċɯÐÓÌɯÕġÛÙɯÖÙÛÈÔɯàÈÙÈÛÈÊÈÒɯÒÈËÈÙɯ

H3O+ ÐàÖÕÓÈÙċɯÉÜÓÜÕÔÈáȭ 

(d) Molaritel ÌÙÐɯÈàÕċɯÖÓËÜĀÜɯÐñÐÕɯÖÙÛÈÔËÈɯÌıÐÛɯÖÙÈÕËÈɯÏÌÔɯ'3O+ ÐàÖÕÓÈÙċɯÏÌÔɯ

de OH- ÐàÖÕÓÈÙċɯÉÜÓÜÕÜÙȭ 

(e) dÒÐɯñġáÌÓÛÐɯËÌɯÉÈáÐÒɯñġáÌÓÛÐɯÖÓËÜĀÜɯÐñÐÕɯÖÙÛÈÔËÈɯÚÈËÌÊÌɯOH - ÐàÖÕÓÈÙċɯ

bulunur.  

(f)  ................................................................................................................................. 

 

7.3 8ÜÒÈÙċËÈÒÐɯÐÒÐɯÚÖÙÜàÈɯÝÌÙËÐĀÐÔɯÊÌÝÈ×ÛÈÕȰɯ 

(a) Eminim.  

(b) $ÔÐÕɯËÌĀÐÓÐÔȭɯ 
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8.1 *ÐÔàÈɯġĀÙÌÛÔÌÕÐÕÐáÐÕɯÌÓÐÕËÌɯÐÒÐɯÈËÌÛɯÉÌÏÌÙɯÝÌɯÉÌÏÌÙÓÌÙÐÕɯÐñÌÙÐÚÐÕËÌɯÏÈÊÐÔÓÌÙÐɯ

ÌıÐÛɯÖÓÈÕɯÐÒÐɯñġáÌÓÛÐɯÉÜÓÜÕÔÈÒÛÈËċÙȭɯxĀÙÌÛÔÌÕÐÕÐáɯÉÜɯñġáÌÓÛÐÓÌÙËÌÕɯÉÐÙÐÕÐÕɯáÈàċÍɯ

ÉÐÙɯÈÚÐÛɯÖÓÈÕɯ7ɯñġáÌÓÛÐÚÐȮɯËÐĀÌÙÐÕÐÕɯËÌɯÒÜÝÝÌÛÓÐɯÉÐÙɯÈÚÐÛɯÖÓÈÕɯ8ɯñġáÌÓÛÐÚÐɯÖÓËÜĀÜÕÜɯ

ÉÌÓÐÙÛÐàÖÙȭɯ'ÈÕÎÐɯÉÌÏÌÙÐÕɯÒÜÝÝÌÛÓÐɯÈÚÐÛɯñġáÌÓÛÐÚÐÕÐɯÐñÌÙËÐĀÐÕÐɯÉÌÓÐÙÓÌàÌÉÐÓÔÌÕÐáɯ

ÐñÐÕɯġĀÙÌÛÔÌÕÐÕÐáÐÕɯÏÈÕÎÐɯÉÐÓÎÐàÐɯÛÌÒɯÉÈıċÕÈ vermesi sizin için  àÌÛÌÙÓÐɯÖÓÈÊÈÒÛċÙȳɯ 

(a) IġáÌÓÛÐÓÌÙÐÕɯËÌÙÐıÐÔÓÌÙÐ 

(b) IġáÌÓÛÐÓÌÙÐÕɯ×'ɯËÌĀÌÙÓÌÙÐ 

(c) 8È×ċÚċÕËÈÒÐɯÏÐËÙÖÑÌÕɯÚÈàċÚċ 

(d) Çözünenin ÐàÖÕÓÈıÔÈɯàĹáËÌÓÌÙÐ 

(e) 3ÜÙÕÜÚÖÓɯÒÈĀċËċÕċÕɯÙÌÕÎÐÕÐɯËÌĀÐıÛÐÙÔÌɯÏċáċ 

 

8.2 8ÜÒÈÙċËÈɯÝÌÙËÐĀÐÔɯÊÌÝÈÉċÕɯÚÌÉÌÉÐȰɯ 

(a) IġáÌÓÛÐËÌÒÐɯÐàÖÕɯÚÈàċÚċ ÈÙÛÛċÒñÈɯÒÜÝÝÌÛÐɯËÌɯÈÙÛÈÙȭɯ 

(b)  ÚÐËÐÕɯÐàÖÕÓÈıÔÈɯàĹáËÌÚÐɯÈÙÛÛċÒñÈɯÒÜÝÝÌÛÐɯËÌɯÈÙÛÈÙȭɯ 

(c) IġáÌÓÛÐËÌÒÐɯÈÚÐËÐÕɯËÌÙÐıÐÔÐɯÈÙÛÛċÒñÈɯÒÜÝÝÌÛÐɯËÌɯÈÙÛÈÙȭ 

(d) IġáÌÓÛÐÕÐÕɯ×'ɯËÌĀÌÙÐɯÈÙÛÛċÒñÈɯÈÚÐÛÓÐĀÐÕɯÒÜÝÝÌÛÐɯÈáÈÓċÙȭ 

(e) *ÜÝÝÌÛÓÐɯÈÚÐÛÓÌÙɯÛÜÙÕÜÚÖÓɯÒÈĀċËċÕċÕɯÙÌÕÎÐÕÐɯËÈÏÈɯÏċáÓċɯËÌĀÐıÛÐÙÐÙÓÌÙȭ 

(f)  !ÐÙɯÈÚÐËÐÕɯàÈ×ċÚċÕËÈÒÐɯÏÐËÙÖÑÌÕɯÚÈàċÚċɯÈÙÛÛċÒñÈɯÈÚÐÛÓÐÒɯÒÜÝÝÌÛÐɯËÌɯÈÙÛÈÙȭ 

(g) ȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȭȭ 

 

8.3 8ÜÒÈÙċËÈÒÐɯÐÒÐɯÚÖÙÜàÈɯÝÌÙËÐĀÐÔɯÊÌÝÈ×ÛÈÕȰɯ 

(a) Eminim.  

(b) $ÔÐÕɯËÌĀÐÓÐÔȭɯ 
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9.1 xÔÌÙɯÖÒÜÓËÈɯɁ ÚÐÛÓÌÙɯÝÌɯ!ÈáÓÈÙɂɯĹÕÐÛÌÚÐÕÐɯÎġÙÔÌÒÛÌɯÝÌɯġĀÙÌÛÔÌÕÐÕÐÕɯÝÌÙËÐĀÐɯ

ÈÓċıÛċÙÔÈɯÚÖÙÜÓÈÙċÕċɯñġáÔÌÒÛÌËÐÙȭɯ2ÖÙÜÓÈÙËÈÕɯÉÐÙÐÚÐɯıġàÓÌËÐÙȯɯ 

Ɂ2ÜÓÜɯÉÐÙɯñġáÌÓÛÐÕÐÕɯȻ.'-ȼɯÐàÖÕÜɯËÌÙÐıÐÔÐɯƕȭƕƔ-12ɀËÐÙȭɯIġáÌÓÛÐÕÐÕɯ×'ɯËÌĀÌÙÐɯ

ÕÌËÐÙȳɂɯ 

      2ÐáÊÌȮɯxÔÌÙɯñġáÌÓÛÐÕÐÕɯ×'ɯËÌĀÌÙÐÕÐɯÒÈñɯÏÌÚÈ×ÓÈÔċıÛċÙȳɯ 

(a) pH=2                                   (b) pH = 12                (c) 8ÖÙÜÔɯàÈ×ċÓÈÔÈá 

 

 

9.2  8ÜÒÈÙċËÈɯÝÌÙËÐĀÐÔɯÊÌÝÈÉċÕɯÚÌÉÌÉÐȰɯ 

(a) IġáÌÓÛÐÕÐÕɯ×'ɯËÌĀÌÙÐÕÐɯÏÌÚÈ×ÓÈÔÈÒɯÐñÐÕɯÝÌÙÐÓÌÕɯ.'- ÐàÖÕɯËÌÙÐıÐÔÐÕÐÕɯÌÒÚÐɯ

ÓÖÎÈÙÐÛÔÈÚċɯÈÓċÕċÙȭɯɯɯ 

(b) 2ÜàÜÕɯÖÛÖÐàÖÕÐáÈÚàÖÕÜɯËÐÒÒÈÛÌɯÈÓċÕarak H3O+ ÐàÖÕɯËÌÙÐıÐÔÐɯÉÜÓÜÕÜÙɯÝÌɯ

ÉÜÓÜÕÈÕɯÐàÖÕɯËÌÙÐıÐÔÐÕÐÕɯÌÒÚÐɯÓÖÎÈÙÐÛÔÈÚċɯÈÓċÕÈÙÈÒɯ×'ɯËÌĀÌÙÐɯÏÌÚÈ×ÓÈÕċÙȭɯ 

(c) Sulu çözeltide OH - ÐàÖÕÓÈÙċɯÝÌÙÐÓËÐĀÐɯÐñÐÕɯ×'ɯËÌĀÌÙÐÕËÌÕɯÚġáɯÌËÐÓÌÔÌáȰɯ

ñĹÕÒĹɯ×'ɯËÌĀÌÙÐɯ'3O+ ÐàÖÕɯËÌÙÐıÐÔÐɯÐÓÌɯÏÌÚÈ×ÓÈÕËċĀċÕËÈÕɯÚÈËÌÊÌɯÈÚÐÛÓÌÙɯÐçin 

geçerlidir.   

(d) ................................................................................................................................ 

 

9.3 8ÜÒÈÙċËÈÒÐɯÐÒÐɯÚÖÙÜàÈɯÝÌÙËÐĀÐÔɯÊÌÝÈ×ÛÈÕȰɯ 

(a) Eminim.  

(b) $ÔÐÕɯËÌĀÐÓÐÔȭɯ 
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10.1 Yanda verilen resim içerisinde ÈàÕċɯhacimde 

ÝÌɯËÌÙÐıÐÔËÌ ÐÒÐɯñġáÌÓÛÐɯÉÜÓÜÕÔÈÒÛÈËċÙȭɯ 

 (ɯÕÜÔÈÙÈÓċɯÌÙÓÌÕËÌɯÚÐÙÒÌËÌɯÉÜÓÜÕÈÕɯÝÌ 

áÈàċÍɯÉÐÙɯÈÚÐÛ olan asetik asit çözeltisi  

 ((ɯÕÜÔÈÙÈÓċɯÌÙÓÌÕËÌɯÐÚÌɯÔÐËÌɯ

özsuyunda bulunan ve kuvvetli bir asit 

ÖÓÈÕɯÏÐËÙÖÒÓÖÙÐÒɯÈÚÐÛɯñġáÌÓÛÐÚÐɯÝÈÙËċÙȭɯ 

 

Her balonun içinde de ÈàÕċ ÔÐÒÛÈÙËÈɯÔÈÎÕÌáàÜÔɯÔÌÛÈÓÐɯÉÜÓÜÕÔÈÒÛÈËċÙȭɯ àÕċɯ

ÈÕËÈɯÉÈÓÖÕÓÈÙËÈɯÉÜÓÜÕÈÕɯÔÈÎÕÌáàÜÔɯÔÌÛÈÓÐɯñġáÌÓÛÐɯÐñÌÙÐÚÐÕÌɯÈÛċÓċÙÚÈɯÈàÕċɯÚĹÙÌɯ

áÈÙÍċÕËÈɯÈıÈĀċËÈÒÐÓÌÙËÌÕɯÏÈÕÎÐÚÐɯÎġáÓÌÔÓÌÕÐÙȳɯ 

(a) dÒÐɯÉÈÓÖÕËÈɯËÈɯÈàÕċɯÔÐÒÛÈÙËÈɯıÐıÔÌɯÎġáÓÌÔÓÌÕÐÙȭɯ 

(b) !ÈÓÖÕÓÈÙËÈɯÏÌÙÏÈÕÎÐɯÉÐÙɯËÌĀÐıÐÒÓÐÒɯÎġáÓÌÔÓÌÕÔÌáȭɯɯ 

(c) 2ÈËÌÊÌɯÏÐËÙÖÒÓÖÙÐÒɯÈÚÐÛɯÉÜÓÜÕÈÕɯÌÙÓÌÕËÌɯȹ((ȺɯıÐıÒÐÕÓÐÒɯÎġáÓÌÔÓÌÕÐÙȭɯ 

(d) 'ÐËÙÖÒÓÖÙÐÒɯÈÚÐÛɯÉÜÓÜÕÈÕɯÌÙÓÌÕËÌɯȹ((ȺɯËÈÏÈɯÍÈáÓÈɯıÐıÒÐÕÓÐÒɯÎġáÓÌÔÓÌÕÐÙȭ 

 

10.2  8ÜÒÈÙċËÈɯÝÌÙËÐĀÐÔɯÊÌÝÈÉċÕɯÚÌÉÌÉÐȰɯ 

(a) Metaller asitlÌÙÐÕɯÐñÌÙÐÚÐÕËÌɯÌÙÐÙÓÌÙɯÝÌɯÎÈáɯñċÒċıċɯÖÓÔÈáȭɯ 

(b) dÒÐɯñġáÌÓÛÐɯËÌɯÈàÕċɯËÌÙÐıÐÔËÌɯÖÓËÜĀÜɯÐñÐÕȮɯÛÌ×ÒÐÔÌɯÚÖÕÜÊÜɯÈàÕċɯÔÐÒÛÈÙËÈɯ

ÎÈáɯñċÒċıċɯÖÓÜÙȭ 

(c) *ÜÝÝÌÛÓÐɯÈÚÐËÐÕɯÔÈÎÕÌáàÜÔɯÔÌÛÈÓÐɯÐÓÌɯÛÌ×ÒÐÔÌÚÐÕËÌɯáÈàċÍɯÈÚÐËÌɯÎġÙÌɯËÈÏÈɯ

ÍÈáÓÈɯÉÈÓÖÕÊÜÒɯñċÒÈÙȰɯÉÜɯàĹáËÌÕɯÏÐËÙÖÒÓÖÙÐÒɯÈÚÐËÐÕɯÖÓËÜĀÜɯÉÈÓÖÕËÈɯËÈÏÈɯÍÈáÓÈɯ

ıÐıÔÌɯÎġáÓÌÕÐÙȭ 

(d) Metaller sadece kuvvetli asitlerle tepkimeye girdiklerinden sadece hidroklorik 

ÈÚÐËÐÕɯÖÓËÜĀÜɯÉÈÓÖÕËÈɯıÐıÔÌɯÎġáÓÌÕÐÙȭ 

(e) *ÜÝÝÌÛÓÐɯÈÚÐÛɯñġáÌÓÛÐÚÐɯÔÈÎÕÌáàÜÔɯÔÌÛÈÓÐÕÐɯËÈÏÈɯÏċáÓċɯÈıċÕËċÙÈÊÈĀċÕËÈÕɯ

hidroklo ÙÐÒɯÈÚÐËÐÕɯÖÓËÜĀÜɯÉÈÓÖÕËÈɯËÈÏÈɯÍÈáÓÈɯıÐıÔÌɯÎġáÓÌÕÐÙȭɯɯ 

(f) Kuvvetli asit çözeltisinde magnezyum metali ile tepkimeye girecek daha 

ñÖÒɯÐàÖÕɯÉÜÓÜÕËÜĀÜÕËÈÕɯÎÈáɯñċÒċıċɯÏÐËÙÖÒÓÖÙÐÒɯÈÚÐÛɯñġáÌÓÛÐÚÐÕËÌɯËÈÏÈɯÍÈáÓÈɯ

olur.   

(h) ȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȭ 

 

10.3 8ÜÒÈÙċËÈÒÐɯÐÒÐɯÚÖÙÜàÈɯÝÌÙËÐĀÐÔɯÊÌÝÈ×ÛÈÕȰɯ 

(a) Eminim.  

(b) $ÔÐÕɯËÌĀÐÓÐÔȭɯ 
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11.1  ÏÔÌÛɯñġáÌÓÛÐÓÌÙÐÕɯÌÓÌÒÛÙÐÒɯÈÒċÔċÕċɯ

ÐÓÌÛÔÌÓÌÙÐàÓÌɯÐÓÎÐÓÐɯÉÐÙɯÈÙÈıÛċÙÔÈɯ

àÈ×ÔÈÒÛÈËċÙȭɯ%ÈÙÒÓċɯñġáÌÓÛÐÓÌÙɯÒÜÓÓÈÕÈÙÈÒɯ

hangi tür çözeltilerin ÌÓÌÒÛÙÐĀÐɯdaha iyi 

ÐÓÌÛÛÐĀÐɯÐÓÌɯÐÓÎÐÓÐɯàÈÕËÈɯÎġÚÛÌÙÐÓËÐĀÐɯÎÐÉÐɯÉÐÙɯ

ËÌÕÌàɯËĹáÌÕÌĀÐɯÏÈáċÙÓÈÔċıÛċÙȭɯ!ÌÏÌÙÌɯÍÈÙÒÓċɯñġáÌÓÛÐÓÌÙɯÒÖàÈÙÈÒɯËÌÝÙÌËÌÒÐɯ

ÈÕÈÏÛÈÙÈɯÉÈÚÛċĀċÕËÈɯÈÔ×ÜÓĹÕɯ×ÈÙÓÈÒÓċÒɯıÐËËÌÛÐÕÌɯÎġÙÌɯÈÙÈıÛċÙÔÈɯÚÖÕÜñÓÈÙċÕċɯ

àÈáÈÊÈÒÛċÙȭɯ ÏÔÌÛɀÐÕɯÌÓÐÕËÌɯÈıÈĀċËÈɯÝÌÙÐÓÌÕɯñġáÌÓÛÐÓÌÙɯÉÜÓÜÕÔÈÒÛÈËċÙȰɯÉÜɯ

çözeltilerden  ÏÈÕÎÐÚÐɯÌÓÌÒÛÙÐÒɯÈÒċÔċÕċɯËÈÏÈɯÐàÐɯÐÓÌÛÌÙÌÒɯÈÔ×ÜÓĹÕɯËÈÏÈɯ×ÈÙÓÈÒɯ

ÖÓÔÈÚċÕÈɯÚÌÉÌ×ɯÖÓÜÙȳɯ 

(a) 100 ml 1 M HCl çözeltisi  

(b) 100 ml 1 M H2S çözeltisi  

(c) 100 ml 1 M NH3 çözeltisi  

(d) 100 ml 1 M CH3COOH çözeltisi  

(e) Hepsi  

 

11.2  8ÜÒÈÙċËÈɯÝÌÙËÐĀÐÔɯÊÌÝÈÉċÕɯÚÌÉÌÉÐȰ  

(a) 2ÈËÌÊÌɯÉÈáÐÒɯñġáÌÓÛÐÓÌÙɯÌÓÌÒÛÙÐÒɯÈÒċÔċÕċɯÐàÐɯÐÓÌÛÐÙÓÌÙȭɯ 

(b) 2ÈËÌÊÌɯÒÜÝÝÌÛÓÐɯÈÚÐËÐÒɯñġáÌÓÛÐÓÌÙɯÌÓÌÒÛÙÐÒɯÈÒċÔċÕċɯÐàÐɯÐÓÌÛÐÙÓÌÙȭɯ 

(c)  ÚÐÛÓÌÙÐÕɯàÈ×ċÚċÕËÈÒÐɯÏÐËÙÖÑÌÕɯÚÈàċÚċɯÈÙÛÛċÒñÈɯÈÚÐËÐÕɯÒÜÝÝÌÛÐɯÈÙÛÈÙɯÝÌɯ

ÌÓÌÒÛÙÐÒɯÈÒċÔċÕċɯËÈÏÈɯÐàÐɯÐÓÌÛÐÙÓÌÙȭ 

(d) ÇözeltÐɯÐñÌÙÐÚÐÕËÌɯËÈÏÈɯÍÈáÓÈɯÐàÖÕɯÖÓÜıÛÜÙÈÕɯÔÈËËÌÓÌÙɯÌÓÌÒÛÙÐÒɯÈÒċÔċÕċɯ

daha iyi iletirler.  

(e) Hem asidik hem de bazik çözeltiler, iyon tanecikleri içerdiklerinden asit 

ÝÌàÈɯÉÈáċÕɯÒÜÝÝÌÛÐÕÌɯÉÈÒċÓÔÈÒÚċáċÕɯÏÌ×ÚÐɯÈàÕċɯıÐËËÌÛÛÌɯÌÓÌÒÛÙÐÒɯÈÒċÔċÕċɯ

iletirler.  

(f)  ................................................................................................................................. 

 

11.3 8ÜÒÈÙċËÈÒÐɯÐÒÐɯÚÖÙÜàÈɯÝÌÙËÐĀÐÔɯÊÌÝÈ×ÛÈÕȰɯ 

(a) Eminim.  

(b) $ÔÐÕɯËÌĀÐÓÐÔȭɯ 
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? 12.1 xĀÙÌÛÔÌÕÐɯ,ÌÛÌɀàÌɯÍÈÙÒÓċɯñġáÌÓÛÐÓÌÙɯÐñÌÙÌÕ iki 

ÈËÌÛɯÉÌÏÌÙɯÝÌÙÔÐıÛÐÙȰɯÉÜÕÓÈÙËÈÕɯÉÐÙÐÚÐÕËÌɯ

ÈÚÐËÐÒɯÉÐÙɯñġáÌÓÛÐɯËÐĀÌÙÐÕËÌɯÐÚÌɯÉÈáÐÒɯÉÐÙɯñġáÌÓÛÐɯ

ÖÓËÜĀÜÕÜɯÉÌÓÐÙÛÔÐıÛÐÙȭɯ,ÌÛÌɀÕÐÕɯÏÈÕÎÐɯ

ñġáÌÓÛÐÕÐÕɯÉÈáÐÒɯñġáÌÓÛÐɯÖÓËÜĀÜÕÜɯÉÌÓÐÙÓÌÔÌÚÐɯÎÌÙÌÒÐàÖÙȭɯ 

2ÐáÊÌɯÈıÈĀċËÈ verilenlerden hangisi ÛÌÒɯÉÈıċÕÈ ,ÌÛÌɀÕÐÕɯÉÈáÐÒɯçözeltiyi 

ÉÌÓÐÙÓÌÔÌÚÐÕÌɯàÈÙËċÔÊċɯÖÓÜÙȳɯ 

(a) Zn metali ile tepkimesini test etmesi  

(b) dàÖÕÓÈıÔÈɯàĹáËÌÚÐÕÐÕɯÉÐÓÔÌÚÐɯɯɯ 

(c) ×.'ɯËÌĀÌÙÐÕÐɯÉÐÓÔÌÚÐɯ 

(d) Hiçbiri  

 

12.2  8ÜÒÈÙċËÈɯÝÌÙËÐĀÐÔɯÊÌÝÈÉċÕɯÚÌÉÌÉÐȰɯ 

(a) Sadece bazik çözeltiler OH- ÐàÖÕÓÈÙċɯÐñÌÙËÐĀÐɯÐñÐÕȮɯñġáÌÓÛÐÓÌÙÐÕɯ×.'ɯËÌĀÌÙÐÕÐɯ

ÉÐÓÔÌÒɯÉÈáÐÒɯñġáÌÓÛÐàÐɯÛÈàÐÕɯÌÛÔÌàÐɯÚÈĀÓÈÙȭ 

(b) Asitler daha kuvvetli olduklarĔ i­in daha fazla iyonlaĹĔrlar, iyonlaĹma y¿zdesi 

d¿Ĺ¿k olan ­ºzelti bazik ­ºzeltidir. 

(c) Sadece asitler metallerle tepkime verdikleri için, Zn metalini çöze ltilerin 

ÐñÐÕÌɯÈÛÛċĀċÕËÈɯÛÌ×ÒÐÔÌɯÝÌÙÔÌàÌÕɯñġáÌÓÛÐɯÉÈáÐÒÛÐÙȭ 

(d) IġáÌÓÛÐÓÌÙÐÕɯ×.'ɯËÌĀÌÙÐÕÐÕɯÉÐÓÐÕÔÌÚÐȮɯÚÜàÜÕɯÐàÖÕÓÈıÔÈÚċÕËÈÕɯ

faydalanarak, çözeltilerin H+ ve OH - ÐàÖÕÓÈÙċÕċɯÛÌÚ×ÐÛɯÌËÌÙÌÒɯÉÈáÐÒɯñġáÌÓÛÐàÐɯ

ÛÈàÐÕɯÌÛÔÌàÐɯÚÈĀÓÈÙȭ  

(e) ................................................................................................................................ 

12.3 8ÜÒÈÙċËÈÒÐɯÐÒÐɯÚÖÙÜàÈɯÝÌÙËÐĀÐÔɯÊÌÝÈ×ÛÈÕȰɯ 

(a) Eminim.  

(b) $ÔÐÕɯËÌĀÐÓÐÔȭɯ 
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13.1 Kenan laboratuarda bir deney için 

ġĀÙÌÛÔÌÕÐÕɯÝÌÙËÐĀÐɯÐÒÐɯÈàÙċɯñġáÌÓÛÐÕÐn 

×'ɯËÌĀÌÙÐÕÐɯġÓñÌÙÌÒȮɯ ɯñġáÌÓÛÐÚÐÕÐɯ×'ɯ

ËÌĀÌÙÐÕÐɯƝȭƚɯÝÌɯ!ɯñġáÌÓÛÐÚÐÕÐÕɯ×'ɯ

ËÌĀÌÙÐÕÐɯËÌɯƕƖȭƛɯÖÓÈÙÈÒɯÉÜÓÜàÖÙȭɯ!ɯ

ñġáÌÓÛÐÚÐÕÐÕɯÈÚÐÛÓÐÒɯÝÌàÈɯÉÈáÓċÒɯġáÌÓÓÐĀÐɯ

ÏÈÒÒċÕËÈɯÕÌɯÚġàÓÌàÌÉÐÓÐÙÚÐÕÐáȳɯ 

(a) 9ÈàċÍɯ ÚÐÛɯ 

(b) 9ÈàċÍɯ!Èáɯ 

(c) Kuvvetli Asit  

(d) Kuvvetli Baz  

13.2 YÜÒÈÙċËÈɯÝÌÙËÐĀÐÔɯÊÌÝÈÉċÕɯÚÌÉÌÉÐȰɯ 

(a) ×'ɯÈÙÛÛċÒñÈɯÉÈáÐÒɯñġáÌÓÛÐÕÐÕɯÒÜÝÝÌÛÐɯÈÙÛÈÙȭɯ 

(b) ×'ɯÈÙÛÛċÒñÈɯÉÈáÐÒɯñġáÌÓÛÐÕÐÕɯÒÜÝÝÌÛÐɯÈáÈÓċÙȭɯ 

(c) !ɯñġáÌÓÛÐÚÐÕËÌȮɯ ɯñġáÌÓÛÐÚÐÕÌɯÒċàÈÚÓÈɯÖÙÛÈÔËÈɯËÈÏÈɯÍÈáÓÈɯ'+ iyonu bulunur.   

(d) !ɯñġáÌÓÛÐÚÐÕËÌȮɯ ɯñġáÌÓÛÐÚÐÕÌɯÒċàÈÚÓÈɯortamda daha fazla OH - iyonu 

bulunur.  

(e) ×'ɯÚÈËÌÊÌɯÈÚÐÛÓÐĀÐÕɯġÓñĹÚĹËĹÙȰɯÉÈáÐÒɯÔÈËËÌÓÌÙɯÐñÐÕɯÎÌñÌÙÓÐɯËÌĀÐÓËÐÙȭɯ

#ÖÓÈàċÚċàÓÈɯ×'ɯÈÙÛÛċÒñÈɯÈÚÐËÐÒɯġáÌÓÓÐÒɯÈÙÛÈÙȭ 

(f)  ×'ɯÚÈËÌÊÌɯÈÚÐÛÓÐĀÐÕɯġÓñĹÚĹËĹÙȰɯÉÈáÐÒɯÔÈËËÌÓÌÙɯÐñÐÕɯÎÌñÌÙÓÐɯËÌĀÐÓËÐÙȭɯ

#ÖÓÈàċÚċàÓÈȮɯ×'ɯÈÙÛÛċÒñÈɯÈÚÐËÐÒɯġáÌÓÓÐÒɯÈáÈÓċÙȭ 

(g) ................................................................................................................................ 

 

13.3 8ÜÒÈÙċËÈÒÐɯÐÒÐɯÚÖÙÜàÈɯÝÌÙËÐĀÐÔɯÊÌÝÈ×ÛÈÕȰɯ 

(a) Eminim.  

(b) $ÔÐÕɯËÌĀÐÓÐÔȭɯ 
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14.1 8ÈÕËÈÒÐɯıÌÒÐÓËÌɯÌıÐÛɯÒĹÛÓÌÓÌÙËÌ 

magnezyum (Mg) metalinin 

ÉÜÓÜÕËÜĀÜɯɁÈɯÒÈÉċɂɯÝÌɯÒÐÙÌñɯÛÈıċɯ

olarak bilinen kalsiyum karbonat 

(CaCO3ȺɯÒÈÛċÚċÕċÕɯÉÜÓÜÕËÜĀÜɯɁÉɯ

ÒÈÉċɂɯ×ÐÚÛÖÕÓÜɯÊɯÒÈÉċÕÈɯÉÈĀÓÈÕÔċıÛċÙȭɯ

ÈɯÝÌɯÉɯÒÈ×ÓÈÙċÕÈȮɯÜàÎÜÕɯËÌÙÐıÐÔËÌÒÐɯ

X ve Y çözeltilerinden yeterli 

miktarda ekleÕËÐĀÐÕËÌɯÏÌÙɯÉÐÙɯÒÈ×ÛÈɯ

ÖÓÜıÈÕɯÛÌ×ÒÐÔÌËÌɯÎÈáɯñċÒċıċÕċÕɯÖÓËÜĀÜɯÝÌɯÉÐÙɯÚĹÙÌɯÚÖÕÙÈɯ×ÐÚÛÖÕÜÕɯÖÒɯàġÕĹÕËÌɯ

àĹÒÚÌÓËÐĀÐɯÎġáÓÌÕÔÐıÛÐÙȭɯ7ɯÝÌɯ8ɯñġáÌÓÛÐÓÌÙÐɯÐñÐÕɯÕÌɯÚġàÓÌàÌÉÐÓÐÙÚÐÕÐáȳɯ 

(a) dÒÐ çözeltide bazik  

(b) dÒÐɯñġáÌÓÛÐËÌɯÈÚÐËÐÒ 

(c) X asidik ve Y bazik çözelti 

(d) X bazik ve Y asidik çözelti 

(e) IġáÌÓÛÐÓÌÙÐÕɯÈÚÐÛÓÐĀÐɯÝÌàÈɯÉÈáÓċĀċɯÏÈÒÒċÕËÈɯàÖÙÜÔɯàÈ×ċÓÈÔÈáȭɯ 

 

14.2 8ÜÒÈÙċËÈɯÝÌÙËÐĀÐÔɯÊÌÝÈÉċÕɯÚÌÉÌÉÐȰɯ 

(a)  ÚÐÛÓÌÙÐÕɯÔÌÛÈÓɯÝÌɯÒÈÙÉÖÕÈÛÓÈÙÓÈɯÌÛÒÐÓÌıÔÌÚÐɯÚÖÕÜÊÜɯ'2 ÎÈáċɯÈñċĀÈɯñċÒÈÙȭ 

(b) !ÈáÓÈÙċÕɯÔÌÛÈÓɯÝÌɯÒÈÙÉÖÕÈÛÓÈÙÓÈɯÌÛÒÐÓÌıÔesi sonucu H2 ÎÈáċɯÈñċĀÈɯñċÒÈÙȭ 

(c)  ÚÐÛÓÌÙÐÕɯÔÌÛÈÓÓÌÙÓÌɯÌÛÒÐÓÌıÔÌÚÐɯÚÖÕÜÊÜɯ'2 ÎÈáċɯÝÌɯÒÈÙÉÖÕÈÛÓÈÙÓÈɯ 

ÌÛÒÐÓÌıÔÌÚÐɯÚÖÕÜÊÜɯ".2 ÎÈáċɯÈñċĀÈɯñċÒÈÙȭ 

(d) !ÈáÓÈÙċÕɯÔÌÛÈÓÓÌÙÓÌɯÌÛÒÐÓÌıÔÌÚÐɯÚÖÕÜÊÜɯ'2 ÎÈáċɯÝÌɯÒÈÙÉÖÕÈÛÓÈÙÓÈɯ 

ÌÛÒÐÓÌıÔÌÚÐɯsonucu CO2 ÎÈáċɯÈñċĀÈɯñċÒÈÙȭ 

(e)  ÚÐÛÓÌÙÐÕɯÔÌÛÈÓÓÌÙÓÌɯÌÛÒÐÓÌıÔÌÚÐɯÚÖÕÜÊÜɯ'2 ÎÈáċɯÝÌɯÉÈáÓÈÙċÕɯ 

ÒÈÙÉÖÕÈÛÓÈÙÓÈɯÌÛÒÐÓÌıÔÌÚÐɯÚÖÕÜÊÜɯ".2 ÎÈáċɯÈñċĀÈɯñċÒÈÙȭ 

(f)  !ÈáÓÈÙċÕɯÔÌÛÈÓÓÌÙÓÌɯÌÛÒÐÓÌıÔÌÚÐɯÚÖÕÜÊÜɯ'2 ÎÈáċɯÝÌɯÈÚÐÛÓÌÙÐÕɯÒÈÙÉÖÕÈÛÓÈÙÓÈɯ 

ÌÛÒÐÓÌıÔÌÚÐɯÚÖÕÜÊÜɯ".2 ÎÈáċɯÈñċĀÈɯñċÒÈÙȭ 

(g) Hem asitler hem de bazlar metaller ve karbonatlarla tepkimeye girerler  

ÝÌɯÎÐÙÌÕɯÔÈËËÌÓÌÙÐÕɯġáÌÓÓÐÒÓÌÙÐÕÌɯÎġÙÌɯÈñċĀÈɯñċÒÈÕɯÎÈáÓÈÙɯËÈɯËÌĀÐıÐÙȭ 

(h) ȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȭȭ 

 

14.3 8ÜÒÈÙċËÈÒÐɯÐÒÐɯÚÖÙÜàÈɯÝÌÙËÐĀÐÔɯÊÌÝÈ×ÛÈÕȰɯ 

         (a) Eminim.  

(b) $ÔÐÕɯËÌĀÐÓÐÔȭ 
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Ece ÒÐÔàÈɯÓÈÉÖÙÈÛÜÈÙċÕËÈɯġĀÙÌÛÔÌÕÐÕɯÝÌÙËÐĀÐɯÔÈÓáÌÔÌÓÌÙÓÌɯÈıÈĀċËÈɯÝÌÙÐÓÌÕɯĹñɯ

ÈËċÔËÈɯ#ÌÕÌàɯ ɀɯàċɯàÈ×ċàÖÙȭɯ$ÊÌɀÕÐÕɯËÌÕÌàɯÈËċÔÓÈÙċÕċɯÝÌɯàÈ×ÛċĀċɯÎġáÓÌÔÓÌÙÐɯ
ËÐÒÒÈÛÌɯÈÓÈÙÈÒɯÈıÈĀċËÈɯÝÌÙÐÓÌÕɯ15, 16 ve 17. ÚÖÙÜÓÈÙċɯÈÓÛɯÉÈÚÈÔÈÒÓÈÙċàÓÈɯÊÌÝÈ×ÓÈàċÕċáȭɯ 

 
15.1  $ÊÌɀÕÐÕɯàÈ×ÛċĀċɯàÜÒÈÙċËÈÒÐɯ#ÌÕÌàɯ ɀËÈȮɯ(ȭɯÈËċÔËÈÒÐɯÉÐÓÐÕÔÌàÌÕɯñġáÌÓÛÐɯÚÐáÊÌɯ

nedir?  

