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Abstract

The action-research study presented in this article illustrates how drama in education might
be used to foster historical empathy in high-school first-grade students. For the purposes of
this action research, four scenarios based on drama-in-education techniques were designed
and applied on a sample of twenty-two students. The analysis of the findings showed that the
students’ understanding of historical contexts and different viewpoints on the past -both of
which comprise important aspects of historical empathy- can be significantly encouraged by
a drama-based instruction, as long as the students become engaged in activities that bring
them to delve into a specific historical era, thus propelling them towards the study of historical
sources.
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(7zet

Bu makalede sunulan eylem arastirmasi ¢alismasi, egitimde dramanin, tarihsel empatiyi
beslemede lise birinci sinif ogrencileriyle nasil kullanilabilecegine iligkin aciklamalar
icermektedir. Bu amag dogrultusunda egitimde drama tekniklerine dayali dort senaryo
olusturulmus ve 22 kisilik bir 6grenci orneklemine uygulanmistir. Bulgularin ¢oziimlenmesi
sonucunda ogrencilerin tarihsel baglami ve ge¢miste olan farkly bakis agilarini anlamalar
(ki bahsedilen iki kavram da tarihsel empatinin 6nemli yonlerinden olusmaktadir.) 6nemli bir
bicimde ‘drama temelli bir yapilanma ile desteklenmelidir’ sonucuna ulasilmistir. Ogrenciler;
kendilerini ozel bir tarihi dénemi arastiracaklari noktaya ulastiran etkinliklerle ugragmalar
durumunda tarihsel kaynaklarla ¢calisma yoniine siiriikleneceklerdir.

Anahtar Sozciikler: Tarihsel Empati, Egitimde Drama, Eylem Arastirmasi, Lise, Rol Oynama,
Ogretmenin Rolde Olmasi, Uzman Mantosu, Egitim Senaryolart

i. Introduction

The last decades have seen the rise of new quests in the field of historical education, which urge
us to redefine the efficacy of the media and the interpretations we use in approaching the past.
Drama as a pedagogical tool offers the student a bridge from the experiential stage to a proper
understanding of historical conditions through a recreation of the past (Tsaftaridis 2011; 149).
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In this regard, drama can greatly enhance historical learning: the appreciation of history
within the framework of educational entertainment (also referred to as “edutainment”) with a
strong emphasis on cooperation, participation and experience, as well as the provision of equal
opportunities for both a personalized acquisition of knowledge and a critical interpretation of
the past, are effective factors on the cultivation of historical empathy as a fundamental aim of
history learning, where all conventional textbooks and teaching methods hardly seem to bear
any significant results.

The present study proposes a framework of history didactics which is based on the principles
of drama in education and focused o n empathetic reconstruction and creative imagination.
The framework in question concerns students of the secondary level of education, where there
has been no extended research, and indeed students of the lower secondary level, that of high
school, which provides a fertile ground for research experimentations.

ii. Historical Empathy

The epistemology of history presents a long tradition of debates on the concept of understanding
the causes of individual action and the role of wider social practices in the historical process
(Lee at al., 1997; 233). The concept of this understanding is known as “empathy”, a term
closely linked to the modern perceptions of history, being based on the assumption that the past
is refutable (Repousi, 2004; 343; Nakou, 2000; 60, 105).

The concept of historical empathy has been variously approached. Lee ko1 Ashby (2001,
24-25) have suggested that empathy does not pertain solely to the awareness that important
historical factors or societies fostered epoch-relevant viewpoints, but has mainly to do with the
ability to trace the specific connections among circumstances, goals, and ideas of the actors
of history. Summarizing the definitions that have been proposed from time to time by various
scholars, we could define historical empathy as the ability to place ones’ self in the shoes of
another person within a specific historical context, with the aim of understanding the actions of
the person in that context.’

The concept of historical empathy as an element of historical thought * has exerted an important
influence on the theory and teaching of history in school, which aims at an understanding and
interpretation of historical reality (Barton & Levstik 2007, 273-321; Harris & Foreman-Peck
2004; Moniot 2002, 79; VanSledright 2001, 57, 66). And despite some existing opinions that
empathy® is hard to achieve in the context of the classroom (SREB 1986, 9; Cairns, 1989;
13), research has shown that the students can indeed achieve satisfactory levels of empathy,
if provided with a wide range of activities (Barton & Levstik, 2007; 295; Kourgiantakis 2005;
Nakou 2000, 108). In fact, after years of research, Lee, Dickinson and Ashby (Lee & Ashby 2001 ;
Lee at al. 1997; Ashby & Lee 1987) have developed a descriptive system that encompasses the
stages of empathy primary- and secondary-education students go through; the present analysis

3 Cf. Yilmaz 2007, 332; see, among others, Barton and Levstik 2008, 278-292, 302; Davis 2001, 4; Portal 1987, 89-90; Little 1983a & 1983b,
30-31.

4 There has been much discussion as to whether historical empathy can also include, beyond logical understanding, an emotive involvement
in the actions of the people from the past. For affirmative views see Lee & Ashby 2001, 24; Foster 2001, 169-170; for negative views: Barton &
Levstik 2008, 301-302; Little 1983b.

5 The categorization of Ashby, Lee and Dickinson is probably the most noted and widely used (Rantala 2011, 65). Other well known catego-
rizations of the stages of historical empathy are those of Shemilt (1984; also quoted in Leontsinis 1999, 131-135; Kalogiratou 1999) and of the
Southern Regional Examination Board (S.R.E.B. 1986).
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will be based on these five stages:

1. “The Unintelligible Past”. At this initial stage —where Ashby and Lee (1987) identified
what they termed “the divi past”— students see the past as incomprehensible and
essentially view people from the past as ‘stupid’ or ‘thick’ because they did things so
differently from themselves.

2. “Generalized Stereotypes”. Here past actions are evaluated generically in terms of
conventional stereotyped roles.

3. “Everyday Empathy”. Past actions are set against the cultural contexts of today's world,
without consistently distinguishing between the older and the modern views and values.

4. “Restricted Historical Empathy”. The recognition is established that people in the past
had a different than ours level of knowledge, different views and values, but no depth is
reached in their representation and interpretation.

