~—>_ TURKISH October 2025 | Vol.14 | Issue.2 | Pages 161-178 |

S
w2
—
2
~
Tl
o
c
Q
=
o
=2

URNAL https://www.tuhed.org

The impact of debate technique on academic achievement in history
classes

Muhammet Savas YILMAZ
0009-0000-5400-5585, E-mail: savasyilmaz@osmaniye.edu.tr
Institution: Osmaniye Korkut Ata University , ROR ID: https://ror.org/03h8sa373

Togay Seckin BIRBUDAK
0000-0001-6750-1334, E-mail: tshirbudak@gazi.edu.tr
Institution: Gazi University, ROR ID: https://ror.org/054xkpr46

Abstract: Among the problems of history education, issues arising
from teaching methods and techniques are frequently highlighted in
the literature. The discussion method is important in history
education, both because it is widely used by educators and because it
provides social and cognitive benefits to students. The debate
technique stands out as the most preferred among discussion-based
strategies. However, the limited number of experimental studies
examining the relationship between the debate technique and history
education represents a gap in the literature. This study aims to
determine the effect of the debate technique used in history lessons
on students’ academic achievement. The research was structured as  Keywords:

a pretest-posttest control group quasi-experimental design. The study history education, discussion
group consisted of 11th-grade students from a middle school in method, debate technique,
Osmaniye province. At the beginning of the process, a pretest was academic success
administered to both groups. During the implementation, the debate

technique was applied in the experimental group, while teacher-

centered instruction continued in the control group. Afterward, a

posttest was administered to both groups to complete data collection.

The “History Course Academic Achievement Test” developed by the Received: 15.05.2025
researcher was used in the pretest and posttest applications. The

internal consistency of the test was calculated using the Kuder- Accepted: 19.08.2025
Richardson 20 (KR-20) formula, and the KR-20 value was 0.637. Data

were analyzed using the Mann Whitney U test to determine differences = Published: 26.10.2025

in pretest, posttest, difference, and total scores according to groups.

The Wilcoxon test was used to examine within-group differences. The

results showed that the academic achievement of the experimental

group increased significantly compared to the initial level, while the

control group showed limited improvement. These findings indicate

that the debate technique positively affects students’ academic

performance in history education.
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The Impact of Debate Technique on Academic Achievement in History Classes

Introduction

History lessons are often considered difficult or unpopular for various reasons in
everyday dialogue. This attitude has also found its way into various academic studies (Issar,
2021). However, conversations and discussions about history are of great interest in all
segments of our society, both in the media and in everyday conversation. Despite this negative
perception of history lessons, the intense interest in history within society presents a
contradiction. This situation suggests that the problem lies not with history itself, but rather
with its teaching.

Yilmaz and Avcli (2018, p. 8) have summarised the problems encountered in history
education in Turkey under six main headings in their study, stating that one of the problems is
related to the selection of methods and techniques. Similarly, Aslan (2005, p. 110) states in his
study addressing the problems of history education in Turkey that the choice of teaching
method is an important problem. Demircioglu (2014, p. 1182) explains the problems arising
from history teaching methods and approaches as being due to teachers’ insistence on
traditional methods. Yildiz (2003, p. 185) examined the problems of history education under
five headings and addressed the problems arising from teaching methods as one of these
headings. The intensity of teaching programmes, the lack of up-to-date knowledge among
teachers, material deficiencies, and the inability to use extracurricular history teaching
methods are other problems mentioned in the literature. Given the bureaucratic and financial
dimensions of these other problems, they may be considered temporary and changeable. The
problems arising from the teaching methods used in history lessons are considered an
important issue that should be addressed carefully, as they directly affect students’ attitudes
toward the course.

Teaching method is defined as the path consciously chosen and followed in line with the
strategy determined for teaching and learning (Dal & Tatar, 2022, p. 25). Teaching methods have
their own strengths and weaknesses. Therefore, it is not possible for a single teaching method
to be valid for all educational situations. In determining the teaching method, strategy, and
technique, the teacher must make a choice in accordance with the educational goals (Yildizlar,
2009, p. 215). Kigukahmet (2009, p. 54) explains the factors to be considered in method
selection as the teacher's familiarity with the method, time, physical resources, cost, size of
the student group, characteristics of the subject, and the qualities to be developed in students
as a result of teaching. Bayat (2021, p. 328) considers the gains to be achieved by students in
the teaching programme as the most important criterion in method selection and lists other
important issues as follows: student characteristics, number of students, time, cost, school or
classroom equipment/tools, and teacher competence. The definitions in the literature
regarding the criteria to be considered in method selection generally coincide. Based on these
definitions, it can be concluded that factors such as the purpose of the lesson, student level,
number of students, economy, and physical facilities should be taken into account in the
selection of teaching methods.

Considering the limitations and benefits of teaching methods, choosing the right
method for history education is of great importance. A learning environment enriched with
activities in which students actively participate and think and work like historians will also
positively influence their attitude towards the course. In this context, the discussion method is
a well-established teaching method that can be used in history education, as it ensures active
participation by students and has other benefits that will be explained later in this paper.

According to the Turkish Language Association, the term “discussion” means “the
mutual defence of opposing views on a subject” (TDK, n.d.). The meaning of discussion as a
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teaching method in educational sciences is also close to its dictionary meaning. Cengizhan
(2019, p. 226) defines the discussion method as the in-depth examination and consideration of
a topic by at least two individuals or groups.

The discussion method provides a learning experience that benefits students not only
during their school years but throughout their lives by developing their thinking, listening and
teamwork skills (Xavier, 1963, p. 37). The discussion method supports the development of
critical thinking skills and is particularly effective in evaluating ideas, analysing accurate
information in decision-making processes, and approaching thoughts from a more open and
qguestioning perspective (Garcia & Fitera, 2024, pp. 20-21). Guven (2015, p. 179) explains the
benefits of the discussion method, emphasising its features such as providing a democratic
learning environment, imparting higher-level thinking skills, and increasing the power of
interpretations. Turan (2016, p. 203), on the other hand, examines the discussion method in
terms of the permanence of knowledge, motivation, and attitude change.

Classroom discussion is an effective method that encourages active learning. This
method supports long-term retention of information, increases students’ motivation to learn,
allows them to use information in different contexts, and develops their thinking skills.
Compared to traditional lectures, it enriches the learning experience by involving students
more in the process (McKeachie et al., 1986). However, the lack of adequate training and
experience among teachers and students’ limits the potential of this method. Students’ fear of
making mistakes or being overshadowed by dominant participants can restrict classroom
dialogue. Additionally, the dynamism created by discussions may be perceived by some
teachers as a loss of control. Nevertheless, considering the significant benefits of the
discussion method in developing problem-solving and collaborative learning skills, it is
believed that the necessary effort should be made (Gall & Gillett, 1980, p. 98). In addition to the
limitations of the method, there are important points to consider during its application.
Students often approach the process solely from the perspective of their own performance,
which can lead to important skills such as listening and thinking being overlooked. When the
collective nature of discussion is ignored, only certain students actively participate in the
process while others remain on the sidelines. Therefore, a approach that prioritises the
participation and skill development of all students rather than performance should be adopted
in discussion activities (Hollander, 2002, p. 325).

Itis known that the discussion method, whichis considered to be quite usefulin the field
of history education, increases students’ motivation to learn history (Abdullah et al., 2021).
Ding (2019, p. 264) lists the benefits of the discussion method in history lessons as follows:
developing critical and creative thinking skills, learning about the nature and structure of
knowledge, understanding the processes related to historical methodology, increasing
responsibility and cooperation awareness, fostering self-confidence, and strengthening
classroom communication. Furthermore, Din¢ concludes that the discussion method is
compatible with the nature of historical science, as a significant portion of our historical
knowledge is open to debate. Glven (2016, p. 162) states that the discussion method should
be frequently used in history lessons and lists its benefits as listening to others, substantiating
one's opinions, and not interrupting others. Discussion, which is one of the methods suitable
for discovery learning strategies where students actively participate, is also seen as a tool that
develops students’ critical thinking skills (Demircioglu, 2015a, pp. 77-78). Additionally,
research shows that the discussion method develops historical empathy (Jensen, 2008, p. 64).

A review of the literature reveals the existence of numerous debate techniques. The
application of these techniques varies depending on the subject being taught and the nature of
the topics covered. One of the most well-known of these techniques is debate. The Turkish
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Language Association defines debate as a discussion conducted in accordance with certain
rules and methods (TDK, n.d.). According to another definition, debate is expressed as two
groups defending opposing views in front of an audience and a jury (Cengizhan, 2019, p. 228).
Debate is an effective teaching strategy that develops students’ critical thinking, verbal
communication and empathy skills. In-class debates enable students to gain a more
comprehensive understanding of the subject matter while also allowing them to evaluate
different perspectives (Kennedy, 2007, p. 188).

Debate stands out among discussion methods for its strict rules. This allows structured
discussions to proceed within a clear framework. It is believed that debates conducted within
the framework of rules are more useful in terms of classroom management. The fact that the
roles of teams and individuals are clearly defined and that personal attacks are penalised
through scoring are among the features of debate that facilitate classroom management. In
addition, debate has the following effects on individuals

e Supporting their development in the social and cultural spheres,

e Helping to develop democratic attitudes and behaviours,

e |[nstilling a culture of debate,

e Respecting different opinions,

e Being able to effectively express one's own thoughts verbally (Dirik, 2015, p. 250).

Belenli (2019, p. 60) states that the debate method can be used in history teaching within
the framework of multiple intelligence theory, in activities that address verbal-linguistic and
interpersonal (social) intelligence areas. Despite all its positive aspects, care must be taken to
ensure that healthy propositions based on academic knowledge are established during debate
applications. In this context, it is important that the speeches do not turn into demagoguery
and distortions during the application of the technique (Demircioglu, 2015b, p. 89).

There are various opinions regarding how and when debate originated. Protagoras of
Abdera (481-411 BC) is considered the “Father of Debate” due to the debates he organised
among his students. Based on this, it can be concluded that debate is not a new teaching
technique. However, debate has lost its former importance in educational settings in recent
years and has become a less preferred teaching technique (Huryn, 1986, p. 266). Today, debate
is mostly evaluated within the framework of social activities and does not have a systematic
place in the teaching process. Demonstrating the effectiveness of the debate technique in light
of the experimental methods of modern educational sciences may provide educators with an
alternative approach in terms of offering a student-centred and participatory teaching
environment. Furthermore, the fact that most studies on debate techniques in history
education are theoretical in nature and lack experimental research suggests that this study
could fillan important gap in the literature.

The specific objectives of education are categorised into three dimensions: cognitive,
affective and psychomotor (Kablan, 2017, p.3). Academic achievement is an important
reference point that allows for the objective and measurable evaluation of student
performance in the cognitive dimension. In this regard, examining the effect of a teaching
technique on academic achievement is of great importance in determining the extent to which
the technique is effective. Investigating the effectiveness of debate, which is generally
considered a “social activity” today, in terms of academic achievement will increase its
desirability in educational settings.

The purpose of this study is to measure the effect of the debate technique used in history
lessons on academic achievement. In this context, the sub-questions of the study are as
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e |[s there a significant difference between the pretest scores of the experimental group
students who were taught using the debate technique in the 11th grade history course
and the control group students who were taught using programme-based teaching?

¢ Is there a significant difference between the posttest scores of the experimental group
students who were taught using the debate technique in the 11th grade history course
and the control group students who were taught using programme-based instruction?

e |sthere a significant difference between the pretest and posttest scores (gain increase)
of the experimental group students who were taught using the debate technique and the
control group students who were taught using programme-based instruction in the 11th
grade history course?

e s there a significant difference between the pretest and posttest scores of the
experimental group students who were taught using the debate technique in the 11th
grade history course and the control group students who were taught using programme-
based instruction?

¢ [s there a significant difference between the pretest and posttest scores of the control
group students who were taught using programme-based instruction in the 11th grade
history course?

Method

Research Design

The plan developed by the researcher to answer research questions or test hypotheses
is defined as the research design (Buyukoztlurk et al., 2020, p. 180). Research designs are
classified as qualitative, quantitative, and mixed methods according to the method used;
guantitative designs consist of survey, experimental, and meta-analysis groups (Boz, 2023, p.
121).