(a) Asidik çözelti              (b) Bazik çözelti            (c) Nötr çözelti  

15.2  8ÜÒÈÙċËÈɯÝÌÙËÐĀÐÔɯÊÌÝÈÉċÕɯÚÌÉÌÉÐ;  
(a) *ċÙÔċáċɯÛÜÙÕÜÚÖÓɯÒÈĀċËċÕËÈɯÉÐÙɯËÌĀÐıÔÌɯÎġáÓÌÕÔÌËÐĀÐɯÐñÐÕɯÉÈáÐÒɯÉÐÙɯ

çözeltidir.  
(b) *ċÙÔċáċɯÛÜÙÕÜÚÖÓɯÒÈĀċËċÕËÈɯÉÐÙɯËÌĀÐıÔÌɯÎġáÓÌÕÔÌËÐĀÐɯÐñÐÕɯÕġÛÙɯÉÐÙɯ

çözeltidir.  
(c) ,ÈÝÐɯÛÜÙÕÜÚÖÓɯÒÈĀċËċÕċÕɯÙÌÕÎÐÕÐɯÒċÙÔċáċàÈɯñÌÝÐÙËÐĀÐɯÐñÐÕɯÈÚÐËÐÒɯÉÐÙɯ

çözeltidir.  
(d) ,ÈÝÐɯÛÜÙÕÜÚÖÓɯÒÈĀċËċÕċÕɯÙÌÕÎÐÕÐɯÒċÙÔċáċàÈɯñÌÝÐÙËÐĀÐɯÐñÐÕɯÉÈáÐÒɯÉÐÙɯ

çözeltidir.  
(e) ,ÈÝÐɯÛÜÙÕÜÚÖÓɯÒÈĀċËċÕċÕɯÙÌÕÎÐÕÐɯÒċÙÔċáċàÈɯñÌÝÐÙËÐĀÐɯÐñÐÕɯÕġÛÙɯÉÐÙɯñġáÌÓÛÐËÐÙȭɯ 

(f)  ................................................................................................................................. 

15.3 8ÜÒÈÙċËÈÒÐɯÐÒÐɯÚÖÙÜàÈɯÝÌÙËÐĀÐÔɯÊÌÝÈ×ÛÈÕȰɯ 

         (a) Eminim.  

(b) $ÔÐÕɯËÌĀÐÓÐÔȭ 

Deney A 

 ËċÔ dıÓÌÔ Gözlem 

I. 

$ÊÌɀÕÐÕɯÌÓÐÕËÌɯÈÚÐËÐÒɯÝÌàÈɯÉÈáÐÒɯ

ÖÓÈÕɯÉÐÙɯñġáÌÓÛÐɯÝÈÙËċÙȭɯ$ÊÌɀàÌɯÉÜɯ

ñġáÌÓÛÐÕÐÕɯáÈàċÍɯġáÌÓÓÐÒÓÌɯÝÌɯ

ÏÈÊÔÐÕÐÕɯƕƔƔɯÔÓɯÖÓËÜĀÜɯ

belirtiliyor. Ece bu çözeltiye 
ÛÜÙÕÜÚÖÓɯÒÈĀċËċɯÉÈÛċÙċàÖÙȭɯ 

*ċÙÔċáċɯÛÜÙÕÜÚÖÓɯÒÈĀċËċÕËÈɯÉÐÙɯ

ËÌĀÐıÔÌɯÖÓÔÈËċĀċÕċȮɯÔÈÝÐɯ

turnusol ÒÈĀċËċÕċÕɯÙÌÕÎÐÕÐÕɯÐÚÌɯ

ÒċÙÔċáċɯÖÓËÜĀÜÕÜɯÎġáÓÌÔÓÐàÖÙȭɯ 

II.  

Bilinmeyen bu çözeltiye birkaç 

damla uygun bir indikatör 
ËÈÔÓÈÛÈÙÈÒȮɯÒÜÝÝÌÛÓÐɯÖÓËÜĀÜɯ

bilinen 0.1 M Y çözeltisini büret 

àÈÙËċÔċàÓÈɯàÈÝÈıɯàÈÝÈıɯÐÓÈÝÌɯ

ederek titre ediyor.  

IġáÌÓÛÐÕÐÕɯÙÌÕÒɯËÌĀÐıÛÐÙËÐĀi 

anda harcanan Y çözeltisinin 
ÔÐÒÛÈÙċÕċÕɯƕƙƔɯÔÓɯÖÓËÜĀÜɯ

tespit ediyor.  

III.  

!ÐÓÐÕÔÌàÌÕɯ7ɯñġáÌÓÛÐÚÐÕÌȮɯƔȭƕ,ɀÓċÒɯ

Y çözeltisi ilave etmeye devam 

ediyor ve bu çözeltiye turnusol 

ÒÈĀċËċÕċɯÉÈÛċÙċàÖÙȭɯ 

*ċÙÔċáċɯÛÜÙÕÜÚÖÓɯÒÈĀċËċÕċÕɯ

ÙÌÕÎÐÕÐÕɯÔÈÝÐɯÖÓËÜĀÜÕÜȮɯÔÈÝÐɯ

turÕÜÚÖÓɯÒÈĀċËċÕċÕɯÐÚÌɯÙÌÕÎÐÕÐÕɯ

ËÌĀÐıÔÌËÐĀÐÕÐɯÎġáÓÌÔÓÐàÖÙȭɯ 
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16.1 EÊÌɀÕÐÕɯàÈ×ÛċĀċɯàÜÒÈÙċËÈÒÐɯ#ÌÕÌàɯ ɀËÈȮɯ((ȭɯÈËċÔËÈÒÐɯÛÐÛÙÈÚàÖÕɯÐıÓÌÔÐɯÐñÐÕɯ

ÈıÈĀċËÈɯÝÌÙÐÓÌÕɯÐÍÈËÌÓÌÙËÌÕɯÏÈÕÎÐÚÐɯàÈɯËÈɯÏÈÕÎÐÓÌÙÐɯdoĀrudur ?  

 (ȭɯ1ÌÕÒɯËÌĀÐıÐÔÐÕÐÕɯÖÓËÜĀÜɯÈÕËÈɯñġáÌÓÛÐÕÐÕɯ×'ɯËÌĀÌÙÐɯƛɀËÐÙȭɯ 

((ȭɯdÕËÐÒÈÛġÙɯÒÜÓÓÈÕċÓÔÈÚÈàËċɯÛÐÛÙÈÚàÖÕɯÖÓÈàċɯÎÌÙñÌÒÓÌıÔÌáËÐȭɯ 

 

(a) 8ÈÓÕċáɯ(ɯ      (c) dÒÐɯÐÍÈËÌɯËÌɯËÖĀÙÜ 

(b) 8ÈÓÕċáɯ((ɯ     (d) dÒÐɯÐÍÈËÌɯËÌɯàÈÕÓċı 

 

16.2  8ÜÒÈÙċËÈɯÝÌÙËÐĀÐÔɯÊÌÝÈÉċÕɯÚÌÉÌÉÐ;  

(a) dndikatörler, asit -ÉÈáɯÛÐÛÙÈÚàÖÕÓÈÙċÕËÈɯÛÌ×ÒÐÔÌÕÐÕɯÎÌÙñÌÒÓÌıÔÌÚÐÕÐɯÚÈĀÓÈÙÓÈÙɯ

ÝÌɯÛÌ×ÒÐÔÌàÌɯÎÐÙÌÕɯÈÚÐÛɯÝÌàÈɯÉÈáċÕɯÒÜÝÝÌÛÐÕÌɯÎġÙÌɯËÌɯÌıËÌĀÌÙÓÐÒɯÕÖÒÛÈÚċɯ

ËÌĀÐıÐÙȭ 

(b) dÕËÐÒÈÛġÙÓÌÙÐÕɯÒÌÕËÐÕÌɯġáÎĹɯÙÌÕÒɯËÌĀÐıÛÐÙÔÌɯÈÙÈÓċĀċɯÝÈÙËċÙȮɯÉÜɯġáÌÓÓÐĀÐɯÐÓÌɯ

asit-baz tiÛÙÈÚàÖÕÓÈÙċÕËÈɯÒÜÓÓÈÕċÓÈÕɯÈÚÐÛɯÝÌàÈɯÉÈáċÕɯÒÜÝÝÌÛÐÕÌɯÎġÙÌɯËÌĀÐıÐÒÓÐÒɯ

ÎġÚÛÌÙÌÕɯÌıËÌĀÌÙÓÐÒɯÕÖÒÛÈÚċÕċÕɯÚÈ×ÛÈÕÔÈÚċÕÈɯàÈÙËċÔÊċɯÖÓÜÙÓÈÙȭ 

(c) dÕËÐÒÈÛġÙÓÌÙɯÈÚÐÛ-ÉÈáɯÛÐÛÙÈÚàÖÕɯÛÌ×ÒÐÔÌÓÌÙÐÕËÌɯÛÌ×ÒÐÔÌÕÐÕɯÎÌÙñÌÒÓÌıÔÌÚÐÕÐɯ

ÚÈĀÓÈÙÓÈÙɯÝÌɯÕġÛÙÓÌıÔÌɯÛÌ×ÒÐÔelerinde asidik vey a bazik çözeltilerinin 

ÒÜÝÝÌÛÓÐÓÐĀÐɯġÕÌÔÓÐɯËÌĀÐÓËÐÙȮɯÛÌ×ÒÐÔÌɯÚÖÕÜÊÜÕËÈɯÖÓÜıÈÕɯñġáÌÓÛÐɯÏÌÙɯáÈÔÈÕɯÕġÛÙɯ

olur . 

(d) dÕËÐÒÈÛġÙÓÌÙɯÒÌÕËÐÓÌÙÐÕÌɯġáÎĹɯÙÌÕÒɯËÌĀÐıÛÐÙÔÌɯÈÙÈÓċÒÓÈÙċɯÝÈÙËċÙȰɯÉÜɯ

ġáÌÓÓÐÒÓÌÙÐàÓÌɯÌıËÌĀÌÙÓÐÒɯÕÖÒÛÈÚċÕċÕɯÚÈ×ÛÈÕÔÈÚċÕÈɯàÈÙËċÔÊċɯÖÓÜÙÓÈÙȭɯ-ġÛÙÓÌıÔÌ 

ÛÌ×ÒÐÔÌÓÌÙÐÕËÌɯÈÚÐÛɯÝÌàÈɯÉÈáċÕɯÒÜÝÝÌÛÓÐÓÐĀÐɯġÕÌÔÓÐɯËÌĀÐÓËÐÙȮɯÛÌ×ÒÐÔÌɯ

ÚÖÕÜÊÜÕËÈɯÖÓÜıÈÕɯñġáÌÓÛÐɯÏÌÙɯáÈÔÈÕɯÕġÛÙɯÖÓÜÙȭ  

(e) ................................................................................................................................ 

 

16.3 8ÜÒÈÙċËÈÒÐɯÐÒÐɯÚÖÙÜàÈɯÝÌÙËÐĀÐÔɯÊÌÝÈ×ÛÈÕȰɯ 

         (a) Eminim.  

(b) $ÔÐÕɯËÌĀÐÓÐÔȭ 
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17.1 $ÊÌɀÕÐÕɯàÈ×ÛċĀċɯàÜÒÈÙċËÈÒÐɯ#ÌÕÌàɯ ɀËÈȮɯ(((ȭɯÈıÈÔÈÕċÕɯÚÖÕÜÕËÈɯËÌÕÌàÐÕɯ

ÎÙÈÍÐĀÐÕÐɯñÐáÔÌÒɯÐÚÛÌÙÚÌÒɯÌÓËÌɯÌËÐÓÌÊÌÒɯÛÐÛÙÈÚàÖÕɯÌĀÙÐÚÐɯÈıÈĀċËÈÒÐÓÌÙËÌÕɯÏÈÕÎÐÚÐɯ

olur? (E ile ifade ediÓÌÕɯÌıËÌĀÌÙÓÐÒɯÕÖÒÛÈÚċËċÙȭȺ 

(a)                     (c)       

(b)                      (d)   

 

17.2  8ÜÒÈÙċËÈɯÝÌÙËÐĀÐÔɯÊÌÝÈÉċÕɯÚÌÉÌÉÐȰɯ 

(a) Asit -ÉÈáɯÛÌ×ÒÐÔÌÓÌÙÐÕËÌɯÈÚÐËÐÕɯÝÌàÈɯÉÈáċÕɯÒÜÝÝÌÛÐɯÌÛÒÐÓÐɯËÌĀÐÓËÐÙȮɯ

ÕġÛÙÓÌıÔÌɯÕÌËÌÕÐàÓÌɯÌıËÌĀÌÙÓÐÒɯÕÖÒÛÈÚċɯÏÌÙɯáÈÔÈÕɯƛɯolur.  

(b) 9ÈàċÍɯÈÚÐÛ-ÒÜÝÝÌÛÓÐɯÉÈáɯÛÐÛÙÈÚàÖÕÓÈÙċÕËÈɯÌıËÌĀÌÙÓÐÒɯÕÖÒÛÈÚċɯÖÙÛÈÔËÈɯàÌÛÌÙÐɯ

kadar H + ÐàÖÕÓÈÙċɯÉÜÓÜÕÔÈËċĀċÕËÈÕɯƛɀËÌÕɯÉĹàĹÒɯÖÓÜÙȭɯ 

(c) 9ÈàċÍɯÈÚÐÛ-ÒÜÝÝÌÛÓÐɯÉÈáɯÛÐÛÙÈÚàÖÕÓÈÙċÕËÈɯÌıËÌĀÌÙÓÐÒɯÕÖÒÛÈÚċɯÖÙÛÈÔËÈɯàÌÛÌÙÐɯ

kadar H + ÐàÖÕÓÈÙċɯÉÜÓÜÕÔÈËċĀċÕËÈÕɯƛɀËÌn küçük olur.   

(d) 9ÈàċÍɯÉÈá-ÒÜÝÝÌÛÓÐɯÈÚÐÛɯÛÐÛÙÈÚàÖÕÓÈÙċÕËÈɯÌıËÌĀÌÙÓÐÒɯÕÖÒÛÈÚċɯÖÙÛÈÔËÈɯàÌÛÌÙÐɯ

kadar OH - ÐàÖÕÓÈÙċɯÉÜÓÜÕÔÈËċĀċÕËÈÕɯƛɀËÌÕɯÉĹàĹÒɯÖÓÜÙȭɯ 

(e) 9ÈàċÍɯÉÈá-ÒÜÝÝÌÛÓÐɯÈÚÐÛɯÛÐÛÙÈÚàÖÕÓÈÙċÕËÈɯÌıËÌĀÌÙÓÐÒɯÕÖÒÛÈÚċɯÖÙÛÈÔËÈɯàÌÛÌÙÐɯ

kadar OH - ÐàÖÕÓÈÙċɯÉÜÓÜÕÔÈËċĀċÕËÈÕɯƛɀËÌÕɯÒĹñĹÒɯÖÓÜÙȭɯ 

(f)  Kuvvetli asit -ÒÜÝÝÌÛÓÐɯÉÈáɯÛÐÛÙÈÚàÖÕÓÈÙċÕËÈɯÕġÛÙÓÌıÔÌɯÕÌËÌÕÐàÓÌɯÌıËÌĀÌÙÓÐÒɯ

ÕÖÒÛÈÚċɯƛɯÖÓÜÙȭɯ 

(g) ................................................................................................................................ 

 

17.3 8ÜÒÈÙċËÈÒÐɯÐÒÐɯÚÖÙÜàÈɯÝÌÙËÐĀÐÔɯÊÌÝÈ×ÛÈÕȰɯ 

         (a) Eminim.  

(b) $ÔÐÕɯËÌĀÐÓÐÔȭ 
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18.1 &ġÙĹıĹɯñÖÒɯÒÜÝÝÌÛÓÐɯÉÐÙɯÔÐÒÙÖÚÒÖ×ÓÈɯÔÈËËÌÓÌÙÐɯ

ÛÈÕÌÊÐÒɯÉÖàÜÛÜÕËÈɯÎġÙÌÉÐÓÌÊÌĀÐÕÐáÐɯÏÈàÈÓɯÌËÐÕɯÝÌɯ

àÈÕËÈÒÐɯıÌÒÐÓËÌÒÐɯÎÐÉÐɯÉÐÙɯÛĹ×ĹÕɯÐñÌÙÐÚÐÕÌɯ

ÉÈÒÛċĀċÕċáċɯËĹıĹÕĹÕȭɯ!Üɯtüpün içerisinde áÈàċÍɯÉÐÙɯ

asit olan 0.1 M hidroflorik asit (HF) çözeltisi 

ÉÜÓÜÕÔÈÒÛÈËċÙȭɯ!ÜɯÔÐÒÙÖÚÒÖÉÜɯÒÜÓÓÈÕÈÙÈÒɯÏÐËÙÖÍÓÖÙÐÒɯÈÚÐÛɯñġáÌÓÛÐÚÐÕÌɯ

ÉÈÒÛċĀċÕËÈɯÉÜɯñġáÌÓÛÐàÐɯÕÈÚċÓɯÎġÙĹÙËĹÕȳɯȹ.ÙÛÈÔËÈÒÐɯÚÜɯÔÖÓÌÒĹÓÓÌÙÐÕÐɯÎġáɯÈÙËċɯ

ediniz.)  

           (a)         (b)          (c)  

 

18.2  8ÜÒÈÙċËÈɯÝÌÙËÐĀÐÔɯÊÌÝÈÉċÕɯÚÌÉÌÉÐȰɯ 

(a) 9ÈàċÍɯÉÐÙɯÈÚÐÛɯÖÓÈÕɯ'%ɯñġáÌÓÛÐÚÐÕÌɯÉÈÒċÓËċĀċÕËÈɯÚċÝċɯÍÈáċÕËÈɯÖÓËÜĀÜɯÎÐÉÐɯ

tamamen moleküler olarak görünür.  

(b) 9ÈàċÍɯÉÐÙɯÈÚÐÛɯÖÓÈÕɯ'%ɯñġáÌÓÛÐÚÐÕËÌɯÈÙÛċɯÝÌɯÌÒÚÐɯàĹÒÓÌÙɯÈÙÈÚċÕËÈɯÌÛÒÐÓÌıÐÔɯ

áÈàċÍɯÖÓËÜĀÜÕËÈÕɯÒċÚÔÌÕɯÐàÖÕÓÈıċÙȰɯÍÈÒÈÛɯÔÖÓÌÒĹÓÓÌÙÐÕÐÕɯÚÈàċÚċɯÐàÖÕÓÈÙċÕɯ

ÚÈàċÚċÕċÕɯàÈÕċÕËÈɯÖÓËÜÒñÈɯÈáËċÙȭ 

(c) 9ÈàċÍɯÉÐÙɯÈÚÐÛɯÖÓÈÕɯ'%ɯñġáÌÓÛÐÚÐÕËÌɯÔÖÓÌÒĹÓÌÙɯÈÙÈÚċɯñÌÒÐÔɯÒÜÝÝÌÛÓÌÙÐɯáÈàċÍɯ

ÖÓËÜĀÜÕËÈÕɯÚÜËÈɯÛÈÔÈÔÌÕɯÐàÖÕÓÈıċÙÓÈÙȭ 

(d) 9ÈàċÍɯÉÐÙɯÈÚÐÛɯÖÓÈÕɯ'%ɯñġáÌÓÛÐÚÐɯÒċÚÔÌÕɯÐàÖÕÓÈıÈÙÈÒɯÈÙÛċɯÝÌɯÌÒÚÐɯàĹÒĹɯÐàÖÕÓÈÙɯ

ÖÓÈÙÈÒɯÉÜÓÜÕÜÙȰɯÍÈÒÈÛɯÐàÖÕÓÈÙċÕɯÚÈàċÚċɯÔÖÓÌÒĹÓÌÙÐÕɯÚÈàċÚċÕċÕɯàÈÕċÕËÈɯÖÓËÜÒñÈɯ

ÈáËċÙȭɯ 

(e) ȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȱȭȭ 

 

18.3  8ÜÒÈÙċËÈÒÐɯÐÒÐɯÚÖÙÜàÈɯÝÌÙËÐĀÐÔɯÊÌÝÈ×ÛÈÕȰɯ 

(a) Eminim.  

(b) $ÔÐÕɯËÌĀÐÓÐÔ 

s 
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APPENDIX C  
 

KķMYA MOTķVASYON ANKETķ 

Sevgili ¥Ķrenciler,  

AĹaĶĔdaki ankette kimya dersine yºnelik motivasyonunuzu belirlemeye yºnelik 

ifadeler yer almaktadĔr. Her c¿mleyi dikkatle okuduktan sonra size uygun olan tek bir 

yanĔtĔ iĹaretleyiniz. YapmanĔz gereken sizi en iyi tanĔmlayacak durumu kursun kalem ile 

yuvarlayarak i­ini doldurmanĔzdĔr. VerdiĶiniz bilgiler yalnĔzca araĹtĔrma ama­lĔ 

kullanĔlacak olup kesinlikle gizli tutulacaktĔr. AraĹtĔrmanĔn ge­erliliĶi a­ĔsĔndan 

cevaplarĔnĔzĔn doĶru ve eksiksiz olmasĔ gereklidir. KatkĔlarĔnĔz i­in Ĺimdiden ­ok 

teĹekk¿r ederiz.Kimya derslerini hakkĔnda ne d¿Ĺ¿nd¿Ķ¿n¿z¿ ve nasĔl hissettiĶinizi 

anlamak i­in, l¿tfen aĹaĶĔdaki ifadeleri verilen c¿mleyi dikkate alarak deĶerlendiriniz: 

 

Kimya dersinde olduĶum zamané  

H
iç

 b
ir
 

z
a

m
a

n
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r
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s
Ĕ
r
a
 

 

B
a

z
e

n
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H
e
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z
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m
a

n
  

1. KimyayĔ ºĶrenmekten hoĹlanĔrĔm. (1) (2) (3) (4) (5) 

2. ¥ĶrendiĶim kimya bilgisi kendimin kiĹisel 
hedeflerimle iliĹkilidir. 

(1) (2) (3) (4) (5) 

3. Kimya sĔnavlarĔnda diĶer ºĶrencilerden daha 
baĹarĔlĔ olmak isterim. 

(1) (2) (3) (4) (5) 

4. Kimya sĔnavlarĔnĔn nasĔl ge­eceĶini d¿Ĺ¿nmek 
beni endiĹelendirir. 

(1) (2) (3) (4) (5) 

5. EĶer kimya ºĶrenirken zorluk ­ekersem 
nedenini bulmaya ­alĔĹĔrĔm.  

(1) (2) (3) (4) (5) 

6. Kimya sĔnavĔ zamanĔ geldiĶinde endiĹelenirim.  (1) (2) (3) (4) (5) 

7. Kimya dersinden iyi bir not almak benim için 
önemlidir.  

(1) (2) (3) (4) (5) 

8. Kimya dersinde ºĶretilenleri ºĶrenmek i­in 
gerekli ­abayĔ gºsteririm.  

(1) (2) (3) (4) (5) 

9. KimyayĔ iyi ºĶrenmemi saĶlayacak stratejiler 
kullanĔrĔm.  

(1) (2) (3) (4) (5) 

10. KimyayĔ ºĶrenmenin iyi bir iĹ bulmada bana 
nasĔl yardĔmcĔ olacaĶĔnĔ d¿Ĺ¿n¿r¿m.  

(1) (2) (3) (4) (5) 
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Kimya dersinde olduĶum zamané  

H
iç

 b
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11. ¥ĶrendiĶim kimya bilgisinin bana nasĔl faydasĔ 
olacaĶĔnĔ d¿Ĺ¿n¿r¿m.  

(1) (2) (3) (4) (5) 

12. Kimya dersi baĹarĔmĔn diĶer ºĶrenciler kadar 
veya daha iyi olacaĶĔnĔ d¿Ĺ¿n¿r¿m.  

(1) (2) (3) (4) (5) 

13. Kimya sĔnavlarĔnda baĹarĔsĔz olmaktan 
endiĹelenirim.  

(1) (2) (3) (4) (5) 

14. Kimyada diĶer ºĶrencilerin daha baĹarĔlĔ 
olduĶunu d¿Ĺ¿nmek beni kaygĔlandĔrĔr.  

(1) (2) (3) (4) (5) 

15. Kimya ders notumun genel not ortalamamĔ nasĔl 
etkileyeceĶini d¿Ĺ¿n¿r¿m.  

(1) (2) (3) (4) (5) 

16. Benim i­in kimya hakkĔnda bilgiler ºĶrenmek 
aldĔĶĔm nottan daha ºnemlidir.  

(1) (2) (3) (4) (5) 

17. Kimya hakkĔnda bilgiler ºĶrenmenin kariyerime 
nasĔl faydasĔ olacaĶĔnĔ d¿Ĺ¿n¿r¿m.  

(1) (2) (3) (4) (5) 

18. Kimya sĔnavlarĔna girmekten hoĹlanmam.  (1) (2) (3) (4) (5) 

19. ¥ĶrendiĶim kimya bilgilerini nasĔl kullanacaĶĔmĔ 
d¿Ĺ¿n¿r¿m.  

(1) (2) (3) (4) (5) 

20. Kimya ile ilgili bilgileri anlayamĔyorsam bu 
benim hatamdĔr.  

(1) (2) (3) (4) (5) 

21. Kimya laboratuarĔnda ve projelerinde baĹarĔlĔ 
olacaĶĔmdan eminim.  

(1) (2) (3) (4) (5) 

22. Kimya ºĶrenmeyi ilgin­ bulurum.  (1) (2) (3) (4) (5) 

23. ¥ĶrendiĶim kimya bilgileri hayatĔmla iliĹkilidir.  (1) (2) (3) (4) (5) 

24. Kimya dersindeki bilgi ve becerileri tam olarak 
ºĶrenebileceĶime inanĔrĔm.  

(1) (2) (3) (4) (5) 

25. ¥ĶrendiĶim kimya bilgilerinin benim i­in pratik 
deĶeri vardĔr.  

(1) (2) (3) (4) (5) 

26. Kimya sĔnavlarĔ ve laboratuarlarĔ i­in iyi 
hazĔrlanĔrĔm.  

(1) (2) (3) (4) (5) 

27. Beni zorlayan kimya hoĹuma gider.  (1) (2) (3) (4) (5) 

28. Kimya sĔnavlarĔnda baĹarĔlĔ olacaĶĔma eminim.  (1) (2) (3) (4) (5) 

29. Kimya dersinden en y¿ksek notu alabileceĶime 
inanĔrĔm.  

(1) (2) (3) (4) (5) 

30. Kimya ile ilgili bilgileri anlamak bana baĹarĔ 
hissiyatĔ verir.  

(1) (2) (3) (4) (5) 
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APPENDIX D  
 

Interview Questions   
 

¥Ķrenci Gºr¿Ĺme SorularĔ  

Asitler ve Bazlar 

1. Asit ve baz denince aklĔna ne geliyor?  

ü ¥Ķrenci tanĔm yapmazsa:  

Asitleri tanĔmla desem nasĔl bir tanĔm yaparsĔn?  

BazlarĔ tanĔmla desem nasĔl bir tanĔm yaparsĔn?  

¦­ tane asit ºrneĶi verebilir misin?  

¦­ tane baz ºrneĶi verebilir misin?  

Asitlerin ve bazlarĔn ºzellikleri hakkĔnda ne sºyleyebilirsin?  

ü ¥Ķrenci cevap veremezse:  

Asitlerin genel özellikleri nelerdir? ¥rneĶin, asitlerin pH özellikleri 

nelerdir?, Turnusol kaĶĔdĔnda nasĔl bir deĶiĹiklik yaparlar?, BaĹka 

maddelerle tepkimeye girerler mi?, ElektriĶi iletirler mi?.  

BazlarĔn genel ºzellikleri nelerdir? ¥rneĶin, bazlarĔn pH özellikleri 

nelerdir?, Turnusol kaĶĔdĔnda nasĔl bir deĶiĹiklik yaparlar?, BaĹka 

maddelerle tepkimeye girerler mi?, ElektriĶi iletirler mi?.  

Ne biliyorsun baĹka asitler ve bazlar hakkĔnda?  

 

2. Sence g¿nl¿k hayatĔmĔzda asidik veya bazik maddelerle karĹĔlaĹĔyor muyuz?  

Bu maddelerin asidik veya bazik olduĶunu nasĔl biliyorsun?  

ü ¥Ķrenci örnek veremezse:  

Sence bulaĹĔk deterjanĔ, sirke, kola, limon ve sabun asidik mi bazik mi?  

BunlarĔn asidik veya bazik olduĶuna nasĔl karar veriyorsun?  

 

3. (¥Ķrenciye HCl, NaOH, CH3COOH, BF3, NH3 ve NaCl ­ºzelti Ĺekilleri 

örnekleri gösterilir) 

Buradaki erlenleri d¿Ĺ¿nd¿Ķ¿nde ­ºzeltilerin asitliĶi veya bazlĔĶĔ hakkĔnda ne 

d¿Ĺ¿n¿yorsun? Bu ­ºzeltilerin asidik veya bazik olduĶuna nasĔl karar veriyorsun? 
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4. (¥Ķrenciye Ĺekildeki gibi iki tane yarĔsĔna kadar dolu erlen gºsterilir. ķki erlen de 

renksiz çözelti içermektedir. Çizim için HA ve BOH örnekleri verilebilir.)  

 

Bu beherlerden birinde pH deĶeri 4 olan bir ­ºzelti diĶerinde de pOH deĶeri 4 

olan bir ­ºzelti vardĔr. Buradaki çözeltiler için ne söyleyebilirsin?  

pH deĶeri 4 olan ­ºzeltiyi tespit etmeni istersem nasĔl bir yol izlersin? Her hangi 

bir malzemeye ihtiyacĔn olabilir mi?  

ü ¥Ķrenci cevap veremezse:  

ķndikatºr denince aklĔnda bir Ĺey ­aĶrĔĹĔyor mu?  

Turnusol kaĶĔdĔ hakkĔnda bir fikrin var mĔ?   

Gºr¿Ĺ¿ ­ok kuvvetli bir cihaz olsa elinde, maddeleri tanecik boyutunda 

gºrebildiĶini d¿Ĺ¿n, bu cihazla bu ­ºzeltilere baktĔĶĔnda ne gºr¿rd¿n resmeder 

misin?  

 

pH veya pOH denince aklĔna ne geliyor?  

ü ¥Ķrenci cevap veremezse:  



 

 

 

248 

 

 

  

Sadece asidik ­ºzeltiler i­in mi pH deĶerinden sºz ederiz?  

Bazik ­ºzeltilerin pH deĶeri var mĔdĔr?  

pH ile pOH arasĔnda bir iliĹki var mĔdĔr?  

Bu iki erlendeki çözeltileri baĹka bir erlende karĔĹtĔrsak ne gºzlemleriz?  

Tepkime oluĹur mu?  

5. (¥Ķrenciye Ĺekildeki gibi iki erlen gösterilir, birisinin kuvvetli bir asit çözeltisi 

diĶerinin de zayĔf bir asit ­ºzeltisi olduĶu belirtilir. HCl ve HCN örnekleri 

verilerek ºĶrenciler bu maddeleri kullanarak resmedebilirler.)  

Kuvvetli veya zayĔf asit çözeltisi denince aklĔna ne geliyor?  

Ne fark vardĔr sence bu ­ºzeltiler arasĔnda?  

Gºr¿Ĺ¿ ­ok kuvvetli bir cihaz olsa elinde, maddeleri tanecik boyutunda 

gºrebildiĶini d¿Ĺ¿n, kuvvetli ve zayĔf asit i­eren bu ­ºzeltilere bu cihazla 

baktĔĶĔnda ne gºr¿rd¿n?   

 

AĹaĶĔda verilen asit ­ºzeltilerini kuvvetliliklerine gºre nasĔl sĔralarsĔn?   

            

    a) 0.1 M HCl              b) 0.01 M HCl            c) 0.001 M HCl 

Kuvvetli asit                                   
çözeltisi  

ZayĔf asit                                   
çözeltisi  

  0.1M                            0.01M                          0.001M 

  HCl                               HCl                               HCl 
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6. (¥Ķrenciye kabaca nºtrleĹme etkinliĶi gºsterisi yapĔlĔr. ķki tane farklĔ erlen 

gºsterilir, birisinin i­erisinde bir miktar fenolftalein indikatºr¿ olduĶu belirtilir, 

diĶerinin i­erisinde ise bir Ĺey olmadĔĶĔ gºsterilir. Elimizdeki asidik ­ºzeltiden 

eĹit miktarda bu iki erlene ilave edilir. Daha sonra, bazik ­ºzeltiden de eĹit 

miktarda alĔnarak i­erisinde asidik ­ºzelti olan erlene ilave edilir. ¥Ķrencinin 

indikatör olan erlende renk deĶiĹimini gözlemlemesi saĶlanĔr. DiĶer erlen i­in de 

aynĔ iĹlem tekrarlanĔr, fakat burada renk deĶiĹimi gºzlenmez.)   

AynĔ maddeleri ilave etmemize raĶmen, iki erlende farklĔ durum gºzlendi. Bu iki 

farklĔ durum i­in ne d¿Ĺ¿n¿yorsun?  

Neden fenolftalein indikatörü bulunan erlende renk deĶiĹimi gºzlendi?  

ķki ­ºzeltiyi karĔĹtĔrdĔĶĔmĔza herhangi bir tepkime oluĹur mu?  

ü ¥Ķrenci cevap veremezse:  

NºtrleĹme denince aklĔna ne geliyor?  

Tepkimeye giren ve oluĹan ¿r¿nler nelerdir?  

ķndikatºr nedir? NasĔl bir fonksiyonu vardĔr?   

KarĔĹtĔĶĔmĔz bu asit ­ºzeltisinin 100ml 0.1M HCl ­ºzeltisi ve baz ­ºzeltisinin 

100ml 0.1M NaOH ­ºzeltisi olduĶunu gºz ºn¿ne aldĔĶĔnda, verilen tepkimeyi 

nasĔl tamamlarsĔn?  

Elde ettiĶimiz bu son ­ºzeltiyi aĹaĶĔdaki Ĺekle nasĔl resmedersin?  

Bu son çözeltinin pH deĶeri hakkĔnda ne sºyleyebilirsin?  

                                             HCl + NaOH ɸ  
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Bu ºrnekte, kuvvetli bir asit ve kuvvetli bir baz kullandĔk. EĶer ki, ­ºzeltilerden 

birisi zayĔf bir ­ºzelti olsaydĔ a­ĔklamalarĔnda herhangi bir deĶiĹiklik olur muydu? 