5. “Contextual Historical Empathy”. Past actions are eventually viewed as integrated in a
wider context of views and values, and it is recognized that they form a network of goals
reaching far beyond any appearances.

iii. The Cultivation of Historical Empathy in the Classroom

According to Ashby and Lee (1987, 85-87), the cultivation of historical empathy in students is
closely connected to the direction they receive from the teacher, who should be encouraging
them to discuss amongst themselves, dealing with historical issues on the cooperative basis
of either small groups or the classroom at large, rather than strictly imposing on them a direct
teacher-to-student approach. The teacher should be showing high tolerance to mistakes,
evaluating the contributions of all students while resisting the tendency to instantly provide any
corrections or “right” answers.

According to Davis (2001; 4), the cultivation of empathy is based on a number of factors,
including a sufficient historical knowledge on part of both the teacher and the students, the
didactic competence of the teacher, the sources provided,® the development of students' historical
thought and their familiarity with the processing of historical evidence. Davis suggests that the
application of the proper approach should not involve rejecting errors, ignoring plausibility or
accepting untenable interpretations. In all cases, imagination must be held in check by evidence.

iv. Historical Empathy and Drama: Literature Review

Drama in Education seems to provide a par excellence didactic context for the cultivation of
historical empathy, as described above. The use of drama in the classroom is characterized by
the team character of the investigation of issues, by the teacher’s supportive role and by the
gradual process of the students’ understanding. This is why the relationship between drama in
education’ and historical empathy is apparently very strong, as Fines and Verrier (1974; 89)
have suggested in the past and some noted drama teachers have persistently reported (Goalen
1995, 65-66; Fairclough 1994; Fleming 1992; Wilson & Woodhouse 1990; Childs & Pond
1990; May & Williams 1987)

As remarked by Fines and Verrier (ibid.), there is a close relationship between history and

6 Scholars suggest the processing of archive materials, books and a varrety of other sources (David 2001, 4)
7 On drama education, see Kondoyianni 2012, Papadopoulos 2010, Alkistis 2008, Audi and Chatzigeorgiou 2007.
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drama, especially since history is no more considered as a stacking up of events (ibid., 83). The
target skills of this approach of school history are searching for, comparing among and working
with sources, extracting conclusions in accordance with these sources, as well as recognizing
that people from the past may have had different thoughts and beliefs (ibid., 84).

Thompson (1983, 22) identifies historical empathy as a goal per se, which is achievable
through the exercise of the mental skills involved in source use, in pinpointing and deciphering
all relevant information. He elsewhere asserts that the skill of historical empathy can be
optimally developed through the experiential approach which involves the application of
drama, role-playing games and music (ibid., 83), provided that the students are able to evaluate
the information and possess a basic social awareness (ibid., 21-22).

During the same year, Little (1983a) asserted that drama is valuable for the teaching of school
history, in that it convinces students of the reality of the past and offers them opportunities to
reflect on it through guided use of their imagination and sessions of action and discussion.
These simulations and role-playing games cultivate skills of historical thinking, and through
problem-solving activities encourage children to deal with historical situations and investigate
the impact of the events they are learning about. Participation in drama also stimulates research
which can lead to a deeper understanding of even the subjective level, while children are
acquiring knowledge through participatory processes (ibid., 12-16).

Moving along the same lines, Goalen and Hendy (1993), working with a sample of forty-nine
students, twenty of whom were the control group and twenty-nine the experimental group, have
experimentally proven that the historical thinking of average-performance students develops
when they approach the historical material through drama-in-education techniques.

The Greek professor Leontsinis (1999; 144-145) has argued that “history far surpasses
geography and the other social sciences in its suitability for dramatization, theatrical play and
imitation", while Smyrnaios (2008, 176-181) and Avgeri (2011) have linked role-playing and
dramatization with historical empathy. Kavalierou (2006, 483-484) has also pointed out that the
success of history dramatization requires a simple approach, the acting out of small historical
episodes, a respect for all characters and events, a high degree of accuracy and objectivity, an
emphasis on the meaning of conflicts and the encouragement of students to arrive at conclusions.

Founded on the above assumptions, the present study focuses on the use of specifically
structured drama-in-education techniques in dealing with historical persons, proposing an
alternative form of fostering historical empathy in the high-school first-grade.

v. Methodology

This study presents findings from an action research that took place during the 2011-2012
school year in a high school in Attica. It concerns a series of small-scale research projects in real
classroom situations which aimed at investigating their influence on the cultivation of historical
empathy in students (cf. Robson, 2010; 256-25; Cohen & Manion 1994, 258-259). The action
research in question is part of a PhD preliminary research on a relevant subject, during which
problems and hypotheses were sought out for further research investigation (Cohen & Manion
1994, 258). Consequently, the findings presented below, along with the presentation of the
action itself, cannot be generalized, as they only present proposals that were implemented on a
limited number of students and evaluated through the viewpoint of the researcher.
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The action research was conducted on a sample of twenty-two (22) first-graders in an urban-
area high school in West Attica. This class was made up of twelve (12) boys and ten (10) girls,
twenty-one (21) of which were Greek, and one (1) was of Albanian origin. None of the students
was known to have any specific learning difficulties, although many of them found it difficult to
comprehend the texts, to critically read them and to express themselves with the written word.

This research project was unfolded in four (4) teaching sessions on ancient history lasting
between 45 and 90 minutes, whose purpose was:

(a) to investigate the feasibility of structured instructional interventions based on the
application of the drama-in-education principles on the teaching of history with the aim of
fostering historical empathy, and

(b) to evaluate in how far the proposed learning environment promotes the development of
the historical empathy of the students, based on their comprehension of the historical context
and their recognition of the different perspectives on the past.

A fundamental requirement for the development of the teaching scenarios® that were applied
was their incorporation in a didactic framework based on the principles of constructivist theory,
investigative learning and sociocultural theory (Tsakiri & Kapetanidou, 2007; 35-42). The
activities used were constructed on the basis of drama-in-education techniques, such as the “hot
chair”, the meetings, the “mantle of the expert”, the “role on the wall», the «role playing» of
the students, the «teacher in roley, the «objects of the character», «creative writing» through the
role of the historical character, the “gossip circle” (Belliveau et al. 2008, 5-7; Heathcote 2008;
Verrier 2008; Goalen 1995; Goalen & Hendy 1994; Goalen & Hendy 1993; Fines & Verrier
1974), all suitably adapted in the context of historical learning.