The experimental model is a type of research in which environmental effects are
controlled in order to reveal the causal relationship between two variables. Experimental
studies are divided into two subcategories based on their structure: fully experimental and
quasi-experimental. The fundamental difference between these two designs is that
participants are randomly assigned to groups in fully experimental studies (Sigri, 2023, p. 480).
The selection of experimental and control groups from existing branches and classes within the
scope of the study necessitated the quasi-experimental design of the research. Accordingly, a
pretest-posttest control group quasi-experimental design was preferred within the framework
of quantitative research methods to examine the relationship between academic achievement
and debate technique.

Population and Sample

The universe is a concept that refers to the broad human populations, groups, or events
that the researcher wishes to learn about (Guler et al., 2015, p. 87). There are two different
definitions in the literature: “target universe” and “accessible universe.” The target universe
represents the group to which the researcher wishes to generalise the results, while the
accessible universe represents the group that the research can reach and to which the findings
can be generalised (Ary et al., 2006, pp. 636-651). In this study, all students taking History
courses in secondary schools across the country were defined as the target population.
However, due to the difficulty of reaching the target population, 11th-grade students taking
History courses in Osmaniye province were selected as the accessible population.

There are two methods for collecting data from the universe. These are sampling and
census methods. Census is defined as collecting data from each unit in a community one by
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one (Altunisik, 2021, p. 132). Considering the limited material resources, the sampling method
was preferred in this study. A sample is a smaller group selected according to specific criteria
to represent the study population (Ekiz, 2020, p. 113). The advantages of working with a sample
compared to the population include lower cost, faster data collection, and more detailed
information (Buyukozturk et al., 2020, p. 83).

There are two basic methods of sample selection: probability-based and non-
probability-based (Altunisik, 2021, p. 150). In the non-probability-based method, individuals
do not have an equal chance of being included in the sample (Karaca, 2021, p. 101). In this
study, due to bureaucratic constraints and the intensity of school programmes, the non-
probability sampling method was preferred. Using the convenience sampling method, 11th
grade students from a secondary school that accepted the research proposal were selected
as the sample.

Prior to the research, ethical approval was obtained from the Scientific Research and
Publication Ethics Committee of Osmaniye Korkut Ata University, Social Sciences, with its
decision dated 25.10.2023 and numbered 2023/12/11.

Data Collection Process

A visit was made to the school where the research was to be conducted 15 days prior to
the debate event, and the rules of the event were announced to the studentsin advance. During
the visit, informed consent forms were distributed to be delivered to the parents of participating
students, and they were asked to fill out the forms and submit them on the day of the event.

Under the guidance of a history teacher employed by the institution, two classes with
similaracademic achievement levels were designated as the experimental and control groups.
An academic achievement test developed by the researchers was administered to both groups
as a pretestunder the supervision of the teacher. Additionally, since it was determined that the
students and teachers had insufficient knowledge of debate techniques, a trial session was
held with all participants to teach the structure and rules of the technique.

Debating techniques are still carried out today, as in the past, in different styles and
under different rules. Generally, the specific rules are announced in advance of the eventin the
form of guidelines issued by the organising institution or individuals. The British Parliamentary
System debating rules, which are currently in widespread use, allow a total of eight speakers
from four teams to take the floor. This situation creates a significant limitation in the
application of debate techniques, especially in large classes. To overcome this limitation, the
current British Parliamentary System debate rules have been amended to include all students
in ateam and to grant non-speakers the right to ask questions.

A debate event was held in the class designated as the experimental group on the
announced date and time. The event was conducted under the supervision of the history
teacher and other teaching staff. The students were divided into four teams by drawing lots:
Government Opening, Opposition Opening, Government Closing, and Opposition Closing. The
classroom was arranged in a U-shape so that all participants could see and interact with each
other.

Onthe day of the event, a jury was formed under the chairmanship of the history teacher
to evaluate the competition, and guest lecturers also participated in this jury. Each speaker
was given 7 minutes and 20 seconds to speak. During the approximately 50-minute event, it
was observed that students who initially appeared hesitant and passive continued to engage
in discussion even after the event, with enthusiastic scenes unfolding.
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During the same time period, students in the control group also studied the same
topics. No intervention was made in the teaching method and technique applied in this group;
lessons were teacher-centred and conducted through presentations. In this method, the
teacher acts as the direct transmitter of information, while students participate in the process
as passive listeners. At the end of the process, the same academic achievement test was re-
administered to both groups as a posttest.

Data Collection Tools

An “Academic achievement test for history lessons” has been developed for 11th grade
students who make up the working group. During the development of the academic
achievement test, learning outcome number 3 in Unit 4 of the 11th grade history lesson was
selected as the target learning outcome. This learning outcome is expressed in the curriculum
as follows: “Evaluates the contents of the Tanzimat Edict, the Islahat Edict, and the
Constitution within the context of global and local political conditions” (MEB, 2023, p.36).

The Lawshe technique was used to determine content validity. This technique was
developed by Lawshe in 1975 and is used to collect the opinions of a group of at least five
experts on the items. Experts evaluate the items using a structured evaluation table
categorised as “necessary”, “useful but not necessary”, and “not necessary”. Based on the
results obtained, two different calculations are performed: the content validity ratio and the
content validity index (Lawshe, 1975, pp. 567-568). The formula used to calculate the content
validity ratio, where “N” is the number of experts and “Nu” is the number of experts who found
the item appropriate, is as follows: Content Validity Ratio (CVR): (Ne-N/2)/(N/2). The content
validity index (CVI) is the average of the CRI values of the items to be included in the scale
(Sallabas & Tagkin, 2022, p. 247). According to Lawshe, for an item to be considered usable in
terms of content validity, if the number of experts is seven or fewer, the content validity ratio

must be above 0.99 (Lawshe, 1975, p. 568).

Inthis study, a pool of 60 questions was initially created. The questions were categorised
into knowledge, comprehension, and application categories based on the behavioural level
measured by the questions. As the questions were found to be concentrated at the knowledge
level, 20 questions were removed from the pool to ensure a balanced distribution. A total of
seven subject matter experts, consisting of four faculty members and three history teachers,
were presented with the item matrix and asked to evaluate the items. Twenty questions with a
content validity ratio (CVR) below 0.99 were removed from the test. For the remaining
questions, the content validity index of the test was determined to be 1.

After determining the validity of the scope, a trial form was prepared for the 20 questions
remaining in the item pool, and this form was administered to a group of 110 students. As a
result of the application, the item difficulty index was calculated using the Henryson method.
According to the Henryson Method, the item difficulty index is calculated by dividing the
number of respondents who answered an item correctly by the total number of respondents.
This ratio indicates the percentage of the class that answered the question correctly. The
difficulty index takes values between 0 and 1. An index closer to 0 indicates that the item is
difficult, while an index closer to 1 indicates that the item is easy (Hasancebi et al., 2020, p.
225). Since the Henryson method collects data from the entire class, it is more reliable than
the simple method that uses the 27% lower-upper group method (Basol, 2019, p. 248). The data
on item difficulty obtained using the Henryson method are presented in Table 1. Since there
were no items with a difficulty index below 0.15 or above 0.85, no items were removed from the
test at this stage.
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The item discrimination index measures a item's ability to distinguish between
successful individuals (those who know the information correctly) and unsuccessful
individuals (those who know the information incorrectly). The item discrimination index is
expressed asrorrj. Thisindexranges from-1.00to +1.00, and as itapproaches +1.00, the item's
discriminative power increases, making it more appropriate forinclusion in the test (Sallabas &
Taskin, 2022, p. 248). There are multiple accepted methods for determining item
discrimination. In this study, the 27% lower-upper group method was used. The item
discrimination indices for the developed Academic Achievement Test are presented in Table 1.
Five items with discrimination indices below 0.29 (items 2, 4, 5, 13, and 15) were removed from
the test.

Table 1

Academic Achievement Test Item Difficulty and Discrimination Index Values

Item Number Item Difficulty Index (Pj) Item Discrimination Index

1 0,61 0,43
2 0,56 0,20
3 0,47 0,46
4 0,33 0,13
5 0,26 0,21
6 0,26 0,30
7 0,34 0,61
8 0,35 0,30
9 0,42 0,43
10 0,48 0,71
11 0,20 0,30
12 0,52 0,54
13 0,21 0,22
14 0,32 0,32
15 0,22 0,16
16 0,37 0,49
17 0,51 0,38
18 0,30 0,47
19 0,56 0,65
20 0,36 0,30

Reliability is defined as the measure of how well an individual's observed score reflects
their true score. There are various methods used to calculate reliability, which can be grouped
under three main headings: methods based on multiple applications, methods based on a
single application, and methods based on item covariances (Basol, 2019, p. 144).

Among single-application-based methods, the Cronbach's alpha formula is preferred
for interpreting data obtained from Likert-type rating scales. For the Kuder-Richardson 21
formula to be used, the item difficulty indices must be equal (Cikrikgl, 2022, p. 81). Due to the
fact that the difficulty indices of the items comprising the test are different from one another
and are scored on a 0-1 (correct-incorrect) scale, it was decided to use the Kuder-Richardson
20 (KR-20) formula for reliability calculation in terms of internal consistency. Kehoe (1995)
states that a KR-20 value of 0.5 is sufficient for short tests with 10-15 items. The KR-20 value,
which indicates the reliability coefficient in terms of internal consistency for the prepared
academic achievement test, was found to be 0.637267. Since this value falls within the limits
accepted by Kehoe, it was concluded that the test is reliable in terms of internal consistency.
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Item variance is calculated by multiplying the item difficulty index by the number that
completes it to 1. The standard deviation of items is equal to the square root of the variance.
Item reliability is equal to the product of the item discrimination power coefficient and the
standard deviation of items. As the standard deviation of the item approaches its maximum
value of 0.50, the item's discriminative power increases (Basol, 2019, pp. 250-261). Item
reliability is equal to the product of the discrimination index and the standard deviation;
therefore, as discrimination approaches 1 and difficulty approaches 0.50, reliability increases
(ithan, 2022, p. 291). Item statistics related to the pretest are shown in Table 2.

Table 2

Item Analysis Statistics

Item Number Item Variance Item Standard Deviation Item Reliability
1 0,24 0,49 0,21
2 0,25 0,50 0,23
3 0,19 0,43 0,13
4 0,22 0,47 0,29
5 0,23 0,48 0,14
6 0,24 0,49 0,21
7 0,25 0,50 0,36
8 0,15 0,39 0,12
9 0,25 0,50 0,27
10 0,22 0,47 0,15
11 0,23 0,48 0,24
12 0,25 0,50 0,19
13 0,21 0,46 0,22
14 0,25 0,50 0,33
15 0,23 0,48 0,14

According to the item statistics presented in Table 2, it can be seen that the variance, standard
deviation, and reliability values of all items are generally within acceptable limits. The fact that the
standard deviation values are close to 0.50 for many items indicates that the items have sufficient
discriminative power. When examining item reliability, it is understood that the values are at a level
that will provide consistent measurements throughout the test.

Analysis of Data

The SPSS 25.0 programme was used to analyse the data obtained in the study. A 95%
confidence level was used in the analyses. First, descriptive statistics were calculated for the
pretest and posttest measurements; in this context, the mean and standard deviation values
of the participants’ pretest and posttest scores were determined.

The Shapiro-Wilk normality test was applied to evaluate the distribution characteristics
of the scores obtained in the academic achievement test used in the study. As a result of the
analyses, the pre-test scores of the experimental group (p = 0.232) and the post-test scores of
the control group (p =0.925) showed a normal distribution. However, the normality assumption
was statistically rejected for the pre-test scores of the control group (p = 0.001) and the post-
test scores of the experimental group (p = 0.015).
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Table 3

Results of the Normality Test for the Distribution of Academic Achievement Scores in the
Experimental and Control Groups

Test Type Experiment Control
W(Statistic) P W(Statistic) P

Pretest 0,925 0,232 0,780 0.001

Posttest 0,845 0,015 0,976 0,925

W: Shapiro-Wilk

Based on these findings, it was concluded that the normality condition could not be
simultaneously met for all groups. Due to the violation of the normality condition, one of the
basic assumptions of parametric tests, non-parametric statistical methods were preferred in
group comparisons. This approach prevented possible statistical biases that could arise from
the non-normal distribution and increased the validity and reliability of the findings.

In this regard, the Mann Whitney U test was used to determine whether there was a
significant difference between the experimental and control groups in terms of participants'
pre-test, post-test, difference scores (post-test — pre-test), and total scores (pre-test + post-
test). In addition, the Wilcoxon Signed-Rank Test was applied to examine the difference
between pre-test and post-test scores within each group.