¥rneĶin, elinde zayĔf bir asit ­ºzeltisi ve kuvvetli bir baz ­ºzeltisi bulunuyor ve 

sen bunlarĔ baĹka bir beherde karĔĹtĔrĔyorsun. Bu durum i­in ne d¿Ĺ¿n¿yorsun?  

ü ¥Ķrenci cevap veremezse:  

Bu durumda yine nºtrleĹme olayĔ olur mu?  

Tepkime sonucunda oluĹan ¿r¿nler nelerdir?  

¢ºzeltinin pH deĶeri i­in ne sºyleyebilirsin?  

 

KimyayĔ ¥Ķrenmeye yºnelik Motivasyonla ilgili Gºr¿Ĺme SorularĔ   

1. Kimya hakkĔnda bir Ĺeyler ºĶrenmek hoĹuna gidiyor mu?  

Neden bºyle d¿Ĺ¿n¿yorsun?  

2. Kimya ºĶrenmek senin için önemli mi?  

Kimya hakkĔnda bilgi sahibi olmak sana ne kazandĔrĔr?  

3. Kimya dersinde ºĶrendiĶin bilgilerin senin i­in faydalĔ olduĶunu d¿Ĺ¿n¿yor musun?  

4. Kimya dersine hi­ girmemiĹ biri ile kendini kĔyasladĔĶĔnda aranĔzda herhangi bir fark 

olduĶunu d¿Ĺ¿nüyor musun?  

Bug¿ne kadar ºĶrendiĶin kimya bilgisi senin nasĔl iĹine yaradĔ?  

5. Kimya dersiyle ilgili hoĹuna giden veya gitmeyen ºzellikler nelerdir?  

6. Kimya dersini nasĔl ºĶrenmek isterdin?  

 

Uygulama sonrasĔ gºr¿Ĺme sorularĔna ilave edilen sorular  

1. Asitler ve bazlar ¿nitesini ºĶrenirken ºnceki ¿nitelerdeki ºĶrenmelerini kĔyasladĔĶĔnda 

benzerlikler veya farklĔlĔklar hissettin mi? 

2. Asitler ve bazlar ¿nitesini ºĶrenirken genelde siz grubunuzla beraber etkinlikleri 

yaptĔnĔz. Bu Ĺekildeki ºĶrenme hakkĔnda ne d¿Ĺ¿nüyorsun?  

3. Etkinliklerin kontroll¿n¿n sizin ¿zerinizde olmasĔ sizde bir problem yarattĔ mĔ? 

4. ZorlandĔĶĔn veya hoĹlanmadĔĶĔn bir etkinlik oldu mu?  

5. YaptĔĶĔnĔz etkinliklerle ilgili sºylemek istediklerin var mĔ?  

6. Sence bu yºntemle ºĶrenmek etkili veya verimli oldu mu? Olumlu veya olumsuz 

belirtmek istediĶin d¿Ĺ¿nceler var mĔ?  

7. Kimya dersine yºnelik d¿Ĺ¿ncelerinde deĶiĹiklik oldu mu?  
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8. Bu tarz ºĶrenme ile ilgili baĹka eklemek istediklerin var mĔ? 

 

¥Ķretmen Gºr¿Ĺme SorularĔ  

1. Asitler ve bazlar ünitesinin ºĶretiminde uyguladĔĶĔnĔz ºĶrenme dºng¿s¿ yaklaĹĔmĔ 

için neler söylemek istersiniz?  

2. ¥nceki konu anlatĔmlarĔnĔz ile kĔyaslarsanĔz asitler ve bazlar ¿nitesinin anlatĔmĔnda ne 

tür benzerlikler ve farklĔlar ger­ekleĹtirdiniz?  

3. Uygulama esnasĔnda sĔnĔf i­inde ºĶrencilerin derse yºnelik davranĔĹlarĔnda farklĔlĔklar 

gözlemlediniz mi? Gözlemlediyseniz bunlar nelerdir?  

4. ¥Ķrenme dºng¿s¿ yaklaĹĔmĔna gºre hazĔrlanmĔĹ asitler ve bazlar ¿nitesi ºĶretiminin, 

ºĶrencilerin hangi yºnlerini geliĹtirdiĶini d¿Ĺ¿n¿yorsunuz?  

5. Asitler ve bazlar ünitesinin ºĶretiminde herhangi zorluklarla karsĔlaĹtĔnĔz? 

6. ¥Ķrenciler, size uygulama esnasĔnda dersin isleyiĹiyle ilgili herhangi bir olumlu veya 

olumsuz gºr¿Ĺ ilettiler mi?  

7. Daha sonraki anlatĔmlarĔnĔz i­in ºĶrenme dºng¿s¿ yaklaĹĔmĔnĔ ileriki ders planlarĔnĔza 

uygulamayĔ d¿Ĺ¿n¿r m¿s¿n¿z?  
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APPENDIX E  
 

 

CLASSROOM OBSERVATION CHECKLIST  

SĔnĔf Gºzlem Formu Evet KĔsmen HayĔr NA 

1. SĔnĔf/Laboratuar ortamĔ ders yapmaya elveriĹli mi?      

2. SĔnĔfta/Laboratuarda ºĶrenciler i­in yeterli 

sĔra/banko var mĔ?  

    

3. ¥Ķrenciler derse katĔlmaya istekli mi?      

4. ¥Ķrenciler yeni bilgiler ºĶrenmeye hevesli mi?      

5. ¥Ķrenciler sĔnĔf i­i etkinlik tartĔĹmalarĔna 

katĔlĔyorlar mĔ?  

    

6. ¥Ķrenciler grup i­i etkinlik tartĔĹmalarĔna 

katĔlĔyorlar mĔ? 

    

7. ¥Ķrenciler, etkinlikleri grup halinde beraber 

ger­ekleĹtiriyorlar mĔ?  

    

8. ¥Ķrenciler, etkinlikten faydalanarak kavramlarĔ 

anlamaya ­alĔĹĔyor mu? 

    

9. ¥Ķrenciler gruplar halinde etkili bir Ĺekilde 

­alĔĹĔyorlar mĔ?  

    

10. ¥Ķrenciler, ºĶretmen konu hakkĔnda bilgi verirken 

not tutuyorlar mĔ?  

    

11. ¥Ķrenciler, s¿rekli bilgi alan konumunda mĔdĔr?      

12. ¥Ķrenciler, ºĶrenmek i­in sorgulayĔcĔ etkinlikler 

ger­ekleĹtiriyorlar mĔ?  

    

13. ¥Ķrenciler, aktif olarak derse katĔlĔyorlar mĔ?      

14. ¥Ķrenciler, bilgiye ulaĹmak i­in gayret ediyorlar 

mĔ?  

    

15. ¥Ķrenciler, ders sonunda neler ºĶrendiklerini 

deĶerlendirdiler mi?  

    

16. ¥Ķretmen, ºĶrencilerin ilgisini ­ekebiliyor mu?      

17. ¥Ķretmen, ºĶrencilerin rahat hissedebileceĶi bir 

ortam saĶlĔyor mu?  

    

18. ¥Ķretmen, ºĶrencilerin ºnceki dersle ilgili 

ºĶrenmelerini sorguluyor mu?  
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SĔnĔf Gºzlem Formu Evet KĔsmen HayĔr NA 

19. ¥Ķretmen, ºĶrencilere kavramsal sorular soruyor 

mu? 

    

20. ¥Ķretmen, ºĶrencilere merak uyandĔran sorular 

soruyor mu?  

    

21. ¥Ķretmen, ºĶretimi g¿nl¿k hayat ºrnekleriyle 

Ĺekillendiriyor mu?  

    

22. ¥Ķretmen, ºĶrencilerin konu ile ilgili ºĶrenmelerini 

sorguluyor mu?  

    

23. ¥Ķretmen, ºĶrencilerin etkinliklerle ilgili 

tahminlerini sorguluyor mu?  

    

24. ¥Ķretmen, ºĶrencilere d¿Ĺ¿nmelerini sevk eden 

sorular soruyor mu?  

    

25. ¥Ķretmen, kavram ºĶretimini doĶrudan 

ºĶrencilere veriyor mu?  

    

26. ¥Ķretmen, ders esnasĔnda ºĶrencilerin soru 

sormasĔna izin veriyor mu?  

    

27. KavramlarĔn ºĶrenilmesi amacĔyla etkinlikler 

yapĔlĔyor mu?  

    

28. ¥Ķretmen, s¿rekli bilgi veren konumunda mĔdĔr?      

29. ¥Ķretmen, grup i­i ve sĔnĔf i­i etkinliklerde 

ºĶrencileri cesaretlendiriyor mu?  

    

30. ¥Ķretmen, grup i­i ve sĔnĔf i­i etkinliklerde 

ºĶrencilere rehberlik ediyor mu?  

    

31. ¥Ķretmen, konu ºĶretiminde ºĶrencilerin kavram 

yanĔlgĔlarĔ gidermeye ­alĔĹĔyor mu?  

    

32. ¥Ķretmen, ders sonunda ºĶrencilerin 

ºĶrenmelerini sorguluyor mu?  

    

 

SĔnĔf: ééééééééééé 

Tarih: éééééééé.éé. 

Ders s¿resi: éééééééé. 

DeĶerlendiren: ééééééé 
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APPENDIX F  

 

STUDENT HANDOUTS   

 

Fð1. ACIDS AND BASES 

 

Asitler ve Bazlar 

Ne biliyorum? Ne ¥Ķrenmek ķstiyorum? 

 

 
 

 
 

 
 

 
 

 
 

 

Ne ¥Ķrendim? 
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F-2A. A DAY WITH MELIS ( MELķSõķN BķR G¦N¦)  

 
{ƤƴƤŦƤƴƤȊΥ                                                                                    DǊǳǇ bǳƳŀǊŀƴƤȊΥ 
AdƤnƤȊ {ƻȅŀŘƤƴƤȊΥ 

 

Asitler ve Bazlar 

Melis ¿niversite birinci sĔnĔf ºĶrencisi ve kimya 

m¿hendisliĶinde okuyor. Melisõin bug¿n ºnemli bir 

dersten sĔnavĔ var ve sĔnavĔna biraz daha ­alĔĹmak i­in 

erkenden kalktĔ. KahvaltĔsĔnĔ yapmayarak sĔnav ile ilgili 

okumalarĔnĔ tekrar ederken bir Ĺeyler atĔĹtĔrmayĔ tercih 

etti, kahve ve ­ikolata sevdiĶi bir ikiliydi. Melis ­ikolata yemenin saĶlĔklĔ olmadĔĶĔnĔ bilse 

de, ­ikolatanĔn tadĔ ­ok hoĹuna gidiyordu. DiĶer yandan, uyanĔk olabilmek i­in s¿ts¿z 

kahvesinden bol bir yudum alarak ders notlarĔnĔ tekrar etmeye devam etti. Ders 

notlarĔnĔn tekrarĔnĔ bitirdikten sonra bardaĶĔnĔ bulaĹĔk deterjanĔyla yĔkadĔ.  

Melisõin sĔnav yaklaĹtĔk­a stresi daha da artĔyordu ve midesinde yanma hissetti ve 

birka­ kaĹĔk yemek sodasĔnĔ su ile karĔĹtĔrĔp i­ti ve ¿niversiteye gitmek i­in hazĔrlanmaya 

baĹladĔ. ¦zerini deĶiĹtirdi, dersleri i­in gerekli kitap ve defterlerini ­antasĔna yerleĹtirdi. 

DiĹlerini fĔr­alamak i­in banyoya gitti. ¥nceki g¿n banyonun temizliĶinde ev arkadaĹĔ 

­amaĹĔr suyu kullandĔĶĔ i­in banyonun i­i hala hi­ sevmediĶi keskin ­amaĹĔr suyu 

kokuyordu. DiĹlerini fĔr­alarken banyodaki ­amaĹĔr suyu kokusundan yine rahatsĔz oldu. 

DiĹ fĔr­asĔna fĔndĔk b¿y¿kl¿Ķ¿nde diĹ macunu koydu ve dikkatli bir Ĺekilde diĹlerini 

fĔr­aladĔ. Artik ¿niversiteye gitmeye hazĔrdĔ, evden ­Ĕkmadan acele ile ­antasĔna da bir 

elma attĔ.  

Evden dĔĹarĔ ­ĔktĔĶĔnda hafiften yaĶmur ­iseliyordu, hĔzlĔ adĔmlarla otob¿s 

duraĶĔnda gitti ve onu okula gºt¿recek otob¿s¿ beklemeye baĹladĔ. Melisõin otob¿s¿ 

beklerken duraĶĔ karĹĔsĔndaki mermerden yapĔlmĔĹ bir heykele gºz¿ iliĹti. Heykeldeki 

aĹĔnmalar daha ºnce dikkatini ­ekmemiĹti. YaĶmura raĶmen otob¿s zamanĔnda geldi ve 

hemen otob¿se bindi. Beklerken montu ve ­antasĔ ĔslanmĔĹtĔ ve burnuna nem kokusu 

geliyordu.  

SĔnavĔ iyi ge­en Melis, sĔnavdan sonra kendini mutlu ve rahatlamĔĹ hissetti. Sabah 

­antasĔna koyduĶu elmayĔ zevkle yedi. SĔnav stresini ¿zerinden atmak i­in Melis ve 
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arkadaĹlarĔ bir yerlere gitmeye karar verdiler. ¥ncelikle bir Ĺeyler yemek istiyorlardĔ. 

Mek©na gittiklerinde yemeĶine baĹlamadan ºnce Melis ellerini sabunla yĔkadĔ. 

ArkadaĹlarĔ ne yiyeceklerine karar vermiĹlerdi hĔzlĔca men¿ye gºz attĔ. Sabahki saĶlĔksĔz 

kahvaltĔdan sonra hamburger ve kĔzartĔlmĔĹ patates gibi saĶlĔksĔz Ĺeyler yemek 

istemiyordu. Tavuklu salata yiyerek onu dengelemek istedi ve içecek olarak da kola 

yerine ayran sipariĹi verdi. SipariĹleri beklerken sĔnav sorularĔnĔ tartĔĹmaktan 

alĔkoyamadĔlar kendilerini. SalatasĔ geldiĶinde tuz ve sirke ilavesi yaptĔ. Melis afiyetle 

salatasĔnĔ yerken bir yandan da ayranĔnĔ yudumluyordu. Yemekten sonra Melis ve 

arkadaĹlarĔ ­imlerin ¿zerine oturup ­ay i­meye karar verdiler. ¢ayĔn yanĔna bir par­a kek 

de aldĔlar, Melisõin aklĔna annesinin yaptĔĶĔ nefis kekler geldi. Annesini ºzlemiĹti sĔnav 

haftasĔ biter bitmez ailesinin yanĔna gitmeye karar verdi. Melis ­imlerde uzanĔrken 

­imlere d¿Ĺen kek kĔrĔntĔsĔnĔ sĔrtĔna y¿klemiĹ karĔncayĔ seyre daldĔ.  

Melis arkadaĹlarĔyla vakit ge­irmekten keyif alĔyordu ama eve dºn¿p diĶer 

sĔnavlarĔna hazĔrlanmasĔ gerekiyordu. ArkadaĹlarĔyla vedalaĹĔp evin yolunu tuttu. Eve 

dönd¿Ķ¿nde ev arkadaĹĔnĔ aĶlarken buldu, ona neden ¿z¿ld¿Ķ¿n¿ sordu. Ev arkadaĹĔ ise 

ona g¿l¿yordu ­¿nk¿ gºzyaĹlarĔnĔn nedeni ¿z¿nt¿ deĶil yemek i­in doĶradĔĶĔ soĶandĔ. 

Melis de salata yaparak ev arkadaĹĔna akĹam yemeĶini hazĔrlamasĔna yardĔm etti. 

Maydanoz, domates, yeĹilbiber, salatalĔk ve kĔrmĔzĔl©hanayĔ dikkatlice yĔkayarak salatayĔ 

hazĔrladĔ ve beraber keyifli bir yemek yediler. Yemek sonrasĔ bulaĹĔklarĔ yĔkadĔktan sonra 

da odalarĔna ders ­alĔĹmaya gittiler. ķlerleyen saatlerde Melisõin ev arkadaĹĔ elma, uzum, 

Ĺeftali gibi meyvelerden hazĔrladĔĶĔ bir meyve tabaĶĔnĔ getirdi, beraber sohbet ederek 

meyve yediler.  

G¿n¿n temposundan mĔ bilinmez Melis baĹĔnda bir aĶrĔ hissetti, her ne kadar 

sĔklĔkla ila­ i­memeye ­alĔĹsa da bir aĶrĔ kesici onun baĹ aĶrĔsĔnĔ hafifletebilirdi. Biraz 

daha ders ­alĔĹtĔ. AldĔĶĔ aĶrĔ kesici yavaĹ yavaĹ etkisini gºstermeye baĹladĔ, baĹ aĶrĔsĔ 

hafifliyordu. Saat epey ilerlemiĹti artĔk yatmasĔ gerekiyordu, yatmadan ºnce her zaman 

yaptĔĶĔ gibi bir bardak ĔlĔk s¿t¿n¿ i­ti ve diĹlerini fĔr­aladĔ. Yatakta biraz kitap okuduktan 

sonra uykuya daldĔ.  

 

 
 

 

× OkuduĶunuz metinde, Melisõin g¿nl¿k hayatta karĹĔlaĹtĔĶĔ asidik ve bazik 

maddeleri tahmin ediniz. Neden asidik veya bazik olduklarĔnĔ d¿Ĺ¿n¿yorsunuz?  

× Grup arkadaĹlarĔnĔzla asidik veya bazik olarak tahmin ettiĶiniz maddeler 

arasĔnda benzer maddeler var mĔ? FarklĔ cevap verdiĶiniz maddeleri tartĔĹĔnĔz.  
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Senin Kiĸisel Gºr¿ĸlerin:  

 

 
 

 
 

 

 
 

 
 

 

Grup Arkadaĸlarēnēzla Gºr¿ĸleriniz:  
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F-2B. AN ACID OR A BASE ?   
 

 
ASi T Mi ? BAZ MI?  

 

Evden getirdiĶiniz veya ºĶretmeninizden aldĔĶĔnĔz en az 4 malzemeyi turnusol 

kaĶĔdĔ ile test ederek asidik mi yoksa bazik bir madde mi olduĶuna arkadaĹlarĔnĔzla 

tartĔĹarak karar veriniz?  

Elde ettiĶiniz sonu­larĔ tahtadaki postere grup numaranĔzĔ belirterek not ediniz.  

 

KullandĔĶĔnĔz Madde 
Tahmin 

Asit ? Baz ? 

Turnusol KaĶĔdĔ 
Sonuç 

KĔrmĔzĔ Mavi 
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F-2C. A DAY WITH MELIS   

 
MELķSõķN BķR G¦N¦  

 

Asitler ve Bazlar 

Melis ¿niversite birinci sĔnĔf ºĶrencisi ve kimya 

m¿hendisliĶinde okuyor. Melisõin bug¿n ºnemli bir dersten 

sĔnavĔ var ve sĔnavĔna biraz daha ­alĔĹmak i­in erkenden kalktĔ. 

KahvaltĔsĔnĔ yapmayarak sĔnav ile ilgili okumalarĔnĔ tekrar 

ederken bir Ĺeyler atĔĹtĔrmayĔ tercih etti, kahve ve ­ikolata 

sevdiĶi bir ikiliydi. Melis ­ikolata yemenin saĶlĔklĔ olmadĔĶĔnĔ 

bilse de, ­ikolatanĔn tadĔ ­ok hoĹuna gidiyordu [T¿k¿r¿k karmaĹĔk bir salgĔdĔr; pH deĶeri nºtre 

yakĔn olup 7,4 civarĔndadĔr. Melis yediĶi ­ikolata azĔ diĹlerine yapĔĹĔp 

aĶzĔndaki bakteriler i­in de kahvaltĔ niteliĶini taĹĔmaktadĔr. AĶzĔmĔzdaki 

çikolata, Ĺekerleme gibi tatlĔ yiyeceklerden gelen Ĺeker aside dºn¿Ĺ¿r ve diĹ 

minesini ­ºzer. DiĹ minesi %98 oranĔnda hidroksiapatitten 

(Ca5(PO4)3OH) oluĹup diĹin en dĔĹ tabakasĔ olup ĹeffaflĔĶĔnĔ verir ve doĶada elmastan sonraki en 

sert maddedir.  Her iyonik katĔ gibi sulu ortamda hidroksiapatit de devamlĔ olarak ­ºz¿n¿r ve 

­ºkelir. ¢ºz¿nme ve ­ºkelme dengesi s¿recinde t¿k¿r¿Ķ¿m¿z ­ok asidik olmadĔĶĔ s¿rece 

kalsiyum, fosfat ve hidroksit iyonlarĔnĔ i­erir ve bu denge tepkime denklemi aĹaĶĔdaki gibidir:  

Ca5(PO4)3OH(k)  5Ca+2(suda) + 3PO4-3(suda) + OH -(suda) 

Bu dengeden dolayĔ, diĹ minemizde bir deĶiĹiklik gºzlenmez. Fakat bazĔ yiyecekler bu dengeyi 

bozarlar. AĶzĔmĔzdaki bakteriler yediĶimiz yiyecekleri par­alar, ºzellikle yiyeceklerdeki y¿ksek 

Ĺeker miktarĔndan, laktik asit ve asetik asit gibi asitler oluĹur. Bu asitler, t¿k¿r¿kteki hidroksit 

iyonlarĔnĔ nºtrler ve ­ºkelme tepkimesi yavaĹlar. Ca5(PO4)3OH çözünmeye devam eder; 

dolayĔsĔyla diĹlerin koruyucu kaplamasĔnda net bir azalma gºzlenir. ķ­tiĶimiz sulardaki ve diĹ 

macunumuzdaki flor bu bahsettiĶimiz hasarĔn azaltmamĔza yardĔmcĔ olur. Flor iyonu, ­ºkelme 

tepkimesindeki hidroksit iyonunun (OH-) yerini alĔr ve orijinal diĹ minesine benzer florapatitt, 

Ca5(PO4)3F, çökelir. Çökelme ve çözünme denge tepkime denklemi aĹaĶĔdaki gibidir:  

5Ca+2(suda) + 3PO4-3(suda) + F-(suda)  Ca5(PO4)3F(k) 

Florapatit, hidroksiapatite gºre 100 kat daha az ­ºz¿n¿rd¿r; dolayĔsĔyla asidik maddelerden daha 

az etkilenir. Bu nedenle diĹlerimizi d¿zenli olarak fĔr­alamamĔz diĹ minesinin saĶlĔĶĔ a­ĔsĔndan 
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önemlidir.].  

Melis diĶer yandan, uyanĔk olabilmek i­in s¿ts¿z kahvesinden bol bir 

yudum alarak ders notlarĔnĔ tekrar etmeye devam etti [Kahve hafif 

asidik bir i­ecektir, pH deĶeri 5 civarĔndadĔr.]. Ders notlarĔnĔn tekrarĔnĔ 

bitirdikten sonra bardaĶĔnĔ bulaĹĔk deterjanĔyla yĔkadĔ [Deterjanlar 

genelde bazik maddeler içerir. Fakat tuvalet temizleyiciler gibi fosforik asit (H3PO4) veya 

hidrojen sülfat (HSO4-) gibi asitleri i­eren temizlik malzemeleri de vardĔr. Ev temizliĶinde veya 

­amaĹĔr yĔkamada kullanĔlan ­amaĹĔr suyu sodyumhipoklorit (NaClO) ­ºzeltisidir ve hipoklorit 

iyonu (OCl-) bazik bir ­ºzeltinin klor gazĔ ile tepkimesinden 

oluĹur. Denge tepkime denklemi aĹaĶĔdaki gibidir:  

Cl2(g) + 2OH-(suda)  OCl-(suda) + Cl-(suda) + H2O(s) 

Bu tepkimede klor atomlarĔ Cl2õdan OCl-ôye devamlĔ olarak 

birbirine dºn¿Ĺ¿r. Bazik bir ­ºzeltide, ileri yºnl¿ tepkimenin hĔzĔ 

klor gazĔnĔn b¿y¿k bir kĔsmĔnĔ ĹiĹe i­erisinde OCl- formunda 

tutacak kadar hĔzlĔdĔr. Fakat ­amaĹĔr suyu bir asit ­ºzeltine ilave 

edilirse, bazik ­amaĹĔr suyundaki hidroksit iyonlarĔ asitteki H+ iyonlarĔ ile su oluĹturmak i­in 

tepkimeye girer. Ortamdaki hidroksit iyonlarĔnĔn azlĔĶĔndan dolayĔ, Cl2 ve OH- arasĔndaki 

tepkime yavaĹlarken ters yºndeki tepkime aynĔ hĔzda ger­ekleĹmeye devam eder. Bu durum klor 

gazĔnĔn tehlikeli d¿zeye gelmesine neden olur. Bundan dolayĔdĔr ki, ­amaĹĔr suyu ĹiĹelerinin 

etiketlerinin üzerine tuvalet temizleyiciler gibi asidik maddeler içerikli temizlik malzemeleri ile 

birlikte kullanmayĔn uyarĔsĔ yazĔlĔdĔr. Annenizi bu konu hakkĔnda uyarĔnĔz].  

Melisõin sĔnav yaklaĹtĔk­a stresi daha ­ok 

artĔyordu ve midesinde yanma hissetti ve 

birka­ kaĹĔk karbonatĔ su ile karĔĹtĔrĔp i­ti ve 

¿niversiteye gitmek i­in hazĔrlanmaya 

baĹladĔ  [Melisõin ayak¿st¿ abur-cubur 

kahvaltĔsĔ ve sĔnav ºncesi stresi midesinde hazĔmsĔzlĔĶa yol a­tĔ ve karbonat-su karĔĹĔmĔ midedeki 

fazla asidi nºtrleĹtirmeye yardĔmcĔ oldu. ¢¿nk¿ karbonat midedeki asit fazlasĔnĔ nºtrleyecek 

sodyum bikarbonat (NaHCO3) içerir]. Melis ¿zerini deĶiĹtirdi, gerekli kitap ve defterleri 

­antasĔna yerleĹtirdi. DiĹlerini fĔr­alamak i­in banyoya gitti. ¥nceki g¿n banyonun temizliĶinde 

ev arkadaĹĔ ­amaĹĔr suyu kullandĔĶĔ i­in banyo hi­ hoĹlanmadĔĶĔ keskin ­amaĹĔr suyu kokuyordu. 

DiĹ fĔr­asĔna fĔndĔk b¿y¿kl¿Ķ¿nde diĹ macunu koydu ve dikkatli bir Ĺekilde diĹlerini fĔr­aladĔ. 

[DiĹ macunlarĔ genellikle bazik maddeler i­ermektedir ve pH deĶerleri 8 civarĔndadĔr. AĶĔz 
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i­erisinde biriken Ĺeker ve yemek artĔklarĔndan oluĹan bakterin yok 

edilmesinde yardĔmcĔ olurlar] Artik üniversiteye gitmeye hazĔrdĔ, evden 

­Ĕkmadan acele ile ­antasĔna da bir elma attĔ [Malik asit, elma öncelikli 

olmak ¿zere, bir­ok meyve ve sebzede doĶal olarak bulunan bir asittir. 

1785 yĔlĔnda ilk kez Carl Wilhelm Scheele tarafĔndan elmadan izole 

edilmiĹtir. 1787'de ise, bu aside Antoine Lavoisier Latincede elma anlamĔna gelen "malik asit" 

adĔnĔ vermiĹtir.].  

Melis, evden dĔĹarĔ ­ĔktĔĶĔnda yaĶmur hafif­e ­iseliyordu, hĔzlĔ 

adĔmlarla otob¿s duraĶĔnda gitti ve onu okula gºt¿recek otob¿s¿ 

beklemeye baĹladĔ [Asitlerin sulu çözeltileri suda iyonlar oluĹtururlar. 

ķyonlaĹmĔĹ sĔvĔlara elektrolit denir. Bu sĔvĔlar elektrik akĔmĔnĔ iletirler. 

Asitlerin suya verdiĶi bu ºzelliĶinden faydalanĔlarak kimyasal piller 

yapĔlĔr. Ak¿ler kimyasal pillerdir, bir sonraki ¿nitede kimyasal piller ile ilgili detaylĔ bilgi 

verilecektir]. Melisõin otob¿s¿ beklerken duraĶĔn karĹĔsĔndaki mermerden yapĔlmĔĹ bir heykele 

gºz¿ iliĹti. Heykeldeki aĹĔnmalar daha ºnce dikkatini ­ekmemiĹti [DoĶal yaĶmurun pH deĶeri 

5,6 civarĔndadĔr; bu deĶerden daha az olan yaĶmurlar asit yaĶmurlarĔ olarak adlandĔrĔlĔrlar. DoĶal 

yaĶmur atmosferdeki karbondioksiti, azot dioksiti ve k¿k¿rt trioksiti ­ºzd¿Ķ¿ i­in biraz asidiktir. 

K¿k¿rt dioksit de volkanik patlamalar ve orman yangĔnlarĔ sonucunda oluĹur. Havadaki azot 

dioksitle etkileĹmesi sonucu k¿k¿rt trioksite dºn¿Ĺ¿r, SO3:  

SO2(g) + NO2(g) Ą SO3(g) + NO(g) 

DoĶal yollardan oluĹan havadaki NO2(g) ve SO2(g) seviyelerini aynĔ zamanda biz insanlar da 

y¿kseltiyoruz ve bºylece yaĶmurun asitliĶini de arttĔrmĔĹ oluyoruz. ¥rneĶin, kºm¿r oldukça 

y¿ksek oranda k¿k¿rt i­erir; kºm¿r yandĔĶĔnda k¿k¿rt, k¿k¿rt dioksite, SO2(g) dºn¿Ĺ¿r. K¿k¿rt 

dioksit de havada k¿k¿rt trioksite dºn¿Ĺ¿r ve yaĶmur suyunda 

çözünmesiyle sülfürik asit, H2SO4(suda) oluĹur. Her kullanĔlan taĹĔt da 

asit yaĶmurlarĔnĔn oluĹmasĔna katkĔsĔ olur. Azot ve oksijen i­eren hava, 

arabanĔn silindirlerinde ĔsĔndĔĶĔnda iki gazĔn tepkimesiyle azot monoksit, 

NO(g) oluĹur; bu gaz da daha sonra havada azot dioksite, NO2(g) 

dºn¿Ĺ¿r. Azot dioksit yaĶmur suyuyla bir araya gelerek nitrik asidi, 

HNO 3(suda) oluĹturur. ¥zellikle sanayileĹmenin yoĶun olduĶu 

bºlgelerde y¿ksek miktarlarda oluĹan k¿k¿rt oksit ve azot oksitlerin 

yaĶmur suyunda ­ºz¿nmesiyle, s¿lf¿rik asit (H2SO4), nitrik asit (HNO3) 

ve hidroklorik asit (HCl) oluĹur. Asit yaĶmurlarĔ, sadece bitkilerin, ormanlarĔn ve balĔklarĔn 

yaĹamlarĔnĔ etkilemekle (gºllerdeki pH seviyelerini deĶiĹtirdiĶi i­in) kalmaz, yapĔsĔnda kalsiyum 
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karbonat (CaCO3) bulunan heykelleri bile zamanla bozunmaya ve aĹĔnmaya uĶratĔr. YaĶmurdaki 

asit kalsiyum karbonatla tepkimeye girerek mermer heykellerin ve binalarĔn ­ºz¿nmesine neden 

olur:  

CaCO3(k) + 2HNO3(suda) Ą Ca(NO3)2(suda) + CO2(g) + H2O(s) 

Evlerimizde ­aydanlĔklarda, su borularĔnda kire­lenme olayĔnĔ sĔklĔkla gºzlemleriz. EĶer ki 

kire­lenmiĹ malzemeler asidik ­ºzeltiler ile temizlenirse yukarĔda verdiĶimiz tepkime ger­ekleĹir 

ve kalsiyum karbonat ­ºz¿nm¿Ĺ olur.]. YaĶmura raĶmen otob¿s zamanĔnda geldi ve hemen 

otob¿se bindi. Beklerken montu ve ­antasĔ ĔslanmĔĹtĔ ve burnuna nem kokusu geliyordu [Islak 

giysiler ve kirli spor giysilerinin karakteristik kokusu monoprotik bir asit olan hekzanoik asitten 

kaynaklanĔr, CH3CH2CH2CH2CH2CO2H]. SĔnavĔ iyi ge­en Melis, sĔnavdan sonra kendini mutlu 

ve rahatlamĔĹ hissetti. Sabah ­antasĔna koyduĶu elmayĔ zevkle yedi. 

SĔnav stresini ¿zerinden atmak i­in Melis ve arkadaĹlarĔ bir yerlere 

gitmeye karar verdiler. ¥ncelikle bir Ĺeyler yemek istiyorlardĔ. Mek©na 

gittiklerinde yemeĶine baĹlamadan ºnce Melis ellerini sabunla yĔkadĔ 

[Klasik sabunlar içerdikleri bazik maddelerden (sabun, kuvvetli bir 

bazĔn hayvansal yaĶlarĔn tepkimesi sonucundan elde edilir) dolayĔ 

deride kayganlĔk hissi verirler ve pH deĶerleri genelde 8ð10 arasĔnda deĶiĹiklik gºsterir. 

Cildimizin normal pH deĶeri 4,5ð6,5 arasĔnda deĶiĹir; ellerimizi klasik sabunlarla yĔkadĔĶĔmĔzda 

cildimizin pH deĶeri y¿kselir. Kuruluk hissi verir ama saĶlĔklĔ bir cilt kĔsa s¿rede tekrar gerekli 

nem ve pH dengesine kavuĹur]. ArkadaĹlarĔ ne yiyeceklerine karar vermiĹlerdi hĔzlĔca men¿ye 

gºz attĔ. Sabahki saĶlĔksĔz kahvaltĔdan sonra hamburger ve kĔzartĔlmĔĹ patates gibi saĶlĔksĔz Ĺeyler 

yemek istemiyordu. Tavuklu salata yiyerek onu dengelemek 

istedi ve içecek olarak da kola [KolanĔn tam olarak form¿l¿ 

bilinmese de i­erisinde sitrik asitle beraber Ĺeker, tatlandĔrĔcĔ, 

karamel, vanilya özütü, su gibi maddelerin 

olduĶu bilinmektedir ve pH deĶeri 2,5 

civarĔndadĔr] yerine ayran sipariĹi verdi. 

SipariĹleri beklerken sĔnav sorularĔnĔ tartĔĹmaktan alĔkoyamadĔlar 

kendilerini. SalatasĔ geldiĶinde tuz ve sirke ilavesi yaptĔ [Sirke asidik özellik gösterir ve pH deĶeri 

2,4 ð 3,4 arasĔnda olabilir. B¿t¿n asitler gibi sirke de ekĹi bir tada sahiptir. Asetik asit, 

CH3COOH sirkeye ekĹi tadĔnĔ ve keskin kokusunu vermesiyle bilinir. Sirke genelde %4ð8 

oranĔnda asetik asit i­erir ama turĹu kurmak i­in kullanĔlan sirkelerde bu oran %18'e varĔr. 