The data collection was carried out as required by the action-research principles. The
following tools were specifically used:

(a) observation and a detailed written recording of the process of every instructional
intervention;

(b) worksheets including questions for the students to answer, in order to assess their ability
to empathize with people from the past, and

(c) texts and presentations describing the students’ activities and their creative expression in
the classroom.

The findings were analyzed according to the system of the historical empathy stages of
Ashby, Lee and Dickinson (see ii. above).

vi. The Instructional Interventions
1st Instructional Intervention: The Bronze Age

The first instructional intervention was dealing with the Bronze Age’. As part of the introduction,
the students were presented with three large cardboards, on each of which was drawn a natural-
human-size contour representing an islander from the Cyclades, a Minoan and a Mycenaean,
respectively, following the «role on the wall» technique (Papadopoulos 2007; 67; Avdi &
Chatzigeorgiou 2007, 90; Neelands & Goode 2000, 22).

8 The use of the term “scenario” in the educational context refers to a set of activities that are designed in order to didactically approach a
subject (Gika 2002, 353-354). A lesson based on drama techniques is made up of three parts: a) an introduction that serves as a “warmup’, b)
the elaboration, where the main instructional intervention takes place, during which the students are faced with the conflicts of the historical
period they are examining, and ¢) a summarization of all activities and a reflection on them (Belliveau et al. 2008, 4; Heinig 1988).

9 The Bronze Age in Greece lasted from 3000 to 1100 B.C. Three distinct and yet similar civilizations flourished in the Hellenic world during
that period: the Cycladic on the homonymous group of islands in the Southern Aegean, that of the Minoans in Crete, and the Mycenaean
civilization in the Peloponnese (Christopoulos et al. 1970).
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The students were divided into three groups and were asked to wear the “mantle of the
expert” (Papadopoulos, 2007; 70; Neelands & Goode, 20001 34; Heathcote & Herbert 1985)
for the role they chose. Their mission was to assist a hypothetical filmmaker who intended to
prepare a documentary on Greek prehistory and proto-history.

During the elaboration phase, after the students had chosen their role and era, they went on to
get involved with “group painting” (Avdi & Chatzigeorgiou 2007, 88-89; Neelands & Goode,
2000; 14) and to draw the facial features and the body of the role they had taken up. Around
his contour they painted various objects that could have belonged to him, and on his body they
jotted down all sorts of pieces of knowledge, thoughts and worries he could have had. Among
his belongings they also recorded some thoughts of their own or other people of our time about
their historical figure.

The intervention was completed with the students composing a short documentation of their
role and with a presentation thereof to the “teacher-filmmaker” (Belliveau et al. 2008, 6-8;
Papadopoulos, 2007; 72-73; Neelands & Goode, 2000; 40).

2nd Instructional Intervention: The Second Hellenic Colonization

The subject of the second instructional intervention was the Second Hellenic Colonization'’.
The introduction involved first a narration of when, why and how the ancient Greeks were
drawn to so many new destinations, and then a demonstrative type of activity (Govas 2002, 23;
Alkistis, 1998; 43) that resulted in the formation of four teams with a leader for each group, the
colony founder."

During the elaboration phase, the teams of the to-be colonists were asked to choose their
relocation sites. What could have been their motives? What reasons might have led them to
depart from their native territories? Equipped with a map of the Mediterranean and the Black
Sea denoting the regions rich in natural resources during the Archaic period, the students take
counsel together (Neelands & Goode, 2000; 35) and present their decisions, thoughts and
concerns.

The closing stage calls for the students to express themselves as colonists with a piece of
creative writing (Belliveau et al.,2008, 6-8; Papadopoulos, 2007; 67; Neelands & Goode, 2000;
16) reflecting on their experience: Twenty years later, in a second homeland... Was it worth it?
Has my life really changed for the better?

3rd Instructional Intervention: The Legislation of Solon

The third instructional intervention was dealing with the legislation of Solon'?. An improvisation
was employed as a “warm up” (Alkistis 1998, 87): the students as poor and debt-ridden Athenians
thirty years after the establishment of Draco’s code of laws'? are discussing amongst themselves
on the destructive consequences of the measures.

Through the use of a role-play (Belliveau et al.,2008, 6-8; Jarvis et al., 2002; Neelands &
Goode, 2000; 72; Lloyd, 1998) students present one scene per team. There follows a whole-class
debate (Neelands & Goode, 2000; 35) about what course of action should be followed and the
proceedings are presented narratively. A student-herald reads out the laws and the teacher-Solon
addresses the students-citizens and offers to answer their questions regarding this legislation.

10 The Second Hellenic Colonization took place in the period spanning between the 8th and the 6th centuries B.C., during which the ancient
Greeks targeted locations and flooded coastlines further and further into the Mediterranean Sea (Christopoulos et al. 1971).

11 The term colony founder (oiktotng in Greek) refers to the leader of a colony-founding expedition during the Second Hellenic Colonization
(ibid.).

12 Solon (c. 639 - 559 B.C.) was an important Athenian statesman and legislator, a poet and one of the seven wise men of ancient Greece
(ibid).

13 Draco was the first codifier of Greek law in antique Athens, a task assigned to him by the Athenians in 624 B.C. His laws became legendary
for their cruel punishments to such an extent, that the Greek phrase “Draconian measures” (Apakovteta pétpa) survives to this day to denote
the epitome of harshness (ibid).
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In the closing stage, the students are asked to assess the situation from the multiple
perspectives of three different roles: If you were poor peasants, if you were aristocrats, and if
you were people who do not wish to get too much involved in the public affairs, what would
you tell Solon? After the assessment of this intervention, there followed a number of additional
activities, during which the students did some creative writing from the viewpoint of their
historical role, commenting on the legislation of Solon using the indicated sources.

4th Instructional Intervention: From Peisistratus to Cleisthenes

The fourth instructional intervention had to do with Peisistratus'* and the reforms of Cleisthenes. '
The introduction included a demonstrative type of activity in order for the students to gain some
spatiotemporal perspective on the antique city of Athens of 520 B.C.