Results

This section presents the results of the analysis of the data obtained in the study.
Descriptive findings regarding the general characteristics of the data set are presented in Table
4. The similarity of the standard deviation values of both groups (s.s ® 2.1-2.4) indicates that
the groups have similar distributions. This situation leads to the conclusion that the observed
difference is largely due to the experimental intervention applied.

Table 4

Descriptive Findings of Measurement Results Obtained in the Study

Test Tvpe Experimental Control

yp Mean Median Std. Dev Mean Median Std. Dev
Pretest 6,33 6,00 2,41 7,69 8,00 2,41
Posttest 11,93 12,00 2,15 9,06 9,00 2,11

Findings Regarding the First Sub-Problem of the Research

In order to answer the first sub-question of the study, “Is there a significant difference
between the pretest scores of the experimental group students who were taught using the
debate technique in the 11th grade history course and the control group students who were
taught using the programme-based teaching method?”, the pretest scores of both groups in
terms of academic achievement were compared. To determine whether the difference between
the groups was significant, the Mann-Whitney U test, a non-parametric method that tests the
difference between two independent groups, was used.
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Table 5

Comparison of Academic Achievement Pretest Measurements Between Groups

Academic Achievement Group N Mean S.D. RankMean U p
Experimental 15 6,33 2,41 13,17

Pretest 77,500 0,089
Control 16 7,69 2,41 18,66

p>0.05; U: Mann Whitney U

Within the scope of the 11th grade history course, it was determined that the pretest
academic achievement scores of the experimental group students, who were taught using the
debate technique, were 6.33+2.41, while the pretest academic achievement scores of the
control group students, who were taught using programme-based instruction, were 7.69+2.41,
and it was determined that the difference between the groups was not statistically significant
(p=0.089>0.05). The results obtained indicate that there was no difference between the groups
at the beginning.

Findings Regarding the Second Sub-Problem of the Research

To answer the second sub-problem of the study, "Is there a significant difference
between the posttest scores of the experimental group students who received debate
instruction and the control group students who received curriculum-based instruction in the
11th-grade history course?", an analysis was made to determine whether the academic
achievement posttest scores differed across groups. For this purpose, because the parametric
test assumptions were not met, the Mann-Whitney U test was applied to assess the difference
between the two independent groups.

Table 6

Comparison of Academic Achievement Posttest Scores Between Groups

Academic Achievement Group N Mean S.D. Rank Mean U P
Experimental 15 11,93 2,15 21,47
Control 16 9,06 2,11 10,88
*p<0.05; U: Mann Whitney U

Posttest 38,000 0,001*

The academic achievement posttest scores of the experimental group students taught
using the debate technique in the 11th grade history course (11.93+2.15) were found to be
statistically significantly higher than those of the control group taught using programme-based
instruction (9.06+2.11) (p=0.001<0.05). These findings provide a positive answer to the second
sub-question of the study, which asks, “Is there a significant difference between the academic
achievement scores of the experimental group students taught using the debate technique in
the 11th grade history course and the control group students taught using a programme-based
approach?” These results indicate that the debate technique is more effective than teacher-
centred presentation-based instruction in improving academic achievement.

Findings Regarding the Third Sub-Problem of the Research

In order to answer the third sub-problem of the study, “Is there a significant difference
between the pretest and posttest scores (gain increase) of the experimental group students
who were taught using the debate technique in the 11th grade history course and the control
group students who were taught using the programme-based teaching method?”, the
difference scores of both groups in terms of academic achievement were compared. In this
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regard, the Mann-Whitney U test was used to determine whether there was a significant
difference in the gains between the groups.

Table 7

Comparison of Academic Achievement Difference Scores Between Groups

Academic
Achievement Group N Mean S.D. Rank Mean U p

. Experimental 15 5,60 3,58 21,10 *
Difference Control 16 1,38 3,40 11,22 43,500 0,002

*p<0.05; U: Mann Whitney U

Within the scope of the 11th grade history course, it was determined that the academic
achievement difference scores of the experimental group students who were taught using the
debate technique were 5.60+3.58, while the academic achievement difference scores of the
control group students who were taught using the programme-based teaching method were
1.38+3.40, and it was determined that the difference between the groups was statistically
significant (p=0.002<0.05). When the averages were examined, it was determined that the
difference was in favour of the experimental group, and it was observed that the difference
scores of the students in the experimental group, who were taught using the debate technique,
were higher than those of the control group, who were taught using a programme-based
approach. This result provides an answer to the third sub-question of the study. The difference
scores (gains) between the pretest and posttest academic achievement scores of the
experimental group students taught using the debate technique and the control group students
taught using programme-based instruction in the 11th grade history course show a significant
difference.

Findings Regarding the Fourth Sub-Problem of the Research

In order to answer the fourth sub-question of the study,”ls there a significant difference
between the pretest and posttest scores of the experimental group students who were taught
using the debate technique in the 11th grade history course?”, the academic achievement
pretest and posttest scores of the participants in the experimental group were compared using
the Wilcoxon signed-rank test.

Table 8

Comparison of Pretest and Posttest Scores of Participants in the Experimental Group

Academic
Group Achievement N Mean S.D. RankMean Z P
Pretest 15 6,33 2,41 1,50a
. ) ) ) - *
Experimental - o test 15 11,93 2,15  8,46b 3,329 0,001

*p<0.05; Z: Wilcoxon test; a: Point decrease; b: Point increase

In the 11th grade history course, it was determined that the pretest scores of the
experimental group students, who were taught using the debate technique, were 6.33+2.41,
while their posttest scores were 11.93+2.15, and the difference between the groups was found
to be statistically significant (p=0.001<0.05). When the averages were examined, it was
observed that the posttest scores of the experimental group students taught using the debate
technique were higher than their pretest scores. This result provides a statistically significant
answer to the question in the fourth sub-problem of the study: “Is there a significant difference
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between the pretest and posttest scores of the experimental group students taught using the
debate technique in the 11th grade history course?”

Findings Regarding the Fifth Sub-Problem of the Research

In order to answer the fifth sub-question of the study, “Is there a significant difference
between the pretest and posttest scores of the control group students who received
programme-based instruction in the 11th grade history course?”, the academic achievement
pretest and posttest scores of the control group students were compared using the Wilcoxon
signed-rank test.

Table 9

Comparison of Pretest and Posttest Academic Achievement Scores of Participants in the

Control Group

Group Academic Achievement n Mean S.D. Rank Mean Z P
Pretest 15 7,69 2,41 5,64a

Control b sttest 15 9,06 2,11 10,72b 1,487 0,137

*p<0.05; Z: Wilcoxon test; a: Point decrease; b: Point increase

Inthe 11th grade history course, it was determined that the pretest scores of the control
group students who received programme-based instruction were 7.69+2.41, while their
posttest scores were 9.06+2.11, and it was found that the difference between the
measurements was not statistically significant (p=0.137>0.05). These results answer the
guestion posed in the fifth sub-problem of the study, “Is there a statistically significant
difference between the pretest and posttest scores of the control group students who received
programme-based instruction in the 11th grade history course?” with a statistically
insignificant difference (p=0.137>0.05).

Conclusion

This study was conducted to examine the effect of the debate technique, which can be
used as an alternative to teacher-centred instruction where students are passive, on academic
achievement. Using a pretest-posttest control group quasi-experimental design, the academic
achievement scores of the experimental group, which was taught using the debate technique,
were compared with those of the control group, which was taught using a programme-based
approach.

The findings related to the first sub-problem show that there is no significant difference
between the experimental and control groups in terms of academic achievement. The pretest
equality supports the internal validity of the research and contributes to the reliability of the
conclusions that any performance differences between the groups are due to the experimental
procedure.

The posttest results related to the second sub-problem reveal a significant difference in
favour of the experimental group in terms of academic achievement. These results show that
the debate technique is more effective than teacher-centred presentation in improving student
achievement, particularly in history lessons.

)

The third sub-problem examines the magnitude of the difference between the groups
academic achievement pretest and posttest scores. While an increase of 5.60 = 3.58 was
observed in the experimental group, the increase in the control group was determined to be
1.38 = 3.40. These results support the findings of the second sub-problem, showing that the
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debate technique is more effective on academic achievement than teacher-centred
presentation-based teaching.

The findings related to the fourth sub-problem show that there was a significant
improvement in the academic achievement of the students in the experimental group. This
situation reveals that the experimental method (debate) has a positive effect on students’
academic performance. This situation provides strong evidence in terms of evaluating the
effectiveness of the teaching method.

Regarding our fifth sub-problem, there was no significant difference between the pretest
and posttest scores in the control group, where programme-based teaching was implemented
in the 11th grade history course. This situation leads to the conclusion that lessons taught
through teacher-centred presentation do not contribute significantly to students' cognitive
development and academic achievement. It is thought that the lack of significant progress in
the control group may have been influenced by the fact that the students did not experience
test anxiety. In this context, it can be interpreted that the success achieved in lessons taught
using the teacher-centred traditional method is related not only to classroom teaching but also
to external factors such as test anxiety.

The most important result of the study is that the relationship between history lessons
and debate technique has been tested in cognitive terms. The increase in success achieved as
a result of applying debate technique in history lessons supports the idea that this technique
can be used as an effective teaching method in history lessons. It has been observed that high-
quality discussions conducted in history lessons where student-centred and discovery-based
learning strategies are applied increase student motivation and interest in the lesson, as well
as making the learning process more permanent.

In order to determine whether a teaching method is compatible with the nature of the
course, multiple data points are required. Academic achievement is only one of the indicators
that can be used for this purpose. Considering that this study focuses solely on academic
achievement, conducting more comprehensive studies that explore the technique’s other
cognitive and affective effects would provide valuable contributions to the literature.

There is significant consensus in the literature that the discussion method increases
academic achievement through learning (Lina, 2009; Hollander, 2002, p. 318). Debate, one of
the techniques of the discussion method, is an effective strategy that encourages student-
student interaction and supports the learning process. This technique helps students develop
their thinking skills while enabling them to gain a deeper understanding of the topics (Zare,
2013, p. 1511).

The study conducted by Musoke and Mugiraneza (2023, p. 20) revealed that classroom
activities such as group discussions, debates, and classroom games are among the most
commonly used methods and that academic performance improved significantly in
classrooms where these methods were applied. Choong (2018, p. 66), who states that the
debate method is difficult but necessary, has concluded that using debate-based strategies in
the classroom helps students overcome certain learning difficulties. According to Yesilyurt
(2013, p. 176), teachers prefer the debate method most for students to express themselves and
for information to be retained. The studies in the literature that indicate that the discussion
method increases academic achievement support the findings obtained in this study in terms
of the debate technique.

In Tokdemir's (2013) doctoral thesis titled “Teachers’ Opinions and Practices Regarding
the Discussion Method in Secondary School History Education” history teachers were asked
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about the discussion techniques they used most frequently. When the responses of the 284
teachers who participated in the study were examined, itwas found that debate was the second
most preferred discussion technique after brainstorming. In the same study, 25 history
teachers were asked, “What discussion techniques do you know? Can you list them?” The
responses from the participants showed that debate was the most frequently used discussion
technique in history lessons. The recognition and widespread use of debate among history
teachers shows that this technique has a special importance in history education. Despite the
recognition of the debate technique and the known benefits of the discussion method, the
limited humber of experimental studies in this field strengthens the idea that the current
research can fill an important gap in the literature.

Addressing controversial and sensitive issues in lessons will contribute to students
embracing both the internal and external objectives of history education in a manner
consistent with the nature of history (Gunal & Kaya, 2016, p. 47). However, this benefit can only
be achieved through the combination of various components. The most important of these
components is teacher competence. Glinal (2018, p. 432) concluded that teachers’ training on
teaching controversial and sensitive topics is insufficient. In this context, it is of great
importance for teachers, who bear primary responsibility for all stages from determining the
debate topic to the implementation process, to have the necessary knowledge and experience
in this area in order to achieve the desired outcomes.

Some limitations should be taken into account when evaluating the research results.
Sample size represents the greatest limitation of the study. Conducting the study across all
grade levels, school types, and subjects would undoubtedly increase the generalisability of the
results. However, due to bureaucratic workflow and programme intensity, it was not possible to
access the sample in question.

Debate is one of the most clearly defined techniques among discussion methods. This
feature leads to the conclusion that it has fewer negative characteristics than other discussion
techniques that complicate classroom management. However, some problems observed in
the field show that both teachers and students do not fully master this technique or have
incorrect information about it. During the trial application, it was observed that students had
almost no knowledge of the debate technique, while teachers perceived group discussion as
debate instead of modern debate technique. Increasing printed and online resources and
creating promotionalvisuals are important forintroducing and spreading the debate technique.
Additionally, it would be beneficial to organise in-service training for teachers to ensure that
debate techniques are regularly applied and effectively used in history lessons. Debate rules
and discussion topics should be determined by a commission established by the Ministry of
National Education, avoiding sensitive issues, and clearly defined in the curriculum.