Sirkenin oluĹturduĶu asitli ortam gĔdalarĔn bozulmasĔna neden olacak ­oĶu mikroorganizmanĔn 

b¿y¿mesini engeller. Bu y¿zden turĹuluma sebzelerin ºmr¿n¿ uzatmak i­in etkili bir 

yöntemdir.]. Melis afiyetle salatasĔnĔ yerken [Melisõin midesi, tavuk etinin i­erdiĶi proteini 
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sindirime baĹlamak i­in bir miktar asit ¿rettir. Normal bir insanda, midedeki asidin pH deĶeri 1 

ile 2 arasĔnda deĶiĹebildiĶi gibi, mide ºzsuyunda %0,3 oranĔnda 

hidroklorik asit yer almaktadĔr. Hidroklorik asit, kendi baĹĔna, mideyi 

delebilecek g¿­te bir asittir. Ancak midede yer alan kalĔn mukus 

tabakasĔ, asidin mide epitellerine zarar vermesini engeller. Ancak, eĶer 

mukus tabakasĔ ­ok ince olursa veya asit ­ok d¿Ĺ¿k bir pH deĶerine 

sahipse, bunun sonucunda mide ekĹimesi, ¿lser veya refl¿ gibi mide 

rahatsĔzlĔklarĔ gºr¿lebilmektedir] bir yandan da ayranĔnĔ yudumluyordu  

[Ayran, yoĶurdun i­ine su katĔlarak elde edilen bir t¿r i­ecektir. YoĶurt ise, s¿t Ĺekerinin 

(laktozun), yoĶurt mayasĔnĔn etkisiyle kĔsmen laktik asit haline gelmesinden meydana gelen bir 

nevi pĔhtĔlaĹmĔĹ s¿tt¿r. Baksa bir ifadeyle, s¿tten (inek s¿t¿n¿n pH deĶeri 6,4 ila 6,8 arasĔnda 

farklĔlĔk gºsterir) yoĶurt ¿retiminde laktik asit (5,5 saat suresince mayalanan yoĶurdun pH deĶeri 

4,65 civarĔndadĔr) oranĔ artmaktadĔr. Laktik asit, 1780 yĔlĔnda Carl Wilhelm Scheele tarafĔndan 

keĹfedilen, form¿l¿ CH3CHOH-COOH olan bir organik hidroksiasittir. 1881'de ticari olarak 

b¿y¿k ºl­¿de ekĹimiĹ s¿tten elde edildi; bu y¿zden s¿t asidi de denir. Laktik asit baĹlĔ baĹĔna 

yoĶurt, ayran, kefir ve bazĔ peynirler gibi ekĹi s¿t ¿r¿nlerinde mevcuttur.].  

Yemekten sonra Melis ve arkadaĹlarĔ ­imlerin ¿zerine 

oturup çay içmeye karar verdiler  [¢ay doĶal bir pH belirteci 

(indikatºr)dir. ¢aydan baĹka kĔrmĔzĔl©hana, g¿l yapraĶĔ, 

kĔrmĔzĔ soĶan kabuĶu, ­ilek, kuĹburnu, kiraz gibi doĶal pH 

belirte­leri de ­ºzeltinin pH deĶerine baĶlĔ olarak renk 

deĶiĹtirme ºzelliĶine sahiptirler. Turnusol kaĶĔdĔ da pH belirtecidir ve belirte­leri ile ilgili detaylar 

ilerideki derslerde tartĔĹĔlacaktĔr]. ¢ayĔn yanĔna bir par­a kek de 

aldĔlar, Melisõin aklĔna annesinin yaptĔĶĔ nefis kekler geldi [Kek 

nasĔl kabarĔr? Neden bazĔ tariflerde kabartma tozu bazĔlarĔnda ise 

karbonat kullanĔlĔr? Bu iki sorunun da cevabĔ asitlerin ve bazlarĔn 

özellikleri ve tepkimelerinde saklĔdĔr. ķyi 

kabarmĔĹ kek yapabilmenin sĔrrĔ ilerleyen derslerde tartĔĹĔlacaktĔr.]. 

Annesini ºzlemiĹti sĔnav haftasĔ biter bitmez ailesinin yanĔna gitmeye 

karar verdi. Melis ­imlerde uzanĔrken ­imlere d¿Ĺen kek kĔrĔntĔsĔnĔ 

sĔrtĔna y¿klemiĹ karĔncayĔ seyre daldĔ [Formik Asit, karĔncada bulunan 

asittir (ôFormicaõ kelimesi Latincede karĔnca anlamĔna gelir). DoĶada ilk olarak karĔncalarĔn 

salgĔlarĔnda rastlanmĔĹ ve buradan ­ekilerek elde edilmiĹtir. IsĔrgan otunu da bilirsiniz, 

yapraklarĔna dokunduĶunuzda eliniz bir s¿re sĔzlar; ĔsĔrgan otundaki bu yakĔcĔ madde de formik 

asittir.].  
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Melis arkadaĹlarĔyla vakit ge­irmekten keyif alĔyordu ama eve dºn¿p diĶer sĔnavlarĔna 

hazĔrlanmasĔ gerekiyordu. ArkadaĹlarĔyla vedalaĹĔp evin yolunu tuttu. Eve dºnd¿Ķ¿nde ev 

arkadaĹĔnĔ aĶlarken buldu, ona neden ¿z¿ld¿Ķ¿n¿ sordu. Ev arkadaĹĔ ise ona g¿l¿yordu ­¿nk¿ 

gºzyaĹlarĔnĔn nedeni ¿z¿nt¿ deĶil yemek i­in doĶradĔĶĔ soĶandĔ [SoĶan doĶrandĔĶĔnda, onu 

oluĹturan h¿creler par­alanĔr. SoĶan h¿creleri, iki bºl¿mden oluĹur; allinazlar olarak adlandĔrĔlan 

enzimleri ve s¿lfit bileĹiklerinden oluĹan aminoasitleri i­erir. Allinazlar, s¿lfitleri par­alayarak 

s¿lfenik aside dºn¿Ĺt¿r¿r. S¿lfenik asit ise, kararsĔz bir yapĔya sahiptir ve kĔsa s¿rede u­ucu bir 

k¿k¿rt bileĹiĶine dºn¿Ĺ¿r. Bu gaz, havada hĔzla yayĔlĔr. Bu gazĔ, òsoĶan kokusuó olarak algĔlarĔz 

ve bu madde gºz¿m¿ze ulaĹtĔĶĔnda gºz¿ yakan bir aside dºn¿Ĺ¿r. BaĹka bir ifadeyle, gºz¿m¿z¿ 

yakan bu gazĔn kendisi deĶil, onun gºzyaĹĔmĔzla tepkimeye girmesi 

sonucu ortaya ­Ĕkan sülfürik asittir. Gözümüzü nemli tutan bu 

gºzyaĹĔ sĔvĔsĔnda oluĹan k¿­¿k miktardaki s¿lf¿rik asit, ­ok duyarlĔ 

olan gºz sinirlerini uyarĔr. Gºz¿m¿z¿n bu kadar duyarlĔ olmasĔ, onun 

gºze ka­an yabancĔ maddeleri uzaklaĹtĔrmasĔna yardĔmcĔ olur. 

Sülfürik asit de gºz¿ tahriĹ eden, zararlĔ bir madde olduĶundan, 

gºz¿m¿zdeki sinirlerin aldĔĶĔ uyarĔlarĔn tetiklemesiyle, gºzyaĹĔ bezleri daha fazla gºzyaĹĔ 

salgĔlayarak yabancĔ maddeleri uzaklaĹtĔrmaya ­alĔĹĔr. Yani, bir bakĔma gºz¿m¿z¿ yĔkayarak 

temizler. Gözümüze, toz ya da baĹka bir yabancĔ madde ka­tĔĶĔnda da benzer tepkiler ortaya 

­Ĕkar. SoĶan doĶrarken gºz¿m¿z¿n yanmasĔnĔ ºnlemek i­in bazĔ basit ºnlemler alabiliriz. 

YapĔlacak Ĺey, tahriĹ edici gazĔn gºz¿m¿ze ulaĹmasĔnĔ 

olabildiĶince ºnlemek. Bunun i­in soĶan doĶrarken ondan 

olabildiĶince uzak durmak alĔnacak en basit ºnlem; a­Ĕk alanda 

veya havadar bir yerde doĶramak, doĶramadan ºnce soĶanĔ 

buzdolabĔnda soĶutmak veya suda doĶramak gibi ºnlemler 

alĔnabilir.]. Melis de salata yaparak ev arkadaĹĔna akĹam yemeĶini hazĔrlamasĔna yardĔm etti. 

Maydanoz, domates, yeĹilbiber, havu­, salatalĔk ve kĔrmĔzĔl©hanayĔ dikkatlice yĔkayarak salatayĔ 

hazĔrladĔ ve beraber keyifli bir yemek yediler [Maydanoz, domates, yeĹil sivri biber, Ĕspanak, 

lahana, taze fasulye, karnabahar ve patates gibi sebzelerde askorbik asit; limonda sitrik asit; 

alabalĔk, Ĕspanak, maydanoz, pili­ eti, brokoli, lahana, bºbrek, marul, muz, yumurta gibi gĔdalarda 

folik asit bulunur]. Yemek sonrasĔ bulaĹĔklarĔ yĔkadĔktan sonra da odalarĔna ders ­alĔĹmaya gittiler.  

ķlerleyen saatlerde, Melis ev arkadaĹĔ ile beraber elma, uzum, 

Ĺeftali gibi meyvelerden oluĹan bir meyve tabaĶĔnĔ hazĔrladĔlar ve 

birlikte sohbet ederek yediler [Elma ve kavunda malik asit; limonda 

sitrik asit; üzümde tartarik asit; portakal, greyfurt ve mandalina gibi 

turun­gillerde ve Ĺeftali, ahududu, ­ilek, kivi, kĔzĔlcĔk, bºĶ¿rtlen gibi 
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meyvelerde C vitamini olarak da bilinen askorbik asit bulunur.].  

G¿n¿n temposundan mĔ bilinmez Melis baĹĔnda bir aĶrĔ hissetti, 

her ne kadar sĔklĔkla ila­ i­memeye ­alĔĹsa da bir aspirin i­mesi onun 

baĹ aĶrĔsĔnĔ hafifletebilirdi  [Asetilsalisilik asit, bilinen adĔyla aspirinin 

etken maddesidir, genellikle ufak aĶrĔ ve sĔzĔlar i­in kullanĔlan aĶrĔkesici 

ve ateĹ d¿Ĺ¿r¿c¿ bir ila­tĔr. Aspirinin ortaya ­ĔkmasĔ, kimyager Felix Hoffmann'Ĕn 1897õde saf 

asetilsalisilik asit ¿retmesiyle m¿mk¿n olmuĹtur. KaynaĶĔ ise d¿nyanĔn her yerinde yetiĹen sºĶ¿t 

aĶacĔdĔr. SoĶut aĶacĔnĔn yaprak ve kabuklarĔndan doĶal olarak ¿retilen bitkisel ila­lar eski 

­aĶlarda da aĶrĔ kesici ve ateĹ d¿Ĺ¿r¿c¿ olarak kullanĔlĔyordu. Hipokrat, salisilik asidin farkĔnda 

olan ilk hekimlerden biridir. BazĔ rahatsĔzlĔklarĔn tedavisi i­in re­etesine sºĶ¿t aĶacĔ kabuĶundan 

saĶlanan suyu ila­ olarak yazmĔĹtĔr. Suda bulunan ve aĶrĔyĔ 

hafifleten madde bug¿n bildiĶimiz tanĔmĔyla salisilik asittir. 

Maddenin adĔ ile kºkeni arasĔnda bir baĶ vardĔr. ôSalixõ kelimesi 

Latincede sºĶ¿t anlamĔna gelir.]. Melis biraz daha ders ­alĔĹmaya 

devam etti. AldĔĶĔ aĶrĔ kesici yavaĹ yavaĹ etkisini gºstermeye 

baĹladĔ, baĹ aĶrĔsĔ hafifliyordu. Saat epey ilerlemiĹti artĔk yatmasĔ 

gerekiyordu, yatmadan ºnce her zaman yaptĔĶĔ gibi bir bardak ĔlĔk 

s¿t¿n¿ i­ti ve diĹlerini fĔr­aladĔ [ķnek s¿t¿n¿n pH deĶeri 6,4 ila 6,8 arasĔnda farklĔlĔk gºsterir. 

Laktik asit daha ­ok ekĹimiĹ s¿tte bulunur, s¿tun asitliĶinin artmasĔ demek laktik asit oranĔnĔn 

artmasĔ demek ve bu olay da s¿tun ekĹimesidir. S¿t i­erdiĶi bol kalsiyum ve vitaminlerle bir­ok 

hastalĔĶĔ ºnler, hatta tedavi eder. Bu y¿zden uzmanlar, saĶlĔk a­ĔsĔndan bol miktarda s¿t 

tüketilmesini öneriyorlar. S¿t, baĹta protein olmak ¿zere, i­erdiĶi fosfor, B grubu vitaminleri ve 

diĶer bileĹikleri sayesinde kanser oluĹumunu da engellemektedir.]. Melis biraz kitap okuduktan 

sonra uykuya daldĔ. 

Siz g¿n i­erisinde hangi asidik veya bazik maddelerle karĹĔlaĹĔyorsunuz? Belirtiniz.  

 

 

Melisõin bir g¿n¿ etkinliĶinde ilginizi ­eken en ­ok ne oldu? Nedenini a­ĔklayĔnĔz. 

 
 

 

Etkinlik hakkĔnda baĹka belirtmek istedikleriniz var mĔ?   
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F-3A. THE HISTORY OF ACID -BASE DEFINITIONS  

ASķT-BAZ TANIMLARININ TARķH¢ESķ 

 
Kim ¥nermiĹtir? Asit-Baz TanĔmĔ 

 

 
 
Svante August Arrhenius, (1859ð1927), 

ķsve­li kimyacĔ ve fiziksel kimya biliminin 

kurucularĔndandĔr. Elektrolitlerin 

iletkenlikleri ¿zerine yaptĔĶĔ ­alĔĹmalarĔnĔ 

doktora derecesi için sundu. Profesörleri 

tatmin etmeyen ve en d¿Ĺ¿k notu alan bu 

­alĔĹmasĔyla daha sonra Nobel Kimya 

¥d¿l¿'n¿ alacaktĔ. Tezinin en ºnemli 

yanĔ, saf tuzlarĔn veya saf suyun iletken 

olmadĔĶĔnĔ, oysa sudaki tuz ­ºzeltilerinin 

iletken olduklarĔnĔ a­ĔklamasĔydĔ. 

Arrhenius'un a­ĔklamasĔna gºre tuzlar, 

­ºzelti oluĹturduklarĔnda, y¿kl¿ 

par­acĔklara par­alanĔyorlardĔ. Faraday 

bunlara iyon adĔnĔ vererek iyonlarĔn 

elektroliz prosesi sonucu ortaya 

­ĔkacaklarĔnĔ d¿Ĺünmesine raĶmen, 

Arrhenius, elektrik akĔmĔ olmadan da tuz 

çözeltilerinin iyon içerebileceĶini 

öneriyordu. Bu nedenle, çözeltilerdeki 

kimyasal reaksiyonlarĔn, iyonlar arasĔndaki 

reaksiyonlar olduĶunu ileri sürüyordu. Bu 

teori, zayĔf elektrolitler i­in bug¿n hala 

geçerlidir, fakat kuvvetli elektrolitlerin 

davranĔĹlarĔnĔ da bu teori kapsamĔna 

almak için Peter J. W. Debye ve Erich 

H¿ckel'in teoride bazĔ deĶiĹiklikler 

yapmasĔ gerekmiĹtir. 

 
Arrhenius Asit-Baz TanĔmĔ 

 

1887õde Svante Arrhenius, sulu bir ­ºzeltide 

iyonun var olduĶu kuramĔnĔ a­Ĕklarken, asit 

çözeltilerinin H+ iyonlarĔ, baz ­ºzeltilerinin 

de OH-  iyonlarĔnĔ i­erdiĶini belirtmiĹti.  

Bu teoriye göre:  

 

ASIT: Suya H+ iyonu veren maddeler. 

BAZ:  Suya OH- iyonu veren maddeler. 

 

Örnekler:  

HCl(aq) H+ + Cl- 

           Suya H+ iyonu verir 

 

H2S(aq)  H+ + Cl- 

           Suya H+ iyonu verir 

 

NaOH (s)  Na+ + OH - 

      Suya OH- iyonu verir 

 

NH3(aq) NH4
+  +  OH- 

      Suya OH- iyonu verir 
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Arrhenius Asit-Baz TanĔmĔnĔn Yetersiz KaldĔĶĔ Durum:  
 

Üç Asit-Baz tanĔmlarĔ i­erisinde en sĔnĔrlĔ olandĔr; ­¿nk¿ tepkimelerin suda 
ger­ekleĹmesi ve suya H+ veya OH - iyonu vermeleri gerekmektedir.  
Hidroklorik asit hem sodyum hidroksit çözeltisi (NaOH) ile hem de amonyak (NH3) 
­ºzeltisi ile nºtrleĹme tepkimesi verir. Her iki durumda da, renksiz bir ­ºzelti elde edilir 
ve iki ­ºzeltiden de kristalleĹme sonucunda beyaz bir tuz olan sodyum klorür veya 
amonyum klorür elde edilir. Bu iki tepkime de benzer tepkimelerdir: 

 

NaOH(aq) + HCl(aq) " NaCl(aq) + H2O(l) 

NH3(aq) + HCl(aq) " NH4Cl(aq) 

Á Sodyum hidroksit (NaOH) ile olan tepkimede, hidroklorik asitten gelen hidrojen 

iyonlarĔ ile sodyum hidroksitten gelen hidroksit iyonlarĔ ile tepkimeye girer ve 
Arrheniusõun teorisini doĶrular.  

Á Fakat amonyak (NH3) ile ger­ekleĹen tepkimede, ortamda hidroksit iyonlarĔ 
bulunmamaktadĔr! Bu durumda amonyakõĔn su ile tepkimesinden amonyum 
iyonlarĔnĔ veya hidroksit iyonlarĔnĔ oluĹturduĶunu d¿Ĺ¿nebilirsiniz:  

NH3(aq) + H2O(l) n NH4
+

(aq) +OH -
(aq) 

Bu tersinir (çift yönlü) bir tepkimedir ve tipik bir amonyak çözeltisinde, amonyak 
%99 oranĔnda amonyak molek¿lleri olarak bulunur. Buna raĶmen, ortamda bulunan 
hidroksit iyonlarĔndan (OH-) dolayĔ Arrhenius teorisini destekler diyebilirsiniz. 
Fakat aynĔ tepkime, amonyak gazĔ ve hidroklorik asit gazĔ arasĔnda susuz ortamda da 
ger­ekleĹir:      

                                 NH3(g) + HCl(g) " NH4Cl(g) 

AĹaĶĔdaki resimde b¿retin sol ucunda HCl damlatĔlmĔĹ pamuk, saĶ ucunda ise NH3 
damlatĔlmĔĹ pamuk gºr¿yorsunuz. Susuz ortamda ger­ekleĹen bu tepkimenin ¿r¿n¿ 
NH4Cl dikdºrtgen i­ine alĔnmĔĹtĔr.  
 

 
 
Bu tepkimede, ortamda ne hidrojen iyonlarĔ ne de hidroksit iyonlarĔ vardĔr, ­¿nk¿ 
tepkime ­ºzelti i­erisinde ger­ekleĹmez. Arrheniusõun teorisine gºre bu tepkime asit 
ð baz tepkimesi deĶildir. Fakat iki madde de ­ºzelti i­erisinde olduĶunda aynĔ ¿r¿n¿ 
oluĹturduĶunu biliyoruz.  
AynĔ yĔl i­erisinde Johannes Bronsted ve Thomas Lowry birbirlerinden baĶĔmsĔz 
olarak bu ihtiyaca bir ºneri sunmuĹlardĔr. 
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Kim ¥nermiĹtir? Asit-Baz TanĔmĔ 
 

 

 
 
1923 yĔlĔnda DanimarkalĔ Johannes 

Bronsted (1879ð1947) ve ķngiliz 

Thomas Lowry (1874ð1936) 

birbirlerinden haberleri olmadan aynĔ 

konu ¿zerinde baĶĔmsĔz makaleler 

yayĔmladĔlar. Asit ve bazlarĔn 

davranĔĹlarĔna iliĹkin daha genel bir 

tanĔm ºnerdiler. 

Bronted ð Lowry, Arrhenuisõun 

teorisine karĹĔ ­ĔkmamĔĹlardĔr sadece 

onun tanĔmĔna ilave yapmĔĹlardĔr.  

 

 
Bronsted/Lowry Asit -Baz TanĔmĔ 

 
Arrheniusõun teorisinden farklĔ olarak, 

Bronsted ve Lowryõnin yaptĔklarĔ asit-baz 

tanĔmĔ sadece sulu ­ºzeltileri i­ermemektedir, 

sulu çözeltilere ilaveten proton içeren bütün 

sistemleri kapsamaktadĔr.  

Bu teoriye göre:  

 

ASIT: Proton (H+) veren maddedir.  

BAZ: Proton alan maddedir. 

 

Asitler ­ºzeltide hidrojen iyonu oluĹtururlar 

çünkü verdikleri protonlar su molekülleri ile 

tepkimeye girer.   

 

H2O(s)   +   HCl(aq)   "   H3O
+

(aq) + Cl-(aq)  

    baz             asit                

(proton alĔr) (proton verir)          

                          

Proton vericinin olduĶu ortamda mutlaka 

proton alĔcĔ bir maddede eĹlik etmelidir. Bir 

asit protonunu verdiĶi zaman konjuge baz, 

bir baz protonu aldĔĶĔ zaman da konjuge asit 

olur.  

Arrhenius asit-baz tepkimelerinde de hidrojen iyonu 

transferi olduĶu i­in b¿t¿n Arrhenuis asit-baz 

tepkimeleri aynĔ zamanda Bronsted/Lowry asit-baz 

tepkimeleridir.  

Çözelti ortamĔnda ger­ekleĹen tepkimede, 

amonyak sudaki protonu alĔr:  

  NH3(aq)  +  H2O(l)   n  NH4
+

(aq)  + OH -
(aq) 

   baz            asit           konjuge     konjuge 

                                        asit           baz  

 

YukarĔda verilen iki tepkime de su (H2O) ile 

ger­ekleĹmiĹtir, su HCl ile olan tepkimesinde 

baz, NH3 ile olan tepkimesinde ise asit olarak 

davranmĔĹtĔr. Böylelikle, asit ð baz 
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tepkimelerinde maddeler karĹĔsĔndaki maddeye 

gºre farklĔ davranĔĹ gºsterebilirler. Bu Ĺekilde 

hem asit hem de baz olarak davranan 

maddelere anfoter denir. 

 

Fakat tepkimeler susuz ortamda 

ger­ekleĹiyorsa (yukarĔda resmedilen deney 

ºrneĶinde olduĶu gibi) Arrheniusõun asitðbaz 

teorisi yerine Bronsted/Lowry asitðbaz 

teorisiyle a­ĔklanĔr:  

¥rneĶin, hidroklorik asit ve amonyak 

tepkimesinin gaz ortamĔnda oluĹmasĔnda 

amonyak hidrojen klor¿rdeki protonu alĔr:   

 

HCl(g)  +  NH3(g)  NH4
+    +   Cl-  

      asit            baz         konjuge      konjuge 

                                          asit            baz 

 

Bºylelikle, Bronsted/Lowry, Arrhenuisõun 

asit-baz tanĔmĔnĔ proton (H+) transferi olarak 

geniĹletmiĹtir (Bu tanĔm sulu ortam 

gerektirmemektedir). 

 
 
Bronsted/Lowry Asit -Baz TanĔmĔnĔn Yetersiz KaldĔĶĔ Durum:  

Arrhenuisõun asit-baz teorisi asit-bazlarĔn susuz ortamdaki davranĔĹlarĔnĔ a­ĔklayamadĔĶĔ 

gibi, Bronsted-Lowryõnin asit-baz teorisi de ortamda proton transferinde 

bulunmayan sistemleri a­ĔklayamamaktadĔr.  

¥rneĶin, amonyak (NH3) bortriflorür (BF3) ile tepkimeye girer ve bir ¿r¿n oluĹur. Ne 

Arrheniusõun asit-baz teorisi ne de Bronsted-Lowryõnin asit-baz teorisi aĹaĶĔda verilen 

tepkimeyi a­Ĕklayabilmektedir:  

 

 
 

Gilbert Lewis bu ihtiyaca baĹka bir ºneri sunmuĹtur. 
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Kim ¥nermiĹtir? Asit-Baz TanĔmĔ 
 

 
 

Gilbert Lewis (1875-1946), 

AmerikalĔ kimyagerin kimyasal 

baĶlar hakkĔnda ­alĔĹmalarĔ 

bulunmaktadĔr. Lewis, yaĹamĔnĔn 

b¿y¿k bir kĔsmĔnĔ, molek¿llerin 

yapĔsĔ ve kimyasal deĶiĹmelerdeki 

enerji deĶiĹmelerini anlamak i­in 

harcamĔĹtĔr. ZamanĔna gºre ileri bir 

d¿Ĺ¿nce tarzĔna sahiptir ve kimya 

bilimine derin katkĔlarĔ olmuĹtur. 

Kimyasal baĶlar hakkĔndaki modern 

d¿Ĺ¿nceleri, bu konunun kapsamĔnĔ 

b¿y¿k ºl­¿de etkilemiĹtir. Lewis, 

enerji deĶiĹiminin, bir kimyasal 

tepkimenin olup olmayacaĶĔnĔ 

ºnceden bilmeye olanak tanĔdĔĶĔnĔ ilk 

anlayanlardandĔr. 

 

 
Lewis Asit-Baz TanĔmĔ 

 
Lewis daha önceki asit-baz teorilerine karĹĔ 

­ĔkmamĔĹ desteklemiĹtir; baĹka bir ifadeyle var 

olan Arrhenius ve Bronsted/Lowry teorilerini 

daha da geniĹletmiĹtir. GeniĹletmekten kasĔt ise, 

bütün Arrhenius asit-baz tepkimeleri ve 

Bronsted/Lowry asit-baz tepkimeleri aynĔ 

zamanda Lewis asit-baz teorisiyle de 

a­Ĕklanabilmektedir.  

Bu teoriye göre:   

 

ASIT: Yeni bir baĶ oluĹturmak i­in baĹka 

bir atomdan elektron çifti alan maddedir.    

BAZ: Yeni bir baĶ oluĹturmak i­in baĹka bir 

atoma elektron çifti veren maddedir. 

 

AĹaĶĔda verilen amonyak tepkimesi ne Arrhenius 

ne de Bronsted-Lowry asit-baz teorileri ile 

a­Ĕklanabilmektedir. Fakat Lewis asitðbaz 

tanĔmĔnĔ geniĹleterek, yapĔlarĔnda hidrojen 

olmasa bile birçok maddenin tepkimesini asit-

baz tepkimesi olarak a­ĔklayabilmiĹtir:  

        F3B     +   :NH3    F3B:NH3  

        asit           baz 

(e- çifti alan) (e-çifti veren)       

DiĶer ºrnekler:           

       H + +         - H -O-H  

        asit     baz 
 

      SnCl4 + Cl- SnCl6
-2 

       asit       baz 

 
Lewis Asit-Baz TanĔmĔnĔn ¥zelliĶi 
 

En kapsamlĔ asit-baz tanĔmĔdĔr.  
 

Lewis asit-baz teorisi, hem Arhenius asit-baz  

tanĔmĔnĔ hem de Bronsted-Lowry asit-baz  

tanĔmĔnĔ kapsamaktadĔr.  

Bu üç asit-baz teorilerini Ĺematik gºsterimi 

yandaki gibi olabilir: 

 

 

Lewis Asit-Baz TanĔmĔ 

Bronsted-Lowry 

Asit-Baz TanĔmĔ 

Arrhenius 

Asit-Baz TanĔmĔ 
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F-3B. THE GAME OF THE HISTORY OF ACID -BASE DEFINITIONS   
 

Asit ð Baz TanĔmlarĔnĔn Tarihçesi Oyunu 

Asit-Baz tanĔmlarĔnĔn tarihçesini anlatan metin ile ilgili aĹaĶĔda 12 adet soru 

bulunmaktadĔr. ArkadaĹlarĔn ellerindeki metinlere göz atmadan senin sorduĶun sorulara 

cevap vereceklerdir. Belirli bir düzende oturan arkadaĹlarĔna aĹaĶĔdaki sorularĔ 

yºneltecek ve herkese eĹit soru soracaksĔn. Sorusunu bilemeyen grup arkadaĹĔnĔn 

sorusunu diĶer grup arkadaĹlarĔna sĔrasĔyla sorabilirsin, soruyu bilen puan kazanĔr. Hiç 

kimse o sorunun yanĔtĔnĔ doĶru bir Ĺekilde veremezse sorular bitiminde grup 

arkadaĹlarĔnĔzla beraber elinizdeki metne gºz gezdirerek doĶru cevabĔ bulmaya ­alĔĹĔn; 

eĶer ki doĶru cevabĔ bulmada problem yaĹarsanĔz ºĶretmeninizden yardĔm isteyiniz.  

SorduĶun soruyu bilen her arkadaĹĔnĔza bir puan veriniz. En y¿ksek puan alan grup 

arkadaĹĔnĔz ODTÜ amblemli bir kalem ve bir not defteri kazanacaktĔr.  

Kolay gelsin! BaĹarĔlar!  

 

                       Sorulacak Sorular Cevaplayan KiĹi AldĔĶĔ Puan 

Á Asit ð Baz Teorilerinin tarihsel geliĹim 

sĔrasĔ nasĔldĔr?   

 

 
 

 

Á Arrhenius Asit ð Baz Teorisini kim 

ºnermiĹtir?  

 

 

 

 

Á Bronsted-Lowry Asit ð Baz Teorisini kim 

ºnermiĹtir? 

 

 

 

 

Á Lewis Acid-Base Teorisini Asit ð Baz 

Teorisini kim ºnermiĹtir? 
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Á Arrheniusõa gºre asit ve baz nedir?   

 

 

 

Á Bronsted-Lowryõe gºre asit ve baz nedir?  

 

 

 

Á Lewisõe gºre asit ve baz nedir?  

 
 

 

Á Arrhenius Asit ð Baz Teorisinin 

desteklediĶi bir asit-baz tepkimesi örnek 

vererek a­Ĕklayabilir misin? 

 

 
 

 

Á Bronsted-Lowry Asit ð Baz Teorisinin 

desteklediĶi bir asit-baz tepkimesi örnek 

vererek a­Ĕklayabilir misin? 

  

Á Lewis Asit ð Baz Teorisinin desteklediĶi 

bir asit-baz tepkimesi örnek vererek 

a­Ĕklayabilir misin? 

  

Á Arrhenius Asit ð Baz Teorisi neden bütün 

asit-baz tepkimelerini kapsamaz? 

 

 
 

 

Á Bronsted-Lowry Asit ð Baz Teorisi neden 

bütün asit-baz tepkimelerini kapsamaz?  

 

 
 

 

Toplam   
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F-3C. WHICH ACID -BASE DEFINITION ?   

 

HANGķ ASķT-BAZ TANIMI?  

AĹaĶĔda verilen tepkimeler hangi asit-baz tanĔmĔ/tanĔmlarĔ ile a­Ĕklanabilir? Grup 

arkadaĹlarĔnĔzla tartĔĹarak nedenleriyle beraber a­ĔklayĔnĔz.   

Tepkime A­Ĕklayan TanĔm Neden? 

HI + H 2O ɸ H3O
+ + I -  

 

 

 

 

HI + NH 3 ɸ NH4
+ + I -  

 

 

 

 

H2O ɸ H
+ + OH -  

 

 

 

 

H+ + NH 3 ɸ NH4
+  

 

 

 

I2 + NH 3 ɸ NH3I
+ + I -  
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F-4. THE MAGIC OF RED CABBAGE  

 

Kĕrmĕzĕ Lahananĕn Sihri  

 

Evinizden getirdiĶiniz ve istediĶiniz en az ¿­ malzemeyi se­iniz. Malzemenin asidik veya 

bazikliĶini test etmeden ºnce tahmininizi aĹaĶĔdaki tabloya yazĔnĔz. Her bir malzemeyi 

turnusol, kĔrmĔzĔ lahana ve indikatºr kaĶĔdĔ ile test ediniz. Test sonu­larĔna gºre 

malzemenizin asidik veya bazikliĶini tartĔĹarak not ediniz. Mor lahana ve indikatºr 

kaĶĔdĔnĔn renklerini yorumlamak i­in kĔrmĔzĔ lahana pH skalasĔnĔ ve indikatºr kaĶĔdĔ pH 

skalasĔnĔ dikkatlice inceleyiniz.   

B¿t¿n malzemelerinizi test ettikten sonra tahtaya asĔlmĔĹ olan postere grup sonu­larĔnĔzĔ 

yazmayĔ unutmayĔn ve sizinle aynĔ malzemeleri kullanmĔĹ olan grup arkadaĹlarĔnĔzla 

sonu­larĔnĔzĔ karsĔlaĹtĔrĔn.  

Madde Tahmin 
Turnusol 

KaĶĔdĔ 

KĔrmĔzĔlahana 

KaĶĔdĔ 

ķndikatºr 

KaĶĔdĔ 

Asidik? 

Bazik? 
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F-5. THE STRENGHT OF ACIDS    

 

As itlerin  Kuvveti  

 
 

EtkinliĶin AmacĔ: 
 

 
 

AynĔ deriĹime sahip iki farklĔ asidik ­ºzeltinin 

kuvvetliliklerini incelemek.  

AynĔ deriĹimdeki iki farklĔ asidik ­ºzeltinin aynĔ 

miktar magnezyum metali ile tepkimesi 

sonucunda oluĹan ¿r¿n miktarlarĔnda deĶiĹiklik 

gözlenir mi?  

 

 

EtkinliĶin ger­ekleĹtirilmesi:  

Elinizdeki malzemelerle asidik ­ºzeltilerin ºzelliklerini incelemek amacĔyla aĹaĶĔdaki 

deneyi grup arkadaĹlarĔnĔzla ger­ekleĹtiriniz. ArkadaĹlarĔnĔzla tablodaki sorularĔ tartĔĹarak 

gºzlem ve sonu­larĔnĔzĔ yazĔnĔz. 

Á Magnezyum metalinden eĹit miktarlarda olacak Ĺekilde balonlara yerleĹtiriniz.  

Á Elinizde iki adet erlen bulunmaktadĔr. Bu iki erlende aynĔ deriĹim ve hacimde iki 

farklĔ ­ºzelti bulunmaktadĔr; ­ºzeltilerden biri hidroklorik asit diĶeri de asetik 

asit çözeltisidir. Balonlardan birini asetik asit (CH3COOH) ­ºzeltisinin, diĶerini 

de hidroklorik asit (HCl) ­ºzeltisinin bulunduĶu erlenin aĶzĔna tutturunuz.  

Á AĹaĶĔdaki soru-cevap tablosuna tepkimeleri baĹlatmadan ºnce erlenlerdeki 

maddeleri gºz ºn¿ne alarak deney ºncesi d¿Ĺ¿ncelerinizi belirtiniz.  