The students-Athenians of this era had to weigh the positive and the negative points of
the policy of Peisistratus. Those who assumed the role of the conspirators, read the record
of proceedings '¢ that had been kept by the hypothetical registrar of their conspiratory team
and they were asked to discuss amongst themselves and meet a decision: to overturn or not to
overturn Peisistratus? The students presented their arguments and their decisions, and through
their narration presented the actual historical developments. A student-herald read out the
reforms of Cleisthenes, and then, while the students participating in the “gossip circle” (Avdi
& Chatzigeorgiou, 2007; 93) were discussing the new measures, the teacher-Athenian woman
intervened, circulating the rumour that Cleisthenes is a descendant of tyrants and other "spicy"
information about his ancestry, based on a source from the History of Herodotus!” (Herodotus
VI1.126-131). On the occasion of this intervention, the students expressed their opinions on the
role of personality in history.

The intervention ended with the students creating a piece of writing from the viewpoint of
their historical role, evaluating the reforms of Cleisthenes.

vii. Data Analysis '*

During the first instructional intervention students were struggling to adequately cope and
critically apply their knowledge, and they obviously tended to project their thoughts and
attitudes of our time onto this period. Only in one case did they demonstrate some “limited
historical empathy”, attuning with the historical conditions of the time even without going
too deep: “We chose this woman, because society at that time was probably matriarchal and
because they thought childbearing was a mysterious procedure. This is why they had so many
female figurines during that period”. They generally did not depart from the general stereotypes:
"Women at that time dressed very simply and stayed home all day to take care for their family"
or "We chose the character of the Anax” because he was an important person at that time.
He was strict, he was the one who decided for the people, big enough to frighten the enemies
and impressive overall”. In one case the students exhibited a complete lack of empathy with
the past, reproducing some information from the textbook, showing no effort whatsoever to
connect with each other or with the role:

14 Pisistratus was a tyrant of Athens for about twenty years until his death in 527 B.C. As a tyrant he had seized political power with the help
of some of his adherents, despite opposition from the majority (ibid).

15 Cleisthenes was an Athenian statesman of the 6th century B.C., who introduced democratic government to ancient Athens (ibid).

16 As “record of proceedings” we used an adapted for the purposes of this activity text from the Foundation of the Hellenic World website on
Pisistratus (FHW 2001).

17 Herodotus was an ancient Greek historian and geographer who lived in the fifth century B.C. In his History he wrote about the Persian
wars, as well as about various places he saw and people he met during his travels. Cicero described him as “Patrem Historiae”, the "Father of
History" (Christopoulos et al. 1971).

18 We have to stress that the “data” reported here are only some selected examples, just a fraction of the total findings we gathered .

19 The Anax was the supreme lord of a Mycenaean centre (Cristopoulos et al. 1970).
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“She is the Snake Goddess,”’ the main goddess of the Minoan civilization associated with
life and the earth. The Minoan civilization was noted for the development of the arts and the
olive tree was its sacred symbol. People of that civilization used to make various artefacts out
of gold, silver, copper, clay, ivory and other easy to shape materials.”

Despite the observed low levels of empathy, students reported that the activities were a lot
of fun: “We felt like we were real experts... we combined facts and we could better understand
what we had learned," realizing that the historical past has a real dimension, a realization of
fundamental importance for any examination of the development of empathy in the classroom:
“We realized that these people actually lived back then, that they do not exist only in books
as little stories... they are not mythical creatures" (cf. Little 1983a, 1983b). Given, then, that
historical empathy is a skill that takes time and consistent effort to develop, we arrived at
the conclusion that the students’ performance could be improved through more rigorously
structured practice.

Indeed, during the second instructional intervention, the students reached a higher and very
satisfying, for their age, level of “limited historical empathy”, possibly due to the nature of the
activities that placed them among the decision-makers of the Second Hellenic Colonization:
“The area on which we settled is rich in natural resources. Fishing, metals and the rich soil
of our area helped us develop various professions. Also, all these natural resources helped
us to develop trade. We became a very well-known people. Our economy grew”, “In our old
homeland, the economy had collapsed. Many peoples started changing territories, and so we
too were forced to look for better lands, with richer natural resources”, and “The new colonies
changed my life more than I expected, because now I work as a merchant and I make more
money than when I used to be a small dealer, and so now I can offer my family more, thanks to
the merchandise I sell. Sometimes I do miss my old country, though, and I feel like giving it all
up and going back”.

With this second intervention, the students showed a clear understanding of the specific aims
and aspirations of the people from the past, and that their decisions and actions are parts of
complex procedures. They elaborated on the circumstances of the actors of history through the
lens of their own modern time, fostered cooperation and trust and were led to logical constructs
in accordance with the standards of the period they examined, all of which are essential steps
towards the cultivation of historical empathy.

During the third instructional intervention, all of the students reached the stage of the “limited
historical empathy”, focusing on a very important element of the era they were dealing with,
though rather exclusively on it, maybe due to the fact that it is presented in the textbook as
the reason that led to seisachtheia:*' “-What happened to your neighbor? -What, you haven't
heard? He was so deep in debt, he lost his personal freedom,; and not only he, his whole family
have lost their freedom, too! Its insane... -I'm not that far from being kicked into slavery
myself, you know. -Same here. He wants his money back, or I'm a slave in no time, too. -There's
got to be something we can do”.

Moreover, the students’ reports revealed that they understood how the same historical event
can trigger off different reactions to people who have different roles and positions in a given
society, thus fulfilling a prerequisite for understanding the action of people in the past. Farmer:

20 The Snake Goddess is a type of figurine very common in the excavations of Minoan Crete: the typical serpent-wielding bare-bosomed
woman of the Minoan culture (Christopoulos et al. 1970).

21 Seisachtheia (ZeiodxOeta in Greek) was a set of laws instituted by the Athenian lawmaker Solon in order to rectify by debt relief the wide-
spread serfdom and slaves that had run rampant in Athens by the 6th century B.C. (Christopoulos et al. 1971).
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“Well done! Congratulations! You 've made the right decisions, you 've freed us from the yoke
of the aristocrats who have been oppressing us for so long.” Nobleman: "l am very unhappy and
angry at the measures you have adopted; you have lessened and weakened our social class."

Additional activities brought forth another factor conducing to the cultivation of historical
empathy: the integration in drama-in-education activities of primary or secondary historical
sources.