Debate is not only a discussion technique but also a teaching technique. The use of this
technique in educational settings dates back to ancient times (5th century BC). However, in
recent years, it has become less preferred in education (Huryn, 1986). Considering the
contributions this ancient technique offers to student development, its reintroduction and
promotion in educational environments should be among the priority goals of educators and
policymakers.
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Oz: Tarih egitiminin sorunlari arasinda dgretim yéntem ve tekniklerinden

kaynaklanan problemler, literatirde sikga vurgulanan basliklardan

biridir. Tartisma yontemi gerek egitimciler tarafindan yaygin olarak Arastirma Makalesi
kullanilmasi gerekse oOgrencilere sagladigl cesitli sosyal ve bilissel

faydalarinin bulunmasi itibariyle tarih egitimi acisindan oldukca

onemlidir. Munéazara teknigi ise tartisma yontemleri arasinda en bilinen

ve egitimciler tarafindan tercih edilen tartisma teknigi olarak one

cikmaktadir. Munazara teknigiile tarih egitimi arasindaki iliskiyi konu alan

deneysel boyutta herhangi bir calismanin bulunmamasi literaturdeki

onemli bir bosluk olarak degerlendirilmektedir. Bu c¢alisma, tarih

derslerinde kullanilan munazara tekniginin 6grencilerin akademik

basarisi uzerindeki etkisini belirlemeyi amaclamaktadir. Arastirma, Anahtar Kelimeler:
"Ontest-sontest kontrol gruplu yari deneysel desen" seklinde
yapilandirilmistir. Arastirmanin calisma grubunu Osmaniye ilinde yer
alan bir ortadgretim kurumunun 11. Sinif 6g8rencileri olusturmaktadir.
Deney ve kontrol gruplarina arastirmanin basinda dntest uygulanmigtir.
Calisma surecinde deney grubunda munazara teknigiyle 06gretim
yapilirken kontrol grubunda 6g8retmen merkezli sunus yoluyla 6gretim
devam ettirilmistir. Ardindan her iki gruba sontest uygulanarak veri
toplama asamasi tamamlanmistir. Ontest ve sontest uygulamasinda Basvuru: 15.05.2025
"Tarih Dersi Akademik Basari Testi" kullanilmigtir. Test bu calisma
kapsaminda 6zgun olarak gelistirilmistir. Testin i¢ tutarliligi, Kuder-
Richardson 20 (KR-20) formulu kullanilarak hesaplanmis ve KR-20 degeri
0,637 olarak bulunmustur. Verilerin analizinde katilimcilarin ontest,
sontest, farklilik ve toplam puanlarinin gruplara gore farkliligi belirlemek
amaciyla Mann Whitney U testi yapilmistir. Deney ve kontrol grubundaki
katiimcilarin 6ntest ve sontest puanlari arasindaki farklilik Wilcoxon testi
ile incelenmistir. Deney grubunun akademik basari seviyesinin baglangic
duzeyine gore onemli olgude arttigl, kontrol grubunda ise daha sinirli bir
ilerleme kaydedildigi belirlenmistir. Bu sonuglar, uygulanan yontemin
ogrencilerin akademik performansini olumlu yonde etkiledigini
gostermektedir.
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Giris

Tarih dersi, gunlik diyaloglarda gesitli nedenlerle genellikle zor veya sevilmeyen bir ders
olarak anilmaktadir. Bu tutum, ¢esitli akademik calismalarda da kendine yer bulmustur (Issar,
2021). Bununla birlikte, toplumumuzun her kesiminde tarihle ilgili sohbetler ve tartismalar
gerek basinda gerekse gundelik konusmalarda buyuk ilgi gormektedir. Tarih dersine karsi
olusan bu olumsuz algiya ragmen, toplumun tarihe duydugu yogun ilgi, kendi icinde bir ¢eliski
barindirmaktadir. S6z konusu durum, tarihin kendisinden ziyade 06gretiminde problem
oldugunu dustindurmektedir.

Yilmaz ve Avci (2018, s. 8), Turkiye’de tarih 6g8retiminde karsilasilan problemleri alti ana
baslik altinda topladiklari galismalarinda, yasanan sorunlardan birinin de yontem ve teknik
seciminden kaynaklanan problemler oldugunu belirtmistir. Benzer olarak Aslan (2005, s. 110)
Tarkiye’de tarih egitiminin sorunlarini ele aldigl calismasinda 6gretim yontemi segimini 6nemli
bir problem oldugunu ifade etmektedir. Demircioglu (2014, s. 1182) tarih 6g8retim yontem ve
yaklasimlardan kaynaklanan problemlerin sebebini 68retmenlerin geleneksel yontemlerdeki
Israri ile aciklamaktadir. Yildiz (2003, s. 185) tarih 68retiminin sorunlarini bes baslik altinda
incelemisg, 6gretim ydntemlerinden kaynaklanan problemleri de bu basliklardan bir tanesi
olarak ele almistir. Ogretim programlarinin yogunlugu, dgretmenlerin giincelligini yitirmesi,
materyal eksiklikleri ve okul digi tarih 6gretim yontemlerinin kullanilamamasi diger problemler
olarak literaturde yer almaktadir. Sayilan bu diger problemlerin burokratik ve mali boyutlarinin
bulunmasi nedeniyle dénemsel ve degistirilebilir oldugu dusunulebilir. Tarih dersinde
kullanilan 6gretim yontemlerinden kaynaklanan sorunlar ise 06grencilerin derse ydnelik
tutumunu dogrudan etkiledigi icin tGzerinde dnemle durulmasi gereken bir problem oldugu
dusunulmektedir.

Ogretim yontemi, 6gretmek-6grenmek igin belirlenen strateji dogrultusunda bilingli
olarak segilen ve izlenen yol olarak tanimlanmaktadir (Dal & Tatar, 2022, s. 25). Ogretim
yontemlerinin kendine 6zgu glclu ve zayif yonleri bulunmaktadir. Bu sebeple bir 68retim
yonteminin tek basina tim egitim durumlan igin gegerli olmasi mimkin degildir. Ogretim
yontem, strateji ve tekniginin belirlenmesinde 6gretmenin egitim hedeflerine uygun olarak bir
tercihte bulunmasi gerekmektedir (Yildizlar, 2009, s. 215). Kigukahmet (2009, s. 54) yontem
seciminde dikkat edilecek faktorleri 6gretmenin yonteme yakinligl, zaman, fiziksel imkanlar,
maliyet, 68renci grubunun buyudkligl, konunun ozelligi ve 68retim sonucunda 6grencide
gelistirilmek istenen nitelikler olarak agiklamaktadir. Bayat (2021, s. 328) ise ydntem sec¢iminde
O0gretim programinda 68rencilere kazandirilmak istenen kazanimlari en énemli kriter olarak
degerlendirmekte, diger onemli hususlarn ise su sekilde siralamaktadir: 6grenci ozellikleri,
O0grenci sayisl, zaman, maliyet, okulun veya sinifin donanimi/aracg-gerecleri ve 6gretmenin
yeterliligi. Yontem seciminde dikkat edilecek kriterler konusunda literatlirde vyapilan
tanimlamalar genel manada ortlismektedir. Yapilan tanimlardan hareketle, 6g8retim yontemi
seciminde dersin amaci, 6grenci seviyesi, 0grenci sayisi, ekonomiklik ve fiziksel imkanlar gibi
unsurlarin dikkate alinmasi gerektigi sonucuna varilabilir.

Ogretim yontemlerinin sinirliliklari ve faydalar g6z 6niinde bulundurarak tarih egitiminde
dogru yontemi secmek biyiik 6nem tasir. Ogrencilerin aktif olarak katildigi, bir tarihci gibi
dusunup calistigl etkinliklerle zenginlestirilmis bir 6grenme ortami, 6grencilerin derse olan
tutumlarini da olumlu yonde etkileyecektir. Bu baglamda, tartisma yontemi, 6grencilerin etkin
katiimini saglamasi ve galismanin sonraki kisminda agiklanacak diger faydalari itibariyle tarih
egitiminde faydalanilabilecek koklu bir 68retim yontemidir.

Tartisma terimi Turk Dil Kurumuna gore “Bir konuyla ilgili karsit dusunceleri karsilikli
savunma” anlamina gelmektedir (TDK, t.y.). Tartismanin, 6gretim yontemi olarak egitim
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bilimlerindeki karsiligi da sozlik anlamina yakindir. Cengizhan (2019, s. 226) tartisma
yontemini; en az iki kisi veya grubun bir konuyu derinlemesine incelemesi ve disunmesi olarak
tanimlamaktadir.

Tartisma yontemi, 6grencilerin disinme, dinleme ve uyum iginde ¢calisma becerilerini
gelistirerek yalnizca okul strecinde degil, yasam boyu fayda saglayan bir 6grenme deneyimi
sunmaktadir (Xavier, 1963, s. 37). Tartisma yontemi, elestirel disinme becerisinin gelisimini
desteklemekte ve 6zellikle fikirlerin degerlendirilmesi, karar alma streglerinde dogru bilgiyi
analizetme ile dlisunceleri daha agik ve sorgulayici bir perspektiften ele alma konularinda etkili
olmaktadir (Garcia & Fitera, 2024, s. 20-21). Guven (2015, s. 179) tartisma yonteminin
faydalarini; demokratik 6grenme ortami sunmasi, ust diizey dlisunme becerileri kazandirmasi
ve yorumlarin glicunu arttirmasi gibi 6zelliklerini vurgulayarak aciklamistir. Turan (2016, s. 203)
ise tartisma yontemini bilginin kalicilgl, motivasyon ve tutum degistirme 6zellikleri yoninden
ele almigtir.

Sinif ici tartisma, aktif 6grenmeyi tesvik eden etkili bir yontemdir. Bu yontem, bilgilerin
uzun vadeli olarak hatirlanmasini destekler, 6grencilerin 68renme motivasyonunu artirir, bilgiyi
farkli baglamlarda kullanmalarina olanak tanir ve disinme becerilerini gelistirir. Geleneksel
ders anlatimina kiyasla, 6grencileri sirece daha fazla dahil ederek dgrenme deneyimini
zenginlestirir (McKeachie vd., 1986). Ancak, 0gretmen ve 0Ogrencilerin yeterli egitim ve
deneyime sahip olmamalari ydntemin potansiyelini sinirlamaktadir. Ogrencilerin hata yapma
korkusu ya da baskin katilimcilar nedeniyle geri planda kalmalari, sinif i¢i diyalogu kisitlayabilir.
Ayrica, tartismalarin yarattigl hareketlilik bazi 6gretmenlerce kontrol kaybi olarak algilanabilir.
Buna ragmen, tartisma yontemi problem ¢6zme ve isbirlikgi 6grenme becerilerini gelistirmede
onemli faydalari gbz o6nunde bulundurularak, gerekli c¢abanin harcanmasi gerektigi
dusunulmektedir (Gall & Gillett, 1980, s. 98). Yontemin sinirliliklarinin yaninda uygulama
sirasinda dikkat edilmesi gereken énemli noktalar da bulunmaktadir. Ogrenciler genellikle
surece yalnizca kendi performanslari acisindan yaklagsmakta, bu da dinleme ve dustinme gibi
onemli becerilerin geri planda kalmasina neden olmaktadir. Tartismanin kolektif dogasi goz ardi
edildiginde, sadece belirli 6grenciler surece aktif katilirken digerleri digsarda kalmaktadir. Bu
nedenle, tartisma etkinliklerinde performanstan ¢cok tum d&grencilerin katiimini ve beceri
gelisimini onceleyen bir yaklasim benimsenmelidir (Hollander, 2002, s. 325).