Á AynĔ anda magnezyum metalinin ­ºzeltinin i­erisine d¿Ĺmesini saĶlayarak 

tepkimeyi baĹlatĔnĔz ve gºzlemleyiniz.  
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Sorular Cevaplar 

Tepkimeyi baĹlatmadan ºnce:  

Balonlarda bir deĶiĹiklik olacaĶĔnĔ 

d¿Ĺ¿n¿yor musunuz? A­ĔklayĔnĔz.  

Ger­ekleĹecek tepkimelerde iki erlen 

arasĔnda bir fark gºzlemeyi bekliyor 

musunuz? Nedenini a­ĔklayĔnĔz? 

 

1. Erlen için:  

KullandĔĶĔnĔz ­ºzelti, molaritesi ve pH 

deĶeri nedir? 

 

KullandĔĶĔnĔz metal  

OluĹan tepkimeyi yazĔnĔz  

 

2. Erlen için:  

KullandĔĶĔnĔz ­ºzelti, molaritesi ve pH 

deĶeri nedir?  

 

KullandĔĶĔnĔz metal  

OluĹan tepkimeyi yazĔnĔz   

Tepkimeyi ger­ekleĹtirdikten sonra:  

Ger­ekleĹen bu iki tepkime arasĔnda bir 

fark gºzlemlediniz mi? A­ĔklayĔnĔz?  

 

 

AynĔ deriĹim ve hacimde bulunan 

­ºzeltilere, aynĔ miktarda magnezyum 

metali eklendiĶine gºre, balonlarĔn 

ĹiĹkinlik oranĔ beklediĶinizden farklĔ oldu 

mu? 

 

 

Asetik asit ve hidroklorik asit arasĔndaki 

fark nedir? Grup arkadaĹlarĔnĔzla tartĔĹĔnĔz 

ve a­ĔklayĔnĔz.  
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F-6. WHAT IS THE DIFFERENCE BETWEEN A STRONG ACID AND A 
WEAK ACID?  

 
Kuvvetli Asit ð ZayĔf Asit arasĔnda ne fark vardĔr?  

AĹaĶĔda dºrt farklĔ durum anlatĔlmaktadĔr. Her bir durumu önce bireysel daha sonra da 

grup arkadaĹlarĔnĔzla deĶerlendirin, ­ºzeltileri tanecik boyutunda nasĔl gºr¿rd¿n¿z 

resmediniz. Kutucuklardaki sorularĔ arkadaĹlarĔnĔzla tartĔĹarak cevaplayĔnĔz.  

 I. durum: 

Bu beherde kuvvetli bir asit olan 1M 

hidroklorik asit (HCl) çözeltisinden 100 

mL bulunmaktadĔr. Bu ­ºzeltiden bir 

kesit alĔndĔĶĔnda ­ºzelti i­erisindeki HCl 

taneciklerini nasĔl gºr¿rd¿n¿z? Dairenin 

içine resmediniz (Daha sade bir çizim için 

su moleküllerini resmetmeyiniz). 

II. durum:  

Kuvvetli bir asit olan 1Mõlik 100 mL HCl 

çözeltisine 100 mL saf su ilave 

edilmektedir. OluĹan ­ºzeltinin deriĹimi 

ne olur? ¢ºzeltiden bir kesit alĔndĔĶĔnda 

çözelti içerisindeki HCl taneciklerini nasĔl 

görürdünüz? Dairenin içine resmediniz 

(Daha sade bir çizim için su moleküllerini 

resmetmeyiniz).  

     1M HCl 

 

 

 

        1M HCl         Saf Su            ? M   

       

 
 

 
 Son ­ºzeltinin deriĹimi:  

 
  

 

 

+                  " 

YukarĔdaki ­iziminizi a­ĔklayĔnĔz:  

 
 

 
 

 

YukarĔdaki ­iziminizi a­ĔklayĔnĔz:  

 

 

YukarĔdaki ­izimin I. Durumdan 

benzerliĶini/farkĔnĔ a­ĔklayĔnĔz:  
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III. durum:  

Bu beherde zayĔf bir asit olan 1M 

hidroflorik asit (HF) çözeltisinden 100 

mL bulunmaktadĔr. Bu ­ºzeltiden bir 

kesit alĔndĔĶĔnda çözelti içerisindeki HF 

taneciklerini nasĔl gºr¿rd¿n¿z? Dairenin 

içine resmediniz (Daha sade bir çizim için 

su moleküllerini resmetmeyiniz). 

IV. durum: 

ZayĔf bir asit olan 1Mõlik 100 mL HF 

çözeltisine 100 mL saf su ilave 

edilmektedir. OluĹan ­ºzeltinin deriĹimi 

kaç olur? Çözeltiden bir kesit 

alĔndĔĶĔnda çözelti içerisindeki HF 

taneciklerini nasĔl gºr¿rd¿n¿z? Dairenin 

içine resmediniz (Daha sade bir çizim için 

su moleküllerini resmetmeyiniz).  

       1M HF 

 

 
 

 
 

 

      1M HF          Saf Su           ? M   

        

 
 

 
 

 

 

 

¸ǳƪŀǊƤŘŀƪƛ çizimin III. durumdan 

ōŜƴȊŜǊƭƛƐƛƴƛκŦŀǊƪƤƴƤ ŀœƤƪƭŀȅƤƴƤȊΥ  

 

 

 
 

¸ǳƪŀǊƤŘŀƪƛ œƛȊƛƳƛƴ LLΦ 5ǳǊǳƳŘŀƴ 

ōŜƴȊŜǊƭƛƐƛƴƛκŦŀǊƪƤƴƤ ŀœƤƪƭŀȅƤƴƤȊΥ 

 

 

 

+                   " 

¸ǳƪŀǊƤŘŀƪƛ çizimin I. durumdan 

ōŜƴȊŜǊƭƛƐƛƴƛκŦŀǊƪƤƴƤ ŀœƤƪƭŀȅƤƴƤȊΥ  
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F-7. WHAT IS NEUTRALISATION ? 

 
nötrleSme nedir?  

 

 

 

Etkinl ÐĀÐÕɯÈÔÈÊċȯɯ 

-ġÛÙÓÌıÔÌɯÛÌ×ÒÐÔÌÚÐÕÐɯÒċÙÔċáċÓÈÏÈÕÈɯ

ÚÜàÜɯÖÙÛÈÔċÕËÈɯÎġáÓÌÔÌÒȭɯ 

-ġÛÙÓÌıÔÌɯÒÈÝÙÈÔċÕċɯÛÈÕÌÊÐÒɯ

ÉÖàÜÛÜÕËÈɯÛÈÙÛċıÔÈÒȭɯ 

 

 

 

 

$ÛÒÐÕÓÐĀÐÕɯÎÌÙñÌÒÓÌıÛÐÙÐÓÔÌÚÐȯ  

 ÚÐËÐÒɯ ÉÐÙɯ ÔÈËËÌÕÐÕɯ ÝÌɯ ÉÈáÐÒɯ ÉÐÙɯ ÔÈËËÌàÓÌɯÛÌ×ÒÐÔÌÚÐÕÐɯÎġáÓÌÔÓÌàÌÊÌĀÐÕÐáɯ

etkiÕÓÐĀÐÕɯÔÈÓáÌÔÌÓÌÙÐÕÐɯÎÙÜ×ɯÈÙÒÈËÈıÓÈÙċÕċáÓÈɯÉÌÙÈÉÌÙɯÒÖÕÛÙÖÓɯÌËÐÕÐáȭɯɯ$ÓÐÕÐáËÌɯ

ÐÒÐɯÈËÌÛɯËÈÔÓÈÓċÒɯÉÜÓÜÕÔÈÒÛÈËċÙȰɯÉÐÙÐÚÐÕÐÕɯÐñÌÙÐÚÐÕËÌɯÚÌàÙÌÓÛÐÒɯÏÐËÙÖÒÓÖÙÐÒɯÈÚÐÛɯ

ȹ'"ÓȺɯ ñġáÌÓÛÐÚÐɯ ËÐĀÌÙÐÕËÌɯ ÐÚÌɯ ÚÌàÙÌÓÛÐÒɯ ÚÖËàÜÔɯ ÏÐËÙÖÒÚÐÛɯ ȹ-È.'Ⱥɯ ñġáÌÓÛÐÚÐɯ

ÉÜÓÜÕÔÈÒÛÈËċÙȭɯɯ!ÐÙɯÉÌÏÌÙËÌɯËÌɯÒċÙÔċáċÓÈÏÈÕÈɯÚÜàÜɯÉÜÓÜÕÔÈÒÛÈËċÙȭɯ 

 

$ÛÒÐÕÓÐĀÐɯ ÎÌÙñÌÒÓÌıÛÐÙÔÌËÌÕɯ ġÕÊÌɯ ÈıÈĀċËÈÒÐɯ ÚÖÙÜÓÈÙċɯ ÎÙÜ×ɯ ÈÙÒÈËÈıÓÈÙċÕċáÓÈɯ

àÈÕċÛÓÈàċÕċáȭɯ 

 HCl çözeltisi asidik mi bazik mi dir ? 

Neden?  

 NaOH çözeltisi asidik mi bazik mi dir ? 

Neden?   

 *ċÙÔċáċÓÈÏÈÕÈɯÚÜàÜɯÈÚÐËÐÒɯÉÐÙɯÔadde 

ÝÈÙÓċĀċÕËÈɯÏÈÕÎÐɯÙÌÕÎÐɯÈÓċÙȳɯ 

 *ċÙÔċáċÓÈÏÈÕÈɯÚÜàÜɯÉÈáÐÒɯÉÐÙɯÔÈËËÌɯ

ÝÈÙÓċĀċÕËÈɯÏÈÕÎÐɯÙÌÕÎÐɯÈÓċÙȳɯ 

 

 

&ĹÝÌÕÓÐĀÐÕÐáɯ ÐñÐÕȯ +ÈÉÖÙÈÛÜÈÙËÈɯ ÒÜÓÓÈÕËċĀċÕċáɯ ÏÐñÉÐÙɯ ÔÈËËÌÕÐÕɯ ÛÈËċÕÈɯ

ÉÈÒÔÈàċÕċáɯɬ $ÛÒÐÕÓÐÒÛÌɯÒÜÓÓÈÕËċĀċÕċáɯñġáÌÓÛÐÓÌÙɯÚÌàÙÌÓÛÐÓÔÐıɯÖÓÔÈÓÈÙċÕÈɯÙÈĀÔÌÕɯ

kuvv etli asit ve baz çözeltileridir. Gözlerinizi koruyunuz!  
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Elinizde ÉÜÓÜÕÈÕɯÒċÙÔċáċÓÈÏÈÕÈɯÚÜàÜɯÉÜÓÜÕÈÕɯÉÌÏÌÙÌɯÙÌÕÎÐɯËÌĀÐıÐÕÊÌàÌɯÒÈËÈÙɯ

ÉÐÙÒÈñɯ ËÈÔÓÈɯ ÏÐËÙÖÒÓÖÙÐÒɯ ÈÚÐÛɯ ñġáÌÓÛÐÚÐɯ ËÈÔÓÈÛċÕċáɯ ȹƕƔɯ ËÈÔÓÈɯ ÒÈËÈÙȺȭɯ

&ġáÓÌÔÓÌËÐĀÐÕÐáɯÙÌÕÎÐɯÈıÈĀċËÈÒÐɯÛÈÉÓÖàÈɯÕÖÛɯÌËÐÕÐáȭɯ 

DaÏÈɯ ÚÖÕÙÈɯ ÈàÕċɯ ÉÌÏÌÙÌɯ àÈÝÈıɯ àÈÝÈıɯÚÖËàÜÔɯÏÐËÙÖÒÚÐÛɯñġáÌÓÛÐÚÐɯËÈÔÓÈÛċÕċáȭɯ

*ċÙÔċáċÓÈÏÈÕÈɯ ÚÜàÜÕËÈÒÐɯ ËÌĀÐıÐÔÓÌÙÐɯ ÒÈñɯ ËÈÔÓÈɯ ÒÜÓÓÈÕËċĀċÕċáċɯ ËÈɯÉÌÓÐÙÛÌÙÌÒɯ

ÈıÈĀċËÈÒÐɯÛÈÉÓÖàÈɯÕÖÛɯÌËÐÕÐáȭɯ 

 *ċÙÔċáċÓÈÏÈÕÈɯÚÜàÜɯÈÚÐÛɯÖÙÛÈÔċÕËÈɯ

ÏÈÕÎÐɯÙÌÕÎÐɯÈÓÔċıÛċÙȳɯ 

 *ċÙÔċáċÓÈÏÈÕÈɯÚÜàÜɯɯ+ asidik çözelti 

bulunan behere:  

ü ɍɍɍɍɯËÈÔÓÈɯÌÒÓÌÕËÐĀÐÕËÌɯÙÌÕÎÐȯ 

ü ɍɍɍɍɯËÈÔÓÈɯÌÒÓÌÕËÐĀÐÕËÌɯÙÌÕÎÐȯ 

ü ɍɍɍɍɯËÈÔÓÈɯÌÒÓÌÕËÐĀÐÕËÌɯÙÌÕÎÐȯ 

ü ɍɍɍɍɯËÈÔÓÈɯÌÒÓÌÕËÐĀÐÕËÌɯÙÌÕÎÐȯ 

 

 *ċÙÔċáċÓÈÏÈÕÈɯ ÚÜàÜÕËÈɯ ÕÌËÌÕɯ

bazik madde eklendikçe renk 

ËÌĀÐıÐÔÐɯ ÎġáÓÌÕËÐȮɯ ÎÙÜ×ɯ

ÈÙÒÈËÈıÓÈÙċÕċáÓÈ bu durumu 

ÛÈÙÛċıċÕċáȭɯ 3ÈÙÛċıÔÈɯ ÚÖÕÜÊÜÕÜáÜɯ

belirtiniz.  

 

'ÐËÙÖÒÓÖÙÐÒɯÈÚÐÛɯÝÌɯÚÖËàÜÔɯÏÐËÙÖÒÚÐÛɯñġáÌÓÛÐÚÐɯÈÙÈÚċÕËÈÒÐɯÛÌ×ÒÐÔÌàÐɯàÈáċÕċáȯɯ 

HCl + NaOH ɸ  

*ċÙÔċáċÓÈÏÈÕÈɯÚÜàÜÕËÈɯÎÌÙñÌÒÓÌÚÌÕɯÛÌ×ÒÐÔÌàÐɯÛÈÕÌÊÐÒɯÉÖàÜÛÜÕËÈɯËĹıĹÕĹÙÚÌÒȮɯ

ÈıÈĀċËÈÒÐɯ ËÜÙÜÔÓÈÙċɯ Îġáɯ ġÕĹÕÌɯ ÈÓÈÙÈÒɯ ÒÌÚÐÛɯ ñÐáÐÔÓÌÙÐÕÐáÐɯ ÎÌÙñÌÒÓÌıÛÐÙÐÕÐáɯ

ȹIÐáÐÔÓÌÙÐÕÐáÐÕɯËÈÏÈɯÚÈËÌɯÖÓÔÈÚċɯÈñċÚċÕËÈÕȮɯÖÙÛÈÔËÈÒÐɯÒċÙÔċáċÓÈÏÈÕÈɯÐÓÌɯÐÓÎÐÓÐɯ

ÛÈÕÌÊÐÒÓÌÙÐɯÎġáɯġÕĹÕÌɯÈÓÔÈàċÕċáȮɯÚÈËÌÊÌɯÈÚÐËÐÒȮɯÉÈáÐÒɯÝÌɯÛÌ×ÒÐÔÌɯÚÖÕÜÊÜɯÖÓÜıÈÕɯ

ÔÈËËÌÓÌÙÐɯËĹıĹÕÌÙÌÒɯñÐáÐÔÓÌÙÐÕÐáɯÎÌÙñÌÒÓÌıÛÐÙÐÕÐáȺȭɯ 

Sadece HCl çözeltisi durumu:  

 

 

 

 ñċÒÓÈàċÕċáȯɯ 
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Birkaç damla NaOH ilave edilmesi 

durumu:  

 

 

 

 

 

 ñċÒÓÈàċÕċáȯɯ 

 

 

 

 

 

 

 

 

-ġÛÙÓÌıÔÌɯËÜÙÜÔÜȯɯ 

 

 

 

 

 

 ñċÒÓÈàċÕċáȯɯ 

 

 

 

 

 

 

 

 

Daha fazla bazik madde ilave edilmesi 

durumu:  

 

 

 

 

 

 ñċÒÓÈàċÕċáȯɯ 
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F-8. HOW A CAKE RISE?    

 

 
Kek nasĕl kabarĕr? 

 

 $ÛÒÐÕÓÐĀÐÕɯÈÔÈÊċȯ  

 

*ÈÙÉÖÕÈÛċÕɯ ÕġÛÙÓÌıÔÌɯÛÌ×ÒÐÔÌÚÐÕÐɯ

gözlemlemek. 

 

   

$ÛÒÐÕÓÐĀÐÕɯÎÌÙñÌÒÓÌıÛÐÙÐÓÔÌÚÐȯɯ 

'ÌÙɯÉÐÙɯÎÙÜ×ɯÈÒÛÐÝÐÛÌàÐɯÎÌÙñÌÒÓÌıÛÐÙÔÌÒɯÐñÐÕɯÔÈÓáÌÔÌɯÒÜÛÜÚÜÕËÈɯÉÐÙɯ×ÈÒÌÛɯÒÈÉÈÙÛÔÈɯ

tozu, bir paket karbonat (àÌÔÌÒɯÚÖËÈÚċ, NaHCO3) ve miktar sirke (CH3COOH) 

ÉÜÓÈÊÈÒÛċÙȭɯ 

 ÒÛÐÝÐÛÌàÐɯÎÌÙñÌÒÓÌıÛÐÙÔÌËÌÕɯġÕÊÌɯÈıÈĀċËÈÒÐɯÚÖÙÜÓÈÙċɯÎÙÜ×ɯÈÙÒÈËÈıÓÈÙċÕċáÓÈɯàÈÕċÛÓÈàċÕċáȭɯ 

 *ÈÙÉÖÕÈÛɯ×ÈÒÌÛÐÕÐÕɯÈÙÒÈÚċÕËÈɯÐñÐÕËÌÒÐÓÌÙɯ

ÒċÚÔċÕËÈɯÕÌɯàÈáċàÖÙȳɯ 

 

 

 Karbonat asidik bir madde mi yoksa baz ik 

bir madde midir? Emin olmak için mor 

ÓÈÏÈÕÈɯ×'ɯÒÈĀċËċɯÝÌɯÛÜÙÕÜÚÖÓɯÒÈĀċËċɯÐÓÌɯÛÌÚÛɯ

yapabilirsiniz.  

 

 *ÈÉÈÙÛÔÈɯÛÖáÜɯ×ÈÒÌÛÐÕÐÕɯÈÙÒÈÚċÕËÈɯ

ÐñÐÕËÌÒÐÓÌÙɯÒċÚÔċÕËÈɯÕÌɯàÈáċàÖÙȳ 

 

 
 

 Kabartma tozu asidik bir madde mi yoksa 

bazik bir madde midir? Emin olmak için 

moÙɯÓÈÏÈÕÈɯ×'ɯÒÈĀċËċɯÝÌɯÛÜÙÕÜÚÖÓɯÒÈĀċËċɯÐÓÌɯ

test yapabilirsiniz.  

 

 
 

 

!ÐÙɯÉÌÏÌÙÌɯÐÒÐɯÒÈıċÒɯÒÈÙÉÖÕÈÛȮɯÉÈıÒÈɯÉÐÙɯÉÌÏÌÙÌɯËÌɯÐÒÐɯÒÈıċÒɯÒÈÉÈÙÛÔÈɯÛÖáÜɯÌÒÓÌàÐÕȭɯ'ÌÙɯ

ÐÒÐɯÉÌÏÌÙÌɯËÌɯÈàÕċɯÔÐÒÛÈÙɯÚÜɯÐÓÈÝÌÚÐɯàÈ×ÛċÒÛÈÕɯÚÖÕÙÈɯÎġáÓÌÔÓÌÙÐÕÐáÐɯàÈáċÕċáȭɯ 
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 Karbonat içeren beherde herhangi bir 

ËÌĀÐıÐÒÓÐÒɯÎġáÓÌÔÓÌËÐÕÐáɯÔÐȳ 

 

 Kabartma tozu içeren beherde herhangi bir 

ËÌĀÐıÐÒÓÐÒɯÎġáÓÌÔÓÌËÐÕÐáɯÔÐȳɯ 

 

 !ÜɯÍÈÙÒċÕɯÚÌÉÌÉÐÕÐɯÛÈÙÛċıċÕċáɯÝÌɯÚÖÕÜÊÜÕÜáÜɯ

buraya belirtiniz.  

 

 

 

 

 

 

 

 

!ÈıÒÈɯÉÐÙɯÉÌÏÌÙÌɯàÐÕÌɯÐÒÐɯÒÈıċÒɯÒÈÙÉÖÕÈÛɯÌÒÓÌàÐÕɯÝÌɯÉÐÙɯÔÐÒÛÈÙɯÚirke ilave ettikten sonra 

ÎġáÓÌÔÓÌÙÐÕÐáÐɯàÈáċÕċáȭɯ 

 *ÈÙÉÖÕÈÛɯÐÓÌɯÚÐÙÒÌàÐɯÒÈÙċıÛċÙËċÒÛÈÕɯÚÖÕÙÈɯ

ÏÌÙÏÈÕÎÐɯÉÐÙɯËÌĀÐıÐÒÓÐÒɯÎġáÓÌÔÓÌËÐÕÐáɯÔÐȳɯ 

 

 

 .ÓÜıÈÕɯÛÌ×ÒÐÔÌÚÐɯàÈáċÕċáȭɯ 
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APPENDIX G  

 

TEACHER HANDOUTS   

 

G-1A. ACIDS AND BASES IN DAILY LIFE  

 

HAYATIMIZDAKķ ASķTLER VE BAZLAR 

 

Etkinlik : Asidik ve Bazik Maddeleri TanĔyor Muyuz?  

Konu: Asitler ve Bazlar ¿nitesine giriĹ 

1. G¿nl¿k hayatĔmĔzda asitler veya bazlarla karsĔlaĹĔyor muyuz?  

2. Asit denince aklĔmĔza ne geliyor?  

3. Baz denince aklĔmĔza ne geliyor?  

KazanĔmlar:  

BiliĹsel KazanĔmlar:  

ü G¿nl¿k hayatta bir­ok asidik maddelerle karsĔlaĹtĔĶĔnĔ fark eder.  

ü G¿nl¿k hayatta bir­ok bazik maddelerle karsĔlaĹtĔĶĔnĔ fark eder.  

Süre: 1 ders saati  

Dersin ķĹleniĹi:  

ü ¥Ķrencilere asitler ve bazlar hakkĔnda ne bildiklerini ve ne de ºĶrenmek 

istediklerini sorgulayan bir form daĶĔtĔlĔr ve gerekli bilgileri yazmalarĔ istenir 

(10 dk).  

o Bu etkinlikte ama­, ºĶrencilerin zaman i­erisinde nasĔl ilerleme 

kaydettiklerini farkĔna varmalarĔnĔ saĶlamaktĔr. Zaman ilerledik­e 

asitler ve bazlar ¿nitesindeki konularĔ ºĶrendiĶini fark eden ºĶrenci 

kimya dersini ºĶrenmeye daha motive olacaktĔr. Bu etkinlik, koĹullara 

gºre bir ºnceki òKimyasal Dengeó ¿nitesinin son kĔsmĔnda, son dersin 

sonunda uygulanabilir aksi takdirde òAsitler ve Bazlaró ¿nitesinin ilk 

dersinde uygulanacaktĔr.  
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ü ¥Ķretmen, ºĶrencilere g¿nl¿k hayatta asidik veya bazik maddelerle karsĔlaĹĔp 

karsĔlaĹmadĔklarĔna dair sorular sorar ve ºĶrencilerin fikirlerini alĔr. Fikirlerini 

belirten ºĶrencilere ne t¿r asitler veya bazlarla karsĔlaĹtĔklarĔ sorulur (5 dk). 

o Burada ama­, asitler ve bazlar ¿nitesine giriĹ yapmak ve bu ¿nite 

sonunda ºĶrencilerin ne ºĶreneceklerinin farkĔna varmalarĔnĔ 

saĶlamaktĔr. Bunun yanĔnda, ºĶretmen sorular sorarak asitler ve bazlar 

konusunda ºĶrencilerin ºn bilgilerini de sorgular. ¥Ķrenciler, ortaokul 

bilgilerinden molekül formüllerinde hidrojen içeren maddelerin asidik 

ve hidroksit iyonu i­eren maddelerin bazik olduĶunu, asidik 

maddelerin turnusol kaĶĔdĔnĔ kĔrmĔzĔya ve bazik maddelerin turnusol 

kaĶĔdĔnĔ maviye ­evirdiĶini bilir.  

ü ¥Ķrenciler gruplara ayrĔlĔr ve her ders aynĔ grup arkadaĹlarĔ ile oturacaklarĔ 

belirtilir (5 dk).  

ü ôMelisõin Bir G¿n¿õ etkinlik belgesi her bir ºĶrenciye verilir ve ¿niversiteye 

giden bir kĔzĔn g¿n¿ hakkĔnda bilgi veren bu etkinlik belgesini okumalarĔ 

istenir (5 dk). 

o Bu etkinlikte ama­, ºĶrencilerin genellikle zararlĔ olarak bildikleri asidik 

veya bazik maddelerin g¿nl¿k hayatimizin i­inde olduklarĔnĔn ¿zerinde 

durmak ve ºĶrencilerin bu maddeleri farkĔna varmalarĔnĔ saĶlamak. 

Bºylece, ºĶrencilerin ºĶrendikleri kimyanĔn g¿n i­erisinde kendilerine 

faydasĔ olacaĶĔnĔn farkĔna varmalarĔnĔ saĶlayarak, kimya dersine yºnelik 

ºĶrencilerin ilgilerini ve motivasyonlarĔnĔ arttĔrmak hedeflenmiĹtir.  

ü Etkinlik kaĶĔdĔnĔ okumayĔ tamamlayan ºĶrenciler, ºncelikle hangi maddelerin 

asidik veya bazik olabileceklerine dair kendi fikirlerini etkinlik kaĶĔdĔna 

yazarlar. Daha sonra da, grup arkadaĹlarĔ ile tartĔĹarak ortak fikirlerini yazarlar 

(10 dk).  

ü ¥Ķretmen metin i­erisinde asidik veya bazik maddeleri bulmakta zorlanĔp 

zorlanmadĔklarĔnĔ sorar. Maddelerin asidik veya bazik olduĶuna nasĔl karar 

vereceklerini ¿nite boyunca ºĶreneceklerini ifade eder. BazĔ durumlarda bilim 

insanlarĔnĔn da sĔnĔflama yapmakta zorlandĔklarĔnĔ belirterek, neden sĔnĔflamaya 

yapmaya ihtiya­ vardĔr sorusunu ºĶrencilere yºneltir (5 dk).  
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o ¥Ķrencilere yardĔmcĔ olmak i­in köpek denince akĔllarĔna ne geldiĶi 

sorulur. ¥Ķrenciler köpeklerin ºzelliklerini belirtirler. Benzer Ĺekilde, 

asit veya baz denince akĔllarĔnda belirli ºzelliklerin ­aĶrĔĹmasĔ 

sĔnĔflamanĔn getirdiĶi kolaylĔklardan biri olduĶu belirtilir. ķlerleyen 

derslerde, asitler ve bazlar hakkĔnda bir­ok ºzellik ºĶrenecekleri 

belirtilerek ºĶrenciler motive edilir.  

ü ¥Ķretmen, ders sonunda ºĶrencilere metin i­erisinde karĹĔlaĹtĔklarĔ 

maddelerden merak ettiĶi en az ¿­¿n¿n eve gittiklerinde arkalarĔnda var olan 

tanĔmlarĔ incelemelerini ve i­erdiĶi maddelere bakarak asitliĶi veya bazlĔĶĔ 

hakkĔnda karar vermelerini belirtti. ¥zellikle kararsĔz kaldĔklarĔ malzemeleri bir 

sonraki derse getirebileceklerini söyledi. 
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G ð 1B. ACIDS AND BASES IN DAILY LIFE    

 

HAYATIMIZDAKķ ASķTLER VE BAZLAR  

 

Etkinlik : Asidik ve Bazik Maddeleri TanĔyor Muyuz?  

Konu: Asitler ve Bazlar ¿nitesine giriĹ 

1. G¿nl¿k hayatĔmĔzda asitler veya bazlarla karsĔlaĹĔyor muyuz?  

2. Asidik maddeleri nasĔl tanĔyabiliriz?  

3. Bazik maddeleri nasĔl tanĔyabiliriz?  

KazanĔmlar:  

BiliĹsel KazanĔmlar:  

ü G¿nl¿k hayatta bir­ok asidik maddelerle karsĔlaĹtĔĶĔnĔ fark eder.  

ü Turnusol kaĶĔdĔnĔn renk deĶiĹikliĶinin ne anlama geldiĶini a­Ĕklar 

ü Asidik maddeleri turnusol kaĶĔdĔ yardĔmĔyla tanĔr.  

ü Bazik maddeleri turnusol kaĶĔdĔ yardĔmĔyla tanĔr. 

ü G¿nl¿k hayatta bir­ok bazik maddelerle karsĔlaĹtĔĶĔnĔ fark eder.  

DuyuĹsal KazanĔmlar:  

 Bir­ok asidik ve bazik maddenin ­evresinde olduĶunu kabul etme  

 Çevresindeki birçok asidik ve bazik maddeye ile ilgilenme  

 ArkadaĹlarĔyla birlikte ºĶrenme etkinliĶine katĔlma   

Psikomotor KazanĔmlar: 

 Çevresinde karĹĔlaĹtĔĶĔ bir­ok maddenin asitliĶini veya bazikliĶini turnusol 

kaĶĔdĔ ile test eder.  

 Deney sonu­larĔnĔ rapor eder.  

Süre: 1 ders saati  

Dersin ķĹleniĹi:  

ü ¥Ķretmen, bir ºnceki ders, òMelisõin Bir Günüó etkinliĶini tamamlayan 

ºĶrencilere onlarĔn g¿n i­erisinde asidik veya bazik maddelerle karĹĔlaĹĔp 

karĹĔlaĹmadĔklarĔnĔ sorarak ve ºĶrencilerin fikirleri alĔnĔr (5 dk).  

o ¥Ķretmen, yanlĔĹ da olsa ºĶrencilerin fikirlerine m¿dahalede 

bulunmaz. Ünite boyunca ºĶrenciler yapacaklarĔ etkinliklerde 

fikirlerinin doĶru olup olmadĔklarĔnĔ sĔnayacaklardĔr.  
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ü òMelisõin Bir Günüó etkinliĶinin sonucunda ºĶrencilerin verdikleri yanĔtlar 

doĶrultusunda ºĶrencilerin hangi maddeleri test edeceklerini belirleyip derse 

bu malzemeler hazĔrlanacaktĔr.  

o Bu se­imde dikkat edilmesi gereken ºĶrencilerin kararsĔz kaldĔklarĔ 

veya hatalĔ d¿Ĺ¿nd¿kleri malzemeleri test etmelerini saĶlamaktĔr. 

DolayĔsĔyla, etkinlik sonucundan yararlanarak ºĶrencilerin hataya 

d¿Ĺt¿kleri veya kararsĔz kaldĔklarĔ malzemeleri sĔnĔf ortamĔna getirilir 

(¥Ķrencilerin test edebileceĶi maddelerden bazĔlarĔ: limon, sirke, kola, 

gazoz, üzüm suyu, maden suyu, elma, portakal, sabun, cam silmek için 

kullanĔlan deterjan, kabartma tozu, karbonat, s¿t, su, ayran, aspirin, 

mide ilacĔ, vb).  

ü ¥Ķretmen, evlerindeki araĹtĔrma sonu­larĔnĔ sorar. OnlarĔ bulduklarĔ sonu­larĔ 

sºylemeye teĹvik ederek arkadaĹlarĔyla paylaĹmalarĔnĔ ister (5 dk).  

o Burada amaç, ºĶrencilerin ­evresindeki malzemelere karĹĔ duyarlĔĶĔnĔ 

arttĔrmak ve ev i­erisinde karĹĔlaĹtĔklarĔ malzemelerin asitliĶi ve bazlĔĶĔ 

hakkĔnda merak uyandĔrmalarĔnĔ saĶlamaktĔr.  

ü ¥Ķretmen, ºĶrencilerin etkinlik sonu­larĔnĔ sĔnĔfa duyurur. HatalĔ veya kararsĔz 

kaldĔklarĔ malzemeleri belirtir. ¥Ķretmen ¿nite boyunca bu malzemeleri 

kullanacaklarĔnĔ ve ºĶrencilere test ederek bu maddelerin asitliĶine veya 

bazlĔĶĔna karar verebileceklerini sºyler (5 dk).  

o Burada ama­, ºĶrencilerin hatalĔ veya kararsĔz kaldĔklarĔ durumlarĔ 

kendileri test ederek ºĶrenmelerinin daha kalĔcĔ olmalarĔnĔ saĶlamaktĔr.  

ü ¥Ķretmen, maddelerin asidik mi bazik mi olduklarĔnĔn nasĔl tespit 

edilebileceĶini sorarak ºĶrencilerin d¿Ĺ¿ncelerini alĔr (5 dk).  

o ¥Ķrenciler, ilkºĶretim ikinci kademedeki fen ve teknoloji dersinden 

asidik maddelerin turnusol kaĶĔdĔnĔ kĔrmĔzĔya ve bazik maddelerin de 

maviye ­evirdiĶini bilirler. Turnusol kaĶĔdĔ cevabĔnĔ ºĶrencilerde 

almaya ­alĔĹarak bir maddenin asidik mi bazik mi olduĶuna karar 

vermede turnusol kaĶĔdĔ kullanĔlabilir ifadesine sahip olup olmadĔklarĔ 

sorgulanĔr. Bºylelikle, ºĶrencilere doĶrudan turnusol kaĶĔdĔ yanĔtĔ 

belirtilmez, onlarĔn fikirleri alĔnĔr. Turnusol kaĶĔdĔ cevabi gelmesi 

durumunda ºĶretmen bu bilgiyi veren ºĶrenciye/ºĶrencilere teĹekk¿r 
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ederek ve maddelerin asidik veya bazikliĶini test etmek i­in turnusol 

kaĶĔdĔ gibi maddelerin kullanĔldĔĶĔnĔ a­Ĕklar. Turnusol kaĶĔdĔ gibi aynĔ 

ama­la kullanĔlan baĹka maddelerin de olduĶu belirtilmeli ve daha 

sonraki derslerde detaylĔ bilgi verileceĶi vurgulanmalĔdĔr. Turnusol 

kaĶĔdĔ cevabĔ gelmez ise sĔnĔftan, her gruba kĔrmĔzĔ ve mavi renkli 

turnusol kaĶĔtlarĔ daĶĔtĔlĔr fakat ºĶrencilere turnusol kaĶĔdĔ hakkĔnda 

a­Ĕklama yapĔlmaz. 