The fourth instructional intervention brought the students very close to the realization of a
“wider-context empathy*, as they combined facts and reached decisions that could be valid in
the historical episodes they were acting out: “He offered relief to the poor with loans and land
redistributions. However, we believe he did it only to trick them into giving him their votes. We
are against this course of action. We want our leaders [...] to tell us the truth and to respect us.
[...] This is our firm belief and we intend to overthrow him.”

Another interesting point was brought forth by the debate on the role of the reforming leaders’
personality in history, when the students concluded that Cleisthenes was not just the product
of the life circumstances he was nurtured on, but also of the city’s broad political landscape:
“Yes, but with his father being who he was, and if there hadn't been for Pisistratus and the
Athenians had been oblivious to the evil tyranny does, then Cleisthenes might very well have
not proceeded to any such actions”.

viii. Conclusions

The present study has argued that Drama in Education can present an effective method of
enhancing the historical empathy for high school students. Although not the highest levels of
historical empathy were observed during every instructional intervention according to the system
of stages of Lee & Ashby (see iii above), all students demonstrated a remarkable development
in their empathetic approach to the past, which proves that despite all existing difficulties in
the achievement of this skill, the repeated interventions are of paramount importance for the
gradual progress towards this direction, as has been pointed out by Davis (see iii above).

At the same time, the instructional interventions have shown (as Little argues in iv above)
that the activities structured according to the drama-in-education principles have a strong
potential of awakening the students to the real dimension of the past, an awakening fundamental
to the cultivation of historical empathy. Moreover, the interventions have demonstrated the
co-operative nature of the development of empathetic thinking, a condition pinpointed as
quintessential both by Lee & Ashby (ibid.) and Thompson (see iv above), as drama offered
students the opportunity to exchange thoughts and ideas in a climate of trust and cooperation
either in small groups or in the classroom at large.

Another interesting conclusion is that the instructional interventions, thanks to the application
of drama techniques, created a learner-centered environment where all students, regardless of
their individual academic performance, felt free to express their opinions without fearing to
be inaccurate in their analyses of the past, a fundamental prerequisite for the development of
historical empathy, as noted by Lee and Ashby (ibid.) and Davis (ibid.).

Furthermore, the use of historical sources showed that the cultivation of empathy becomes
more efficient when the use of drama is coupled with the study of sources, as Fines and Verrier
(see 1v above) have argued, a combination that encourages students to approach any historical
information critically and constructively (Little, ibid.), “harnessing” imagination with evidence
(Davis, ibid.).
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Finally, the effectiveness of interventions showed that the teaching scenarios constructed on
the base of drama-in-education principles need to be simply structured and carefully organized
by the teacher, in order to have an effective influence on the historical empathy of students, as
Kavalierou (see iv above) has theoretically suggested.

Perhaps the mostimportant of all conclusions drawn from these four instructional interventions
reviewed succinctly in this study, is that the students embraced the drama techniques with
enthusiasm, and responded satisfactorily to the challenges they were presented with. This
enthusiasm led to a more involved approach of the history lesson on their part, disclosing for
them new horizons for critical thought and historical empathy.
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Egitimde Drama Yolu ile Tarihsel Empatiyi Beslemek:
Lise Birinci Simif Ogrencileriyle Ger¢eklestirilen Bir Eylem Arastirmasi’
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Peloponnese Universitesi

i.Giris
Tarih egitimi alaninda son yillarda yapilan yeni aragtirmalar bizleri ge¢mise iliskin kullandigimiz
yaklagimlarimizda medya ve ¢evirinin etkisini yeniden tanimlamaya sevk etmistir. Bir egitim
yontemi olarak drama, ge¢misin yeniden yaratilmasi yolunda &grencilere; tarihsel sartlarin

anlasilmasi i¢in deneyimsel bir agama ve ger¢ek bir anlama arasinda koprii olmay1 sunmustur
(Tsaftaridis, 2011;149).

Yapilan bu ¢alisma, egitimde dramanin ilkeleri ile temellendirilmis, empati kurabilen, yeniden
yapilandirmaya ve yaratici diislinceye odaklanmis bir tarih 6gretimi yapisint dnermektedir.

ii. Tarihsel Empati

Tarihin epistemolojisi, tarihsel siirecte; bireysel etkileri ve daha genis sosyal uygulamalarin
rollinii anlama acgisindan farkli goriislerin uzun tartisma geleneklerini sunmaktadir (Lee at
al. 1997; 233). “Empati” olarak bilinen bu kavram; ge¢misin aksi ispatlanabilir varsayilara
dayandirildig1 ve tarihin modern algilarina yakindan baglantilandig1 bir terimdir (Repousi,
2004; 343; Nakou, 2000; 60, 105).

Cesitli zamanlarda, farkli bilim adamlar1 tarafindan yapilan tanimlamalar 6zetlenecek olursa
tarihsel empatiyi; belirli bir tarihsel baglami ve baglamda yer alan insanin eylemlerini anlama
amaciyla kendini bir bagkasinin ayakkabisina yerlestirme yetisi olarak tanimlayabiliriz*.
Dogrusu yillar siiren aragtirmalarin ardindan, Lee, Dickinson ve Ashby (Lee& Ashby 2001; Lee
atal 1997; Ashby& Lee 1987) ilkogretim ve ortadgretim 6grencilerine de uygulanan ve empati
asamalarini kapsayan tanimlayici bir sistem gelistirmislerdir. Giiniimiizde yapilan ¢alismalar
asagida yer alan bu bes asamaya gore temellendirilmektedir:

1. “Anlasilmaz Geg¢mis”. Bu baglangi¢ asamasinda -Asley ve Lee (1987) bu asamay1
“putlasmis ge¢mis” olarak kavramsallastirmislardir,- 6grenciler gegmisi anlasilmaz
olarak gérmektedirler.

2. “Genellenmis Kalip Yargilar”. Bu asamada ge¢miste yasanmis olaylar, geleneksel
sterotiplerin rolleri agisinda genel olarak degerlendirilmektedir.

3. “Hergiin Empati”. Ge¢mis olaylar bugiin diinyasinin kiiltiirel baglami ile karsilastirilir. Bu
karsilagtirma modern ve daha eski goriis ve degerler arasinda kalic1 ayrimlar yapilmadan
gercgeklestirilir.