Tarih egitimi alaninda oldukca faydali goriilen tartisma yonteminin 68rencilerdeki tarih
0grenme motivasyonunu arttirdig bilinmektedir (Abdullah ve digerleri, 2021). Ding (2019, s.
264) tarih derslerinde tartisma yonteminin faydalarini elestirel- yaratici dusinme becerileri
kazanmak, bilginin dogasini ve yapisini 68renmek, tarih metodolojisine iliskin surecleri
tanimak, sorumluluk ve is birligi bilincini arttirmak, 6zgliven duygusu kazandirmak, sinif ici
iletisimi guclendirmek seklinde siralamaktadir. Ayrica Ding tarih bilgimizin dnemli bir kisminin
tartismaya acik olmasi nedeniyle, tartisma yonteminin tarih biliminin dogasiyla uyumlu oldugu
sonucuna ulasmistir. Glven (2016, s. 162) ise tartisma yonteminin tarih derslerinde siklikla
basvurulmasi gerektigini ifade ederek teknigin faydalarini karsidakini dinlemek, goéruslerini
delillendirmek, karsidakinin konusmasini kesmemek olarak siralamaktadir. Ogrencinin aktif
katilm gosterdigi, bulus yoluyla 68renme stratejisine uygun yontemlerden biri olan tartisma
ayni zamanda o6grencilerin elestirel distinme yeteneklerini gelistiren bir ara¢ olarak da
gortulmektedir (Demircioglu, 2015a, s. 77-78). Ayrica arastirmalar tartisma yonteminin tarihsel
empatiyi gelistirdigini de gostermektedir (Jensen, 2008, s. 64).

Literatire bakildiginda birgok tartisma tekniginin varligi gorulmektedir. S6z konusu
tekniklerin 6gretimi yapilacak derse ve konularin o6zelligine goére kullanim alanlar
farklilagmaktadir. Bu tekniklerden en bilinenlerinden biri de munazaradir. Turk Dil Kurumu
munazarayi belli kural ve yontemlere uyularak yapilan tartisma olarak agiklamaktadir (TDK, t.y.).
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Bir baska tanimlamaya gore munézara iki grubun dinleyiciler ve jlri 6nlinde karsit gorusleri
savunmasi olarak ifade edilmektedir (Cengizhan, 2019, s. 228). Mlinazara, 6grencilerin elestirel
dusinme, sozll iletisim ve empati becerilerini gelistiren etkili bir 68retim stratejisidir. Ders igi
munazaralar, 6grencilerin konuya daha kapsaml sekilde hakim olmalarini saglarken, farkl
bakis acilarini degerlendirmelerine de olanak tanir (Kennedy, 2007, s. 188).

Munazara, tartisma yontemleri arasinda kati kurallara sahip olmasiyla 6ne cikar. Bu
sayede, vyapilandirilmis tartismalar net bir cerceve icerisinde ilerlemektedir. Kurallar
cercevesinde gerceklesen bir tartismanin, sinif yonetimi acisindan daha kullanisli oldugu
dastnulmektedir. Takim ve bireylerin rollerinin belli olmasi ve kisiyi hedef alan saldirilarin
puanlama yoluyla cezalandirilmasi, munéazaranin sinif yonetimini kolaylastiran ozellikleri
arasinda sayilabilir. Ayrica minéazaranin bireyler lUzerinde

e Sosyalve kulturel alanda gelismelerini destekleme,

e Demokratik tutum ve davranislarin gelismesine yardimci olma,

e Tartisma kultlru kazandirma,

e Farklidlsuncelere karsi saygl duyma,

e Kendi dusuncelerini etkili bicimde so6zel olarak agiklayabilme (Dirik, 2015, s. 250) gibi
konularda faydalarinin oldugu bilinmektedir.

Belenli (2019, s. 60) , tarih 68retiminde ¢coklu zeka kurami cercevesinde, sozel-dilsel ve
kisiler arasi (sosyal) zeka alanlarina hitap eden etkinlikler kapsaminda munéazara yonteminin
kullanilabilecegini ifade etmektedir. TuUm olumlu yonlerine ra8men munézara uygulamalari
sirasinda akademik bilgiye dayali, sagliki onermelerin kurulmasina 6zen gosterilmesi
gerekmektedir. Bu baglamda, teknigin uygulanmasi surecinde konusmalarin demagojiye ve
carpitmalara donismemesi 6nemlidir (Demircioglu, 2015b, s. 89).

Munazara’nin nasil ve ne zaman ortaya c¢iktigi ile ilgili cesitli gorisler bulunmaktadir.
Abdera'li Protagoras (M.O. 481-411), 6grencileri arasinda diizenledigi miinazaralar nedeniyle
"Mulnazaranin Babasi" olarak kabul edilmektedir. Buradan hareketle minéazaranin yeni bir
Ogretim teknigi olmadigi sonucuna ulasilabilir. Ancak munézara son yillarda egitim
ortamlarinda eski 6nemini yitirmis, daha az tercih edilen bir 6gretim teknigi haline gelmistir
(Huryn, 1986, s. 266). GUnumuzde daha ¢ok sosyal etkinlikler cercevesinde degerlendirilmekte
olan munézara 6gretim surecinde sistematik bir sekilde yer almamaktadir. Modern egitim
bilimlerinin deneysel yontemleri 1siginda munazara tekniginin etkililiginin ortaya konmasi,
o6grenci merkezli ve katilimci bir 68retim ortami sunmasi agisindan egitimciler igin alternatif bir
yaklasim saglayabilir. Ayrica Tarih egitimi 6zelinde munézara teknigine yonelik ¢alismalarin
cogunlukla kuramsal duzeyde olmasi, deneysel arastirmalarin bulunmamasi bu ¢alismanin
literaturdeki 6nemli bir boslugu doldurabilecegini dusindurmektedir.

Egitimin 6zel hedefleri bilissel, duyussal ve devinissel olmak Uzere Ug¢ boyutta kategorize
edilmektedir (Kablan, 2017, s.3). Akademik basar bilissel boyutta yer alan 06grenci
performansini nesnel ve oOlgulebilir bir bicimde degerlendirmeye olanak taniyan énemli bir
referans noktasidir. Bu dogrultuda bir 6g8retim tekniginin akademik basari tzerindeki etkisinin
incelenmesi, teknigin ne dl¢ude etkili oldugunu belirlemek adina buyluk énem tagimaktadir.
Gunumuzde genellikle “sosyal faaliyet” olarak degerlendirilen muinéazaranin, akademik basari
boyutuyla etkililiginin arastirilmasi, egitim ortamlarinda tercih edilebilirligini arttiracaktir.

Bu arastirmanin amaci tarih derslerinde kullanilan muinazara tekniginin akademik
basariya etkisini dlgmektir. Bu baglamda arastirmanin alt problem ctimleleri sunlardir;
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e 11. sinif tarih dersi kapsaminda munéazara teknigiyle 6gretim yapilan deney grubu
Ogrencileri ile programa dayali 68retim yapilan kontrol grubu 6grencilerinin Ontest
puanlari arasinda anlaml bir fark var midir?

e 11. sinif tarih dersi kapsaminda munéazara teknigiyle 6gretim yapilan deney grubu
Ogrencileri ile programa dayali 6gretim yapilan kontrol grubu 6grencilerinin sontest
puanlari arasinda anlamu bir fark var midir?

e 11. sinif tarih dersi kapsaminda munazara teknigiyle 6gretim yapilan deney grubu
Ogrencileri ile programa dayall 6g8retim yapilan kontrol grubu 6grencilerinin dntest ve
sontest puanlari arasindaki fark puanlari (kazanim artisi) anlaml bir farklilik géstermekte
midir?

e 11. sinif tarih dersi kapsaminda munéazara teknigiyle 6gretim yapilan deney grubu
O8rencilerinin dntest ve sontest puanlari arasinda anlamli bir fark var midir?

e 11. sinif tarih dersi kapsaminda programa dayali 68retim yapilan kontrol grubu
O8rencilerinin dntest ve sontest puanlari arasinda anlamli bir fark var midir?

Yontem

Arastirma Deseni

Arastirmaci tarafindan arastirma sorularini yanitlamak veya hipotezleri test etmek
amaciyla gelistirilen plan, arastirmanin deseni olarak tanimlanmaktadir (Buyukoztirk ve
digerleri, 2020, s. 180). Arastirma desenleri yontemine gore nitel, nicel ve karma yontem olarak
siniflandirilmakta; nicel desenler ise tarama, deney ve meta-analiz gruplarindan olusmaktadir
(Boz, 2023, s. 121).

Deneysel model, iki degisken arasindaki nedensel iliskiyi ortaya koymak amaciyla
cevresel etkilerin kontrol altina alindigl arastirma turtudur. Deneysel arastirmalar, yapilarina
gore tam deneysel ve yari deneysel olmak Uzere iki alt kategoriye ayrilmaktadir. Bu iki desen
arasindakitemel ayrim, tam deneysel calismalarda katilimcilarin gruplara rastgele atanmasidir
(S18r, 2023, s. 480). Calsma kapsaminda deney ve kontrol gruplarinin mevcut sube ve
siniflardan secilmesi, arastirma deseninin yari deneysel bicimde yapilandirilmasini gerekli
kitmistir. Bu dogrultuda, akademik basari ile munazara teknigi arasindaki iligkiyi incelemek
amaciyla nicel arastirma yontemi cergevesinde Ontest-sontest kontrol gruplu yari deneysel
desen tercih edilmistir.

Evren ve Orneklem

Evren, arastirmacinin bilgi edinmek istedigi genis insan topluluklarini, gruplar veya
olaylan ifade eden kavramdir (Guler ve digerleri, 2015, s. 87). Literatirde “hedef evren ve
ulasilabilir evren” olmak uzere iki farkli tanim yer almaktadir. Hedef evren, arastirmacinin
sonugclari genellemek istedigi grubu, erisilebilir evren ise arastirmanin ulasabildigi ve bulgularin
genellenebildigi grubu temsil eder (Ary ve digerleri, 2006, s. 636-651). Bu arastirmada, ulke
genelinde ortadgretim kurumlarinda Tarih dersi goren tum 6grenciler hedef evren olarak
belirlenmigtir. Ancak hedef evrene ulasmanin gucgligu nedeniyle Osmaniye ilindeki 11. sinif
Tarih dersi goren 6grenciler erigilebilir evren olarak segilmistir.

Evrenden veri toplamak igin iki ydntem bulunmaktadir. Bunlar; 6rneklem ve sayim
yontemidir. Sayim (census); Bir topluluktaki tim birimlerin her birinden tek tek veri toplamak
olarak ifade edilmektedir (Altunisik, 2021, s. 132). Maddi kaynaklarin sinirliligl g6z 6niinde
bulundurularak bu calismada 6rneklem yéntemi tercih edilmistir. Orneklem, calisma evrenini
temsil edecek sekilde belirli kriterlere gore secilmis daha klucuk gruptur (Ekiz, 2020, s. 113).
Anakutleye kiyasla 6rneklemle calismanin avantajlar arasinda maliyetin dusuk olmasi, veri
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toplama surecinin hizli ilerlemesi ve daha ayrintili bilgi elde edilmesi bulunmaktadir
(Buyukozturk ve digerleri, 2020, s. 83).

Orneklem seciminde olasiliga dayali ve olasilifa dayali olmayan iki temel yéntem
bulunmaktadir (Altunigik, 2021, s. 150). Olasiliga dayali olmayan yontemde bireylerin
orneklemde yer alma ihtimalleri esit degildir (Karaca, 2021, s. 101). Bu calismada burokratik
sinirlamalar ve okul programlarinin yogunlugu nedeniyle olasiliga dayali olmayan 6rnekleme
yontemi tercih edilmistir. Kolay érnekleme ydntemi kullanilarak arastirma onerisini kabul eden
bir ortadgretim kurumunun 11. sinif 6grencileri 6rneklem olarak belirlenmisgtir.

Arastirma 6ncesinde, Osmaniye Korkut Ata Universitesi Sosyal Bilimler Bilimsel
Arastirma ve Yayin Etigi Kurulunun 25.10.2023 tarih ve 2023/12/11 sayili karari ile etik kurul
onayl alinmistir.

Veri Toplama Siireci

Arastirmanin gercgeklestirilecegi okula, munazara etkinlig§inden 15 gun o6nce
bilgilendirme ziyareti yapilmis ve etkinlik kurallarinin 6grencilere 6nceden duyurulmasi
saglanmistir. Ziyaret sirasinda, katiimci 06grencilerin velilerine ulastinlmak Uzere
bilgilendirilmis onam formlar dagitilmis ve bu formlarin doldurularak etkinlik ginu teslim
edilmesi istenmigtir.

Kurumda gorevli tarih 6gretmeninin rehberliginde, akademik basari dizeyleri birbirine
yakin iki sinif, deney ve kontrol grubu olarak belirlenmistir. Her iki gruba, arastirmacilar
tarafindan gelistirilen akademik basar testi, 0gretmen gozetiminde Ontest olarak
uygulanmistir. Ayrica, 0Ogrenci ve Ogretmenlerin munazara teknigi konusundaki bilgi
duzeylerinin yetersiz oldugu tespit edildiginden, teknigin yapisini ve kurallarini 6gretmek
amaciyla tum katiimcilarin yer aldigl bir deneme oturumu gerceklestirilmistir.