ü ¥Ķretmen, ºĶrencilere gruplar halinde ellerindeki malzemeleri turnusol kaĶĔdĔ 

kullanarak test edebileceklerini belirtir. ¥Ķrencilere, evlerinden getirdikleri 

malzemeleri test edebilecekleri gibi ºĶretmenin getirdiĶi malzemeleri de 

kullanarak test edebileceklerini söylenir (10 dk).  

o Bir grup en azĔndan 4 malzemeyi test etsin ki, gruptaki her ºĶrenci 

turnusol kaĶĔdĔnĔ kullanmĔĹ olsun. Burada ama­, ºĶrencilerin hatalĔ 

veya kararsĔz kaldĔklarĔ durumlarĔ kendileri test ederek ºĶrenmelerinin 

daha kalĔcĔ olmalarĔnĔ saĶlamaktĔr.  

ü Her grup farklĔ malzemeleri test edeceĶinden b¿t¿n sĔnĔfĔn kullanĔlan 

malzemelerden ve sonu­larĔndan haberdar olmasĔ a­ĔsĔndan, ºĶretmen tahtaya 

b¿t¿n gruplara yetecek bir sonu­ posteri asar. ¥Ķrenciler, bulduklarĔ sonu­larĔ 

bu postere rapor eder (5 dk). 

o EĶer ºĶrenciler, etkinlik baĹĔnda turnusol kaĶĔdĔnĔn asidik ve bazik 

ortamdaki davranĔĹĔ hakkĔnda doĶru yanĔtlar veremezse: Turnusol 

kaĶĔdĔnĔn bazĔ maddelerde kĔrmĔzĔ renk aldĔĶĔ, bazĔ maddelerde ise 

mavi renk aldĔĶĔ ayrĔmĔnĔ ºĶrencilerden ­ĔkarĔm yapmalarĔ beklenir. 

Turnusol kaĶĔdĔnĔ kĔrmĔzĔ renge dºn¿Ĺt¿ren maddelerin ortak 

ºzellikleri ve turnusol kaĶĔdĔnĔ mavi renge dºn¿Ĺt¿ren maddelerin 

ortak ºzellikleri olup olmadĔĶĔ ºĶrencilere sorulur. Asidik maddeler 

mavi turnusol kaĶĔdĔnĔn rengini kĔrmĔzĔya, bazik maddeler kĔrmĔzĔ 

turnusol kaĶĔdĔnĔn rengini ise maviye dºn¿Ĺt¿r¿rler bilgisini ºĶrenciler 

kendileri deneysel olarak test etmiĹ olurlar.  

o Bu sonu­ posteri aynĔ zamanda, aynĔ malzemeleri kullanan gruplarĔn 

test sonu­larĔnĔ da doĶrulamaya olanak saĶlar.  
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ü ¥Ķretmen daha sonra, Melisõin bir g¿n¿ isimli etkinliĶin ikinci formatĔnĔ 

ºĶrencilere daĶĔttĔ ve ºĶrencilerin burada g¿nl¿k hayatta bir­ok asidik ve bazik 

maddeyle veya onlarĔn ºzelliklerinden kaynaklanan sonu­larla karsĔlaĹtĔklarĔnĔ 

belirtti. Metni okuyarak birinci etkinlik sonu­larĔnĔ gºz ºn¿ne alarak asidik 

veya bazik olarak d¿Ĺ¿nd¿kleri maddelerin doĶru olup olmadĔĶĔnĔ kontrol 

etmelerini istedi. Metin sonunda yer alan soruyu da dikkatle cevap vermelerini 

belirtti (5dk).  

o Metni okumak ve soruyu cevaplamak için yeterli süre kalmazsa 

ºĶrencilere inceleyip bir sonraki ders getirmeleri belirtilir. Metin ünite 

s¿resinde ºĶrencilerin yanĔnda bulunacaĶĔ hatĔrlatmasĔ yapĔlĔr ve sadece 

sorunun cevaplandĔĶĔ kĔsĔm toplanĔr. 
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G ð 2. DEFINITIONS OF ACIDS AND BASES     

 

ASķT VE BAZ TANIMLARI 

 

Etkinlik : Asit ð Baz TanĔmlarĔnĔn Tarih­esi  

Konu: Asitler ve Bazlar TanĔmlarĔ 

1. Arrhenius asit-baz tanĔmĔ nedir?  

2. Bronsted-Lowry asit-baz tanĔmĔ nedir?  

3. Lewis asit-baz tanĔmĔ nedir?  

4. Bu tanĔmlar arasĔndaki farklĔlĔklar nelerdir?  

KazanĔmlar:  

BiliĹsel KazanĔmlar:  

ü Arrhenius asit-baz tanĔmĔnĔ tanĔmlar.  

ü Brosnted-Lowry asit-baz tanĔmĔnĔ tanĔmlar.  

ü Lewis asit-baz tanĔmĔnĔ tanĔmlar.  

ü Arrhenius ve Bronsted-Lowry tanĔmlarĔnĔn sĔnĔrlĔlĔklarĔnĔ fark eder.  

ü Asit-baz tanĔmlarĔ arasĔndaki farklĔlĔklarĔ sºyler.  

ü Asidik ve bazik maddeleri asit-baz tanĔmlarĔnĔ kullanarak deĶerlendirir.  

DuyuĹsal KazanĔmlar:  

 Asit-baz tanĔmlarĔnĔ ºĶrenmek i­in arkadaĹlarĔ ile iĹbirliĶi yapar.   

 Asit-baz teorilerinin tarih­esini ºĶrenme etkinliĶine katĔlĔr.   

Psikomotor KazanĔmlar: 

 Etkinlik sonu­larĔnĔ rapor eder.  

Süre: 3 ders saati  

Dersin ķĹleniĹi:  

Asit ve bazlarĔn bir­ok tanĔmĔ olmasĔ ºĶrencilerin bu konuyu anlamasĔnda ve 

kavramasĔnda zorluk ­ekmelerine neden olmaktadĔr. M¿fredat sadece Svante August 

Arrhenius, Johannes Bronsted ð Thomas Lowry ve Gilbert Lewisõin tanĔmlarĔna yer 

verdiĶi i­in bu tanĔmlar ­er­evesinde asitler veya bazlar nasĔl tanĔmlanĔr a­ĔklanacaktĔr. 

Bu konunun anlatĔlmasĔnda ºnemli olan, her ¿­ tanĔmĔn da yaygĔn olarak kullanĔldĔĶĔ 

fakat bazĔ tanĔmlarĔn diĶerine gºre eksiklerinin veya yetersiz kaldĔĶĔ anlayĔĹĔnĔ 

ºĶrencilere vermektir. Asit ve baz tanĔmlarĔ konusu genel olarak, Arrheniusõun 
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tanĔmĔndan baĹlayarak bu tanĔmĔnĔn kullanĔĹlĔ bir tanĔm olduĶu fakat sadece asit ve 

bazlarĔn sulu ­ºzeltilerini kapsadĔĶĔ i­in yetersiz kaldĔĶĔ vurgusunu yaparak, sonrasĔnda 

Arrheniusõun asit-baz tanĔmĔnĔn getirdiĶi yetersizlikle ihtiya­ doĶrultusunda farklĔ 

yerlerde ikamet eden Bronsted ve Lowryõnin birbirinden habersiz olarak benzer 

tanĔma ulaĹmalarĔ, daha sonrasĔnda aynĔ Ĺekilde bu tanĔmĔn da zamanla yetersiz kaldĔĶĔ 

durumda Lewisõin asit ve baz tanĔmlarĔnĔ baĹka a­Ĕdan ele alarak asit-baz tanĔmĔnĔ nasĔl 

geliĹtirdiĶini tarihsel geliĹim ­er­evesinde ºĶrencilere aktarĔlacaktĔr.  

Konunun aktarĔmĔ sĔrasĔnda izlenecek basamaklar:   

ü ¥Ķretmen, bir önceki dersteki ºĶrenmeleri sorgulamak amacĔyla ºĶrencilere 

asit ve baz denince ne d¿Ĺ¿nd¿klerini sorar (5 dk).  

o ¥Ķretmen birka­ ºĶrenciden cevap almaya ­alĔĹarak verdikleri 

yanĔtlarĔn doĶruluĶu veya yanlĔĹlĔĶĔ hakkĔnda yorum yapmaz. Burada 

ama­, ºĶrencilerin asitleri veya bazlarĔ tanĔmlamak i­in nasĔl bir tanĔm 

kullandĔklarĔnĔ belirlemektir. Maddelerin asidik ve bazik olduklarĔnĔ 

tayin etmek i­in bilim insanlarĔnĔn farklĔ yollar kullandĔklarĔnĔ 

belirtilerek, asidik ve bazik maddelerin ºzelliklerini anlamak i­in aynĔ 

zamanda onlarĔn molek¿ler ºzelliklerini de incelemenin faydalĔ olacaĶĔ 

a­ĔklanĔr.    

ü ¥Ķretmen, tahtaya HCl, H2SO4, HNO3, HBr, HI gibi birkaç Arrhenius asit 

ºrneĶi yazar. Mide ºzsuyunda hidroklorik asit, evde kullanĔlan tuz ruhunda da 

hidroklorik asit, arabalarda kullanĔlan ak¿lerde s¿lf¿rik asit ve kezzapta nitrik 

asit bulunduĶunu belirtir ve ºĶrencilerden bu maddelerin ortak ºzelliklerini 

söylemesini ister (3 dk).  

o ¥Ķrenciler asit olduklarĔnĔ belirteceklerdir, ºĶretmen de bu durumda 

bu karara nasĔl vardĔklarĔnĔ sorar. ¥Ķretmen, hepsinin ortak ºzelliĶi, H 

i­ermesi yanĔtĔnĔ ºĶrencilerden almaya ­alĔĹĔr.  

ü ¥Ķretmen, benzer Ĺekilde NaOH, KOH, Mg(OH)2, Al(OH)3, Ca(OH)2 gibi 

Arrhenius baz örneklerini yazar. KalĔp el sabununda sodyum hidroksit, sĔvĔ 

sabunda ve Ĺampuanlarda potasyum hidroksit, mide ila­larĔnda magnezyum 

hidroksit veya alüminyum hidroksit ve kireç suyunda kalsiyum hidroksit 

bulunduĶunu belirtir. ¥Ķrencilerden bu maddelerin ortak ºzelliklerini 

söylemesini ister (3 dk).  
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o ¥Ķrenciler baz olduklarĔnĔ belirteceklerdir, ºĶretmen de bu durumda 

bu karara nasĔl vardĔklarĔnĔ sorar. ¥Ķretmen, hepsinin ortak ºzelliĶi, 

OH i­ermesi yanĔtĔnĔ ºĶrencilerden almaya ­alĔĹĔr.  

ü ¥Ķretmen, ºĶrencilerden, bir ºnceki asit veya baz denince ne d¿Ĺ¿nd¿klerine 

dair alĔnan yanĔtlarĔ d¿Ĺ¿nerek (Arrhenius asit-baz tanĔmĔna uyan cevaplarĔnĔ 

kullanarak) Arrheniusõun da asit ve bazlarĔ ºĶrencilerin belirttiĶi gibi 

tanĔmladĔĶĔ belirtilir. Bºylelikle, Arrheniusõun asit ve bazlarĔn sulu ortamda 

hidrojen ve hidroksit iyonlarĔnĔn iyonlaĹmasĔna dayanan tanĔmĔnĔn a­ĔklamasĔnĔ 

yapĔlĔr. Tahtaya yazĔlan ºrnekler kullanĔlarak asit ve bazlarĔn iyonlaĹmalarĔnĔ 

ºĶrencilerden gºstermeleri istenir (4 dk).  

ü ¥Ķretmen CH4, NH3 ve CH3COOH örneklerini tahtaya yazar ve 

öĶrencilerden bu maddeler hakkĔnda yorum yapmalarĔnĔ ister (5 dk).  

o Bu örneklerle amaç, Arrhenius asit-baz tanĔmĔnĔn yetersiz kaldĔĶĔ 

durumlarĔ gºstermektir. H i­ermesine raĶmen Arrheniusõun asit-baz 

tanĔmĔna uyan CH4 molek¿l¿n¿n asidik bir ºzelliĶinin olmadĔĶĔnĔ ve 

NH3 çözeltisinin baz gibi davrandĔĶĔ fakat Arrhenius asit-baz tanĔmĔ 

kapsamĔnda OH grubu i­ermediĶi i­in baz olarak sĔnĔflanamadĔĶĔ ve 

CH3COOH ise molek¿l form¿l¿nde OH grubu i­erdiĶi d¿Ĺ¿n¿lse de 

aslĔnda iyonlaĹmasĔnĔn beklenildiĶi gibi olmadĔĶĔ belirtilir.  

ü ¥Ķretmen, bir par­a pamuĶa bir miktar HCl, diĶer bir par­a pamuĶa da bir 

miktar NH3 damlatarak iki ucu a­Ĕk bir borunun u­larĔna Ĺekildeki gibi 

yerleĹtirir (10 dk, ders ºncesi bu malzemeler hazĔrlanĔr).  

 

o ¥Ķrencilerden gazlarĔn dif¿zyonu konusundaki bilgileri hatĔrlamalarĔ 

istenir. Asidik bir çözelti olan HCl ile bazik bir çözelti olan NH3 
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arasĔnda susuz bir ortamda ger­ekleĹen bu tepkimeyi ºĶrencilerin 

izlemeleri saĶlanĔr. ¥Ķrencilerin, HCl damlatĔlmĔĹ pamuĶun bulunduĶu 

uca yakĔn tarafta oluĹan beyaz bulutu gºzlemeleri saĶlanĔr, ger­ekleĹen 

tepkime sonucunda oluĹan maddenin NH4Cl olduĶu tepkimesini 

yazmalarĔ istenir.  

ü ¥Ķrencilerden, Arrhenius asit-baz tanĔmĔ kullanarak bu tepkimedeki asidik ve 

bazik olaylarĔ a­ĔklamalarĔ istenir (5 dk).  

o Buradaki ama­, ºĶrencilerin Arrhenius asit-baz tanĔmĔndaki 

yetersizliĶin farkĔna varmalarĔnĔ saĶlanmaktĔr. Arrhenius asit-baz 

tanĔmĔnĔ ºĶrencilere hatĔrlatarak onlarĔn gaz fazĔnda ger­ekleĹen bu 

tepkimeyi asidik ve bazik maddelerin sulu çözeltilerine dayanan bu 

tanĔm ­er­evesinde a­ĔklanmasĔnĔn m¿mk¿n olmadĔĶĔnĔ algĔlamalarĔnĔ 

saĶlamaktĔr.   

ü DanimarkalĔ kimyacĔ Johannes Bronsted ve ķngiliz kimyacĔ Thomas Lowryõnin 

birbirinden habersiz olarak Arrheniusõun asit ve baz tanĔmĔnĔ geniĹleterek 

önerdikleri proton transferine dayanan asit-baz tanĔmĔ a­ĔklanĔr (5 dk).   

o Burada, Arrhenius asit-baz tanĔmĔnĔn yanlĔĹ veya ge­ersiz olduĶu deĶil 

bu tanĔmĔn asidik ve bazik karakterli bir­ok maddeyi kapsamadĔĶĔnĔ ve 

Bronsted ve Lowry tarafĔndan daha kapsamlĔ hale getirildiĶi vurgusu 

yapĔlĔr. Bilimde kabul edilen gerçeklerin zamanla ihtiyaçlar 

doĶrultusunda deĶiĹebileceĶi veya tekrardan d¿zenlenebileceĶi vurgusu 

yapĔlĔr.  

ü ¥Ķretmen, Bronsted-Lowry asit-baz tanĔmĔnĔn asit ve bazlarĔn sudaki 

davranĔĹlarĔnĔ a­ĔkladĔĶĔ, H+ iyonu ¿zerine odaklandĔĶĔ ve bazlarĔn H+ iyonu 

alan maddeler olarak tanĔmlanarak Arrhenius asit-baz tanĔmĔna uymayan 

bir­ok bazik maddeyi kapsadĔĶĔ a­ĔklanĔr (5 dk).  

o Burada ama­, ºĶrencilerin Arrhenius asit-baz tanĔmĔ ile Bronsted-

Lowry asit-baz tanĔmĔ arasĔndaki farklĔlĔklarĔ dikkat etmelerini 

saĶlamaktĔr. 

ü Bronsted-Lowry asit-baz tanĔmĔ birka­ ºrnek ¿zerinde a­ĔklanĔrken konjuge 

asit-baz ­iftleri hakkĔnda da bilgi verilir. DeĶiĹik ºrnekler verilerek ºĶrencilerin 

bu tanĔmĔ kavramlarĔ saĶlanĔr (15 dk).  
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o Konjuge asit-baz ­iftlerini a­Ĕklarken suyun hem asit hem de baz gibi 

davrandĔĶĔ ºrnekler ¿zerinde durulur. Bºylece asidik veya bazik ºzellik 

gºstermeyen suyun, kimyasal tepkimelerdeki koĹullara gºre asidik veya 

bazik davranabileceĶi gºsterilir. Bunun i­in:  

HCl + H2O ɸ H3O
+ + Cl- ve NH3 + H2O ɸ NH4

+ + OH -  

örnekleri verilerek Bronsted-Lowry asit-baz tanĔmĔna gºre H+ iyonu 

veren maddeler asit, alanlarĔn da baz olduĶu a­ĔklamasĔ verilir. Asit ve 

bazlarĔn diĶer ºzelliklerine sahip olmasa da suyun bazĔ tepkimelerde 

asit bazĔ tepkimelerde de baz gibi davrandĔĶĔ durumu ºĶrencilerle 

tartĔĹĔlĔr. Bu Ĺekilde duruma gºre asit veya baz gibi davranan maddelere 

amfoterik madde denildiĶi belirtilir. AĹaĶĔda verilen birka­ konjuge 

asit-baz ­iftlerinin biri ºĶrencilere sunularak konjuge asit veya baz 

çiftini tahmin etmeleri istenir:  

Konjuge asit-baz ­iftlerinin bazĔlarĔ 

Asit   Baz  

HCl  Cl- 

H2SO4  HSO4
- 

H3O
+ H+ verir  H2O 

HSO4
-  SO4

2- 

HC2H3O2 H+ alĔr C2H3O2
- 

NH4
+  NH3 

HCO3
-  CO3

2- 

H2O  OH- 

 

ü ¥Ķretmen, ºĶrencilere Lewis denince ne d¿Ĺ¿nd¿klerini sorar (10 dk).  

o Burada ama­, ºĶrencilerin ºnceki kimya bilgilerini hatĔrlayarak 

elektron-nokta Lewis form¿l¿n¿ kullanarak deĶerlik elektronlarĔnĔn 

dizilimini hatĔrlamalarĔ ama­lanĔr. N, O ve Cl gibi ºrnekler verilerek 

elektron-nokta form¿l¿n¿ hatĔrlamalarĔ istenir.  

ü Lewisõin elektron-nokta formülünün asit-baz tepkimelerine baĹka bir bakĔĹ 

a­ĔsĔ eklediĶi vurgulanarak elektron-çifti alan maddelerin Lewis asidi ve 
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elektron-­ifti veren maddelerin Lewis bazĔ olduĶu ile ilgili a­Ĕklama yapĔlĔr (10 

dk).  

o Burada vurgulanmasĔ gereken, Arrhenius ve Bronsted-Lowry asit-baz 

tanĔmlarĔnĔn hatalĔ olmadĔklarĔnĔ sadece asit-baz tanĔmĔnĔn elektron ­ifti 

alĔp-verme yorumu ile geniĹletildiĶidir. Daha ºnce Arrhenius asit-baz 

tanĔmĔna gºre OH grubu i­eren ve Bronsted-Lowry tanĔmĔna gºre de 

proton alarak baz olarak kabul edilen t¿m maddelerin de aynĔ zamanda 

Lewis bazĔ tanĔmĔna uyduklarĔ ºrneklerle a­ĔklanĔr. Boylelikle, Lewisõin 

elektron-­ifti alĔp-vermesine dayanan asit-baz tanĔmĔ bir­ok maddeyi 

içine alarak asidik veya bazik olarak anĔlan maddelerin kapsamĔnĔ 

geniĹletmiĹtir. NH3 ve BF3 arasĔndaki tepkime ºrnek gºsterilerek H 

i­ermemesine raĶmen BF3õun elektron ­ifti alarak Lewis asidi olduĶu 

a­ĔklanĔr.   

ü ¥Ķrencilere asit-baz tanĔmlarĔnĔn tarih­esi etkinliĶi daĶĔtĔlĔr ve gruplar halinde 

etkinliĶi ger­ekleĹtirmeleri saĶlanĔr (30 dk).  

ü Etkinlik sonunda hangi asit-baz tanĔmĔ etkinliĶi de yapĔlĔr (10 dk).  

o ZamanĔn yetmemesi durumunda bu etkinlik diĶer ders baĹĔnda 

ºĶrencilerin asit-baz tanĔmlarĔ ile ilgili ºĶrenmelerini deĶerlendirmek 

için de kullanĔlabilir. Bu etkinlikte vurgulanmasĔ gereken, eĶer bir 

tepkime Arrhenius asit-baz 

tanĔmĔ ile a­Ĕklanabiliyorsa aynĔ 

zamanda o tepkime Bronsted-

Lowry ve Lewis asit-baz 

tanĔmlarĔyla da a­Ĕklanabilir; 

fakat tersi durum geçerli 

deĶildir. BaĹka bir ifadeyle, 

Lewis asit-baz tanĔmĔ ile 

a­Ĕklanabilen bir tepkime, daha 

sĔnĔrlĔ olduĶu i­in Arrhenius 

veya Bronsted-Lowry asit-baz 

tanĔmĔ ile a­Ĕklanamaz. Yandaki Ĺekilde ifade edildiĶi gibi maddelerin 

asidik ve bazik olarak deĶerlendirilmesi hangi tanĔmĔn kullanĔldĔĶĔ ile 
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iliĹkilidir. Arrheniusõun asit-baz tanĔmĔ daha dar kapsamlĔ olduĶu i­in 

(veya Ĺemsiyesi daha k¿­¿k olduĶu i­in) asit veya baz olarak 

deĶerlendirilen maddelerin daha az sayĔda olduĶu ifade edilir. Brosted-

Lowryõnin proton transferine dayanan asit-baz tanĔmĔ, Arrheniusõun 

asit ve baz olarak kabul ettiĶi maddeleri de i­ine alarak daha geniĹ 

kapsamdaki maddeler (veya daha b¿y¿k Ĺemsiyesi olduĶu i­in) asidik 

veya bazik olarak deĶerlendirilir.  

 

AĹaĶĔda verilen tablo ºĶrencilerle tamamlanĔr: 

 Arrhenius  Bronsted-Lowry Lewis 

Asit  Suya H+ veren  Proton veren Elektron-çifti 
alan  

Baz  Suya OH- veren  Proton alan  Elektron-çifti 
veren  

NºtrleĹme  
Su oluĹumu Proton transferi  Koordine 

kovalent baĶĔn 
oluĹumu  

Denklem H+ + OH - ɸ 
HOH 

HA + B ɸ BH+ + 
A-  

A + B ɸ A:B 

EksikliĶi   
Sadece sulu 
çözeltiler  

Sadece proton 
transferin olan 
tepkimeler  

Genel teori  
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G ð 3. LETõS DO MAGIC!    

 

HAYDķ SķHķR YAPALIM!  

 

Etkinlik : Haydi Sihir YapalĔm!  

Konu: ķndikatºrler 

1. Asidik maddeler indikatºrler varlĔĶĔnda karakteristik renk alĔrlar.  

2. Bazik maddeler indikatºrler varlĔĶĔnda karakteristik renk alĔrlar.   

3. G¿nl¿k hayatĔmĔzda indikatºrlerle karĹĔlaĹĔyor muyuz?   

KazanĔmlar:  

BiliĹsel KazanĔmlar:  

ü Asidik maddeleri tanĔmak i­in indikatºr kullanabileceĶini fark eder.   

ü Bazik maddeleri tanĔmak i­in indikatºr kullanabileceĶini fark eder.  

ü ķndikatºr¿n renk aralĔĶĔnĔ bilirse asidik veya bazik madde olmasĔ hakkĔnda 

yorum yapar.  

DuyuĹsal KazanĔmlar:  

 ķndikatºrler hakkĔnda bilgi ºĶrenmek i­in arkadaĹlarĔ ile iĹbirliĶi yapar.   

 ķndikatºrlerin asit ve bazik maddeler ¿zerindeki etkisini inceleme etkinliĶine 

katĔlĔr.   

Psikomotor KazanĔmlar: 

 Etkinlik sonu­larĔnĔ rapor eder.  

Süre:  10 dakika  

Dersin ķĹleniĹi:  

¥Ķrencilerin indikatºrler konusuna dikkatlerini çekmek için dersin baĹĔnda bu etkinlik 

uygulanacaktĔr. ķndikatºrlerin asidik ortamda ve bazik ortamda farklĔ renk aldĔĶĔnĔ 

gºstermek amacĔyla bu etkinlik hazĔrlanmĔĹtĔr. Etkinlik i­in grup sayĔsĔna gºre 

ºĶrencilere daĶĔtĔlacak boĹ dosya kaĶĔdĔ hazĔrlanĔr.  

SĔnĔfta 10 grup olduĶu d¿Ĺ¿n¿l¿rse her grup i­in iki adet kaĶĔt d¿zenlenir. Her grup 

bir kelime elde edeceĶi i­in 10 kelimelik derse giriĹ c¿mlesi belirlenir, bu c¿mle: 

òBugünkü ð dersimizin ð konusu ð asidik ve bazik ð maddeleri ð belirlememizi ð 

saĶlayan ð indikatörleri ð yakĔndan ð tanĔmaktĔr.ó  
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Her bir kelime, fenolftalein indikatºr¿ kullanĔlarak dosya kaĶĔdĔna yazĔlĔr, her gruba 

hem asidik hem de bazik ­ºzeltiyi test etmeleri i­in iki adet kaĶĔt verileceĶi i­in c¿mle 

iki adet olarak hazĔrlanĔr. KaĶĔtlarĔn kurumasĔ saĶlanĔr. Etkinlik i­in seyreltilmiĹ asidik 

ve bazik ­ºzeltileri hazĔrlanĔr.  

Etkinlik uygulamasĔnda izlenecek adĔmlar:  

ü ¥Ķretmen, ºncelikle ºĶrencilere gecen ders yapĔlan asit-baz etkinliĶini 

hatĔrlatarak onlara Arrheius, Bronsted-Lowry ve Lewis asit-baz tanĔmlarĔnĔn 

temel farklĔlĔklarĔnĔ sorar.  

o EĶer ºnceki ders òHangi Asit-Baz TanĔmĔó etkinliĶini yapmaya zaman 

kalmadĔysa bu ders bu etkinlik ile derse baĹlanacaktĔr. EĶer ki etkinlik 

bir ºnceki ders tamamlandĔysa, etkinlikte yer alan tepkimelerin doĶru 

yanĔtlarĔ tartĔĹĔlĔr.   

ü Ogretmen, dersin baĹĔnda her gruba aynĔ kelimenin gelmesini saĶlayarak 

kaĶĔtlarĔ ºĶrencilere daĶĔtĔr (1 dk).  

ü ¥Ķrencilere kaĶĔtlarda bir Ĺey yazĔp yazmadĔĶĔnĔ sorar (1 dk).  

ü ¥Ķrencilere asidik ve bazik ­ºzelti i­eren spreyleri daĶĔtĔr (1 dk).  

o SeyreltilmiĹ asit ve baz ­ºzelti i­ermesine raĶmen, ºĶrenciler spreyleri 

kullanĔrken uyarĔlĔr.  

ü Her bir grubun ikiye bölünerek birinci grup asidik çözeltiyi diĶer grup da bazik 

­ºzeltiyi kullanarak kaĶĔtlar üzerinde test edebilecekleri belirtilir (3 dk).  

o Burada bazik çözelti içeren her grup bir kelime elde edecektir, grup 

numaralarĔnĔ sĔrayla tahtaya yazarak kelimesini bulan her ºĶrenci 

grubunun tahtaya, grup numarasĔnĔn altĔna, bulduĶu kelimeyi yazmasĔ 

istenir.  

ü ¢Ĕkan sonucu grup numaralarĔnĔn altĔna yazarlar.   

ü ¥Ķretmen, indikatºrlerin asidik ve bazik ­ºzeltilerde farklĔ renk aldĔklarĔ i­in 

asit ve bazlarĔ tanĔmak i­in kullanĔldĔklarĔnĔ belirtir (4 dk).  

o Bu etkinlikte fenolftalein indikatºr¿n¿n kullanĔldĔĶĔ, bu indikatºr¿n 

asidik ortamda renksiz ve bazik ortamda ise pembe renk aldĔĶĔ 

belirtilir. Bazik ­ºzelti i­eren sprey kaĶĔdĔn ¿zerine p¿sk¿rt¿ld¿Ķ¿nde 

renksiz olan bazik ­ºzeltinin indikatºr varlĔĶĔnda pembe renk aldĔĶĔ 

belirtilir.   
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G ð 4. THE MAGIC OF RED CABBAGE     

 

KIRMIZI LAHANANIN S ķHRķ  

 
Etkinlik : KĔrmĔzĔlahananĔn sihri  

Konu: ķndikatºrler 

1. Asidik maddeler indikatºrler varlĔĶĔnda karakteristik renk alĔrlar.  

2. Bazik maddeler indikatºrler varlĔĶĔnda karakteristik renk alĔrlar.   

3. G¿nl¿k hayatĔmĔzda indikatºrlerle karĹĔlaĹĔyor muyuz?   

KazanĔmlar:  

BiliĹsel KazanĔmlar:  

ü Asidik maddeleri tanĔmak i­in indikatºr kullanabileceĶini fark eder.   

ü Bazik maddeleri tanĔmak i­in indikatºr kullanabileceĶini fark eder.  

ü ķndikatºr¿n renk aralĔĶĔnĔ bilirse asidik veya bazik madde olmasĔ hakkĔnda 

yorum yapar.  

ü KĔrmĔzĔ lahananĔn renk aralĔĶĔnĔ inceler.  

DuyuĹsal KazanĔmlar:  

 ķndikatºrler hakkĔnda bilgi ºĶrenmek i­in arkadaĹlarĔ ile iĹbirliĶi yapar.   

 ķndikatºrlerin asit ve bazik maddeler ¿zerindeki etkisini inceleme etkinliĶine 

katĔlĔr.   

Psikomotor KazanĔmlar: 

 Maddelerin asitlik veya bazikliĶini belirlemek i­in kĔrmĔzĔlahana kaĶĔtlarĔnĔ 

kullanarak bir­ok maddenin asitliĶini veya bazikliĶini test eder.  

 Etkinlik sonu­larĔnĔ rapor eder.  

Süre:  30 dakika  

Dersin ķĹleniĹi:  

òHaydi Sihir YapalĔm!ó etkinliĶiyle beraber geliĹtirilen bir etkinliktir. ¥Ķrencileri 

indikatºrler hakkĔnda daha detaylĔ bilgilendirmek amacĔyla çKĔrmĔzĔ LahananĔn Sihri » 

etkinliĶini ger­ekleĹtirmeden ºnce, ºĶrencilere kĔrmĔzĔ lahananĔn da g¿nl¿k hayatta 

karsĔlaĹtĔĶĔmĔz bir indikatºr olduĶunu belirterek kĔrmĔzĔ lahananĔn asidik ve bazik 

ortamda hangi renkleri aldĔĶĔnĔ gºzlemleyecekleri bir gºsteri etkinliĶi sunacaĶĔnĔzĔ 

belirtiniz.  



 

 

 

301 

 

 

  

Bu etkinlik i­in, kĔrmĔzĔlahana suyu daha ºnceden hazĔrlamanĔz gerekmektedir. Bunun 

i­in kĔrmĔzĔlahanadan bir miktar keserek tencereye koyarak üzerine yeteri miktarda su 

ilave ediniz. YarĔm saat kadar kaynamaya bĔrakĔnĔz ve ĔlĔttĔktan sonra da elde ettiĶiniz 

kĔrmĔzĔlahana suyunu s¿z¿n¿z. ĸeritler halinde kestiĶiniz s¿zge­ kaĶĔtlarĔnĔ (kahve 

filtre kaĶĔtlarĔ da kullanabilirsiniz) geniĹ bir kaba koyarak, lahana suyunu iyice 

emmesini saĶlayĔnĔz. Lahana suyunu iyice emen s¿zge­ kaĶĔtlarĔnĔn kurumalarĔnĔ 

saĶlayĔnĔz. Bºylelikle, kĔrmĔzĔlahana suyundan elde edilen kĔrmĔzĔ lahana indikatºr 

kaĶĔtlarĔnĔ ºĶrencilerin ger­ekleĹtireceĶi etkinlikler i­in hazĔrlayĔnĔz, kaĶĔtlarĔ kapalĔ bir 

zarfa koyarsanĔz daha uzun vadede kullanabilirsiniz. KĔrmĔzĔlahananĔn suyunu ders i­i 

etkinlikte kullanmak ¿zere buzdolabĔnda saklayĔnĔz.   

 
AdĔm 1:  

 

AdĔm 2:  

 

 

AdĔm 3:  

 

 

AdĔm 4:  

 

 

AdĔm 5:  
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Ders esnasĔnda izlenecek adĔmlar:  

ü ¥Ķrenciler kendi malzemelerini test etmeden ºnce siz kĔrmĔzĔlahananĔn asidik 

ve bazik ortamda aldĔĶĔ renkleri gºstermek i­in bir tüplük içerisine bir kaç tane 

t¿p koyarak ºĶrencilerin renk yelpazesini gözlemeleri saĶlanĔr.  

ü KullanĔlacak olan malzemeler asidik olandan bazik olana doĶru sĔralanĔr. Bu 

malzemeler seyreltik HCl, limon suyu, sirke, herhangi bir meyve suyu, su, suda 

­ºzd¿r¿lm¿Ĺ karbonat, sabun, temizlik malzemelerinden herhangi biri, 

seyreltik NaOH Ĺeklinde olabilir. Bu malzemeleri en asidik maddeden en bazik 

maddeye doĶru sĔralayarak tüplerin içerisine bir miktar konur ve sonrada her 

bir t¿pe birka­ damla kĔrmĔzĔlahananĔn suyu damlatĔlarak ºĶrencilerin renk 

deĶiĹimini gºzlemesi saĶlanĔr. AdĔm 5õ teki gibi bir renk yelpazesi elde edilir (5 

dk). 

ü Sadece kĔrmĔzĔlahananĔn deĶil, kiraz, ¿z¿m, kĔrmĔzĔ erik, kĔrmĔzĔ soĶan, Ĕhlamur 

­ayĔ, g¿l. ortanca ­i­eĶi, sardunya gibi doĶadaki baĹka maddelerin de asidik ve 

bazik ortamlarda farklĔ renk alarak asit veya baz belirteci olarak kullanĔldĔĶĔ 

belirtilir (5 dk).  