1 Makalenin gevirisi Bil. Uzm. Zeki Ozen tarafindan yapilmistir.

2 Prof.Dr., Peloponnese Universitesi, Giizel Sanatlar Fakiiltesi, Tiyatro Caligmalari Boliimii,

3 Doktora Ogrencisi, Peloponnese Universitesi, Giizel Sanatlar Fakiiltesi, Tiyatro Calismalar1 Béliimii,

4 Cf. Yilmaz 2007, 332; Barton and Levstik 2008, 278-292, 302; Davis 2001, 4; Portal 1987, 89-90; Little 1983a& 1983a & 1983b, 30-31.

YAZ 2011, CILT 6, SAYT 12



Egitimde Drama Yolu ile Tarihsel Empatiyi Beslemek:
Lise Birinci Smif Ogrencileriyle Gerceklestirilen Bir Eylem Arastirmast 53

4. “Smurlandirilmis Tarihsel Empati”. Tanimlamalar ge¢misteki insanlarin bizlerden farkl
seviyede bilgiye, farkli goriis ve degerlere sahip oldugunu kabul etmektedir.

5. “Baglamsal Tarihsel Empati”. Ge¢mis olaylar daha genis bir baglamin goriis ve degerleri
ile biitiinlestirilme sonucunda degerlendirilir.

iii. Simif Ortaminda Tarihsel Empatiyi Gelistirme

Ashby ve Lee’ye gore (1987, 85-87) dgrencilerin tarihsel empatiyi gelistirmesi; 6grencileri
birbirleri ile tartigmalar1 yoniinden cesaretlendirmesi gereken, dogrudan 6gretmenin 6grenciye
kat1 bir bigimde bilgi aktarimini saglamak yerine biitiin sinift ya da kiiciik gruplar tarihsel
konularda igbirlikli 6grenme temelinde ugrasmalarini saglayan 6gretmenlerden aldiklariyla ¢ok
yakindan baglantilidir. Ogretmen yapilan yanlislara yiiksek derecede hosgérii gdstermelidir.

Davis’e gore (2011, 4) uygun bir uygulama yaklasimi; yapilan yanliglar1 reddetmeyi,
olasiliklar1 gormezden gelmeyi, ya da savunulamaz yorumlari kabul etmeyi icermemelidir. Her
durumda diis kurma giicii, kanitlarla kontrol altina alinmis olmalidir.

iv. Tarihsel Empati ve Drama: Kavramsal Cerceve

Yukarida anlatildig1 lizere, egitimde drama, tarihsel empatinin gelistirilmesinde ¢ok dengeli
didaktik bir icerik saglamaktadir. Fines ve Verrier (1974;89)’in daha once belirttigi ve diger
drama 6gretmenlerinin siklikla tizerinde durdugu tizere (Goalen 1995, 65-66; Fairclough 1994;
Fleming 1992; Wilson & Woodhouse 1990; Childs & Pond 1990; May & Williams 1987);
dramanin sinifta kullanimi; caligma grubunun karakteri, 6gretmenin destekleyici roli ve
Ogrencilerin asamali anlama siireci ile karakterize edilmektedir. Bu yiizden egitimde drama ve
tarihsel empati arasindaki bag goriiniir bir bicimde saglamdir.

Thompson (1983; 22), tarihsel empatiyi kaynak kullanilmasi, ilgili tiim bilgilerin tam olarak
belirlenmesi ve desifre edilmesinde zihinsel becerilerin dahil edildigi, basarilmasi miimkiin
etkinliklerin her saniyesi basina diisen bir amag¢ olarak tanimlamaktadir. Thompson, ayni
calismanin baska bir boliimiinde ise tarihsel empati yetisinin, drama, rol oynama, oyunlar ve
miizik gibi ¢aligmalar1 barindiran deneysel ¢aligmalarla uygun bir bicimde gelistirilecegini
iddia etmektedir.

Ayni yi1l icerisinde Little (1983a), okullarda drama c¢aligmalarinin tarih 6gretisi i¢in degerli
oldugunu bilgisini sunmustu. Bu yolla 6grencilerin; gecmiste yasanilmis olan gerceklere, kendi
hayal giicleri rehberliginde kimi eylem ve tartisma etkinlikleri ile katilmaya cesaretlendiklerini
soylemektedir. Drama c¢alismalarinda katilime1 bir tavir sergilemek ayni zamanda var olan
arastirmanin daha derinlemesine anlagilmasini tesvik etmektedir.

Ayni ciimlelerden yola ¢ikarak Goalan ve Handy (1993), 49 kisilik bir 6rneklem grubu ile
bir ¢calisma gergeklestirmislerdir. Grup iiyelerinden 20 kisi kontrol, 29 kisisi ise deney grubunu
temsil etmistir. Deneysel olarak da kanitlandig {izere egitimde drama teknikleri ile yaklagilan
tarihsel materyallerde 6grencilerin tarihsel diisiinme ortalamalar gelismektedir.

Yukarida yer alan verilerden yola ¢ikarak mevcut c¢alisma, lise birinci siniflarda tarihsel
empatiyi beslemek adina 6zellikle egitimde drama teknikleri ile yapilandirilmis ¢aligsmalara
odaklanmustir.
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v.Yontem Bilim

Bu calismanin verileri 2011-2012 egitim 6gretim yilinda Attica’da yer alan bir lisede yapilan
eylem arastirmasi sonucunda ortaya ¢ikmistir. Sonug olarak asagida sunulan veriler ve eylem
arastirmasinin kendisi; belirli sayida 6grencilere uygulandigindan, buradan ¢ikan sonuglara
gore Oneriler getirdiginden ve arastirmacinin kendi bakis agisi ile degerlendirildiginden
genellenmesi dogru degildir.

Bu eylem arastirmasinin 6rneklemini 22 kisilik lise birinci sinif 6grencileri olugturmustur.
Arastirmanin yiriitildiigii lise, Bat1 Attica’da bulunan bir kent okuludur. Caligmanin
gerceklestirildigi sinif: 12 erkek ve 10 kizdan olusmaktadir. Ogrencilerin milliyete gore
dagilimlarina bakildiginda 21 dgrencinin Yunan, 1 6grencinin Arnavut kokenli oldugu bilgisine
ulagilmistir.

Bu arastirma projesi ilk¢ag tarihlerine iliskin 45 dakika ile 90 dakika arasinda olan 4 farkli
egitim boliimii ile gelistirilmistir.