MuUnéazara teknigi ge¢cmiste oldugu gibi ginimuzde de farkli stillerde birbirinden farkl
kurallar cercevesinde gercgeklestirilmektedir. Genellikle kesin kurallar organizasyonu
duzenleyen kurum ve kigilerce etkinlik 6dncesinde duyurulan uygulama yonergesi ile ilan
edilmektedir. Halihazirda yaygin olarak kullanilan ingiliz Parlamenter Sistemi miinazara
kurallari 4 takimda toplam 8 konusmaciya s6z hakki almasina izin vermektedir. Bu durum,
Ozellikle kalabalik siniflar icin munézara tekniginin uygulanmasinda 6nemli bir sinirtilik
olusturmaktadir. Bu sinirliligi asmak amaciyla, tim 6grencilerin birer takima dahil edilmesi ve
konusmaci olmayan katilimcilara da soru sorma hakki taninmasi, mevcut ingiliz parlamenter
sistem munazara kurallarina eklenmistir.

Deney grubu olarak belirlenen sinifta, duyurulan gun ve saatte muinazara etkinligi
dizenlenmistir. Etkinlik, tarih 6gretmeninin yurGticuliginde ve 06gretim elemanlarinin
gozetiminde gerceklestirilmistir. Ogrenciler kura ydntemiyle dért takima ayrilmistir: Hikiimet
Acilis, Muhalefet Agilis, Hikimet Kapanis ve Muhalefet Kapanis. Sinif dlizeni, tim katilimcilarin
birbirini gorebilecegi ve etkilesim kurabilecegi sekilde U biciminde yapilandirilmigstir.

Etkinlik gunu musabakanin degerlendirilmesi amaciyla, tarih 06g8retmeninin
baskanliginda bir jari olusturulmus ve bu juride misafir 6gretim elemanlari da yer almistir. Her
konusmaciya 7 dakika 20 saniyelik konusma suresi taninmistir. Yaklasik 50 dakika stren
etkinlikte, baslangicta cekimser ve pasif gorlinen o6grencilerin etkinlik sonrasinda dabhi
tartismayi surdurdukleri, coskulu sahnelerin yasandigl gozlemlenmistir.

Ayni zaman diliminde, kontrol grubundaki o6grenciler de ayni konu basliklarini
islemislerdir. Bu grupta uygulanan 6gretim yontemi ve teknigine herhangi bir mudahalede
bulunulmamis; dersler 6gretmen merkezli ve sunus yoluyla yurttilmustir. Bu yontemde
O0gretmen, bilgiyi dogrudan aktaran konumda yer alirken; 6grenciler ise surece pasif dinleyici
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olarak katilmaktadir. Surecin sonunda, her iki gruba da ayni akademik basar testi sontest
olarak yeniden uygulanmistir.

Veri Toplama Araclari

Calisma grubunu olusturan 11’inci sinif 68rencilerine yonelik “tarih dersi akademik
basar testi” gelistirilmistir. Akademik basar testinin gelistirilmesi asamasinda, 11. sinif tarih
dersinin 4. Unitesinde yer alan 3 numarali kazanim hedef kazanim olarak secilmistir. Bu
kazanim, 6gretim programinda su sekilde ifade edilmektedir: "Tanzimat Fermani, Islahat
Fermani ve Kanun-i Esasi’nin igeriklerini kiresel ve yerel siyasi sartlar baglaminda
degerlendirir" (MEB, 2023, s.36).

Kapsam gecerliligini belirlemek icin Lawshe teknigi kullanilmistir. Bu teknik, 1975 yilinda
Lawshe tarafindan gelistirilmis olup, en az bes uzmani iceren bir grubun maddeler hakkindaki
goruslerini toplamak amaciyla kullanilir. Uzmanlar, maddeleri "gerekli,"” "faydali ama gerekli
degil," ve "gerekli degil" seklinde yapilandirilmis bir degerlendirme tablosu Uzerinden
degerlendirir. Elde edilen sonuclar dogrultusunda, kapsam gecerlilik orani (content validity
ratio) ve kapsam gecerlilik indeksi (content validity index) olmak tzere iki farkli hesaplama
yapilir (Lawshe, 1975, ss. 567-568). “N” uzman sayisi “Nu” maddeyi uygun bulan uzman sayisi
olmak Uzere kapsam gecerlilik oraninin hesaplanmasinda kullanilan formul su sekildedir:
Kapsam Gegerlilik Orani (KGO): (Ne-N/2)/(N/2). Kapsam gegerlilik indeksi (KGI) ise dlgekte yer
alacak maddelerin KGO degerlerinin ortalamasidir (Sallabas & Taskin, 2022, s. 247). Lawshe’ye
gore, bir maddenin kapsam gecgerliligi agisindan kullanilabilir sayilabilmesi i¢in uzman sayisi
yedi veya daha az ise kapsam gecerlilik oraninin 0,99'un Uzerinde olmasi gerekmektedir
(Lawshe, 1975, s. 568).

Bu calismada ilk etapta 60 maddelik soru havuzu olusturulmustur. Hazirlanan sorular
sorunun Olgtugu davranis dlzeyi ile ilgili olarak bilgi, kavrama ve uygulama kategorilerine
ayrilmistir. Sorularin bilgi duzeyinde yogunlastig gorulerek dengeli dagiimi saglamak adina 20
soru havuzdan ¢ikarilmigtir. Dért 6gretim Uyesi ve Ug tarih 6gretmeninden olusan toplam yedi
alan uzmanina belirtke tablosu sunulmus ve maddeleri degerlendirmeleri istenmigtir. Kapsam
gecerlilik orani (KGO) 0,99’un altinda kalan 20 soru testten ¢ikartilmistir. Kalan sorular igin
testin kapsam gecerlilik indeksi 1 olarak tespit edilmigtir.

Kapsam gecerliliginin belirlenmesinden sonra madde havuzunda kalan 20 soru icin
deneme formu hazirlanmis ve bu form 110 kisilik 68renci grubuna uygulanmistir. Uygulama
sonucu madde guclik indeksi Henryson yontemiyle hesaplanmistir. Henryson Yéntemi'ne
gore, madde gucluk indeksi, bir maddeyi dogru cevaplayanlarin, tUm cevaplayici sayisina
oranlanmasiyla hesaplanir. Bu oran, sinifin ylizde kacginin soruyu dogru yanitladigini gosterir.
Gugclik indeksi 0 ile 1 arasinda deger alir. indeksin 0’a yaklasmasi, maddenin zor; 1’e
yaklasmasi ise maddenin kolay oldugu seklinde yorumlanir (Hasangebi vd., 2020, s. 225).
Henryson yonteminde tum sinifin verileri toplandigi icin %27°lik alt grup-Ust grup yonteminin
kullanildigl basit yonteme goére daha guvenilirdir (Basol, 2019, s. 248). Henryson yontemi ile
elde edilen madde gulcluglune ait veriler Tablo 1’te yer almaktadir. Gugluk indeksi 0,15’ten
kaguk veya 0,85’ten buyluk madde bulunmamasi nedeniyle bu asamada testten herhangi bir
madde cikartilmamistir.

Madde ayirt edicilik indeksi, bir maddenin basarili bireylerle (bilgiyi dogru bilenler)
basarisiz bireyleri (bilgiyi yanlis bilenler) ayirt etme yetenegini 6lcer. Madde ayirt edicilik indeksi
r veya rj ile ifade edilir. Bu indeks -1.00 ile +1.00 arasinda degisen degerlere sahiptir ve +1.00
degerine yaklastikga, maddenin ayirt edicilik gicu artar ve maddenin testte yer almasi daha
uygun hale gelir (Sallabas & Tagkin, 2022, s. 248). Madde ayirt ediciliginin belirlenmesinde
kabul edilen birden fazla yontem bulunmaktadir. Bu ¢alismada %27’lik alt grup Ust grup
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yontemi kullanilmistir. Gelistirilen Akademik basari testine ait madde ayirt edicilik indeksleri
Tablo 1°’de yer almaktadir. Ayirt edicilik indeksi 0,29’dan kuguk bes madde (2, 4, 5, 13, 15
numarali maddeler) testten cikartilmistir.

Tablo 1
Akademik Basari Testi Madde Gligliik ve Ayirt Edicilik Indeksi Degerleri
Soru Numarasi Madde giicliik indeksi (Pj) Madde Ayirt Edicilik indeksi

1 0,61 0,43
2 0,56 0,20
3 0,47 0,46
4 0,33 0,13
5 0,26 0,21
6 0,26 0,30
7 0,34 0,61
8 0,35 0,30
9 0,42 0,43
10 0,48 0,71
11 0,20 0,30
12 0,52 0,54
13 0,21 0,22
14 0,32 0,32
15 0,22 0,16
16 0,37 0,49
17 0,51 0,38
18 0,30 0,47
19 0,56 0,65
20 0,36 0,30

Guvenirlik, bireyin gozlenen puaninin gercek puanini yansitma oOlglsu olarak
tanimlanmaktadir. Guvenirlik hesaplamasinda kullanilan gesitli yontemler mevcuttur ve bu
yontemler U¢ ana baslik altinda toplanir: birden cok uygulamaya dayali yontemler, tek
uygulamaya dayali ydntemler ve madde kovaryanslarina dayaliyontemler (Basol, 2019, s. 144).

Tek uygulamaya dayali yontemler arasinda Cronbach-alfa formulu likert tipi dereceli
puanlama araclarindan elde edilen verilerin yorumlanmasinda tercih edilmektedir. Kuder-
Richardson 21 formullinun kullanilabilmesi i¢in ise madde gucluk indekslerinin esit olmasi
gerekmektedir (Cikrikgli, 2022, s. 81). Testi olusturan maddelerin gucliuk indekslerinin
birbirinden farkli olmasi ve 0-1 (dogru-yanlis) seklinde puanlanmasi nedeniyle, i¢ tutarlilik
anlaminda guvenirlik hesabinin Kuder-Richardson 20 (KR-20) formuld kullanilmasina karar
verilmigtir. Kehoe (1995) 10-15 maddelik kisa testler icin 0,5 KR-20 degerinin yeterli oldugunu
ifade etmektedir. Hazirlanan akademik basari testinin i¢ tutarlilik anlaminda guvenirlik kat
sayisinl ifade eden KR-20 degeri 0,637267 olarak bulunmustur. Bu deger kehoe tarafindan kabul
edilen sinirlar igerisinde kaldigl i¢in testin i¢ tutarlilk anlaminda guvenilir oldugu sonucuna
ulasitmistir.

Madde varyansi madde gugluk indeksinin kendisini 1’e tamamlayan sayi ile ¢garpilmasi
sonucu bulunmaktadir. Maddelerin standart sapmasi ise varyansin karekokune esittir. Madde
guvenirligi madde ayirt edicilik glicu katsayisi ile madde standart sapmalarinin garpimina
esitti. Maddenin standart sapmasi alabilecegi en buyuk deger olan 0,50’ye yaklastik¢a
maddenin ayirt edici 6zelligi artar (Basol, 2019, ss. 250-261). Madde glvenirligi, ayirt edicilik
indeksi ile standart sapmanin garpimina esittir; bu nedenle, ayirt edicilik 1'e ve guglik 0.50'ye

TURKISH

N
v
.\\— HISTORY EDUCATION

JOURNAL

168



Yilmaz & Birbudak

yaklastikga giivenirlik artar (ilhan, 2022, s. 291). On uygulamaya iliskin madde istatistikleri
Tablo 2’de gosterilmistir.

Tablo 2
Madde istatistikleri
Soru Numarasi  Madde Varyansi Madde Standart Sapmasi Madde Giivenirligi

1 0,24 0,49 0,21
2 0,25 0,50 0,23
3 0,19 0,43 0,13
4 0,22 0,47 0,29
5 0,23 0,48 0,14
6 0,24 0,49 0,21
7 0,25 0,50 0,36
8 0,15 0,39 0,12
9 0,25 0,50 0,27
10 0,22 0,47 0,15
11 0,23 0,48 0,24
12 0,25 0,50 0,19
13 0,21 0,46 0,22
14 0,25 0,50 0,33
15 0,23 0,48 0,14

Tablo 2'de sunulan madde istatistiklerine goére, tUm maddelerin varyans, standart
sapma ve guvenirlik degerlerinin genel olarak kabul edilebilir sinirlar icinde oldugu
gorulmektedir. Standart sapma degerlerinin bircok madde icin 0,50'ye yakin olmasi,
maddelerin ayirt edicilik dizeylerinin yeterli oldugunu goéstermektedir. Madde glvenirlikleri
incelendiginde ise degerlerin testin butlnlinde tutarli 6lcimler saglayacak duzeyde oldugu
anlasilmaktadir.