ü ¥Ķrenciler òKĔrmĔzĔ LahananĔn Sihrió etkinliĶini ger­ekleĹtirmeleri i­in teĹvik 

edilir, etkinlik gruplar halinde ger­ekleĹtirilir (15 dk). 

o Bu ders ºncesi ºĶrencilere, evlerinden asitliĶini veya bazlĔĶĔnĔ merak 

ettikleri istedikleri malzemeleri test etmek amacĔyla derse 

getirebilecekleri belirtilir. ¥Ķretmen de, òMelisõin Bir G¿n¿ó 

etkinliĶinde ºĶrencilerin yanĔldĔklarĔ veya kararsĔzlĔĶa d¿Ĺt¿kleri 

malzemeleri sĔnĔf ortamĔna getirmeye dikkat eder. ¥Ķrencilere, kĔrmĔzĔ 

lahana kaĶĔdĔndaki sonucu yorumlayabilmek i­in bir ºnceki gºsteri 

etkinliĶinden elde edilen renk yelpazesinden yararlanabilecekleri 

sºylenir. ķndikatºr kaĶĔdĔnĔ nasĔl yorumlayacaklarĔ da ifade edilir. Elde 

edilen renkten maddenin asidik veya bazik olduĶuna karar vermeleri 

teĹvik edilir.   

ü ¥Ķrenciler, etkinlik sonu­larĔnĔ sĔnĔf arkadaĹlarĔ ile paylaĹĔr. ¥Ķretmen, tahtaya 

poster asarak onlarĔn bu sonu­larĔ rapor etmelerine yardĔmcĔ olur. ¥Ķrenciler, 

test edilen maddeleri inceleyerek benzer maddelerin benzer sonuç verip 

vermediĶini incelerler (5 dk).  
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o ¥Ķrencilere test edilen maddeler arasĔnda onlarĔ ĹaĹĔrtan herhangi bir 

sonu­ var mĔ diye ºĶretmen ºĶrencilerin d¿Ĺ¿ncelerini alĔr. Neden o 

Ĺekilde d¿Ĺ¿nd¿klerini a­ĔklamalarĔnĔ ister. òMelisõin Bir G¿n¿ó 

etkinliĶindeki ºĶrencilerin d¿Ĺ¿nceleri ile bu etkinlikten elde edilen 

sonu­lardaki ­eliĹkili olanlarĔn ¿zerinde durun. ¥Ķrenciler hangi 

maddeleri asit veya baz gibi d¿Ĺ¿nd¿yse onlarĔ belirtip, test 

sonu­larĔnda farklĔ sonu­ bulunduĶuna dikkat ­ekilir. 
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G ð 5. DILUTED AND CONCENTRATED SOLUTIONS  

 

DERķĸķK ð SEYRELTķK ¢¥ZELTķLER 

 

Limon, zayĔf bir asit olan sitrik asit i­erir. ¥Ķrenciler genellikle kuvvetli ð zayĔf 

kavramlarĔnĔ g¿nl¿k hayattaki kullanĔmlarĔ ile iliĹkilendirerek asit ve bazlar a­ĔsĔndan 

farklĔ anlamlar y¿kleyebiliyorlar. Bu g¿nl¿k hayattan gelen kavram karmaĹasĔ yanĔnda 

ºĶrenciler bazen deriĹik asit dendiĶinde kuvvetli bir asit veya seyreltik bir asit 

dendiĶinde zayĔf bir asit d¿Ĺ¿nmektedir.  

 

Ger­ekleĹtireceĶiniz bu etkinlik ºĶrencilerin deriĹik ve seyreltik kavramlarĔnĔ kuvvetli 

ve zayĔf kavramlarĔyla karĔĹtĔrmamasĔ amacĔyla tasarlanmĔĹtĔr. ¢ºzeltilerde deriĹim 

olayĔnĔ vurgulamak amacĔyla «Asitlerin Kuvveti» etkinliĶinden ºnce tasarlanmĔĹ bir 

gºsteri etkinliĶidir.  

 

Etkinlik için:  

Bir limonun suyunu bir behere sĔkĔnĔz. Bu esnada, ºĶrencilere aĹaĶĔdaki sorularĔ 

iletiniz:  

ü Sizce limon asidik midir yoksa bazik midir?  

ü Limonun i­erdiĶi bu asidin kuvvetli bir asit mi yoksa zayĔf bir asit mi olduĶunu 

d¿Ĺ¿n¿yorsunuz? (¥Ķrencilerden neden ºyle d¿Ĺ¿nd¿klerinin a­ĔklamalarĔnĔ 

isteyiniz.) 

 

¥Ķrencilere limonun zayĔf bir asit olan sitrik asit i­erdiĶini belirtiniz. Daha sonraki 

etkinlikte, kuvvetli ve zayĔf asitler hakkĔnda daha detaylĔ bilgiler edineceklerini 

belirterek sĔktĔĶĔnĔz limon suyunu ºĶrencilere gºsteriniz. Bu limon suyuna 10 ml su 

ilave edilmesi nasĔl bir etki yaratacaĶĔnĔ ºĶrencilere sorunuz; su ilavesiyle limon 

suyunun gºr¿n¿m ve tadĔ ile ilgili ºĶrencilerle tartĔsĔnĔz. Bºylelikle su ilavesinin, 

­ºzeltiyi sadece seyrelttiĶini belirtiniz. Su ilavesiz limon suyunun su ilaveli limon 

suyuna kĔyasla daha deriĹik olduĶunun vurgusunu yapĔnĔz.  

Daha sonra, behere yine 10 ml su ilave ediniz, bu kez üçüncü durumun ikinci duruma 

kĔyasla daha seyreltik olduĶunu ve ikinci durumun ¿­¿nc¿ duruma kĔyasla daha deriĹik 
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olduĶunu vurgulayĔnĔz. Deriklik olayĔnĔn, kĔyaslanan ­ºzeltiye gºre nasĔl deĶiĹtiĶinin 

vurgusunu yapĔnĔz. AynĔ Ĺekilde, bir kez daha su ilave yapĔldĔĶĔnda ºĶrencilere 

durumlar arasĔ deriĹik ve seyreltik ­ºzelti kĔyaslamasĔ yaptĔrĔnĔz.  

¥Ķrencilerden tahtaya bu dºrt durum arasĔndaki birim hacme d¿Ĺen tanecik sayĔsĔnĔ 

resmetmelerini isteyiniz. Tahtaya aĹaĶĔdaki gibi gºsterim ­izerek, birim hacme d¿Ĺen 

tanecik sayĔsĔnda nasĔl bir azalma olduĶunun gºsterimini a­ĔklayĔnĔz (Limon suyu 

modellemesini yaparken, su molek¿llerini Ĺeklin daha basit olmasĔ a­ĔsĔndan 

­izmediĶinizi belirterek, limonun i­erdiĶi taneciklerin daha anlaĹĔlĔr olmasĔ acĔsĔndan 

da yuvarlak ­izdiĶinizi belirtmeyi unutmayĔn).  

 

¥Ķrencilerle beraber yapacaĶĔnĔz limon suyunun seyreltilmesi modellemesi aĹaĶĔdaki 

gibi olacaktĔr:  

 

 

 

Limon ºrneĶinde olduĶu gibi zayĔf asitler deriĹik olarak bulunabildikleri gibi seyreltik 

olarak da bulunabilirler. Asitlerin veya bazlarĔn kuvvetli veya zayĔf olarak 

adlandĔrmanĔn farklĔ bir durum olduĶunu, kuvvetli veya zayĔf asitlerin hem deriĹik hem 

de seyreltik halde bulunabileceklerinin vurgusunu yapĔnĔz. 
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G ð 6. pH ve pOH CONCEPTS 

 

pH ve pOH KAVRAMLARI 

 

Etkinlik : pH ve pOH    

Konu: pH ve pOH  

1. Asidik maddelerin pH ve pOH özellikleri.  

2. Bazik maddelerin pH ve pOH özellikleri.   

3. pH ve pOH deĶerinin deriĹimle ilgisi. 

4. pH ve pOH arasĔndaki iliĹki.  

KazanĔmlar:  

BiliĹsel KazanĔmlar:  

ü Asitlerin pH ve pOH ºzelliklerini tanĔmlar.   

ü BazlarĔn pH ve pOH ºzelliklerini tanĔmlar.  

ü pH veya pOH deĶerlerine gore maddeleri birbirinden ayĔrt eder.  

ü pH veya pOH degerlerini etkileyen etmenleri a­Ĕklar. 

ü Kuvvetli asitler ve bazlarĔn pH veya pOH deĶerilerini yorumlar.  

DuyuĹsal KazanĔmlar:  

 pH ve pOH kavramlari ilgisini çeker.   

 EtkinliĶi ger­ekleĹtirmek i­in iĹbirliĶi yapar.   

Psikomotor KazanĔmlar: 

 Birçok asidik ve bazik maddenin pH ve pOH deĶerini rapor eder.  

Süre: 1 ders saati  

Dersin ķĹleniĹi:  

¥grenciler genellikle pH kavramĔnĔ asitlerin ve bazlarĔn kuvveti ile iliĹkilendirir. pH 

deĶeri y¿ksek asidik bir maddenin zayĔf bir madde olduĶuna yºnelik ºnyargĔlarĔ 

bulunmaktadĔr. ¥nceki bºl¿mde ºĶrencilerin kuvvetli-zayĔf asit/baz kavramlarĔndan 

­ºzeltideki iyonlaĹma y¿zdesi ifadesini anlamalarĔ gerektigi vurgulanmĔĹtĔ, bu bºl¿mde 

ise pH kavramĔnĔn ortamdaki hidrojen iyonu deriĹimi ile ilgili oldugu vurgusu 

yapĔlacaktĔr. ¥Ķrenciler aynĔ zamanda bazik ­ºzeltilerin pH deĶeri olmadĔĶĔna dair 

yanlĔĹ bilgilere sahip olabilmektedirler, bunun icin pH kavramĔnĔ a­Ĕklarken bu deĶerin 
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sadece asidik çözeltiler icin deĶil aynĔ zamanda bazik ­ºzeltiler i­in de ge­erli oldugu 

vurgusu yapĔlacaktĔr. BunlarĔn yanĔnda, ºĶrenciler pH deĶeri 7 olarak verilen bir ­ºzelti 

i­in nºtr cevabĔ verebilmekte fakat a­Ĕklama yapmalarĔ veya tanecik boyutunda ­izim 

yapmalarĔ istendiĶinde ortamda hi­ iyon bulunmayacaĶĔ gibi yanlĔĹ ifadeler veya 

çizimler yapabilmektedirler.  

ü Ders baĹĔnda ºĶretmen, ºĶrencilere deriĹik asit ­ºzeltisini gºstererek onlardan 

­ºzeltinin pH deĶeri hakkĔnda yorum yapmalarĔnĔ ister. (5 dk) 

o ¥Ķrencilere HCl ­ºzeltisini gºsterebilirsiniz. ¥Ķrencilere bu 

tahminlerini nasĔl ve neye dayanarak yaptĔklarĔnĔ sorunuz.  

o KĔrmĔzĔ lahana veya indikator kaĶĔtlarĔnĔ kullanarak ­ºzeltinin pH 

deĶeri ile ilgili ºĶrencilerin yorumlarĔnĔ tartĔĹĔnĔz.  

ü Elinizdeki çözeltiye bir miktar su ilave ederek seyrekleĹtiriniz ve yine 

ºĶrencilerden ­ºzeltinin pH deĶeri hakkĔnda yorum yapmalarĔnĔ isteyiniz. 

(5dk) 

o ¥Ķrencilere bu tahminleri nasĔl yaptĔklarĔnĔ sorunuz.  

o KĔrmĔzĔ lahana veya indikator kaĶĔtlarĔnĔ kullanarak ­ºzeltinin pH 

deĶeri ile ilgili ºĶrencilerin yorumlarĔnĔ tartĔĹĔnĔz.  

o Bir ºnceki ­ºzeltiyi d¿Ĺ¿nd¿erek, iki ­ºzelti arasĔnda ne fark vardĔr? 

sorusu uzerinde yogunlasiniz. ¥Ķrencilerin seyreltme olayĔnĔ nasĔl 

yorumladĔklarĔnĔ dikkate alĔnĔz, bir ºnceki konu ile ilgili yanlĔĹ 

ºĶrenmeler olup olmadĔĶĔnĔ sorgulayĔnĔz.  

ü ¥Ķretmen, ºĶrencilere az da olsa suyun elektrigi ilettiĶini, bu iletkenliĶin az da 

olsa iyonlaĹabilmesinden kaynaklandĔĶĔnĔ a­Ĕklar (5 dk).  

o Asit ve bazlarĔn iletkenlik ºzelliklerini ileriki konularda tartĔĹĔlacaĶĔnĔ 

belirtiniz ve sadece suyun kendi iyonlaĹmasĔ hakkĔnda bilgi veriniz. 

Suyun iyonlasma tepkimesini göstererek bunun üzerinden 

a­ĔklamalarĔnĔzĔ yapĔnĔz.  

ü Suyun otoiyonizasyonunu tanecik boyutunda resmederek ºĶrencilere durum 

hakkĔnda bilgi verir. (15 dk) 

o ¥Ķrencilerle saf suyun hem hidronyum hem de hidroksit iyonlarĔnĔ 

i­ermesine raĶmen neden asidik veya bazik olmadĔĶĔnĔ tartĔĹĔnĔz.  
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o Saf suyun 250Cõde 1 litre sudaki iyon deĶerlerini belirtiniz. Hidronyum 

ve hidroksit iyon deriĹimlerinin eĹit olmasĔndan dolayĔ nºtr ­ºzelti 

olarak ifade edildiĶini a­ĔklayĔnĔz.  

o Bir ºnceki kimyasal denge konusu ile iliĹkilendirerek oĶrencilerle 

beraber hidronyum ve hidroksit arasĔndaki baĶlantĔyĔ bulmalarĔnĔ 

saĶlayĔnĔz.  

ü Asidik ­ºzeltilerde hidronyum iyon deriĹiminin, bazik ­ºzeltilerde ise hidroksit 

iyon deriĹiminin daha fazla olduĶu ifade edilir. (10 dk) 

o ¥Ķrencilerin, iyon dengesini kavramalarĔ i­in tahtaravelli ºrneĶini 

gºsterebilirsiniz. Bºylelikle, iyon deriĹimi miktarĔnĔn ­ºzelti hakkĔnda 

bilgi verdiĶini a­ĔklayĔnĔz.  

 

 

 

 

 

Asidik Cozelti                                                 Bazik Cozelti  

     [H3O
+]>10-7M>[OH -]           Notr Cozelti        [H3O

+]<10-7M<[OH -] 

                              [H3O
+]=10-7M=[OH -] 

 

ü ¥Ķretmen, ºĶrencilerden deriĹimlere dikkat etmelerini ister. Bu deriĹimlerin 

­ok k¿­¿k deĶerler olduĶunu ºĶrencilerin kavramalarĔnĔ saĶlayĔnĔz. (10 dk) 

o DanimarkalĔ bir biyokimyacĔ olan Soren Sorensen ­ºzeltilerdeki 

hidronyum iyon deriĹimlerini daha basit ifade edebilmek icin bir 

ºnerme sunmuĹtur. pH ve H3O
+ iyonlarĔ arasĔndaki baĶlantĔ a­ĔklanĔr.  

ü Dersin baĹĔndaki, ­ºzeltiler hakĔnda ºĶrencilerden tekrar yorum yapmalarĔnĔ 

isteyiniz. (10 dk) 

o ķki cozelti arasĔnda pH veya H3O
+ iyonlarĔ arasĔnda fark olup 

olmadĔĶĔnĔ belirtmelerini isteyiniz.  

o KĔrmĔzĔ lahana ve indikator kaĶĔtlarĔndaki renk tonu farkĔnĔ tartĔĹĔnĔz.  

o AynĔ t¿rden fakat deĶiĹik deriĹimdeki maddelerin pH deĶerlerinin 

farklĔ olabileceĶinin ºĶrencilerin farkĔna varmalarĔnĔ saĶlayĔnĔz.  

H3O+ 

OH- 

H3O+ 
OH- 

H3O+ 

OH- 



 

 

 

309 

 

 

  

ü pH ve pOH arasĔndaki baĶĔntĔyĔ ºĶrencilerle beraber cĔkarĔnĔz. (15 dk) 

o Indikatörlerin kabaca pH hakkĔnda bilgi verdiklerini belirtiniz.  

o G¿nl¿k hayatĔmĔzda karĹĔlaĹtĔĶĔmĔz bir­ok maddenin pH deĶerlerini 

ºĶrencilerle beraber tespit etmeye calĔĹĔnĔz. ¥Ķrenciler ºnceki 

etkinliklerde kĔrmĔzĔ lahana ile ilgili bir­ok test yapmĔĹlardĔ, renk 

skalasĔnĔ kullanarak g¿nl¿k hayatta karĹĔlaĹtĔklarĔ maddeleri asitlikten 

bazikliĶe doĶru sĔralamalarĔnĔ isteyiniz. AĹaĶĔdaki gibi bir tablo 

oluĹturabilirsiniz:  

Çözelti  pH deĶeri 

Akü asidi  0 
Mide asidi  1.4ð1.8 
Limon suyu  2.1 
Sirke  2.9 
ĸarap  3.5 
Domates suyu  4 
ĸekersiz kahve  5 
EkĹimil s¿t  6 
YaĶmur suyu  6.5 
Saf su (250C) 7 
Kan  7.35ð7.4 
Deniz suyu  8 
Sabun, Ĺampuan 8-9 
Deterjan  9-10 
¢amaĹĔr suyu  12 
¢amaĹĔr sodasĔ 14 
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G ð 7. STRONG AND WEAK ACIDS   

 

KUVVETLķ VE ZAYIF ASķTLER VE BAZLAR 

 

Etkinlik : Kuvvetli ve zayĔf asitler   

Konu: Asit ve bazlarĔn kuvveti  

1. Kuvvetli ve zayĔf asit arasĔnda ne fark vardĔr?   

2. Kuvvetli ve zayĔf baz arasĔnda ne fark vardĔr?    

3. G¿nl¿k hayatĔmĔzda kuvvetli ve zayĔf asit ve bazlarĔn yeri.   

KazanĔmlar:  

BiliĹsel KazanĔmlar:  

 Kuvvetli ve zayĔf asit arasĔndaki farkĔ açĔklar.  

 Kuvvetli ve zayĔf baz arasĔndaki farkĔ açĔklar.  

 ķyonlaĹma kavramĔnĔ ifade eder.  

DuyuĹsal KazanĔmlar:  

 Asit ve bazlarĔn kuvvetli ile ilgili ogrenmelerini grup arkadaĹlarĔ ile iĹbirligi 

yapar.  

 Kuvvetli ve zayĔf asit veya bazlarĔn arasĔndaki farklarĔ tartĔsĔr.  

Psikomotor KazanĔmlar: 

 Asitlerin veya bazlarĔn kuvvetli veya zayĔf olma farkĔnĔ tanecik boyutundaki 

gosterimini resmeder.   

 Etkinlik sonu­larĔnĔ rapor eder. 

Süre:  120 dakika  

Dersin ķĹleniĹi:  

¥Ķrenciler genellikle kuvvetli ve zayĔf asitler arasĔndaki farkĔ anlamakta zorlanĔrlar. 

Tam olarak kavrayamadĔklarĔ i­in de doĶru olmayan kavramlar geliĹtirmektedirler. 

¥zellikle bu kavramlarĔ, g¿nl¿k kullanĔmdaki kuvvetli ve zayĔf anlamlarĔyla 

iliĹkilendirmektedirler; ºrneĶin kuvvetli asitlerde tanecikler arasĔndaki baĶlarĔn daha 

kuvvetli veya zayĔf asitlerde tanecikler arasĔndaki baĶlarĔn daha zayĔf olduĶu gºr¿s¿n¿ 

savunmaktadĔrlar.  



 

 

 

311 

 

 

  

¥Ķrencilerin bu iki durum arasĔndaki farkĔ daha iyi anlayabilmeleri i­in verilen ºĶrenci 

etkinlikleri ve sim¿lasyon kullanĔlacaktĔr. Sim¿lasyon basamaklarĔ adĔm adĔm 

ºĶrencilerle tartĔĹarak ilerleyecektir.   

ü ¥Ķrencilerin aynĔ deriĹim ve hacimde asitler kullanĔlarak ger­eklesen tepkime 

sonucunda farklĔlĔklar gºzlenmesini saĶlamak amacĔyla, ºncelikle yapĔlan 

ºĶrencilerin òAsitlerin Kuvvetió etkinliĶini ger­ekleĹtirmeleri saĶlanĔr.  

o Burada ama­, ºĶrencilerin aynĔ miktarda giren kullanĔlarak ger­ekleĹtirilen 

tepkimede sonucunda, oluĹan madde miktarĔnda farklĔlĔk olduĶunu 

gºzlemelerini saĶlamaktĔr. Asitlerin metallerle olan tepkimeleri hakkĔnda 

daha sonra detaylĔ bilgi verilecektir.  

ü Sim¿lasyonun baĹlangĔcĔnda ºĶrencilere neden bazĔ asitlere kuvvetli veya 

bazĔlarĔna zayĔf asit denildiĶini sorarak onlarĔn fikirlerini alĔnĔz. Bu farkĔ 

incelemek i­in sim¿lasyondan faydalanacaklarĔnĔ belirtiniz. ¥Ķrencilere elimizde 

HCl ve HF olmak üzere iki farklĔ madde bulunduĶunu belirterek bu maddeleri 

teker teker su dolu bir behere aktardĔĶĔnĔzda tanecik boyutunda ºĶrencilerin ne 

beklediklerini sorgulayarak onlarĔn d¿Ĺ¿ncelerini alĔnĔz.   

 
 

ü Tanecik boyutunda HCl molek¿llerinin Ĺekildeki gibi gºr¿nd¿Ķ¿n¿ belirtiniz 

(Gºr¿nt¿n¿n daha basit ve kolay anlaĹĔlĔr olmasĔ acĔsĔndan su molek¿llerinin 

tanecik boyutunda gºsterilmediĶini ve HCl molek¿llerinin renklendirildiĶini 

ifade ediniz.)  

Kuvvetli bir asit olan HClõnin, ortamdaki su molek¿lleri ile etkileĹerek H3O
+ 

iyonlarĔnĔ oluĹturduĶunu ve %100õe yakĔn iyonlarĔna ayrĔĹtĔĶĔnĔ belirtiniz. 
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Kuvvetlilik kavramĔnĔn iyonlaĹma y¿zdesi ile iliĹkili olduĶu vurgusunu yapĔnĔz. 

Kuvvetli asitlerde, HClõde olduĶu gibi, tamamĔna yakĔn iyonlaĹtĔĶĔnĔ ve ortamda 

baskĔn sayĔda H+ ve Cl- iyon taneciklerinin bulunduĶunu eser miktarda da olsa 

HCl moleküllerinin bulunabileceĶini belirtiniz.  

1 litre suya 1 mol HCl molek¿lleri ilave edildiĶinde, ­ºzelti i­erisinde 1M H3O
+ 

ve 1 M Cl- iyonlarĔnĔn oluĹacaĶĔnĔ belirtiniz.  

Kuvvetli bazlarĔn da aynĔ Ĺekilde, %100õe yakĔn iyonlaĹtĔklarĔnĔ belirtiniz. 

Kuvvetli asitler ve bazlarĔn tamamĔna yakĔn iyonlaĹtĔklarĔ i­in aynĔ zamanda da 

kuvvetli elektrolitler olduklarĔnĔ ifade ediniz.  
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ü ZayĔf bir asit olan HF maddesinde nasĔl bir durum ger­ekleĹmiĹ olabileceĶini 

ºĶrencilere sorarak onlarĔn d¿Ĺ¿ncelerini alĔnĔz. ZayĔf asitlerin durumunu, zayĔf 

baĶlara sahip olmasĔyla a­Ĕklayan ºĶrencilere sim¿lasyon gºsterimi sonrasĔ 

dºnerek, aynĔ d¿Ĺ¿nceyi koruyup korumadĔĶĔnĔ sorgulayĔnĔz.    

 

 

ü HF taneciklerinin, HCl gibi, su ile etkileĹmeden ºnce molek¿ller halde 

olduklarĔnĔ gºsteriniz. Fakat kuvvetli asitlerden farklĔ olarak zayĔf asitlerin 

yapĔlarĔndaki H+iyonlarĔnĔ suya kĔsmen aktardĔklarĔnĔn vurgusunu yapĔnĔz.  

¥Ķrencilerden ge­en dºnemlerde ºĶrendikleri elektronegatiflik kavramĔnĔ 

hatĔrlamalarĔnĔ isteyiniz ve ne hatĔrladĔklarĔnĔ sorgulayĔnĔz. Periyodik tablodan F 

ve Cl elementlerinin yerlerini tespit etmelerini saĶlayĔnĔz. HðF, HðCl, HðBr, HðI 

baĶlarĔnĔn polarlĔĶĔnĔ karĹĔlaĹtĔrmalarĔnĔ isteyiniz (Elementlerin elektronegatiflik 

deĶerlerini veriniz). Elektronegativite farkĔnĔn en b¿y¿k HðF baĶĔnda olduĶunu 

ve en zayĔf asit olduĶunun tespitini ºĶrencilerin yapmasĔnĔ saĶlayĔnĔz (HF, su 

molek¿lleriyle hidrojen baĶĔ yaptĔĶĔ i­in de serbest H3O
+ iyon deriĹiminin olmasĔ 

gerekenden daha az olduĶunu, fakat hidrojen baĶĔ ile ilgili detaylĔ bilgileri bir 

sonraki dºnemde ºĶreneceklerini belirtiniz).   

1 litre suya 1 mol HF ilave edilmesiyle, HFõin asitlik iyonlaĹma sabitinden 

yararlanarak iyonlaĹan madde miktarĔnĔn bulunabildiĶini ve iyonlaĹma sabitinin 

de sĔcaklĔkla deĶiĹtiĶini belirtiniz. 250Cõde HF i­in Ka deĶerinin 7.1x10
-4 

olduĶunu ve hesaplama sonucunda da H+ iyon deriĹiminin 2.66x10-4 M 

bulunarak ºĶrencilere bu deĶerin 1Mõin yanĔnda olduk­a k¿­¿k bir sayĔ olduĶuna 

dikkat etmelerini saĶlayĔnĔz.  
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ķyonlaĹma sabiti b¿y¿k olan asitlerin, daha kuvvetli asit olduĶunun ºĶrencilerin 

yorum yapmasĔnĔ saĶlayĔnĔz.  

Etkinlik sonunda, asidik maddelerde hidrojenini daha kolay veren maddelerin 

daha kuvvetli asit ve dolayĔsĔyla da iyonlaĹma y¿zdelerinin de daha b¿y¿k 

olduĶunun vurgunu yapĔnĔz.  

Bazik maddeler i­in de kuvvetlilik kavramĔnĔn iyonlaĹma y¿zdesi ile ilgili olduĶu 

sonucunu ºĶrencilerin tespit etmelerini saĶlayĔnĔz.  

ZayĔf asit veya bazlarĔn elektrik akimini iyi iletmediklerini ve bunun nedenini 

ºĶrencilere sorunuz. Elektrik akĔmĔnĔ saĶlayacak iyon sayĔsĔ azaldĔk­a, ­ºzeltilerin 

daha zayĔf elektrolit olduklarĔnĔn sonucuna varmalarĔnĔ saĶlayĔnĔz.  

ü ¥Ķrencilerin òKuvvetli asit ð ZayĔf asit arasĔnda ne fark vardĔr?ó etkinliĶini 

ger­ekleĹtirmelerini saĶlayĔnĔz.  

o Bu etkinlikte ºĶrenciler, kuvvetli asit veya zayĔf asit denildiĶinde ne 

d¿Ĺ¿nd¿klerini resmetmeye ­alĔĹacaklardĔr. ¥Ķrencilerin, ortaya koyduklarĔ 

modeller incelenerek, daha kalĔcĔ ve doĶru bir ºĶrenme i­in ve herhangi bir 

kavram yanĔlgĔsĔnĔn oluĹmamasĔ amacĔyla modellerin incelenmesi 

önemlidir.   
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ü ¢ºz¿n¿rl¿k ve iyonlaĹma aynĔ Ĺeyleri mi ifade eder sorusu ºĶrencilere sorulur.  

o Bu soruda ama­, ºĶrencilerin ­ºz¿n¿rl¿k kavramĔ ile iyonlaĹma kavramĔnĔ 

birbirinden ayĔrt etmelerini saĶlamaktĔr. ¢ºz¿nme olgusunu ve iyonlaĹma 

ile farkĔnĔ ayĔrt edebilmesi i­in ºĶrencilere sirke ºrneĶini vererek sirkenin 

asetik asit i­erdiĶini belirtin. Asetik asidin iyonlaĹma y¿zdesi d¿Ĺ¿k olduĶu 

i­in zayĔf asit olduĶu belirtilir, fakat ºrneĶin turĹu yapĔmĔnda kullanĔlan 

sirkenin az ­ºz¿nd¿Ķ¿ sºylenebilir mi sorusu sorulur. ¢ºz¿nme olayĔnĔn 

ger­ekleĹebilmesi i­in maddenin iyonlaĹmasĔ Ĺart olmadĔĶĔ, Ĺeker ºrneĶini 

de vererek Ĺekerin iyonlaĹmadĔĶĔ molek¿ler olarak suda ­ºz¿nd¿Ķ¿n¿ 

belirtilir. Bunun sonucunda, ºĶrencilerin ­ºz¿nme ve iyonlaĹma 

kavramlarĔnĔ birbirinden ayĔrt etmeleri ama­lanĔr.    
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G ð 8. THE PROPERTIES OF ACIDS AND BASES  

 

ASķTLER VE BAZLARIN ¥ZELLķKLERķ 

 

Etkinlik : Asit ve BazlarĔn ¥zellikleri   

Konu: Asit ve bazlarĔn ºzellikleri  

1. Asitler ve bazlarĔn genel ºzellikleri.  

2. Asitlerin metallerle tepkimeleri.   

3. Asitlerin karbonatlarla tepkimeleri. 

KazanĔmlar:  

BiliĹsel KazanĔmlar:  

ü Asitlerin ve bazlarĔn fiziksel ve kimyasal ºzelliklerini tanĔmlar.   

ü Asitler ve bazlarĔ fiziksel ve kimyasal ºzelliklerini kullanarak birbirinden ayĔrt 

eder.  

ü Asitlerin aktif metallerle olan tepkimelerinde hidrojen gazi ­ĔktĔĶĔnĔ a­Ĕklar. 

ü Asitlerin karbonatlarla olan tepkimelerinde karbondioksit gazi ­ĔktĔĶĔnĔ a­Ĕklar.  

ü BazlarĔn genellikle metallerle tepkime vermediklerini a­Ĕklar. 

ü Asitler ve bazlarĔn elektrik iletkenliĶini a­Ĕklar.  

ü Asitler ve bazlarĔn birbirleriyle tepkimeye girerek tuz ve su oluĹturduklarĔnĔ 

yorumlar.  

DuyuĹsal KazanĔmlar:  

 Asitlerin metallerle olan tepkimeleri ilgisini çeker.   

 Asitlerin ve bazlarĔn elektrik iletkenliĶi ilgisini ­eker.   

 EtkinliĶi ger­ekleĹtirmek i­in iĹbirliĶi yapar.   

Psikomotor KazanĔmlar: 

 Asitler ve bazlar arasĔndaki benzer ve farklĔ ºzellikleri rapor eder.  

Süre: 4 ders saati  

Dersin ķĹleniĹi:  

ü Ders baĹĔnda ºĶretmen, ºĶrencilere iki ­ºzelti gºstererek bu ­ºzeltilerden 

birinin asidik bir ­ºzelti diĶerinin de bazik bir ­ºzelti olduĶunu belirterek bu 
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­ºzeltilerden hangisinin asidik ve hangisinin bazik ­ºzelti olduĶunu nasĔl tespit 

edeceklerini sorar (5 dk).  

o ¥Ķretmen, en son dersle ilgili ºĶrencilerin neler hatĔrladĔklarĔnĔ 

sorgular. Asidik ve bazik maddelerin turnusol, kĔrmĔzĔlahana, ve 

indikatºr kaĶĔtlarĔnda farklĔ renk aldĔklarĔ i­in asidik ve bazik 

maddelerin belirlenebilmesini ºĶrencilerin nasĔl test ettiklerini hatĔrlatĔr.  

ü Fiziksel olarak bakĔldĔĶĔna asidik ve bazik ­ºzeltiyi birbirinden ayĔrt etmenin 

m¿mk¿n olmadĔĶĔnĔ fakat asitleri bazlardan ayĔran bir­ok ºzelliklerin olduĶunu 

ifade edilir. Asitler ve bazlar arasĔnda az olan ortak ºzelliklerinden birinin bazĔ 

­ºzeltiler i­in gºr¿n¿mlerinin benzer olduĶu belirtilir (5 dk).  

ü ¥Ķrencilere limon yediklerinde nasĔl tat aldĔklarĔ sorulur ve ºĶrenci yanĔtlarĔ 

alĔnĔr. Asit kelimesinin Latinceden (acidus) geldiĶi belirtilerek anlamĔnĔn ekĹi 

olduĶu ifade edilir. Asitler suda ­ºz¿nd¿klerinde ekĹi tat verdikleri sºylenir. 

Her gün yediĶimiz yiyeceklerden bu tadĔ tattĔĶĔmĔz ifade edilir. Portakal ve 

greyfurt gibi meyvelerin sitrik asit, yoĶurt ve ekĹi s¿tun laktik asit, gazlĔ 

içeceklerin karbonik asit, sirkenin asetik asit i­erdiĶi belirtilir (10 dk).  

o òMelisõin Bir G¿n¿ó etkinliĶinin ikinci formatĔndan yararlanarak 

g¿nl¿k hayatĔmĔzdaki baĹka hangi yiyeceklerin hangi asitleri i­erdiĶi 

ºĶrencilerden araĹtĔrmalarĔ istenir. S¿t ve ekĹimiĹ s¿t arasĔnda fark 

olduĶu eklenir, s¿tun normal koĹullarda laktik asit i­ermediĶi ama 

ekĹime olayĔ baĹladĔk­a i­erisindeki laktik asit oranĔn arttĔĶĔ ifade edilir, 

bunun i­in s¿t ve ekĹimiĹ s¿t test edilirse farklĔ sonu­lar bulunur. Fakat 

ºĶrencilere laboratuar ortamĔnda hi­bir maddenin tadĔna bakmamalarĔ 

vurgulanĔr. BazĔ kimyasallar zararsĔz olduklarĔ gibi bazĔlarĔnĔn ise 

olduk­a tehlikeli ve zehirli olduklarĔ belirtilir. Yiyeceklerdeki asitlerin 

seyreltik asit olduĶu ve deriyi tahriĹ etmediĶi fakat laboratuar 

ortamĔnda bulunan bir­ok asidin olduk­a deriĹik ve deri ile olan 

temasĔnda ­ok ciddi yanĔklara neden olduklarĔnĔ vurgulayĔn.  

ü Asitlerden farklĔ olarak bazlarĔn ise, tatlarĔnĔn acĔ olduĶu ifade edilir. YanlĔĹlĔkla 

sabunu tatmĔĹ olanlarĔn bu tadĔ almĔĹ olduklarĔ veya mide ekĹimelerinde yemek 

sodasĔ suda ­ºz¿nd¿rerek i­ildiĶi belirtilir, bu yemek sodasĔnĔn bazik olduĶu 

ve acĔ tadĔ olduĶu belirtilir. ¥Ķrencilere bazik olan sabunda her g¿n ellerini 



 

 

 

318 

 

 

  

yĔkarken kolayca gºzlemledikleri baĹka bir ºzellik olduĶu ifade edilir. BazlarĔn 

kayganlĔk hissi verdikleri eklenir (5 dk).  

o ¥Ķrencilere laboratuar ortamĔnda hi­bir kimyasal maddeyi tatmamalarĔ 

veya dokunmamalarĔ tekrar hatĔrlatĔlĔr.  