Uygulanmis olan egitim atolyelerinin gelistirilmesi icin temel gereksinim; didaktik bir
cerceve ile birlestirilmis ‘yapilandirilmis yaklagim’ ilkelerinden, ‘6grenmenin arastirilmasi ve
sosyokiiltiirel teori’ lizerine temellendirilmis olmasidir (Tsakiri & Kapetanidou 2007, 35-42).
Uygulanan etkinlikler, sicak sandalye, toplantilar, uzman mantosu, duvardaki rol, rol oynama,
tarihsel rol iizerinden yaratic1 yazma, karakterin nesneleri, dedikodu halkasi, 6gretmenin role
girmesi gibi egitimde drama tekniklerinin tarth 6gretimine uygun bir duruma getirilmesi ile
temellendirilmistir (Belliveau et al. 2008, 5-7; Heathcote 2008; Verrier 2008; Goalen 1995;
Goalen & Hendy 1994; Goalen & Hendy 1993; Fines & Verrier 1974).

Veriler toplanirken eylem arastirmasi ilkeleri g6z 6niinde bulundurulmustur. Bu dogrultuda
ozellikle asagida yer alan araclar kullanilmistir.

a) Her egitsel miidahale siirecine iliskin gozlem ve ayrintili yazi kayitlari.

b) Ogrencilerin gegmiste yasayan insanlara iliskin empati yetilerini degerlendiren soru ve
yanitlarin oldugu ¢aligma kagitlari.

¢) Ogrencilerin sinif igerisindeki etkinliklerini ve yaratici ifadelerini tanimlayan metin ve
sunumlar.

Biitiin bu veriler Ashby ve Lee’nin yukarida belirtmis oldugu tarihsel empati asamalarina
gore analiz edilmistir.

vi. Egitsel Miidahale
1. Egitsel Miidahale: Bronz Cag

Birinci egitsel miidahale bronz ¢agi ile ilgilidir. Giris etkinligi olarak d6grencilere; duvarda yer
alan ii¢ farkl1 biiyiik kartona ¢izilmis birebir insan boyutunda kartlar sunulmustur. Ogrenciler
sadece dis konturla belirlenmis olan bu insan ¢iziminden yola ¢ikarak rol koridoru teknigi ile
Yunan adalarinda yasayan ti¢ farkli (Cyclade, Minoa ve Mycenae) adaliy1 ayrintilandirmiglardr.
Ardindan 6grencilerden 3 gruba ayrilarak sectikleri role iliskin uzman mantolarii giymeleri
istenmistir. Ogrencilerin bu asamadaki gorevleri; tarih dncesi Yunan caglarna iliskin bir
belgesel ¢gekmek isteyen varsayimsal bir film yapimcisina yardimci olmaktir.
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2. Egitsel Miidahale: Ikinci Yunan Kolonizasyonu

Ikinci egitsel miidahale ikinci Hellenik kolonizasyonu ile ilgilidir. Giris calismasinda Eski
Yunanlilarin ne zaman, neden ve nasil birgok farkli varis yerlerine ¢ekilmis olduklarina iliskin
bir 0ykiileme ¢alismasi yapilmistir. Bu dykiileme ¢aligmasi1 dort farkli grubun olugsmasi ve bu
gruplardan birer liderin koloni kurucusu olmasi bi¢iminde sonu¢lanmistir.

Bu ayrintilandirilmis asamada: kolonide yasayan kisilere, kendilerine yeni bir yasama yeri
belirlemeleri gerektigi sdylenmistir. Onlar1 bu duruma iten gerekceler neler olabilir? Hangi
nedenler onlar1 kendi yerli topraklarindan ayirmaya itmistir? gibi sorularin yanitlarini 6grenciler
karalari1 ve disiincelerini paylagsarak sunmuslardir. Kapanis ¢alismasinda ise Ogrenciler
kolonilerde yasayan insanlar olarak kendi deneyimlerini g6z oniinde bulundurarak yaratici
yazma c¢alismalarinda bulunmuslardir. Bu dogrultuda “Yirmi yil sonra ikinci yurdumuzda...
-Gergekten buna degdi mi? - Yasamim daha iyi yonde mi degisti?” gibi sorulara yanit vermislerdir.

3. Egitsel Miidahale: Solon Yasalar:

Ucgiincii egitsel miidahalede Solon Yasalari’na deginilmistir. Isinma ¢alismasi sayilabilecek bir
dogaglama etkinligi gerceklestirilmistir. Ogrenciler Draco yasalarmin konulmasindan 30 yil
sonra Atina’da yagayan, bor¢ batagina saplanmig zavalli Atinalilar olarak bozulmus haklarin
Olclisti hakkinda kendi aralarinda konusmaktadirlar. Rol oynamalar yolu ile her 6grenci
calismalarin1 gerceklestirir. Bu ¢alismanin sonlarina dogru 6grencilerden var olan bu durumu
farkli agilardan degerlendirmeleri istenir. “Eger parast olmayan koyliiler olsaydiniz. Eger
aristokrat olsaydiniz ya da halkin yasadigi sorunlarla ilgilenmeyen birisi olsaydiniz Solon’a ne
sOylerdiniz?” sorular1 3 farkli rol {izerinden tartigilmistir.

4. Egitsel Miidahale: Peisistratus’tan Cleisthenes’e

Dordiincii egitsel miidahale Peisistratus ve Cleistehenes’in getirdigi yenilikler ile ilgilidir. Girig
calismalar1 6grencilere Milattan dnce 520 yilinin Antik Atina’sina iliskin zaman-uzamsal bir
bakis agis1 kazandiracak etkinlikleri barindirmaktadir. O donemin Atinalilarin1 canlandiran
Ogrenciler Peisistratus kurallarinin olumlu ve olumsuz noktalarini degerlendirmislerdir.
Ogrenciler komplocu roliine biiriiniip kendi aralarinda tartismislardir. Bu tartisma sonucunda
Ogrencilerden Pesistratus’u devirip devirmeyecekleri konusunda bir karara varmalari istenmistir.
Bu kararlarini ve argiimanlarini bir sunumla anlatmislardir.