Verilerin Analizi

Arastirmada elde edilen verilerin analizinde SPSS 25.0 programi kullanilmistir. Analizlerde %95
giiven diizeyi esas alinmistir. ilk olarak, dntest ve sontest dlciimlerine iliskin betimsel istatistikler
hesaplanmis; bu kapsamda, katiimcilarin dntest ve sontest puanlarinin ortalama ve standart sapma
degerleri belirlenmisgtir.

Akademik basar testine iligkin puanlarin dagiim o6zelliklerini degerlendirmek amaciyla
Shapiro-Wilk normallik testi uygulanmistir. Yapilan analizler sonucunda, deney grubunun on test
puanlari (p = 0,232) ile kontrol grubunun son test puanlari (p = 0,925) normal dagilim gostermistir.
Ancak, kontrol grubunun 6n test puanlari (p = 0,001) ve deney grubunun son test puanlari (p = 0,015)
icin normallik varsayimi istatistiksel olarak reddedilmistir.

Tablo 3

Deney ve Kontrol Gruplarinda Akademik Basari Puanlarinin Dagilimina lliskin Normallik Testi Sonuglari

Test TUru Deney Kontrol

W (istatistik) P W (istatistik) P
Ontest 0,925 0,232 0,780 0.001
Sontest 0,845 0,015 0,976 0,925

W: Shapiro-Wilk
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Bu bulgular dogrultusunda, tim gruplar icin normallik kosulunun eszamanli olarak
saglanamadigl anlasilmistir. Parametrik testlerin temel varsayimlarindan biri olan normallik
kosulunun ihlal edilmesi nedeniyle, grup karsilastirmalarinda non-parametrik istatistiksel
yontemler tercih edilmistir. Bu yaklasim, dagiimin normal olmamasindan kaynaklanabilecek
olasi istatistiksel yanliliklarin 6ntne gecilmesini saglamis ve elde edilen bulgularin gecerlik ve
guvenirligini artirmstir.

Bu dogrultuda; katiimcilarin ontest, sontest, fark puanlari (sontest — ontest) ve toplam
puanlarinin (Ontest + sontest) deney ve kontrol gruplar arasinda anlaml bir farkllk gosterip
gostermedigini belirlemek icin Mann Whitney U testi kullanilmigtir. Ayrica, her bir grubun kendi iginde
ontest ve sontest puanlarl arasindaki farkliigi incelemek amaciyla Wilcoxon isaretli Siralar Testi
uygulanmistir.

Bulgular

Bu boélumde, arastirmada elde edilen verilerin analiz sonucglarina yer verilecektir. Veri
setinin genel ozelliklerine iliskin tanimlayici bulgular Tablo 4’te sunulmaktadir. Her iki grubun
standart sapma degerlerinin benzerlik gostermesi (s.s ® 2.1-2.4), gruplarin benzer dagilimlara
sahip olduklarini ortaya koymaktadir. Bu durum, gozlenen farkin buytk él¢lde uygulanan
deneysel mudahaleden kaynaklandigl sonucuna ulasilabilir.

Tablo 4

Arastirma Kapsaminda Elde Edilen Olgim Sonuglarina Ait Tanimlayici Bulgular

Test Tirii Deney Kontrol

Ort. Medyan s.s Ort. Medyan S.s
Ontest 6,33 6,00 2,41 7,69 8,00 2,41
Sontest 11,93 12,00 2,15 9,06 9,00 2,11

Arastirmanin Birinci Alt Problemine iliskin Bulgular

Arastirmanin birinci alt problemi olan “11. sinif tarih dersi kapsaminda munazara
teknigiyle 6gretim yapilan deney grubu 6grencileri ile programa dayali 68retim yapilan kontrol
grubu 68rencilerinin 6ntest puanlari arasinda anlamli bir fark var midir?” sorusuna yanit aramak
amaciyla, her iki grubun akademik basariya yonelik ontest puanlari karsilastirilmistir. Gruplar
arasindaki farkin anlamli olup olmadigini belirlemek icin iki bagimsiz grup arasindaki farki test
eden non-parametrik bir ydntem olan Mann-Whitney U testi kullanilmigtir.

Tablo 5

Akademik Basari Ontest Olciimlerinin Gruplarla Karsilastirilmasi

Akademik Basari Grup N Ort. s.S Sira Ortalamasi U p

. Deney 15 6,33 2,41 13,17

Ontest 77,500 0,089
Kontrol 16 7,69 2,41 18,66

p>0.05; U: Mann Whitney U

11. sinif tarih dersi kapsaminda munézara teknigiyle 6gretim yapilan deney grubu
O0grencilerinin akademik basari 6ntest puanlarinin 6.33+2.41 oldugu belirlenirken programa
dayali 6gretim yapilan kontrol grubu o6grencilerinin akademik basari 6ntest puanlarinin
7.69+2.41 oldugu belirlenmis ve gruplar arasindaki farklligin istatistiksel olarak anlaml

\.\)_ TURKISH
N— 170
\\\— HISTORY EDUCATION

JOURNAL



Yilmaz & Birbudak

olmadigl belirlenmistir (p=0.089>0.05). Elde edilen sonug¢ gruplar arasinda baslangicta
herhangi bir farkliik olmadigini gostermektedir.

Arastirmanin ikinci Alt Problemine iliskin Bulgular

Arastirmanin ikinci alt problemi olan “11. sinif tarih dersi kapsaminda munézara
teknigiyle 6gretim yapilan deney grubu 6grencileri ile programa dayali 68retim yapilan kontrol
grubu o6grencilerinin sontest puanlari arasinda anlaml bir fark var midir?” sorusunun
yanitlanabilmesi igin, akademik basari sontest puanlarinin gruplara goére farklilik gosterip
gostermedigi analiz edilmistir. Bu amacla, parametrik test varsayimlarinin saglanmamasi
nedeniyle, iki bagimsiz grup arasindaki farki degerlendirmek uUzere Mann-Whitney U testi
uygulanmistir.

Tablo 6

Akademik Basari sontest Olctimlerinin Gruplarla Karsilastirilmasi

Akademik Basari Grup N Ort. s.s  Sira Ortalamasi V) P
Deney 15 11,93 2,15 21,47
Kontrol 16 9,06 2,11 10,88
*p<0.05; U: Mann Whitney U

Sontest 38,000 0,001*

11. sinif tarih dersi kapsaminda munézara teknigiyle 6gretim yapilan deney grubu
O0grencilerinin akademik basari sontest puanlar (11.93+2.15), programa dayali 68retim yapilan
kontrol grubunun puanlarina (9.06+2.11) gore istatistiksel olarak anlamli derecede yuksek
bulunmustur (p=0.001<0.05). Bu bulgular, arastirmanin ikinci alt probleminde yer alan '11. sinif
tarih dersi kapsaminda munazara teknigiyle 6gretim yapilan deney grubu 6grencileri ile
programa dayali 68retim yapilan kontrol grubu 68rencilerinin akademik basari sontest puanlari
arasinda anlaml bir fark var midir?' sorusuna olumlu yanit vermektedir. Elde edilen bu
sonuglar, minazara tekniginin akademik basariyi arttirmada 6gretmen merkezli sunus yoluyla
o0gretime gore daha etkili oldugunu gostermektedir.

Arastirmanin Ugiincii Alt Problemine iliskin Bulgular

Arastirmanin Uguncu alt problemi olan “11. sinif tarih dersi kapsaminda munéazara
teknigiyle 6gretim yapilan deney grubu 6grencileri ile programa dayali 6gretim yapilan kontrol
grubu 6grencilerinin dntest ve sontest puanlari arasindaki fark puanlari (kazanim artigt) anlamul
bir farklilik gostermekte midir?” sorusuna yanit aramak amaciyla, her iki grubun akademik
basariya iliskin fark puanlarn karsilastinlmistir. Bu dogrultuda, gruplar arasindaki kazanim
artislarinin anlaml bir farklilik gésterip gostermedigini belirlemek icin Mann-Whitney U testi
kullanilmistir.

Tablo 7

Akademik Basari Fark Olgiimlerinin Gruplarla Karsilastirilmasi

Akademik Basari Grup N Ort. s.s SiraOrtalamasi U P
Deney 15 5,60 3,58 21,10
Kontrol 16 1,38 3,40 11,22
*p<0.05; U: Mann Whitney U

Fark 43,500 0,002*

11. sinif tarih dersi kapsaminda munézara teknigiyle 6gretim yapilan deney grubu
Ogrencilerinin akademik basari fark puanlarinin 5.60+3.58 oldugu belirlenirken programa dayali
O0gretim yapilan kontrol grubu 6grencilerinin akademik basari fark puanlarinin 1.38+3.40 oldugu
belirlenmis ve gruplar arasindaki farkliigin istatistiksel olarak anlaml oldugu belirlenmistir
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(p=0.002<0.05). Ortalamalar incelendiginde farkliigin deney grubu lehine oldugu belirlenmis
olup munézara teknigiyle 6gretim yapilan deney grubundaki 6g8rencilerin fark puanlarinin
programa dayali 6gretim yapilan kontrol grubundakilere gére daha ylksek oldugu goralmustur.
Bu sonug arastirmanin tGc¢lUncu alt problem cumlesini cevaplamamizi saglamaktadir. 11. sinif
tarih dersi kapsaminda munazara teknigiyle 6gretim yapilan deney grubu 68rencileri ile
programa dayali 68retim yapilan kontrol grubu 68rencilerinin akademik basari dntest ve sontest
puanlari arasindaki fark puanlan (kazanim artisi) anlaml bir farklilk bulundugunu
gostermektedir.

Arastirmanin Dérdiincii Alt Problemine iliskin Bulgular

Arastirmanin dorduncu alt problemi olan “11. sinif tarih dersi kapsaminda munazara
teknigiyle 6gretim yapilan deney grubu 6grencilerinin 6ntest ve sontest puanlari arasinda
anlamul bir fark var midir?” sorusuna yanit aramak amaciyla, deney grubundaki katilimcilarin
akademik basari dntest ve sontest puanlari Wilcoxon isaretli siralar testi karsilastirilimistir.

Tablo 8

Deney Grubundaki Katiimcilarin Akademik Basari Ontest ve Sontest Puanlarinin

Karsilastirilmasi
Grup Akademik Basari N Ort. S.S Sira Ortalamasi Z P
Ontest 15 6,33 2,41 1,50a
’ ) ’ - *
DeNeY  sontest 15 11,93 2,15 8,46b 3,329 0,001

*p<0.05; Z: Wilcoxon testi; a:Puan azalisi; b: Puan artigi

11. sinif tarih dersi kapsaminda munéazara teknigiyle 6gretim yapilan deney grubu
O0grencilerinin akademik basari ontest puanlarinin 6.33+2.41 oldugu belirlenirken sontest
puanlarinin 11.93+2.15 oldugu belirlenmis ve gruplar arasindaki farkliligin istatistiksel olarak
anlaml oldugu belirlenmistir (p=0.001<0.05). Ortalamalar incelendiginde farkliligin munazara
teknigiyle 6g8retim yapilan deney grubundaki 68rencilerin sontest puanlarinin 6ntest puanlarina
gore daha yuksek oldugu gorilmustir. Bu sonug, arastirmanin doérdlincu alt probleminde yer
alan “11. sinif tarih dersi kapsaminda munéazara teknigiyle 6gretim yapilan deney grubu
O0grencilerinin akademik basari 6ntest ve sontest puanlari arasinda anlamu bir fark var midir?”
sorusuna istatistiksel olarak anlamu bir fark oldugu yonunde cevap vermektedir.

Arastirmanin Besinci Alt Problemine iliskin Bulgular

Arastirmanin besinci alt problemiolan “11. sinif tarih dersi kapsaminda programa dayali
O0gretim yapilan kontrol grubu 6grencilerinin dntest ve sontest puanlari arasinda anlamli bir fark
var midir?” sorusuna yanit aramak amaciyla, kontrol grubundaki 68rencilerin akademik basar
Ontest ve sontest puanlar Wilcoxon isaretli siralar testi ile kargilastintmigtir.