ü Asitleri bazlardan ayĔran temel ºzelliklerden birinin de metallere olan 

davranĔĹlarĔ olduĶu belirtilir. ¥Ķrencilere, metallerin asidik ve bazik 

­ºzeltilerdeki farklĔ davranĔĹlarĔnĔ gºstermek ¿zere gºsteri deneyi hazĔrlanĔr.   

o Bu adĔmda, ºĶrencilerin gruplar halinde ­alĔĹmasĔ tehlikeli olabileceĶi 

i­in ºĶrencilerle tartĔĹma ortamĔ yaratarak metallerle olan tepkimeler 

tartĔĹĔlĔr. Laboratuar ortamĔnĔn havalandĔrma koĹullarĔ uygun 

olmadĔĶĔndan bazĔ deneylerin video gºsterimleri hazĔrlanĔr.  

ü ķki erlen alĔnarak aynĔ deriĹimli olmak ¿zere birisine HCl 

­ºzeltisi ve diĶerine de NaOH ­ºzeltisi hazĔrlanĔr. ķki 

erlenin aĶzĔna tutturmak ¿zere de iki balon hazĔrlanĔr. EĹit 

miktarlarda magnezyum Ĺerit alarak erlenlerin i­erisine atĔlĔr 

ve balonlar erlenlerin aĶĔzlarĔna tutturulur. Yanda verilen 

resimdeki gibi HCl asit bulunan erlende balonun ĹiĹtiĶi 

gözlemlenir. NaOH çözeltisinde herhangi bir deĶiĹiklik 

gºzlenmez. Erlende meydana gelen tepkimeyi ve deĶiĹimin 

her ºĶrencinin gºrmesi saĶlanĔr (5 dk).  

ü Kalsiyum karbonat i­in de aynĔ iĹlemler tekrarlanarak hem HCl hem de NaOH 

­ºzeltisine eĹit miktarda CaCO3 konup, erlenlerin aĶĔzlarĔna balon tutturulur. 

HCl asit ­ºzeltisinin bulunduĶu erlendeki balonda yine ĹiĹme gºzlenir. Erlende 

meydana gelen bu tepkimenin her ºĶrencinin gºzlemlemesi saĶlanĔr. NaOH 

­ºzeltisinde herhangi bir deĶiĹiklik gºzlenmez (10 dk).  

o ¥Ķrencilere òMelisõin Bir G¿n¿ó etkinliĶi hatĔrlatĔlarak bu etkinlikte 

Melisõin heykellerdeki aĹĔnmalara dikkat ettiĶi hatĔrlatĔlĔr. Bu etkinliĶin 

ikinci formatĔ ºĶrencilerle incelenerek heykellerdeki aĹĔnmalarĔn 

asitlerin hangi ºzelliklerinden dolayĔ oluĹtuĶu tartĔĹĔlĔr. Asitlerin 

karbonatlĔ bileĹiklere etki ederek karbondioksit gazĔ oluĹturduĶu 

belirtilir.  
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ü ¥Ķrencilerin asitlerin magnezyum ve kalsiyum karbonatla olan tepkimelerini 

yazmalarĔ istenir. Bu esnada ºĶretmen, balonlarĔn aĶĔzlarĔnĔ sĔkĔca baĶlar (10 

dk).  

o BalonlarĔn birinde hidrojen gazĔ ve diĶerinde ise karbondioksit gazĔ 

bulunur. BaĹka bir balon da bir ºĶrenciye verilerek ĹiĹirmesi istenir. 

Her iki tepkime sonucunda farklĔ gazlar oluĹtuĶunu gºstermek 

amacĔyla balonlar aynĔ noktalardan bĔrakĔlĔr. BalonlarĔn serbest 

bĔrakĔlmasĔyla gºzlenen deĶiĹiklik ºĶrencilerle tartĔĹĔlĔr. Bu etkinlikte 

ama­, ºĶrencilerin iki tepkime sonucunda farklĔ gazlarĔn oluĹtuĶunu 

kavramalarĔnĔ saĶlamaktĔr. OluĹan tepkimeler ¿zerinde tartĔĹĔlĔr.  

ü Na metali ile (http://www.youtube.com/watch?v=p8pZzO9DOWE) ve K 

metalinin (http://www.youtube.com/watch?v=gQagFoHQhOg) HCl asit ile 

tepkimelerinin videolarĔ ºĶrencilere gºsterilir. Bu metallerin aynĔ zamanda su 

ile de Ĺiddetli tepkimeler verdiklerini belirtilir. Bu metallerin ortak noktasĔ 

ºĶrencilere sorulur (10 dk).   

o ¥Ķrencilerden 1A grubu alkali metaller olduklarĔna dair cevap aranĔr. 

Bir sonraki konu olan elektrokimya konusunda, metallerin aktifliĶi ile 

ilgili daha detaylĔ bilgiler ºĶrenecekleri ifade edilir.  

ü Cu metalinin HCl asit ­ºzeltisine atarak tepkime vermediĶi ºĶrencilerin 

gºrmesi saĶlanĔr. Nitrik asit ­ºzeltisinde atĔlan bakĔr metalinin tepkime verdiĶi 

video (http://www.youtube.com/watch?v=1stvvo4x31E) gºsterilir. BakĔrĔn 

neden hidroklorik asit ­ºzeltisinde tepkime vermediĶi fakat nitrik asit 

­ºzeltisinde tepkime verdiĶi sorulur. AynĔ durumun g¿m¿Ĺ ve cĔva i­in de 

ge­erli olduĶu belirtilir, HCl veya HBr gibi ­ºzeltilerde Ag veya Hg tepkime 

vermediĶi fakat HNO3 ve H2SO4 ­ºzeltilerinde tepkime gºzlendiĶi belirtilir 

(15 dk).  

o ¥Ķrencilerin bu metallerin yarĔsoy metaller olduĶu farkĔna varmalarĔ 

saĶlanĔr. YarĔsoy metallerin HNO3 ve H2SO4 gibi oksijen içeren 

asitlerle tepkime verdikleri ifade edilir. Daha kalĔcĔ ºĶrenme i­in 

videolarla bu tepkimeler desteklenerek ºĶrencilerin gºrsel olarak bu 

tepkimeleri izlemeleri saĶlanĔr. Nitrik asit ile olan tepkimelerde ­Ĕkan 

gazĔn hangi gaz olduĶunu ºĶrencilerin tepkime denkleminden 

http://www.youtube.com/watch?v=gQagFoHQhOg
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bulmalarĔ saĶlanĔr ve ­ºzeltinin mavi rengi ve gazĔn kahve renkli olmasĔ 

durumu a­ĔklanĔr (3Cu + 8HNO3 ɸ 3Cu(NO3)2 + 2NO + 4H2O). 

Oksijenli metallerle tepkime sonucunda hidrojen gazi oluĹmadĔĶĔ 

asidin i­eriĶine gºre SO2, NO2, NO gibi gazlarĔn a­ĔĶa ­ĔktĔklarĔ tespit 

edilir. 

ü Bazik ­ºzeltiler d¿Ĺ¿n¿ld¿Ķ¿nde metallere pek etki etmedikleri gºzlendiĶi 

belirtilir. ¥Ķrencilere bu durumda asitler metallere etki eder fakat bazlara etki 

etmezler genellemesi yapĔlabilir mi diye sorulur. Bunun ardĔndan, HCl ve 

NaOH ­ºzeltilerine Al metali atĔlĔr. Bu durumda, ºĶrencilerin her iki ­ºzeltide 

de tepkime olduĶunu gºzlemeleri saĶlanĔr. Bu durumun, ­inko veya kalay gibi 

diĶer metaller i­in de ge­erli olduĶu belirtilir. Bu metallerin neden hem asidik 

hem de bazik ­ºzeltilerde tepkime verdikleri sorgulanĔr (10 dk).  

o ¥Ķrencilerin bu metallerin amfoter metaller olduklarĔnĔ hatĔrlamalarĔ 

saĶlanĔr. Zn, Sn, Cr, Pb, Al gibi amfoter metaller hem asidik hem de 

bazik çözeltilerden etkilenirler. Amfoter metalleri daha iyi 

hatĔrlayabilmeleri i­in ºĶrencilere òZengin Sinan ¢arĹĔdan Pabu­ AldĔó 

cümlesini söyleyiniz. Boylece, bazik çözeltilerin genel olarak metallere 

etki etmediĶi fakat NaOH veya KOH gibi kuvvetli bazlarĔn Zn veya Al 

gibi amfoter metallere etki ederek hidrojen gazi oluĹturduĶu 

vurgulanĔr.  

ü Asit ve bazlarĔn baĹka bir ortak ºzelliĶi olan elektrik iletkenliĶi hakkĔnda bilgi 

vermek amacĔyla bir video kullanĔlacaktĔr (http://www.youtube.com/ 

watch?v=4WillWjxRWw&feature=related). Elektrik iletimi ile ilgili ºĶrencilere 

ne d¿Ĺ¿nd¿klerini sorarak, asidik ve bazik ­ºzeltiler kullanĔlarak bir d¿zenek 

kurulduĶunda elektrik akĔmĔ saĶlanĔr mĔ hakkĔnda onlarĔn d¿Ĺ¿nceleri alĔnĔr (15 

dk).  

o Burada ama­, iyon hareketiyle elektrik akĔmĔnĔn iletildiĶinin 

belirtilmesidir. Videoda hem kuvvetli hem de zayĔf ­ºzeltiler 

kullanĔlmĔĹtĔr. Neden bazĔ ­ºzeltilerin elektriĶi daha iyi ilettiĶi 

ºĶrencilere sorulur. Yorum getiremeyen ºĶrencilere kuvvetli veya zayĔf 

asit olup olmamalarĔ sorulur, bu durum nasĔl a­Ĕklanabilir diye ºĶrenci 

yorumlarĔ alĔnĔr.  

http://www.youtube.com/%20watch?v=4WillWjxRWw&feature=related
http://www.youtube.com/%20watch?v=4WillWjxRWw&feature=related
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ü Son ºzellik olarak, asit ve bazlarĔn birbirleriyle tepkimeye girerek nºtrleĹme 

tepkimesi vermesi ve tepkime sonucunda da genellikle tuz ve su oluĹturmasĔna 

deĶinilecektir. Bunun i­in aynĔ deriĹimdeki asit ve baz ­ºzeltilerinden 

yararlanĔlacaktĔr. NºtrleĹme tepkimesinin gºzlenebilmesi i­in metiloranj 

kullanĔlacaktĔr. Bir behere bir miktar NaOH ­ºzeltisi ve baĹka bir behere de 

HCl çözeltisi koyunuz. HCl çözeltisine birkaç damla metiloranj damlatarak 

ºĶrencilerin pembe rengi aldĔĶĔnĔ gºzlemelerini saĶlayĔnĔz. Daha sonra HCl 

bulunan behere NaOH bulunan beherden yavaĹ yavaĹ ilave ediniz. 

¥Ķrencilerin bu deĶiĹimi gºzlemeleri saĶlanĔr. Bazik çözeltiden eklendikçe 

neden renk deĶiĹimi gºzlendiĶi tartĔĹĔlĔr (20 dk).  

ü ¥Ķrenciler òNºtrleĹme Nedir?ó etkinliĶini ger­ekleĹtirirler (20 dk).  

o ¥Ķrenciler, etkinlik esnasĔnda tanecik boyutunda ger­ekleĹen olaylarĔ 

ortaya koymaya ­alĔĹacaklardĔr. Tanecik boyutunda neler oluĹtuĶunu iyi 

bir Ĺekilde kavrayan ºĶrencilerin ºĶrenmeleri daha kalĔcĔ olmaktadĔr. 

Bunun i­in, ºĶretmen ºĶrencilerin ­izdiĶi modelleri dikkate alarak 

onlarĔn eksiklerini veya yanlĔĹlarĔnĔ gidermeye yºnelik etkinlikleri 

ger­ekleĹtirecektir.    

ü ¥Ķrencilerin òKek NasĔl KabarĔr?ó etkinliĶini ger­ekleĹtirirler (20dk).  

o Burada ama­, karbonatĔn nºtrleĹme tepkimesini gºzlemleyerek g¿nl¿k 

hayattaki durumlarla iliĹkilendirmek. Bu etkinlikte òMelisõin Bir G¿n¿ó 

etkinliĶine deĶinerek mide problemlerinde kullanĔlan bazĔ ila­larĔn 

bazik olduĶu ve mideyi rahatlatmak i­in kullanĔldĔĶĔ belirtilir. 

KarbonatĔn da bazik bir ­ºzelti oluĹturduĶu i­in mideyi rahatlattĔĶĔ 

belirtilir.  

ü ¥Ķrencilere, kabartma tozu ve karbonat arasĔndaki farklĔlĔk hatĔrlatĔlĔr. ¥nceki 

etkinliklerde kabartma tozu ve karbonat kĔrmĔzĔlahana kaĶĔdĔ ile test 

edildiĶinde farklĔ sonu­lar elde edilmiĹti, bu bilgi g¿nl¿k hayattaki olaylara nasĔl 

yorumlanabilir ºĶrencilerle tartĔĹĔlĔr. Kek gibi yiyeceklerde kullanĔlan kabartma 

tozu ve karbonatĔn arasĔnda pH farkĔnĔn olduĶu bilmek ºĶrencilerin ne iĹine 

yarar sorusunu sorulur.  

o Kabartma tozunun sulu ­ºzeltisi nºtrõe yakĔn ve karbonatĔn sulu 

­ºzeltisi ise bazik olduĶu tespit edilmiĹtir; bunun i­in kek yapĔmĔnda 
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kullanĔlan malzemelerin farklĔlaĹtĔĶĔ belirtilir. Karbonat bazik bir 

madde olduĶu i­in aĶĔzda acĔ bir tat bĔrakĔr. Bundan dolayĔ, kek 

yapĔmĔnda karbonat kullanĔlacaksa tadĔnĔ nºtr yapmak i­in limon suyu 

veya yoĶurt gibi asidik maddeler kullanĔlĔr; fakat kabartma tozu 

kullanĔlacaksa kek yapĔmĔnda bu Ĺekilde asidik maddeler 

kullanĔlmamalĔdĔr ­¿nk¿ bu asidik maddeler kekin tadĔnĔn ekĹi 

olmasĔna neden olurlar. Kabartma tozunun i­inde karbonatla birlikte 

asit d¿zenleyici maddeler olduĶu i­in tadĔ ne ekĹi ne de acĔdĔr bilgisi 

verilir. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

 

 

323 

 

 

  

G ð 9. TITRATION   

 

TķTRASYON 

 

¥Ķrenciler titrasyon olayĔnĔ anlamakta bazen zorlanmaktadĔrlar. Titrasyonun bir nevi 

kontroll¿ bir nºtrleĹme tepkimesi olarak d¿Ĺ¿nmelerini isteyiniz. ¥Ķrencilerin 

titrasyon olayĔnĔ daha iyi kavrayabilmeleri i­in, iki aĹamalĔ bir etkinlik 

ger­ekleĹtirilecektir. ¥Ķrencilerin, titrasyon olayĔnĔ daha iyi anlamalarĔ ve tanecik 

boyutunda neler ger­ekleĹtiĶini kavrayabilmeleri i­in bir gºsteri deneyi ve sim¿lasyon 

kullanĔlacaktĔr. Gºsteri deneyi i­in titrasyon d¿zeneĶini kurunuz ve 0.2 Mõlik bir 

sodyum hidroksit ­ºzeltisi ve deriĹimi bilinmeyen hidroklorik asit ­ºzeltisini 

hazĔrlayĔnĔz. Gºsterilecek olan sim¿lasyon ile paralellik gºstermesi a­ĔsĔndan 

kullanĔlacak olan hidroklorik asit ­ºzeltisini 0.1 M olarak hazĔrlayĔnĔz (¥Ķrencilere 

hidroklorik asit ­ºzeltisinin deriĹimini bildirmeyiniz).  

Simülasyondaki gibi 60 ml hidroklorik asit çözeltisinden ve 50 ml 0.M sodyum 

hidroksit ­ºzeltisinden kullanarak d¿zeneĶi ayarlayĔnĔz. Titrasyon d¿zeneĶinde 

ger­ekleĹtirdiĶiniz her adĔmĔ es zamanlĔ olarak sim¿lasyonda da ger­ekleĹtiriniz. 

Sim¿lasyon aĹamasĔnda aĹaĶĔda belirtilen adĔmlarĔ ºĶrencilerle tartĔĹĔnĔz:  

ü ķlk durumda ºĶrencilerin sim¿lasyonu tanĔmalarĔ i­in biraz sure veriniz 

(sim¿lasyonda belirtilen taneciklerin ger­ekte renkli olmadĔklarĔnĔ, daha anlaĹĔlĔr 

olmasĔ i­in sim¿lasyonda renklerin kullanĔldĔĶĔnĔn vurgusunu yapĔnĔz; durumun 

daha basit olmasĔ i­in de su molek¿llerinin ihmal edilerek gºsterilmediĶini 

belirtiniz).  

Tanecik boyutunda verilen birim hacim kesitinin erlenmayerden alĔndĔĶĔnĔ 

gºsteriniz. Hidroklorik asidin kuvvetli bir asit olduĶu i­in, hidroklorik asit 

molek¿llerinin su i­erisinde %100õe yakĔn iyonlaĹtĔĶĔnĔ ºnceki bol¿mde 

ºĶrendiklerini hatĔrlatĔnĔz.  

¢ºzeltiye NaOH ilave edildik­e, grafikteki pH deĶerini ve tanecik boyutundaki 

deĶiĹimleri gºzlemelerini isteyiniz.  

Sim¿lasyonda, ifade edilmemiĹ fakat her adĔmda ºĶrencilere pH ile pOH 

arasĔndaki iliĹkiyi hatĔrlatarak, ilk altĔ durum i­in ortamdaki OH- iyonlarĔnĔn ve 

son iki durum için de H+ iyon deriĹimini sorgulayĔnĔz, bu durumu a­ĔklamalarĔnĔ 
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isteyiniz.  

 

ü ķkinci durum i­in, titrasyon d¿zeneĶinde 5 ml NaOH ­ºzeltisinden HCl 

­ºzeltisine ilave ediniz. NaOH ilavesiyle erlende nasĔl bir deĶiĹiklik olduĶunu 

sim¿lasyon yardĔmĔyla ºĶrencilerle tartĔĹĔnĔz. ¥Ķrencilerden 1.durum ile Ĺimdiki 

durum arasĔnda nasĔl bir fark gºzlemlediklerini sorunuz. ¥Ķrencilerin NaOH 

ilavesiyle aĹaĶĔda belirilen durumlarĔn farkĔna varmalarĔnĔ saĶlayĔnĔz:  

HCl + NaOH ɸ NaCl + H2O tepkimesine göre,  

NaOH çözeltisinden gelen OH- iyonlarĔnĔn ortamdaki H+ iyonlarĔyla 

etkileĹerek su molek¿llerinin oluĹmasĔ   

NaCl tuzunun oluĹtuĶunu fakat bu tuzun ­ºzelti i­erisinde iyon tanecikleri 

olarak bulunmasĔ  

Grafikteki pH deĶerindeki deĶiĹim, OH- iyonlarĔnĔn deriĹimi 

 

1 
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ü Üçüncü durumda, 5 ml daha NaOH çözeltisinin ilavesiyle erlendeki çözeltide 

nasĔl bir deĶiĹim gºzlendiĶini sim¿lasyon yardĔmĔyla ºĶrencilerle tartĔĹĔnĔz. 

¥Ķrencilerin NaOH ilavesiyle aĹaĶĔda belirilen durumlarĔn farkĔna varmalarĔnĔ 

saĶlayĔnĔz:  

HCl + NaOH ɸ NaCl + H2O tepkimesine göre,  

NaOH çözeltisinden gelen OH- iyonlarĔnĔn ortamdaki H+ iyonlarĔyla 

etkileĹerek su molek¿llerinin oluĹmasĔ ve bir ºnceki duruma gºre su 

molek¿llerindeki artĔĹ 

NaCl tuzunun oluĹtuĶunu fakat bu tuzun ­ºzelti i­erisinde iyon tanecikleri 

olarak bulunmasĔ ve bir ºnceki duruma gºre Na+ iyonlarĔndaki artĔĹ 

Grafikteki pH deĶerindeki deĶiĹim, OH- iyonlarĔnĔn deriĹimi 

 

ü Dºrd¿nc¿ durumda (BeĹinci ve AltĔncĔ durumlar i­in aynĔ Ĺekilde tartĔsĔnĔz ), 5 

ml daha NaOH çözeltisinin ilavesiyle erlendeki ­ºzeltide nasĔl bir deĶiĹim 

gºzlendiĶini sim¿lasyon yardĔmĔyla ºĶrencilerle tartĔĹĔnĔz. ¥Ķrencilerin NaOH 

ilavesiyle aĹaĶĔda belirilen durumlarĔn farkĔna varmalarĔnĔ saĶlayĔnĔz:  

HCl + NaOH ɸ NaCl + H2O tepkimesine göre,  

NaOH çözeltisinden gelen OH- iyonlarĔnĔn ortamdaki H+ iyonlarĔyla 

etkileĹerek su molek¿llerinin oluĹmasĔ ve bir ºnceki duruma gºre su 

molek¿llerindeki artĔĹ ve H+ iyonlarĔndaki azalma 

NaCl tuzunun oluĹtuĶunu fakat bu tuzun ­ºzelti i­erisinde iyon tanecikleri 

olarak bulunmasĔ ve bir ºnceki duruma gºre Na+ iyonlarĔndaki artĔĹ 
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Grafikteki pH deĶerindeki deĶiĹim, OH- iyonlarĔnĔn deriĹimi  
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ü Yedinci durumda, 5 ml daha NaOH çözeltisinin ilavesiyle erlendeki çözeltide 

nasĔl bir deĶiĹim gºzlendiĶini sim¿lasyon yardĔmĔyla ºĶrencilerle tartĔĹĔnĔz. 

¥Ķrencilerin NaOH ilavesiyle aĹaĶĔda belirilen durumlarĔn farkĔna varmalarĔnĔ 

saĶlayĔnĔz:  

Bu durumda, çözeltide bulunan H+ ve OH- iyonlarĔnĔn deriĹiminin eĹit 

olduĶunu ifade ediniz (Sim¿lasyonda belirtilmemesine raĶmen, ºnceki 

derslerden suyun iyonlaĹmasĔ konusunu hatĔrlamalarĔnĔ isteyiniz) ve bundan 

dolayĔ bu andaki ­ºzeltiye nºtr ­ºzelti denildiĶini ve bu noktaya da 

eĹdeĶerlik noktasĔ denildiĶini belirtiniz. ¥Ķrenciler genellikle bu durumu, 

pozitif ve negatif iyonlarĔn eĹit olmasĔ veya ortamda H+ ve OH- iyonlarĔnĔn 

bulunmamasĔ olarak yorumlarlar. Bu tur yanlĔĹ kavramalara meydan 

vermemek i­in ºĶrencilerin bu durumu iyice anladĔĶĔndan emin olunuz.  

Kuvvetli asit ve kuvvetli baz tepkime sonucunda oluĹan tuz, notr bir tuzdur; 

asidik veya bazik bir tuz oluĹmadĔĶĔ i­in ortamĔn pH deĶerinin 7 olduĶunu, 

fakat daha sonraki derslerde zayĔf ð kuvvetli asit ve baz tepkimelerinde 

ortamĔn pH deĶerinin 7 olmadĔĶĔ durumunu ºĶreneceklerini belirtiniz. 

 

Ger­ekleĹtirilen titrasyonda ­ºzelti hala renksiz olduĶu i­in eĹdeĶerlik noktasĔnĔn 

tespitinin zor olduĶunu ºĶrencilere belirtiniz. Damla damla NaOH ­ºzeltisinden 

ilave ederek renk deĶiĹiminin ger­ekleĹtiĶi hacmi not ediniz. Bu noktaya ise dönüm 

noktasĔ denildiĶini belirtiniz. ķndikatºrlerin bu dºn¿m noktasĔnĔ belirlemekte 

yardĔmcĔ olduklarĔnĔ ifade ediniz. Teoride eĹdeĶerlik noktasĔ ile dºn¿m noktasĔnĔn 
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eĹit olduĶunu, fakat pratikte k¿­¿k oynamalar olduĶunu deney esnasĔnda onlarĔn da 

gºzlemlediĶini belirtiniz.  

Dºn¿m noktasĔnĔn belirlenmesi ile deriĹimi bilinmeyen HCl asit ­ºzeltisinin 

deriĹiminin tespiti burada elde edilen hacim ile hesaplandĔĶĔnĔ belirtiniz. ¢¿nk¿ bu 

noktada, harcanan baz miktarĔ ile baĹlangĔ­ta var olan asit miktarĔ eĹitlenmiĹtir.  

ü Sekizinci durumda (son durumu da benzer Ĺekilde tartĔĹĔnĔz), eĹdeĶerlik noktasĔ 

sonrasĔ 5 ml daha NaOH ­ºzeltisinin ilavesiyle erlendeki ­ºzeltide nasĔl bir 

deĶiĹim gºzlendiĶini sim¿lasyon yardĔmĔyla ºĶrencilerle tartĔĹĔnĔz. ¥Ķrencilerin 

NaOH ilavesiyle aĹaĶĔda belirilen durumlarĔn farkĔna varmalarĔnĔ saĶlayĔnĔz:  

NaOH çözeltisinden gelen OH- iyonlarĔ ile ortamdaki OH- iyonlarĔndaki 

artĔĹ  

NaOH çözeltisinin ilavesiyle, Na+ iyonlarĔndaki artĔĹ devam etmekte fakat 

ortamda tuz oluĹturacak Cl- iyonlarĔnda deĶiĹim olmadĔĶĔ i­in tuz 

oluĹumunda artĔĹ gºzlenmemektedir 

Grafikteki pH deĶerindeki deĶiĹim, H+ iyonlarĔnĔn deriĹimi 

 

NaOH ­ºzeltisinin ilavesinin devam etmesiyle, erlendeki ­ºzeltinin bazik ºzelliĶi 

artmaktadĔr. Ortamda OH- iyonlarĔnĔn ¿st¿nl¿Ķ¿ olduĶu i­in ­ºzelti bazik bir 

­ºzeltidir; fakat ortamda eser miktarda da olsa suyun iyonlaĹmasĔndan kaynaklanan 

H+ iyonlarĔnĔn varlĔĶĔ devam etmektedir. ¥Ķrencilerden bu iyon deriĹimini 

bulmalarĔnĔ isteyiniz.  
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Titrasyonun sadece kimya bilimi kapsamĔnda deĶil bir­ok diĶer alanda da kullanĔldĔĶĔnĔ 

ifade ediniz. DiĶer bilim alanlarĔnda da titrasyonun deĶiĹik ama­lar i­in kullanĔldĔĶĔnĔ 

belirtiniz. Titrasyon iĹleminin laboratuarlarda kan ve idrardaki bilinmeyen madde 

deriĹimini tespit etmek amacĔyla sĔklĔkla kullanĔldĔĶĔnĔ belirtiniz. EczacĔlarĔn da yeni ila­ 

¿retiminde de titrasyon iĹlemine baĹvurduklarĔnĔ ekleyin. AynĔ zamanda, yiyeceklerdeki 

kimyasallarĔn miktarĔnĔ belirlemek amacĔyla titrasyona baĹvurulduĶunu, bunun icin 

yiyeceklerin yaĶ i­eriĶini, su i­eriĶini veya vitaminlerin deriĹimininin titrasyon ile tespit 

edildiĶini ifade ediniz. Bunun yanĔnda, daĶĔtĔma ve satĔĹa ­Ĕkmadan ºnce peynir ve 

ĹarabĔn yeterince yĔllanĔp yĔllanmadĔĶĔnĔ test etmek i­in titrasyon iĹleminin 

kullanĔldĔĶĔnĔ belirtiniz.  

 

 

 

 

 

 

 

 

 

9 



 

 

 

330 

 

 

  

APPENDIX H  

 

AN EXAMPLE OF TRADITIONAL GROUP LESSON PLAN  

 

GELENEKSEL GRUP DERS PLANI ¥RNEĵķ  

 

Konu: Asitler ve Bazlar ¿nitesine giriĹ 

KazanĔmlar:  

ü Günlük hayatta birçok asidik maddelerle karĹĔlaĹtĔĶĔnĔ fark eder.  

ü Günlük hayatta birçok bazik maddelerle karĹĔlaĹtĔĶĔnĔ fark eder.  

ü Asit ve bazlari kavrar.  

ü Degisik asit-baz tanimlarini kullanarak asit ve bazlari tanimlar.  

ü Farkli asit-baz tanimlarinin ayrimini yapar.  

ü Asidik ve bazik maddelerle ilgili ornekler verir.  

Süre: 3 ders saati  

 

Dersin ķĹleniĹi:  

ü ¥Ķretmen, ºĶrencilere asit ve bazik maddelerle günlük hayatta karĹĔlaĹĔp 

karĹĔlaĹmadĔklarĔnĔ sorar. (5dk) 

ü ¥Ķrencilerin gºr¿Ĺlerini alan ºĶretmen, asidik ve bazik maddelerin günlük 

hayatta sĔklĔkla karĹĔlaĹtĔklarĔnĔ belirtir. (5dk) 

o ¥Ķrencilere limon, elma, sirke, akü veya meyve gibi asidik madde 

örnekleri ve sabun, karbonat, diĹ macunu ve deterjan gibi bazik madde 

örnekleri verilir.  

ü ¥Ķretmen, ºĶrencilere ikinci sürüm òMelisõin Bir Gunuó adlĔ etkinlik 

okumasĔnĔ daĶĔtĔr. (10dk) 

o Okuma etkinliĶinde ºĶrencilerin günlük hayatta karĹĔlaĹabilecekleri 

asidik ve bazik maddeleri bulmalarĔnĔ ve a­ĔklamalarĔnĔ okumalarĔnĔ 

isteyiniz.  
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ü ¥Ķretmen daha sonra asitlerin ve bazlarĔn tanĔmlarĔ ile ilgili bilgi verir. 

Öncelikle Arrhenius asit-baz tanĔmĔ a­ĔklanĔr. (20dk) 

o Hangi maddelere asit ve hangi maddelere baz dendiĶini, bununla ilgili 

ºĶrenci gºr¿Ĺlerini alĔnĔz.  

o Arrhenius asit-baz tanĔmĔnĔ a­ĔklayĔnĔz. Asitler icin HCl, H2SO4, 

HNO 3, HBr ve HI ve bazlar için de NaOH, KOH, Mg(OH)2, ve 

Ca(OH)2 örneklerini verebilirsiniz.   

o Daha sonrasĔnda, ºĶrencilere CH4, NH3 ve CH3COOH bu maddelerin 

asitligi ve bazlĔĶĔ hakkĔnda ne söyleyebileceklerini sorunuz.  

o Tahtaya NH3 ve HCl arasĔndaki tepkimeyi yazarak, bu tepkimede 

amonyakõin baz olarak davrandĔĶĔndan bahsediniz. Arrhenuis ast-baz 

tanĔmĔndaki eksiklikleri ºĶrencilere a­ĔklayĔnĔz.  

ü ¥Ķretmen, Bronsted-Lowry asit-baz tanĔmĔ ile ilgili açiklamalar yapar. (40 dk) 

o Bronsted-Lowry asit-baz tanĔmĔnĔ ºĶrencilere a­Ĕklamak için 

ºĶrencilere birçok asit-baz tepkime ºrneĶi gösterilir.  

o ¥Ķrencilere, konjuge asit-baz çiftleri ile ilgili açiklamalar yapĔlĔr. Örnek 

tepkimelerdeki konjuge asit-baz çiftlerini ºĶrencilerin bulmalarĔnĔ 

isteyiniz.  

o Brinsted-Lowry asit-baz tanĔmĔnĔn eksiklerinden bahsediniz ve 

a­ĔklayĔnĔz.  

ü ¥Ķretmen, Lewis asit-baz tanĔmĔ ile ilgili a­Ĕklamalar yapar. (15 dk) 

o Lewis tanĔmĔnĔ vermeden once ºĶrencilere, Lewis elektron-nokta 

yapĔsĔnĔ hatĔrlatmak için tahtaya birkaç örnek yazĔnĔz ve ºĶrencilerin bu 

yapĔyĔ hatĔrlayĔp hatĔrlamadĔklarĔnĔ sorunuz.  

o ¥Ķrencilere, Lewis elektron-nokta yapĔsĔnĔ hatĔrlatmak için birkaç 

örnek üzerinde a­Ĕklama yapĔnĔz.  

o Daha sonrasĔnda, Lewisõin asit-baz tepkimelerinde elektron çifti 

ºzelliĶini keĹfederek elektron çifti alan ve veren üzerinden asit-baz 

tanĔmĔnĔ geniĹlettiĶinden bahsediniz.  

ü ¥Ķrencilere, asit-baz tepkimeleri yazdĔrarak, bir maddenin üç tanĔm 

çerçevesinde de asit olarak adlandĔrĔlabileceĶi örnekleri veriniz. Arrhenius asit-

baz tanĔmĔnĔ veya Bronsted-Lowry asit-baz tanĔmĔnĔn yanlĔĹ olmadĔklarĔnĔ 
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sadece bazĔ asit-baz tepkimeleri ele alĔndĔĶĔnda eksiklerinin olduĶundan 

bahsediniz. (15 dk)  

ü òAsit ve Baz TanĔmlarĔnĔn Tarih­esió isimli etkinlik okumasĔnĔ ºĶrencilere 

daĶĔtĔnĔz. (10dk)  
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APPENDIX I   

 

SOME EXAMPLES OF STUDENTSõ RESPONSES FOR ACTIVITIES 

 

ACTIVITY  ð ACIDS AND BASES  

 

1) What do I know?  

 

Example 1 

 

 

Example 2 

 

 



 

 

 

334 

 

 

  

Example 3  

 

 

2) What I want to know?   

 

Example 1 

 

Example 2 
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Example 3  

 

 

3) What I have learned?  

 

Example 1  

 

 

 

 

 



 

 

 

336 

 

 

  

Example 2  

 

 

 

 

 

 

Example 3  
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Example 4 
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Example 5  

 

 

 

 

ACTIVITY ð A DAY WITH MELIS  

 

Step 1 ð Student Prior Individual Ideas for Substances  

 

Example 1 

 

Example 2 
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Example 3 

 

 

 

Example 4 

 

Example 5 

 

Example 6 
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Example 7 

 

 

Example 8 

 

 

Student Prior Group Ideas for Substances  

 

Example 1 
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Example 2 

 

Example 3 

 

Example 4 

 

Example 5 

 

Example 6 

 

 



 

 

 

342 

 

 

  

Example 7 

 

Example 8 

 

 

Step 2 ð Student Posters 
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Step ð 3  

Student responses for the acidic and basic substances in their everyday lives (the first 

question) 

Example 1 

 