Ardindan elgi roliinde bir 6grenci Cleisthenes’in sesli bir bigcimde okur ve 6grenciler dedikodu
halkas1 bi¢imini alirlar. Ogrenciler bu dedikoduyu gerceklestirirken dgretmen Atinali bir kadin
roliine girerek ‘Heredot’un Tarihi’ kaynaginda yer alan Gykiiyli temel alarak Cleisthenes’in
Tiranlarin torunu oldugu soylentisini yaymustir. Caligmanin bu kisminda o6grenciler bu
tarih Oykiisiinde yer alan insanlar olarak Cleisthenes’in yeniliklerini degerlendiren bir yazi
calismasinda bulunarak diislincelerini dile getirmislerdir.

vii. Veri Analizi

Birinci egitsel miidahale siiresince 6grenciler kendi bilgierini yeterli derecede elestirel bir
bicimde uyarlama konusunda sorunlar yasamislardir. Yogunlukla simdiki zamanda olan diisiince
ve davraniglarini o tarihsel zamana yansitma egiliminde olmuslardir. Sadece bir boliimde ¢ok
derine inmeden o donemin tarihsel sartlari ile uyum gdosterebilecek sinirli bir tarthsel empati
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gosterdikleri sdylenebilir: *“ Bu kadini sectik ¢iinkii muhtemelen o donemlerde toplum, ana-erkil
bir yapidaydi ve ¢ocuk dogurmak gizemli bir islemdi. Bundan dolayr o donemde yapilmis bir
¢ok kadin heykelleri bulunmaktadir.” Ya da “O zamanlarin 6nemli insanlarindan birisi oldugu
icin Anax karakterini sectik. Kati ve diismanlari korkutup, etkileyecek kadar biiyiik bir insandi1”

Az derecede tarihsel empati goriilmiis olmasina ragmen 6grenciler bu etkinliklerin oldukca
eglenceli olduklarmi dile getirmislerdir: “Ger¢ek uzmanlar gibi hissettik... Gergekleri
uyarlayarak 6grendiklerimizi daha iyi anlayabilecegimizin farkina vardik.”

Gergekten de ikinci egitsel miidahale siiresince 6grenciler yaslarina gore daha yiiksek ve
tatmin edici bir “sinirlandirilmis tarihsel empati” asamasina ulasmislardir. Muhtemelen bu
durumu saglayan neden ¢alismalarda yer alan Ikinci Yunan Kolonizasyonu ¢alismalariin igcinde
yer alan karar verme anlarinin olmasidir. “Yurt edindigimiz alan dogal kaynaklar agisindan ¢ok
zengindi. Balik¢ilik, metaller ve verimli topraklar bir¢ok becerimizin gelismesini sagladi. Bu
dogal kaynaklar ayni zamanda ticareti gelistirmemize yardimct oldu. Cok taninan insanlar
olduk ve ekonomimiz biiyiidii.”, “Kendi yurdumuzda ekonomi ¢éktii. Insanlarin bir¢ogu
yurtlarim degistirerek kendilerine daha zengin dogal kaynaklarin oldugu daha iyi topraklar
bulmak zorunda kaldilar.”

Ikinci egitimsel miidahale ile 6grenciler; gegmiste yasayan insanlarin karmasik siireclerde,
ozellikli amaclarini ve diiglerini daha iyi bir bicimde anlamislardir.

Ugiincii egitsel miidahale siiresince biitiin dgrenciler “sinirlandirilmis tarihsel empati”
asamasina ulasmislardir. Bununla beraber 6grenciler; bizlere sunulan toplumlarda yasanilan
aym tarihsel olaymn farkli rolleri olan insanlar tarafindan nasil farkli tepkileri tetikledigi
gercegini daha iyi kavramislardir. Boylece gegmiste gerceklesen bir eylemi anlamak i¢in gerekli
bir 6nkosul yerine getirilmistir.

Ciftci: “Cok iyi yaptiniz, tebrikler! Dogru kararlari alarak bizleri uzun zamandan bu yana
ezen aristokratlarin boyundurugundan kurtardiniz.”

Soylu Kigi: “ Uyarlamis oldugunuz bu kurallardan dolayr mutsuz ve kizgimim. Bizlerin sosyal
swiftaki zayiflatip, azalttiniz.”

Dordiincii egitsel miidahale 6grencileri, “Genis baglamsal Empati” kavraminin farkindaligina
daha ¢ok yaklagtirmistir. Bu durum canlandirma yapmis olduklart tarihsel boliimlerde, gergekleri
ve kararlastirilan kanunlari birbirine daha iyi kaynastirmalarini saglamistir. Bir baska ilging
nokta ise 0grencilerin yenilik getiren liderlerin rolleri ile yapmis olduklar1 farkli durumlarin
onlar1 daha ileri tartigmalara gotiirmesi olmustur.

viii. Sonuclar

Bu arastirma, egitimde dramanin lise 6grencilerinde tarihsel empatiyi artirma yolunda etkin bir
yontem oldugunu tartismay1 amaglamistir. Lee ve Ashby’nin asamalandirma sistemi dikkate
alindiginda bu calismanin her egitsel miidahale evresinde yiiksek derecede tarihsel empati
goriilmemistir. Buna ragmen biitiin 6grenciler ge¢mise iliskin empatik yaklasimlarinda takdir
edilecek bir gelisim gostermislerdir.

Ayn1 zamanda yapilandirilmis miidahaleler gostermistir ki: egitimde drama ilkelerine gore
yapilandirilmis etkinlikler; 6grencilerin gegmise iliskin gercek boyutlart anlamalar1 adina ve
tarihsel empatiyi temelden gelistirmeleri adina giiclii ve uyandirici bir potansiyele sahiptir.
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Bir baska ilging sonu¢ yapilandirilmis miidahalelerin, drama teknikleri sayesinde 6grenci
merkezli bir ortam yaratmasidir. Ogrencilerin kendi kisisel akademik performanslarimni
etkileyen diisiincelerini ifade etmede 6zgiir bir ortam yaratmis ve ge¢mise iliskin yanlis yapma
korkusunun ortadan kalktig1 bir tarihsel empati temeli olugmasini saglamistir.

Sonug olarak arastirmada yapilan miidahalelerin etkililigi gostermistir ki: 6grencilerin
tarihsel empati edinme yolunda etkin bir katkisi olan egitimde drama ilkeleri ile temellendirilmis
egitim senaryolari, 6gretmen tarafindan dikkatlice organize edilmeli ve basit bir bigcimde
yapilandirilmalidir.
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