Tablo 9

Kontrol Grubundaki Katilimcilarin Akademik Basari On ve Ontest Puanlarinin Karsilastirilmasi

Grup Akademik Basari n Ort. s.s Sira Ortalamasi Z P
Ontest 15 7,69 2,41 5,64a
Kontrol - o o ntest 15 9,06 2,11 10,72b 1,487 0,137

p>0.05; Z: Wilcoxon testi; a:Puan azalisi; b: Puan artisi

11. sinif tarih dersi kapsaminda programa dayali 6gretim yapilan kontrol grubu
O0grencilerinin akademik basari ontest puanlarinin 7.69+2.41 oldugu belirlenirken sontest
puanlarinin 9.06+2.11 oldugu gorulmus ve olgcumler arasindaki farkliigin istatistiksel olarak
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anlamli olmadigl belirlenmistir (p=0.137>0.05). Bu sonugclar, arastirmanin besinci alt
probleminde yer alan “11. sinif tarih dersi kapsaminda programa dayali 68retim yapilan kontrol
grubu 68rencilerinin akademik basari dntest ve sontest puanlari arasinda anlaml bir fark var
midir?” sorusuna, istatistiksel olarak anlamU bir fark olmadigi (p=0.137>0.05) yoénunde cevap
vermektedir.

Sonug

Bu arastirma 0grencinin pasif konumda oldugu 6gretmen merkezli sunus yoluyla
O0gretime alternatif olarak kullanilabilecek munézara tekniginin, akademik basarn Uzerindeki
etkisini incelemek amaciyla gergeklestirilmistir. Ontest-sontest kontrol gruplu yari deneysel
desen kullanilarak yuratilen galismada, munézara teknigiyle 68retim yapilan deney grubu ile
programa dayall 6gretim yapilan kontrol grubunun akademik basari puanlari karsilastirilmistir.

Birinci alt probleme iliskin bulgular, deney ve kontrol gruplari arasinda akademik basari
acisindan anlaml bir farklilik olmadigini géstermektedir. Ontest esitligi, arastirmanin ig
gecerliligini destekleyerek, gruplar arasindaki olasi performans farkliliklarinin deneysel
islemden kaynaklandigi yonundeki cikarimlarin daha guvenilir olmasina katkida bulunmustur.

ikinci alt probleme iliskin sontest sonuglari, akademik basari noktasinda deney grubu
lehine anlaml bir fark oldugunu ortaya koymaktadir. Bu sonuglar, 6zellikle tarih derslerinde
munézara tekniginin 6grenci basarisini artirmada 6gretmen merkezli sunus yoluyla 6gretime
kiyasla daha etkili oldugunu ortaya koymaktadir.

Uglinci alt problem, gruplarin akademik basari 6ntest ve sontest puanlari arasindaki
farkin buyukligunu incelemektedir. Deney grubunda 5.60 = 3.58’lik bir artis gdézlemlenirken,
kontrol grubundaki artis 1.38 = 3.40 olarak belirlenmigtir. Bu sonuclar, ikinci alt probleme ait
sonuglari destekleyerek munazara tekniginin 6gretmen merkezli sunus yoluyla 6g8retime kiyasla
akademik basari Uzerinde daha etkili oldugunu gostermektedir.

Dérduncu alt probleme iliskin bulgular, deney grubundaki 6grencilerin akademik
basarlarinda anlaml bir ilerleme oldugunu gostermektedir. Bu durum, deneysel ydntemin
(munézara) égrencilerin akademik performanslari Uzerinde olumlu bir etkiye sahip oldugunu
ortaya koymaktadir. Bu durum, 6gretim yonteminin etkisini degerlendirme noktasinda guclu bir
kanit sunmaktadir.

Besinci alt problemimizle ilgili olarak 11. sinif tarih dersi kapsaminda programa dayali
O0gretim yapilan kontrol grubunda, 6ntest ve sontest puanlari arasinda anlaml bir farklilik
bulunmamistir. Bu durum, 6gretmen merkezli sunus yoluyla 6gretimle islenen derslerin
O0grencilerin bilissel gelisimlerine ve akademik basarilarina 6nemli bir katki saglamadigl
sonucuna ulastirmaktadir. Kontrol grubundaki ilerlemenin anlaml dizeyde olmamasinda,
O0grencilerin sinav kaygisi tasimamasinin da etkili olmus olabilecegi dusltnulmektedir. Bu
baglamda, 6gretmen merkezli geleneksel yontemin uygulandigi derslerde elde edilen basarinin
yalnizca sinif i¢i 68retimle degil, ayni zamanda sinav kaygisi gibi digsal faktorlerle de iligkili
oldugu yorumu yapilabilir.

Calismanin en 6nemli sonucu, tarih dersleri ile minazara teknigi arasindaki iliskinin
bilissel boyutta test edilmis olmasidir. Miindzara tekniginin tarih derslerinde uygulanmasi
sonucunda elde edilen basari artisi, bu teknigin tarih derslerinde etkili bir 68retim yontemi
olarak kullanilabilecegi diisiincesini desteklemektedir. Ogrenci merkezli ve bulus yoluyla
O0grenme stratejisinin uygulandigl tarih derslerinde yuritilen kaliteli tartismalarin, 6grenci
motivasyonunu ve derse olan ilgiyi artirdigl, ayrica 6grenme surecini daha kalici hale getirdigi
gorulmastar.
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Bir 68retim yonteminin dersin dogasiyla uyumlu oldugu sonucuna ulasilabilmesi icin
birden fazla veriye ihtiya¢ duyulacaktir. Akademik basari bu sonuca ulasabilmek icin
kullanilacak gostergelerden sadece bir tanesidir. Calismanin sadece akademik basariya
odaklandigi goz onudnde bulundurularak teknigin diger bilissel ve duyussal etkilerinin
aciklandigi daha kapsaml gcalismalarin yapilmasi, literatire 6nemli katkilar sunacaktir.

Tartisma yonteminin, 68renimi dolayisiyla akademik basariyi artirdigina dair literatlrde
onemli bir goérus birligi bulunmaktadir (Lina, 2009; Hollander, 2002, s. 318). Tartisma
yonteminin tekniklerinden biri olan munézara, 6grenci-6grenci etkilesimini tesvik eden ve
0g8renme surecini destekleyen etkili bir stratejidir. Bu teknik, 68rencilerin diusiinme becerilerini
gelistirirken, konulara daha derinlemesine hakim olmalarini saglar (Zare, 2013, s. 1511).
Musoke ve Mugiraneza (2023, s. 20) tarafindan yapilan calisma, grup tartismalari, munazaralar
ve sinif oyunlari gibi sinif i¢i aktivitelerin en yaygin kullanilan yontemler arasinda yer aldigini ve
bu yontemlerin uygulandigi siniflarda akademik performansin gozle gorullir sekilde iyilestigini
ortaya koymustur. Tartisma yonteminin zor ancak gerekli oldugunu ifade eden Choong (2018, s.
66), sinifta tartismaya dayall strateji kullanmanin, 6grencilerin bazi 6grenme zorluklarini
¢c6zmeye yardimcil oldugu sonucuna ulagsmistir. Yesilyurt’a (2013, s. 176) gore, 6gretmenler
tartisma ydntemini en ¢ok dgrencilerin kendilerini ifade etmeleri ve bilgilerin kalici olmasi igin
tercih etmektedir. Tartisma ydnteminin akademik basariyi artirdigina dair literatirde yer alan
s6z konusu galigmalar, Mlnéazara teknigi boyutuyla bu g¢alismanin sonucunda elde edilen
bulgulan desteklemektedir.

Tokdemir (2013) tarafindan hazirlanan “Ortadgretim Tarih Dersinin Ogretiminde Tartisma
Yéontemine lliskin Ogretmenlerin Goériis ve Uygulamalar” baslikli doktora tezinde, tarih
ogretmenlerine en sik kullandiklari tartisma teknikleri sorulmustur. Arastirmaya katilan 284
o6gretmeninyanitlariincelendiginde, munazaranin beyin firtinasindan sonra en gok tercih edilen
ikinci tartisma teknigi oldugu gorulmustur. Ayni calismada, 25 tarih 6gretmenine “Bildiginiz
tartisma teknikleri nelerdir? Sayar misiniz?” sorusu yoneltilmistir. Katiimcilardan alinan
yanitlarda, munéazaranin tarih derslerinde en ¢ok kullanilan tartisma teknigi olarak birinci sirada
yer aldigi sonucuna ulasilmistir. Mlinéazaranin tarih 6gretmenleri arasinda taninirligl ve yaygin
kullanimi, bu teknigin tarih egitimi agisindan ayri bir 5nem tasidigini gostermektedir. MUnézara
tekniginin taninirligina ve tartisma yonteminin bilinen faydalarina ragmen, bu alandaki deneysel
calismalarin  siniri olmasi, mevcut arastirmanin literatirdeki o6nemli bir boslugu
doldurabilecegi duslincesini gliclendirmektedir.

Tartismali ve hassas konularin derslerde ele alinmasi, 6grencilerin tarihin dogasina
uygun sekilde tarih 06gretiminin hem disiplin ici hem de disiplin disi amaclarini
benimsemelerine katki saglayacaktir (Guinal & Kaya, 2016, s. 47). Ancak bu faydanin
saglanabilmesi, cesitli bilesenlerin bir araya gelmesiyle mumkinddr. Bu bilesenlerin en
basinda 68retmen yeterlilikleri gelmektedir. Glinal (2018, s. 432), 68retmenlerin tartismali ve
hassas konularin 6gretimi konusunda aldiklari egitimin yeterli olmadigi sonucuna ulagsmistir.
Bu baglamda, munazara konusunun belirlenmesinden teknigin uygulanma slrecine kadar olan
tim asamalarda birinci derecede sorumlulugu tasityan 6gretmenlerin bu konuda gerekli bilgi ve
tecrlbeye sahip olmalari hedeflenen kazanimlara ulasmada blyuk 6nem tagsimaktadir.

Arastirma sonugclarinin degerlendirilmesinde bazi siniriiklarin varligi g6z ontnde
bulundurulmalidir. Orneklem buyiikligl arastirmanin en buyiik siniriligini temsil etmektedir.
Calismanin tim sinif seviyelerinde tum okul turlerinde ve tum konularda yapilmasi stuphesiz
sonuglarin genellenebilirligini arttiracaktir. Ancak burokratik is akisi ve programlarin yogunlugu
nedeniyle s6z konusu drnekleme erismek mumkin olmamistir.
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Mulnazara, tartisma yontemleri arasinda kurallari en net sekilde belirlenen tekniklerden
biridi. Bu 06zelligi, diger tartisma tekniklerinin sinif ydnetimini zorlastiran olumsuz
ozelliklerinden daha azini tasidigi sonucuna ulastirmaktadir. Ancak, sahada gézlemlenen bazi
sorunlar hem 6gretmenlerin hem de 68rencilerin bu teknigi tam anlamiyla hakim olmadiklarini
veya vyanlis bilgilere sahip olduklarini géstermektedir. Deneme uygulamasi sirasinda
O0grencilerin munazara teknigi hakkinda neredeyse hig bilgi sahibi olmadiklari, 68retmenlerin
ise modern munazara teknigi yerine grup tartismasini munézara olarak algiladiklar
gorulmaustar. Munazara tekniginin tanitilmasi ve yayginlastirilmasi icin basili ve gevrimigi
kaynaklarin arttinlmasi tanitim gorsellerinin olusturulmasi 6nemlidir. Ayrica munazara
tekniginin tarih derslerinde diizenli olarak uygulanmasi ve etkili bir sekilde kullanilabilmesiicin
o0gretmenlere yonelik hizmet igi egitimler dizenlenmesi faydali olacaktir. MlUnazara kurallari ve
tartisma konulari Milli Egitim Bakanligl tarafindan olusturulacak komisyon tarafindan hassas
konulardan uzak durarak belirlenmeli ve 68retim programinda agikca tanimlanmaldir.

Munazara bir tartisma teknigi olmasinin yaninda ayni zamanda bir 6gretim teknigidir.
Teknigin egitim ortamlarinda kullanimi yeni sayilmayacak bir ddneme rastlamaktadir (MO 5.
YY). Ancak son yillarda egitimde daha az tercih edilir hale gelmistir (Huryn, 1986). Bu kadim
teknigin 6grenci gelisimine sundugu katkilar g6z 6ntinde bulundurularak, egitim ortamlarina
yeniden kazandirilmasi ve tanitiminin saglanmasi, egitimciler ile politika yapicilar agisindan
Oncelikli hedefler arasinda yer almalidir.
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